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A paper presented at the Division G ~ Southeast Educational Research

Association Conference, Baton Rouge, LA, February, 1986.

The Challenge for School Leaders:
Attracting and Retaining
Good Teachers

DIANA G. POUNDER

INTRODUCTION

A fundamental challenge school leaders rnust address during the next
five years is 1o attract and retusin enough qualified teachers to staff our
nation’s schools. The objectives 1n this chapter are to outline briefly
contributors to the growing shortage of teachers, to identify school-
based reform tarzets addressing the work and the working conditions
of teachers, and to discuss the implications of such strategies for in-
structional lcaders, particularly school principals. The basic thesis in
this chapter is that a primary responsibility of instructional leaders is
1o create school conditions that teachers will find attractive and that
will eriable teachers to do then jobs well.

Recent projections indicate that by 1988 there will be only enough
teachers available to supply about 80 percent of the demand (Darling-
Hammond, 1984). Strategies to meet the impending shortage fall into
four basic categories: increasing the base pay for teachers, restructuring
the career and the system of monetary incentives associated with per-
formance, revising preparation program standards, improving working
conditions, and redesigning the work of teachers {Cresap, McCormick,
and Paget, 1984; Feistritzer 1983). Although the author agrees that
much must and can be done to revitalize the teaching profession, many
of the proposed reforms will cost money that taxpayers may be reluc-
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tant to provide. Restructunng the profession and making fundamental
changes in teacher preraration progiams will take time. Plans to link
pay incentives to performance have met with resis-ance from teacher
associations.

Howevet, improving working conditions and redesigning the work
of teachers, unlike the other strategies, can proceed immediately and
do not necessarily require any major increases in direct expenditures
for school personnel (Cresap, McCormick, and Paget, 1984; Licberman
and Miller, 1984). Addiuonally, these two strategies lend themselves
to local inuative and are hikely 1o receive strong support from teachers
and their professional associations.

The intention 1s not to suggest that redesigning the work and 1m-
proving the working conditions of teachers is an adequate substitute
for increasing levels of teacher compensation, improving their prepa-
rauon, or restructuring the career. Rather, enhancing working conds-
tions and making the work itself more attractive represent relauvely
low-cost initiatives that can be undertaken immediately by school
principals and teachers, with the support of the district superintendent
and central office staff. Teachers are the key resource 1n schools, and
their cultivation and development 1s a central responsibility of instruc-
tional leaders at every level.

THE IMPENDING SHORTAGE OF TEACHERS

Dunng the past two decades teachers have expressed growing dissat-
1sfaction with teaching as a caicer. In the early 1970s 10 percent of
teachers stated that they wished they had chosen a different careel,
and by the early 1980s nearly 40 percent of all teachers expressed
sunilar doubts {National Education Association, 1982). Further, Dar-
ling-Hammond [1984) reports that less than half of the teaching force
sampled 1n 1980-81 intended to contunue teaching until reurement,
and that the best qualified teachers appear to be the most dissausfied
Contnibutors to the growing shortage and threats to the overall quahty
of the teaching work force are summanized below.

+ fewer persons are complenng bachelor’s degrees in education

* the academic ability of mcomung teachers 1s dechning

the attnnon rate 1s greatest dunng the early years and among the most
highly quahified teachers

educauon s steadily dechning as the occupation of choice among women
the base pay of teachers 1s Jower than in other fields requinnga bachelor’s
degree, and the average pay of teachers dechned 15 percent in real dollars
duning the 1971-81 penod

shortages already exist in mathemaucs, the sciences, and other specialty
areas, and are expected to grow 1nto a general shortage by the late 1980s
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* a “num baby-booin” will affect school enrcllments 1n the mid—1980s
and continue through the 1990s
{Darling-Hammond, 1984).

The statistics regarding the availabihity of new teacher candidates
are discouraging Since the early 1970s the percentage of graduates
receiving bachelor’s degrees in education dropped from over 32 percent
to 14 percent of the total number of hachelor degrees awarded (National
Education Association, 1981). Further, statistics indicate that as few
as 50 to 70 percent of those completing teacher training programs
actually enter the classroom (Feistrnitzer, 1983, National Center for
Education Staustics, 1982b) Durning the same period the number of
entering college freshmen expressing intent to become teachers
dropped from nearly 20 percent to less than 5 percent {Feistritzer, 1983).
Projections indicate that these trends will not change substantially, at
least through the remainder of the 1980s.

