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Abstract

Schools across the nation are losing early-career teachers. The following
quantitative study was designed to investigate differences in secondary early-career
teacher perceptions of principal leadership behaviors between those who are remaining in
the classroom and those who are leaving at the end of the 2022-2023 school year. The
study involved the use of a rubric created by the Missouri Department of Elementary and
Secondary Education (DESE) in 2018. Five research questions were investigated from
leadership characteristics that included visionary, instructional, managerial, relational,
and innovative leadership. Of these five leadership characteristics, 32 behaviors were
identified from the Professional Standards for Educational Leadership. Results of the
hypothesis testing indicated no statistically significant difference in secondary early-
career teacher perceptions of principal leadership behaviors between those who are
remaining in the classroom and those who are leaving. Also, results of the additional
analysis indicated that overall secondary early-career teachers in the ABC School District
agree or strongly agree that their building principal exhibited leadership behaviors with
all but two behaviors in which they neither agreed or disagreed. The researcher
recommends that building and district leadership continue to support best practices and
locate areas for growth to improve secondary early-career teacher retention. Furthermore,
building principals should continue to create opportunities to provide instructional
feedback to early-career teachers also while seeking their own methods for improvement.
Overall, these results can further add to the existing research on secondary early-career

teacher retention.
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Chapter 1
Introduction

Classroom teachers are at the forefront of providing students with an equitable
and challenging curriculum. Effective classroom instruction is essential to help increase
student learning. In addition to their classroom responsibilities, teachers are asked to
serve as sponsors for clubs and activities, coaches for athletic teams, and mentors for
students. While juggling these many different responsibilities, teachers help prepare
students to transition to a 21st-century workplace. School districts are responsible for
recruiting, retaining, and increasing the quality of their teachers. However, keeping
highly-qualified staff can be influenced by a number of different factors.

Schools across the nation face the challenge of retaining classroom teachers.
Nationally, there has been a steady decrease in teacher retention rates and particularly,
beginning teachers have the highest rates of turnover (Ingersoll et al., 2021). Of all the
teachers leaving the profession, early-career teacher turnover is a critical issue (Kim,
2019). In a 2015 study of the 2007-2008 National Beginning Teacher Longitudinal
Survey, Gray and Taie found that after the first year of teaching, 10% of early-career
teachers leave the profession, and after teaching 4 years, 26.9% switch schools or leave
the profession entirely. Also, Ingersoll et al. (2022) analysis of the Schools and Staffing
Survey and a National Teacher Principal Survey between 1987-2018 found that 44% of
new teachers leave the profession altogether within five years. Additionally, during the
2012-2013 school year, 16% of teachers moved to a different school or left the profession
altogether (National Center for Education Statistics, 2015). In a 2022 survey of over

1,800 teachers, school leaders, and school mental health professionals, Bryant et al.



(2023) found that one-third of participants plan to leave their role by the end of the school
year. More specifically, among younger teachers surveyed between the ages of 25-34,
38% stated they were planning on leaving (Bryant et al., 2023). School districts are
tasked with training and keeping effective talent, but it comes with a cost. These costs are
not only a human capital problem but also a financial problem. Teacher turnover rates
cost districts over $7.3 billion collectively each year (National Commission on Teaching
and America's Future, 2007). Turnover costs can vary for each district, but may include
separation from the district, recruitment, hiring, hiring incentives, new hire inductions,
and professional development (Learning Policy Institute, 2017; Watlington et al., 2010).
The burden of these costs falls on the school district, the administration, the school
culture, and unintentionally impacts student performance in the classroom (Watlington et
al., 2010). School districts must focus on initiating and investing in programs that will
help mitigate teacher attrition. Recent studies have shown that one area that can help
increase teacher retention, especially for early-career teachers, involves principal
leadership.
Background

Teachers leaving the occupation has increased in recent years (Ingersoll et al.,
2021). Because of this lack of retention, school districts are left to find solutions to recruit
and retain high-level talent for the classroom. When teachers leave the classroom, schools
are faced with allocating resources to recruit and onboard new candidates. These
vacancies leave schools with a financial burden, instead of allocating those resources to
other areas. Instead of focusing on finding solutions to recruit new talent, schools should

look inward at principal leadership. Principal leadership is the effective administration of



all aspects of schooling. Effective principal leadership increases teacher support, which
can lead to an increase in all teacher retention (Brown & Wynn, 2009; Olsen & Huang,
2018). However, there is a lack of research on how principal leadership characteristics

directly impact early-career teacher retention compared to other career teachers.

This study was conducted in the ABC School District during the 2022-2023
school year. The ABC School District is a suburban school district of Kansas City,
Missouri. This district includes 19 elementary schools, four middle schools, three high
schools, one secondary alternative school, and one technology academy. According to
DESE (2022), enrollment in the Fall of 2022 was 17,541 students. At the time of this
study, 12.7% of students qualified for free and reduced lunch and have an 86.8%
attendance rate. On average, teachers in this district had 16.2 years of experience and
made an average salary of $64,350. Overall, 82.1% of the staff had completed advanced
degrees (DESE, 2022b).

In 2014, DESE created a framework for school districts to develop and support
effective school leadership (DESE, n.d.). Key stakeholders from the Missouri Leadership
Development System (MLDS) identified five domains essential to a principal’s effective
leadership of a school (DESE, 2020). The five domains that were created by this group
included visionary, instructional, managerial, relational, and innovative leadership
(DESE, 2018). These five domains were then divided into leadership competencies
associated with standards from the Professional Standards for Educational Leadership
(DESE, 2020). The group identified 32 competencies across the five leadership domains.
However, for this study, the researcher referred to these domains as characteristics and

the competencies as behaviors. In this study, the five leadership characteristics and 32



behaviors were used to help identify differences in secondary early-career teacher
perceptions of principals’ leadership behaviors between those who were remaining in the
classroom and those who were leaving at the end of the 2022-2023 school year.
Statement of the Problem

Early-career teachers have been leaving the profession at an alarming rate,
causing a financial and instructional strain on school districts (Olsen & Huang, 2019;
Learning Policy Institute, 2017 Watlington et al. 2010). Wynn et al. (2007) found that
principals can have a great influence on beginning teachers and ultimately their decisions
to stay in the classroom or leave. According to the Learning Policy Institute (2017), urban
districts spend upwards of $20,000 on new hires which can be related to onboarding,
recruitment, or separations from the district. These costs continue to put a financial strain
on school districts, especially the most vulnerable populations such as schools in high-
poverty areas, rural areas, and those with high populations of minority students.

However, this spending can be avoided with an overall investment by districts in
areas such as teaching support initiatives to help increase retention. Olsen and Huang
(2018) found that, on average, teachers who have a more positive perception of their
school’s climate normally have higher job satisfaction. Additionally, Boyd et al. (2011)
found that working conditions and overall administrative support can influence retention.
The results of both studies support the need for additional research to investigate specific
leadership characteristics of building administration and the relationship it has on early-
career teacher retention. Kim (2019) highlighted the lack of research on how different

aspects of building leadership affect early-career teacher retention. More research is



necessary to understand principal leadership characteristics that impact early-career
teacher retention.
Purpose of the Study

The purpose of this quantitative study was to evaluate secondary early-career
teachers’ perceptions of principal leadership behaviors and whether those behaviors
affect decisions to remain in the classroom or leave the classroom in the ABC School
District. For this study, secondary early-career teachers are those who have between 1-5
years of experience in the classroom. These teachers can also be considered novices in
the profession as other sources refer to them as beginning teachers. The five leadership
domains were derived from the DESE principal evaluation assessment. The five
leadership domains include visionary, instructional, managerial, relational, and
innovative leadership. Of these five leadership domains, DESE (2018) divided each one
into different leadership competencies, but for this study, the researcher referred to the
domains as characteristics and the competencies as behaviors. Central office staff may
use this rubric in the evaluation of building administration alongside the Missouri
Leadership Development System (DESE, 2020).
Significance of the Study

As teacher retention rates continue to decline across the nation, school districts
are faced with challenges on how to effectively recruit and retain teachers. The results
from this study will add to the research associated with the principal leadership behaviors
that have the most significant impact on increasing secondary early-career teacher
retention rates. As state educational agencies, school district leadership, and building

administration grapple with this problem, these findings will add to the growing research



of practices and methods that can help increase early-career teacher retention.
Policymakers at the federal, state, and local levels can use these findings for best practice
to increase early-career teacher retention. School district leadership can incorporate the
findings from this study to new hire induction, onboarding, and ongoing professional
development to support secondary early-career teachers.
Delimitations

According to Lunenburg and Irby (2008), delimitations are boundaries that are set
to fulfill the purpose of the study. The following are delimitations in the study.
e Surveys were administered to secondary early-career teachers in the ABC school
district who had served 1-5 years in the profession as of March 2023. Secondary
early-career teachers who have been in the profession between 1-5 years were
identified through the district Human Resources department and sent an
anonymous survey for their responses.
e This study included respondents who were currently teaching in secondary
schools and employed by the ABC School District for the 2022-2023 school year.
This study did not include teachers who had resigned prior to the study being
conducted.
Assumptions

“Assumptions are postulates, premises, and propositions that are accepted as
operational for purposes of the research. Assumptions include the nature, analysis, and
interpretation for the data” (Lunenburg & Irby, 2008, p. 135).

e Survey questions were understood and completed with honesty.



e The interpretations of the data were an accurate description of the perceptions of
the participants.

Research Questions

According to Creswell and Creswell (2018), quantitative research questions help
to compare different variables of a study and are commonly used in survey research. The
following research questions guided this study of secondary early-career perceptions
towards principal leadership. The following questions provided the foundation of this
study and the organization of the analysis of data.

RQ1

To what extent do secondary early-career teachers’ perceptions of principal
visionary leadership affect their decision to remain in the classroom or to leave the
classroom?

RQ2

To what extent do secondary early-career teachers’ perceptions of principal
instructional leadership affect their decision to remain in the classroom or to leave the
classroom?

RQ3

To what extent do secondary early-career teachers’ perceptions of principal

managerial leadership affect their decision to remain in the classroom or to leave the

classroom?



RQ4

To what extent do secondary early-career teachers’ perceptions of principal
relational leadership affect their decision to remain in the classroom or to leave the
classroom?
RQ5

To what extent are secondary early-career teachers’ perceptions of principal
innovative leadership affect their decision to remain in the classroom or to leave the
classroom?
Definition of Terms

“The purpose of the definition of terms is provide an identification of terms in
order for one to understand the purpose of the research project” (Creswell & Creswell,
2018, p. 40). In order to understand the purpose of this research study, the following
terms have been identified and defined with common language with how it is used in the
study.
Early-Career Teachers

According to Kim (2019), early-career teachers are those who have between 1-5
years of teaching experience.

Visionary Leadership
“The principal as a visionary leader helps to develop and implement a vision for

the school to guide the learning of all students” (DESE, 2018, p. 1).



Innovative Leadership

“The principal as the innovative leader continues professional growth, actively
engages in reflective practice and applies new knowledge and understanding to drive
appropriate change” (DESE, 2018, p. 10).
Instructional Leadership

“The principal as the instructional leader ensures a guaranteed and viable
curriculum, guarantees effective instructional practice, coordinates the use of effective
assessments and promotes professional learning” (DESE, 2018, p. 2).
Managerial Leadership

“The principal as a managerial leader implements operational systems, oversees
personnel and ensures the equitable and strategic use of resources” (DESE, 2018, p. 4).

Probationary Teacher

A probationary teacher is a teacher who has been employed in the same district
for less than five consecutive years and has not yet obtained tenure (MNEA, 2012). All
participants in this study are considered probationary teachers and are currently on one-
year contracts.

Relational Leadership
“The principal a relational leader interacts professionally with students, staff,

family, and the community” (DESE, 2018, p. 7).
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Secondary Teachers

Secondary teachers are referred to as those who have a current employment
contract and are teaching students between grades 6-12 (University of the People, 2023).
This study included teachers that teach in the middle and high school buildings. In the
ABC School District, middle schools consist of grades 6-8 and high school consist of
grades 9-12.

Teacher Retention

According to Meyer et al. (2019), teacher retention refers to those teachers who will
plan to stay in the same position for the next school year.
Tenure

According to Barker (2018), tenure is an indefinite contract of employment by a
teacher unless of a death, resignation, retirement, or evidence of procedures in the Tenure
Act. Tenured teachers have continuous employment from the school district (MNEA,
2012).
Organization of the Study

This quantitative study is organized into five chapters. Chapter 1 included the
background information, statement of the problem, purpose of this study, the significance
of the study, delimitations, assumptions, the five research questions and a definition of
key terms. Next, Chapter 2 includes a review of relative literature for this study such as
different leadership characteristics, recent trends in educator employment, research
related to early-career teachers in the classroom, and impact of teacher working
conditions as predictors of retention. Chapter 3 includes the methods of this study.

Chapter 3 is divided into the research design, selection of participants, measurement, data
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collection, data analysis and hypothesis testing, and the limitations of the study. Chapter
4 contains the results of the research findings which included descriptive statistics and
hypothesis testing. Finally, Chapter 5 consists of the interpretation and recommendations
of the study. Chapter 5 includes the study summary, findings related to the literature,
implications for action, further recommendations for research and the researcher’s

concluding remarks.
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Chapter 2
Review of the Literature

This chapter includes a review of literature and research on topics related to
principal leadership, teacher retention, and early-career teachers. This chapter includes a
survey of research related to the five research questions addressed in this study. Next, this
chapter includes recent trends in educator employment, a study from Kansas, reports
from DESE on teacher shortages, and the impact of building principal leadership on
retention. Finally, this chapter concludes with literature on early-career teachers and
teacher working conditions as predictors of retention.

Building principals are responsible for establishing a safe and effective learning
environment for all students. Building principals exhibit many different leadership
characteristics while leading the daily operations of a school building. However, not all
leadership characteristics impact teacher satisfaction, effective instruction, or teacher
retention. Historical research has seen the influence of principal leadership be attributed
to school related factors such as resources, opportunities, student backgrounds,
community types, organizational structures, school cultures, teacher experiences, fiscal
resources, school size, and even outside bureaucratic factors (Hallinger & Heck, 1996).
Recently, there has been a transition in research from factors impacting principal
leadership to how principal leadership may impact these school related factors. In a study
conducted in New York on the influence school administration has on teacher retention
decisions, Boyd et al. (2011) found that overall, teachers' perceptions of school

administrators have the greatest influence on teacher retention decisions. However, Kim
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(2019) stated that there needs to be more research to show how different aspects of
principal leadership can affect different types of early-career teacher retention.

In a meta-analysis of over 5,000 studies spanning from the 1970s to 2003, Waters
et al. (2003) found a substantial relationship between building principal leadership and
student achievement. The results of their study provided evidence that specific leadership
responsibilities that had the highest impact on student learning are situational awareness,
intellectual stimulation, input, change agents, and building culture (Waters et al., 2003).
Grissom et al. (2021b) found three overlapping building principal skills that may create a
successful school included instruction, people, and the organization. Darling-Hammond
et al. (2022) found that teachers with an overall positive view of their principal's
leadership experienced stronger collaboration and reported higher satisfaction in the
profession. Overall, these studies highlight the influence building administration’s
leadership has on student learning, teacher satisfaction, and teacher retention.

Visionary Leadership

In 2018, DESE defined visionary leadership as developing and implementing a
vision for the school to guide the learning of all students. Principals showcase visionary
leadership through defined decisions and contributions to the overall learning
environment of the school building. Visionary leadership can also be referred to as
strategic leadership. Ireland and Hitt (2005) highlighted the importance of strategic
leadership as one’s ability to anticipate, envision, and maintain flexibility for changes that
will help create the future for the overall organization. Prestiadi et al. (2019) defined
visionary leadership as building leaders who can formulate, communicate, and implement

the effective components of running an organization. Principals that effectively
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implement the overall vision and mission of the building into curricular programs while
upholding the requirements for the future, demonstrate visionary leadership.

Multiple studies have been conducted regarding visionary leadership’s role in
education. Kurniadi et al. (2021) researched vocational teachers in Indonesia. The authors
discovered that principals who exhibit visionary leadership behavior have a positive
impact on teachers’ performance in the classroom. Cuffe (1996) conducted a study of
teachers from 37 different high schools in New Jersey and New York and found that an
effective visionary leader may relate to a healthier school climate and potentially greater
support from the teaching staff. Le (2020) conducted a study of middle school teachers in
Texas and found that teachers are influenced to leave when principals do not have a
direction and vision for the school. Also, middle school teachers were more likely to
leave when the principal did not establish clear standards and expectations (Le, 2020).
These studies indicate that effective visionary leadership is vital to keep teachers in the
classroom.

