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ABSTRACT
Starling, Maria Valanna Starling, Teachers’ Perception of The Principal’s Communication
Style Regarding Teacher Retention at a Selected Elementary School. Doctor of Education
(Educational Leadership) May, 2020, Houston Baptist University, Houston, Texas.
Purpose
The purpose of this study was to describe the influence of the principals’
communication styles regarding the retention of teachers in grades kindergarten through
fifth at a selected elementary school. The participants for this study were purposefully
selected from the population of teachers that were employed at a selected elementary
school in South East Texas.
Methodology
In this descriptive study, the researcher used the qualitative research methodology
of hermeneutical phenomenology. In so doing, the researcher gained knowledge as the
participants shared their feelings and described their perceptions from their own
experiences. A total of 47 participants addressed most questions on the survey and
returned it to the researcher. All five of the focus group participants reported to the
researcher regarding questions provided.
Findings
The electronic survey was disseminated to 47 teachers and 47 responded and
completed the electronic survey. Of the 47 participants who completed the online survey
(the modified Purdue Teacher Opinionnaire), the first five to express interest in
participating in the focus group interview were selected. The researcher analyzed data
(reported in Chapter IV) from 47 participants who completed the online survey and five
focus group participants. The demographics of the participants included six (12.77%)
iv

males and 41 (87.23%) females. Participants’ ages ranged from 21 to 58 and above,
taught grades Pre-K through fifth grade, the number of years of experience ranged from
one to more than 25 years, and represented various racial groups (White or Caucasian,
Black or African American, Hispanic or Latino, Asian or Asian American, American
Indian or Alaska Native, and Another race - not Native Hawaiian or other Pacific
Islander).

Conclusions
The participants for this study provided honest, authentic, and valuable
information about the topic. The data collected and analyzed allowed the researcher to
identify implications for professional practice to support students and educators at all
levels. In addition to identifying implications for professional practice, the data analysis
informed the researchers’ recommendations for future studies. While this study filled a
portion of the void in literature pertaining to principals’ leadership and communication
styles, continued exploration is well warranted.

KEY WORDS: Assertive communication, Aggressive communication, PassiveAggressive communication, Submissive communication, Manipulative communication,
Teacher retention, Teacher retention, Teacher attrition, Communication, Elementary
school, Principal, Influence, School climate
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CHAPTER I
The organizational structure of schools is based on the ideology that education is a
process, dependent on the school principal. The organizational process depends on the
principals’ social and constitutional process for decision making and planning which is evaluated
by the style which they communicate. (Ozel et al., 2007). Principals play a significant role in the
retention of teachers. Witherspoon (1996) stated:
Leadership exists only through communication. Leaders are increasingly important as
creators of culture, decision makers, and change agents. These roles require the use of
communication to develop shared meanings, search and use information effectively, and
create and communicate visions to enhance an organization’s future and guide it through
eras of change (p. 204).
Principals play a fundamental role in the retention of teachers. The inability to evaluate
principal-to-teacher communication potentially further compromises the relationship between the
two and impacts future recruitment and retention of teachers (Doti & Cardianl, 2005). Having
the knowledge and understanding of communication strategies and creating a collaborative work
environment is essential to the principal’s role (Korir & Karr-Kidwell, 2000). Communication is
a necessary instrument in the motivation of teachers when initiating change (Luecke, 2003).
Principal’s as agents of change and motivation must provide teachers with relevant information,
address teachers with questions and concerns, and explore ways which change might influence
the teachers in order to increase engagement and inclusiveness (Green, 2004; Rousseau &
Tijoriwala, 1999). Leading and implementing change requires the use of different
communication styles to convey appropriate messages, solicit feedback, create readiness for
change along with a sense of urgency, and motivate teachers to act (Denning, 2007). The
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teachers’ work environment is directly influenced by the behavior of the organization’s leader
(Drucker, 1999; Gilley, 2005; Howkins, 2001).
Background of the Study
Based upon the practicum of organizational communication, it is the process by which
individuals fuel meaning in the minds of other individuals by means of verbal or nonverbal
messages in the context of formal organizations. In addition, organizational communication is a
process of information exchange between what is known as the sender and the receiver.
Resulting in organized communication behavior which in turn can be perceived as positive or
negative (Spaho, 2013).
Leadership is a process by which leaders influence followers based upon specific content.
Therefore, both the situation and the followers impact the leader’s actions and decisions (Huges,
Ginnett, & Curphy 2002; Yukl 2001;). To ensure the cohesiveness of an organization,
communication is paramount (Beavis, 1999). Effective communication is essential to the
principals’ roles within schools, as communication reflects the foundation for any leadership
enterprise, including that of educational leadership (Tyson 2006). Bolman and Deal (2003)
identified four fundamental components of the communicative organizational processes:
Communication that is used to transmit facts and information is identified as structural.
Communication focused on the exchange of information, feelings, and individual needs is
referred to as human resource. Communication used to influence and manipulate is known as
political and communication used for storytelling is symbolic (Bolman & Deal, 2003, p. 307).
The principal’s ability to verbalize messages and the teacher’s ability to comprehend and
duplicate meaning are critical aspects in the communication process. In an organization,
interpretations and the interchange of ideas and information are indispensable. Effective
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principals must have an authentic view of communication, its complexity and its direct and
indirect effects (Clampitt, 2005).
Statement of the Problem
The manner in which principals communicate to teachers plays a fundamental role on
teachers’ behaviors, interactions with students, and teacher retention (Ingersoll & Strong, 2011).
How teachers in grades kindergarten through fifth at the selected elementary school perceive the
influence of the manner in which their principal communicates on teacher retention is unknown.
Communication has a greater purpose than simply transmitting information. Communication is
an interpretative process of coordinating activities, creating understanding, and building
acceptance of organizational goals (Heide, Claren, Johansson, & Simonsson, 2005). Ineffective
communication, at best, is unstable. Unskilled and unproductive communication leads to mixed
messages and even contradictory meanings within single messages (Osterman, 1993). Unskilled
and ineffective communication by principals leads to teachers adhering to extraneous rules and
organizational structures. Effective communication by the principal increases trust and improves
interpersonal relationships. It is of critical importance that principals have effective
communication skills (Blase, 1987; Bulach, Boothe & Pickett, 1997; Kowalski et al., 1992;
Stewart & Logan, 1993). If principals exhibit poor communication skills, they run the risk of
being unsuccessful in working with staff, students, or the community. Principals are expected to
interact regularly with parents and community, communication skills are vital (Hoyle, 1997).
Statement of the Purpose and Significance
The purpose of this study was to describe the influence of the principal’s communication
style regarding the retention of teachers in grades kindergarten through fifth at a selected
elementary school. It is generally acknowledged that no school can be any better than the quality
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of its teachers (Stronge & Tucker, 2003). It is critical that schools make every effort to retain
their best teachers. Teacher attrition and turnover has become a universal concern. Teacher
turnover refers to teachers who either quit teaching or transfer to other schools (Mecklenburg,
2004). According to Clifton (2012), “principals must do everything possible to retain highly
qualified teachers within their buildings” (p.1). The principal has been proven to be a remarkable
influence when it comes to teacher retention. Continued research by (Boyd, Lankford, Loeb, &
Wyckoff, (2009) indicated the school climate and amount of administrative support accounts for
the disparity in attrition rates.
Research Questions
According to Boeree (2002), the phenomena speak for themselves meaning that the
researcher should be prepared to listen. In this study, the researcher described the perceptions of
teachers in grades kindergarten through fifth at a selected elementary school regarding the
influence of the manner in which their principal communicates on teacher retention --free of the
researcher’s biases and beliefs as supported by the work of Gall, Gall, and Borg (2006).
1. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the characteristics that best describe their principal’s
communication style?
2. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the influence of their principal’s communication style on
teacher retention?
3. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the communication style of the principal that they respond to
best?
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4. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding recommendations to improve communication from their
principal?
Definition of Terms
The Assertive Communication Style
Assertive communication articulates your beliefs, feelings, opinions and thoughts in an
open courteous manner that does not violate the rights of others. Assertive communicators
use actions and words to express their boundaries in a calm manner with an air of confidence
(The Australian Institute of Family Counseling, 2016.)
Aggressive Communication Style
This style is about winning – often at someone else's expense. An aggressive person
behaves as if their needs are the most important, as though they have more rights, and have more
to contribute than other people (Newton, 2012).
Passive-Aggressive Communication Style
Silence and assumption are the trademarks of the passive communication style. Passive
communicators often lack respect for themselves, discounting their own opinions, feelings,
needs, and desires. Passive communication places one’s own needs and desires below those of
others. Passivity takes away one’s power and allows others to decide the outcomes of situations
(The Australian Institute of Family Counseling, 2016.)
Submissive Communication Style
This style is about pleasing other people and avoiding conflict. A submissive person
behaves as if other peoples' needs are more important, and other people have more rights and
more to contribute (Newton, 2012).
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Manipulative Communication Style
This style is scheming, calculating and shrewd. Manipulative communicators are skilled
at influencing or controlling others to their own advantage. Their spoken words hide an
underlying message, of which the other person may be totally unaware (Newton, 2012).
Teacher Retention
Teacher retention is the capability to keep a teaching staff encompasses policies that
adjust rewards offered to teachers relative to those offered by contending occupations. Teacher
retention distinguishes factors that relate to teacher attrition, such as retirement, changing
professions, or switching to another school or district (Ingersoll, 2001).