These supply trends are further exacerbated by evidence suggesting
that the more academically capable teacher candidates are not being
placed in or remaining in the classroom (Schiechty and Vance, 1981).
There has been a dechine in the academic ability of students planning
to become teachers, as measured by the Scholastic Aptitude Test {Na-
tional Center for Education Statistics, 1982a), and it appears that the
rate of attriuon is highest among the most qualified (Vance and
Schlechty, 1982). National teacher turnover rates average about 6 per-
cent annually, but evidence suggests that as many as 50 to 60 percent
of those entering the profession leave within the first four years
{Schlechty and Vance, 1983).

Studies suggest also that the “best and brightest” are no longer
being drawn to or remaining in the classroom {Boyer, 1983; National
Center for Education Staustics, 1982a; National Commission on Ex-
cellence in Education, 1983). Though numerous reasons are offered to
explain this change, the most compelling is the competition for com-
petent professional women from other fields, such as business and
science. Unhike previous times, teaching and nursing no longer have
a “capuve” Jabor market 1n terms of professionally oniented women.

Between 1970 and 1980 the number of women receiving bachelor’s
degrees in education dropped from 36 percent to 18 percent (National
Center for Educauon Stausucs, 1983). During the same period the
proporuon of degrees granted to women increased tenfold 1n the hio-
logical sciences, computes sciences, engineering, and law, with a par-
allel shift 1n the occupational choice of women from education,
English, and the social sciences to business, commerce, and the health
professions (Darling-Hammond, 1984: 8, 9; National Center for Edu-
cation Statistics, 1983: 184, 188).

Other fields have not only provided more career alternatives for
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women, but also morc attractive salaries. While the annual rate of
increase 1n teachers’ salaries nationwide 1s approximately 9 percent
(Halstead, 1983), the beginning salanes for teachers are lower than 1n
any other field requiring a bachelor’s degree (Darbing-tHammond, 1984,
National Education Assoctation, 1983). Further, despite mcereases
average levels of experience and education among teachers in the work
force between 1971 and 1981, the average salaries of teachers declined
almost 15 percent in real dollars (Darling-Hammond, 1984; National
Center for Education Statistics, 1983: 102-3) Education hasbeen stead-
ily losing women {traditionally a majonty of the work force in edu-

-cation) to fields offering greater career alternatives and higher salaries.

In contrast to the shrinking supply of highly qualified teachers 1s
a changing demand pattern for teachers at all levels and i1n certain
specializations. While decliming student enrollments during the 1970s
resulted in a large reduction in force among school employees, a “mini-
baby boom* during the late 1970s has resulted in an increase in school
enrollments that 1s eapected to last through much of the 1990s [Dar-
Img-Hammond, 1984) The projected demand for preschool and ele-
mentary teachers 1s expected to increase by nearly 40 percent from the
early 1980s to the middle 1990s. Although secondary schools will not
experience this student population increase until the early 1990s, the
eventual demand for secondary teachers is expected to increase by 13
percent {National Education Association, 1981).

Certain subject arca specializations are already experiencing short-
ages. These shortages are greatest in mathematics and the sciences,
but include many areas of vocational education, special education,
industnal arts, bilingual education, and speech correction. Among the
mathematics and science teachers hired 1n 1981, less than half were
certified or ehigible for cerufication in the areas they were assigned to
teach, and less than 60 percent of newly hired secondary teachers in
other subject areas met this cnterion (Darling-Hammond, 1984: 4,
National Center for Education Staustics, 1983). The shortage 1s most
severe m the areas of math and science, and 1s expected to expand into
a more general shortage by the late 1980s and early 1990s

Compounding the more general national trends 1n teacher supply
and demand are reg:onal shifts i population. There 1s a general mi-
grauon to the Sunbelt states, a proportionately greater increase n
blacks (17 percent mcrease from 1970 to 1980) and Spamish-speaking
persons {60 percent increase from 1970 to 1980), and an increase in the
percent of minority persons living 1n large cities and certain states
(U.S. Bureau of the Census, 1981). By the year 2000, fifty-three major
U.S. ciues and the state of California are expected to have a majonity
of “mmority” residents (Fuuell, 1983). As a result, certain cities and
regions {e.g, the South, Southwest, and West) are expected to feel the
pinch of a teacher shortage svoner and more dramatscally than others.
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These trends suggest a crisis of major proportions in education,
and school principals can be expected to bear the major burden of these
shortages. There are good teachers in our schools and they need to he
retained. Theic are good recrunts wha do enter teachmyg, amd they need
to be encouraged to remam 1n education.