Instructional Leadership

Instructional leadership ensures a viable curriculum, guarantees successful
instructional practices, and coordinates the widespread use of effective assessments while
promoting overall professional learning (DESE, 2018). The instructional leadership
characteristics of a building principal are vital for the success and continuation of a
school building. Hallinger and Murphy (1985) outlined a building principal instructional
duty includes defining the mission, managing instructional programs and promoting
school climate. Furthermore, building principals ensure the school has a clear academic

mission that is fully communicated to all staff, students, and stakeholders (Hallinger,
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2003). The academic mission is a conduit to a school district's approved vision and
mission. District leadership, families, and educational stakeholders put their faith in
instructional programs and human capital to prepare students for success after graduation.

Building principals directly influence instructional leadership by allocating
personnel decisions of sections, classes, and courses taught by their staff. Additionally,
effective instructional leadership is responsible for the creation of instructional site-based
teams. Sharif (2020) wrote that school principals should not be the only instructional
leader in the building but instead create instructional leadership teams that include
assistant principals, veteran teachers, and, when necessary, content experts. This group
can then create policies for accountability and progress monitoring of learning.

On a building level, principals have a direct impact on student learning. Grissom
et al. (2021a) suggested that previous research might have underlined the importance and
value a building principal has on student achievement and other areas that extend beyond
student learning. Additionally, Leithwood et al. (2019) emphasized that leadership is vital
to the success of most school improvement endeavors, and the leadership's role is to build
conditions that foster high-quality teaching and learning. Collectively, principals that
engage in instructionally focused interactions with teachers, implement strategies to build
a productive climate, help lead professional learning communities, and demonstrate
effective management of resources have been shown to increase school outcomes
(Grissom et al., 2021b). Also, additional benefits of leadership related to instruction and
student behavior may led to higher levels of trust between teachers and principals (Young

etal., 2015).
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These principal behaviors might vary from school to school. One item to help
improve student learning includes building principals conducting classroom walk-
throughs to provide instructional evaluations. Typically, these observations survey the
teacher's performance, classroom management, and student/teacher relationships. In
2011, Missouri adopted the Network for Educational Effectiveness model. The platform
and strategy for teacher evaluations was created in collaboration with practicing K-12
teachers and researchers at the University of Missouri-Columbia School of Education and
Human Development (Network for Educator Effectiveness, 2022). This model is
predicated on the idea of a growth mindset by improving the overall capacity of the
instructional staff in order to best serve students. Classroom walk-through includes
evaluations lasting no longer than ten minutes, with the focus on one or two specific
strategies of effective instruction. After each walk-through, a short evaluation is
conducted. Typically, the observation is followed by a meeting to debrief on the lesson
and evaluation. The model also includes training, professional development, and
resources for educators and principals to individualize practice and pedagogy for gaps in
practice. Across Missouri, more than 250 districts utilize this platform (Network for
Educator Effectiveness, 2022).

Grissom et al. (2021b) continued to emphasize the principals' role as instructional
leaders by breaking their leadership skills into three areas. First, as instructional leaders,
principals are solely responsible for instructional evaluations of staff and curricular
programs (Grissom et al., 2021b). These evaluations must be rubric-based and centered
around the continuous improvement of practice and student achievement. In conjunction

with evaluation, quality instructional leaders give effective feedback based on
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observations from evaluations and help improve the capacity of their staff (Grissom et al.,
2021b). Finally, the principal uses data to drive decision-making in curricular programs.
These decisions must drive the improvement of programs and ensure continuous
performance accountability (Grissom et al., 2021b). Demirdag (2021), in a study of 306
elementary school teachers in Turkey, found that effective instructional leadership can
directly predict teacher motivation. Building principals can showcase instructional
leadership by addressing the needs of curricular programs, encouraging the use of
continued professional development, and eliminating distractions to the learning
environment (Demirdag, 2021).

Research also has highlighted the dangers of a lack of instructional leadership in
building principals. Weak instructional leaders may fail to bridge the beginning teacher's
current curricular and pedagogical capacity to the mission/vision of the building (Youngs
et al., 2015). A lack of supporting instructional practices may reduce teachers' ability to
perform in the classroom and lead to distrust between principals and staff. Additionally,
new teachers may need help finding the support they need regarding curriculum,
instructional strategies, or classroom management methods (Youngs et al., 2015).

Previous research has been reported on the influence of instructional leadership on
teacher retention. Angelle (2006) found that building leadership that advocates strong
instructional leadership through practice and policies help to mold first-year teachers into
the overall school environment and teachers who worked under an effective instructional
leader were more likely to remain in the classroom. Lazcano et al. (2022) study of novice
teachers from Chile supports Angelle (2006) work. They found that a principal’s

instructional approach, which includes leadership that is directly focused on teaching and
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learning, increases satisfaction and intentions to remain in their job (Lazcano et al.,
2022). On the contrary, Anderson (2019) found that a principal's instructional leadership
support practices did not help predict new elementary teachers' decisions to leave or
remain in the teaching profession. These studies add to the collective research on the
influence of instructional leadership on teacher retention.

Managerial Leadership

DESE (2018) described principal managerial leadership as implementing
operational systems, overseeing personnel, and ensuring the equitable and strategic use of
resources. School leaders oversee the administration of duties and responsibilities to lead
a school while upholding the district's vision and mission for educational success. Ucar
and Dalgic (2021), while researching principal’s leadership characteristics and
commitment levels in Turkey, found a positive correlation between the school's strategic
leadership and teachers' commitment. Grissom et al. (2021b) reported that effective
principals exhibit strategic or managerial leadership through the allocation of resources to
support teaching. These resources may include fiscal and human resources. By
advocating for student learning, principals take on the role of strategic leadership by
hiring effective teachers and allocating them to the correct positions (Grissom et al.,
2021b).

Managerial leadership includes the effective management of learning
environments and spaces of instruction. Teachers feel supported by the administration
when the principal upholds classroom management decisions. Principals help alter
teacher job satisfaction due to their ability to discipline students and hold them

accountable for their actions in the classroom (Jarrett, 2021). Anderson’s (2019) study
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also analyzed strategic operations of building principals on the retention of new
elementary teachers in Texas. Anderson (2019) adds that operational support practices
such as allocation of resources, maximizing learning time, and other strategic operations
within a school are influential to new elementary teachers. These support practices are
similar to DESE’s description of managerial leadership as previously mentioned.
Anderson (2019) found that strategic operation support practices can predict the retention
of new elementary teachers in Texas. These findings demonstrate the importance of
managerial leadership in supporting teachers in the classroom and effectively managing
the learning environment.
Relational Leadership

The principal, as a relational leader, interacts professionally with all stakeholders
such as students, staff, family, and community (DESE, 2018). Grissom et al. (2021b)
wrote that effective leadership helps build a positive school culture. Building principals
as relational leaders invest in people by building and maintaining positive relationships
with staff, community members, and various stakeholders (Grissom et al., 2021b).
Additionally, relational leaders are caring, exhibit good communication skills, and
empower teachers and students to feel safe, valued, and respected (Grissom et al., 2021a).
A principal with relational attributes involves the community and district stakeholders.
Supporting the local communities' values, beliefs, cultures, languages, and traditions are
all techniques that effective relational leaders exhibit (Grissom et al., 2021b). Leithwood
et al. (2019) provided further evidence of the effective practice of relational leadership.
Leaders build relationships and capacity by providing support and consideration for

individual staff members, modeling effective values and practices, building trusting
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relationships with staff, students, and parents, and productive working relationships with
unions and teacher organizations (Leithwood et al., 2019). Principals are responsible for
establishing positive relationships with their building, staff, students, and community.
These positive relations help to establish a caring and trusting environment that can
increase teacher retention.

Effective relational leadership can impact teacher retention. Bowman (2021)
studied principal leadership characteristics in Pennsylvania during the early stages of the
COVID-19 global pandemic and found that principals exhibit relational leadership
through building trust and celebrating successes as a school community. Bowman’s
(2021) findings help showcase the value of relational leadership during unprecedented
times. Shaw and Newton (2014) conducted a study regarding the impact of servant
leadership on retention. Servant leadership is a leadership style where leaders make
serving their subordinates or staff their main priority (Shaw & Newton, 2014). The
authors uncovered a strong correlation between a principal’s servant leadership style to
teacher’s satisfaction and retention (Shaw & Newton, 2014). Barnett (2017), while
studying principal leadership practices in urban-hard-to-staff schools, wrote that shared
leadership and principal-teacher relationships are essential for teacher retention. In
addition, principal-teacher relationships are important for early-career teachers. Abitabile
(2020) wrote that relational leadership traits such as visibility, honesty, approachability,
and encouragement increase job satisfaction and retention. These qualities are vital to
building positive relationships with staff. Ramos-Beban (2013) conducted a case study to
analyze a data-driven approach to principal leadership. Ramos-Beban concluded that

when principals utilize relational leadership to build trust through methods such as
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professional development, showcasing respect, and involving teacher voice in decision-
making, teachers are more likely to be involved in school reform (2013). Hughes et al.
(2015) further highlighted relational leadership's role in hard-to-staff schools. They
encourage leaders to increase principal and teacher relationships through open forums,
discussions, meetings, and reviews to increase retention in hard-to-staff schools (Hughes
et al., 2015). These findings highlight the influence that relational leadership has in
building relationships with stakeholders, communication, and teacher retention.

While the requirements for collaboration and communication increase, school
principals are called to focus on building and developing effective relationships with
various stakeholder groups (Lasater, 2016). School leaders today are required to support
consistent communication with students, staff, and stakeholders through multiple outlets
such as social media, school websites, newsletters, and other electronic communications.
Because of the many forms of communication with district stakeholders, school leaders
must have the ability to effectively communicate with the entire school community.
Lasater (2016) wrote that rapport, trust, and communication are three areas that school
leaders should continue to focus on to help improve their relational leadership. However,
Lasater (2016) emphasized that these three items should not be used exclusively but are
interdependent to one another. Cunliffe and Ericksen (2011) found that relational leaders
understand the importance of resolving problems and influencing strategic direction and
practical actions. Building positive relationships with students, staff, parents, community

members, and stakeholders is a vital component of relational leadership.
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Innovative Leadership

As an innovative leader, a principal can drive change by continuing professional
growth, engaging in reflective practices, and applying new knowledge (DESE, 2018).
Principals can evaluate their personal innovative leadership attributes by assessing their
skills and self-identifying those areas for growth and development (Clifford, 2015). By
performing self-reflections, principals can lead their staff through reflective practices to
help build collective capacity of the staff. Clifford (2015) continued to outline the benefit
of these evaluations by establishing a common set of standards, performance targets, and
goals. Additionally, principals can exemplify innovative leadership, administering a
needs assessment survey to staff, as well as involving others in collective decision-
making. Ariyani et al. (2021) studied innovative and entrepreneurial leadership with the
overall impact on student learning. Through a qualitative study to target the value of a
principal’s innovative leadership, the authors found that when principals support vision
building, overall staff development, and restructuring organizational systems, innovative
leaders can create a comfortable and fun learning environment for all (Ariyani et al.,
2021).
Collaborative Leadership

One of the most important characteristics of effective principals is the focus on
collaborative leadership. Principals showcase collaborative leadership by creating a
culture predicated on the collective responsibility of data-driven decision-making. This
type of leadership involves the consistent effort to bring everyone together for a singular
purpose. Principals can advocate for a collaborative environment by providing common

time for instructional teams and establishing expectations of professional learning
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communities (Grissom et al., 2021b). Collaborative instructional leadership is also vital
to an educational system’s overall success. Collaborative team building and instructional
leadership are both important characteristics of effective principal leaders (Rodin, 2014).
Rodin (2014) reported that effective principals that serve in predominately minority
schools must create collaborative teams that solely focus on student achievement.

McKenzie (2005) researched the importance of collaborative leadership on a
school climate. She highlighted four outcomes of effective collaborative leadership in
schools. These outcomes include helping to increase faculty capacity through the
following methods: collaborative learning community events, an effective system to
support professional growth and goals of faculty members, a collective strategic plan
with created action steps for achievement, and by providing opportunities with teachers
and administration to collectively overcome challenges (McKenzie, 2005). Collaborative
leadership continues to reinforce the collective capacity of the organization. School
leaders who embrace this style may see an increased commitment to the school
environment.
Recent Trends in Educator Employment

Nationwide enrollment data have indicated that between 1988-2016, K-12
national enrollment increased by 22%, while the teacher workforce increased by 54%
(Ingersoll et al., 2021). For the last decade, teacher retention rates across the nation have
declined. During the same timeframe, over 44% of new teachers left the profession
within the first 5 years (Ingersoll et al., 2021). This national trend has impacted early-

career, veteran, and teachers of color (Olsen and Huang, 2018).



24

Carver-Thomas and Darling-Hammond (2017) analyzed survey data from the
2012 Schools and Staffing survey, as well as the 2013 follow-up survey report on
national retention rates, and found that teachers in mathematics, science, special
education, English Language Learners, and foreign language are more likely to leave the
profession than those who teach other subjects. In addition, Title I schools may see
turnover rates as high as 50% of all teachers, with over 70% turnover rates for
mathematics and science teachers, compared to non-Title I schools (Carver-Thomas &
Darling-Hammond, 2017). Lastly, they found schools that experienced the highest rates
of teacher turnover are schools that mostly serve students of color, while teachers of color
leave the profession at 19% compared to 15% of White teachers (Carver-Thomas &
Darling-Hammond, 2017). In a policy brief, Fuller et al. (2018) warned of the dangers of
national teacher retention rates by emphasizing the negative impact on student outcomes
such as achievement, overall student engagement, and even graduation rates. They also
found that teacher turnover negatively impacts curricular cohesiveness, interrupts
student-teacher relationships, disrupts the implementation of a collective school vision,
and may lead to many more inexperienced teachers (Fuller et al., 2018). Ronfeldt et al.
(2013), in an eight-year observation study of over 850,000 4th and 5th-grade students in
New York City, found that teacher turnover negatively impacts student achievement in
both math and English. They also concluded teacher turnover has a significant impact of
achievement in schools with large populations of students of color (Ronfeldt et al., 2013).
However, the loss of teachers can have a positive impact. Ineffective teachers who leave
the classroom can positively affect school culture and students if and only if there is an

adequate supply of effective teachers attracted to the position (Fuller et al., 2018). These
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studies demonstrate the current trends in the profession. Missouri is following the same
trend.

In January 2022, Paul Katnik, an employee in the Office of Educator Quality at
DESE, released teacher workforce data for Missouri. This presentation included
employee data for the state. During the 2019-2020 school year, 10,034 individuals
enrolled in an educator preparation program, while 3,651 individuals completed the
requirements for an educator preparedness program (Katnik, 2022). These figures are
dramatically lower than the 2010-2011 enroliment data, which included 14,139 enrollees
and 4,795 completers (Katnik, 2022). According to Katnik (2022) report, Missouri’s
educational programming enrollees are declining.

Missouri's overall retention rates for all teachers have remained steady between
the 2015-2016 school year through the 2020-2021 school year at an average of 85.8%
retention (Katnik, 2022). However, over half of all new hires in Missouri between 2015-
2021 have been first-year teachers. Between the 2015-2016 school year and the 2020-
2021 school year, 54.2% of new hires were first-year teachers, with 39.9% hired from
another district (Katnik, 2022). Over half of all teachers hired in Missouri public schools
between 2015 and 2021 are new to the career which further emphasizes the importance of
purposeful methods to retain. These trends demonstrate the recent trends of early-career
teachers into Missouri schools.

Additionally, a December 2022 report to the Missouri General Assembly outlined
recruitment and retention of teachers in Missouri (DESE,2022c). First-year teacher
retention is included in this report. During 2016-2017, 52.8% teachers were still in the

same position after year three, and 37.2% after five school years. The gap narrowed
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during the 2017-2018 school year, with 50.7% of new teachers remaining after three
years, with 39.8% after five. The next school year, 2018-2019 included an increase from
the previous year, with 53.1% remaining after three years with 39.4% after five years.
The 2019-2020 school year followed with 51.2% of new hires remaining after three
years, with 39.1% after five. Furthermore, during the 2020-2021 school year, 50.1%
remained after three years and 40.5% after five, respectively (DESE, December 2022c).
Finally, during the 2021-2022 school year, 51.9% remained after three years, with 38.2%
after year five. See Figure 1 for a visual representation of first-year teacher retention in
Missouri. These numbers highlight the importance of research needed to help improve
retention rates across Missouri. With over half of new hires being first-year teachers, and
less than 50% of them staying in the same district that hired them after year five, districts

must implement strategies to improve retention.



27

Figure 1

Percentage of First-Year Teacher Retention in Missouri Public Schools from 2016-2022.
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Note. Adapted from Recruitment and Retention of Teachers in Missouri Public Schools:
A Report to the Missouri General Assembly, by Missouri Department of Elementary and
Secondary Education, 2022c., p. 10 (https://dese.mo.gov/media/pdf/recruitment-and-
retention-report).