Teacher Attrition
Teacher attrition is categorized as teachers who leave the teaching profession (whether
through retirement or change of profession) as well as eight teachers who leave their specific
school district or school site, but remain in the profession. Attrition can be voluntary (employeeinstigated) or involuntary (employer-instigated). Most teacher attrition is considered voluntary
(Ingersoll, 2001).
Communication
Communication is a means of exchanging information between persons through
commonly accepted verbal and nonverbal methods (Broadbent, 2013).
Elementary School
An academic setting providing instruction for early education ranging from PK
through fourth or eighth grades (Jackson, 2011).
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Principal
The head administrator in a building who has controlling authority and responsibility (1)
for implementing policies and procedures of a school district, and (2) for operation and
supervision of all aspects of an educational institution (Pont, Nusche, & Moorman, 2008).
Influence
Behaviors, actions, or processes which effect a persons' or groups' behaviors, actions, or
opinions (Lessig, 2013).
School Climate
School climate is widely defined as the patterns of experiences that make up the school
day, or the “quality and character of school life” (National School Climate Center, 2007, para. 1)
Theoretical Framework
The theoretical framework of this study was based on research by Newton (2017) which
she expresses the importance of learning to identify the different communication styles and
acknowledge which communication style used most often in our day to day interactions with
family, friends and colleagues. The researcher, Newton (2012) believed it is critical if
individuals want to develop effective, assertive communication skills. “Being assertive means
respecting yourself and other people. It is the ability to clearly express your thoughts and feelings
through open, honest and direct communication” (Newton, 2012, para, 1). According to Newton
(2012), before determining that you would like to communicate assertively, you need to have an
understanding of what your usual style of communication is. There are five communication
styles, and while many of us may use different styles in different situations, most will fall back
on one specific style, which we use as our ‘default’ style (Newton, 2012). The components of
the five communication styles theoretical framework include: assertive communication that of
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high self-esteem. It is the healthiest and most effective style of communication; aggressive
focusing on winning, often at someone else’s expense; passive-aggressive a style in which
people appear passive on the surface, but are actually acting out their anger in indirect or behindthe-scenes ways; submissive style is about pleasing other people and avoiding conflict;
manipulative style is scheming, calculating and shrewd; and manipulative communicators are
skilled at influencing or controlling others to their own advantage (Newton, 2012).
The Assertive Style
The significance of the various styles of communication cannot be undervalued, as
communicating assertively is not a limited skill, anyone can do it but, it does take time and
practice if it is not how you are used to communicating. Assertive communication involves
having the confidence to communicate without resorting to games or manipulation. Assertive is
the style most people use (Newton, 2012). In addition, assertive communicators specialize in
sharing ideas, as well as advocating for one’s own rights. Unlike the aggressive communicator,
though, this person will not infringe on the rights and opinions of others. Assertive
communicators are able to balance a respect for themselves, with an admiration for others
(Newton, 2012). Assertive communicators express themselves by using a calm, clear tone of
voice, actually interacting with others, not interrupting, avoiding manipulation (either
manipulating others or being manipulated), using good eye contact, and remaining in control of
one’s self. Leading toward what is known as transactional communication garnering respect
from those surrounding him or her (Newton, 2012).
The Aggressive Style
An aggressive person performs as if their needs are the most important, as though they
have more rights, and have more to contribute than other people. It is an unproductive
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communication style as the content of the message may get lost because people are too busy
reacting to the way it is delivered (Newton, 2012). Aggressive communication has a lot to do
with trying to protect one’s own ideas and opinions. The Aggressive Communicator is so
concerned with having his or her ideas accepted that they often do so at the expense of others.
This person tends to look at every situation as if it is a battle, and he or she wants to win. This
type of communication generally includes the use of a loud voice. Aggressive Communicators
may often appear to be quite angry. This is because they know that others are less likely to
question them out of fear of being attacked. Eye contact is often used in a way that makes it
intimidating. Often making others feel guilty, or an attempt to control their actions (Newton,
2012).
The Passive-Aggressive Style
The feeling of powerlessness and resentfulness are key characteristics of passiveaggressive behavior (Newton 2012). Although different from each other passive and aggressive
communication can be combined to create a third communication style. Passive-Aggressive
Communicators tend to avoid conflict, but there is still a need to manipulate the situation. Often
times there is some sort of revenge for their opinions, thoughts, and ideas being overlooked
(Newton, 2012). The common maneuvers of the passive-aggressive communicator are to agree
with others to their faces and then belittle them behind their backs. Mockery is one of the biggest
tools for this type of interaction. Passive-Aggressive Communicators may relish watching others
fail because things were not done their way from the beginning (Newton, 2012).
The Submissive Style
Submissive style communication is a form of communicating that exhibits lack of respect
for one’s own needs and rights. Most submissive people do not express needs or do so in such a

10
remorseful manner that they are often ignored and not taken seriously. A submissive person will
think that they have communicated clearly when in reality their message was so ambiguous and
unclear that it was not understood at all (Newton, 2012).
The Manipulative Style
Spoken words conceal an underlying message, of which the other person may be totally
unaware. Manipulative communicators are experienced at influencing or scheming others to their
own advantage. Behavioral characteristics consist of cunning and controlling others in an
insidious way, indirectly asking for needs to be met and making others feel sorry or compelled to
fulfill their needs (Newton, 2012).
Limitations
Limitations in research involve matters and occurrences that arise in the study, which
were out of the researcher’s control.
1. The survey used for self-reporting by teachers in grades kindergarten through fifth at the
selected elementary school may not determine conclusively the perceptions of teachers in
other elementary schools regarding their principals’ manner of communication regarding
teacher retention.
2. The grade levels taught was the results may not be transferable to teachers of other
grades.
3. The study was limited to the responses obtained by the Principal Communicator Style
Instrument and the Modified Teacher’s Opinionnaire.
Delimitations
Delimitations of a study were those characteristics that arise from the limitations in the
scope of the study (boundaries are defined by the researcher) by conscious exclusionary and
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inclusionary decisions made during the development of the study. Delimitations of this study
included the following:
1. The participants in this study were teachers in grades kindergarten through fifth at a
selected elementary school.
2. The survey used in this study was be a self-report measure and no observable practices
were examined.
3. The population was limited to an urban elementary school located in the southwest
region of Texas.
Assumptions
Three general assumptions of this study were:
1. The survey used in this study was valid for the purpose intended.
2. The participants understood the survey and responded objectively and honestly.
3. Interpretation of the data collected reflected what participants intended.
Organization of the Study
This study was organized into five chapters. Chapter I included the introduction,
background of the study, statement of the problem, statement of the purpose and significance,
research questions, definition of terms, theoretical framework, limitations, delimitations,
assumptions, and organization of the study. In Chapter II, the researcher provided a review of
the literature including: (a) review of literature (b) Organizational Communication and
Leadership in Successful Schools (c) Characteristics of Principals’ Communication styles (d)
Principals’ Communication Styles and Teachers’ Job Satisfaction (e) The influence of
Communication on Teachers’ Retention and Attrition Rates (f) School Culture and Climate (g)
summary. In Chapter III, the researcher described the methodology used in this study, which
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included research design, participants, context and setting, instrumentation, data collection, and
data analysis. In Chapter IV, the researcher provided findings of the study. In Chapter V, the
researcher provided discussions, implications, recommendations, and conclusions.
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CHAPTER II
REVIEW OF LITERATURE
The purpose of this study was to describe the influence of the principal’s communication
style regarding the retention of teachers in grades kindergarten through fifth at a selected
elementary school. According to Adler and Towne (1978), communication is a critical
component of humanness. An individual’s level of communication is what sets them apart from
other species. The human capacity to communicate is critical for the development of
interpersonal relationships.
Research detailing organizational behavior and management, states that communication
is the most consistently cited trait or skill mentioned in the study of leaders (Vickery, 1995) but
the use of a variety of terms to describe communication skills obscures the process of developing
a cohesive body of research. Vickery (1995) went on to express that communication is often
described by professionals in the field as symbolic interaction which is the sending and receiving
of messages in the form of verbal and nonverbal symbols to generate meaning.
Communication is the process by which leadership is exercised and not merely a tool for leaders
to do or choose whether or not to have at their disposal. Viewing leadership as communication
and perceiving the predominance of its realm to be symbolic interaction has important
implications for leaders and those people they seek to lead (Vickery, 1995). Everything leaders
say or do that becomes known to others is communication (Vickery, 1995).
Leadership encompasses more than the characteristics, abilities or behaviors of the
leader. Leadership is the interdependent communication process or symbolic interaction that
occurs between the leader and the followers that impacts and is impacted by the groups,
organizations and the larger community in which they exist (Bertalanffy, 1968; Bertalanffy,
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1951; Bertalanffy, 1967). According to Leithwood (2006), teachers and principals are the most
significant factors in relation to student outcomes within schools. Therefore, the interpersonal
communication between principals and teachers are one important dimension of effective
leadership (Hoy & Miskel, 2007).
Organizational Communication and Leadership in Successful Schools
Leadership is an indispensable stipulation for successful reform as related to the school
level, the teacher-level and the student-level (Marzano, 2003). Research has offered inquiries
into transformation leadership regarding styles that stimulate organizational change (Leithwood,
1994). Understanding the relationship among curriculum, instruction and assessment, and the
role of the principal on the impact of teacher reflection is essential if we wish to improve the
quality of teaching and learning in our schools (Sheard, 2004). Marzano (2003) lists three
leadership characteristics that lead to effective leadership:
1. Leadership for change is most effective when carried out by a small group of educators
with the principal functioning as a strong cohesive force,
2. The leadership team must operate in such a way as to provide strong support indicating
respect for those not on the team, and
3. Effective leadership for change is categorized by specific behaviors that enhance
interpersonal relationships. (Marzano, 2003, p. 172)
Importance of Communication
Communication is instrumental to any relationship particularly from superior to
subordinate. The correlation between administrative leadership and employee commitment is a
critical working dynamic every employer should consider (Fugate, et al., 2008). The position of
the leader and their relationship with the people that they oversee are also essential to the
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efficiency of the organization (Yariv, 2009). This is especially true for public schools as the
significance of education has grown exponentially. Education is currently experiencing hardships
as many try to measure and analyze schools’ and teachers’ performance. The No Child Left
Behind Act (NCLB) is adding to the responsibility that we hold for the education system and the
teachers facilitating learning.