School principals cannot raise the base pay of teachers, restructure
the teaching career, or directly influence the quality of teacher eduy-
cation programs. They can do much, however, 1o mprove the work
environ.aent in schools, and they can do much 1o facilitate the redesign
of the work of teachers to make 1t more attracuve and sausfying
Teachers themselves are the key resource to more effective schools,
and their observations and suggestions have much 1o offer mstructional
leaders at all levels, particularly school principals.

WORKING CONDITIONS AND THE "WORK" OF
TEACHERS

Numerous factors have been identified as contributing to the unat-
tractiveness of teaching as a career, including low salaries, low prestige,
himited job options within the field of teaching itself, and unattractive
working conditions (Boyer, 1983, Cresap, McCormick, and Paget, 1984;
Feistritzer, 1983; Goodlad, 1984, Lortie, 1975; Rosenholtz and Smylie,
1983). The related problems of the occupational attractiveness of ed-
ucation and of the retention of qualified teachers are generally recog-
nized as complex, and as requining multiple solution strategies targeted
at increasing basic compensation, improving teacher education, re-
structuning the teach ing career 1tself, and improving the work and
working conditions (Cresap, McCormick, and Paget, 1984; Darling-
Hammond, 1984; Gnffin, 1984; Lieberman and Miller, 1984).

The work of teachers, working conditions n schools, and organi-
zational structures and processes represent one cluster of elements over
which school adnunistrators and teachers can exercise considerable
control, and these are among the factors theoreucally and empirically
associated with employce motvation, involvement, and job satisfac-
tion and dissausfacuon (Bridges, 1980, Duke, Showers, and Imker,
1980), Herzberg, Mausner, and Snyderman, 1959, Miskel, 1973; Miskel,
1982, Miskel, Feverly, and Stewart, 1979, Schwab and Iwanicki, 1982,
Sergiovanni, 1967; Sterns and Porter, 1979). While competing theories
and himited research on these matters in schools make 1t difficult for
admimistrators to denve specific policy strategies, the available evi-
dence doesindicate that work 1sclf, working conditions, and associated
organizauonal structures and processes are related to productivity,
turnover, morale, and associated vanables (Bullock, 1984).

The work of teachers and the condinons that shape 1t have been

1 ad
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descrihed in various studies, and “understandings” of the social real-
1ies of teaching provide a cnucal reference pomnt for instructional
leadership and school improvement (Bidwell, 1965, Cusick, 1983,
Drechen, 1970, Jackson, 196K, Lorue, 1975, Waller, 1952) “These and
other studies underscore the essentially social character of weachmg
and 1ts complexity.

Central aspects of the work of teachers have been captured by
Lieberman and Milier {1978) and are summanzed here 1o Mustrate
aspects of teaching that frequently tend to be neglected by those who
formulate 1nstructional improvement pohicies and school reform
strategies:

The “style” of a teacher 1s developed through a ugt and crror process
shaped by a confluence of contradictory forces—the necessity to teach
children something, to keep them mouvated to learn, and w keep the
students under control. Teachmg 1s learned 1n 1solation from other adults,
and the “rewards” that count most are¢ intrinsic and come from their work
with students. Most of the feedback for teachers comes from students,
and there are few opportunities to work with peers on :nstructional mat-
ters. Teachers work under conditions of uncertainty, never being sure that
what they do will have the desired effect on children, and working under
a cloud of expectations from others that sften fail to consider the diffi-
culues faced by teachers The knowledge base available to teachers 1s
relauively weak and not well codified, and teachers frequently look for
better ways to be successful 1n reaching students. Teaching involves a lot
of intangibles, and the connections between activites and outcomes are
ambiguous and unpredictable, teaching 1s more hike a craft than a science
Teachers work under a press for accountability, yet school goals are often
unclear and even con'iadictory, translating goals 1nto actions are an 1n-
dividuahized affair. Given the student subculture, teachers work hard to
establish the control norms needed to move a class along and give 1t
direction, and these often are 1ntlaenced by school-wide normys regarding
what 1t means to be a guod teacher. And, wachers work m a settng that
offers little support to their personal professional development, 1t's a sink
or swim model where teachers generally work m isolauon fromy one
another

[condensed from Lieberman and Miller, 1978, 55-57)

Further, in describing the “dailiness’ of teaching, Leiberman and Mller
{1978) note the “rhythms, rules, interactions, and fechings of teachers.”
Same of their observations are summarized below.