While this study does not include research questions focusing on demographic
data, the researcher included demographic data for Missouri teachers. The reader may
find this data useful. Katnik’s (2022) presentation also included current demographic
information on Missouri’s teacher workforce. During the 2020-2021 school year, 78.6%
of all teachers were female, while 21.4% were male. The teacher candidate enrollees are
also similar during the same period, 77.9% of females enrolled in an educator preparation
program, with 21.8% male. The 2020-2021 school year had 93% of its total employees
identify as White/Caucasian while 5% as African American, and 2% identify as others.
These numbers were slightly different for 2020 enrollees at 85.6% white/Caucasian, 5.7%

African American, and 8.7% other (Katnik, 2022).
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The state of Kansas has been experiencing issues in teacher retention that follow
national trends. In a 2022 study of 18,427 educators across Kansas, Church and
Simmering analyzed current retention trends. Their study involved measuring,
understanding, interpreting, and analyzing the factors of overall teacher retention across
Kansas. The researchers used a Likert-type scale to measure educator satisfaction with
aspects of being an educator, general engagement as an educator in the State of Kansas,
and the likelihood of leaving the field of education (Church & Simmering, 2022).
According to the researchers, educator engagement in the current environment has
consistently been a driver of relevant outcomes of teachers' decisions to remain or leave
the classroom (Church & Simmering, 2022). Their findings are consistent with other
relevant research on retention. Relationships with colleagues within the school,
relationships with the principal, opportunities to receive feedback to assist in professional
growth, the district's attention and approach to support mental/emotional health, and
levels of safety the students feel, at school are the five strongest perceived retention
factors most closely related to engagement (Church & Simmering, 2022). Bryant’s et al.
(2023) study adds additional information to factors that retain teachers to the profession.
They found in a 2022 survey of over 1,800 educators, school leaders, and school mental
health professionals that the top factors for retention were meaningful work, colleagues,
compensation, geography and community (Bryant et al., 2023).

Next, Church and Simmering (2022) surveyed retention of the teacher's likeliness
of leaving their current role. Their findings showed that nearly 30% of total respondents
are “more likely than not” or “very likely” to either retire in the next three years or leave

public education. With decreasing national trends of enrollees and completers in
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educational preparedness programs, these numbers are alarming to the future of
education. Additionally, Church and Simmering’s (2022) analysis of satisfaction and high
retention drivers found that location of teaching, relationships with colleagues, size of the
district, the opportunity to work with diverse student populations, and the relationships
with the principal are strong predictors of retention and overall positive educator
perceptions (Church & Simmering, 2022). Their recent study adds to the research on
factors that impact teacher retention and the impact of teacher’s relationships with their
principal.

In March 2022, DESE published the Educator Vacancy Survey, which gathered
responses from districts that serve 82.4% of the state's students. DESE (2022a) reported
that elementary education, mild/moderate cross categorical, and physical education have
the largest vacancies across the state. Additionally, these three areas increased in teachers
considered less than fully certified, to step in and fill these vacant positions (DESE,
2022a). After the three previously mentioned areas of need, Language Arts, Early
Childhood Education, English, Secondary Math, and Art are the next five highest-need
areas for certified teachers (DESE, 2022a). Not only is the state struggling to retain
teachers after five years, but there are many districts in desperate need of highly-qualified
educators.

In October 2022, The Blue Ribbon Commission reported on teacher recruitment
and retention in Missouri to the State Board of Education. The report stated that Missouri
ranks 50th in the nation with an average starting teaching salary of $32,970, while overall
teaching salaries in Missouri have decreased by 6.3% since the 2009-2010 school year

(Blue Ribbon Commission, 2022). Missouri also has eight percent of its total teaching
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openings either vacant or currently being filled with individuals who are not qualified for
the job (Blue Ribbon Commission, 2022). These deficiencies in teacher benefits
demonstrate the desperation education currently faces. As part of the Blue Ribbon
Commission to address retention, they suggest a few immediate policy changes. The first
recommendation is to invest in teacher salaries and increase the average base salary
across the state (Blue Ribbon Commission, 2022). This recommendation coincides with a
committee dedicated to reviewing salaries nationwide to stay on pace with other states. In
addition, the commission recommended that districts across the state create Grow Your
Teacher programs while the state continues to fund grants that invest in future educators
(Blue Ribbon, 2022). The final recommendation from Blue Ribbon encourages districts
to adopt a team-based teaching model to create capacity amongst beginning and novice
teachers while supporting continued collaborative decision-making and leadership (Blue
Ribbon Commission, 2022).

Furthermore, the commission recommended other short-term priorities to improve
retention. The commission mentioned that the General Assembly must provide funding
for local education authorities to make decisions about pay increases, provide additional
funding and support for overall teacher well-being and support, and increase teacher
tuition assistance (Blue Ribbon Commission, 2022). They also suggest more long-term
priorities, such as salary supplements for high-need positions and salary stipends for
National Board-Certified teachers (Blue Ribbon Commission, 2022). Individually, these
recommendations will not save the profession, but the profession may be restored with an

investment in teachers.
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As of the Fall of 2022, three Kansas City metropolitan districts had taken different
approaches to increase teacher retention. In August 2022, voters in the Hickman Mills C-
1 School District approved a 1.35 tax levy increase to help fund salary increases for all
staff by 25% on average (Holwick, 2022). The increases made the district one of the
highest-paying districts in the Kansas City metro. Next, the North Kansas City School
District planned to provide $2,500 stipends to student teaching candidates in the spring of
2023, increasing to $5,000 to candidates in the fall of 2023 and spring of 2024 (North
Kansas City Schools, 2022). Their goal has been to fully invest in pre-service teachers
with the likelihood that they return to the district. Finally, in December 2022, the
Independence School District voted to adopt a four-day school week starting in the Fall
of 2023 to help retain teachers and attract high-quality staff to the district (Porter, 2022).
All three of these district initiatives demonstrate that they have recognized the dangers of
current retention trends and have been taking steps to advocate for the profession.
Building Leadership Regarding Retention

Overall, the effectiveness of building leadership can have a direct impact on
teacher retention (Fuller et al., 2018). Brown and Wynn (2009) found that when
principals are aware of the issues impacting new teachers and take a proactive approach
to support and address those issues, they are found to retain teachers at a higher rate than
their peers. By helping to address these issues, principals create trust between themselves
and their staff. Carver-Thomas and Darling-Hammond (2017) reported that the most
predictive indicator of teacher retention is a lack of administrative support.
Administrative support may include creating a clear vision, mentoring opportunities, and

support during induction (Carver-Thomas & Darling-Hammond, 2017). Like Carver-
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Thomas and Darling-Hammond (2017), Barnett (2017) study focused on building
leadership support practices. Barnett (2017) while studying principal leadership practices
and retention in urban, hard-to-staff schools, found that perceived administration support
was the most important factor in teacher retention. Also, while studying teacher
perceptions of administrative support in elementary schools in Texas, Peronto (2013)
found that administration support practices impact teachers' decisions to leave the
classroom. Additionally, when coupled with the proper support, candidates who have
been certified through a traditional route are more likely to stay in the classroom
(Peronto, 2013).

In a policy brief by Becker and Grob (2021), the authors emphasized five areas
for building principals to take on the role of teacher retention, which include a shared
vision developer, an instructional leader, relational trust between staff and administration,
a safety officer, and a bureaucratic shield. Fuller et al. (2018) agreed with Beker and
Grob’s findings (2021) but add characteristics such as practicing effective
communication, involving teachers in decision-making, establishing predictive and
effective environments, and providing consistent and useful feedback. These
characteristics can be considered specific job duties and abilities of building leaders to
help improve teacher retention. Additionally, Brown and Wynn (2009) wrote about
specific leadership strategies that help impact teacher satisfaction, morale, and
commitment:

Principals provide conditions and resources needed to support new teachers in

their continuous learning, growth, and professional development. Shared

decision-making with new teachers on substantive issues, work collaboratively
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with others to help reach shared goals and expand teacher leadership capacity.

They model high expectations for all and keep the vision of student learning alive

and at the forefront of all decisions. They maintain an open door and a visible

presence throughout their schools. ... they encourage and support collegiality
among all teachers and provide nurturance, guidance, and leadership when
needed. ... they foster unofficial professional learning communities that reduce

teacher isolation and increase teacher responsibility. (p. 58)

The authors explained the importance of quality leadership in improving teachers'
working conditions.

In a 2006 study, Grantham wrote that the levels of support are related to the
number of years of teaching experience. Grantham (2006) found that first-year teachers
perceived the greatest need for support from various sources, such as district personnel,
building leadership, and colleagues. Furthermore, other examples of help often sought by
first-year teachers include orientation of the school, grading, lesson planning, collegial
relationships with administrators, support from peers, and support from administrators
(Grantham, 2006). After the first year of teaching, the need for support by administration
slightly changed. During years three through eight of teaching, teachers’ perceived
supports include the continual relationship with administrators, support from other
veteran teachers, support from peers, and continual professional relationships with
teachers (Grantham, 2006).

Using data from the Tennessee Educator Acceleration Model (TEAM) between
2011-2012 through 2016-2017, Grissom and Bartanen (2019) found that high-performing

teachers are less likely to leave buildings with more effective principals, while lower-
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performing teachers are more likely to leave buildings with more effective principals.
The study also emphasized the importance of principals conducting effective classroom
observations to determine the overall effectiveness of teachers (Grissom & Bartanen,
2019). These findings indicate that building principals must take on the role of
instructional leadership to help increase the capacity of teachers. However, the authors’
work further exemplified the importance of rubric-based, frequent teacher evaluations to
ensure students are receiving the best instruction possible.

Principal leadership styles may impact retention. In a qualitative study in South
Africa, Van der Vyver et al. (2020) found that transformational and transaction leadership
can positively contribute to overall teacher wellbeing, which may increase teacher
retention. Additionally, they found that laissez-fair leadership can decrease teacher
wellbeing (Van der Vyver et al., 2020). In a 2021 quantitative study in Tennessee of 100
certified elementary teachers, Mitchell found that transformational leadership may impact
teacher retention. Mitchell’s study revealed that specific leadership styles may influence
an elementary teacher’s decision to stay or leave the classroom (2021).

Early-Career Teachers

Early-career teachers are vital to continuing education policies nationwide. Recent
graduates of educational induction programs, alternative certification recipients, and
promotion candidates (those that go from paraprofessional to certified teacher) all fall
into the category of early-career teachers. Ingersoll et al. (2021) found that during the
2017-2018 school year, there were 300,000 first-year public school teachers and roughly
1.8 million educators with fewer than ten years of experience. School districts must be

prepared for the increasing number of younger, more inexperienced teachers.
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Buchanan et al. (2013) studied specific strategies to help increase the retention
and attrition of early-career teachers. They found that early-career teachers are initially
not prepared for overall classroom management because they lack experience in student
engagement and behavioral management. Their findings demonstrate that preservice
opportunities lack proper experiences to prepare early-career teachers. Kim’s (2019)
study supports Buchanan et al. (2013). Kim (2019) found that principal leadership
directly impacts early-career teachers' retention. More specifically, principal leadership
related to student-behavior management had the largest association with the turnover of
early-career teachers and additionally, overall support given by principals can improve
retention (Kim, 2019). Kim (2019) further recommended that school districts continue to
invest in both school systems and early-career teachers themselves to continue to create
lasting impacts to increase retention. Additionally, Meister and Melnick (2003)
researched new teacher perceptions from student teaching to employment. They found
that new teachers need more direct school experience and support in student discipline,
time management, and communication skills. Both of these studies demonstrate the
importance of the preservice experience to prepare early-career teachers for employment.
Also, to help ease this transition, experienced colleagues are needed as mentors to share
expertise, resources, and techniques to help early-career teachers cope with classroom
management. The support for early-career teachers can increase morale and capacity in
the classroom. Increased morale and capacity in the classroom may give early-career
teachers more confidence in the profession and help them stay in their current positions.

To help prepare early-career teachers, Buchannan et al. (2013) suggested that teacher
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preparedness programs continue to focus on resilience, reflection, and responsiveness to
students in various learning environments.

The results by Knobloch and Whittington (2002) support preparedness programs'
role in early-career teachers. They wrote that overall collective efficacy (teacher's shared
belief in the overall value of collaboration to produce student success), a student teaching
experience, and teacher preparation quality have the closest association with the first 10-
week efficacy of novice teachers (Knobloch & Whittington, 2002). Additionally, they
found that overall collective efficacy has the most influence on teacher efficacy in that
period (Knobloch & Whittington, 2002). These findings suggest that culture, teacher
collaboration, and collegial relationships greatly influence early-career teachers.

Kelly and Northrop (2015) utilized data from the 2007-2008 Beginning Teacher
Longitudinal Survey and the Schools and Staffing Survey administered by the National
Center for Education Statistics. They found that among beginning teachers as a whole,
their perceptions of school problems and support are associated with job satisfaction and
burnout while overall career satisfaction are important factors in predicting attrition
(Kelly & Northrop, 2015). They recommended that both district policymakers and
building leadership should provide early-career teachers who work in stressful
environments with counseling or coping strategies to improve attrition (Kelly &
Northrop, 2015).

Henry et al. (2011) studied novice teachers in North Carolina public schools by
investigating their efficacy throughout their first five years compared to those teachers
that ended up leaving the profession. They concluded that novice teachers' efficacy

increases during their second year in the profession (Henry et al., 2011). This may be
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explained by novice teachers having more confidence in the classroom after completing
at least one year. They also found those novice teachers can improve their efficacy at a
higher rate than other years of experience (Henry et al., 2011). Additionally, teachers that
ended up staying in the profession for at least five years were considered significantly
more effective in the classroom than those who decided to leave prior (Henry et al.,
2011). These findings continue to reinforce the need for support for early-career teachers
through those first five years in the profession to help early-career teachers reach their
full potential in the classroom.

In a study of 132 early-career teachers, Miller et al. (2020) found that person-
organization professional fit was associated with early-career teachers’ decisions to stay
or leave their current school. Person-organization professional fit is the idea of the match
between employees and the collective values of their work environment (Miller et al.,
2020). The authors wrote that an individual’s characteristics and features of their
environment impact retention decisions more than previously believed. Miller et al.
(2020) further recommend that building leadership implement policies to build stronger
collegial relationships and emphasize a building’s culture. This study highlights the
importance of collegial relationships within departments, the school building, and overall
school culture.

Support, induction, and relationships are all vital to the success of early-career
teachers, but Ponnock et al. (2018) studied motivational differences throughout a
teacher's career. They found that pre-service and early-childhood teachers have the
highest motivation levels while early-career teachers experienced the lowest, while

middle-career and late-career teachers have no significant differences. This study
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demonstrates that motivation for teaching might not be dependent on the teacher’s
classroom experience. Overall, district policymakers and building administration should
be aware of issues that early-career teachers face to ensure they are prepared to overcome
the obstacles during the first five years.
Working Conditions as Predictors of Retention

Effective working conditions can influence retention at all levels of teacher
experience. Borman and Dowling (2008), in a meta-analysis of studies related to teacher
attrition and retention, found that working conditions such as salaries, instructional
resources, organizational attributes of schools, and characteristics of the school student
population predict teacher attrition. Next, the state of North Carolina has conducted a
Teacher Working Conditions survey to all teachers and administrators from 2002 in two-
year cycles (Ladd, 2011). Ladd (2011), Burkhauser (2017), and Berry et al. (2019) all
conducted studies using survey data to investigate the impact of teacher working
conditions in North Carolina. First, Ladd’s (2011) analysis of 2005-2006 survey data
indicated that overall working conditions of schools are highly-predictive of all teachers'
decisions to either remain or leave their schools. Burkhauser (2017) expanded on Ladd’s
(2011) study but used survey data from four survey collection cycles from 2005-2006
through 2011-2012. Burkhauser (2017) concluded that a building principal “can play a
key role in improving teachers’ perceptions of their school environment which have been
shown to affect their leaving decisions” (p. 140). Furthermore, Berry et al. (2019), in
collaboration with the Education Policy Initiative at Carolina, used the survey data from
the 2015- 2016 survey, focus groups of 30 teachers from high and low poverty schools,

and interviews from site visits to four North Carolina schools to study working conditions
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with teacher retention and student success. Berry et al. (2019) analysis indicated “teacher
and school leadership, professional learning and collaboration, community support and
parent involvement, teacher’s collective efficacy, time for teaching, and student conduct
are all positively associated with teacher retention” (p. 7). These three studies
demonstrate the role of working conditions in education.

In another study utilizing a statewide school working conditions survey, Johnson
et al. (2011) discovered teachers plan to stay longer in environments with a positive work
environment. Additionally, other factors related to teacher satisfaction and retention
include school culture, principal leadership, and relationships with colleagues (Johnson et
al., 2011). Next, Ingersoll et al. (2019) conducted a review of the National Center for
Educational Statistics and Schools and Staffing Survey and Teacher Follow-up survey
between 1987-2012. Ingersoll et al. (2019) found that working conditions have an
influence in retention of minority teachers. Additionally, collective decision-making and
instructional autonomy alongside organizational structures were strongly related to
minority teachers leaving their positions (Ingersoll et al., 2019). Both Johnson et al.
(2011) and Ingersoll et al. (2019) add to the research on working conditions related to
retention of teachers.