The responsibility of organizational leaders is assisting employees with abstruseness and
uncertainty and helping them feel connected to organizational change initiatives. The degree of
the success of organizational change proposals depends largely on the leaders' credibility and
their ability to communicate the change. Most of what has been recorded on the relationship
between leadership credibility and communication has been theoretical (Fairholm, 1994) rather
than empirical.
Problems and Challenges of Communication
Communication is a challenging and problematic component of the change process, and
organizational leaders do not often see the pivotal role communication plays in the entire change
process (Lewis 2000a; Lewis, 2000b). An obstacle facing organizational leadership is
establishing an atmosphere that is open to the ideas rooted in the change initiative. The
environment should also permit the unrestricted flow of information and ideas that can be used to
impact attitude and performance, and which may also result in enhancing credibility, group
understanding, trust, and respect among the employees within the organization (Senge, Roberts,
Ross, Roth, & Kleiner, 1999). Communication is crucial and a prerequisite to an effective and
successful implementation of organizational change process (DiFonza & Bordia, 1998). The
communication process and organizational change implementation are intricately linked
processes. If an organizational change initiative is about changing, amending, or shifting the
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tasks of individual employees, applicable communication of organizational change and
information to employees is therefore of extreme importance.
A problem in schools is the lack of respect felt among teachers and for administration.
The lack of respect felt by teachers is a critical factor in teacher retention (Black, 2000; Lynch,
2000). The affiliation between principals and teachers should be based on mutual respect and
trust (Lynch, 2000). Teachers know that students, will work for people they respect. This concept
is the same for the teacher/principal relationship (Ness, 2000). Respect is a key component in
communication (Barnard, 1938). Teachers will not communicate with other teachers or their
principals if a level of mutual respect is not established at the onset of the relationship.
Beginning and seasoned teachers can become muzzled by unpleasant comments made by older
peers and leaders (Wagner, 2001). If this dilemma exists and is ignored by school principals, it
may impact the retention rate at the school. A strong leader makes it clear to faculty and staff
that a respectful atmosphere for both students and adults is essential and is everyone’s
responsibility. It is often resolved through effective communication and modeling.
According to Blase and Kirby (2000), efficient communication by leaders positively
impacts teachers. Active listening and specific expectations are two of the most important factors
in effective communication. Leaders with clear communication skills aide in the establishment of
school culture by modeling ideal behavior and requesting feedback from teachers (Harris, 2000;
Mumane, Singer, & Willet, 1991).
Successful communication is far beyond training and development of the school
leadership. Additional training is needed in order to have efficient interpersonal communication
skills and to be effective communicators. Most organizations have communication challenges
and specific needs. The field of organizational communication is broad, diverse, and possesses
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distinctive characteristics depending on the environment (Andrews & Soder, 2007).
Communication within an organization can be identified as one component of an organization,
the fundamental structure of the organization, and a significant influence on the organizational
climate (Drenth, Thierry, & deWolff, 2011). According to Myers and Myers (2009)
organizational communication is a key factor in fostering a sense of community in an
organization.
The more organizations develop it has become evident that organizational
communication is essential to their overall functioning and well-being. Researchers have also
emphasized the importance of teamwork and collaboration between staff in diverse groups as it
impacts morale. The rate of change in communication advances in technology has consequently
contributed to changes in organizations and the work environment. As a result, communication
practices have become a critical part of all organizations (Anderson, 2006). The education
system is often not identified as an organization when compared to other professional
organizations, businesses or non-profit associations. However, the structure which schools
operate impacts performance which reflects the qualities that are instrumental to the
organization.
The value of education has significant social implications and needs collective buy in
from all parties involved (Schneider & Keesler, 2007). Most school districts are comprised of a
school board, a superintendent, upper administration, and various schools supported by
principals, which include staff members, teachers, and students. Communications are disbursed
in a variety of forms and interpreted differently pending the channel utilized. The transaction of
messages and genre in which it is transmitted can serve multiple purposes which can clarify,

18
frustrate, encourage, or inform. Despite the outcome, communication is a critical part of the
organization and will, in some manner, affect all members of the organization.
The primary stakeholder in the public-school system are students. According to Clabaugh
and Rozycki (1990) schooling and education are not the same. Education may be obtained
outside of a traditional learning environment through socialization, but the organization and
structure of the school impacts students’ socialization and can either undermine or enhance one’s
educational goals. The school principal or instructional leader is a key figure in the success or
failure of a school.
Culture and Organizational Communication
Teasely studied organizational culture within schools in the 2017 study. The articles
provided a description of school culture and its impact on educators (teachers and principals) and
students. Considering this an underdeveloped area of research, the author wanted to explore the
common values, norms, and beliefs present (whether explicit or implicit) within educational
environments. The author mentioned the importance of understanding culture and expectations
may develop or emerge over time and not necessarily in a formal capacity.
Culture is a valuable component of a school’s (and its stakeholders) identity and
encompasses positive and negative meanings or associations. School culture impacts a myriad of
conditions such as building morale, employee effectiveness, student outcomes, and/or job
satisfaction. Adverse effects of negative school culture includes employee ineffectiveness, lack
of trust, and low expectations for students (which contributes to low student outcomes). To
achieve one of the chief goals of education, to cultivate a culture of high expectations coupled
with support, principals need to understand how culture impacts student learning and teacher
performance (Teasely, 2017).
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Teasely (2017) also mentioned the value in promoting and managing human capital in an
effort to achieve (and exceed) learning objectives. Teachers work on the front lines and need
encouragement and trust to effectively do their jobs. Often principals, who in most cases were
former teachers, forget the challenges associated with classroom instruction and focus on
standardized test scores and parent concerns. Moreover, teacher and leader preparation programs
omit or skirt addressing the responsibility of school culture and its impact on student and
employee performance. Best practices for principals to develop a sound and supportive school
culture are undergirded in their ability to meet people where they are. Principals need to
understand teachers bring a wealth of experience and knowledge to their classrooms. These past
personal and professional experiences contribute to varied expectations from each teacher in the
building. Principals need to develop the capacity to shape the diverse classroom-based leaders
they supervise (Teasely, 2017). Teasely (2017) identified four areas for principals to focus to
enhance school culture:
1. teacher and student interactions;
2. using planned events and activities to contribute to and effect culture;
3. including and considering the roles of students, parents, and community stakeholders
in the culture development process; and
4. developing a deep understanding of how culture (positively or negatively) impacts
student learning outcomes (e.g., academic achievement and discipline) (p. 4).
The article concluded with Teasely (2017) encouraging principals and researchers to understand
the distinction between school climate and culture and focus on building and maintaining
positive school climate (Teasely, 2017).
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Demir (2013) studied the effect and magnitude of trust of elementary school teachers
based on their perceptions of school culture and teacher leadership. Teacher leadership was
described in a variety of ways such as:
1) specific skillsets that affect the whole school,
2) the ability to encourage change amongst colleagues,
3) working collaboratively to cultivate professional competences, and
4) leading beyond and within the classroom setting while influencing others to improve
their educational and professional practice (p. 109). The study included 378 participants
employed as teachers at 21 elementary/primary schools in an urban setting. The demographic
breakdown of participants included the following: 50.8% female, 49.2% male, an average of
12.68 years of professional experience, average of 4.19 years working in their current school,
and 18.8% with college education (of the 18.8% of participants, 79.6% earned university degrees
and 1.6% earned graduate degrees). Participants described the socioeconomic demographics of
the schools as 22.2% low socioeconomic status, 70.4% moderate socioeconomic status, and
7.4% high socioeconomic status (Demir, 2013). The research was conducted using the causalcomparative design and structural equation modeling. The researcher design method was
selected to determine the effect of organizational trust among teachers within the urban school
district on culture among teacher leadership and determine if a causal relationship existed
between the dependent and independent variables (Demir, 2013). Demir (2013) collected data
using the Teacher Leadership Culture Scale (TLCS) and Comprehensive Trust Scale (CTS). The
Teacher Leadership Culture Scale, a Likert-scale instrument with five-point questions, was used
to assess teacher collaboration (how teachers work together to achieve a common good or
purpose), support available in the work environment (if and how the work environment supports
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teacher leadership), and managerial support (magnitude of principals’ providing opportunities for
teachers to expand and encouraging teachers toward leadership). The Comprehensive Trust Scale
was used to asses trust in principals, colleagues, and clients. The following data analysis
techniques were used: LISREL 8.5 program and Maximum Likelihood Approach. The reliability
and validity of the instruments was testing using Cronbach’s alpha coefficient and verified using
the Composite Reliability Coefficient (Demir, 2013). Demir (2013) found teachers’ trust levels
were positively associated with positive views of school culture and teacher leadership. The
following correlations related to organizational trust emerged in order of strength (strongest
correlation listed first) with a significant level of 0.01: managerial support (r = 0.79), supportive
work environment (r = 0.73), trust in principals (r = 0.68), teacher collaboration (r = 0.61), trust
in colleagues (r = 0.56), trust in clients (r = 0.50), and trust in principals (r = .044) (Demir,
2013). Using the goodness of fit data analysis method, Demir (2013) found participants’ trust in
other teachers/colleagues had the greatest impact on trust within their organization (β = .86, p <
.01). The other results from this analysis included trust in clients (β = .62; p < .01) and trust in
principals (β = .59; p < .01). Demir (2013) found the greatest impact in the following areas of
teachers’ perceptions about supportive conditions toward teacher leadership: managerial support
(β = .76, p < .01), teacher collaboration (β = .83; p < .01), and supportive work environment (β =
.97; p < .01). The overall conclusions of the study indicated the level of trust among teachers
explained 76% of teachers’ perceptions of their schools and leaders supporting teacher
leadership, positive and significant correlation with school culture and teacher leadership within
the schools, positive correlation with trust in principals and managerial trust, and high correlation
with teacher collaboration/trust in their colleagues and a supportive work environment.