Teachers work 1n a highly regulated environment, rarely ieaving it Jduring
the day, accommodating interiuptions to their teaching, cumpleting a
variety of clencal duties, adjusting to the constant press of the class sched-
ule 1n secondary school and trying to adapt acuvities 1n elementary
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classes to the energy levels and moods of their students and theniselves
They adopt a critenion of practicality i judging an 1dea’s worth, solutions
to problems are valued to the extent thar they’re conerete, nmmediate, and
don’t require too much wark, and they tend not ta shiare therr experiences
or therrideas with other teachiers, students, adimnnistrstons, or others out-
side the school. Their interacuons with one another are not very open,
tend to be hmited to grping or joustmg with cach other, and generally
aren’t focused on substanuve mstructional matters Relatonships witk,
students are primary and frequently go beyond teaching the subject to
serving children as a role-model. They have comparatively few interactions
with the principal, though the principal 1s vicwed as having a great deal
of power in influencing a teacher’s work hfe. Teachers express ambivalence
about the primacy of children in therr dailly work hives, are conflicted
about how good they are as a teacher, and feel frustrated in trying to
influence events outside their classrooms.

{condensed from Licherman and Miller, 1978, 57-64)

These descriptions of the work of teachers provide hints to 1nstruc-
tonal leaders and educational policymakers about work and work-
environment factors that may be associated with one’s teaching effec-
uveness, with <he attractiveness of schools as work settings, and with
the satisfaction of teaching as “work.” The number and types of factors
that might be 1denufied by teachers as sources of stress and frustration
will vary across different school contexts and teaching circumstances.
Conditions perceived as problematic could be quite extensive and
nught include elements such as:

Excessive nominstructional duties and tasks

Inaccessible media equipment and tacihiues

A noise-polluted work-space

Inadequate heaung and cooling systems

Lack of regular and systematic feedback on performance
Paperwork overloads

Inequitable scheduling and duty assignments

* Few or no opportumties to stap and relax durmg the school day
Outdated equupment and mstructional matenals

+ Puor highung and hghung control

Inadequate help wath speaial students

Overcrowded tacihties

* An ncffective student discipline program

Being 1solated from others and fechng alone

* Too many subjects o students to teach adeqguately

(Swick and Hanley, 1985)

What 1s viewed as problematic and which action or pohicy initia-
uves are most appropriate will vary across school contexts and teaching
circumstances What serves 1o reduce dissatisfacuon or increase job




sausfaction and productivity 1n one setting or with one teacher may
be inappropniate 1n different settings or for other teachers. Again, teach-
ers are the key resource 1n both identifying problematic work and work-
environment factors and 1 developing and mplemenong pohicies ta
address those 1ssues.

The research on effective schools suggests numerous ideas aimed
atumproving classroom teaching practices and creating a school milieu
that supports academic achievement by students, but relatuvely few of
those strategies directly address the nature of the work of teachers or
therr immediate work environment. An exception is the broad ad-
menition to create a safe and orderly environment for learning and
teaching. The author supports this general advice and urges the reader
to explore additional elements that might facilitate more effective
teaching and learning and that nught mcrease the attractiveness of
workmg in schools

It may be possible, through redesigning the work, to increase teach-

i ers’ opportunities to gain mtrnsic rewards and thereby to increase their
job satisfaction and their mouvation to teach well (Blase and Green-
field, 1981). For example, Lortie’s study of teachers and their work
concludes wnat intrinsic {psychic) rewards are teachers’ major source
of satisfaction, and that extrinsic rewards Jike pay and benefits are not
a major source of satisfaction because they are derived primarily on

) the basis of senionty and advanced education, not on the basis of
teacher effort and performance at work {Lorue, 1975). This relationship
may change to the degree that compensation is linked directly 10 per-
tormance, as in the merit pay and career ladder proposals being debated
and {in some states) implemented (Cresap, McCormick, and Paget,
1984) Nevertheless, it seemis reasonable to conclude at this point that
intnnsic rewards are sull an important source of job satisfaction for
teachers and that they are related to work efforts by teachers. Thus,
to the extent that the work itself and conditions in the work environ-
ment can be made more attractive and intrnsically rewarding to teach-
ers, mouvation, work effort, job dissansfaction, and productivity may
be influenced in desirable directions.