Moore (2012) studied the school environments through the 2007-2008 School and
Staffing Survey administered through the National Center for Education Statistics. Moore
(2012) found that school environments can influence teacher’s dissatisfaction in the
profession and a positive school environment alongside teacher autonomy in the
classroom, decrease dissatisfaction. Moore (2012) explained that a positive school

environment included “supportive administration, enforcement of rules by the principal
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and other teachers, shared beliefs and values, effective communication, cooperation
among staff, recognition of achievement, satisfaction in salary, and a belief in the
management of the school” (p. 10). Additionally, Hughes (2012) conducted a study of
782 teacher surveys from an undisclosed southern state to analyze teacher characteristics,
school characteristics, organizational characteristics, and teacher efficacy. Hughes (2012)
found that socioeconomic status (SES) of a school district may impact retention. Hughes
(2012) writes “teachers in schools with the highest levels of SES were less likely to
remain in teaching than those from the lowest SES schools” (p. 254). Both Moore (2012)
and Hughes (2012) studies focus on the influence of school conditions on retention.

Teacher job duties and demands impact retention as well. Perryman and Calvert
(2020) conducted a study in the United Kingdom by collecting data from five years of
graduates from the UCL Institute of Education in London. The purpose of the study was
to explore the motivations of teachers and their decision to leave teaching. The
researchers found that teacher workload and work/life balance were the two most cited
reasons for leaving teaching (Perryman & Calvert, 2020). Furthermore, they found that
those considering leaving attributed the high volume of the workload, wanting to improve
work/life balance, and not feeling valued in the profession (Perryman & Calvert, 2020).
Summary

This literature review provided research on topics related to principal leadership,
early-career teachers, and retention. Five different principal leadership behaviors used in
the research study were reviewed along with their influence in the school buildings,
impact on school culture, and teacher retention. Also, included in the review is a recent

teacher retention study of 18,427 teachers from Kansas, recent trends in educator



41

employment and recommendations to help improve teacher retention rates throughout
Missouri from the Blue Ribbon Commission. Finally, the review included recent research
on early-career teacher trends and the overall impact that working conditions may have

on teacher retention.
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Chapter 3
Methods

The purpose of this quantitative study was to evaluate secondary early-career
teachers’ perceptions of principal leadership behaviors and whether those behaviors
affect decisions to remain in the classroom or leave in the ABC School District. This
chapter contains the research design of this study, selection of participants, measurement,
the survey instrument, data collection procedures, data analysis and hypothesis testing,
and limitations of this study.
Research Design

According to Creswell and Creswell (2018), “A survey design provides a
quantitative description of trends, attitudes, and opinions of a population, or tests for
associations among variables of a population, by studying a sample of that population”
(p. 147). This study was completed using a quantitative descriptive research design using
a survey research method. The variables of interest in this research study were secondary
early-career teachers’ perceptions of principal leadership characteristics and secondary
early-career teachers’ decisions to remain in the classroom or leave.
Selection of Participants

Lunenburg and Irby (2008) defined purposive sampling as “selecting a sample
based on the researcher’s experience or knowledge of the group to be sampled” (p. 175).
Teachers selected to participate were employed by the ABC School District during the
2022-2023 school year. The group included secondary teachers having between 1- and 5-
years’ experience in the classroom. This group may include teachers new to the career

such as recent college graduates, those who have switched from a previous career, new
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teachers to the district and or graduates of alternative certification programs. These
individuals were given the option to participate in this anonymous survey and no
individualized or personal data was collected for identification.

Measurement

The researcher created a survey by using components from the DESE Principal
Standards Rubric created in May 2018 (See Appendix F). This rubric was created by
DESE in collaboration with stakeholders statewide. The Missouri Leadership
Development System is an on-going process involving over 3,500 current and new
administrators throughout Missouri (DESE, n.d.). In 2014, key stakeholders from MLDS
identified five domains essential to a principal’s effective leadership of a school (DESE,
2020). The five domains that were created by this group include visionary, instructional,
managerial, relational, and innovative leadership (DESE, 2018). These five domains were
then divided into leadership competencies associated with their Professional Standards
for Educational Leadership (DESE, 2020).

The author of the current study, with the guidance of an expert in Administrative
Leadership, used the 2018 DESE Principal Standards Rubric for Principal Evaluation
which included the five leadership domains (DESE, 2018) as the survey instrument for
this study. Of these five leadership domains, DESE (2018) divided each one into different
leadership competencies, but for this study, the researcher referred to these domains as
characteristics and the competencies as behaviors. These 32 leadership behaviors were
used to evaluate the effectiveness of principal leadership and its impact on secondary
early-career teacher retention. The variables of interest in this study are the secondary

early-career teachers’ perceptions of principals’ leadership behaviors and teachers’
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decisions to remain in the classroom or leave. The teachers’ perceptions of principal
leadership are measured using a Likert-type scale that ranges between 1 and 5, with 1 =
strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, and 5 = strongly agree. The item
that measured early-career secondary teachers’ decision to remain in the classroom or
leave was answered with a yes or no. The online survey consists of 32 items that measure
secondary early-career teachers’ perceptions of 32 principal’s leadership behaviors and
one item that measures their decision if they would be teaching in this district next year
(see Appendix G). The alignment of each of the survey items with a hypothesis is

presented in Table 1.
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Table 1

Alignment of Survey Items and Hypotheses

Survey ltem Hypotheses
Visionary Leadership
Develops a clear, measurable, and shared vision H1
Communicates the vision to stakeholders H2
Collects, analyzes and interprets data to evaluate results for continuous school H3
improvement
Instructional Leadership
Engages and supports staff to vertically and horizontally align curriculum to H4
state/district standards
Supports staff use of a variety of research-based practices appropriate to the intended H5
content
Observes classroom instruction and provides meaningful and timely feedback on H6
teacher practice and student response
Supports teacher use of formative, summative, and other assessments H7
Analyzes multiple sources of student, school, and district-level data to improve H8
student learning
Develops a culture of continuous professional learning H9
Managerial Leadership
Provides oversight of the school facility and grounds H10
Establishes routines, procedures, and schedules to maximize learning time H11
Recruits, selects and inducts effective personnel H12
Communicates expectations, guidelines, and procedures H13
Provides intervention and support for improvement H14
Maintains personnel records and reports H15
Manages fiscal resources to support school goals and priorities H16

Manages non-fiscal resources to support school goals and priorities H17



46

Survey ltem Hypotheses
Relational Leadership
Promotes a learning environment that addresses needs of all students H18
Advocates for the welfare of all students H19
Establishes positive relationships with students H20
Builds positive relationships with staff H21
Ensures a culture of support and respect among staff H22
Develops teacher leaders H23
Builds positive relationships with families H24
Establishes positive relationships with other community stakeholders H25
Innovative Leadership
Collects knowledge, skills, and best practices for improving teaching and learning H26
Engages in a professional network as a means for growth H27
Demonstrates self-awareness and a commitment to ongoing growth and development H28
Seeks feedback to improve performance H29
Maintains a focus on high priorities H30
Develops and acts on well-reasoned beliefs based on new knowledge and H31
understanding
Constructively manages and adapts to change H32
Will you be teaching in this district next year? H1-H32

Data Collection Procedures

Before collecting the data, the researcher submitted the Institutional Review
Board (IRB) form to Baker University on March 2, 2023. The IRB was approved on
March 7, 2023. (see Appendix A). The researcher also submitted an IRB Request to the

ABC School District on January 25, 2023 and the research was approved on February 16,
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2023 (see Appendix B). A condition of the approval from the ABC School District was to
have the Director of Professional Development send out this survey to the participants
who were teaching in the district and defined as secondary early-career teachers. This
email was sent on March 13, 2023 (see Appendix C). The email included a consent to
participate section and information with a description that completing this survey did
indicate voluntary consent to participate in the study (see Appendix E). In the consent to
participate letter, the survey participants were assured that their responses were
anonymous, that no emails were collected, no information gathered from their survey
would be used to identify their position in the district, nor will any information be shared
with anyone outside of the involvement of this research. The email included a link to the
survey (See Appendix G) along with the researcher’s and research advisor’s contact
information. A reminder email was sent by the Director of Professional Development on
March 20, 2023 (See Appendix D). Once the survey closed on March 24, 2023, the data
was downloaded from a Google sheet into an Excel file. The data was then inputted from
the Excel file into IBM SPSS 28. SPSS was used to calculate the means, standard
deviations, degrees of freedom p values and t statistics for the hypothesis testing.
Data Analysis and Hypothesis Testing

Data gathered from the survey respondents were analyzed to address the research
questions and hypotheses. Addressing the five research questions involved the testing of
32 hypotheses. H1-H32 were tested using 32 individual independent-samples t tests. Each
research question is listed below with the hypotheses that were tested to answer the

question, followed by a paragraph that explains the hypothesis test.
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RQ1

To what extend do secondary early-career teachers’ perceptions of principal
visionary leadership affect their decision to remain in the classroom or to leave the
classroom?

H1. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal develops a clear, measurable and shared vision
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H2. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal communicates the vision to the stakeholders
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H3. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal collects, analyzes and interprets data to evaluate
results for continuous school improvement between secondary early-career teachers who
have decided to remain in the classroom and those who have decided to leave the
classroom.

RQ2

To what extend do secondary early-career teachers’ perceptions of principal
instructional leadership affect their decision to remain in the classroom or to leave the
classroom.

H4. There is a statistically significant difference in secondary early-career teacher

perceptions of the extent the principal engages and supports staff to vertically and
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horizontally align curriculum to state/district standards between secondary early-career
teachers who have decided to remain in the classroom and those who have decided to
leave the classroom.

H5. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal supports staff use of a variety of research-based
practices appropriate to the intended content between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the
classroom.

H6. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal observes classroom instruction and provides
meaningful and timely feedback on teacher practice and student response between
secondary early-career teachers who have decided to remain in the classroom and those
who have decided to leave the classroom.

H7. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal supports teacher use of formative, summative and
other assessments between secondary early-career teachers who have decided to remain
in the classroom and those who have decided to leave the classroom.

H8. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal analyzes multiple sources of student, school and
district-level data to improve student learning between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the

classroom.
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H9. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal develops a culture of continuous professional
learning between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

RQ3

To what extend do secondary early-career teachers’ perceptions of principal
managerial leadership affect their decision to remain in the classroom or to leave the
classroom?

H10. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal provides oversight of the school facility
and grounds between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

H11. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal establishes routines, procedures and
schedule to maximize learning time between secondary early-career teachers who have
decided to remain in the classroom and those who have decided to leave the classroom.

H12. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal recruits, selects and inducts effective
personnel between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

H13. There is a statistically significant difference in secondary early-career

teacher perceptions of the extent the principal communicates expectations, guidelines and
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procedures between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

H14. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal provides intervention and support for
improvement between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

H15. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal maintains personnel records and reports
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H16. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal manages fiscal resources to support school
goals and priorities between secondary early-career teachers who have decided to remain
in the classroom and those who have decided to leave the classroom.

H17. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal manages non-fiscal resources to support
school goals and priorities between secondary early-career teachers who have decided to
remain in the classroom and those who have decided to leave the classroom.

RQ4

To what extend do secondary early-career teachers’ perceptions of principal

relational leadership affect their decision to remain in the classroom or to leave the

classroom?
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H18. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal promotes a learning environment that
addresses needs of all students between secondary early-career teachers who have
decided to remain in the classroom and those who have decided to leave the classroom.

H19. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal advocates for the welfare of all students
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H20. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal establishes positive relationships with
students between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

H21. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal builds positive relationships with staff
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H22. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal ensures a culture of support and respect
among staff between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

H23. There is a statistically significant difference in secondary early-career

teacher perceptions of the extent the principal develops teacher leaders between
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secondary early-career teachers who have decided to remain in the classroom and those
who have decided to leave the classroom.

H24. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal builds positive relationships with families
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H25. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal establishes positive relationships with other
community stakeholders between secondary early-career teachers who have decided to
remain in the classroom and those who have decided to leave the classroom.

RQ5

To what extend do secondary early-career teachers’ perceptions of principal
innovative leadership affect their decision to remain in the classroom or to leave the
classroom?

H26. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal collects knowledge, skills and best
practices for improving teaching and learning between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the
classroom.

H27. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal engages in a professional network as a
means for growth between secondary early-career teachers who have decided to remain

in the classroom and those who have decided to leave the classroom.
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H28. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal demonstrates self-awareness and a
commitment to ongoing growth and development between secondary early-career
teachers who have decided to remain in the classroom and those who have decided to
leave the classroom.

H29. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal seeks feedback to improve performance
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H30. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal maintains a focus on high priorities
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

H31. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal develops and acts on well-reasoned beliefs
based on new knowledge and understanding between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the
classroom.

H32. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal constructively manages and adapts to
change between secondary early-career teachers who have decided to remain in the

classroom and those who have decided to leave the classroom.
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To test H1-H32, 32 independent-samples t tests were conducted. The
independent-samples t test was chosen for the hypothesis testing because this test
consisted of an analysis of two separate independent groups and the means were
calculated for numerical values. For this study, secondary early-career teachers’
perceptions of their principals’ specific leadership characteristics were compared between
secondary early-career teachers’ who said they would be teaching next year and those
who will not be teaching in the classroom next year. The level of significance for each
hypothesis was set at .05. When appropriate, an effect size, as defined by Cohen’s d, is
reported.

Limitations

Lunenburg and Irby (2008) stated, “Limitations are factors that may have an
effect on the interpretation of the findings or on the generalizability of the results” (p.
133). Potential limitations for this study included:

e Surveys were administered to secondary early-career teachers in March 2023
and data collection closed on March 24, 2023. Contract decisions for the
2023-2024 school year are not required until April 2023.

e Study participants might be influenced by other teachers’ decisions to leave or
remain in the classroom.

e Additional factors that could influence teachers’ decisions to leave are also

limitations.
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Summary

Chapter 3 included an overview of the methods of this research study. This
section included the research design, selection of participants, measurement of the study,
data collection procedures, the data analysis and hypothesis testing, and the study
limitations. The participants in this study were secondary early-career teachers in the
ABC School District. The survey instrument used is referenced as Table 1 in this chapter.
This chapter included the five research questions along with 32 hypotheses and included
the data analysis for each research hypothesis. Chapter 4 includes the results of this study.
The chapter includes descriptive statistics of the study and the results of the hypothesis

testing for each research question.



Chapter 4
Results
The overall purpose of this quantitative research study was developed to
evaluate secondary early-career teachers’ perceptions of principal leadership
behaviors and whether those behaviors affect decisions to remain in the classroom
or leave in the ABC School District. To address this purpose, five research
questions were created of the five leadership characteristics specified by the
DESE Principal Evaluation Assessment. Of these five leadership standards, DESE
(2018) divided each one into different leadership competencies, but for this study,
the researcher referred to these competencies as behaviors. Additionally, the five
research questions, 32 hypotheses were tested and the results of those hypothesis
tests are included in this chapter. The findings from this study are presented in
this chapter which includes each research question, each hypothesis that correlates
with the research question, tables of findings, and analysis of data. There are two
sections included in this chapter which are descriptive statistics and hypothesis
testing. The descriptive statistics include the number of individuals eligible to
participate, dates of survey range, total collected responses, completion rate, and
the software used to complete the statistical analysis. The hypothesis testing
section includes the research questions, hypotheses posed to address the research
questions, and the analysis methods for the hypothesis testing and results of the

testing.

57



58

Descriptive Statistics

For this study, 76 secondary early-career teachers in year 1 to year 5 in the
profession and employed in the ABC School District during the 2022-2023 school year
were eligible to participate. The survey was first sent out to eligible participants on
March 13, 2023 and survey collection was closed on March 24, 2023. Of the survey
participants, this study received 31 responses. Of the 31 responses, one individual
responded to all 32 of the survey items, but did not respond to the question on retention.
Another survey participant only responded to the retention item but failed to complete
any items related to principal behaviors. Both of these survey responses were omitted
from the data analysis for the purpose of this study. In total, 24 individuals stated they
would be returning to the classroom for the next school year while 5 individuals will be
leaving the classroom at the end of the 2022-2023 school year. It is important to note that
17.24% of these respondents said they were leaving after the 2022-2023 school year.
Overall, this survey had a 40.78% completion rate.
Hypothesis Testing

To test H1-H32, 32 independent-samples t tests were conducted. The
independent-samples t test was chosen for the hypothesis testing because this test
consisted of an analysis of two separate independent groups and the means were
calculated for numerical values. Each research question is listed along with the
corresponding hypotheses. The results for the testing of each hypothesis are included
with a table of descriptive statistics. The level of significance for each hypothesis test was

set at .05. When appropriate, an effect size, as defined by Cohen’s d, is reported.
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RQ1

To what extend do secondary early-career teachers’ perceptions of principal
visionary leadership affect their decision to remain in the classroom or to leave the
classroom?