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Characteristics of Principals’ Communication styles
School administrators who construct school capacity through an applicable leadership
and communication style may impact student achievement through teachers (Christie,
Thompson, & Whiteley, 2009). The school principal must have or be able to cultivate the
capacity to work with staff to focus on curriculum, instruction and student learning gains (Fullen,
2001). The depiction of the school administrator is often seen as the person who governs a
school and not as a person who is an instructional leader. The leader’s daily activities and
choices reflect the persistent focus and style of the school’s leadership (Noonan & Walker,
2008).
A teacher-focused leader works toward the creation of school size which builds upon
positive and proactive teacher capacity with the end results enhancing student achievement. The
result of a student’s academic success as evidenced through test scores is often determined by the
focus and efficiency of a school’s leadership (Leithwood, 2005; Leithwood, 2008). The
instructional leader’s role is to hire and encourage teachers to raise student learning gains (Hoy
& Woolfolk, 1993; Janzi & Leithwood, 1996). Students disclose their ability to learn through
their calculated achievement, attendance, and participation in school activities. However, it is the
students’ perception of their teachers that sets the routine learning process in motion. Further, it
is the teacher’s view of how they are valued and supported by their school’s leadership that often
has an impact on their daily decisions to inspire students (Bandura, 2003, Demir, 2008).
Transactional Communication
Principals’ communication styles and teacher job satisfaction is often addressed when
evaluating effective school leadership. Researchers suggest effective principals communicate to
staff consistently by listening and empathizing the importance of shared values and
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organizational goals (McEwan, 2003; Sorenson, 2005). When communicating the building
principals’ message should be purposeful and based on the needs of the teachers and intended
outcome of information presented. Communication success is represented by whether the
intended message was received or communicated in a way which the anticipated goal was
achieved (Darling & Beebe, 2007a). Effective principal communication is a fundamental aspect
in constructing clarity of purpose and trust among teachers (Webb and Norton, 2013). Research
illustrates that proficient principals communicate high expectations to teachers and students
(Andrews & Soder, 2007; Waters, Marzano, & McNulty, 2005). As a result, communication has
surfaced as instrumental in shaping a healthy school culture and climate as well as, keeping
attention on the school vision.
Currently, with trends in educational reform the need for teacher job satisfaction is at an
all-time high. As the instructional leader, the principal is responsible for quality academic
instruction and maintaining focus on critical student needs. This change in the status quo has
progressed as a result of higher academic expectations of public education. Due to the demand
for quality educators, the building principal is responsible for more than managing budgets and
administering discipline (Harris, 2007). The responsibility of the principal has changed due to
the demands on accountability, which are now ensuring changes in communication practices.
Principals in the status quo must provide resources necessary for the academic achievement of
students. Research demonstrated that successful principals make personal contributions to
student learning (Leithwood & Riehl, 2003). A trait exhibited by effective principals when
performing their leadership roles is clearly developed communication skills (Gurr, Drysdale, &
Mulford, 2006). The ability to meet student needs, maintain accountability, and monitor the
achievement gap are tasks principals are discovering are increasingly difficult to maintain.
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School Reform
School reform is a means to which school districts address ways to improve their schools.
Varied research models provide insight on the impact of school improvement, school leadership,
and school effectiveness. It is difficult to build and sustain a school that is effective and meets
the standards required. As a result, there are expectations of school principals due to school
reform (Ferrandino and Tirrozi, 2004). Research showed that historically, principals were more
concerned with discipline procedures and managerial duties rather than with student success.
Principals are viewed as instructional leaders charged with the task of maintaining the day to day
operations of the building inclusive of curriculum design, instruction, testing, and teaching
strategies needed for student growth. Researchers attest that principalship is complicated, but it
is not difficult to identify the results experienced by successful leadership (MacNeill, Cavanagh,
& Silcox, 2003). The principal has the critical role of enhancing student success and school
reliability.
Communication Is Essential
Effective communication practices have been identified as a key component of successful
schools (Robertson, 2007). Principals, who are effective, communicate their expectations in a
clear and concise manner (Cotton, 2003; Davis, 2009). Meaningful change is not achieved
without principals who effectively communicate their goals and plan for campus improvement
(Bennis & Nanus, 2003; Davis, 2009; Hargreaves, Earl, Moore, & Manning, 2008; Harris, 2007;
McEwan, 2003). Communication is essential in reinforcing the schools though clear
communication practices that meets the needs of teachers and students (Anderson, 2006). Comer
(2008) stated that communication by principals’ aids in evaluating students’ intellectual needs
that may not have been efficiently articulated. Teachers and students alike challenge principals
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with transforming a school culture that is receptive of the school culture. An important role of
the school principal is to not only transmit information to teachers and students but ensure
communication is timely and purposeful to parents and the community. An effective school
principal is one who establishes a collaborative work environment with open communication.
As the instructional leader, a productive school principal should understand current and
effective strategies of communication (Young & Castetter, 2004). The goal of the school
principal is to enhance staff morale, parental support and student achievement. According to
(Leone, Warnimont, & Zimmerman, 2009) “managing the behavior of teachers, as well as
students is challenging enough. The additional duties placed on top of that may include
managing custodial jobs, substitute teachers, lesson plans, discipline, scheduling, and curriculum
management” (p. 91). It is the role of the principal to maintain the aforementioned along with
expectations sanctioned by district-level administrators. The duty of a school principal is never
ending as they must consistently communicate to stakeholders, and maintain open lines of
communication (McEwan, 2003).
Principals’ Communication Styles and Teachers’ Job Satisfaction
Huysman (2008) studied teachers’ job satisfaction using one small and rural school
district located in Florida. Three research questions guided the study:
1. What are the factors that contribute to rural teacher job satisfaction?
2. How do the factors of rural teacher job satisfaction influence teachers’ decisions to
remain teaching in a rural school district?
3. What are the differences, if any, between homegrown and transplanted teachers’
attitudes concerning job satisfaction?
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The study was conducted using the mixed methods research design technique (Huysman, 2008).
Huysman (2008) administered a Likert-scale instrument designed to measure 20 factors
associated with job satisfaction to participants. A select number of participants who completed
the self-administered survey also participated in a focus group discussion. This study was
significant because it addressed teacher satisfaction among educators working in a rural setting.
The conditions and circumstances of rural schools differ from urban and suburban settings. Even
though all schools are governed by specific criteria and policies, rural schools usually have fewer
financial and human resources available to achieve (or exceed) the mandates. In many cases, the
school staff (teachers and administrators) are the primary drivers to school and student success
because few community or corporate partners are available. School culture is important in rural
schools because of the lack of external resources to support educational initiatives.
Climate is established by leaders and teachers within the school. Teachers serve as the
front line and exemplify the culture and norms of the school. Often teachers welcome the
opportunity to serve outside of the classroom and offering their knowledge and expertise in areas
of curriculum and professional development. Encouraging and fostering an environment that
welcomes commitment and enthusiasm increase job satisfaction and morale. The purpose of this
study was to gather a deeper understanding of the attitudes and beliefs of teachers working in a
rural school district pertaining to job satisfaction, retention, work climate, and performance
(Huysman, 2008). Specially, Huysman (2008) wanted to explore how work and community
environments influenced the aforementioned conditions. The author was also interested in the
perceptions of transplanted (teachers employed by school districts where they were not former
students) and homegrown (teachers who received their primary/secondary education from the
school district in which they were employed) teachers to determine if similarities or differences
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emerged. Teachers from one rural school district with three schools throughout the county were
recruited to participate in the study. Of the 89 eligible teachers, 85 chose to participate in the
study, which resulted in a 95.5% response rate. Participants completed the Minnesota
Satisfaction Questionnaire and the Rural Teacher Satisfaction Survey to measure teachers’ job
satisfaction and employees’ extrinsic and intrinsic satisfaction. Teachers who completed the
surveys were asked if they were willing to participate in a focus group. The focus group
participants were employed at each of the three schools in the rural district. All focus group
sessions were followed up by individual interviews with the participants. Data sources for the
study included responses to the surveys, field notes from the researcher, and transcripts from the
focus group and individual interviews. The researcher also used member checking to ensure the
data reported aligned with participants’ views and responses. The primary finding from the study
was rural teachers’ professional, personal, and social lives are intertwined. While this statement
may apply to teachers in other settings, it’s more prevalent and applicable to teachers working in
rural environments. Teachers who work in rural communities socialize and commune with
members of their communities during and after work hours; teachers value and become
frustrated by this aspect of their professional and living environment. Rural teachers find it
difficult to separate their professional and personal lives. The roles of teacher and administrator
(school or district level) are often blurred when the people hired also have personal relationships
outside of the school or district. The ambiguity of the blurred relationships contributed to a level
of dissatisfaction for participants. Other conditions contributing to dissatisfaction among
participants included lack of respect and recognition and the collective bargaining process. In
spite of these results, analyzed responses to the surveys indicated teachers rated “high” in terms
of overall job satisfaction. The top five dimensions regarding job satisfaction included: activity,
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ability utilization, security, social service, and variety (each earned a MSQ mean score of at least
4.1 on a 5 point scale). The dimensions with the lowest scores were advancement, company
policies, and recognition. Homegrown teachers demonstrated a stronger sense of job satisfaction
than transplanted teachers (Huysman, 2008).