The development and 1mplementaton of policies and practices
aimed at accomphshing these broad objectives represent a potent but
largely untested set of instructional improvement strategies available
to school administrators. Some of these pohicies and the attendant
strategies might be quite complex and aimed at changing the flow of
work, the scope of responsibility, the school chmate, some facet of the
school culture, or perhaps the level of work interdependency among
teachers (Bridges, 1980; Spady and Marx, 1984). Other strategies might
be quite simple, taking less ume and fewer resources, for example,
reducing the number of intrusions in teachers’ classrooms, painting
corndors or rooms and otherwise "bughtening-up” the physical en-
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vironment, or pcrhaps making adequate instructional matenals avail-
able and accessible to teachers

In large measure, instructional leadership snvolves creating the con-
dittons nceessary for teadhers to he effective and sausficd, and focasing
teachiers and instructional programs on the puiposes and objeetives to be
achieved The discussion thus far has suggested that the work of teachers
and working conditions 1n schools can be influenced directly by school
prncipals, and that redesigning the teacher’s role and developing more fa-
vorable working condiuons pronuses a twofold possibility: {1) increasing
the attractiveness of teaching as “work,” and of schools as work settings,
and [2) mcreasing the likehhood that teachers will be effective and will find
their work personally and professionally rewarding

Because the work of teachers and the working conditions in schools
have not been studied as extensively as other elements believed to be
associated with € :ctive schools, the suggestions offered 1in the next
section are necessanly speculative and rather broad 1n scope. Never-
theless, school administiators and others concerned with leading and
improving nstruction are encouraged 1o embark on what nught be
called a school-based "'study of practice” strategy for engaging teachers
1 a search for ways in which school working conditions and the work
of teaching might be enhanced.

RECOMMENDATIONS FOR INSTRUCTIONAL LEADERS

The recommendauons that tollow secem simple and quite obvious, but the
author suggests that they represent a much-neglected, yet promusing set of
strategies for improving schoals The goal of the strateges proposed below
1s twofold. The first objective 1s to 1denufy and respond to matters of con-
cern to teachers regarding therr work and working conditions in their
schools, the second 1s to cultivate a norm among teachers and administra-
tors that places a positive value on the “study of pracuce” and “designing
and expenmenung” with strategies L0 1Improve practice.

School administrators cannot single-handedly i.;ake schools more
effective. Teachers themselves are the key resource 1n schools, and the
basic challenge for instructional leaders 1s to tap and enltivate teachers
as vital sources of information regarding problems and strategies for
enhancing their work and the general working conditions 1 therr
schools The recommendauons that follow are offered as a starting
pomnt for achieving these two objectives

Listen

The first step for any instructional leader is to hsten to the concerns
of teachers. Some messages may be loud and direct, others more sub-
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dued and indirect Frustrauons may include everything from poor cli-
mate contro} in the building to madequate resources o deal with
problem students. Given the vanety of school sctungs and work-
environment factors, the potential hist of 1eacher dissauslactions and
frustrations could be guite eatensive

In addinon to hstemng to teachers’ concerns about 1immediate
work-environment factors, school leaders need to be attentive 1o the
personal Iife dimensions and hfe-styles of faculty members. In order
to attract and retain quality teachers, principals must begin to think
i terms of the “whole person” when considenng the work and working
condiions of teachers Schools are staffed by people who are multi-
diumensional, work 1s only one component of their lives. The personal-
hfe dimensions of employees are often overlooked or discounted 1n
studying orgamzaunons and work improvement strategies. However,
these personal-hfe factors may be central 1o teachers’ employment
decisions and work behaviorn. For example, the length of the school day
and work year is viewed by many as an attractive feature of the oc-
cupation; some teachers, however, may prefer zn eight-hour day and
an eleven-month contract. For some teachers the typically short lunch
period might be seen as a positive work feature (the price you pay for
a shorter day), while those who value the opportunity to exercise or
socialize with cnlleagues, as a way to relieve work stiesses {or to meet
adult affihation needs a1 work), may prefer a longer lunch period. At-
tentive educational Jeaders need to consider how work factors might
enhance or posinvely complement teachers’ personal hfe priorities, as
well as their professional hfe concerns.

