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‘Wisconsin Center for Education Research
MISSION STATEMENT

The mission of the Wisconsin Center for Education Research
is to understand, and to help educators deal with, diversity

y - among studénts. The Center pursues its mission by conducting
and synthesizing'research; developing strategies and materials,
and disseminating knowledge bearing upon the education of
individuals and diverse groups of students in elementary and
secondary schools. Specifically, the Center investigates

e diversity as a basic fact of human nature, throﬁgh
studies of learning and development

e diversity as a central challenge for educational
techniques, th#ough studies of classroom
processes !

e diversity aS’a!key issue in relations between
individuals and institutions, through studies of
school processes '

e diversity as fundamental question in American
social thought,, through studies of social policy
related to education

The Wisconsin Center for Education Research is a noninstruc-
tional department of the University of Wisconsin-Madison
School of 'Education. The Center is supported primarily with -
funds from the National Institute of Education.
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Preface

.

The impetus for this study grew out of twd concérns about
public school teaching. First, it is dmportant that intelligent and
energetic peqple who were attracted to teaching as é career and have
been guccessful as teéchers remai§ in the profession. It is an

1

obvious benefit to public schools to keep good teachers on staff,
but it is not clear: that good teachers become career teachers.
Secondly, it is equally important that teachers who remain in the

profession also remain engaged in the primary concerns of teaching--

children and curriculum. The possibility that schools will retain

disengaged employees is of special concern mnow for two reasons.

One is that declining enrollments and resources for educaﬁion héve
reduced mobility and tutrnover in theAprofessiOn. Senior teachers
are likely to remain iﬁ a single schoolvsy§tem, remain as classroom
teachers rather than move to administration,‘and remain in teaching
rather than seek employment in other, less seéure occupatiqns. A
Second reason 1s that among the by-products of collective bargaining
have ;een wages and fringe benéfiﬁs that make teaching economically
more attractive and bargaining agreements which reduce the discre-
tionary power 6f administrators, especially the powers to offer

differential rewards to faculty. and staff and to nonrenew ineffective

Both fortes permit ineffective teachers to remain in the

v

teachers.

system and to receive benefits nearly equal to thos~ obtained by the

best teachers.

ix
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public secondary school teachers; to analyze whether these incentives

B

Concerns with keeping effective teachers and keeping teachers

" who stay in the schools engaged in. the primary concerns of schools

suggested thé;research questions that define this study. Basically,

the Fesearch was designed to identify the incentives available to

‘éﬁu

&

have the potential to enqourage.té;chers' work with students and the
curriculum; and to examine whether thése.incentives vary in gffic cy
over the course of alteacher's.career. The last major research
directed at these questions was that donevby Déniel Lortie and reported

in Schoolteacher: A Sociological Study (1975). However, Lortie's

book was based on data collected in the early sixties. We presumed
that things had‘changed since- then, that both the importance of
collective bargaining and the declining economic picture in education
and in thg nation would have had an effect on teachers' attitude;
towards ‘their jobé and toward the rewards available to them. Thus,
we wanted to test Lortig'é analfses in a different poliéical and
economic climate.

As we began the study, we assumed we would find a large pro-
portion of dissatisfi;d teachers, disengaged from the goals of the
organizations in which they worked and relatively uﬁcommittéd to the
students with whom they met, teachers who felt they‘had few options.
Let dg state, then, at the beginning of this report thqﬁ we did not
find manyvof those disengaged Eeachers in the suburban high schools in
which we gathered ghe data for this study. 1In additioﬁ, we found

that. the former teachers we interviewed had an affectionate nostalgia

°X
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fdr_publid secondary schools and the students. and close colleagues
who people them.

We should also make it clear that in pargvour results may be
due to phe nature of our population and our sample. We interviewed
only teachers and former teachefs who would have contin@ed to be
employed by school districts if they desired to be. Thus, the
totally disengaged and ineffective were elimiﬁated from the beginning.
Howevef,.we did not limit our sample to superstars. In four of the
five districts in which we interviewed teachers, respondents were
chosen  at random from stratified staff lists. We are confident our
sample of‘teachers was representative of the staffs in those schools.
Thoughithe fofmer teachers we interviewed could not be randomly
. b
éelected, they were chosen becahse of years of experience in the
classroom and geographical convenience rather than outstanding per-
formance as classroom ﬁeéchers.

Public schools are severely limited in the incentives they
can offer teachers, and;few of those incentives are effective in
influencing performance. Those assertions will be supported in the
discussion which follows. 'Both have implicatibns for those who ére
conceined with public schools and the quality of education that
studenté in those ‘schools receive. We will conclude this report
by examining some‘of those implications, recommending directions
whichkfuture research might take, and offering suggestions which
those con%erned about publfé échools and the quality of life for

public school tggchers should consider.
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Abstract

.The impetus for this study grew out of a concern about the ability
of secondary public schools to attract and keep successful teachers who -
are engagad in the primary concerns of teaching-~-students and curriculum.
The research questions addressed in this study are closely_ tied to pre-
vious investigations which have dealt with teacher work life and occupa-
tional_well—beingr The study also draws on organizational theory related
to incentive distribution in organizations.

The study addressed itself to one major research question: To what
degree do organizational incentives in secondary school teaching result
in maintaining in the profession teachers who are committed to the pro-
fession and whose primary satisfactions and reasons for staying in the
classroom are related to students, curriculum, and classroom procedures?
To answer this question, personal interviews were conducted in fall of
1981 with 30 teachers who were at the time in classroom teaching, 20
former teachers, and 10 administraitors from eight school districts
surrounding a large midwestern city. Responses were examined with refer-
ence to three stages in the occupational lives of teachers: entry into the

profession, maintenance issues related to day~to-day occupational factors,

and continuance in the profession.

A typology for analysis of reward systems for secondary public school
teachers is suggested in the final chapter. The major conclusion from
this analysis is that there are few incentives that are within the control
of the organization, that can be differentially allocated to individuals,
and that can be used to affect performance directly. Intrinsic motivation,
although outside the direct contral of the organization, is the most power-
ful link to teacher performance in the organization. Thus, schools can
best increase the likelihood that teachers will join and remain in the
organization, perform their assigned roles dependably, and otcasionally
perform innovative and cooperative acts by using external rewards, speci-
fically individual rewards and leader support to create a school environ-
ment where the intrinsically motivated professional can pursue excellence.

motivationhl forces which attract, maintain, and keep successful teachers
in the classroom are a complex of intrinsic rewards generally outside the
direct control of the organization, school administrators, bargaining
groups and pyofessional societies, and the community which supports the
educational system need to focus their attention on internalized motivators

which are centiral to a teacher's sense of worth and professional well-being.
\ : .

Sincggthe findings and conclusions indicate that the most pewerful

xiii
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CHAPTER I
BACXGROUND TO THE STUDY

The theoretical framework for this study and previous research
which is relevant will be discussed in two sections. In the fir;t,
literature which is relevant to the analysi; of organizatioﬁs will
be reviewed. In the second, research on the nature of teacher work

life will be summarized.
Organizations and Incentives

The theoretical framework on which this study is based postu-
lates that organizations can b2 analyzed as incentive distribution
systems. Georgiou (1973) proposed this approach as a counter para-
digm to the familiar goal-orienteq study of organizatiéns.

The foundations of the analysis of organizations as incentive

distribution systems is found in Barnard's book The Functions of

the Executive (1938, 1964). Barnard argued that incentives are

”fundamental in formal organizations and in conscious efforts to
organize" (p. 139). He also noted that "inadquate inéentives mean
dissolution, or change inkorganization purpose, or failure of cooper-
ation'" (p. 139). The organization's problem is to find positive
incentives or to reduce or eliminate negative ones in order to make
work more attractive'and/of less onerous. Barnard postulated that
different people are motivated by different incentives or combinapion;

of incentives at different times.

lqd
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~ Barnard differentiated between the process of offering objectige
incentives (vhat he.called the method of ipcentives) and thé process
of changing subjeétivé attitudes (what he called the method of persua-
sion); 'While allforganizations use both, commercial organizations
almost whoily emphasize the method of incentives, while political
and religious organizations put more emphasis on the method of per-
suasibn such as éoefcion, rationalization of opportunity, and modi-
fidation of motives through education and propaganda.

Barnard's analysis divided incentives ‘into two classes. The
first is specific inducements, that is, incentives that can be offered
directly to aﬁ individual; These include material inducements, per-—
sonal and nonmaterial opportunities such as prestige or personal
power, desirable physical conditions, and ?deal benefactions such as
pride in workmanship or sense of adequacy. The second is géﬁéral
incentives which cannot be directly offered to the individual but are

o+

noretheless important. These include associational attractiveness,

“‘adapting conditions to habitual methods and attitudes, opportunities

for enlarg;d participation, an@‘conditions of community.

Clark and Wilson (1961j expanded Barnard's analysis of incen~
tive systems. The Basic hypothesis of Clark and Wilson's approach
is that the incentive system éf an organization can be treated as the
principle variable affecting orgaﬁizational behavior. Several addi-
tional premises formed the basis of their.analysis. Among them are
the following:

1. Incentives are by definition scarce.

Iy

—




[mc

Aruitoxt provided by Eic:

oy

N

2. An organization's incentive output must not exceed
its available resources.

3. It is the function of the executive to maintain his
organlzatlona [The executive] does this by attempt-
ing to obtain a net surplus of incentives and by
distributing incentives to elicit contributions of
activity. (pp. 132-133)
Clark and Wilson divided incentives into types somewhat differently
from Barnard. They distinguished three categories: material incen-
tives, a subcategory of Barnard's specific incentives; solidary

incentives, those that arise from association such as sense of group

membership and identification, a category which seems to include most

of Barnard's general incentives; and purposive incentives, intangible

incentives that derive from the purposes of association. Clark and

Wilson concluded their article by examining the issues of organiza-

-tional change, organizational competition, and motivational change

from the framework of organizations as incentive systems. They
pointed'out that in order to survive, organizations change as con-
tributors change. However, they also noted that it is important to

be concerned with the consequences of different methods of mainte-

.

nance,~n6§ simply with maintenance. This suggests that incentives

4

in organizations should be examined to determine whether the rewards

which lare offered to contributors are such that the function or work

of the institution is of primary concern. In educational organiza-

tions it is important to examine whether teachers remain in the pro-
fession because of concerns about students and their education or
because of ancillary incentives which the organization has made

v

available.
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In Georgioq's (1973) analysis, organizations are not incentive
distribution systems but rather market places in which incentiveg are
exchanged. Power in the organization can be defined as a function of
the capacity of a member to contribute incentives to other organiza-
tional members. Georgiou suggested that the power of any organiza-
tional member dépends on replaceability and dispensébility, the extent
to which the member could be replaced by others who offer more incen-
tives and the degree to which the rewards the member provides are

. . E T
valued by others. Georgiou contrasted this view of power with that

suggested in analyses of organizations as goal-fulfilling ofganiza—

tions:

Power in organizations is thus highly complex. It
reflects organization members® assessment of their

own and others' dispensability and replaceability
within an intricate network of exchanges, as contrasted
with the goal paradigm's view that the distribution

and exercise of power is to be understood in terms

of the logic supplied by some superordinate goal .

(p. 308). ) '

: : ’ &

Georgiou concluded that organizations are best understood by examining

~

the outcomes of complex exchanges between individuals pursuing diverse
o
goals.

Katz and thn (1978) identifiéd three organizational require-
ments for members: staying in the system, doing dependable work, and
occasionally performing innovative acts supportive ;o the organiza-
tions's policies. For members to meet these reduirements, the
organization has three ;ypgs of incentives: rule enforcement,
external rewards,.and internalized motivatipn. Members obey rules

o

because they are legitimaté and enforced by legal sanctions. This

: iy
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incentive bears no relationship to the activity itself and by itself
Qill noE keep members in the organizaﬁion if altefnatives exist.

External rewards are linked to the desired behavior and
include four subtypes. System rewards are earned thfough membership
and increased through seniority, They include such Ehings as pen-
sions, sick 1e;ve, and cost of living allowances. While system
rewards are not directly‘tied to performance, if members like the
organization they mightvﬁé more willing to cooperate with others and
might contribute to a positive image of the orgénizapion with exter-
nal publics.

" Individual rewards come in the forms of pay increases, promo-.
tions, and piece rates. While they have potentiél to motivate, in
organizations with negotiated, lock-~step salary schedgies, they are
limited in differéntiating,among gHe rank and file. Approval from
the leader, the third subtype, has potéqtial for meeting the organif
zational requirements 1f the leader is respected and perceived as

powerful. Finally, approval by thé peer group can be an organizational

Aincentive to the extent that group norms and organizational require-

mentsT@aTe congruent. ' .

InFernalized motivétion, the final organizational incentive
that ehhéndes organizational requirements, is at the same time the
most powerful and the moét difficult.to achieve. 'Some members find
intrinsic job satisfaction from their work, others confirm their
Qalues‘and self—idealizétion by interﬁalizing the"organization's
gdéls,iand sti11 others find identityvthrough shared psychologi;al

0

fields and group cohesiveness.

s
o
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Herzberg's (1966, 1968, 1974) work on motivation is also rele-

vant to this research. Herzberg studied pHé various job~re1ated

factors which affect'émgiéyee motivation to perform in a job in terms

Eae
of morale, satisfaction, dissatisfaction, .creativity, and productivity.

Basing his work partly on Maslow's theoretical framework of a hier-

£
9

archy of individual human needs, Herzberg proposed a two-factor theory
of job motivation.

The original study, conducted with'accouﬂtants and engineers,

has been.replicated in various cultural and,occupatibnal settings.

‘The findings suggested that any job has two distinct factors which

have an impact on emplbyee motivation and performance: hygiene factors

.and motivating factors.‘uAlthough open to criticisms such as nebuious

language, a lack of attention to money as a motivator, and ceptéin
methodological problems, Herzberg's'two—factor theory does p;ovide
a valuable %ramework for examining "job content' and '"job. context"
in terms of incentives and disincentives in oféanizations;

Hygiene factors, alsé called maintenance fa;tois, are those

elements which are extrinsic to the job itself. They are, in fact,

the confegt in which the actual job is performed. Factors such as

company policies and administration, salary, supervision, interpersonal.

" relations in the work setting, andiworking conditions are among those

factors which, if perceived as positive by employees, prevent employee
dissatisfaction. None of these extrinsic factors, according to
Herzberg, has any substantial effect on employee motivatioh, noxr do

any of these factors encourage émployeevctgativity and productivity.

$— . . . ' 1 ‘{ '

e
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However, 1f these factors are perceived as'negative they have a

significaﬁtnimpact on morale and contribute to dissatisfaétioﬁ.

- Motivators are those factors which are associated with the
intrinsic elements of the job itself. These factors are closely
associated with Maslow's higher;order need for "self-actualization."
Factors such as achievement, recognition, job content, oppottﬁnities

for advancement; and the assumption of responsibility are motivators

-

‘to the employee. These motivators contribute positively to individual

employee job satisfaction, but their absence does not produce dissatis-
faction. The absence of job satisfaction is not dissatisfaction.
Likewise, hygiene (maintenance) factors are neutral in terms of job

satisfaction. Tﬁst is, the lack of dissatisfaction does not equal,
satisfaction. ﬁ§%n Lhygiene factors are absent, they do contribute to
jot dissatisfact}on‘and low employee‘morale. ' | . .

This study, then, érows_out of a clear theoretical frsmework
and contributes to that framework. The framework suggests that it
is important to analyze whether tunctional organizatibﬁal incentives
in public school teaching are general or specific (Barnard, 1938,
1964), whether they are external or internal to the system (hatz &
Kahn, 1978), whcther they can be used to 1nf1uence individual per-

formance relative-to the primary work of ‘the organization (Clark &

Wilson, 1961); whether they .are, in fact, valued by gléss{gpm teachers

(Georgiou, 1973); and whether they can ge'used to.increase job satis-

faction (Herzberg, 1966, 1968, 1974). In turn, the research tests the

efficacy of this framework for the analysis of secondary public schools.

j
~
Z
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The Nature of Teacher Work Life

s ‘
Research which has examined the nature of teaching as a pro-
- " fession also contributed to the background for this study. Several

studies which have been influential in the formulation of research .

questionse methodd%ggy{”and analysis in this research are summarized

- _ / . R

below. . _ _ . . .