Shaw and Newton (2014) studied teacher retention and job satisfaction because teachers
are an essential component and influencers to student achievement. The authors applied Jim
Collins’ leadership traits from his book From Good to Great to school leaders. According to
Collins the highest level of leadership is Level 5, described as a servant leader. Servant leaders
are those focused on helping their constituents (e.g., employees, customers, and community
members or external stakeholders). Being of service to others provides the foundation for their
leadership styles. Moreover, servant leaders have the abilities to transform organizations and
uplift culture, helping mediocre groups achieve astounding results. When exhibited by school
leaders and principals, servant leadership can contribute to positive job satisfaction and retention
among teachers (Shaw & Newton, 2014). Shaw and Newton (2014) conducted a quantitative
study to examine the relationship between teacher job satisfaction and retention and perceived
servant leadership qualities demonstrated by high school principals. The authors’ goal was to
determine if teachers who perceived their principals displayed servant leadership qualities also
reported high levels of job satisfaction and intended to remain employed at the school with the
same principal (Shaw & Newton, 2014).
Shaw and Newton (2014) used three variables to conduct the quasi-experimental research
study:
1) perceived servant leadership qualities demonstrated by school principals,
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2) job satisfaction among teachers and other educators employed at the same schools as
the principals referenced in variable 1, and
3) retention intentions among teachers. Participants were selected using the cluster
sampling technique (p. 104).
The researcher identified the 63 largest high schools throughout the state (based on reporting
data from the state department of education) and randomly selected educators from 50 schools to
participate. Of the 50 selected to recruit to participate in the study, 15 school leaders agreed to do
so. Each of the participants completed electronic surveys (i.e., the Servant Leadership
Assessment Instrument, Organizational Leadership Assessment, and two additional questions
developed by the researcher) to assess servant leadership qualities, job satisfaction, and intended
retention at the same school. All of the questions were presented in the Likert format with the
exception of the two open-ended questions developed by the researcher. There were 1,092
teachers employed at the 15 confirmed high schools; 288 completed the electronic survey and
234 of the responses were usable. The data was analyzed using the Pearson correlation and pointbiserial correlation coefficient statistical methods to determine if relationships emerged between
the variables with an alpha level of 0.02 instead of 0.05. The following findings resulted from the
data analysis. A significant and positive correlation existed between teachers’ perceptions of
principals’ use of servant leadership techniques and teachers’ job satisfaction. The result of r2 =
0.69 indicated 69% of the variability reported for teachers’ job satisfaction can be explained or
attributed by their perceptions of the principals’ use of servant leadership). A significant and
positive correlation existed between teachers’ perceptions of principals’ use of the servant
leadership style and teachers’ intent to remain employed at the same school. The results of the
coefficient of determination of rpb2 = 0.09 indicated 9% of the variability between teachers’
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intent to remain at the same school (retention) can be explained by their principals’ level of
servant leadership displayed. A significant and positive correlation existed between teachers’
perceptions of principals’ use of the servant leadership style and their level of intended job
retention at the same school. The results of the coefficient of determination of rpb2 = 0.14
indicated 14% of the variability between teachers intending to remain employed at the same
school with the same principal can be explained by teachers’ perceptions of their principals’ use
of the servant leadership approach. The results of this study suggested principals using the
servant leadership approach positively and significantly impacts teachers’ job satisfaction and
intent to remain employed (Shaw & Newton, 2014).
Teacher Motivation and Job Satisfaction
The way a person feels about their job performance can have an impact on their
motivation and job satisfaction (Bird, et al., 2009; Cohrs, Abele, & Dette, 2006; Heck, 2010;
Tickle, 2008) and may bring about discontentment. Many teachers perceive principals pay little
attention to their actual teaching performance and only concentrate on facets of teacher’s
performance for disciplinary reasons (Celebi, 2010). Numerous teachers leave teaching due to
problems that develop while on the job. Educational research must invest more time and energy
into identifying issues early and provide services to help teachers through difficult situations
(Boone & Boone, 2009; Whitehead, 2007). These connections between how teachers perceive
their interaction with administrators and administrator intentions contribute to a significant
component of the working environment. Leadership in schools is changing. The research implies
that the challenge is to provide a new kind of leadership that involves all school participants in
establishing opportunities, solving problems, and overcoming barriers to student learning (Deal
& Peterson, 1999; Short, 1998). As a result, Short (1998) suggested that many principals
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acknowledge they cannot lead a school without commitment from faculty and staff and building
capacity is a critical role.
According to Barth (1990) teachers have difficulty teaching in a school where the climate
is negative. A toxic environment where the staff is extremely fragmented, the purpose of
teaching students is lost due to lethargic adults, and negative values leading teachers to think
twice about their profession (Peterson & Deal, 1998). In order to promote positive school
environment teachers must acknowledge their involvement in the decision- making process is
critical, all faculty members should be treated equally, and rules must be enforced equally for
students and staff (Bulach, 2001). Granting teachers opportunities to make decisions can
facilitate a positive and engaging school climate (Hargreaver, 1994). When teachers recognize
that they are being treated professionally, it makes them feel important (Harris, 2000). Job
satisfaction is the result of identifying what one likes (Gross, Mason, & McEachem, 1958).
Many teachers choose to remain in education for personal and professional satisfaction (BrooksYoung, 2001; Reynolds, 1991). It does not come from financial reward but rather by intrinsic
rewards such as self-respect, responsibility, and a sense of accomplishment. Teachers evaluate
their job satisfaction by participating in decision-making, utilizing their skills, expressing their
creativity, and having opportunities for advancement (Black, 2001; Scott, Murry, Mertens, &
Dustin, 1996). The research reinforces and supports that job satisfaction and shared decisionmaking are major factors in teacher retention. Teachers’ job satisfaction is directly connected to
the perceptions of their workplace conditions (Newell, 1978; Shepard, 2000).
Macmillan (1999) identified that traditional, rigid, bureaucratically managed schools
result in low teacher commitment and job dissatisfaction. He also found that evolving and
flexible schools that use collaborative problem-solving strategies encourage a feeling of
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affiliation with the school and raise teacher morale. In the more flexible schools, teachers believe
they can contribute to a positive school environment and their contributions will be sought after
and valued. Teachers who are satisfied with their jobs have a high degree of competence. They
have knowledge of their subject matter and are secure in their classroom management skills
(Black, 2001). Teachers who are confident are willing to share school development techniques
and practices (Black, 2001; Cain, 2001; Tucker & Stronge, 2001, Walsh, 2000, Weld, 1998).
Such practices consist of good teaching strategies and classroom management plans. Skilled
teachers possess a desire to observe and be observed by their peers and a willingness to assist
with curriculum and instruction. Promoting a sense of understanding that they can teach as well
as learn and lead (Cain, 2001). Those teachers also have strong commitment in developing other
teachers as leaders. They are not interested in dominating; rather, they feel the need to help in a
cooperative spirit (Black, 2001; Cain, 2001). According to Sun (2004) the principal is one of the
greatest influences on teachers and the “immediate leadership is the most influential factor on
teacher commitment” (p. 18).
Sun (2004) identified ways principals can increase teacher commitment. Among these
methods are building good personal relationships with teachers, providing support, modeling
expectations, and being genuine. The way a principal disseminates information can shape the
magnitude to which these practices have positive effects on teachers and eventually students. The
ability to establish effective two-way communication aids in the development of trust and
decreases the likelihood of performance problems. Effective communication creates a sense of
cooperation among teachers. It improves the efficiency of an organization and leads to its growth
(Green, 2010; Lunenburg & Irby, 2006). It is important to acknowledge that poor
communication, unspoken expectations, intermixed with insufficient professional development
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training, are common work-related stressors that principals experience (Alvoid & Black, 2014).
Alvoid and Black (2014) research displayed that the quality of communication is vital to the
success of leaders and the organization. Ineffective communication was cited as the primary
mistake made by leaders. Their findings showed that leaders sometimes fail to communicate
information in a way that is meaningful and complementary to the needs of teachers (Alvoid &
Black, 2014). The manner which leaders communicate is a difficult process. It is important to
identify that numerous influences impact leader communication (family, gender, economic
status, race, education).
Principals need to understand how to lead, inspire, and motivate teachers. Applying these
skills for teachers working at Title I elementary schools, where more than 50% of the students
live below the poverty level, is another challenge (Tyler, 2016). Tyler (2016) wanted to research
the training program developed to improve (current and aspiring) principals’ communication
skills for those serving students and teachers at a high-performing Title I elementary school in
the state of Virginia. The research was conducted using the qualitative method. It is important to
note only 8% of Title I schools received the high performing designation throughout the state in
2014. The researcher was inspired to conduct this study based on data about teachers’ and
principals’ roles in student achievement. Specifically, the study was conducted to assess school
level leaders’ communication skills and how they used the skills to develop teachers and impact
student achievement and outcomes. Using the qualitative research method allowed the researcher
to develop a deeper understand of the communication strategies used by principals and identify
themes related to their communication behaviors and patterns when working with teachers.