H1. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal develops a clear, measurable and shared vision
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H1 indicated no
statistically significant difference between the two means, t(27) = 0.889, p = .382. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.83) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.40). H1 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal develops a
clear, measurable and shared vision do not differ between those who have decided to

remain in the classroom and those who have decided to leave the classroom.

Table 2

Descriptive Statistics for Test of H1

Decision M SD N

Leave 3.40 0.89 5

Remain 3.83 1.01 24
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H2. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal communicates the vision to the stakeholders
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H2 indicated no
statistically significant difference between the two means, t(27) = 0.282, p = .780. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.75) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H2 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal
communicates the vision to the stakeholders do not differ between those who have

decided to remain in the classroom and those who have decided to leave the classroom.

Table 3

Descriptive Statistics for Test of H2

Decision M SD N
Leave 3.60 0.55 5
Remain 3.75 1.15 24

H3. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal collects, analyzes and interprets data to evaluate

results for continuous school improvement between secondary early-career teachers who
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have decided to remain in the classroom and those who have decided to leave the
classroom.

The results of the independent-samples t test used to test H3 indicated no
statistically significant difference between the two means, t(27) = 1.059, p =.299. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.71) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.20). H3 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal collects,
analyzes, and interprets data to evaluate results for continuous school improvement do
not differ between those who have decided to remain in the classroom and those who

have decided to leave the classroom.

Table 4

Descriptive Statistics for Test of H3

Decision M SD N
Leave 3.20 0.84 5
Remain 3.71 1.00 24

RQ2
To what extend do secondary early-career teachers’ perceptions of principal
instructional leadership affect their decision to remain in the classroom or to leave the

classroom?
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H4. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal engages and supports staff to vertically and
horizontally align curriculum to state/district standards between secondary early-career
teacher who have decided to remain in the classroom and those who have decided to
leave the classroom.

The results of the independent-samples t test used to test H4 indicated no
statistically significant difference between the two means, t(27) = 1.822, p = .080. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.71) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 2.80). H4 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal engages
and supports staff to vertically and horizontally align curriculum to state/district
standards do not differ between those who have decided to remain in the classroom and

those who have decided to leave the classroom.

Table 5

Descriptive Statistics for Test of H4

Decision M SD N
Leave 2.80 0.45 5
Remain 3.71 1.08 24

H5. There is a statistically significant difference in secondary early-career teacher

perceptions of the extent the principal supports staff use of a variety of research-based
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practices appropriate to the intended content between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the
classroom.

The results of the independent-samples t test used to test H5 indicated no
statistically significant difference between the two means, t(27) = 0.890, p = .381. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.88) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.40). H5 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal supports
staff use of a variety of research-based practices appropriate to the intended content do
not differ between those who have decided to remain in the classroom and those who

have decided to leave the classroom.

Table 6

Descriptive Statistics for Test of H5

Decision M SD N

Leave 3.40 0.89 5

Remain 3.88 1.12 24
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H6. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal observes classroom instruction and provides
meaningful and timely feedback on teacher practice and student response between
secondary early-career teachers who have decided to remain in the classroom and those
who have decided to leave the classroom.

The results of the independent-samples t test used to test H6 indicated no
statistically significant difference between the two means, t(27) = -0.027, p =.979. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 2.58) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 2.60). H6 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal observes
classroom instruction and provides meaningful and timely feedback on teacher practice
and student response do not differ between those who have decided to remain in the

classroom and those who have decided to leave the classroom.

Table 7

Descriptive Statistics for Test of H6

Decision M SD N

Leave 2.60 0.55 5

Remain 2.58 1.35 24
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H7. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal supports teacher use of formative, summative and
other assessments between secondary early-career teachers who have decided to remain
in the classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H7 indicated no
statistically significant difference between the two means, t(27) = -0.025, p = .981. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.58) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H7 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal supports
teacher use of formative, summative, and other assessments do not differ between those
who have decided to remain in the classroom and those who have decided to leave the

classroom.

Table 8

Descriptive Statistics for Test of H7

Decision M SD N

Leave 3.60 0.89 5

Remain 3.58 1.44 24
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H8. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal analyzes multiple sources of student, school and
district-level data to improve student learning between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the
classroom.

The results of the independent-samples t test used to test H8 indicated no
statistically significant difference between the two means, t(27) = 1.059, p = .299. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.71) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.20). H8 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal analyzes
multiple sources of student, school, and district-level data to improve student learning do
not differ between those who have decided to remain in the classroom and those who

have decided to leave the classroom.

Table 9

Descriptive Statistics for Test of H8

Decision M SD N

Leave 3.20 0.45 5

Remain 3.71 1.04 24
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H9. There is a statistically significant difference in secondary early-career teacher
perceptions of the extent the principal develops a culture of continuous professional
learning between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H9 indicated no
statistically significant difference between the two means, t(27) =-0.948, p = .351. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.92) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 4.40). H9 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal develops a
culture of continuous professional learning do not differ between those who have decided

remain in the classroom and those who have decided to leave the classroom.

Table 10

Descriptive Statistics for Test of H9

Decision M SD N
Leave 4.40 0.55 5
Remain 3.92 1.10 24

RQ3
To what extend do secondary early-career teachers’ perceptions of principal
managerial leadership affect their decision to remain in the classroom or to leave the

classroom?
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H10. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal provides oversight of the school facility
and grounds between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H10 indicated no
statistically significant difference between the two means, t(26) = 0.271, p =.789. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.91) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.80). H10 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal provides
oversight of the school facility and grounds do not differ between those who have

decided to remain in the classroom and those who have decided to leave the classroom.

Table 11

Descriptive Statistics for Test of H10

Decision M SD N
Leave 3.80 0.84 5
Remain 3.91 0.85 23

H11. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal establishes routines, procedures and
schedule to maximize learning time between secondary early-career teachers who have

decided to remain in the classroom and those who have decided to leave the classroom.
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The results of the independent-samples t test used to test H11 indicated no
statistically significant difference between the two means, t(27) = -0.180, p = .858. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.92) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 4.00). H11 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal establishes
routines, procedures and schedule to maximize learning time do not differ between those
who have decided to remain in the classroom and those who have decided to leave the

classroom.

Table 12

Descriptive Statistics for Test of H11

Decision M SD N
Leave 4.00 0.71 5
Remain 3.92 0.97 24

H12. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal recruits, selects and inducts effective
personnel between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H12 indicated no
statistically significant difference between the two means, t(27) = 1.314, p = .200. The

sample mean for secondary early-career teachers who have decided to remain in the
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classroom (M = 3.96) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.40). H12 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal recruits,
selects and inducts effective personnel do not differ between those who have decided to

remain in the classroom and those who have decided to leave the classroom.

Table 13

Descriptive Statistics for Test of H12

Decision M SD N
Leave 3.40 1.52 5
Remain 3.96 0.69 24

H13. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal communicates expectations, guidelines,
and procedures between secondary early-career teachers who have decided to remain in
the classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H13 indicated no
statistically significant difference between the two means, t(27) = 0.252, p = .803. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.75) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H13 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal

communicates expectations, guidelines, and procedures do not differ between those who
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have decided to remain in the classroom and those who have decided to leave the

classroom.

Table 14

Descriptive Statistics for Test of H13

Decision M SD N
Leave 3.60 1.14 5
Remain 3.75 1.22 24

H14. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal provides intervention and support for
improvement between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H14 indicated no
statistically significant difference between the two means, t(27) = -0.337, p =.739. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.42) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H14 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal provides
intervention and support for improvement do not differ between those who have decided

to remain in the classroom and those who have decided to leave the classroom.
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Table 15

Descriptive Statistics for Test of H14

Decision M SD N
Leave 3.60 0.55 5
Remain 3.42 1.18 24

H15. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal maintains personnel records and reports
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H15 indicated no
statistically significant difference between the two means, t(27) = -0.381, p = .706. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.83) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 4.00). H15 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal maintains
personnel records and reports do not differ between those who have decided to remain in

the classroom and those who have decided to leave the classroom.
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Table 16

Descriptive Statistics for Test of H15

Decision M SD N
Leave 4.00 0.71 5
Remain 3.83 0.92 24

H16. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal manages fiscal resources to support school
goals and priorities between secondary early-career teachers who have decided to remain
in the classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H16 indicated no
statistically significant difference between the two means, t(26) = -0.407, p = .687. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 4.04) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 4.20). H16 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal manages
fiscal resources to support school goals and priorities do not differ between those who
have decided to remain in the classroom and those who have decided to leave the

classroom.
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Table 17

Descriptive Statistics for Test of H16

Decision M SD N
Leave 4.20 0.84 5
Remain 4.04 0.77 23

H17. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal manages non-fiscal resources to support
school goals and priorities between secondary early-career teachers who have decided to
remain in the classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H17 indicated no
statistically significant difference between the two means, t(26) = -1.055, p =.301. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.78) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 4.20). H17 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal manages
non-fiscal resources to support school goals and priorities do not differ between those
who have decided to remain in the classroom and those who have decided to leave the

classroom.
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Table 18

Descriptive Statistics for Test of H17

Decision M SD N
Leave 4.20 0.84 5
Remain 3.78 0.80 23

RQ4

To what extend do secondary early-career teachers’ perceptions of principal
relational leadership affect their decision to remain in the classroom or to leave the
classroom?

H18. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal promotes a learning environment that
addresses needs of all students between secondary early-career teachers who have
decided to remain in the classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H18 indicated no
statistically significant difference between the two means, t(27) = 1.050, p = .303. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.92) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.40). H18 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal promotes a
learning environment that addresses needs of all students do not differ between those who
have decided to remain in the classroom and those who have decided to leave the

classroom.
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Table 19

Descriptive Statistics for Test of H18

Decision M SD N
Leave 3.40 0.89 5
Remain 3.92 1.02 24

H19. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal advocates for the welfare of all students
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H19 indicated no
statistically significant difference between the two means, t(27) = 1.802, p = .083. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 4.13) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.20). H19 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal advocates
for the welfare of all students do not differ between those who have decided to remain in

the classroom and those who have decided to leave the classroom.
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Table 20

Descriptive Statistics for Test of H19

Decision M SD N
Leave 3.20 0.84 5
Remain 413 1.08 24

H20. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal establishes positive relationships with
students between early-career secondary teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H20 indicated no
statistically significant difference between the two means, t(27) = 0.587, p = .562. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.75) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.40). H20 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal establishes
positive relationships with students do not differ between those who have decided to

remain in the classroom and those who have decided to leave the classroom.
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Table 21

Descriptive Statistics for Test of H20

Decision M SD N
Leave 3.40 1.52 5
Remain 3.75 1.15 24

H21. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal builds positive relationships with staff
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H21 indicated no
statistically significant difference between the two means, t(27) = -0.938, p = .357. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.67) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 4.20). H21 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal builds
positive relationships with staff do not differ between those who have decided remain in

the classroom and those who have decided to leave the classroom.
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Table 22

Descriptive Statistics for Test of H21

Decision M SD N
Leave 4.20 1.10 5
Remain 3.67 1.17 24

H22. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal ensures a culture of support and respect
among staff between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H22 indicated no
statistically significant difference between the two means, t(27) = -0.154, p = .879. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.71) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.80). H22 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal ensures a
culture of support and respect among staff do not differ between those who have decided

remain in the classroom and those who have decided to leave the classroom.
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Table 23

Descriptive Statistics for Test of H22

Decision M SD N
Leave 3.80 1.30 5
Remain 3.71 1.20 24

H23. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal develops teacher leaders between
secondary early-career teachers who have decided to remain in the classroom and those
who have decided to leave the classroom.

The results of the independent-samples t test used to test H23 indicated no
statistically significant difference between the two means, t(27) = 0.509, p = .615. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.46) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.20). H23 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal develops
teacher leaders do not differ between those who have decided to remain in the classroom

and those who have decided to leave the classroom.
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Table 24

Descriptive Statistics for Test of H23

Decision M SD N
Leave 3.20 0.84 5
Remain 3.46 1.06 24

H24. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal builds positive relationships with families
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H24 indicated no
statistically significant difference between the two means, t(26) = 0.575, p = .570. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.83) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H24 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal builds
positive relationships with families do not differ between those who have decided to

remain in the classroom and those who have decided to leave the classroom.
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Table 25

Descriptive Statistics for Test of H24

Decision M SD N
Leave 3.60 0.55 5
Remain 3.83 0.83 23

H25. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal establishes positive relationships with other
community stakeholders between secondary early-career teachers who have decided to
remain in the classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H25 indicated no
statistically significant difference between the two means, t(27) = 0.730, p = .472. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.92) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H25 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal establishes
positive relationships with other community stakeholders do not differ between those
who have decided to remain in the classroom and those who have decided to leave the

classroom.
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Table 26

Descriptive Statistics for Test of H25

Decision M SD N
Leave 3.60 0.55 5
Remain 3.92 0.93 24

RQ5

To what extend do secondary early-career teachers’ perceptions of principal
innovative leadership affect their decision to remain in the classroom or to leave the
classroom.

H26. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal collects knowledge, skills and best
practices for improving teaching and learning between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the
classroom.

The results of the independent-samples t test used to test H26 indicated no
statistically significant difference between the two means, t(27) = -0.109, p = .914. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.75) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.80). H26 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal collects

knowledge, skills, and best practices for improving teaching and learning do not differ
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between those who have decided to remain in the classroom and those who have decided
to leave the classroom.
Table 27

Descriptive Statistics for Test of H26

Decision M SD N
Leave 3.80 0.45 5
Remain 3.75 0.99 24

H27. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal engages in a professional network as a
means for growth between secondary early-career teachers who have decided to remain
in the classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H27 indicated no
statistically significant difference between the two means, t(26) = -1.805, p = .083. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.57) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 4.40). H27 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal engages in
a professional network as a means for growth do not differ between those who have

decided to remain in the classroom and those who have decided to leave the classroom.
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Table 28

Descriptive Statistics for Test of H27

Decision M SD N
Leave 4.40 0.55 5
Remain 3.57 0.99 23

H28. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal demonstrates self-awareness and a
commitment to ongoing growth and development between secondary early-career
teachers who have decided to remain in the classroom and those who have decided to
leave the classroom.

The results of the independent-samples t test used to test H28 indicated no
statistically significant difference between the two means, t(26) = 0.016, p = .988. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.61) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H28 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal
demonstrates self-awareness and a commitment to ongoing growth and development do
not differ between those who have decided to remain in the classroom and those who

have decided to leave the classroom.
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Table 29

Descriptive Statistics for Test of H28

Decision M SD N
Leave 3.60 1.14 5
Remain 3.61 1.12 23

H29. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal seeks feedback to improve performance
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H29 indicated no
statistically significant difference between the two means, t(27) = 0.389, p = .700. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 2.88) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 2.60). H29 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal seeks
feedback to improve performance do not differ between those who have decided to

remain in the classroom and those who have decided to leave the classroom.
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Table 30

Descriptive Statistics for Test of H29

Decision M SD N
Leave 2.60 1.52 5
Remain 2.88 1.42 24

H30. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal maintains a focus on high priorities
between secondary early-career teachers who have decided to remain in the classroom
and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H30 indicated no
statistically significant difference between the two means, t(27) = 0.885, p = .384. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.46) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.00). H30 was not supported. On
average, secondary early-career teacher perceptions of the extent the principal maintains
a focus on high priorities do not differ between those who have decided to remain in the

classroom and those who have decided to leave the classroom.
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Table 31

Descriptive Statistics for Test of H30

Decision M SD N
Leave 3.00 1.41 5
Remain 3.46 0.98 24

H31. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal develops and acts on well-reasoned beliefs
based on new knowledge and understanding between secondary early-career teachers
who have decided to remain in the classroom and those who have decided to leave the
classroom.

The results of the independent-samples t test used to test H31 indicated no
statistically significant difference between the two means, t(27) = -0.789, p = .437. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.38) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.80). H31 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal develops
and acts on well-reasoned beliefs based on new knowledge and understanding do not
differ between those who have decided to remain in the classroom and those who have

decided to leave the classroom.
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Table 32

Descriptive Statistics for Test of H31

Decision M SD N
Leave 3.80 0.84 5
Remain 3.38 1.13 24

H32. There is a statistically significant difference in secondary early-career
teacher perceptions of the extent the principal constructively manages and adapts to
change between secondary early-career teachers who have decided to remain in the
classroom and those who have decided to leave the classroom.