One of‘the mdst thorough sociological studies of teaching>as
an oécupéfion was conducted by Lortie (1975). Data were collected in
94 intensive interviews with teachegs in the Boston metropolitan area
in'thelsummgr‘of 1963. Using stratified random sampling to ensure a .
range of téacher respondents from variqus gra5e~1evels and socio-
economic settings ;n which they taught, Lqrtie conducted his inter=- 3
views in fivé sﬁbuqun school systems represented By113 schools:

six elementary, five junior high, and two- high schools. Lortie

B e T ] .
followed up these interviews with a survey of teachers in Dade County,

Florida, in 1964. From this survey and a 1967 Nationai Education
Association study, he was'able to check his findings from the 94

interviews against other'research findings.
- I3

P

-

Loftie suggésted that the "ethos" of teaching is essertially
a product of a unique vocational history and is reinforced by par-
ticular patterns‘of re¢ruitment, a distinct.socializatiod-process,

- and a unique system\gf career and work rewards. The recruitment

-

process is characterized by ease of entrance into the profession
) = - )

o a
-

°and generally nonelitist ddmission standards. Lortie categorized

major attractors to the occupation ofvteaching under five t

FRIC
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in teaching: extrinsic, ancillary, and psychic. Extrinsic rewards

- kortie viewed these as ehtr1n51c because they exist 1ndependent of the

the interpersonal theme (working with people); the social theme; the

continuation theme (continuing interests developed as a student) ;
material benefits; and time compatibility.

- Lortie classified three types of rewards which are available

»

are salary, fringe bénefits, level ofbprestige, and poﬁer ovéf others.

@

ind1v1dua1 who holds the role, are experienced by all role incumbents,

and ‘have a certain "objective" quality about them. These extrinsic
revards are quite predictable, comparatively uhstaged, and front

loaded, all of which make teaching an occupation which is relatively

, -

'

"careerless."

Lortie defined ancillary rewards as those rewards which accom-

pény the occupation per se and are perceived both objectively and

'subjectively in terms of how they meet an individual's needs. These

réwards‘tend to be stable over time, "taken for granted" rather than
specified in contracts, and presept-for émployges whethe: they make
high or limited effort in the job. Lortie stated that gncillary'
rewards aﬁe incentives which affeét entry_into the occupation more

k]

than-the effort "and performance of those already in the occupation.

o

Psychic rewards are completely subjective valuations by indi-

viduals with respect to both the context and content of the particu-

" lar job. Because the culture of teachers and structure of rewards

in teaching 'do not emphasize extrinsic rewards and there is no
‘5

differentiation of ancillary benefits, Lortie believed psychic rewards

to be of primary importance to teachers.



Lortie asserted that the system of reward distribution ‘and
* structure of incentives reinforce the ethos of teaching, which is

characterized by '"conservatism,"

the notion of personal objectives
‘based on past experience rather than universal goals; "individualism,"
the alignment of individual goals within one's own capacity and

interest rather than some universal professional objectives; and . N

"presentism,' the orientation of teachers to current issues and

o
2

IS

short-ranged goals. i .
The'pugpose of Cusick's (197$§‘eérlier research was to examine
échool life fo; high Séhool students in a medium-sized high schodl in
a district adjacent to a metropolitan area. He focused his reseérch‘
by observing in depth a group.of male senior athletes.. HowéVer,
Cusick's descriptign of the school life of students also presented
relevant facets of the school life ofnteachers.' He described two
separate subsystems at Horatio Gates Hign School: a "ﬁroduction
subsystem" wﬁich included everything related to the curriculum and
learning and a "maintenance subsystem' designed tc support.the pro-
duction subsystem and comﬁosedvof rules an.¢ proceduvres. Teachers ln
the system presentéd themséives to stuﬁents‘as subjeég matter‘spe-‘
cialists with few personal problems, conflicts, or conc?rns with
emotional issues. Teachers seemed remarkably alike in their thoughts
.and actions,mdiffering only in the degree of finesse with which they jk‘
could maintain student interest. ‘In Cusick's view several charac-
teristics of the school (and all schoois) made it vir:ually impossiblé
for teachers to act otherwise: subject matter speéialization, ver-

v

ticalkorganization, the doctrine of adolescént inferiority, downward

ERI!

Arunrext provided by enic [

S

Iy
.




O

ERIC

Aruitoxt provided by Eic:

.

communication flow,_batch procéssing of studeﬁts, routinization,
dependence og rules and regulations, future geward oriéptation for
s&udents, apd.the physical structure. It was in details of the
maintenance system that Cusick found the major.éource of conflict
between teachers and administratprs: ﬁIt appeared that most teach-
ers regarded supérvision,of Studen:s as an odious burden which
interferéd_with'their teéching" (p. 36). Cusick observed that
approx;mately 75 percent of the talking in classroom interactions
was done by teachers. School seemed relatively undemanding of
students, and approximately three hours of a Student's day were taken
up by details of maintenance. Personal interaction between students
and teachers was not encourégeq or rewarded, and, invfact, the
organizational structure of the school mitigated against suchainter—
actions.

In 1981 Cusick reported observations of the teaching staffs

at two comprehensive secondary schools. Cusick's primary purpose

was to examine. the networks of interactions yithin'each staff and

the effects of these networks on the curriculum. Several of his

Q

observations,reinforced the individuality tﬂat Ldftie noted‘in the
teaching profession. Teachers f&und individualAandvidiésyncratic
wéys to accommodate themselves to their job. Some, for example,
made their Jjobs the center éf their 1i§es,.and others made their
families, second jobs,‘or avocations their primary interests.
Teachers varied widely in methods, in educétional philésophy, and
in emphasis. "Cusick noted several reinforcers §6 this individual-
ized approach. - Among them ﬁé listed lack of standard curriculum

P . B N N C
o . .
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required of all students, lack bf scrutiny from‘colleagues, and the.
general philosophy that it was most important that teachers get along
with aﬁd be responsive to students. Most directly relevant to this
research, Cugick observed that limited rewards were available fér
dispensation by ﬁrincipals. Principals could not hire, fire, pro-
mote, demote, or providé differential pay. Principals could, however,
support teaphers'_individualistic versions of their jobs, and this

support was provided to teachers whose activities assisted the prin-

cipals in presentation of the school in a favorable light to the

public. Cusick speculated that teachers who wanted no special pro-

grams, classes, or schedules would be difficult to influence with
such rewards;

Though Metz's study (1978) was focused on authority problemﬁj
in désegregated secondary schools, some of her description and
analysis is relevant to this study of teaéher;' professional commit-
men;s.i Metz néted that schools are confronted with a paradbxical»
mission: to educate childrén and to»keep order. Uﬁless children
are themselves in agréement with béth these goals, the methods used
to obtain one goal are likely to inhibit attainment of the éther.
Teachers réspopd to this paradox in a number of ways. ¢The‘two most
frequently occurring ideal types in the schools Metz observed sHe
labeled the ”incorporativeﬁ teachers, those who took subjectiﬁatter
as their primary concern, and the 'developmental'' teachers, those
whose primary concern was with students. Roles teachers took in
the classroom were identified by Metz as parental, bureaucratic,

expert professional, and facilitating leader, with incorporative

-
o

3
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‘teachers .generally adopting the first two and developmental teachers
favoring the latter'fwo, In the classrooms, Metz found that teach-
ers used several methods of control: arrangement of the situation,

use of exchange through teacher-dispensed rewards, personal influ-

ence, manipulation, and coercion, In the corridors or areas of
e the classrooms, several of these methods were no

the school outsid
‘and personal influence, the

2

longer options. Arrangement, exchange,;
: ‘ I
mainstays of developmental teachers, were ineffective in the corridors

where no academic benefits could ﬁe offefed and personal relations
were limited. However, the effecéiveness of magipu%ation and coercion
were limited in these schools, too, because white parentSIWere vocial
defenders of the children's civil rights and black parents were con-
In one =

cerned about inequities in the treatment of their children.

\
{
of the schools Metz observed, there was a major split between the
approach and those who favored

.

faculty who favored the developmental
the incorporative. The split was reflected in student disorder in

the corridors. But the staff at this school dealt with fundamental
questions about educational philosophy, the mifsion of the school,

and student-teacher relations. In the second school the staff

generally agreed on the incorporative approach, but teachers in that

school were less articulate about fundamental educational issues,

more concerned with issues of system maintenance, and more likely to

feel that problems in their classrooms were solely their own faults

and responsibilities. .

A
oo

O
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A 1979 Michigan study by Kornbluh and Cooke compared the quality
of teacher work life with that of workers of all kinds and a subsample of

college graduates surveyed in 1977 on The Quality of Employment Survey

(Quinn & Staines, 1979). The perceptions of the 200 teachers from
25 schools (including eight high scthls) in southeast Michigan added

up to a lower quality for teacher work life. Teachers were concerned
-

about health and safety hazards, unpleasant wgrk'environment, inconve-
nient‘or excess;vé.work hours,.desires for additional fringe benefits,
inadequate resoﬁrces, and - poor mobility and job security.

The researchers concluded that 'the Lower quality of work life
seems to be clearly attributable to characteristics withiﬁ the échosls
and not with the teachers." They speculated that the stresses felt
by teachers come from four main sources:. rolé demands, instructional
problems, the physical working environment,.and interpersonal rela-

tionships. However, the last did not prove as important as expected

«

elther in augmenting or reducing well-being.

They found that the quality of work life varied between schools,
but where vertical comminication existed, job satisfaction was higher.

Teachers did not want to manage the schools, but they did want some

~
A

say over technical decisions that affected their classroom operation . .
s & .

.and performance. These decisions concerned choice of curriculum

materials, resclution of learning problems, and handling of student
‘discipline and parent complaints. Morale was higher in schools in
which teachers could palk these over with their administrators and

K]

have some Lﬁput.

'
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In a study recently completéd on vocational adaptation and

teacher job satisfaction, Douglas Heath (1981) coptended tﬁat teachers
in independenﬁ schools;'like other professionals, are primarily con-
cerned about issues and respond to iﬁcentives which are eiusi;e té
define and are very difficult to_administer by the organization.

Using a set of 28 job-related and personal attributés,‘Heath analyzed
the rankings for egch item given by 125 male and 125 female

teachers. Of the 28 items listed, the four attributes which were

-

most relevant to teachers' vocational adaptation and satisfaction

were the following:

Meets most of my strongest needs.

Provides the opportunity for personal growth and

satisfaction for most of my working life.

3 The job utilizes my best potentials.

4. Degree of self-fulfillment which individual secures
from the job. (p. 9)

1.
2.

Attributes which were ranked as '"most perivheral" or least important

to the meaning of job“satisfaction were the following:
Salary and service received for work done.

My competence for the type of work I do.

The amount of time I spend on my job.

Status and prestige of my occupation. (p. 10)

SN

The data also suggested that despite the low salary, time

demand, and prestige factors, teachers are sustained by three basic

rewards:

1. Helping the responsive child discover talent and
skills. v

2. Receiving the respe& of the parents.

‘3. The freedom and independence to innovate, to
continue to grow, and to be part of an ethically
concerned profession. (p. 13)

:.‘()
rat)
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According to Heath, these rewards today are becoming increasingly
elusive and uncertain. He pointéd out, however, that "teaching is
one of the few professions that provides almost no visible hierarchy
of incentives. Even salaries are based on pqtting in time, not .
quality of attainment' (p. 16).

Based on the comparison of responses from 250 teachers and ¢

106 other professionals, Heath concluded that teachers do not appear

to be professionally unique in their vocational adaptation and job
9 M

sdatisfaction. Indeed, there are striking similarities between them

and other professionals. In terms of organizational incentive sys-

X
tems and their impact on employee satisfaction, morale, and continu-

ance in the occupation3 Heath concluaed ghat the core attributes of
vocational satisfaction to which teachers respond are not ;ménable
to "quick fix" solutions of increased salaries, better:working con-
ditions, or even reduced teaching loads. Intrinsic rewards related
td a teachér's sense of personhood, proféssional_identity, personal
meanings and hopes make teaching more of a calling tban‘a job. If

: ¢ .
these core concerns which make teaching a "calling' are dimihished,
extrinsic rewards such ascsalaries, working conditions, hours, and
control over duties emerge as much more significant issues. "When S
thisxhabpens, a vocation be:omés less central to one's identity and
begins to acquire the attributéq ofbdrﬁdgery" (p. 28).

Though more modest in scope than the studies summarized above, s

this research reinforces what other gesearchers have ~asserted about

«
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of previous researchers, and provides more information about teachers'
views of themselves as professionals. In addition, the study ties
this discussion into a broader theoretical framework and suggests

several directions which future research in this area might take.

[
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CHAPTER 1II

DESIGN AND METHODOLOGY

°

The design and methodology‘employed in this research will be
presented in five sections in this chaptef: the rationale for the
methodology used, the population and sample selection, a description-
of thé data collection methods and,instfumentation, the procedures

‘used in analyzing the data, and limitations of the study.
Purpose of the Study

To examine the key issues on which this research project
focused, both quantitative and qualitative methodologies were empléyed.

The study addressed itself to one major research question: To what

degree do organizational incentives in secondary school teaching result

in maintaining in the profession teachers who are committed to the
profession and who;e péimary satisfgctions and reasoﬁs for staying in
the classroom are £elated to students, curriculum content,‘and class—
room procedures? - To answer this question, five prior questions wefe
consideréd. vThe answe?s to these questihgflwe;e the basis of the key
issues explored in this studyzand, when woven together, formed the
focus of a response to the major réseafch queétion.

1. What are.the organizational incentives which are

available to secondary school teachers? -

_\' .

\\
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@,: g ' . il
2. TIs there a diffe{gpce in the impact of these incentives
at d;fférent stages in a secondary teacher'srprofessional
career? A : L
3. What éfe the effects of these incentivés on individual
| teachers" allocations,of time and energy?
C A 4. Are the ihcéﬁtives thch afe available to secondary

teachers within or outside thé control of the organization?

5. 'Is there a.difference in the efficéé§ of tbe identified
incentives between successful teachers Qho remain in the
class:oomAand successful’teachers who left claséroom
peacﬂihg?

The éxploratofy naﬁure of the study permitted thé‘collectign
oﬁ gome“quantitative data; however, in order to gain a cleafer |
understandihg of thé kéy issues and individual teaéﬁers' reactionsl

to various organizational incentives, extensive interviews were

uséd.' Though it is difficult to ensure that interviews will tap

the "real reasons" forihumanbbeﬁavior, some safeguards have been
- built into the ;;udy. Interviews were conductéd in the fall of 1981

Awith successful teachers who were-still in the classroom. and success-
ful teachers who had left ghe classroom.  The carefully constructed
interview schedule was used which permitted interviewers to probe

for reasons_given for particular answers beyond categorical resﬁonses.”

Anonymity of individual respondents and participating school districts

was ensured. Finally, interviews were conducted with five principals

.—"'"/
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and five superintendents from.the school distficts to cross-validate
) .

information received fgpm'teachers and to determine administrators’
pefceptions of the incentives available to teachers. Since there
were few differences in responses given by principals and adminis-

trators, their responses were tabulated together,
Population and Sample Selection

The subjects in the gtudy included 50 teachers and former
»wﬁ_Leachefs'from the suburban areas of a large midwestern city. The

\

‘sgbjects represented ;ight échool districts of’cpmparable size, staff
and student compositioqf ‘Because the invéstigatﬁrs believed there
were”important.differences bet&een elementary and secondary teachers,
it was decided to sample fromli)pOpﬁlation of secondary school teach-
ers in these suburban school districts. Thus variance in respbnsé
due to instructional level was eliminated. -The narrower definition
of-the population was considefed worthithe trade-off for generaliz-
ability. . o

To ensure support of district and building administrators,
the reseérch team scheduled préliminary conferences wiﬁh.the adminis-—
trators. in ﬁarticipating school distriété. This initial conference -
-was uséful in tﬁat it gave the investigato%s'a chance to meet'person;
ally with participating admiﬁistrators; it provided the opportunity.
to discuss in depgﬁ the nature of theuresearch_projéct; it Qas‘an

introduction to the schocl settings for each of the principal inves-

tigators; and it was a means for establishing rapport.