Another critical component of the study is the setting and how principals develop and use
their communication skills in a Title I school with high performing students. Additionally, the
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study also addressed how communication impacted developing and maintaining the vision of the
school and encouraging internal and external stakeholders to buy into and support the vision.
Participants were selected using the criterion-based sampling method to initially identify 57
potential participants. All participants were required to serve as school principals in a Title I
elementary school located in Virginia that also received the Distinguished or Highly
Distinguished designation. Participants also had to serve in their current role at the current school
for at least two years. The initial 57 potential participants represented 19 schools. Of the 57
eligible participants, 19 responded in the affirmative or negative, and 8 agreed to participate. The
low participation rate did not support saturation. The researcher collected data from two sources:
electronic surveys and interviews. Interviews were conducted via the telephone with each of the
principals who completed the electronic survey and were employed as a principal for at least two
years. The results of the study revealed 11 communication techniques or strategies, which
resulted in five themes related to leadership:
1. instilling faculty trust,
2. sharing decision-making with teachers and principals,
3. using student-centered approaches when making decisions,
4. making decisions with transparency, and
5. principal preparation (Tyler, 2016, p. 13).
The following behaviors were discussed by participants: frequently communicating faceto-face, infrequently conducting whole-school meetings, and participating in weekly grade level
meetings. The overarching result indicated principals should use communication as a tool to
build trust between principals and teachers. Participants mentioned verbal communication as
most effective and learned to limit email communication. Hand-written notes of encouragement
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or gratitude were deemed effective. Using communication to build trust and moral in a
transparent manner were frequently mentioned by participants (these themes were mentioned 72
times). Trusting relationships between principals and teachers contributed to effective
instruction. The results of this study supported previously conducted research: strong
communication skills are exhibited by effective leaders. These skills contribute to school-based
effectiveness as principals are able to mentor teachers and share their vision for students (Tyler,
2016).
The purpose of this study was to examine emotional support and relationships between
teachers and principals. The researchers wanted to develop a deeper understanding of how
communication contributes to the types of relationships between teachers and their principals,
especially related to emotional support. The quantitative study was conducted with 190 teachers
to assess their principals’ communication strategies (e.g., normalized and empowering messages
and empathic listening) and emotional support received. The teaching profession can be
emotionally taxing and challenging for employees in the classroom. The following occurrences
and relationships can pose challenges for teachers: documentation, accountability for student
achievement, serving multiple diverse stakeholders, and hostile parents and students. Teachers
look to their principals to help navigate the challenges and provide support and techniques to
overcome the hurdles they routinely encounter. Teachers seek out principals to provide two types
of support: instrumental support – helping teachers develop skills to complete tasks or objectives
such as time or classroom management and emotional support – helping teachers develop and
enhance their affective skills and characteristics such as building empathy and trust (Tyler,
2016). Like in other professions, principals and managers are significant factors associated with
employee or teacher morale and emotions.
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Communication techniques favored by employees included empowerment (engaging
others to help with their internal competencies and self-determination), empathic listening
(intentionally and actively engaging in conversations while alerting the speaker that their
messages are received and understood), and normalization (developing consistent messages and
activities). Participants were recruited from students enrolled in one of three master’s degree
programs in departments of Education (special education, administration, and counseling). The
researchers administered hard copy surveys at the conclusion of scheduled classes, which
resulted in 190 participants. The demographic information of participants included the following:
82.6% female, 57% employed in elementary schools, average age of 40.5 years old, and an
average of 13.42 years of teaching experience. The data was analyzed using factor analysis. The
following results were reported: five factors scored higher than 0.50% and explained 76.07% of
the total variance. To summarize the initial results indicated principals offered emotional support
and used effective communication strategies. The researchers conducted a single-step test using
the bootstrapping technique to test the hypothesis (analyzing the indirect and direct effects of
principals’ use of emotional support related to a myriad of communication strategies and
teachers’ emotional reframing). The independent variable was principals’ emotional support; the
dependent variables were principals’ communication styles and teachers’ emotional reframing;
and the covariate for the mediators and outcome was the quality of relationships. The results
indicated principals’ communication styles effected teachers’ emotional reframing and empathic
listening and principals’ empowering messages were the most important mediators (Berkovich &
Eval, 2018).
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The Influence of Communication on Teachers’ Retention and Attrition Rates
An increasing factor regarding teacher retention is the role of the principal. According to
Brock and Grady (1998) in their study regarding first-year teachers, the principal is the most
important person in the school. Principals play a key role in initiating teachers into their schools
as well as into the teaching profession (Hughes, 1994; Lieberman & Miller 1994; Smith &
Andrews, 1989). Other studies demonstrate that for principals to provide applicable support and
direction, principals need both to understand the problems that teachers may encounter and to
devise the significance of the role principals play at their schools (Chester, 1992; Lee, 1994;
Sergiovanni, 1994).
In this time of increasing demands on principals and teachers to ensure academic
performance of students, maintaining the continuity of a teaching force in schools thus represents
a clear objective. Research illustrates that long-term commitment by teachers is essential for the
outcome of student achievement (Tolan, 2001). Scholars increasingly agree that effective
teachers are critical to children’s learning process (Viadero, 2000). It is essential for instructional
leaders to be visible and capable of communicating effectively with all stakeholders. A
principal’s job is to influence groups to learn and solve problems together. They must be selfaware and insightful, seek constructive criticism, and freely admit to their mistakes (Wagner,
2001). School leaders must be strong to model those traits daily. If leaders can achieve this, the
teacher’s safe environment can be maintained and, the possibility that the teacher will remain at
the school increases. Educational leaders must demonstrate active listening, which develops a
friendly and cohesive work environment (Harris, 2000). When leaders participate in active
listening, teachers then recognize they have somewhere to go to be heard (Harris, 2000). Leaders
have the capacity to make teachers feel they are a fundamental part of the school (Cain, 2001).
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Leaders should communicate to stakeholders their value to the school’s success or failure, its
progress or regression, and its survival or demise. It is through communication, leaders establish
the ideology that school organizations consist not only of the people within those schools but of
the people and their connection to one another. Successful leaders help teachers to change their
view from followers to equal partners in the school (Long, 1995; Ness, 2000). Once teachers feel
a sense of partnership, they are more likely to remain at their respective schools. According to
Bulach (2001), to retain teachers, a leader must include faculty in the decision-making process
and obtain a shared vision. It is imperative that all faculty be treated equally, and leaders foster
learning communities that function as support structures for all staff members. It is through
support that teachers have the opportunity to cultivate their relationship with the school. Thus,
teachers can begin to have a voice in what happens at their schools. When teachers see principals
as positive models who communicate with all stakeholders effectively, it demonstrates the
importance of their voice within the school (Wagner, 2001). As teachers start to think of the
school as their home, retention becomes more of a likelihood. Leaders who grant teachers
opportunities to make decisions allows them to gain of sense of ownership and a part of the
decision-making team (Harris, 2000). The teachers feel a sense of empowerment which creates
unity with their leaders and enhances the school climate. This unity gives them a need to remain
at the school. The capability to have an active role in the decision-making process is a key in
keeping teachers at schools (Black, 2000).
Many troubled or at-risk schools are staffed with teachers of novice experience or those
considered to have limited effectiveness. According to Ingersoll (2004), this tactic to balance
teacher turnover has been intensified by the continuous cycle of teacher attrition among the best
and most qualified novice teachers. In order to address teacher shortage, an examination of the
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problems causing attrition must be examined (Cashwell, 2008; Makovec, 2008; Ingersoll, 2004).
The authors of “No Dream Denied” categorized teacher attrition in the same category alongside
high school student dropouts. Signifying that the teacher dropout rate is higher than the student
dropout rate within the urban school structure. Kain (2011) described teacher attrition as a
downward spiral. Perda (2013) suggests attrition rates in poverty area schools remains
comparatively unchanged with the rate of attrition in poorer schools who are financially
sustaining. The probability of new teachers leaving the profession at greater rates than their more
experienced colleagues has become a depiction of various American school systems (Alliance
for Educational Excellence, 2005). Teacher preparation and effective principal communication
influences student success and learning. Cashwell (2008) interprets this need as a crisis of quality
versus quantity and suggests that a large population of students are being taught by teachers who
did not study the field in which they are teaching. The necessity to reorganize the hiring structure
along with greater education standards has become the focus of educational reform (American
Council on Education, 1999). The need to restructure teacher education is broadly supported, the
concern rests in the methodology needed to accomplish this task (Ingersoll & Merrill, 2014).
Teacher retention throughout the profession and especially at difficult to staff schools is a
challenge for principals. The purpose of this study was to examine the relationship between
teacher retention at difficult to staff schools and principal support. The specific areas of interest
included 1) determining if a relationship between principal support and teacher retention existed,
2) examining teachers’ and principals’ perceptions to determine how said perceptions of
members of both groups impact teacher retention, and 3) ascertaining if a correlation exists
between teacher retention and principals’ support (Hughes, Matt, & O’Reilly, 2015). The study
was guided by three research questions and an additionally three hypotheses:
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Q1: Do principals’ supportive behaviors correlate with the retention of teachers who
work in hard-to-staff schools?
Q2: What is the relationship between teacher and principal support scores on the
Administrative Support Survey?
Q3: Is grade level a factor in the perceived support of teachers?
H1: Principals’ support skills are related to teacher retention.
H2: Principals will perceive they provide greater support to the teachers than the teachers
will acknowledge on the survey.
H3: Teachers working in multi-level (K-12) institutions will report having more support
from their principals than teachers working in institutions with only high school (9-12)
level students (Hughes, Matt, & O’Reilly, 2015, p. 131).