The opportunties for gleaning information about faculty conceras
are numerous Principals will find that teachers may discuss certain
kinds of 1ssues 1n faculty meeungs, but will share other frustrations
only in a one-to-one exchange with the principal or a close colleague.
Other “gnipes”” may be aired only 1n the faculty room or behind closed
doors. No matter what the particular circumstance, be it through a
formal or informal network, or 1n a group or individual setuing, 1t 1s
clear that the messages will be there for the principal who 1s attenuve,
“tuned-n,” and histenming

Interpret

In addition to listening to teachers’ messages, 1t will sometimes be
necessary to interpret o1 “read between the hines” of a message. A
teacher’s verbal complaint ¢f “too many children 1n the classroom’
may really be intended to express any one of a vanety of more specific
concerns: “there 1sn’t enough space for five small-group work situa-
uons”, “I can’t manage, let alone 1each this many students’’; or “the
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teacher across the hall always seems to get fewer problem students
than 1 do.” The ability of a school principal to interpret accurately the
concerns of teachers thus often requires “ferreting-out” the more covert
mformation, and interpreting that miormation given fus o her under-
standing of the individual and group dynamics of the faculty in that
parucular school.

Another function of interpreting teachers’ concerns includes being
able to see the “fit"” between the type of employee and the nature of
the work. While one cannot make sweeping generalizations about any
occupational group, one might assume some global charactenstcs of
individuals choosing to become teachers. For example, one could prob-
ably safely assume that persons 1n the teaching profession (as well as
other human service occupations) typically prefer to work and be en-
gaged with people {as opposed to machines or data only). If that as-
sumpuion is correct, then one needs to consider which aspects of the
work itself [1.e, teaching) may fail to meet the needs of that type of
person. One of the most frequently identified characteristics of teach-
ing as an occupational role is that most of the work is done in 1so0lation
from one’s colleagues (Knoblock and Goldstein, 1971, Little, 1982;
Lortie; 1975). There is very little structured tume for engaging in mean-
ingful work acuvities or instructional problem solving with other
teachers or instructional personnel This might be an example of the
wucompatibility of a feature of the structure of the work 1tself with the
type of persons occupying or interested in entering the teaching
profession.

Another exzinple might follow from the assumption that teach-
ers or potential teachers are individuals who want to help others or
want to improve “the system’ in some way. Aspects of the work of
teaching that may frustrate or dishearten an altruistically onented
mdividual might include the complexity, uncertainty, or even con-
tradiction of expectations felt from multiple others, as well as the
“fuzziness’ of the connection between multiple variables affecting
student behavior and achievement (Lieberman and Miller, 1984). In-
ittatives by school Jeaders to reduce these frustrations might include
simphifying and prionitizing school goals each year so that all faculty
members understand and feel a shared sense of responsibility for the
achievement of a few well-specified objectives Evidence of their
contribution to attamed results nught help teachers feel more intrin-
sic sausfacuion from their work, that they are “making a difference”’
as teachers.

These are but several examples of the types of interpretation
functions that might be required of instructional leaders 1n order for
them to 1dentify accurately problems associated with the work of
teachers or with working conditions 1n schools. This interpretation

12




step 1s criticas because resolution of the ““stated” problem may not
adequately reduce dissausfaction if the ‘‘true’” problem goes
unnoticed.

Respond

After having gathered and analyzed relevant dats about teachers’ con-
cens regarding their work or work environment, it 1s cnitical that
school Jeaders respond appropriately, and 1n a umely fashion. The au-
thor’s personal expenience would suggest that nothing is likely to con-
titbute to poor morale more quickly than a principal who solicits
“input” and then shows no evidence of having done anything with 1.
Granted, no one caiit wave a magic wand and “makeit all better.” Many
problems are too complex « r complicated to be “fixed” easily. However,
some sort of administrative response 1s required to keep employees
from feeling a sense of hopelessness, from becoming apathetic or be-
coming increasingly frustrated.

While evidence of responsiveness to short-term, relatively simple
and concrete problems may be visible immediately (e.g., ““the page
counter on the duplicating machine is working now”), evidence of
responsiveness to more long-term, abstract, or complicated problems
may not be so apparent. The principal may need to offer a prrniodic
progress report to faculty concerning the resolution of more complex
issues; if a problem cannot be addressed at the school level, by the
principal, or if it is an 1ssue that the principal feels must be addressed
at a later date (or slowly, over a longer period), then the reasons for
t e delay (or perhaps a compromise decision) must be adequately ex-
plaimned to teachers. If this is done, it will be apparent to teachers that
their voice has been heard and that the principal has made a reasonable
effort to respond to their concerns.