3 &
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Of the 50 secondary educators who were respondents in the
study,.15 men and 15 women were classroom teachers and 7 wogén and
13 men were férmer téaéhers who had left teaching within the last
five years. 1In addition, fgllow—up interviews with 10 administfé—
tors were dohe to}gross-vélidate‘previously collected information.
Because it was hypoﬁhesizéd that teacher responses to various
’organizational incenti;es would change overbtime——that ié, with
increased years of teaching experience--a stratified random sélection
procedure was empld&ed wHicH‘ensured ;epresentatioﬁ of male and
, female teachers'fromlseveral experience levels. For teachers who -
were -still in the classroom, three strata were operationally defined
as follows: .
Group 1vfteaéhers who were in their second or third year
of successful teaching.
é;oup 2——tgachérs‘who were in their eighth‘to twelfth
year of successful tehching}
Group 3--teachers who had 15 years'or more of succeséfui
' . " teaching.
Five males and five fe@ales,were randomly selected in each stratum.
Groups 4 and 5 consistedhqf'former teachers frﬁm thege eight
school districts, though the even division of the sample.into*mdléé*;“'w
and females coula not be maintaiﬁed for these groups.
Group 4--teachers- who had left the classroom bétWéen their
second and eighth year of‘successful teaching
(ten males and five females). |
Q
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Group 5--teachers who had left-Fetveen their eighth and
fifteenth year of successful teaching’(fhree males

« and two females).

a o

| The district administra;ors and bu%lding administrators were
contacged by telephone, letter, and personal interview soliciting
their su@port for andlcooperapion in the study. ‘The administrators
provided a list of teaqheré who were.cutrently employed in their
districgs as well as a list of former teachers'from their districts
who had leftrthe teaching profession. To be-included in ﬁhe sample
pool, each teacher had to have been considered a ''successful" teacher
under the criteria that.he/she.had-;aught for at least two years;
was a full-time emélo&ee; and had not been conéidered for disciplinary
action, nonrenewal, orvdismissal and, therefore} quld have béen
rehired for the coming school year. iSince the stuay focused o;
classroom teachers, support personnel were excluded from the strati-
fiéd sample pools.

_ .
After a list of potential subjects was compiled using a random

numbers table, each poténtial subject was sent a letter (see Appen-—
dix A) which:described the s;udy and asked for cooperation in the

investigation._ The letter was accompanied by an Informed Consent

Form (Appeﬁdix B), which guaranteed anonymity and safeguards to the

teachers choosing to participate.

\
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Description+of the Data Collection Method
' and Instrumentation

The data for this study were collected ‘from 50 respondents -

e Tk e e N SN

using persqnal interviews. The foIlowiﬁgvéectipn descripes the data
collection procedures, the interview strategies employed, and. the
developmenﬁ of three iﬁterview schedules.

'\Data gathered in the interviews were recorded in writing.by
the interviéwer, one of three investigators. The interview schedule

B

per se was designed so that the reéording of respunses was done with

3

a minimum of difficulty. The intention was to maiﬁtaiﬁ a smooth
flow of questions, with enough eye contact and participant interac-
tion so that the recprdiﬁgAfunction.was not a'det;iment to the inter—
view format.v ine interview approach was useful in gaining a wide
range of descriptive comments concerning the key issues in this
study.

’ Recognizing the constraints on the individual teacher's time
during a school day, the investigators designed the interview
schedule.for teachers still in the classroom to‘take bereen 40 and
50 minuﬁes. Reaiizing that ; great deal of time could not bé usea

1

probing individual responses, the investigators opted for a more

rigid schedule‘of questions which could be completed in the teacher's

R" . ‘ ! . . . . ’
work day without disruption to professiona% responsibilities.

Though the key issues and focus of the étudy were constant

s

_across Interviews with teachers, former teachers, and administrators,

”

N
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three'disfggg{Vinter&{é;mgéﬁedules;;ere developed.. (See Appendices =~

C, D, and E.) Each schedule was designed to focus on the key issué%
vl ‘ . s :
and major research question, while a& the same time carefully tailored

to solicit information which was appropriate to the interviewee's
current position and status.

The interview schedules were piloted with teachers, former

teachers, and administrators in a university setting. The piloting

of each of the interview schedules resulted in more refined inter-

viewing'strategies by the investiga;ors? a sharper focus-on the key
issues, clearer questions, and a moré efficient and integréted |
interview within a rather rigid time frame.

For théir participétion in the study, respondents received
a precis of the study, its findings and theoretiéal and practical
impliéationsr.,EaEh of the administrators also received this summary.
Two complete technical reports were also presented to each of»the‘

participating districts.
Analysis of the Data

All of the data were gathered in interviéws and the recorded

responses were written on the interview schedule. Data which were

R
vy

. s R .
of a quantifiable nature were coded. and compiled using the SPSS

%
3

computer program (Nie,“Hull, Jéhkins, Steinbrenner, & Bent, 1975).

Descriptive data, such as frequencies, modes, means, and ranges, were

useful in constructing composite profiles ‘of each of the -interview

groups and for testing the hypotheses posited.

30
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_ The remainder of the data, which was not amenable to quantifi-~

catién,'was analyzed using a 'thematic strands" approach. The analysis

4

+

focused on the five questions cited earlier as, key issues which would
- be addressed in order to answér the major research question. These
questions were suggesgive of three Broad areas which needéd to be
oo addressed: entry inﬁo the profession, maintenance once in the pro-
fession, and contiﬁﬁanpe or exit from the profession. These themes
wére empioyed to aadress the key issues; to provide insight into the

major research question; and to lend support to, refine, or suggest

changes in existing theory on incentive structures in educatioﬁ.
Limitations of the Study

The sEpdy was limited in that only 50 secondary classroom
-~teachers and former teachers from eight suburbén”sghggl districts __
were included. Generalizations to a larger population of secondary

school teachers are limited. 'As an investigatory tool, the personal
interview is subject to numerous sources of bias. The three inve%ti—

gators were aware of potential biases and were constantly concerned

tﬂat theirlinteraction with the interviewece did not affect the

respdnses given to.questions. The rather rigid interview schedule <
élso reduced the -amount af individual interviewer,variance while
intérviewing subjecté. ‘The 45-minute time unit did restrict-in—depth

probing of individual responses by the researchers. Finally, because

Pl e .

some teachers who left the teaching profession from the eight districts R

" had moved away from the area, the pool of potential subjects was

FRIC - | - dv
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limited. “Although subjects could~be assigned—to-Groups—é—-and—>5
according to the operational definitions, it was not possible to

_ . .- .
make an even male~female split or to randomly select' subjects from

within districts.

S
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CHAPTER III

s

S l FINDINGS

Data collected during the interviews were analyzed by examin=

ing the degree to which several themes related to job rewards recurred

in'respondentS' answers. 'These themes were selected by examination
of the fesponses with consideration of fhe'importance of possible
incentives for respondents. Eaéh of these themes will be defiﬁed'
with attention given to its inherent duality, a positive and a nega-
tive side; bpth of which were révealed in the responses of the teach-

ers. The eight themes used for analysis were the following:

1., Working with students. - This theme included a range of

responses which cited the enjoyment of an occupation in which one-
was actively workiné’with young people. Teachers also identified as
positive facfors related to working with students shared fun, rapport,
and the pleasure of seeing individual studenté grow and achieve
, AN .

successes in their learning experiences aL school.‘ ‘

The negative aspects @fvworking with students were noted in
student disciplinary problems, student ;mmaturity and iﬁsensitivity
toward otherg;‘and the time which teachers ﬁad to‘spend on control

and supervisory duties.

2. Subject matter concerns (including extracurricular

interests). For many teachers the occupation provided the unique

opportunity to combine an interest in a particular subject or content
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area with a job in whieh they could share this enthusiasm with
othefs. Extracurricular areés of interest wére included because
‘many of the respOQAents indicated that activiFies such as athleﬁic
coaching and @irecting musical gréups were primary interests for them
in the job.
Subject matter and the demands of extracurricular activities |
were also expressed in negative terms. Teachers described frustra-

tions in their first few years of teaching when they wefe trying to

1) "

learn their "craft'" and attempting to develop strategies forvsuccess
in the classroom and in other activities.

3. Role models. Some respondents described teachers who in
some way had played'an imbortant part in influencing them to enter
teaching, to cultivate an‘interest in a particular subject area, and
at times toiemulate a particular teaching style.

| The negative model is seen in the person who has remained in
teaching too long and who represents the worst pdssible career
scenario. Many teachers did not want to end up like teachers who
had lost ﬁheir enthusiasm for: students and for subject matter.

>

4., Teacher personal growth; This theme included possibili-

ties for the individual teacher to feel a sense~gﬁuﬁegﬁaﬁal gain
from the job of teaching. Being able to stretch one's taients, to
tap latent strengths, and to regenerate Qneself in the job are
typical of positive responses categorized under this theme.

The negative side is the spectre of becoming a 'drone” in .

0 . -
the classroom, with limited chances for growth in the job and

- 3\/
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with a sense of frustration. Teachers described not being able to use
all of their talents in the job and the structural limitations for
advancement apd growth within the role of classroom teaching.

5. Schedule and time. On the positive side, time and schedules

mean long summer vacations, periodic breaks in the school year, and

the fact that the occupation of teaching includes professional_w;rking
hours, eight o'clock to four o'clock five days a week. In a negatiQe
sense, time fakes»on characteristics oé too little time to do what is
needed, too much time gi;en to the job'beyond the contractual féquiru—
ments, and no sense of autonomy‘in)scheduling one's'time either'within

the hours of schddl or sometimes during evenings and weekends.

6. Job secﬁrity. This issue included a range of responses

3

which suggest that teachers have a sensé of comfort about the predict-
ability of the job itself and. about their own continuance in the-pro_

fession. Security is found in the use of general systems rewards for

4

their work (Barnard, 1938, 1964) and in a familiar environment as

oppesed to the changes, threats, and/or opportunities outside the
protected walls of school. The negative side of security is stagna-

tion, which respondents saw in some teachers who stay in their jobs

"either won't or can't do anything

k]

because théy'need security and
else:”,

7. Money. On the positive side, fringe benefits are seen
as goqd. Salariés are seen as quite good for those getting their
first job out of college, for wamen‘who may have entered teaching

some time ago, and for working nine months.  Although compensation
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has_improved in-.an ﬂhQolu&e_senseT—on—a~¥e&a&ive—basis—df%wgs—seemﬁas———————————7

too low fér the occupation of teaching. The fact that monetary rewards
are undifferentially distributed--~the result of salary schedules and
benefit packagesiaccruing tb all members of the organization--was also
seen as negative. |
8. Support. Teachers described four kinds of support. Admin- "~ .

~istrativé'éupport, usually from the‘principal for the teécher, was

expréSséd in such phraées as "back me up.whenvI"ﬁéke a.deciéion énd

when I.disciplinéystudents." Moral support is the need for reassurance

that the job done both in the classroom and in all of a teacher's

other efforts is important. Material support is- the help;needéd in

terms of physical supplies so thatlthe teacher can maintain a success-

ful program. Public support is a broader concept which }ncludes

administrative support of the teachers in the community, support for

the teachér's proféésional-image, and public support exp%essed in
¢ terms of appreciating the job the teacher does and valuing education
: in general. The negative side of these support issues is that such

g

support is not#always present. .

These themes were played against classifications.of respon-
dents’ as teachers or former teachers, males or females, inexperienced,
moderately experienced, or highly experienced professionals, and those
who expressed high satisfac;ion with the job or those who expreséed

! /

low satisfaction. Responses of teachers and former teachers were

compared with those of administrators. We were looking for differences

s

that would provide insight into the efficacf of various rewards avail-

able to public school: teachers.

ERIC T
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3

The findings will be related to three aspects of teacher career

development. Key factors whi‘ch attracted peoplerto the profession
will first be discussed. Then we will. describe factors which seem
important to teaéﬁers iq day-to-day maintenance in'£he profession.
Finally, we will‘identify thé factors which were most important as

[

respondents discussed continuance in the profession.

Entry Factors:

The attractors to téaching described b& the respondents in
this study fell-into seven generalacategories. The single‘most fre-
quest response related to~wor§ing with students, what Lortie (1875)
called "the interpersonal theme.' Some talked about geserallyiliking
to work with people, and others said they liked students or had
enjoyed teacﬁing in Sunday schools or as teacher assistants while in
high schools. Othefs, in comments which emphasized sefvice, talked
about participating in the developﬁent of kids.

Seve:al respondents said they were attracte; to aéching because
o%iinterest in schooltsubjects. Lortie grouped responses like these
into a "continuation theme," that is, continuétion of patterns or
interests that would be difficul; to pursue outside of a school setting.
ﬁigh school teachers often identify themselQes with a ﬁarticular sub-
ject area, and several respondents said their spbject was the pri;ary
reason they became teachers. One respoﬁdent wanted a job in a sports-
related field; another had a mathematics degree and did not know what

else to do with it; a third liked business courses but did not want

to be a secretary. A music teacher described her enthusiasm for her

e :
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subject: "I didn't plan on teachipg, but music was my highest prlor—,‘
ity. I'm best at it, enjoy 1t most. So itvcame down to teaching,

and T like it; but it Was an accident." -Another music teacger described
teaching as a way to share her iﬁterests. Other respondents ﬁombined
the desire to work with students and interest in subjgct matter in

their reaSQns for entering the profession as typified in this response: .
ﬁI enjoy wric%ng;”regding, kids,vgnd ?oung'people."

Role models wﬁuid‘bé éxfeéﬁéd}ﬁé.ﬁévéwa péft.in thé‘céfeer~ “
choices of teachers. Nq‘o£her occu;ational'cgoice is so familiar to
‘so many potential recruits. A former teacher felt she had iived
through a familigr stereotype: "My whole fole model for teaching was
my f;rst‘grade‘tegcher; it's;a schleppy story." Others talked about
teachers who Had major impacts on their 1ives.' A few teachers ’
described the strong influence of teachers in their families; includ-
iqg one Qoman who described why she became a teacher as follows:

""Everyone in the family was a teacher, including my grandmother, who

_ was fantastic. . . . By 14 I gave in." L .

The time schedule of teaching, with.frequent vacations, a

lengthy summer break, and hours that coincide with the times children

are absent from the home, attracted some teachers to the profession.
One ybman.said, "I liked the fact that there were no night meetings."
One man, who began teaching in his late twenties after a first career
in‘industfy, saiddhe wanted to have summers off to spend with his
children. Another man whose father héd been a-teacher mentioned the

- - ), 4 )
attraction that free summers had for him. -
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Sqme{teacﬁefs saw a potential for personal growth-in the pro-

e

e l"
explicitly suggested this as the

i

fession. The respondent whpmmdgg

reason she entered the profession ‘said, "I thought it lod%ed interest-—
!

v

e ' ; /
ing, stimulating." However, several women noted that tgey had wanted
Q . B L . ’ / h . .
careers, and teaching was' available to women. One womdn who has since
- ‘ left teaching said% "I didn't think about it; women were either a

/ .

. teacher or a nupsg;f Another woman described~a personal need to go

back to work ﬁollOWipg:a‘divorde}

Some-rgspondentg/mentioned security as the reason they entered

teachiﬁg; hﬁwevér,f;heir concerns were not with the security of a
" noncompetitive and essentially tenured position but with the ayéil—

ability of a job. One experienced teacher who entered after serving

1

in the miliggry“éﬁaiafter beginning his famfly ;gjd, "Given more per-
ST . : B -

sonal freedom at-the time, I would ha!g/gdﬁé into medicine." Another-

began teaching because a job-was available and she needed Eo wofﬁA
while her husband was in graduate school. One man entered to avoid

the military.

k Finally, for some teachers entering the profession was not a

~

conscious choice. One respondent put it very candidly: "I;logkéd

) ‘ : ‘ /
at teaching if I couldn't do anything else. I sort of backed into 'E{ﬁ//
The most frequently occurring reasons for entering ;be’bro~ T

fession related»to'sﬁudents, subject matter, 3pd»a cbhbinaFion of the

- > X o - N A / A i
two. Of the 87 reasons ‘respondents.gave for entering tea#hlng, 43
related to students. or subject matter. Because this epﬁfiguration

is so key in respondents' descriptions of the;ﬁedéﬂing profession,

: e i
N Y D £ ¢
O e v . <
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-learn and grow'").

the diagram in Figure I is suggested as a model for the interplay

among teacher, students, and the curriculum, As suggested in the

e

model, some respondents focused "on the intersection of teacher and

student (as represented by the comment "I enjoy kids"); some on the
intersection of teacher and. curriculum (represented by the comment
"I love the subject"); and some on the relationship between students

and curriculum (as represented by the comment "I enjoy seeing kids

The model can be éxpﬁnded (see Figure 2) to include entry".

factors that are related to teachers' personal concerns. Time

.

schedules, security, and personal‘groyth were frequéntly pentioned
as important in deéisions,to entéritéacﬁing. Though these factors
may.affecf teacher job'éatisféctlop and have aﬁﬁindirect impact on
thebteacher—student—curriculum confiéuration,;théy are mostwdirectly
related ﬁo teachefs‘ personal neéds and “cannot necessarily be pre-

sumed to affect performance in the classroom.