The study was conducted using a non-experimental correlational design because it
allowed the researchers to analyze the relationship between variables in a real-life setting and
without manipulating participants. Data was collected via a survey administered to both
principals and teachers employed at difficult to staff schools. Difficult to staff schools were
categorized as those located in residential or correctional facilities and included a high
proportion of students with behavioral and/or emotional needs. For the purpose of this study,
support was described as principals taking active roles in their schools to encourage and assist
teachers in an approving and positive manner. The researchers conducted a pilot study, which
included administering the survey, convening focus groups, and analyzing the data. This process
allowed the research team to assess the quality and validity of the instrument. The
Administrative Support Survey, developed by C. Yvonne Balfour in 2001 was used to collect
data pertaining to expected and received support from teachers. Participants were recruited from
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20 schools; the final breakdown of participants included 17 principals and 80 teachers. The data
was analyzed using the Chronbach Alpha and Spearman Rho Correlation statistical techniques.
All results equal to or greater than 0.06 were considered significant. The results of the study
indicated areas of support were positively correlated to teacher retention. The following types of
support were ranked in order of significance (with the highest significant correlation listed first):
emotional support, environmental support, instructional support, and technical support.
Additionally, all types of support affected teacher retention (either positively or negatively).
Another result indicated teachers and principals perceived support differently. While principals
perceived they supported their teachers, teachers did not report the same perceptions. The
greatest gap in perceived support reported from principals and teachers was in the area of
instructional support (Hughes, Matt, & O’Reilly, 2015).
Teacher retention and attrition are problems plaguing the profession as a large number of
teachers leave their schools or the field within the first few years. Retaining highly qualified
teachers is a challenge to principals and school leaders throughout the country. This challenge is
more difficult to overcome in high minority and low-income schools. Many teachers report
leaving the profession due to high stakes testing and lack of perceived support from principals
and administrators.
The purpose of this study was to identify trends among teachers and schools which
impact teacher retention and exploring how accountability and high stakes testing impacts
teacher retention and attrition. Even though high stakes standardized tests make it easy to assess
learning outcomes for large groups of students in an inexpensive and time effective method,
these assessments are also linked to contribute to struggles for teachers to target the educational
expectations for students based on the information covered on the tests. These tests were
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reported to contribute to increased teacher attrition, lower academic performance among
students, and low sustainability for quality educational programs. The authors of this study aim
to fill gaps in the literature in regard to contributing factors to teacher attrition. They defined
teacher attrition as a teacher who left the profession and never worked as an educational
administrator. Attrition only applied to former teachers who left the profession and not those
who transferred schools, changed districts, or were hired for administrative level positions. The
following two research questions guided this study:
1. Do survival functions differ across teacher/personal characteristics (beginning
teaching age, gender, ethnicity, subject area, and testing era)? Moreover, are these
relationships moderated by other variables included in the model?
2. Do survival functions differ across school characteristics [teaching assignment,
school type (charter vs. non-charter), school accountability rating, and population
served and do significant moderation effects exist in the model?
The study was conducted using data from the Texas Education Agency between the years
of 1988 and 2010. Teachers who left the profession during this 22-year time period were
considered for analysis, which resulted in 215,482 eligible participants (481,718 teachers were
employed and 266,236 remained in the profession during the time period). The data was
analyzed using two samples. The first study used 215,482 teachers with the following
demographic background: 77.24% female, 75.71% White, 13.95% Hispanic, 7.97% African
American, 1.18% Asian, 0.26% Native American, on average taught 4.61 years, and an average
age of 39.54 when they left the profession of teaching. Teachers left the profession during testing
eras: 71.99% left during the Texas Assessment of Knowledge Skills, 26.19% left during the
Texas Assessment of Academic Skills, and 1.82% left during the Texas Educational Assessment
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of Minimum Skills. The following results emerged for Study 1: univariate effects for teacher
variables. The following results were significant at 0.05 level: beginning teaching age (younger
teachers demonstrated higher attrition rates), gender (males left the professional at higher rates
than females and the retention rate was higher among females than males), race/ethnicity
(African Americans were more likely to leave the profession than teachers of other racial or
ethnic backgrounds and Hispanics were less likely to leave the profession compared to Whites),
and classification (foreign language teachers were more likely to leave the profession compared
to those with other classifications and math and science teachers reported high rates of attrition
compared to those working in other subjects). The sample for Study 2, which addressed teacher
retention based on school characteristics included the following: 128,127 teachers, 77.23% of
female, average starting age of 34.49, 73.1% White, 15.3% Hispanic, 9.0% African American,
4.6% Other race or ethnic group, and taught an average of 3.47 years. The types of schools
where participants worked included the following: 51.38% elementary school, 21.69 middle
school, 26.92% high school, 3.01% low performing school, 49.16% acceptable, 30.87%
recognized, and 14.72% exemplary (2.24% of schools did not report). White teachers were more
likely to work at high performing schools and African American teachers were more likely
employed at low performing schools. Attrition was highest amongst teachers employed by lower
performing schools; they were 20 – 22% more likely to leave the profession compared to
teachers working in other educational environments. Teachers employed in the elementary
setting were less likely to leave the profession and little differences emerged for teachers at the
middle and high school levels (Sass, Flores, Claeys, & Perez, 2012).
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School Culture and Climate
Principal communication, school culture and climate are often correlates of each other.
School climate refers to the environment of the school and is influenced by the personalities and
participants within the school. As Halawah (2005) asserted, school climate impacts the
principal’s effectiveness. When school climate is improved, students are more successful, proper
student behavior is fostered, and teacher performance is also improved. It is from the correlation
of these two concepts that we gain an understanding of the beliefs surrounding teacher morale.
According to Lumsden (1998) morale has an impact on school/campus climate and lists four
factors that may affect teacher morale: school environment; parent support; student
responsiveness and enthusiasm; and stress.
Ultimately, school climate is drastically affected by the morale of teachers in the school.
Evans (1992) expressed that morale is defined as a state of mind governed by the individual’s
anticipation of the extent of satisfaction of those needs, which he or she perceives as drastically
affecting his/her work situation. Morale has also been defined as the feeling a worker perceives
himself within the organization and the degree to which the organization is viewed as meeting
the teacher’s personal needs and expectations (Washington & Watson, 1976). Teacher morale is
positive, student attitudes and learning are enhanced because of it (Lumsden, 1998; Miller,
1981). A corporative school environment and enhanced teacher morale are related. Teacher
morale helps teachers and students. Teachers in the high morale schools, more often, had a
highly effective principal; while, teachers in a low morale school, more often had an ineffective
principal. Buffum and Hinman (2006) stated when teachers begin to focus on why students are
not learning, rather than on the pedagogy, the primary purpose of education is renewed. It is the
expectation of public schools to create an environment of success for students (Wilhelm, 2009).
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Unfortunately, in today’s educational system this is not happening. Students are progressing
though school unaware of the multitude of educational possibilities.
Wilhelm stated, building changes and cultural expectations must be evaluated to
compensate for what students are lacking. Cohesive school culture takes time and must be a
collective effort (Peterson, 1994). This effort should be inclusive of school leaders, teachers, and
everyone involved in the success of students. Collaborative school cultures promote consistent
practices and a belief system that supports the ideals of the entire organization. According to
research schools with an elevated degree of collaboration have a greater amount of achieving
students (Goddard et al., 2007). Obtaining the trust of teachers is essential in building school
culture and professionalism (Tschannen-Moran, 2009). Schools with a specialized organizational
structure creates an environment of strong cooperation and collaboration that is inviting to
teachers. Teacher collaboration can shape the quality of teaching by enhancing the work of the
teachers. A healthy school culture is cultivated by collaboration and constructive dialogue
regarding student achievement (Hoy & Miskel, 2008). Hoy and Miskel (2008) also asserted that
a school’s culture is developed from a foundation of trust and support among administrators,
which can ultimately lead to student success.
According to DuFour (2011) when schools support a collaborative culture and climate
teachers develop a sense of ownership and perform better in the classroom. School Climate is
reflective as the behavior promoted in and around the school while culture denotes the shared
values and norms of an organization. Organizational climate is defined as “the shared meaning
organizational members attach to the policies, practices, and procedures they experience and the
behaviors they see being rewarded, supported, and expected” (Ehrhart et al. 2013). Due to the
crucial role of principals they are instrumental in the development and implementation of
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educational reform, school performance and comradery among teachers and administrators.
Principals who promote as well as become a part of the culture prove as team players and benefit
both the teachers and students. Building principals that demonstrate restrictive behaviors and
concentrate on strictly enforcing school policies with no regard for school morale are
micromanagers and negatively impact teachers, students and building personnel.
Consequently, principals who are friendly, open and accessible to their teachers are
fundamental to the growth of the organization (Tarter et. al. 1989). Teachers who are involved in
school, initiate change. School climate is connected to teachers’ perceptions of the building
principal’s effectiveness to lead. Schools that have adaptable climates have structures and
processes in place to support instructional time while also meeting the need of teachers.
According to Elmore (2000), sustainable principals are able to avoid non-instructional concerns
from creating confusion and disruption in their schools and in classrooms. When principals
understand climate, it creates an opportunity for the development of strategies for changing the
school culture (Hoy et al., 1991; Gruenert, 2008; Schein, 2010).