The results of the independent-samples t test used to test H32 indicated no
statistically significant difference between the two means, t(27) = -0.337, p =.739. The
sample mean for secondary early-career teachers who have decided to remain in the
classroom (M = 3.42) was not different from the sample mean for secondary early-career
teachers who have decided to leave the classroom (M = 3.60). H32 was not supported.
Overall, secondary early-career teacher perceptions of the extent the principal
constructively manages and adapts to change do not differ between those who have

decided to remain in the classroom and those who have decided to leave the classroom.
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Table 33

Descriptive Statistics for Test of H32

Decision M SD N
Leave 3.60 1.14 5
Remain 3.42 1.10 24

Additional Analyses

After completing the 32 independent-samples t tests, the researcher continued the
data analysis to include an analysis of secondary early-career teachers’ perceptions of
their principals’ behaviors. The researcher conducted 32 one-sample t tests to investigate
teacher overall perceptions of observed principal leadership behaviors. For each test the
sample mean agreement level of all secondary early-career teachers who completed the
survey was compared to a reference value of 3 (neutral). The level of significance was set
at .05. The results are organized by research question and are presented below.
Visionary Leadership

The results of the first three one-sample t tests indicated that the mean for
secondary early-career teacher agreement with each of the three items that measured
principal visionary leadership was higher than the reference value (3). See Table 34
below for the results of the t tests and the descriptive statistics for the three items on the
survey that addressed visionary leadership behaviors. For all three behaviors, participants

agreed or strongly agreed that their principals exhibited visionary leadership behaviors.
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Table 34
Descriptive Statistics for the Results of the Additional Analysis of Visionary Leadership 1

Through Visionary Leadership 3 Using Three One-Sample t Tests

Visionary M SD N t p
1 3.70 1.02 30 3.751 .001
2 3.67 1.09 30 3.340 .002
3 3.57 1.01 30 3.084 .004

Instructional Leadership

The results of the six one-sample t tests indicated that the mean for secondary
early-career teacher agreement with each of the six items that measured principal
instructional leadership behaviors was higher than the reference value (3) except for two
of the items. Secondary early-career teacher perceptions of the extent the principal
observes classroom instruction and provides meaningful and timely feedback on teacher
practice and student response (Instructional Leadership 3, M = 2.53) indicated that they
were neutral. Secondary early-career teacher perceptions of the extent the principal
supports teacher use of formative, summative, and other assessments (Instructional
Leadership 4, M = 3.50) indicated they were neutral or agreed. See Table 35 below for
the results of the t tests and the descriptive statistics for the six items on the survey that
addressed instructional leadership behaviors. For four of the six behaviors, participants
agreed or strongly agreed that their principals exhibited instructional leadership

behaviors.
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Table 35
Descriptive Statistics for the Results of the Additional Analysis of Instructional

Leadership 1 Through Instructional Leadership 6 Using Six One-Sample t Tests

Instructional M SD N t p
1 3.50 1.07 30 2.548 .016
2 3.73 1.11 30 3.612 .001
3 2.53 1.25 30 -2.041 .050
4 3.50 1.41 30 1.945 .062
5 3.57 1.01 30 3.084 .004
6 3.93 1.08 30 4,731 .000

Managerial Leadership

The results of eight one-sample t tests indicated that the mean for secondary
early-career teacher agreement with each of the eight items that measured principal
managerial leadership was higher than the referenced value (3). See Table 36 below for
the results of the t tests and the descriptive statistics for the eight items on the survey that
measured managerial leadership behaviors. For all eight behaviors, participants agreed or

strongly agreed that their principals exhibited managerial leadership behaviors.
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Descriptive Statistics for the Results of the Additional Analysis of Managerial Leadership

1 Through Managerial Leadership 8 using Eight One-Sample t Tests

Managerial M SD N t p
1 3.90 0.82 29 5.910 .000
2 3.83 1.05 30 4.334 .000
3 3.83 0.87 30 5.221 .000
4 3.77 1.19 30 3.516 .001
5 3.43 1.07 30 2.213 .035
6 3.83 0.87 30 5.221 .000
7 4.10 0.77 29 7.697 .000
8 3.86 0.79 29 5.881 .000

Relational Leadership

The results of the eight one-sample t tests indicated that the mean for secondary

early-career teacher agreement with each of the eight items that measured principal

relational leadership was higher than the referenced value of (3) except for the extent the

principal develops teacher leaders (Relational Leadership 6, M = 3.37) indicated that they

were neutral or agreed. See Table 37 below for the results of the t tests and the

descriptive statistics for the eight items on the survey that addressed relational leadership

behaviors. For seven of the eight behaviors, participants agreed or strongly agreed that

their principals exhibited relational leadership behaviors.
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Table 37
Descriptive Statistics for the Results of the Additional Analysis of Relational Leadership

1 Through Relational Leadership 8 Using Eight One-Sample t Tests

Relational M SD N t p
1 3.73 111 30 3.612 .001
2 3.90 1.12 30 4.382 .000
3 3.63 1.22 30 2.850 .008
4 3.67 1.24 30 2.942 .006
5 3.67 1.21 30 3.010 .005
6 3.37 1.03 30 1.943 .062
7 3.76 0.79 29 5.196 .000
8 3.80 0.92 30 4.738 .000

Innovative Leadership

The results of the seven one-sample t tests indicated that the mean for secondary
early-career teacher agreement with each of the seven items that measured principal
innovative leadership behaviors was higher than the referenced value (3) except for three
of the items. Secondary early-career teacher perceptions of the extent the principal seeks
feedback to improve performance (Innovative Leadership 4, M = 2.77) indicated that
they were neutral. Secondary early-career teacher perceptions of the extent the principal
maintains a focus on high priorities (Innovative Leadership 5, M = 3.37) indicated that
they were neutral or agreed. Secondary early-career teacher perceptions of the extent the
principal constructively manages and adapts to change (Innovative Leadership 7, M =

3.40) indicated they were neutral or agreed. See Table 38 below for the results of the t
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tests and the descriptive statistics for the seven items on the survey that addressed
principal innovative leadership behaviors. For four of the seven behaviors, participants

agreed or strongly agreed that their principals exhibited innovative leadership behaviors.

Table 38
Descriptive Statistics for the Results of the Additional Analysis of Innovative Leadership

1 Through Innovative Leadership 7 Using Seven One-Sample t Tests

Innovative M SD N t p
1 3.70 0.95 30 4.026 .000
2 3.66 1.01 29 3.494 .002
3 3.59 1.09 29 2.906 .007
4 2.77 1.43 30 -0.893 379
5 3.37 1.03 30 1.943 .062
6 3.43 1.07 30 2.213 .035
7 3.40 1.10 30 1.989 .056
Summary

This chapter contained the results of the hypothesis testing and additional
analyses of secondary early-career teachers’ perceptions of their principals’ leadership
behaviors. The hypothesis testing was conducted to investigate differences in secondary
early-career teachers who were remaining in the classroom or leaving. The additional
analyses were conducted to evaluate secondary early-career teachers’ perceptions of their
principals’ leadership behaviors. The results of 32 independent t tests were included

along with the data analysis. Additionally, the calculated variable means, standard
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deviations, degrees of freedom, p values, and t statistics are located in this chapter. The
next chapter includes the overall interpretation and recommendations of this study.
Chapter 5 is divided into the study summary, findings related to research, and the

conclusions.
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Chapter 5
Interpretation and Recommendations

Chapter 5 includes the following sections: study summary, findings related to the
literature, and conclusions of this study. The summary of the study includes the overview
of the problem, purpose statement and research questions, review of methodology, and
major findings from the study. Next, findings related to the literature are included.
Finally, this chapter concludes with the implications for action, recommendations for
future research, and concluding remarks.
Study Summary

This section is a summary of this study. The study included an overview of the
rates early-career teachers are leaving the profession and the need to investigate
secondary early-career perceptions of principal leadership behaviors and whether their
perceptions of behaviors affect decisions to remain in the classroom or leave the
classroom in the ABC School District. The summary includes an overview of the
problem, the purpose statement and research questions, a review of the methodology, and
major findings of this study.
Overview of the Problem

Early-career teachers are leaving the profession at an alarming rate, which then
causes a financial and instructional strain on the school district (Olsen & Huang, 2019;
Learning Policy Institute, 2017 Watlington et al. 2010). Also, Boyd et al. (2011) reported
that working conditions and overall administrative support can influence retention. With
the increased rates of early-career teachers leaving the classroom, further research is

needed to investigate factors related to them leaving. While school districts continue to
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find new ways to recruit, onboard, and retain high-quality staff, attention should be given
to the influence that a building principal’s behavior has on the retention of early-career
teachers.
Purpose Statement and Research Questions

The purpose of this quantitative study was to evaluate secondary early-career
teachers’ perceptions of principal leadership behaviors and whether those behaviors
affect decisions to remain in the classroom or leave the classroom in the ABC School
District. To guide this study, five research questions were posed and 32 hypotheses were
then tested. The five research questions were constructed from the DESE Principal
Evaluation Assessment. The five leadership characteristics were visionary, instructional,
managerial, relational, and innovative leadership. These five leadership characteristics
were used to create the five research questions. Of these five research questions, 32
hypotheses were then tested.
Review of the Methodology

A guantitative research design was used for this research. For this study, 76
secondary early-career teachers in year 1 to year 5 in the profession and employed in the
ABC School District during the 2022-2023 school year were eligible to participate.
Eligible participants were sent an email with an invitation to participate letter. The letter
included the purpose of the survey, assurance of the anonymous results, no identifying
factors were collected, the researcher’s contact information, and the survey link. Of the
76 eligible participants, 31 participants returned the survey for a 40.78% return rate. Of
those 31 returned surveys, two surveys were not completed and were not included in the

hypothesis testing or the additional analyses. Of the 29 responses that were included, 24
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teachers indicated they would be coming back to the classroom for the 2023-2024 school
year and 5 teachers said they would not be returning. It is important to note that 17.24%
of these respondents would be leaving after the 2022-2023 school year. These
perceptions were measured using a Likert-type scale. The results were downloaded into a
Google Sheet and the researcher imported the data into IMB SPSS 28 software. IMB
SPSS 28 software was used to calculate the means, standard deviations, degrees of
freedom, p values and t statistics for the hypothesis testing. The results of the individual
independent-samples t tests and one-sample t tests from the additional analyses were
included in Chapter 4.
Major Findings

This section includes the major findings of the analyses that addressed the five
research questions and the additional analyses of observed principal leadership behaviors
from this study. Overall, teachers’ perceptions of their principal leadership behaviors are
favorable. The results of this study indicated no statistically significant difference in
teacher perceptions of principal leadership behaviors between secondary early-career
teachers’ who have decided to remain in the classroom or leave. In addition to the
hypothesis testing, an additional analysis was conducted to investigate the five leadership
characteristics and how the secondary early-career teachers perceived each of their
principals’ leadership behaviors. The following sections contain a summary of the results
for each research question and the hypotheses tested to answer it, followed by the results
of the additional analysis that was conducted to further investigate secondary early-career

teacher perceptions.
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Principal Visionary Leadership. RQ1 and H1-H3 examined secondary early-
career teacher’s perceptions of principal visionary leadership behaviors. Those behaviors
did not differ between teachers who are remaining in the classroom and teachers who are
leaving the classroom. The results of the additional analysis indicated that survey
respondents either agreed or strongly agreed that the principal exhibited visionary
leadership.

Principal Instructional Leadership. RQ2 and H4-H9 examined secondary early-
career teacher’s perceptions of principal instructional leadership behaviors. Such
behaviors did not differ between teachers who are remaining in the classroom and
teachers who are leaving the classroom. The results of the additional analysis indicated of
the six instructional leadership behaviors, participants agreed or strongly agreed with
their principal instructional behaviors except for 13. Participants neither agreed or
disagreed on 13, which measures the extent the principal observes classroom instruction
and provides meaningful and timely feedback on teacher practice and student response.

Principal Managerial Leadership. RQ3 and H10-H17 examined secondary
early-career teacher’s perceptions of principal managerial leadership. Those behaviors
did not differ between teachers who are remaining in the classroom and teachers who are
leaving the classroom. The results of the additional analysis indicated that survey
respondents either agreed or strongly agreed that the principal exhibited managerial
leadership.

Principal Relational Leadership. RQ4 and H18-H25 examined secondary early-
career teacher’s perceptions of principal relational leadership. Such behaviors did not

differ between teachers who are remaining in the classroom and teachers who are leaving
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the classroom. The results of the additional analysis indicated that survey respondents
either agreed or strongly agreed that the principal exhibited relational leadership.

Principal Innovative Leadership. RQ5 and H26-H32 examined secondary early-
career teacher’s perceptions of principal innovative leadership. Those behaviors did not
differ between teachers who are remaining in the classroom and teachers who are leaving
the classroom. The results of the additional analysis tested seven innovative leadership
behaviors, participants agreed or strongly agreed with their principal instructional
behaviors except for 14. Participants neither agreed or disagreed on 14, which measures
the extent the principal seeks feedback to improve performance.

None of the hypotheses were supported, but the results do suggest that secondary
principals in the ABC School District are primarily exhibiting visionary, instructional,
managerial, relational, and innovative leadership behaviors. This study will add to the
body of research on factors impacting early-career teacher retention and the influence of
their building principal’s leadership behaviors.

Findings Related to the Literature

As a part of the study, a review of literature was completed to gather relevant
literature on principal visionary, instructional, managerial, relational, and innovative
leadership. In addition, recent trends in educator employment, literature on secondary
early-career teachers, and the influence of working conditions on retention were included.
This section includes a connection between the results of the current study related to
existing findings. This study found no statistically significant difference in secondary

early-career teacher perceptions of principal visionary, instructional, managerial,
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relational, or innovative leadership between those who have decided to remain the
classroom and those who have decided to leave the classroom.

It is important to note that this study will still add to the collection of research on
secondary early-career teacher retention. The results in this study contradict Boyd et al.’s
(2011) findings that teachers’ perceptions of school administration have the greatest
influence on teacher retention decisions. While this study did not indicate differences
between those who have decided to remain in the classroom and those who have decided
to leave, it will add to the collection of research on secondary early-career teacher
retention.

The first research question evaluated potential differences in secondary early-
career teacher perceptions of principal visionary leadership. The results of the hypothesis
testing did not indicate a difference in secondary early-career teachers’ perceptions of
principal visionary leadership between those who have decided to remain in the
classroom and those who decided to leave. The additional analysis conducted for this
study indicated that secondary early-career teachers agreed or strongly agreed that their
principal exhibited visionary leadership. The results of the analysis that addressed the
first research question does not support Le’s (2020) findings. Le (2020) conducted a
study of middle school teachers in Texas and found that teachers are influenced to leave
when principals do not have a direction and vision for the school. Building principals that
establish a direction and communicate clear standards exhibit visionary leadership. This
study adds to the body of research on principal visionary leadership.

The second research question evaluated potential differences in secondary early-

career teacher perceptions of principal instructional leadership. The results of this study
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did not indicate a difference in secondary early-career teachers’ perceptions of principal
instructional leadership between those who have decided to remain in the classroom and
those who decided to leave. The additional analysis conducted for this study indicated
that secondary early-career teachers agreed or strongly agreed that their principal
exhibited all of the specified instructional leadership behaviors except one. Secondary
early-career teachers neither agreed or disagreed that their principal observes classroom
instruction and provides meaningful and timely feedback on teacher practice and student
response. The results of the analysis that addressed the second research question support
Anderson’s (2019) findings. Anderson (2019) found that principal’s instructional
leadership support practices did not help to predict new elementary teachers’ decisions to
leave or remain in the teaching profession. While both studies focus on early-career
teachers, it is important to differentiate between Anderson’s (2019) study included
elementary teachers while the current study focused on secondary teachers. Also, the
results of this study contradict Angelle (2006) and Lazcano et al. (2022). Angelle (2006)
found that teachers who work under effective instructional leaders are more likely to stay
in the classroom, while Lazcano et al. (2022) found that a principal’s instructional
approach increases teacher satisfaction and intentions to remain in their job. This study
adds to the collection of research on building instructional leadership as it relates to early-
career teachers remaining in the classroom or leaving.

In regard to the additional analysis findings, previous research has stressed the
importance of building instructional leadership on early-career teachers. Youngs et al.
(2015) warned of the dangers in a lack of instructional leadership in preparing beginning

teachers’ curricular and pedagogical capacity to the mission and vision of a school



104

building. Furthermore, Grissom et al. (2021b) emphasized the principal’s role as an
instructional leader is the responsibility to conduct instructional evaluations of staff and
curricular programs. The results of this study indicated that secondary early-career
teachers neither agreed or disagreed that their building principal observes classroom
instruction and provides meaningful and timely feedback on teacher practice and student
response. These aforementioned studies advocate the importance of principal instruction
leadership behaviors on early-career teachers.