The model does not account for the place of role models in

.decisions to enterNthé field. However, those respondents who talké&f

.-about exceptional teachers, the ideal types who either influenced

their career choices or are outstaﬁdihg among their colleagues,'often
3 . L "/)/,/'
portrayed a perfect combination of personal integrity,/}qﬁé for
children, and competence in a specialty area.
) . ' -l

When administrators were asked whethéf the bool of candidates

“in teaching has changed over thé past sevefal years (question 12 in

the hdministrative interview schedule), they noted that the pool of

45
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. Figure 2 |
CLASSROOM INTERACTION AND TEACHER
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teacher candidates today 1is smaller but bette{ preparéd. It requires
more effort to find the excellent candidates and attract them to the
diétrict. In spite of this general agreement on improved quality,‘
there is some concern thqt the Aewer recruits lack the ﬁrofessional
commitment of their older colleagues.

When réépondents_answered a question about whether they would

once again choose to become teachers (question 21 in the interview

schedules for-teachers and former teachers), the importance assigned

to theséigrbuﬁs shiftéd ra£h¢f drématica11y; Though the interaétion
of‘teacher, students, and curriculum was still importanﬁ, only one-
third of the respbn&enté'gave answers rélated‘ﬁo th}s configuration.
Eor example, one teaéher who would do it again said she found satis-
faction in studeﬁt learning and expressions of student interest in
home economics. For another third of the respondents, issUes related
to personal growth were given for being willing orﬂunwilling to enter
the profession again. Unlike the teacher-student-curriculum con-
figuration, which was always offered as éupporting a willingngss to
do it agéin, persgnal growth issues'were positive or negative. A
former'teacher who does not regret her ekperience as a teacher said,
"I enjoyed it so much; good things happened to me througﬁ teaching."
A teacher who plans to leave responded that she would not again

choose to be a teacher, that other opportunities for women have

opened up. Finally, one~third of the respondents talked .about other

?

personal issues such as time, security,” and money. Time and security

were used to support both positive and negative decisions. Money was -

described exclusively as a negative factor.




O
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didn't. .i'ébt bored and tired of the same oldhﬁﬁingl; I.wantéﬁcﬁhe

Though responses related to students and curriculum were most
frequent among the reasons teachers gave for entering ghe profession,
appro%imatelyftwo—thirég of the responséé Eo a reconsideraﬁion of the
entry issue related to teacher personal issues such as personal growth,
money, and security. This is an, important shift inbpriOrities which .
might be described as a shift from concern with service to students

- v

and the ‘subject matter to concern with service to,self. A former
teacher's response'illustrates‘this shift: -“Times changed and I

<

kids to motivate me."

Reasons respondents gave for initial‘ehtry into ghe profession
and responses to the reentry question were analyzed with attention to
the split betweep teéchers and former teachérs. Teachers.énd former
teachers did not differ in thé reasons they gave for entering the
profession or in the importance they attached té those reasons.
Administrators we interviewed also did not see differenqes between

the two groups. ‘They agreed that both groups enteréd,because of a

sincere interest in working with students. When questioned further,

‘several felt that former teachers might have been a little more

idealistic and current teachers more service-oriented. However,

teachers and former teachers did differ in their willingness to enter
again, Twenty-two, or 73 percent, of the teachers and nine, or
45 percent, of the former teachers said they would become teachers

i1f they had it 'to do over again. Five, or 17 percent, of the teach-

ers saijd they would not make the same choice again, while 10, or

d.y |
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50 percent, of the former teachers gavé 5 similar'answér. Four
respondents replied that.they were undecided or unsure. Similatly,
teachers énd former teachers differ in the reasons given to §upport
their answers. Eormer teachers were more comcérhed with personai
issues. Reasons related to the‘teacher—studént—curgicglum configu-

ration were prevalent in the answers of teachers and absent from those - .

of respondents who have now left teaching.. -

-

5 Maintenance Factors .- S S o

'Factqrs which were i@poftant to respondents in day-to-day work
in teaching were provided in the answers to several'questidms which :
asked about daily rewards and fnustratigps'in teaching (quespiéns 16,
17, 18, 19, 20, 31, "33, 39, 40, aqd 51 in the schedules for’teachers -
and former teachers). Analysis of tegponsgs to these questions indi-
cated that the teacher*étuden;—curriculum_configuration was égain‘the
focu; of concern. However, different aspects of ;he éonfiguration have
different potential for rewards in teaching. In dealing with this
issue, Herzberg's:(1966)\separation of hygiene and motivator factors
in job satisfaction seems useful, though wé also found dimensions of
the job which cut across Herzberg's categories. Cpncern with subject
matter can be used as an example. Subject-related issues were an i )
important source of frustration for teachefs-dﬁ£ing'theif first‘year
of teaching when they were trying to structure and shape courses and.
familiarize themselves with materiais. .Thereafter, subjeét matter

concerns rarely appeared as a negatiVe factor. Work related to the

S}
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qurriculum,.such as pfogram OT course developmgnt, was mentioned as
a source of sétisfactiqn for'seﬁeral people, but it rarely appeared
in response to questions about dissatisféction or frustration.

}é The combination df students gnd.subject matter appeared more
freéuently in response to questions about maintgnance in the pro-
fessidn than strictly subject matter concerns. Again,}howéver, this
combinaﬁio? rarely appeared as a source of frusﬁration. Teachers'

N

comments were frequently similar to this description given in answer

" to the,qﬁeStion about a gobd?day{ '"ﬁhenLI:getfkids‘buzzing, turned

~on, {and] they questioned me; when they have a commitment to a

philosophy." Another teacher said: "Whéﬁ:;;m having a good day,
the kidé seem to be enjoyingﬁwhat they are doing. I feel better."
Both subjectvmatter and ﬁhe concern with students 1earning subject
matter are factors which teachers see as potentially rewaﬁding, but
their absence as a source of rewardfappears to be neutral rather
than negative. ‘Teachérs seem‘delighted when student learning or
other prégrém—related success could be identified, but they ﬁeither
appeared to exﬁect'it nor viewed 1ts absence as a negative mainte-
nance factor.

Concern for reiationships with4students is a different mattér,
It is iﬁportant to note, first of all, that responges phrased in
terms of relations with students were much more frequent than either
of the épbjéctjrelated categories identifiea above. However, rela-

tions with students had the potential ﬁo: both reward and dissatis-

 faction. A former teatcher said a good day meant "I was joking in

€
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the hall after seventh hour with the students rather than ranting

teacher described a good day as one on whitch students responded enthu-—
siastically to what was going on in class, and a bad day was one on
which students were not ''on the same wave length." A former teacher

described bad days-as a serieé of minor problems that added up to

irritation.

e a

Discipline problems’and lack of response are the reverse side
of positive relétiong with students. As Lortie (1975) noted, psychic.
rewards are key in the proféssional lives of teachers, bit the fiip"

side of psychic rewards is the psychic debilitation teachers feel -

when relations with students become confrontations. _ In other wu.ds,

¢

@

relations with students have enormous potential both as sburces of
satisfaction and as sources of dissatisfaction. This dual poteﬁtial
makes these relationé the central focus in the daily 1i§es of teéchers.
Teachers' personal issues such as grbwth, security, money,
and time were also issues in day;to-day life in the schoois, though
responses fell into thése categories less frequently than they had
iﬁ regard to entry issues. Personal growth was the most frequently
mentioned of these personal issues. Though séme teachers responded
to questions’about satisfactions and fuﬁ in fheir work with answers’
related to personal grdwth, this issﬁe,was more frequently perceived
as négative. Teachers and'former teachers talked about lack of
recognition and incentives, disillusionment,astagnancy, monotony,

o

and lack of direction. Time and monetary rewards were the other

» ) . v‘ ) - y
. oo -
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persbnal issues that teachers‘mentionedy and both were described in
negativé‘terms.‘ Monef wéé identified by four teachers as a;major
source of dissaﬁisfaction during their 1asg‘yéar of .teaching. Time
—constrailnts were also identified as a source of fgustfation or un-
pleasantness. An English teachér séid, "It is frantic, not enough

e in order.

time to think, to write, to get my own intellectual hous

I feel a half a step behind. There are things I should have reviewed,

and when a kid asks a question tﬁingsjarén’t where they ought to be."

Time is seen as a negative factor when questions about.daily life in

0
o

" the séhbols éfe raised. Public'sqhool teachers work updef goﬁditions
that iargely constrain theif time during“the school year. Most are
place-bound during a work day, have little or no ability to choose
time off; work on schedules outside their contrgl, and have respon--
sibilities outside the school day during the academic yeaf. Half
of the teachers and former teachers interviewed had heavy éxtfa—
curricular assignmen&s, and'only eight had no responsibilities out-
side the claszoom. Though 35 of the respondents identified thém—
Selve§ as being at‘school eight or nine hours a day, the other 15
said they were in the buildingvtén or more hours five dayé a week.
The me@ﬁknumbg; ﬁffhourS';er week put in-on school-related work
0utsid%/zhe séhool day wasl7.41 Only three respohdents reported
spendi;g no time outside of the school day on school activiﬁiés.

The third set of issues related to the daily work of teach-
ing déalt with 5upport.from inside the systém, a category we have

i

called "administrative support." Administrative support was
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generally mentioned as a negative factor with responses which related
to it occurring in answer to questions about frustrations in the last
year of teaching and unpleasant aspects of the job. ' The following

answers by a teacher in response to the question about what makes

-

the work unpleasant was typical: "Lack of recdgnition for a job
well done, lack of undgrétanding for what I was doing by the adminis- -

spent one hour and 20

minutes in my class." Administrative support can make tegéhing life

bad in its absence, but it was rarely seen as positive when present.
The administrators who were interviewed agreed that they nééded ta

give more attention to administrative éupport. One suggested, however,

that he wanted the same kind of support ‘in return from the ‘teachers.
. . " 3 ' ‘
In order to understand what kinds. of administrative support
. . » L
teachers want, responses to a question about the help that principals

should and dé provide (question 46) were analyzéd. ‘The most fre-

- o

quently mentioned kind of support’was help with disciplinea Teachers

and former teachers wanted "back-up on discipline," "one-hundred

"non

percent backing, support in diécipliné problems," and "consistency

E]

' While most administrators interviewed

in. dealing with students.'

agreed that administrators need to support teachers, even when teachers
8

are wrong, some felt that teachers need to be responsible for their

own errors in judgments. The general feeling, however, is that such

- problems should be resolved'privatelyfbetween the teacher and the

.

administrator.
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Second, respondents wanted support with instruction. They
wanted principals to be willing to understand subject matter, to,
influence decision making in subject areas, to have exposure to
classrooms, and to develop understanding of what teachers are trying
to do. Réspondents wanted support in terms of supplies and materials.

’ £
They also wanted moral support from principals. They wanted the

' to build self-confidence and feel-

!

ings of self-worth, and to be 'tuned in" %o feachers' personal needs.

principals to "pump teachers up,'

In other words, respondents saw the suppdrt of the principal and
assistant principal as impacting on the teacher-student-curriculum
interaction at several points. The administrators agreed that these

were realistic expectations, that principals, superintendents, and

boards should be more supportive of excellence. In Figure 3.these

. points of impact are indicated graphically.

Finally, we asked respondents about changes in the scﬁooln
organization or system they thought would be helpful. Two questions
on the interview schedule were relevant. One (question 28) asked
for ways the system could-be changed to make it possible for teach-—
ers to spendumore time with gfoups identified in a previous question.
The second (question 36) asked respéndents to sﬁggest changes that
would make it more possible for them to accomplish what they fegl
teachers Ehpuld most try to do. Analysis of the‘réspoﬁses indicated

that both teachers and former teachers largely accept the system as

given. In reply to the time question, respondents talked about

minor changes which would, result in some reallocation of time such

S0
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as reduced number of préparations and relief frém study halls, but.
|
did not propose\major changes in thg structure of the school. Answers \ .
to the more global question about wﬂat chahges would make it easier . .
to do teachers' work produced a limited and rather standard list of \
complaints and suggestions such as more preparation time, smaller
classes, and more administrative support. Most suggestions were —
Qexternal to the classroom and the individual teacher and were patches
and repairs whiqh would keep the basic system intact. , Though there
. was concern about quality of teaching from both teachers and former
teachers, little concern for collective action to improve the academic
environment was expressed, and there were few indications that respcon-
dents had given serious thought to how the system miéht be changed.
While many of the changes proposed by the administrators were
similar to the teachers;, suchlas thebsensitive and considerate
treatment of people and reinforcement of a positive working environ-
mentl they were less inclined to accept the system‘as is. They
recognized the inhibitiéns to differential rewards imposed by the
collective bargaining agreement. They also mentiéned that profes~
sional growth could be stimulated through sabbaticals, career

exploration leaves, pay for credits and inservice training, and

structural changes such as differentiated staffing arrangements. Y

\

&

Continuance Factors

To address the issue of continuance. in the profession,

quesﬁions were asked which directed respondents to choose factors

ERIC ~ | 5,
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compare]téaéhing”with other jobs. We also asked respondents why
teachers wigh ﬁén or more years of experience stay in.the profession
and'why'suécessful teachers with five or more years of expérience
leave (dueétiohs 55 and 56).’ Wevasked teachers whether they expect
.to‘bgﬂteachfﬁgwfive and ten years from ﬁow, and, we ;sked former
teachers whethér they everlexpect to go back to teachigg.’

When respondents were asked to choose from a list of eight
items the three aspeccs of a job in teaching they would consider most
important if they were to change from one school dist%ictlto another

or consider returning to teaching (question 57 in the interview

.

o
47
which they considered importént about a job in teaching and to
\
\
|
|
|

schedules), a personal concern and two factors related to the job

itself emerged as most important. The most heaVily weighted factor
e . T L

was geographic location, the first-choice of 14 respondents and a
.. //

e

factor unreLEEQd/to’fﬁéuhature of the job itself.. Professional free-
/

o .

dom”éﬁg course assignment were also chosen as important factors. *
Money, administrative support, and the nature of the student body

fell into a second group of lesser importaﬂce.» Ranked as relatively
unimportant factors were professibnal status and facilities, though

14 respondents listed faéilities among their top three choices, .
perhaps Because facilities are more likely to vary from one school
district to anothef than proféssibnql status.

interésting anomalies emerged.

s

occupations (questions 52 and 53), some

The most frequently mentioned advantage to teaching was opportunities

- t-
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for personal  growth. For example, teachers and former teachers cited

as an advantage of teaching that one can continue to be a learnmer.
They talked about the ability_fo be creative on the job and the high

degree of personal satisfaction they- felt from their work with students.

waever, limitations on personal growth were the second most frequently
mentioned disadvantage of teaching. A former English teacher said,

"Aftef'leav’.g teaching I found ability and c%eativity in me that I

" had never tapped.”" A home economics teacher said she felt teaching

limited her creativity by requirements that she meet studenfe.every

day in the same place aﬁd at the same time. Other respondents talked
. .

about teaching as a dead end career-.

Simila:ly, the third most frequently mentioned adQentage of
the job was time and schedule considerations, but this was alee the
most frequently cited disadyantage. Respondenﬁs who focused on‘tﬂe
advantages ﬁentioned summer'vacations, convenient professional hours,
and time schedules which could accommodate family respdnsibilities
and outside interests. Respondents who saw the disadvan;agég1hoted

lack of control over time within the school day, responsibilities

that impinged on weekends and evenings,..and lack of enough time to

do an adequate job. " o

Working with students, or students and subjett matter, was
the second most frequently mentioned edvantage to teaching. A
teacher of over 30 years' experience described the "satisfaction of

knowing that I tried to make someone eclse better today than yester-

day [and to] make tomorrow better for him because he worked today."
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Teachers talked abouF,their jobs as important, as affecting students'
lives and even the world. Few respondénts mentioned working with -
students as a disadvantage of the job} Relations with students were
seemingly seen‘as a gain with little potential for loss. It has beén
noted above that discipline problems can be viewed as.the negative
aspect of.ﬁorki;g-with students, but that response did not occur in
answer to the qugstion about disadvantages of the job, perhaps
because such problems are viewed as malfugCtions in the school sys-
tem rather than intrinsic parts of the job. It is worth noting that

another possible negative aspect of working with students did not

occur in the answers of any respondents. No teacher or former

'

! : .
teacher mentioned as a disadvantage of teaching the fact that teach-

ers work closely.with adolescents rather than with adults.