CONCLUSIONS

Redesigning aspects of the work of teachers ard the work environment
m schools represent two important means by which school principals
can enhance the attracuveness of choosing and remaining 1n education
as a vocation. It was suggested that teachers themselves represent ap
untapped reservoir of ideas regarding ways in which the work an

working conditions of teachers might be enhanced. Listening, inter-
preung, and responding to teachers’ concerns were discussed as three
key activiies through which school principals could fulfill their re-
sponsibility to develop a productive and sausfied instructional staff.
Schools will become more attractive and more effective as reachers
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begin to “study ther Practice” and to experiment with strategies to
mmprove then practice.

Practices such as those discussed 1n ths chapter represent a eritical
point of leverage for nstructonal feaders and hold much promise rel-
auve to mproving school effecuveness and keeping good teachers.
Teachers are the critical resource in schools, and a central dimension
of the school principal’s role 1s to attract and develop effective teachers
and to provide them with the instructional materials and the work
environment they need 1n order to perform their jobs well. While it is
clearly appropriate to address some of the more specialized personnel
management functions at the district Jevel (¢.8., salary and compen-
sation pohaes, collective bargaining agreements, fringe benefit pro-
grams, and personnel records-keeping}, managing and developing
teachers 1s a central responsibility of the school prinzipal. A productve
and satisfied work force is the foundation for an effectuve school, and
developing a:.d focusing the energy and the skills of that work force
are essential,

If schools cannot attract, retain, and develop enough well-qualified
teachers, they are not likely to be instructionally effectuivé As the
earhier review of teacher supply-and-demand statistics suggests, this is
an 1mmediate challenge confronting educators and policymakers at all
levels. The failure to recogmze and respond to the impending shortage
will force administrators to hire marginally qualified instructional per-
sennel, creating undesirable consequences for the instructional effec-
tiveness of schools. Teachers are the key resource in schools, and by
listening closely and responding to their ideas, it is suggested that
school principals and supenntendents can do much to make schools
both more productive and more attractive places to work. Accomplish-
ing these two goals can help school leaders meet the challenge of
attracting good teachers and keeping them in the profession.

REFERENCES

Bidwell, C.E {1965) The school as a formal organizauon In Handbook of Organ-
zations, edited by James G Maich, PP. 972-1022 Chicago. Rand McNally.

Blase, |., and Greenfield, V' D An Interactive-cycheal theory of teacher pur-
formance Admmstrator's Notebook, 29 (5) 1981+ 1-4

Boyer, EL (1983) High school 4 report on secondary education n America
New York: Harper & Row

Bndges, E.M {Spring, 1980). Job sausfaction and teacher absentecism Edu.
cational Admimstration Quuarterly, 16 (2), 41-56.

Bullock, R {1984) Improving job satsfaction, Highlights of the hicrarure
New York. Pergamon Press

Cresap, McCormick, and Paget (1984) Teacher incentives A tool for effective
management Reston, Va | NAESP, AASA, NASSP.

14

ERIC

PAFullToxt Provided by ERIC




O

ERIC

Aruitoxt provided by Eic:

Cusick, P.A (1983) The egahtanan 1deal and the Amencan high school
Studies of three schools New York Longman

Darling-Hammond, L (1984) Beyond the conmumssion reports. The coming
crisis m teaching Santa Monica, Cahf. Rand Corporation

Drechen, R (3970} The nature of tea:s hig Schouds and the wial of 1eacher,
Glenview, 1. Scott, Foresman

Duke, DL, Showers, BK, Imker, M (Winter, 1980) “Teachers and shared
deciston-making. The costs and benefits of involvement ” Educational
Admumistration Quuarterly, 16 (1), 93-106

Fiestritzer, C.E {1983). The condition of teaching: A state by state anaiysis
Princeton, N J.. Pninceton Umiversity Press.

. (1984) The making of a teacher. A report on teacher education and
certification.  Washmgton, D.C.. Nauonal Center for Education
Informaunan.

Futrell, M.H. [1983) Teacher excellence: An NEA perspective In School fi-
nance and school employment Linkages for the 1980°s, cdited by A, Od-
den and L.D Wchbe, Cambndge, Mass.. Ballinger

Gallup, G.H. (1983) The fiftcenth annual Gallup poll of the public’s atntudes
toward the public schools ©* Phi Delta Kappan, 65.