The third research question evaluated potential differences in secondary early-
career teacher perceptions of principal managerial leadership. The results of the analysis
that addressed the third research question did not indicate a difference in secondary early-
career teachers’ perceptions of principal managerial leadership between those who have
decided to remain in the classroom and those who decided to leave. The additional
analysis conducted for this study indicated that secondary early-career teachers agreed or
strongly agreed that their principal exhibited managerial leadership. Anderson (2019)
further investigated principal operation support practices. As mentioned in the literature
review, these practices include allocation of resources, maximizing learning time, and
other strategic operations which relate to DESE’s description of managerial leadership.
Anderson (2019) found that strategic operations support practices can predict the
retention of new elementary teachers in Texas, which contradicts with the findings of this
current study. As previously mentioned, while both studies focus on early-career
teachers, it is important to differentiate between Anderson’s (2019) study included

elementary teachers while the current study focused on secondary teachers. Both studies
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will add to the research of the principal managerial leadership and early-career teacher
retention.

The fourth research question evaluated potential differences in secondary early-
career teacher perceptions of principal relational leadership. The results of the analysis
for the fourth research question did not indicate a difference in secondary early-career
teachers’ perceptions of principal relational leadership between those who have decided
to remain in the classroom and those who decided to leave. The researcher found that
secondary early-career teachers agreed or strongly agreed that their principal exhibited
relational leadership. The results of this study do not support Abitabile’s (2020) findings.
Abitabile (2020) found that relational leadership traits such as visibility, honesty,
approachability, and encouragement increase job satisfaction and retention. This study
adds to the collection of research on principal managerial leadership.

The fifth research question evaluated potential differences in secondary early-
career teacher perceptions of principal innovative leadership. The results of the
hypothesis testing did not indicate a difference in secondary early-career teachers’
perceptions of principal innovative leadership between those who have decided to remain
in the classroom and those who decided to leave. The additional analysis conducted for
this study indicated that secondary early-career teachers agreed or strongly agreed that
their principal exhibited all of the specified innovative leadership behaviors except for
one. Secondary early-career teachers neither agreed or disagreed that their principal
sought feedback to improve performance. While early-career teachers were neutral that
their principal sought feedback to improve performance, Clifford (2015) emphasized the

importance of principals performing self-reflections to lead their staff through reflective
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practices to build capacity. Clifford encouraged principal to further their innovative
leadership practices to administer a needs assessment survey to staff and involving others
in collective decision making (2015). This study adds to the body of research on principal
innovative leadership.
Conclusions

This section includes the conclusions from this study on secondary early-career
teacher perceptions of principal leadership behaviors between those who have decided to
remain in the classroom and those who have decided to leave the classroom in the ABC
School District. This section may be helpful to district and building leadership to
continue to monitor the impacts of their leadership on secondary early-career teacher
retention. As previously mentioned in Chapter 1, Gray and Taie (2015) found that 10% of
early-career teachers leave the profession after the first year, and after teaching 4 years,
26.9% switch schools or leave the profession entirely. In addition, Ingersoll et al. (2022)
analysis of data between 1987-2018 found that 44 percent of new teachers leave the
professional altogether within five years. If this trend continues, decreased retention of
secondary early-career teachers will impact student learning, school culture, and the
financial health of school districts. This study adds to the body of research on secondary
early-career teacher retention. This section includes implications for action,
recommendations for future research, and overall concluding remarks from the
researcher.
Implications for Action

The results of this study have implications for district and building leadership of

secondary early-career teachers to improve retention. As mentioned in Chapter 1, Wynn
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et al. (2007) found that principals can have a great influence on beginning teachers’
decisions to remain in the classroom and those who decided to leave. District and
building leadership may use the findings from this study to support practices or locate
areas for growth to improve. The following implications are divided by research question.

Building leadership should continue exhibiting visionary leadership behaviors to
their staff. The results of this study indicated that secondary early-career teachers agreed
or strongly agreed with their principal’s visionary leadership behaviors. These results
may suggest that leadership in the ABC School District is doing well to create and
support the overall mission and vision of the school. District leadership can use these
findings to reinforce practice of building leadership while advocating for the importance
of visionary leadership behaviors.

Findings from this study may benefit district and building leadership while
evaluating current instructional leadership practices. While no difference was found
between secondary early-career teachers who were remaining in the classroom and those
who were leaving, the additional analysis did find that secondary early-career teachers
were neutral on instructional feedback. Additionally, secondary early-career teachers fall
into the probationary teacher category. Probationary teachers’ contracts are approved
every year in Missouri until they start their sixth consecutive year in the same district
before they can reach tenure (MNEA, 2012). Depending on the school district, early-
career teachers may receive more classroom observations than their tenured colleagues.
The results from this study may suggest that of these more frequent observations than
their tenured colleagues, secondary early-career teachers are looking for timely feedback

to improve their instructional practices in the classroom. School district leadership may
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use these findings to evaluate current practice of building instructional leadership
behaviors. If secondary early-career teachers are being evaluated on their instructional
techniques in the classroom, building leadership should prioritize these follow-up
feedback sessions to improve capacity in their buildings. This may result in an increase in
early-career teacher capacity, their confidence, and may lead to secondary early-career
teachers’ willingness to remain in the classroom and the profession.

Next, district and building leadership should continue to extend the work in
supporting principal managerial and relational leadership behaviors. Survey responds
agreed or strongly agreed that their building principal exhibited both managerial and
relational leadership behaviors. The effective management and building relationships
with students, staff, and stakeholders are vital responsibilities of building leadership.
District leadership can use the findings to continue to support building leaders’
managerial and relational leadership behaviors to lead secondary early-career teachers.

District and building leadership should continue to support innovative leadership.
The additional analysis conducted for this study indicated that secondary early-career
teachers agreed or strongly agreed that their principal exhibited all of the specified
innovative leadership behaviors except for one. Secondary early-career teachers neither
agreed or disagreed that their principal sought feedback to improve performance. District
leadership can use these findings to evaluate building principal expectations for self-
reflection and supporting areas of growth.

This study suggests that overall, building leaders in the ABC School District are
demonstrating visionary, instructional, managerial, relational, and innovative leadership.

District leadership can take the results from this study to continue to support practices
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and techniques being used and look for areas of growth. Additionally, school
administration preparation programs may use this study to reinforce leadership behaviors
that might influence early-career teacher retention. If current trends are predictors of
future outcomes, district leadership will continue to be faced with an increasing number
of secondary early-career teachers leaving the profession. These results may shed light on
factors that relate to secondary early-career teachers’ retention. The findings in this study
will add to the collection of research on early-career teacher retention.
Recommendations for Future Research

The current study focused on secondary early-career teacher perceptions of
principal leadership behaviors, but additional research is needed to further investigate
secondary early-career teacher retention. Recent declining trends in teacher retention led
the researcher into investigating this topic. These future recommendations can be
implemented to add to the collection of research on the retention of secondary early-
career teachers.

The first recommendation for future research is to broaden the study to include
multiple school districts or school districts in different geographical areas. This study
only included secondary early-career teachers between years 1-5 in the ABC School
District which had 76 eligible participants. A future researcher would benefit from a
larger and more diverse sample of respondents.

A second recommendation for future research is to change the research method.
While this study was quantitative, a future researcher could create a qualitative study to
investigate secondary early-career perception through focus groups and or interviews.

The qualitative method might give the researcher an opportunity to further investigate the
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impact of principal leadership behaviors on secondary early-career teacher retention and

possible other factors not considered in this study. Additionally, a future researcher could
create a mixed-methods study to include both qualitative and quantitative data collection

to include narrative and quantitative observations and perceptions.

A third recommendation for future research is to investigate elementary early-
career teachers. This study focused on secondary early-career teachers which included
teachers of grades 6-12, but a future researcher could benefit from investigating
elementary early-career teachers’ perceptions of their building principal leadership
behaviors. Central office leadership may benefit from increased research on the factors of
elementary early-career teacher retention.

A fourth recommendation for future research would be to investigate different
demographics of early-career teachers. This may include race, ethnicity, or age. Also,
future research might benefit from expanding research on certification routes such as
traditional vs. alternative certification.

The last recommendation is to include impacts of the COVID-19 Pandemic. This
study was conducted during Spring 2023 and did not include survey questions about the
impact of COVID-19 on secondary early-career teachers. Secondary early-career teachers
who were employed during Spring 2020 to Spring 2022 may have been impacted by
polices or decision made by district leadership from the ABC School District. A future
researcher may benefit from this additional analysis to investigate COVID-19 and the

decisions made by district leadership.
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Concluding Remarks

The purpose of this quantitative study was to evaluate secondary early-career
teachers’ perceptions of principal leadership behaviors and whether those behaviors
affect decisions to leave or remain in the classroom in the ABC School District. It is
important to consider that there are many different factors that potentially impact
secondary early-career teachers’ decision to remain in the classroom or leave. This
study’s purpose was to evaluate secondary early-career teacher perceptions of principal
leadership behaviors and whether those behaviors affect decisions to remain in the
classroom or leave the classroom in the ABC School District. As school districts continue
to experience decrease rates of retention, district leaders must find new ways to
effectively retain highly-qualified staff. District leadership must continue to invest in
efforts to retain secondary early-career teachers for the continuation of curricular

programs.
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Mon, Mar13,8:00AM ¢ &

Good morning!

One of our cur(ent. staff members, Logan Kelim, is pursuing his doctorate in Educational Leadership at Baker University. His research is around secondary teacher retention with
a specific focus on those in years 1-5 of their career.

In service to his research and our district's understanding of factors that impact teacher retention (YOUR desire to remain in the profession!), please consider taking a few minutes
to complete this anonymous Google survey.

+ See THIS LETTER from Logan explaining this process. Note: it is voluntary and responses will remain anonymous.
+ The SURVEY should only take 10-15 minutes to complete.
+ Responses must be submitted by Friday, March 22nd.

THANK YOU for 1ak\ni a few minutes to provide feedback. Your help is much appreciated! If you have any specific questions about the survey or process, please reach out to

Thanks!
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Happy Monday!

This is a friendly reminder that survey responses for Logan Kelim's dissertation research are due this Friday, March 22nd. He has
received roughly half the number of target responses...hopefully we can provide the feedback he needs. Here is the survey link.

Thank you for taking a few minutes to help out a-colleague!
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To N V' I\ T Program participants and recent completers:

My name is Logan Kelim and I currently work at || |GG - -

social studies teacher and am pursuing my Doctorate of Educational Leadership through
Baker University. | am working Withh and am researching secondary
early-career teacher retention.

This email serves as an invitation to all secondary early-career teachers (classroom
teachers between years 1-5) to participate in my research study by completing a brief
survey. This survey will only be used for academic research and your participation and
completion of this survey will be a valuable part of my research study. Your participation
is vital to the completion of my research as the study results will help to provide central
and building leaders insight into recent trends impacting early-career teacher retention.

e This survey will take between 10-15 minutes to complete

e The survey will be completed using Google Forms, but no individual information
will be collected. The survey will not ask for personalized information nor will it
record your email address.

e This survey can be completed outside of the school building.

e This survey will be completely voluntary and anonymous.

If you have any questions or concerns, please contact me using the information below. |
greatly appreciate your help and support in this research study.

Please follow the below link to the survey.
LINK TO SURVEY

Logan Kelim
Ed. D. Candidate
Baker University, Graduate School of Education

Email: loganskelim@stu.bakeru.edu
Phone:


https://forms.gle/GmVDnefrk1cHffQL9
mailto:loganskelim@stu.bakeru.edu
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137

The Principal as the Visionary Leader develops and implements a vision for the school to guide the learning of all students.

Leadership Competency 1: Develops a clear, measureable and shared vision (PSEL 1a,b,d,e; 5f; 7c; 10c)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Knows the importance of a vision and
how it relates to the core values and
culture of the school community

The emerging principal also...

Examines and begins to understand
the existing core values and culture of
the school and how it connects to the
mission and vision

The developing principal also...

Uses a diverse group of stakeholders
to collaboratively review, develop.
and/or revise the school vision

The transformational principal also...

Inspires stakeholders to focus on how
each person can actively participate in
developing a shared vision

Leadership Competency 2: Communicates the vision to stakeholders (PSEL 1c,d.fg; 5f: 8c,h; 9I)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands the importance of all
stakeholders knowing the collective
mission. vision and core values

The emerging principal also...

Examines how the mission. vision and
core values are communicated to, and
supported by, stakeholders

The developing principal also...

Deliberately and effectively
communicates the vision to
stakeholders

The transformational principal also...

Uses multiple methods to effectively
communicate the school vision to all
external and internal groups

Leadership Competency 3: Collects, analyzes and interprets data to evaluate results for continuous school improvement (PSEL 1d e; 4a;

6e; 9a; 10a,b,g)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands how multiple sources of
data are connected to a mission, vision
and core values

The emerging principal also...

Examines the sources of data used to
evaluate the existing mission. vision
and core values

The developing principal also...

Uses multiple sources of data to
evaluate the existing vision and plan
for continuous improvement

The transformational principal also...

Establishes a systematic and ongoing
cycle of continuous improvement that
includes data collection. analysis,
planning, and evaluation

MISSOURI'S EDUCATOR EVALUATION SYSTEM



Standard 2: Instructional Leadership
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The Principal as the Instructional Leader ensures a guaranteed and viable curriculum, guarantees effective instructional practice, coordinates the
use of effective assessments and promotes professional learning.

Leadership Competency 4: Engages and supports staff to vertically and horizontally align curriculum to state/district standards

(PSEL 4a,b; 6d; 9i; 10a,e)

Aspiring

Emerging

Developing

Transformational

The aspiring principal. ..

Understands standards as how they
apply to horizontal and vertical
alignment of local curricula and
content areas

The emerging principal also...

Examines and becomes familiar with
the existing curriculum and learning
standards

The developing principal also...

Facilitates staff discussions to ensure
curriculum is comprehensive,
rigorous, aligned, engaging and
supports continuity across all grades
and content areas

The transformational principal also. ..

Ensures staff regularly collaborates to
continuously monitor and adjust the
vertical and horizontal alignment of the
curriculum to improve student learning

Leadership Competency 5: Supports staff use of a variety of research-based practices appropriate to the intended content

(PSEL 2b; 4b,c,de; 6d,e; 10a,f)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands a variety of research-
based instructional practices and how
to appropriately match learning content

The emerging principal also...

Identifies existing instructional
practices and reinforces those that are
appropriate to the learning content

The developing principal also...

Builds teacher capacity with a variety
of instructional practices appropriate
to the learning content

The transformational principal also...

Facilitates opportunities for
collaboration and modeling of
instructional practices appropriate to the
learning content

Leadership Competency 6: Observes classroom instruction and provides meaningful and timely feedback on teacher practice and
student response (PSEL 2b; 4b,d; 6a,e,f; 10c,e,f)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands legal implications
impacting instruction and engages in
meaningful feedback related to
effective teacher practice

The emerging principal also...

Observes classroom instruction and
provides meaningful and timely
feedback to build teacher practice and
student response

The developing principal also...

Observes classroom instruction and
provides meaningful and timely
feedback to intentionally support
individual teacher strengths and areas
for growth

The transformational principal also...

Develops a systemic process for the
continuous improvement of all teachers'
instructional practice

MISSOURI'S EDUCATOR EVALUATION SYSTEM
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The Principal as the Instructional Leader ensures a guaranteed and viable curriculum, guarantees effective instructional practice, coordinates the
use of effective assessments and promotes professional learning.

Leadership Competency 7: Supports teacher use of formative, summative and other assessments (PSEL 4a,b,f: 6d)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands how to assess student
learning using a variety of formal and
informal assessments

The emerging principal also...

Assess teachers’ understanding and use
of formative and summative
assessments and their relationship to
student learning

The developing principal also...

Facilitates teacher development and
use of formative and summative
assessments

The transformational principal also...

Develops a systemic. collaborative
process for the development and use of
formative and summative assessments

Leadership Competency 8: Analyzes multiple sources of student, school and district-level data to improve student learning

(PSEL 2c; 3a; 4b,g; 6e; 7g; 9g; 10a,c,e,9,h)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Knows, uses and understands multiple
strategies for analyzing data to inform
the instructional process

The emerging principal also...

Assesses current teacher analysis of
student level data for improving the
instructional process

The developing principal also...

Facilitates teacher analysis of
individual student data to improve the
instructional process and student
growth

The transformational principal also...

Develops a systemic data teaming
process for the analysis of student level
data to improve the instructional process
and student growth

Leadership Competency 9: Develops a culture of continuous professional learning (PSEL 6a,c,d f.h; 7a,f,g,h; 10a,e,f,g)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands the principles of adult
learning and how these help develop
teacher capacity

The emerging principal also...

Uses data from multiple sources to
identify strengths and needs for
professional learning

The developing principal also...

Engages teachers to collaboratively
design and implement a program of
professional learning

The transformational principal also...

Develops a cycle for continuous,
focused collaborative professional
learning and growth

MISSOURI'S EDUCATOR EVALUATION SYSTEM
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The Principal as the Managerial Leader implements operational systems, oversees personnel and ensures the equitable and strategic use of

resources.

Leadership Competency 10: Provides oversight of the school facility and grounds (PSEL 2a; 5a,c; 8g; 9e; 10h)

Aspiring

Emerging

Developing

Transformational

The aspiring principal. ..