By fa£ the most freqﬁent response to the question about why
peoplg stay in teaching was that they stay for security. The word
security appears in the answers of 33.respondents. Teachers and
former ﬁeachers‘did-ﬁot differ in the extent to which they saw this
as the reason for staying. The next most freqﬁent‘responses, which
each appeared less than half as often as security, were that
teachers enjcy‘wprking with stﬁdents‘and that the time &chedule is
attractive;' It is interesting to juxfapose tﬁe answers to this
question about why bphers stavaith the answers'to the question :
addressed to current teachers about why they themselvesvplan to

stay. Security was not even a consideration except indirectly for

those teachers close to retirement. Instead, teachers said they

-

G
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will stay because they enjoy the job and relationships with_students.

A teacher with over 30 years' experience said she enjoys mingling

with students, jgking with students, éﬁdlstudents' senses of humor.
Students keep teachers young and "with it." Teacheré enjoy seeing

students succeed in school and after they graduatg. Several teach-
ers mentioned that they plan to stay in teaching because i; permits
them to do things outside the classroom and the school that are

important to them. TFamily commitmeﬁgs were the most frequently

a

mentioned outside consideration, but several teachers mentioned

other interests. Teachers and former teachers did not differ in
: \

terms of the reasons they suggested for other peéple staying in the

o

professibn. Reasons suggested for why others stay did differ from

reasons advanced to support personal choices of teachers who intend

B

Teachers differed from former téacher$ in their explanations
of why successful teachers leave. Most resﬁondents suggesfed that
people leave because of money, but only half of the former teachers

and neafly all of the current teachers advanced this as the reason.
f

Only a few former teachers described honey as an important factor
/ ‘ '

in their personal decisions to leave, and several explicitly‘noted

i

that money was not the reason, even though most were making more

money in their current jobs, some substéntially more. Several

. . |
current tcachers suggested that others left because they could not

'

i
‘cope with students or the system. Two teachers, one with over

.20 years' cxpericnce and another with 15 vears' ex erience, and one
y ! _ ’
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administrator could not recall a successful teacher who had left,

only. some who had left the classroom and gone into administration.

3

As one of the teachers said, "They've either retired or weren't

¢
°

suited to it." Teachers also desc¢ribed former teachers as not having

found what they expected in the profession. Some talked.about dashed

8

"idealism and different dreams or people who were more aggressive and

competitive and less.willing to give.

Though former teachers rated themselves somewhat less success-—
ful than current teachers (90 percent of the current teachers rated
themselQeS as 1 or 2 on a 5-point scale, with 1 being h;gh; and
70 bercent of the former teachers rated themselveé similarly),
former teachers did not describe themselves as unsuccessful -teachers.
When they talked'éboutvcopiﬁg, it was unwillingness to cope that was
the issue, not inability to cépe. Several former teachers talkedw
about the‘frustrations of dealing with unsupportive'administrators
or unhappy golleagues. Some did not like the confrontations with
students or parents and admiﬁistraﬁors ovér discipline. Sémevsimply
tired of dealing with the problems. :Former teachersﬁsaw themselves
as seeking broader horizqns, lo;king for opportuhities tq use more
of their abilities, or seekinngork in systems which rewarded méri—
torious service. A former teachef who is now in sales said he ,
would not go back to teaching because there are "more opportunities

for me than in teaching; I would only do it if I wanted to slow my

lifestyle down." A woman who said she might have stayed in teaching

6 '
L
Pt |
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if she had been married or had had depeﬁdents said, "I thought I
needed to do more than be a drone in a classroom;f Former tééchers
generally indicated that they did not dislike teaching. In response
to a question aboutboverall satisféction with the job, 75 percent of
tﬂé'former teachers indicated as.much or more satisfaction than dis-
safisfaction Q;th teaching, compared to 90 percent of the current _ 1o
teachers. Many of those who left talked about a magical quality of

teaching and described themselves as missing it, particurafly the

interaétipns with studepts, more than they thought they would.

Several continue to work in service occupations. But most would ’

not go back to teaching excépt part—-time, in nonpublic schools, or

as a way to ease into retirement. Thus, while some current teachers

saw those who have léft the profession as unsuccessful teachers,
former'téachers did not view themselvés thaﬁ way. Instead, they
generally talked about personal needs that teaching, much as they
liked ig, could not fulfill.

When asked about the most important reason why teacheré left,
the administrators listed four main areas: v(l) money; (2).a need
for new challenges, careers, or other opporfunities for prbfessio%fl:
growth; (3) frustrations with the structure, support, or the occu-
pation itself; and (4) personal issues peripheral té the job, such
as transfgr of-a spouse or an inappropriéte social environment ﬁor
young teachers. o .

While most administrators felt that there was no systematic

distinction between the teacher and former teacher groups, some

v
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suggested that the former‘tééchers tended to be more independent,
self—cpnfident, upwardly mobile, and younger with few roots in the
community. Some sugges;ed that many former teachers haavsignificant
part-time jobs outside of school which led to their new occupations.
Administratorsvsuggested that while both téachers and former teachers
found satisfactions in students and were good teachers, the personal
needs of former téachers were for greater challengés that they cqgld
no longer get ffom‘teaching. ‘Some couid no longer handle fhe ffus—
trations and structural coﬁstraints which those who stayéd,éccept as
part.of the job. |

Some administrators said that while they would have liked to

~have had most former teachérs stay, . they did not discourage them

-

from ieaving.; Many acknowledged thét, short of dis?antii;g the.
preséﬁt salary structure,'there were few differential rewards they
could HaQe-used to dissuade those who left. 'Mo;t-of the incentives
that they méntioned rélatg? tb ‘mproving the professibnal eduéatidnal
environmenf ;hrough greatér administrative suppért aﬁd by providing
greater freedom,.pubiié recognition for gxcellence, and rewards for
individual contributiéns such as better schedules, expanded'deéart—
ment responsibilities, modif led positions; differentiated §ta£fing,
and .other jdb enrichment ideas. They conéluded that the present
system limits differential.rewards fér excellent performance, and

that there is a dire need to provide incentives for veteran teachers.

In this chapter we summarized the research findings by

describing the factors important in entry into the occupation,

b

%

v
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maintenance in the day-to-day work of teaching, and continuance or
exit from ¢lassroom teaching. Several themes were used in discuss-—

ing these issues. The significance of the findings will be devel-

oped in the chapter which follows.

2
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CHAPTER IV

. CONCLUSIONS AND IMPLICATIONS . o

Five questions controlled this research from its inception.

muzhe findings from the research will be discussed.in reference to these

questions, &ith some modifications in the variables of_interest. From
the data collggted several incentives which are available to‘secondary
public schoolVEEachérs were identified. The data did not permit an
answer to the question about whether these incentives change over
time. With a few exceptions, differences in incenti;es were not found
among reépondents wiﬁh differing years of experience in ;eaching. We
cannot conclude from ;his, however, that incentives 4o not vary in

efficacy for particular individuals over the length of a teaching

g

career.

Neither do the findings permit drawing conclusions about

teachers' allocations of time and energy. Questions in the interview— ---

schedules which dealt with allocations of time were diffiéult for
respondentsutq answer, and the results could not be clearly analyzed.
Some feachers, for examplé, reported long days at schéol-and little
time spent on schéél'éctivitieé once they left the school building.‘,
Others reborted relatively shdrf workingidays but many weekend and
evening hours spént on scthI—related‘activities. Most teachers

fell between these two extremes, but it was impossible to sort out

neat categories for analysis. Moreover, teachers answered the

A
n ®
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questions about their 5llocations of time to avocational interests

in-a variety of ways, some reporting family activities as a separate
category and some incorporating them into other categories. Instead

of looking at specific allocétionsvof/éime and energy, we analyzed

/
s ’ L}

incentives in terms of whether they are likely to encourage teachers'

work wiﬁh“students and the curriculum, a cruder analysis than we

originally proposed.

We can analyze‘whether available incentives are inside or out-
side the control of gpe organizatio;. We expécted to find differences
between teachdrs and formef teachers which would help us understand
the efficacy of incentives; the differences that were. found have been 5

noted in the findings and will be examined in the conclusions. It

N &
now seems useful to examine whether available incentives accrue to

~all by virtue of organizagional membership or whether they‘can'be

differentially allocated to reward individual performance. As we
draw conclusions. from the findings, then, the following questions

will be controlling the analysis:i™
1. What are thebinéentiveé‘that are available to
public school teachers?

2. Can they be differentially allocated to rewdid--.
individual performance?

3

3. Are they useful in supporting teachers' work with
students and the curriculum? '

4. Are these incentives within or outside the control
of the organization? ' )

5. Is there a difference in the efficacy of the identified
_ ineentives between successful teachers who remain in
‘the classroom and® successful teachers who left class-
room teaching? \
2

D
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Conclusions Related to Incentives

The pajor §uesti9n addressed in'ﬁhis study was the degree to
which organizational incentives in secondary schéol teaching result
in maintaining in the profession teacﬁers who are committed--whos;
primary satisfactions or.reasons for staying in the profession are

?.Felated_to students, curriculum content, and classroom procedures.

Katz and Kahﬁ (1978) called for -a better, more cgmﬁrehensive
framework for predictihg‘fhe:efféctiveness of.drgéﬁiéations that
would take into dccount required behavior, thg different mdtivationél

0patterns‘(incentives) that can evoke that behavior, and the organi-

zational conditions that elicit thésé motivational patEerns. They

- .
3

listed three categories of requisite behavior--join and remain in
the organization; perform dependably the assigned role(s);* and engage

in occasional innovative and cooperative behayior beyond the require-

ments of the role, but in service to the organizational objectives.

Motivational patterns_include.legal compliance or.rule enforcement,

instrumental or external rewards, and intrinsic motivation. Organi-

E

zation members obey rules because the rules are legitimate or backed

by pénaities or threat of penal%ies. External rewards include system

rewards, individual‘rewhrdé, approval frem the 1eader,vand approval

from'ﬁeers. Internélized motiQation_ihclndes intrinsic job satisfac-

tion, dnternalization of ofganizational goals, and -group coﬁesivenesé.:
. We used the Katz and kahn typology to categorize the major

incentives kdenﬁified by our respoﬁdents. The overall configuration -

E4
is illustrated in Figure 4, which specifies the three major motivational

. Q - 61;
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Not ddentified

'LEGAL COMPLTIANCE/RULE ENFORCEMENT

EXTERNAL REWARDS
SYSTEM REWARDS

-Salary and Fringes
-Security

~Time for outside
activities

IND’.VIDUAL REWARDS

—-Other professional
income

—Autonomy in classroom

-Leave of absence

-Differentiated staffing
~Facilities, equipment,
supplies

LEADER SUPPORT

-Administrator
support
~Community support

PEER SUPPORT

-Respect
-Collegial
relations

9

INTERNALTZED MOTIVATION

INTRINSIC JOB SATISFACTION

-I enjoy working with kids
-Working in area of my
interest '
-Personal growih

INTERNALIZE ORGANIZATION GOALS

-Satisfaction in serving o
-Belief in what I am doing

SHARED PSYCHOLOGICAL FIELDS/

GROUP COHESIVENESS

thers -Status as a professional

[

*This typology is an adaptatibn from Katz and Kahn (1978).

Figure 4. Typology of Incentives for Secondary Public School Teachers.*
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patterns and their respective subcategories. Within each subcategory
we placed the most important incentives identified by our respondents
in the interviews as reasons for entry, maintenance, and continuance
in the profession. Then we addressed three of our research questions
to the incentives in each category. First, are these incentives
inside or outside the control of the organization? Second, can they
be differentially allocated by the organization? Third, are the
incentives directly related to performance iﬁ the classroom?

Legal compliance is clearly withiﬁ the prercgatives of the
organization, although enforcement of penal;ies often requires.

extensive formal documentation. Rules can also be differentially

enforced and can be unrelated to classroom performance. Used by

itself as an incentive, legal compliance tends to produce performance

at a minimum acceptable level and will not induce teachers to remain

e

in thé 6rganization if alternatives exist. This motivational pattern
. ‘ A h
was not identified in this study because we originally asked admin-
istrators to select only successfﬁl teachers, and,rconsequently, we
only interviewed'teachers who were éssentially compliant. %ule
enforcement may be‘useful to police mafginal performers or to orient
novices, but it is not likely to gnhance performance by successfﬁl
teachers. Acéeptance of the "rules" was further reinforced by the
fact that almost no teac@ers or former teachers que;tioned the’
legitimacy of the present'systeﬁ.

Extrinsic rewards are by definition within the control of

the orgénization. Systems rewards are not differentially allocatable

-
4
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and not necessarily related to performance in the classroom. Many

of the former teachers and some of the presen; teachers registered

a éoncern about the relationship between the undifferentiated nature
of systems rewards and differential performance in the classroom.
They indicated that lock-step salary schedules provide tée same
rewvards for excellent and poor performance. Inéividual rewards, the
second type of extrinsic reward, can be differentially allocated to
acknowledge excellenﬁ performance in the classroom although incen-
tives such as leaves of absence, department chairs and other differ-
entiated staffing arrangements might-have some system contingencies.
For exaﬁple, seniority rather than performance may defermine the |
recipient. Leader support can aléo be differentially allocate%»and
related to performgnce. In spite of some restrictions, individual
rewards and leader support represent the organization's most powerful
optipﬁs for rewarding excellent performance. The final extrinsic
reward, peer approvai,.is vested in tﬁe inﬁorméi system and, although
differentially allocated, dependslupon the congruence‘of the informal
norms gnd-institutional goals. To the extent that informal norms

¢

support excellence in instruction, peer support has considerable

influence as an incentive, though it is outside the control of the

organization.

“

Intrinsic motivation is tied directly to performance and has

the greatest potential to support excellence. While possibly influ-

3 B

s

enced by extrinsic rewards, intrinsic motivators are by definition

‘-outside the control of the organization and differentially allocatéd.
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Many of our respondéﬁtg referred.to super teachers who perform beyond
the expectations of ﬁhe organization and find their major satisfac—
tions in théirkstudents, their subject? their missi;n, and their
profession. ~ These are teachers who aréastrongly influenced by inter-

\

nalized motivators. |

The major conclusion reached from this analysis isathat tﬁére
are few incentives that are within the control of the‘organization,
that can be differentially allocated, and that can be used ta affect
performance directly. Intrinsic¢ motivation, although outsidelthe
direct control of. the organization, is the most powerful link to
performance. o

Schools can best increase the likelihood that successful

.teachers will join and remain in the organization, performltheir
assigned roles dependably, and occasionally perform innovative an
cooperative acts beyond the requirements of the role but iﬁ'servic
to school objectives by uéing external rewards, specifically individ
ual rewards and leader support, to create a school environment where
the intrinsically motivated professiqnal can pursue excellence.

The typology of incentives described in the previohs section
summarizes the variety bf rewards available to secéndary school
teachers. As useful as such a condensation of incentives is, the
impact of these iﬁcentives on the attitudes and work performancedof
teachers is much more complicated in terms of administration and

much richer in possibilities than is suggested in Figure 4..'Many

of the incentives listed above are not necessarily uniformly dis-

tributed or equally valued.
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Rewards by their very nature are integrally tied to indi?idual

value systems. Thus, various categories of -4ncentives have differen-

tial effects on individuals within an” organization. Herzberg (1966)

and Heath (1981) described rewards in terms of dualities for job
§atisfaction‘and dissatisfaction. Similarly, our findings revealed
that organizational incentives can have positive, neuttal, or nega-

" tive impact on teachers. Our conclusions concerning the “issues of

working with students and student achievement and learning, monetdry

compensation, time autonomy, and administrative support lend them-
selves to an analysis of the differential éffects.