Goodlad, ] 1. (1984) A place called school Prospects for the future New York
McGraw-Hill

Gnffin, G A {1984) The schools as a workplace and the master teacher con-
cept.” In The master teacher concept: Five perspectives. Ausun, Tex:
Research and Developmient Center for Teacher Education, University of
Tuxas, pp 15-48

Halstead, D K. (1983). Inflation measnres for schools and colleges. Washington,
D C. U.S. Government Pninung Office.

Herzberg, F., Mausner, B, Snyderman, B. (1959) The motivation to work New
York. Wiley.

Jackson, P.W. (1978} Ltfen clusstooms New York: Holr, Rinchart, & Winston

Knoblock, P., and Goldstein, A V. {1971) The lonely teacher Boston Allyn
and Bacon.

Licberman, A., and Miller, L (1978) The social reahties of teachmg, Teachers
College Record, 80 (91}, 54-68

. (1984). Teachers, then world, and therr work 1mphcations for school
improvement Alexandna, Va© ASCD

Little, J.A. (1982). Norms ot collegrahity and expennmentation Workplace con-
ditions of school suctess * American Educational Rusearch Journal, 19
(3), 325-40

Lorue, D C (1975) Sthoolteacher A scciological stadv. Chicago Umiversity
of Chicago Press.

Miskel, C.G (1973) The mouvavon of educators to work ” Educational
Admmstzation Quarteily, 9, 42-53

Miskel, C G, Feverly, R, Stewart, § (Fall, 1979). Organizanional structures
and processes, perceived schoal effectiveness, loyalty, and job sanstaction
Educational Admmstration Quarterly, 15 (3), 97-11¢

Miskel, CG (Summer, 1962} Mouvauon in educational organizatons Edu-
cational Admmmstration Quarietly, 18 (3}, 65-88

National Center tor Education Staustics {1982a) The condition of education,
1982 edinon Washington, 1> C.: U.S Department of Education

(1982h). Projections of education siatrstics to 1990-91, volume 1 An-

alytical report Washington, 1D C . U.S Government Printing Otfice

[1983) The condion of education, 1983 editrion Washington, D C..

U.S Department of Education

15




National Comnussion on Excellence 1n Educanion (1963} A nanon ai nsk,
The ipecative for educational 1eformy Washington, D.C.. U.S Govern.
ment Pninung Office

Nautonal Educauon Assouation OBY) Teacher supply and deinand 1 pubiln
schools 1980-81, wnl Population trends and 1hen nuplations fur
schools, 1981, Washingion, D C. NLA

(1982). Status of the Amencan public schoolicacher. Waslungton, D C,
NEA.

——. (1983) Prices, budgets, salanes, and mcome 1983 Washigron, D C,
NEA

Rosenholiz, S )., and Smyhe, MA (Dec, 1983) Teacher compensation and
career ladders. Policy imphications from research Paper comnussioned by
the Tennessee General Assembly’s Sefect Comnuttee on Educanon,

Schlecnty, P.C., and Vancee, VS, (Oct,, 1981). Do academically abie teachers
leave educanen? Pl Delia Kappan

-{1983) Recruitment, seleenion, and retention The shape of the teaching
force. Elementary School Journal, 83 (4), 469-87

Schwab, R.L,, and lwanicky, E G, (Winter, 1982). Percerved role confhict, role
ambaguity, and teacher burnout Educational Admunstration Quurierly,
18 (1), 60-74

Sergiovanny, T. (1967). Factors which affect satisfaction and dissatisfaction of
teachers Journal of Educanional Adnumistration, 5, 42-53

Spady, W.G., and Marx, G (1984) Eacellence 1n our schools Muaking 1t happen
Arhington, Va.. AASA and Far West Laboratones.

Sterns, R M., and Porter, L W. (1979). Motivation and work behavior, 2d ed
New York., MeGraw-Hill

Swick, K., and Hanley, P.E. (1985) Stress and the classroom 1eacher, 2d ed.
Washington, D C : NEA

Vance, V.S, and Schlechty, P.C (Sept., 1982). The distribution of academic
ability 1n the teaching force Policy imphcations Phi Delig Kappan.

Waller, W {1952}, The suctology of teaching. New York. Wiley.

US Buweau of the Census, Current Population Reports (1981) Population
profile of the Unied States 1980 Washmgton, D C.. US Governmient
Prinng Office