Knows how a safe and functional
school facility and grounds support
student learning

The emerging principal also...

Analyzes the immediate and long-term
needs for building and sustaining a safe
and functional school

The developing principal also...

Collaborates with staff fo maximize
the use of the school facility and
grounds to support student learning

The transformational principal also...

Inspires stakeholders to continuously
improve an environment that is safe and
supports student learning

Leadership Competency 11: Establishes routines, procedures and schedules to maximize learning time (PSEL 3de; 5a,c,e; 9a,¢,f,h,j; 10a)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands how routines. procedures,
schedules and technology support the
school environment

The emerging principal also...

Analyzes routines, instruction,
procedures. schedules and use of
technology for building and sustaining
a safe, healthy. and orderly and
compliant learning environment

The developing principal also...

Collaboratively develops clear
routines, procedures, schedules and
technology use for staff and students

The transformational principal also...

Collaborates with community. family.
and student representatives to monitor
and adjust routines, procedures,
schedules and technology use to ensure
a positive, safe, healthy. orderly and
equitable learning environment

Leadership Competency 12: Recruits, selects and inducts effective personnel (PSEL 6a,b; 9b; 10a)

Aspiring

Emerging

Developing

Transformational

The aspiring principal. ..

Understands tools used to determine
key attributes of effective personnel

The emerging principal also...

Analyzes personnel to determine areas
of strength and need

The developing principal also...

Collaborates with staff to recruit,
screen and select candidates with a
high probability of success

The transformational principal also...

Refines and improves the collaborative
process for recruiting, screening and
selecting candidates

MISSOURI'S EDUCATOR EVALUATION SYSTEM
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The Principal as the Managerial Leader implements operational systems, oversees personnel and ensures the equitable and strategic use of

resources.

Leadership Competency 13: Communicates expectations, guidelines and procedures (PSEL 2a,d f; 4a; 7a,c; 9b,h; 10a,f)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands the necessity of
establishing and communicating clear
expectations, guidelines and
procedures respecting the rights of all
staff and students

The emerging principal also...

Determines the effectiveness of
existing expectations. guidelines and
procedures

The developing principal also...

Holds staff accountable and revises
expectations, guidelines and
procedures as necessary to respect the
rights of staff and students

The transformational principal also...

Empowers staff to continuously hold
each other accountable to the highest
professional expectations including
respecting the rights of staff and
students

Leadership Competency 14: Provides intervention and support for improvement (PSEL 6a,b,c,h; 9k; 10f)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands the role of observation.
feedback and intervention for
improving or removing personnel and
the legal and ethical decisions in
creating an effective educator
evaluation process

The emerging principal also...

Assesses and reviews data to determine
appropriate interventions and support
for personnel

The developing principal also...

Uses data and legal and ethical
decision-making to develop targeted
interventions and supports for
addressing personnel issues

The transformational principal also...

Maintains a legal and ethical system of
interventions and supports for resolving
personnel issues

Leadership Competency 15: Maintains personnel records and reports (PSEL 9h)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Is knowledgeable of requirements
regarding personnel records. laws and
reports

The emerging principal also...

Understands and complies with district,
state and federal requirements for
records and reporting

The developing principal also...

Works with staff to ensure
compliance with all personnel records
and reporting

The transformational principal also...

Monitors and revises systems to ensure
compliance with all records and reports

MISSOURI'S EDUCATOR EVALUATION SYSTEM



Standard 3: Managerial Leadership

142

The Principal as the Managerial Leader implements operational systems, oversees personnel and ensures the equitable and strategic use of

resources.

Leadership Competency 16: Manages fiscal resources to support school goals and priorities (PSEL 2a; 5¢; 8; 9a,b,¢,d,h)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands the statutory requirements
that affect how a school budget works
and the major sources of revenue to
support school goals and priorities

The emerging principal also...

Assesses how current fiscal resources
comply with statutory and district
requirements and support school goals
and priorities

The developing principal also. ..

Collects input from staff to establish
priorities that inform the school
budget and determine resource
allocation that meet statutory and
district requirements

The transformational principal also...

Develops and implements a system to
continuously address school goals and
priorities through the effective
allocation of fiscal resources that meet
district and statutory requirements

Leadership Competency 17: Manages non-fiscal resources to support school goals and priorities (PSEL 2a; 5¢; 8j; 9a,b,¢,d,h)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands how non-fiscal resources
support school goals and priorities

The emerging principal also...

Assesses how current non-fiscal
resources comply with statutory and
district requirements and support
school goals and priorities

The developing principal also. .

Collects input from staff to establish
priorities that inform the use of non-
fiscal resources that meet statutory
and district requirements

The transformational principal also...

Develops and implements a system to
continuously address school goals and
priorities through the effective
allocation of non-fiscal resources that
meet district and statutory requirements
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The Principal as the Relational Leader interacts professional with students, staff, family and community.
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Leadership Competency 18: Promotes a learning environment that addresses needs of all students (PSEL 1c; 2d,e; 3a,b,c,e.f; 4a; 5b; 7b,d;

10a,c)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Knows how and why analysis of
student demographics is used to
determine the overall diversity of a
school and its impact on the teaching
and learning process

The emerging principal also...

Determines the extent of diversity in
the school based on ethnicity. gender,
economic background, etc.

The developing principal also...

Raises teacher consciousness of the
importance of equity in the teaching
and learning process as it relates to
ethnicity. gender, economic
background. efc.

The transformational principal also...

Collaboratively establishes a system
responsive to student demographics for
ensuring equity in teaching and learning
process

Leadership Competency 19: Advocates for the welfare of all students (PSEL 2c,e f; 3a,b,¢,d,f.h; 5b; 8e,g,/; 10a)

Aspiring

Emerging

Developing

Transformational

The aspiring principal. ..

Understands the legal implications of
in-school and out-of-school strategies
and resources available in supporting
the well-being of each student

The emerging principal also...

Determines how resources and
strategies in the school community are
used for addressing the overall well-
being of each student

The developing principal also...

Develops a network of relationships
and pathways both in and out of the
school that provide for the welfare of
students

The transformational principal also...

Collaboratively integrates in and out of
school strategies and resources to
provide for the welfare of students

Leadership Competency 20: Establishes positive relationships with students (PSEL 2e; 3a,b,d; 5b,d,e)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands how to build positive
relationships in support of student
learning and well-being

The emerging principal also...

Builds relationships with students and
establishes high expectations for
behavior and learning to promote a
positive culture

The developing principal also...

Models and promotes positive and
ethical relationships between students
and all school personnel

The transformational principal also...

Ensures positive relationships are an
integral part of the culture of the school
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The Principal as the Relational Leader interacts professional with students, staff, family and community.

Leadership Competency 21: Builds positive relationships with staff (PSEL 2a,e f: 7¢; 9j)

Aspiring

Emerging

Developing
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Transformational

The aspiring principal...

Understands the importance of
building effective, ethical relationships
with staff

The emerging principal also...

Intentionally and ethically interacts
with staff by being visible. accessible
and approachable

The developing principal also...

Builds positive and ethical staff
relationships and communicates high
expectations

The transformational principal also...

Creates ethical. collaborative
relationships that promote open dialogue
and respect for multiple perspectives

Leadership Competency 22: Ensures a culture of support and respect among staff (PSEL 2b,de f: 3g,h; 6h; 7a,b,c,d,e,g; 9k; 10a,d,f)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Understands how to develop a culture
of support and respect among staff

The emerging principal also...

Analyzes the culture of support and
respect among staff and determines
strengths and opportunities for
improvement

The developing principal also...

Leads staff in the development,
improvement or refinement of a
collaborative culture

The transformational principal also...

Maintains a collaborative culture where
support and respect among staff are the
norm

Leadership Competency 23: Develops teacher leaders (PSEL 6g; 7b,d,h; 10a,e,))

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Serves as a teacher leader and
understands the importance of
promoting teacher leadership

The emerging principal also...

Identifies potential teacher leaders

The developing principal also...

Empowers and provides opportunities
for teacher leadership

The transformational principal also...

Develops and sustains a collaborative
team culture that effectively integrates
teacher leadership




Standard 4: Relational Leadership

The Principal as the Relational Leader interacts professional with students, staff, family and community.

Leadership Competency 24: Builds positive relationships with families (PSEL 2d; 3a,h; 5d,f; 8a,b,c,d,g; 10a)

Aspiring

Emerging

Developing
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Transformational

The aspiring principal...

Understands a variety of strategies for
building relationships with families

The emerging principal also...

Creates formal and informal
opportunities to interact with families

The developing principal also...

Engages in an ongoing assessment of
the quality of relationships with
families

The transformational principal also...

Ensures sustained and transparent
relationships with families

Leadership Competency 25: Establishes positive relationships with other community stakeholders (PSEL 3f: 5df: 8a,b,¢,d,f.,j; 10c)

Aspiring

Emerging

Developing

Transformational

The aspiring principal...

Recognizes the importance of building
positive relationships with other
community stakeholders

The emerging principal also...

Identifies key stakeholders in the
community and begins to build
relationships

The developing principal also...

Engages key stakeholders in support
of the school program

The transformational principal also...

Collaborates with stakeholders to
continuously monitor and adjust support
for the school program
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The Principal as the Innovative Leader continues professional growth, actively engages in reflective practice and applies new knowledge and
understanding to drive appropriate change.

Leadership Competency 26: Collects knowledge, skills and best practices for improving teaching and learning (PSEL 4c,e; 6f; 10a,c,f,i)

Aspiring

Emerging

Developing

Transformational

The aspiring principal. ..

Recognizes knowledge, skills and best
practices that support continuous
professional growth

The emerging principal also...

Observes and gathers knowledge, skills
and best practices relevant to teaching
and learning in the school

The developing principal also...

Models and shares the gathering of
knowledge. skills and best practices
related to improved teaching and
learning

The transformational principal also...

Leads a systematic process for selection
and delivery of professional
development experiences to support
continuous improvement of teaching
and learning

Leadership Competency 27: Engages in a professional network as a means for growth (PSEL 6i; 10g)

Aspiring

Emerging

Developing

Transformational

The aspiring principal. ..

Understands the need for professional
networks as a key element of
professional growth

The emerging principal also...

Engages in professional networks to
expand relationships and generate
avenues for new knowledge and
understanding

The developing principal also...

Contributes actively in professional
networks to expand relationships and
avenues for new knowledge and
understanding

The transformational principal also...

Assumes leadership positions in
professional networks to help others
gather new knowledge and
understanding

Leadership Competency 28: Demonstrates self-awareness and a commitment to ongoing growth and development (PSEL 2b; 6i; 10c,g,h)

Aspiring

Emerging

Developing

Transformational

The aspiring principal. ..

Understands the importance of
reflection and a commitment to
ongoing learning.

The emerging principal also...

Begins reflecting on experiences of
being a new principal, including
personal strengths and weaknesses and
takes some action to grow and develop.

The developing principal also...

Engages in personal reflection on
performance strengths and
weaknesses and seeks professional
development experiences to improve
practice

The transformational principal also...

Models reflective practice and engages
in an intentional professional
development program to continuously
improve performance




Standard 5: Innovative Leadership

The Principal as the Innovative Leader continues professional growth, actively engages in reflective practice and applies new knowledge and
understanding to drive appropriate change.

Leadership Competency 29: Seeks feedback to improve performance (PSEL 6i; 10¢,g,h)

Aspiring Emerging Developing Transformational
The aspiring principal... The emerging principal also... The developing principal also... The transformational principal also...
Understands the importance of D ptivity and Actively seeks performance feedback | Utilizes an intentional feedback system
feedback for improving performance a plan for receiving constructive and makes adjustments to improve to continuously improve and refine
feedback from others and refine practice. performance

Leadership Competency 30: Maintains a focus on high priorities (PSEL 6i)

Aspiring Emerging Developing Transformational
The aspiring principal. .. The emerging principal also... The developing principal also. .. The transformational principal also...
Und ds how time is | Begins applying time management Deliberately monitors and adjusts Intentionally devotes a high percentage

a key factor for maintaining a focus on
school priorities

practices to allow focus on the school’s
highest priorities

time comumitment to school priorities

of time to school priorities

Leadership Competency 31: Develops and acts on well-reasoned beliefs based on new knowledge and understanding (PSEL 2a; 3g,h; 7f;
8h; 9f; 10d,i)

Aspiring Emerging Developing Transformational
The aspiring principal... The emerging principal also... The developing principal also... The transformational principal also...

Recognizes that beliefs based on new
knowledge. understandings and
technology are used as a catalyst for
change

Acts in accordance with the belief that

Responds to challenges and issues by

Establishes a culture of inquiry in which

a principal’s primary role is to p
student learning

pprop zes that
lead to school improvement and
increased student learning

bers of the staff and community
openly and respectfully discuss
important beliefs about teaching and
learning




Standard 5: Innovative Leadership

The Principal as the Innovative Leader continues professional growth, actively engages in reflective practice and applies new knowledge and
understanding to drive appropriate change.

Leadership Competency 32: Constructively manages and adapts to change (PSEL 2b; 3f; 7f: 8j; 9f: 10d,e,i)

Aspiring

Emerging

Developing

Transformational
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The aspiring principal...

Is flexible and willing to vary an
approach when circumstances change

The emerging principal also...

Explores existing circumstances related
to student learning and considers
possible areas for change

The developing principal also...

Anticipates changing circumstances
and develops multiple alternate
strategies based on new knowledge
and understanding

The transformational principal also. .

Creates a culture of innovation that
continuously examines strategies for
change and improvement
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Appendix G: Survey Sent to Participants
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Perceptions of Principal Leadership

Please rate your level of agreement regarding the following behaviors of your building principal.

Develops a clear, measurable, and shared vision

Strongly Disagree O O O O Q Strongly Agree

Communicates the vision to stakeholders

Strongly Disagree O O O O O Strongly Agree

Collects, analyzes, and interprets data to evaluate results for continuous school improvement

Strongly Disagree O O O Q O Strongly Agree



Engages and supports staff to vertically and horizontally align curriculum to state/district standards

Strongly Disagree O O O O O Strongly Agree

Supports staff use of a variety of research-based practices appropriate to the intended content

Strongly Disagree O O O O O Strongly Agree

Observes classroom instruction and provides meaningful and timely feedback on teacher practice
and student response

Strongly Disagree O O O Q Q Strongly Agree

Supports teacher use of formative, summative, and other assessments

Strongly Disagree Q Q O Q O Strongly Agree
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Analyzes multiple sources of student, school, and district-level data to improve student learning

Strongly Disagree O O O O O Strongly Agree

Develops a culture of continuous professional learning

Strongly Disagree O O O O Q Strongly Agree

Provides oversight of the school facility and grounds

Strongly Disagree O O O O O Strongly Agree

Establishes routines, procedures, and schedules to maximize learning time

Strongly Disagree O O O O O Strongly Agree
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Recruits, selects, and inducts effective personnel

Strongly Disagree

Communicates expectations, guidelines, and procedures

Strongly Disagree

O

O

O

O

O

O

Provides intervention and support for improvement

Strongly Disagree

O

O

Maintains personnel records and reports

Strongly Disagree

O

O

O

Strongly Agree

Strongly Agree

Strongly Agree

Strongly Agree
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Manages fiscal resources to support school goals and priorities

Strongly Disagree

Manages non-fiscal resources to support school goals and priorities

Strongly Disagree

Promotes a learning environment that addresses needs of all students

Strongly Disagree

O

O

O

O

O

O

O

O

Q

Advocates for the safety and welfare of all students

Strongly Disagree

O

O

O

O

O

O

O

O

Strongly Agree

Strongly Agree

Strongly Agree

Strongly Agree
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Establishes positive relationships with students

Strongly Disagree

Builds positive relationships with staff

Strongly Disagree

O

O

O

O

O

O

Ensures a culture of support and respect among staff

Strongly Disagree

Develops teacher leaders

Strongly Disagree

O

O

O

Strongly Agree

Strongly Agree

Strongly Agree

Strongly Agree
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Builds positive relationships with families

Strongly Disagree O O O O O Strongly Agree

Establishes positive relationships with other community stakeholders

Strongly Disagree O O O O O Strongly Agree

Collects and utilizes knowledge, skills, and best practices for improving teaching and learning

Strongly Disagree O O O O O Strongly Agree

Engages in a professional network as a means for growth

Strongly Disagree O Q O O O Strongly Agree
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Demonstrates self-awareness and a commitment to ongoing growth and development

Strongly Disagree O O O O O Strongly Agree

Seeks feedback to improve performance

Strongly Disagree O O O O O Strongly Agree

Maintains a focus on high priorities

Strongly Disagree O O O O O Strongly Agree

Develops and acts on well-reasoned beliefs based on new knowledge and understanding

Strongly Disagree O O Q O O Strongly Agree
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Constructively manages and adapts to change

Strongly Disagree O O

Will you be teaching in this district next year?

Yes

No

Strongly Agree
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