Working with students and sharing the experience of student
learning wére seen as key rewards by the qeéchers we interviewed.
The issue; raised &ith respect to working with students ranged on a
continuum f;pm very positive to negative.‘ Disciplinary problems,

2 . -

" generally outside the classroom, student apathy, and student insen-
sitivity toward others were seen as negative factors. Student |
successes in learning activities were positive psychic rewards for
teachers. However, the absence of student learning and success was

)

neither cited nor considered a negagiyﬁwfactor. Since teachers did’

o

not pin their hopes on student”ééins, the absence of this positive
psychic reward was not perceived negatively but took on a neutral
qual}ﬁyf///r

Thoygh the literature and the miss media suggest a largely
disgruntled grodp of underpaid professionals who are dominated by

monetary motives, our findings do not support this assertion about
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teachers. Respondents typically did not cite salary and fringe bene-

.

fits as major sources of job satisfaction but neither were teachers
dissatisfied with their total income. That money “to teachers in our

e . . N ) " v s . .
study was of”"secondary importance in terms of job satisfaction and

career plans is evidenced by the fact that teachers subordinated
. salary and fringe benefits to other considerations: geographic loca- o

tion, professional freedom, and course éssignments; All of this AT

e
- -

suggests that teachers are clearly willing to accept less money gs// A

o

. . -~
a trade-off with other incentives related to teaching. The neutral

e

effect of monetary compensation is in a sense a point of equilibrium

between satisfaction and dissatisfaction. The scale does not appear

b

-~

to tip in either direction based'solely on the issue Qf‘éalary and o

'fringe benefits.

The time-autonomy issue focuses oh_thé'amount of freedom a .
teacher has in determining the use of time. Our findings support

the notion that this incentive as it relates to the job of teaching °
. ' R

has both positive and negative effects on teachers. Time-autonomy in
terms of the work year was described as a reward. -Due ,to school-year

. +
vacations and summer months off, teachers are free to commit time to

G
»

other life activities while matching such commitments with their jobs.
This incentive is jealously guarded py”feachers.
Time, and autonomy within”the workday are, however, greatly : S

"restricted and have negative implications. Teachers are committed

3
3

to a rather inflexible schedule during the workday, generally eight

hours. This allows teachers‘littlé, if any, freedom to reorganize

-

~

1y
o
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o

or plaq their own work rqutine; Yet, within this tiﬁe frame teachers
have nearly complete autonomy in the classroom. They are in control
of the schedule, pace, and content within a given class period.

-The Suppoft of administrators for teache%s and the job .they
do is seen as a mainﬂenance condition on a continuum from neutral to

negative. Rarely did teachers mention administrative support as a

~major satisfaction or reward in their job. However, the absence of

" administrative support, whether it be in discipline, in mordle, or

in program éupport through supplies and materials, is identified as
a key dysfﬁnction and a major source of teacher frustration and job i
dissatisfaction.

As was noted above, internalized motivation is the most
powerful link between rewards and performance. A key issue in ¢
internalized motivation is teacher personél growth and'its partner-
ship with the ethic of serving others. Teaching prbvidés ;he unique
combination of service to others and the .occupational opportunity to

continue to study, perform, create, and grow in an area of personal’.

interest. ThoughH the service aspect of teachiﬁg is an important

intrinsic reward, it is limited in that "service to others" must be

tempered by the realities of ''service to self." If serving others
is supportive of a teacher's own need for personal and professional
growth,; personal growth is a pbwe;ful incentive for excellent pef~

formance in the classroom. However, if personal growth is limited,

stifled, or simply not available whilgydﬁe is serving others, it

»

becomes a negative factor which;céhtribhtes to job dissatisfactionﬂ‘ e

e

-~

-

rd




ERIC

Aruitoxt provided by Eic:

and personal frustration. As our findings have indicated, the
ability to meet one's personal needs through opportunities for growth
is the key incentive which relates to maintaining successful teachers.

in the profession, and, as Katz and Kahn (1978) indicated, it pro-

vides for teachers who join and stay in the organization, who perform

dependably, and who occasaonally engage in spontaneous innovativé
behaviors beyond the contractual requirements, of_the job.

A second key issue in ‘internalized motivation can be called
"collective censciousness.'" Both Lortie (1975) and Katz and Kahn

B

(1978) identified shared values in an occupational group as a prime

.source of intrinsic motivation. Our findings do not support the

notion of a collectivg consciousness among respondents. A sense of
group cohesiveness was not e&ident; a "me-they" mentality was. This
mentality is evidenced in collective bargaining concerns, in con-—
flicting perceptiéns of why teachers stay in or leave teaching, and

in the lack of engagément in professional‘brganizations and continu-

ing education courses.

Collective bargaining units represent each of the professional

teacher groups from which our subjects were sampled. Yet, surpris-.

:ingly, little mention was made of the local association. Perhaps

this bargaining agent has assumed the collective concerns of teach-
ers. However, that was not evidenced in the interviews.  Though
union activities were not major professional commitments for the

teachers interviewed, collective bargaining agreements and legis-

lation have had the effect of plécing educators—~teachers and

#oof
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~administrators—-in conflicting positions which are expressed in a

"we~they” view of the school collective. Rather than focusing on
issues which would unite educators, teachers and administrators have
been forced into adversarial positions.

VA "me-they' response to various questions also illustrated
the lack of professional cohesiveness among teachers. Answers to
questions about reasons for staying in the profession clearly indi-
cated the ''me~-they" configufation. Resporises to these questions

often took the following form: "I stay because of these reasons,

.but others remain in teaching for quite different reasons.'" Typic-

ally, resﬁpndents separated themselves from their peers saying that
thev stayed because of professional ideals and personal rewards,
whereas others stayed for security, money, and summer vacations.
Teachers also choée to'differentiate_themselves from former teachers.

\

Though our findings showed few differences betwecen teachers and

former teachers, many teachers' perceptions indicated a dichotomy--

for example, "we are successful, but they just couldn't handie the
stresses." .

Our findings also indicated little professional involvement
and collective engagement in activities outside the school setting.
While most respondents said they had taken courses beyond their last

degree, very few were currently enrolled in continuing professional

education. Only a few respondents were actively involved in pro-

fessional societies or organizations at a state or national level.

o
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Lortie (1975) cited isolation as an occupational problem
because feachgrs spend little time with other adults. Such individual
isolation would indeed be the antithesis of a collective consciousness
among teachers. However, most teachers and former teachers said they
did not feel isolated. Isolation was noi viewed as a given in the job
bqt was seen as én individual problem if it occurred. :ﬁost teachers
believed there were ample opportunities to interact and be @ith other
adults during the workday. Yet this satisfaction in ‘terms of time
spent in interaction“with,their peers and other adults during their
workday did not lead to a sense of collective consciousness. Teach-
ers did not feel isolated and lonely, but neithér did they strongly
identify themselves as a part.of a cohesive ‘whole. Thus, while our
findings reveal lack of collecti&e consciousness, this lack is not

so extreme as to result in a feeling of personal isolation.

Conclusions Related to Teacher Professional Life

-)

This study was designed to investigate incentiye'systems in
public school teaching. However, other conclusions can be drawn
from the findingé, conclusions which relate more to the natufe of
the profession than'to’incentives for seconaary school teachers. In
his analysis of teaching as an occupation, Lortie (1975) identified
three significant componenfs in the ethos of American classroom
teachers: ‘"conservatism," ”individualism,ﬁ and "'presentism"

(pp. 207-213). These components provide useful themes for examining

the ancillary conclusions which follow.

G
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First, teachers and fokmer teachers do appear to be conserva-
tive in their orientation to sc gols. This was particula;iy evident
in the suggestions for change that teachers and former teachers made.?

Most accepted the S§Stem as given and suggested patch-and-repair
approaches to change. Though administrators were willing to suggest
more radical changes than teachers, few of their suggestions involved
restructuring the system as given. Schools in the distficts in the
study continue to operate in very-traditidnal ways, and respondents
made few suggestions that would change the basic approaches used in
schools.

Second, eviden;e of individualism appeared in'the sﬁudy. The
lack of collective consciousness among teachers was described above.
This lack is an exténsion of individualism in the professions.
Respondents in the stﬁdy did not talk about issues commonly raised
in professional literature. Buzz words such as "burnout," "compe-
“tency based education," or ”Basic skills" did not appear. No teacher
expressed alarm or delight at pressures for accountability. It was
as if these major concerns in the literatufe had left oqf respondents
untouched. Individualism was also seen in ﬁhé vériety of ways that
teachers chose to allocate. their energies. Though the entrepreneurs
that Cusick (1981) described were not evident in the respondents we

N interviewed, we did find teacheps who inveé;ed extraordinary time
and energy in the job.ana thoée who put minimal time and energy into
teaching while making major investments elsewhere. One administrator

suggested that teachers who do not have important interests outside

a
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the classroom haye 1es; tp offer students and colleagues. Teaching
by itself, he séid; 1s not enough. Howéver, major investments out-
side of teaching inevitably result in some compromises with teaching.
Teachers with outside commitments are less 1ike1f to becoae or stay
involveﬂ in extracurricular activities or to accept major respohéi;i'
bilities, are likely to resist or avoid chaﬁges in- the curriculum
@ ¢

that would inyolve new preparations or increased preparétion time,
and are 1ike1y.to structure their work to provide for maximum auton-
omy. Major commitments outside the school enéourage conservatisﬁ,
individualism, and a narrow defihition of the job so that it does not
interfere with these other comﬁitments and interests..ﬁFinaliy,
evidence of individualism emerged from the interviews with formér
teachers. In general théy viewed their exits from‘the profession
as personal choices unrelated to factors endemic to the profession
or the nature of schools as workplaces. Many of them described
themselves as having stagnated in teaching, but they did not seem
to view teaching as intrinsically stagnatiné, that is, limited in
the kinds of challenges it can provide to adults who work with
adolescents who are forever 15 to 18 years old.

Third, our findings support the orientation of teachers
toward the present. Though most of our respondents could cont%ast
their first‘years of teaching witg their last and could describe
how they felt about aspects of the profession at the time of the

interviews, few had a sense of stages or phases they had gone through

in the time they had been teachers. ®Few talked about changing g

(vvy
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concerns or shifts in time investments, though in several cases those

chaoges and shifts were implicit ip other responses. Historicai
 sense was abBefit,; as was a concern aboot where they might go in the
/ future. We heard little concern about the future of the schools,
about the impact of changing economic conditions and‘oeclining en-
rollments in education, or about the impact of technology. Most
teachers seemed settled into a job they expected to continue in
pretty much the same way for as iong as it was likely to be of

«

interest to them. We also found support for Lortie's (1975) asger- &

tion that teach&ng is a relatively -careerless occupation. With the
exception of a few team leaders and department heads, we found
little evidence of a career hierarchy in public secondary school
'teaching; Respondents did not see a move into administration as a
step:up. Those teachers who talked about moving up talked about

moving out of teaching. All of this is support for the present .

orientation of teachers.
Cooyiusions Related to Research Methodology

Some observations about the limitations of our methodology

. also are relevant. We found four major limitations to the approach

<

, we used. First, time was a serious conetraint. We knew that we
could only interview in the schools if we could complete the inter-—
view within an ordinary cléss'period. _In part because we scheduled
the interviews conveniently for teachers, we found almost mo reluc— oo

tance to participate in the study. However, the limited time frame

Aruitoxt provided by Eic:
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so heavily on internal motivation.

71

¢ %

H

restricted the degree.to which ‘'we could probe or clarify particular

E]

responses. As a result, some responses were superficial or unclear.

It mayAbe the case, for example, that respondents could have described
. f) . ,

<
career stages if only we had taken the time to ask a series of probing

2

Second, time limitations prevented us from addressing some

Q
issues we have later come to feel are relevant. Community support

(]

is one such issue. We¢ learned little about teachers' perceptions of

H

actual or desired levels of community support, but we suspect that
this;is an important consideration in an occupation which’ depends .
-

Third, in planning the study we had decided that we would
limit our gquestions to respondents' professional 1;ves. Issues.such

3 .
as marital status or shifts.in marital statﬁs, satisfactions with
personal life, and pefSonal value systems Jergvdealt with incident—
aliy if at all in’the interv%ews. Yet, as some réspdndegts pointed ;
out, personal issues not directly relgted to Zéaching had major
impacts on their profeséionaltcaréers. "We suspect that many teach-
ers opt to ieave or remain ?n the profession for reasons mofe related
to personal issues such as mérriage, divorce, or child reariné than
aspects of the profession, but because we;did not ccllect autobio-
-

graphical data, we cannot address thesé‘issuesn

Finally, our design was cross—sectional rather than longitu-

2

dinal. We are not convinced fhat cross-sectional studies have

3

little value in the study of change over time; we only know that

- a

% : b" o
h K
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our- study did not yield all of the information we sought. Perhaps a

larger sample and more autobiographical data would have given us more

@

s information related to longitudinal changes.

Implications for Practice - .

“ . B P n
—— <

w® .
. . N, . s
Our findings and conclusions indicate that the most powerful T
motivational forces which attract, maintain, and keep successful
By

- ¢

teachers in the classroom are a complex of intrinsic rewards which

e
“  come together in the ideal occupatienal combination of working with

3

students, seeing students learn and succeed, believing one's job in
5 ) service to others is valuable, and being able to continue growing
‘ ’ personally and professionally. Implications for practice will be

presented from the perspectives of school administrators, collective

~ s

bargaining groups and professional societies, and the community which ¢

supports thereducational system. ) . 3

Thouzh intrinsic rewards remain outside the direct control of-

the organization, this is not to say school administrators are impo- -

tent with respect to their influence on these internalized rewards

o .
« 8

: for teachers. One of the classical functions of administration is

,. that of managing staff peréonnel! Much of this task necessarily

>

implies influencing the attitudes and behaviors of. employees within
. b [ c .
-an organization. Given this function and the limited parameters for

control over intrinsic rewards, administrators must seek to exert - -
h :

Y . ‘e

their influence by fostering favorable énvironments in which employees

are ancourage&cto be internally,mogi%ated and to interualize the

, organization's wajor gdals. ' L

+

- ) . ‘\ ) ' : o \\ 7 v/

- ’ i . . <.
- » . ¢ M /




Administrators can provide support in student discipline

problems, in curriculum leadership, in morale, and in supplies and
materials for learning activities. Administrators can use and
encourage differentiation in staffing and responsibilities for teachers.

Identifying‘team leaders, chairpersons, or master teachers is a way of

challenging and tapping personal resources which teachers routinely
are not required to use. Job enrichment is also within the preroga-

tives of school administrators. Within the basic structure of the .
. " ‘ y >
system, administrators can provide for expanding areas of responsi-

bility, broadening of programs, developﬁent of meaningful inservice,

attendance at professional meetings, and time for faculty to plan

and create. . ¢

Though such favorable conditidns by no means assure internal-

ized motivations, it is clear that without a favorable environment

in which the effects of intrinsic rewards for individuals can

flourish, administrators would be virtually powerless in maintaining

.

a high level of morale and excellent performance of teachers in the

-2

c T

organization. : : .

Administrators must al&g\face the reality of a "me-they"

e

mentality and provide a system. for open exchange and cooperation

despite the constraints of collective bargaining agreements. Agree-

ment and cooperation.do not mean abdication qf management preroga-
tives, but they do imply a conéerted'effort to replace the adver-
sarial model‘;f administrator—t&acher relatibns with one which seeks
to unify arqund the common goals of setvicevto stﬁdents and shared

psycholagical fields.

o
-
e
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Professional associations need to fecﬁgnize that job satis-
faction and the occupational wellfbeing of teachers are not provided
by quick fixes.and extergal rewards which most commonly focus on
wages, hours, and conditions of employment. Bargaining agents that
focus only on external ;ewards available to all are failing to see
the key moti&ations for classroom teacher;. It is interesting L
to note that neither collective bargaining groups nor professional
societies commanded much of our respondents' time and energies.a
Certainly these groups have contributed to important maintenance
factors in a teacher's work life, but gur findings point out inérin—
sic rewards are much more powerful to individual members. ' If collec-
tive bargaining groups and professional organi 'ations have a commit-
ment to maintaiﬁing‘successful teachers iﬂ the profession, they must
begin to broaden their perception of the needs of teache;s.‘ Failure
to recognize the importance of intrinsic -motivations, which make
teaching for many a calling, results in a myopic ﬁnderstanding of the
profession. Coliective bargaining groups and professional organiza-
tions must work to forge a renewed collective consciousness amoﬁg

. : d
members. The “me—they”.mentality must give way to an attitude‘of.
professional cohesiveness and shared psychological and_ﬁ£§fessional
goals;

The communitvahich supports its local schools needs to
realize)that support means more than perﬁunctory'approval of;an

annual tax levy. Though certain financial concerns must be main-

tained, teachers need moral support and backing which reinforce key

5o
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incentives in teaching. Work with students can easily become a
negative factor if student discipline and apathy are acceptéd or
ignored by the community. Personal growth, service fo‘bthers, and
belief in the value of one's job are also kgy intrinsic rewaids tﬂat
must be fostered, nurtured, and ultimately obtained through the
community. As our analysig indicates, these are not frills, extras,
or, trade~off items. These incentives are central to a teacher's
serc- of occupational well-being and individual job satisfaction.
Finally, our respandents'did not offér many alternatives to
existing school structures and reward systems. Rather, the cuireﬁt

structures and incentives were accepted as givens by both teachers

< .

and administrators. There is a need for administrators, collective

~Bargaining groups, professional societies, and community groups to

examine the efficacy of these structures and to propose, implement,
and support creative options which will lead to improved performance

in the classroom.
Implications for Future Research

Implications for future research can also be drawn frdm‘this
study. TFirst, there is a need for more research in this area. The
theoretical framework for analyéing organizations as incentive-
distribution systems is rich in research poésibilitiesg The conclu-
sions drawn from this study abouF secondary public schools need to
be refined and tested with other secondary bublic school teachers

and with other groups. In particular, we see the nc¢:d for validation

. oo

& 3
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of our preliminary findings about the efficacy of the incentives
identified and a need to refine the notion of incentives as having
varying potential to create job satisfaction and job engagement.

Second, there is a need for research on the career patterns of public

schoof'teachers and the implications of these pggterns of organiza-
- A3 N

tional effectiveness. Recent work in developmentéi psycholog& has
suggested a theoretical framewéfk from whicb;quesﬁiggs about adult
transitions and ;areer'changes can be addressed (see, for example,
Gould, 1978; and Levinson, Dar;ow, Kle&n) Le?inson, & McKee, 19785;
SOme researcher; have begun to examine the careers of post secondary
academics from this framework (Baidwin & Blackburn, 1979; Blackburn

& Havighurst, 1978). Similar work shéuld.be.done with public school
feachers. Thougb_our findings indicated few differences between men
and women in reference to career concerns, we suspect that rgsearchers

who look at adult development and careers or who include in their

research the issues of personal 1life which this study deliberately

excluded will have to address whether career patterns are the same °

‘for both men and women.
A Summary Statement

Public secondary school teachers are largely dedicated pro-

fessionals who enter their occupation with a strong commitmeut to

service. That this commitment is not enough to sustein the work

.
[ N

of most teachers through a lifetime is probably not surprising but

has important implications for the nature of schools. In 1967

e

(‘)’( ' N
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J. M. Stephens suggested that society consigns to schools those

functions that it does not deem important enough to concern institu-
L]
tions like the family and the workplace, while giving lip service to

the importance of education. Stephens cbserved that thg«ﬁéachers

have received pats on the back and few concrete neﬁgrds as a result

R

of the ambivalence of society about the impd?tance of schools. In
. . /"r‘

o

the past two decades the rise of“polfective bargaining has brought

-
-

g . '
. N3 - t . .
an increase in the monetary rewards and concrete benefits available

-

-

e !
e . . .
to school teachor$§ and, one could argue, a corresponding decline in
- '

el

such“pefgonal rewards as prestige and moral support. But, as this

study has pointed out, external rewards are not enough to sustain

~

in the prdfession teachers who are committed to children and curric-
ulum. Incentives currently‘in.use in public schools have limited
potential'for'affecting teacher performance, but they haye some
potentiél. These incentives need to be used to the fullest extent
possible. -Moreerr, schools could easily incorporate other extrinsic

rewards that currently are not being gused extensively. But most

‘important, groups concerned about the public schools need to address

3 .
the issue of how the most powerful motivators of performance, intrin-
sic rewards and individual commitments to the profession and job.satis-

faction directly related to students and curriculum, can be tapped to

enhance education in the publirc schools. Educational research such as ////////

. 5 " ! L . e ) . P
that reported in this study can guide theoreticians and’practlthgeré T
T ) .
as they address questions regarding how that might best be done.
é)‘ J _
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'\«VISCONSIN RESEARCH AND DEVELOPMENT CENT}:R
FOR INDIVIDUALIZED SCHOOLING

UNIVERSITY OF WISCONSIN - MADISON - SCHOOL OF EDUCATION
1025 W Johnson Street - Madison. Wisconsin 53706 - (608) 263-4200

September 24, 1981

We are asking your participation in a research study conducted
through the University of Wisconsin-Madison Research and Development o
Center for Individualized Schooling and funded through a grant from
the National Institute of Education. The study seeks to identify the
incentives which are available to secondary public school teachers and
the relationship between those incentives and teachers' commitments to
teaching.

Data for the study will be gathered through 45-minute interviews
with 50 current and former secondary school teachers from eight school
districts in the geographical area surrounding Madison, Wisconsin.
Interviews will be conducted in places and at times convenient to the
participants by three project associates: Marvin J. Fruth, Professor
in the Department of Educational Adminis*ration, and Kathe Kasten and
Paul Bregeson, graduate students in the department. Interviews will
be scheduled between October 1 and October 15.

Your name has been randomly selected from teachers in your school.
Your part1c1pat10n in this study is completely voluntary, of course;
but we hope that you will agree to be interviewed. The enclosed Informed
Consent Form contains more details abcut the study and the guarantees to
your anonymity as a participant. .

One of us will call you during the week of September 28 to discuss
your participation and to schedule an interview. We hope that you will
‘be willing to help with this research and we look forward to meeting
wilth.you in the near future.

" : Sincerely,

Marvin J. Fruth, Professor ]
Department of Educational Administration

MIF/eb s

Encloasure
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WISCONSIN RESEARCH AND DEVELOPMENT CENTER
-FOR INDIVIDUALIZED SCHOOLING

UNIVERSITY OF WISCONSIN - MADISON - SCHOOL OF EDUCATION
1025 W Johnson Street - Madison. Wisconsin 53706 - (608). 263-4200

ERIC

Aruitoxt provided by Eic:

Research Study

Commitment to Teaching: An Analysis of Teachers'
Responses to Organizational Incentives

[

Informed Consent Form

-

The study in which you are participating seeks tovidentify the
incentives available to secondary public school teachers and to analyze -
those incentives 4in terms of their effects on teachers' commitments to
teaching. Data/dill be gathered through structured interviews with 30
successful secondary teachers with varying. levels of experience and
with 20 former secondary teachers who left teaching after at least two
years of successful experience. Administrators from the districts
participating in the study will also be interviewed. ’

The anonymity of all parEicipants is guaranteed and no individual,
school, or school district will be identified 1in any réports of the
research. It is expected that the results of this research will have
both theoretical and practical value to the field of education and to

.the public at large.

A summary of the study's findings will be available to all par-
ticipants. Copies of the complete technical report will be available
to all participating districts.

The University of Wisconsin-Madison has formaiiy assured the
National Institute of Education (NIE) that it will assure the protec-
tion of any human being in any projects or programs that it supports.

Any questions you may have concerning'themprocedures to be
utilized in this study will be answered. You are free to withdraw
your consent and to discontinue participation in this study at any time.

Pleage sign below to indicate your consent to participate in the
study.

Name . Date

I
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INTERVIEW SCHEDULE - TEACHERS CURRENTLY IN CLASSROOM TEACHING

INTRODUCTORY STATEMENT: I want to ask you about your career in teaching.

I am sinterested in your responsibilities as a teacher, in how you spend your
‘time, in the way you see your profession. As you can see in the Informed
Consent Form, we will be ta1k1ng to approximately 50 teachers and former )
teachers. No one person's responses will ever be reported so that they can
be attributed to a particular individual or a particular school. If you
prefer not to respond to a part1cu1ar question, p]ease just tell me that.

Do you have any questions? -

I'11 start with some general information about your experience and interests..

BACKGROUND ON INTERVIEWEES
1. What subject(s) do you teach?

a.

b.

C.

2. How many classes per day do you teach?

Approximately how many students do you see each day?

3. What is the highest education degree you hold?

Degree

School

Year

3

4. Since you received your last degree, have you taken additional courses?

Yes No . ;- If yes, what kipds of courses have you taken?




10.

.How many years of teaching experience do you have?

-2-
87

Are you currently taking courses? Yes " No

If yes, how many hoﬁrs a week do you spend in class and in preparation

for class? Is the class required by the school district?

Yes - No

How many years of experience as a high school teacher?

What extracurricular assignments do you have?

Assignment’ : .Seasonal Year—rougd Time/Veek
a.
b.
c.
d.
e.

What time do you typically arrive at school in the morning?

What time do you typically leave school at the end of the day?

Are you involved in any professional organizations? If so, would you
describe yourself .as an active member of the organization? Would you
estimate approximately how much time per week you spend on each
organization with which you are involved?

Organization Active Time/Week (only
for active
involvement)

a. ‘ Yes No
b. _ o # " Yes No
c. _ Yes | No
d.A’ | | | Yes o
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11. Do you have dependents for whom you are financially responsible?

Yes No . If yes, how many?

12, Are you the primary contributbr to the income for your household? -

5

“Yes No
o 13. Did you have income from emp]oyment outside of teaching during the last
year (Sept. 1, 1980, to Sept. 1, 1981)? Yes - No
If yes, was your employment during the summer? Yes . ~No
. Houfs/Week

Were you employed during the school.year? Yes No

Hours/Week

14. What are your major interests outside of teaching? 'Please estimate how
much time per week you spend on each” (include family, leisure, recreation).

Interest : Time/Week (during
' school year)
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EARLY EXPERIENCES

15.

16.

17,

18.

19.

/
When you first decided to become a classroom teacher, what were the things
which attracted you to the job?

’

d.

b.

C.

- During your first year as-a classroom teacher, what were the major

satisfactions you found in teaching?

d.

b.

C.

What were the major frustrations which you found during your first year
as a classroom teacher? '

EE

d.

b.

C.

What were the major-satisfactions you found in teaching during the last
school year (1980-81)?

d.

C.

What were the major frustrations you found in-teaching during the last
school year (1980-81)7? ' ‘ s

d.

b.
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20. How satisfied were you wilh your salary and fringe benefits as a
beginning teacher? '
N 2 3 4 5
Very satisfied ‘ Not satisfied

- 21. Knowing what you know now about classroom .teaching, if you were to begin
your professional career again, would you again choose to become. a
classroom teacher?

Yes No

Why?

[

CAREER CONTINUUM |
) i .

22. I'm going to ask you to visualize your teaching career so far as a
continuum. If this (give respondent card with line) is your teaching
~career, would you/note the date you first began teaching and then ,
segment the line into what you see as major stages or phases? Please

label the phases.!

23. Is there a point along the continuum at which you would say you began
to think of yourself as a professional teacher? If so, mark it and

Tabel it "P.T." | \




91

THE TEACHER'S WORK DAY

24. You said you come foﬁschoo1 at : -and leave at .
Given your typical school day, how many hours do you spend with each of
the following? '

\ Hours
“a. Classes or groﬁps éf students

’b. Individual students

c. Colleagues and administrators

d. . Parents and others from outside the school

e. Alone

25. Are there any other groups or individuals with whom you spend time

during a typical day? Yes No

If yes, please specify.

26. Looking at this scale, how much freedom would you say you have to decide
how you will distribute your time among the activities which you listed
in the previous question?

1 2 3 4 5
"~ a great deal ' ) ‘ very little

-

27. Would you like more time to spend with any of the above groups?

Yes " No. . If yes, which group(s)?
28. What couid the schoo]‘systgm dQ to proVide more time for you to work. , «
“with : ~ o
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29. You said you are at school from to and responsible

for casd

Beyond your fegu]ar school day and your.ékffacurricu1ar assignménts,'how
. many hours per week do you workﬁon school-related acfivit%éé?"a,.
- 30. "Would you say you spend more, less, or about the same amount of timéndn
school-related activities §s your fellow teachers do?

More Same Less -

31. Llet's go back again to days at school. How can you tell if it's been a
“really good day" at school?

3?. If you have had a really good day, which of the following groups of people
are Tikely to be aware of ghat fact? (Card) : T
administrators
other teachers
students
family and friends
parents of students

33. How can you tell if it's been a "really bad day" at school?

L3

34. Again, if you have had a really bad day, which of the fdi]owing groups
of people are likely to be aware of that fact? (Card)
administrators
other teachers
students
,family and friends ~1(1€;
~parents of students‘




ACHIEVEMENT AS A TEACHER

35.

36.

37.

39.

Would you list two or three things that teachers should try most to
achieve in their school? What are they really trying to do? (Lort1e, #34) s

d.

c.

What changes——of any kind that occur to you--would allow xou to.do bhose
things:better? (Lortie, #35)

What kind of reputation would you like to have with your students7
(Lortie, #36)

Do you feel you are the same person inside the classroom as you are

outside?  Yes " No.

~If no, what sorts of differences do you see?

[ RN

What are some fhﬁngs that you find fun about your work? (Lortie, #42)

d.

1o, -




94

40.

41.

42,

43.

44,

..9-

What are some things about your work that you find really unpleasant?

[

d.

C.

Which of the following statements best describes your involvement with
the school and with other teachers? (Card)

.am very aware of what i$ going on outside my classroom.

am somewhat aware of what is going on outside my classroom.

am not very aware of what is happening outside my own classroom.

— b b

a.
b.
c.
d.

am unaware of what is happening outside my own classroom.

The scale on this card represents your satisfaction with how much you
know about what is going on in the school. What position.on the scale
best represents ‘what you feel? f '
1 2 3 4 5
Very satisfied  _ Not satisfied

[

The scale on this card represents how often you participate in making
decisions that affect the whole school.  Which position on the scale .
best-describes how often you are involved? ,

1 2 3 4 5
Frequently Never

When you participate in makﬁng’decisions that affect the entire school,
to what extent do you feel your participation is influential?

1 2 3 4 5
Great influence A ] No influence

9

-




r46.

47.

48.

49.

51.

210~
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‘What kinds of support can principals give teachers to help them do the1r

jobs more effect1ve1y7 (Examples: supplies, suggestions for improving
teaching.) :

To what degree is this help available
to you now?

a. - ' ] 2 3. 4 5
Always available Not available-
b. | 1 2 3 4 5
} Always available Not available
c. ' 1 2 3 4 5
Always available Not available -
d. : . 1 2 3 4 -5
Always available Not available

Use this scale to indicate how much prestige you feel teachers hava in
compar1son with other professional occupations.

1 2 3 4 5
More prestige : Less prestige

Name another occupation you can see yourself doing if you were not teaching.

How does the basic salary you receive as a teacher compare to the salary
you could recejve in that occupation, given the same number of ypars of
exper1ence7

How do the fr1nge benefits you receive as a teacher compare to the fringe
benefits you could receive in that occupation, given the same number of
years of -experience?

How satﬁsfjéd are you with your current income from teaching?

] 2 3 -
Very satisfied S Not satisfied

10,
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52.

53.

54.

a.

-11-

Material benefits aside, what do you think you gain by being a teacher
rather than in another occupation? -

c. : . ‘ .

Material benefits aside, what do you think you lose by being a teacher
rather than in another occupation?

a.

c.

Some descriptions of teaching as an occupation portray the work as
Tonely and isolating because teachers spend so little time with other
adults. Do you think that is an accurate description of teaching?

Yes No "'Please expTain,

COMMITMENT TO THE PROFESSION .

55.

Consider people you know who have been in high school teaching 10 years
or more. What do you think are the things which keep them in teaching?

a.
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56. Consider successful teachers you know who have left high school teaching
after having taught 5 or more years. Why do you think they left? .

Car

. ' C.

57. Let's just suppose that you received three offers of other teaching
jobs at the same time. Which of the following factors about. the jobs
would be of interest to you? Please choose the top three and rank them.
(Lortie, #43)

Nature of the student body
Salary and fringe benefits
Professional status
Administrative su;ﬁort
Professional freedom
Physical plant, equipment, books and materials

Geographical location

Course assignments and extracurricular responsibilities

53. Are there any factors not on this 1ist that you would consider in looking
at a new job? '

o

a.

el

59. This scale represents the degree to which you feel you could leave your
present position and get another job in teaching. What point on the
scale best represents your ability to get another job in teaching? (card)

1 2 3 "4 5
could easily do it - Highly unlikely | ’

Q _ . | ‘ 1 () ‘(
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60.

61.

62.

63.

64.

. 65.

-13-

What point on the same scale best represents your ability to get a job
outside of teaching?

1 2 3 4 5
Could easily do it ’ Highly unlikely

How free do you feel you are to move to another state or another city
within the state?

<

_ 1 2 3 4 5
Could easily do it Highly unlikely

Some teachers think it would be a genuine gain for them to leave the
classroom to enter administrative work in schools. Do you agree?

I

: 1 2 3 4 5
 Strongly agree ‘ Strongly disagree
.DQ5you think you will still be a teacher 5 years from now? Yes No

I} yes, do you think you will still be a teacher 10 years from now?

Yes No

o

If either answer is NO, please describe why you think you will leave.

If both answers are YES, please describe why you think you will still
be in teaching.

dug
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SUMMARY QUESTIONS

66. Which point on this scale best describes how you feel about your
success as a teacher? .

] ? 3 4 5
Great success Little success

67. We've talked about things you like and things that frustrate you about
teaching. To sum it all up, suppose this circle represents your work
as a teacher. Could you divide it up in terms of the proportion of
the job you find satisfying and the proportion you find dissatisfying?
Label the parts "S" and "D."

68. Is there anything you wd@]d like to add that you feel I should know
~‘about youi teaching experiences?

69. Do you have any questions you want to ask of me?

. 70. May I contact you again if I have any questions about what we've
discussed?

10,
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INTERVIEW SCHEDULE, .
TEACHERS WHO HAVE LEFT CLASSROOM TEACHING
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INTERVLEH,SCHEDUL?ﬂ:,TEACHERS WHO HAVE LEFT CLASSROOM TEACHING

INTRODUCTORY STATEMENT: I want to ask you about your career in teaching.

I am interested in your responsibilities during your last year as a teacher,
in how you -spent your time, in the way you saw the profession. As you can

see in the Informed Consent Form, we will be talking to approximately 50
teachers and former teachers. No one person's responses will ever be reported
so that they can be attributed to a particular individual or a particular
school. 1If you prefer not to respond to a particular question, please just
tell me that. Do you have any questions?

I'11 start with some general information about your experience and interests.

BACKGROUND ON INTERVIEWEES

1. What subject(s) did you teach (last year of teaching)?

a.

b.

Cc.

2. How many classes per day did you teach?

Approximately how many students did you see each day?

3. What ié the highest education deghee y6éu held?

Degree

Schoo]l

Year

4. Since you received your last degree, have you taken additional courses?

Yes : No If yes, what kinds of courses have you taken?

Y
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Were you taking courses during the last year you taught? Yes No
If yes, how many hours a week did you shend in ciass and in preparation
for. class? Was the class required by the school district?

Yes No

How many years'of teachingvexperience did you have?

How many years of experience as a high school teacher?

. What extracurricuiar assignments did you have (last year of teaching)?

Assignment Seasonal Year-round Time/Week
a. |
b.
c.
d.
e.

What time did you typica11y‘arrive at school in the morning?
What time did you'typica]]y leave school at the end of the day?

Were you involved in any professional organ1zat1ons? If SO, would you
have described yourself as an active member of the organization? Would
you estimate approximately how much time per week you spent on each
organization with which you were involved?

¢

Organization- Active Time/Week {(only
: for active
) : invoivement)

a. ' | | __ Yes - No

b. g . _ ' Ye§ - No

c. — | ' '. : ;  Yes No

d. . | Yes o
‘ L
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11. When you were teach1ng, d]d you have dependents for “whom you were
flnanc1a11y responsible?

Yes .Ne __If yes, how many?

12. Were you the primary contributor to the income for your household?

Yes No

13. Did you have income from employment outside of teach]ng during the Tast

E year you taught7 Yes No : : .
? If yes, was your emp]oyment'during the summer?. Yes No -
Hours/Week
Were you employed dUring the school year? Yes , No

S Hours/Neek

14} What were- your major interests outside of teach1ng7 Please estimate .how
much time per week you spent on each (1nc1ude family, leisure, recreatlon)

° ' * (during schooll Now 4
“year while

teaching)




EARLY EXPERIENCES

15.

16.

17.

-18.

19,

_year you taught?

‘a.

year you taught7

‘b,

khen you firsE decided to become a classroom teacher, what were the things
which attracted you to the job?

a.

b.

vC.

Durihg your first year as a classroom teacher, what were the major
satisfactions you found in teaching?

d.

b.

c.

et
e

What were the major frustrations which you found during your first year

.as a classroom teacher?

d.

b.

c.

What were the major satisfactions you found in teaching during the 1ast

b.

C.

What were the major. frustrat1ons you found in teach1ng during the 1ast

d.
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20. Hoy'satisfied were you with your salary and fringe benefits as a

: //Qféinninq teacher? _
g ] 2 3 4 - 5

Very satisfied " Not satisfied

Knowing what you know now about classroom teaching, if you were to begin
your professional career again, would you again choose to become a
classroom teacher? ‘

Yes . Ho

@

Why?

CAREER CONTINUUM - | J

22. I'm going to ask you to visualize your teaching career as a continuum.
If this (give respondent card with line) is your teaching career, =
would you note the date you first began teaching and the date you left
the profession and then segment the line into what you see as major
stages or phases? Please label the phases. '

\,

23.. 15 there a'point‘along the continuum at.which you would say you began
“to think of yourself as a professional teacher? If so, mark it and
/ Tabel it "p.T." : . oo |




© THE TEACHER'S WORK DAY

24.

25,

26

27.

28.

¢. Colleagues and administrators

You said you came to school at ‘ and left at
Given your typical school day, how many hours do you spend with each of
the following?

Hours

a.  C1asses or groups of students

o

b. Individual students . L

d.. Parents and ofhers‘from outside the school

e. Alone’

Were there any other groups or individuals with whom you spent time

.during a typical day? -~ Yes No

1f yes, please specify.

.- Looking at this scale, how much freedom would»you say.you had to decide

how you would have distributed your time among the activities which you
listed in the previous question?

1 2 3 4 5 "
a great deal 'A : very little

Would you have liked more time to spend with any of the above groups?

Yes - No ' If yes, which,group(s)? ., ' ;;

H ' . PR
. . )

lhat could the school system have doné to provide more time for you to. work

with ~ ' » L | ?
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- 29.

- 30.

31.

32.

33.

34.

~ for

You saidi}BU\were at school from . to - and responsible

<«

Beyond your.régular school day and your extracurricular assignments, how -
many hours per week did you work on échoolfrelated activities?

Would you/zay you épent more, less, or about the same améunt of time on
schoo]-}elated activities as your fellow teachers did?

More Same ' Less

4

Let s go back again to’days at school. How could you tell if it had
been a “rea]]y good day" at school? . : _

4

If you had a really good day, which of the following .groups of people
were likely to be aware of that fact? (Card)
'administrators
‘other teachers
students
family and friends

L

parents of students

How could you tell if it had been a "reaiiy bad day" at school?

R i

Again, if you had a rea]]y bad day, which of the fo]]ow1ng groups of
peop]e were likely to be aware of that fact?- (Card) -

administrators

—_——

. - other teachers

——

—_——

students
family and friends 1

Faca

3
parents of students
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ACHIEVEMENT AS A TEACHER

35. Would you list two or three things that teachers should try most to
achieve in their school? What are they rea]]y trying to do? (Lort1e, #34)
a .,
b. -
C. |
|
' 36. What changes--of any kind that occur to you-—wou1d have allowed you to do :
those th1ngs better? (Lortie, #35) ‘
.
-
b. ‘
|
c. o
37. MWhat kind of reputation did you want to have with your students? '
(Lort1e, #36)
38. Did you feel you were the same person inside the c]assroom as you were
outside?  Yes No ,»
. |
. I1f no, what sorts of differences did you see? " o
il
39. . What were some things that you found fun about teaching? (Lortie,'#42)

,a.
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40. What were some things about teaching that you found really unpleasant?

a.

c.. o

-

41. Which of the following statements best describes the involvement you had
with the school and with other teachers? (Card)

I was very aware of what was going on ou*side my classroom.

a
B . b. .1 was somewhat aware: of what was going on outside my classroom.

c. I'was not very aware of what was happening outside my own classroom.
d

I was unaware of what was happening outside my own classroom.

42. The scale on this card represents your satisfaction with how much you
knew about what was going on in the schoo]. What position on the scale
best represents what you felt?: _

1 2 3 . 4 5
Very satisfied ' Not satisfied

43, The scale dhdthis card.respresents how often you participated in making
decisions that affected the whole school. Which position on the scale
best describes how often you were involved? :

12 3 g 5
Frequently
\

Never

i

44.  Vihen you participated in making decisions that affected the entire school,
to what ektent do you feej your participation was influential?

v 2 3 4 5

—

<Gredt influence ‘ No influence

e e e e L e e

{

Lasm
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46. What kinds of support can pr1nc1pals give teachers to help them do the1r
jobs more effectively? (Examples: supplies, suggestions for improving
—~. . teaching.)

To what degree was this help available .

to you?
a. , o1 2 3¢ 4 5
v " : Always available Not available
b, 1 2 3 4 5
' Always available - -Not avaijlable-
c. __ 12 3 4 5
Always available ., - Not available -
d. v , 1 2 3 4 5
Always available Not’ available

“47, Use this scale to indicate how much prestige you feel teachers have in.
: comparison with other professional occupations.

1 2 . 3 4 5
More prestige~ . s Less prestige

48. What is your current empioyment?

49, How does the basic salary you receive now compare to the salary you
: ¢ recejved in teaching? :

50. How do the fr1nge benefits you receive now compare to ‘the fringe benef1fs
you received in teaching? , A

IS

51. In your last year of teaching, how'satisfied were you with your income?

1 2. 3 4 s
Very satisfied = - ~ Not satisfied
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52. Material benefits aside, what are the advantages to being a teacher
rather than in another occupation? ‘

a,

C.

53. Material benefits aside, what are the disadvantages to being a teacher
rather than in another occupation? - S ,

a.

c.

54. Some déscriptions of tEachihg as an occupation portray the vork as
lonely and isolating because teachers spend so little time with other
adu]ts. Do you think that is an accurate description of teaching?

~ Yes ~ No Please explain.

COMMITMENT TO THE PROFESSION

55. Consider people you know who have been. in high school teaching 10 years
or more. What do you think are the things which keep them in teaching?

a.
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56. Consider successful teachers you know who have left high school teaching
\' after having taught 5 or more years. Why do you think they left?

a.

\

s 57. et's just suppose that you received three offers of tagthing jobs at
the same time. Which of the following factors about the. jobs would be
of interest to you? Please choose the top three and rank them.

(lortie, #43)
. Nature of the student body o s \\\'

___l___Sa]ary and fringe benefits 4 \
___lr__Profgssiona1 status | \
X Administrative_supbort
_____3_ Professional freedom
« XlPhysical.plant, equipment, books and materials

3

éGeographical 1ocation

[}

ourse assignments and extracurricular responsibilities
. & - A N

53. Are theré any factors not on this list that ‘you would consider -in looking
at a new\job in teaching? h

a. » g

c.

59. How easily could you have moyed from your teachirg Bbsition to another
job in teaching? (Card) %

a

1 2 3 4 5
Could easi]y have done it Highly unlikely

12,5‘

4
Q : s
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62.

SUMMARY QUESTIONS

64.

—i !

61.

1 2 3 4 5
Very easy Very difficult .
Did you ever éonsidgr leaving classroom teaching for administrative work
- in schootls? Yes No
Wy or WY MOt )

Do-you think you will ever go £t k& to teaching?  Yes ' No
Why or why not?

When you vere a teacher, how easily did you feel you could get a job
- outside of teaching?

1 2 3 4 5
Highly unlikely

Could easily do it

How easywas it to actually find another job?

v

Which point on this scale best descr1bes how you fe]t about your success
as a teacher?

1 2 3 4 5
Little success

VGreat success
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65. We've talked about th1ngs you Tiked and things that frustrated you about
teaching. To sum it all up, suppose this circle represented your work
as a teacher. Could you divide it up in terms of the proportion of the
job you found satisfying and the proportion you found dissatisfying?
Label the parts "S" and "D."

e

66. Is there anything you would 1ike to add that you feel I shou]d krow .
about your teaching experiences?

4 67. Do you have any questidns you want to ask of me? -

68. May I contact you aga1n if I have any quest1ons about what we've
d1scussed7
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INTERVIaEW SCHEDULE - ADMINISTRATORS

1. CONSIDER THE SUCCESSFUL HIGH SCHOOL TEACHERS WHO *LEFT TEACHING DURING
THE PAST 2-3 YEARS. '

2. HOW MANY?

. .- N . ‘.,//
3. WHAT ARE-SOME OF THE REASONS WHY THEY. LEFT? e
4. WHAT IS MOST IMPORTANT REASON?
\,\ ‘ 5 . ‘ .

5. NS THERE ANYTHING THAT DISTINGUISLES THEM AS A GROUP FROM THE STAYERS? ¢

‘ N
\\
"7 6. WHAT COULD YOU HAVE DONE TO KEEP TL»IE‘M?\ .
NG _ R
. \\




-2~

ARE YOU KEEPING THE ONES THAT YOU WANT TO KEEP? -

g .
ARE YOU LOSING SOME THAT YOU WANT TO KEEP?

IS THERE ANYTHING THAT YOU CAN DO TO KEEP THEM?

CAN YOU DO ANYTHING TO ENCOURAGE LESS THAN SUCCESSFUL TEACHERS TO
A ;. 7

- - LEAVE TEACHING?- - — e o i e e o ,,;:-“‘ y

o

- . R s .
ARE YOU GETTING THE KINDS OF HIGH SCHOOL TEACHERS THAT YOU(WANT TO GET

FROM THE CURRENT POOL OF CANDIDATES? u

R L7 C

L .
-
-~

IAS THAT POOL OF CANDIDATES CHANGED OVER THE PAST 10-15 YEARS?

a. HOW? S
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13. WHAT KIND OF ADMINISTRATIVE SUPPORT SHOULD THE PRI,NéIPAL GIVE TEACHERS?
¥ K4 ’ En o
s | /
// . _ i
- :

o

o
,

14. WHAT KIND OF ADMINISTRATIVE SUPPORT DO TEACHERS EXPECT FROM THE PRINCIPAL?

e
P . ' N .
y S = . N e

* yd e -
~15. WHAT KIND OFXD&INISTRATIVE SUPPORT DO TEACHERS EXPECT FROM THE
" SUPERINTENDENT AND/OR ASSISTANT SUPERINTENDENT?

,//‘4« - v”//
4 / 16. WHAT KIND OF ADMINISTRATIV{S‘ SUPPORT CAN PRINCIPALS REALISTICALLY PROVIDE? '
. /
/

17. WHAT KIND OF ADMINY¥STRATIVE SUPPOI}T”' (CA,,'N{UPERINTENDENTS' REALTSTICALLY PROVIDE?

-

- . o s

-

7

18. WHAT KIND OF ADMINISTRATIVE SUPPORT CAN ASSISTANT SUPERINTENDENTS REALTSTICALLY
PROVIDE (IF APPROPRIATE)? ' :

~
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19. WHAT'ARE THﬁEE THINGS « THAT SUCCGESSFUL fEACHERS OUGHT TO ACHIEVE?
. - '

TO BE ABOUT?
L%

8

20. HOW CAN THE. SCHOOL SYSTEM HELP THEM ACHIEVE THESE?

. kgl

21. SPECIFICALLY, DO STAYERS OR LEAVERS DIFFER ON THE FOLLOWING:

‘

" 'a. REASON FOR BECOMING A TEACHER

o

k3

|
b. MAJOR SATISFACTIONS IN TEACHING . o 3 f-
|
|
c. MAJOR FRUSTRATIONS IN TEACHING ‘

~d. ARRIVAL AND DEPARTURE TIMES

e. TIME SPENT ON SCHOOL RELATED ACTIVITIES S \

- : t e
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f. MAJOR TIME INVESTMENTS OUTSIDE OF SCHOOL THAT' INTERFERE WITH TEACHING

o X . .

22. 1IN GENERAL, WHAT INCENTIVES OR DISINCENTIVES DOES THE SCHOOL SYSTEM CONTTOL
, " THAT CAN HAVE A SIGNIFICANT IMPACT UPON THE SUCCESSFUL TEACHER'S DECISION
« . TO LEAVE OR STAY. IN TEACHING? '

2

.
o . /Jf

a. DO THESE CHANGE OVER TIME?
b. ARE THEY DIFFERENT FOR YOUNGER OR OLDER?
c. ARE THEY DIFFERENT FOR MALES/FEMALES? G . ‘

d. ARE THEY DIFFERENT FOR MARRIED/UNMARRIED?

23. ANY OTHER QUESTION THAT OCCURS TO YOU THAT WE SHOGLD HAVE ASKED?
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