Reaves and Cozzens (2018) conducted a study to determine if correlations emerged
between teachers’ perceptions of components of a safe and supportive climate relative to the
school and working conditions and teachers’ intrinsic/internal self-efficacy and motivational
beliefs. The study also addressed the magnitude in which teachers reported feeling safe and
supported. The goal included using the results of the study to inform teacher retention, improve
instructional practices, and increase job satisfaction. Organizational climate, especially in school
settings, is a critical component to sustainability and employee/teacher retention. Other benefits
of a strong school climate include increased academic/student outcomes, higher graduation rates,
and reduced violence. Conversely, negative school climate adversely impacts retention, student
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outcomes, and discipline referrals. The impact on retention is not limited to not returning to a
specific school but can also lead to teachers leaving the profession entirely. The problem
addressed by the study was the degree to which school climate and teachers’ perceptions of their
workplace (schools) influence and impact teachers’ attrition, job satisfaction, motivation,
retention, and safety. Another purpose is to determine what factors influence teachers’ workplace
perceptions as a correlation of self-efficacy and motivation. From one school year to the next
more than 250,000 teachers leave the profession, which leaves a shortfall of more than 50,000
teachers (based on the gap between those initially hired and leaving the profession). School
climate, working conditions, and lack of support were three factors associated with teacher
attrition and departing from the profession. Four research questions guided this study:
Q1. To what extent do teachers perceive that their schools exhibit specific elements of a
safe and supportive school climate (i.e. positive staff relationships, accountability and
consequences, clear expectations and parameters, and active monitoring)?
Q2. Do correlations exist between the elements of a safe and supportive school climate
and a teacher’s (a) intrinsic motivation and (b) self-efficacy beliefs?
Q3. Is there a significant difference between (a) the intrinsic motivation and (b) selfefficacy of teachers who feel safe and supported in schools versus those that do not?
Q4. Which of the four elements of a safe and supportive school climate has the greatest
impact on (a) intrinsic motivation and (b) self-efficacy of a teacher (Reaves & Cozzens
(2018, p. 51)?
The researchers collected qualitative and quantitative data to tackle the research
questions. The following statistical analysis techniques were used: multiple regression
(determine the level of impact), Spearman’s correlation (measure the level of association
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between variables), and t-test (assess statistical significance). Participants were selected from
seven public schools located in a Western Tennessee school district employed in middle, junior,
and high schools. The sample was generated using the convenience method and recruiting
additional participants based on referrals and interest. A total of 204 teachers agreed to
participate, which resulted in an 81% response rate. Participants completed the Safe and
Supportive School Questionnaire and Attitude Toward Teaching Survey. The Safe and
Supportive School Questionnaire includes Likert Scale questions designed to measure the
following characteristics: active monitoring, accountability and consequences, clearly defined
expectations and parameters, and positive staff relationships. The Attitude Toward Teaching
Survey was comprised of 17 questions used to assess the following: collective efficacy, extrinsic
motivation, intrinsic motivation, and incremental beliefs. The research team administered the
instruments via an electronic password protected site. The participants also completed the
consent form electronically. The demographic breakdown of participants included: 135 (66.2%)
female, 69 (33.8%) male, and 135 (66.2%) Caucasian (the researchers did not provide data about
other ethnic groups). Teachers’ perceptions about the leaders at their schools included clear
parameters and expectations. Teachers also reported positive relationships among staff members,
thought they were held accountable, and valued the opinions of leaders in the school and district.
There was a significant (but moderate) negative correlation between intrinsic motivation and
consequences and accountability (r = -0.31, p < 0.001). There was a significant positive
correlation between intrinsic motivation and active monitoring (r = 0.45, p < 0.001). There was a
significant positive correlation between intrinsic motivation and clear parameters and
expectations (r = 0.57, p < 0.001). There was a significant positive correlation between intrinsic
motivation and positive staff relationships (r = 0.51, p < 0.001). Based on the responses from
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participants, teachers who felt safe and supported at work demonstrated higher levels of intrinsic
motivation and higher levels of self-efficacy. The research also revealed 49% of the variance
associated with intrinsic motivation was explained by teachers’ perceptions of the following:
active monitoring, clear expectations, consequences and accountability, and positive staff
relationships. Active monitoring was not found to be a significant predictor of intrinsic
motivation. Additionally, 36% of the variance associated with self-efficacy was explained by the
following variables: active monitoring, clear expectations and parameters, consequences and
accountability, positive staff relationships, and self-efficacy (Reaves & Cozzens, 2018).
The purpose of Negis-Isik and Gursel’s (2013) study was to examine the culture of
schools from various districts and how the culture impacts success. The study was conducted at
one school using the ethnographic case study research method. This allowed the researchers to
examine the school in a real-life setting. For the purpose of this study, school culture was
described as an established set of norms, patterns, and behaviors deemed suitable and acceptable
for members of the school community. Culture can positively or negatively impact moral,
retention, and student achievement. The specific school used to conduct this study was selected
using criterion sampling. The school met each of the three predetermined criteria: five years of
successful academic progress, principal served in the capacity for at least the past three years,
and educators working at the school agreed to participate.
Data was collected using unstructured observation, stories, and semi-structured
interviews. The researchers also used member checking to ensure they accurately and honestly
captured participants’ responses and perceptions. The data analyzed included 98 pages of
interview notes and 30 pages of observation notes. The researchers used Microsoft Excel to
analyze the interview data and observation notes. Seven themes emerged from the data collected:
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achievement, administration, sacrifice, special occasions, relations with parents, relations with
students, and relations with teachers. The themes were both positive (65%) and negative (35%).
Teachers and administrators work collaboratively to increase student outcomes. Challenges
occurred when parents did not consider the teachers successful or competent. Teachers found it
easy to communicate laterally with other teachers and administrators but found it difficult to
communicate with parents. Academic achievement was related to previous performance (both
positive and negative). Parents from higher socioeconomic status were more engaged with
school personnel and easier for teachers to talk to. Based on this study, culture did not impact
academic achievement. Instead, student outcomes were attributed to finding common ground to
solve problems, positive relationships among teachers, and principals’ leadership characteristics
(Negis-Isik & Gursel, 2013)
Summary
Communication is attributed as one of the most essential human relations skills. The study
of communication style, organizational communication, leadership, and teacher job satisfaction
and retention are major components of school success. There is a need for an assessable, and
communicative type of leader. This leader must possess a positive attitude, collaborative thinking,
shared decision-making, and exercises assertive communication skills. The principal’s
communication style is keen to the instructional success of his/her school. The extent to which a
relationship exists between the perceived communication style of the principal and retention was
investigated using methods described in Chapter III.
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CHAPTER III
METHODOLOGY
The purpose of this study was to describe the influence of the principal’s communication
style regarding the retention of teachers in grades kindergarten through fifth at a selected
elementary school. It was generally acknowledged that no school can be any better than the
quality of its teachers (Stronge & Tucker, 2003). It was critical that schools make every effort to
retain their best teachers. Teacher attrition and turnover became a universal concern. Teacher
turnover referred to teachers who either quit teaching or transferred to other schools
(Mecklenburg, 2004). According to Clifton (2012) “principals must do everything possible to
retain highly qualified teachers within their buildings” (p.1). The principal was proven to be a
remarkable influence when it came to teacher retention. Continued research by (Boyd, Lankford,
Loeb, & Wyckoff, 2009) stated that the school climate and amount of administrative support
accounted for the disparity in attrition rates. This chapter detailed the methodology that was used
in the study, including research design, selection of participants, context, and setting,
instrumentation, data collection, and data analysis.
Research Design
In this descriptive study, the researcher used the qualitative research methodology of
hermeneutical phenomenology to explore and more clearly describe the essence of teachers’
(grades kindergarten through fifth grade) perceptions of the principal’s communication style
regarding teacher retention at a selected elementary school. In so doing, the researcher gained
knowledge as these participants shared their feelings, describing what they perceived and sensed
through their own self-awareness and experiences. Approaching the study from this perspective
allowed the researcher to explore the central underlying meaning of the experiences that
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contained both the outward appearance and inward consciousness based on memories, images,
and meanings of these participants’ responses (Moustakas, 1994). The research questions used to
better understand the phenomenon were:
1. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the characteristics that best describe their principal’s
communication style?
2. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the influence of their principal’s communication style on
teacher retention?
3. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the communication style of the principal that they respond to
best?
4. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding recommendations to improve communication from their
principal?
The phenomenological research approaches designed by Bodgan and Biklen (2006) were
used to analyze the data. Bodgan and Biklen (2006) described their process for analyzing the
data in the following statement, “analysis involves working with data, organizing them, breaking
them into manageable units, synthesizing, searching for patterns, discovering what is important
and what is to be learned, and deciding what you will tell others” (p. 157). According to
Lichtman (1996), phenomenological research approaches study the actual experiences of people
regarding a certain phenomenon. Therefore, the phenomenological researcher must be openminded toward a changing reality (Lancy, 1993). That is, he or she needed to be prepared to give
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explanations for observed phenomena. Phenomenology instructed the researcher to allow the
phenomenon to reveal itself in its fullness. The teacher participants were diverse with varied
teaching experience. It was important for the researcher to understand the diversity within the
group of participants as inquiry is conducted. Thus, the researcher’s former role as a teacher
tenth through twelfth grade, served to provide necessary knowledge to collect and correctly
interpret the data, while keeping biases in check. Boeree (2002) noted that the phenomena speak
for themselves, meaning the researcher should be prepared to listen. In this study, the researcher
described the perceptions of current participants teaching in grades kindergarten through fifth
grade they actually appear to the participants, free of the researcher’s biases and beliefs as
supported by the work of Gall, Gall, and Borg (2006).
Context and Setting
Qualitative review depended on descriptive data, including direct quotations, that
expressed people’s perceptions of the phenomenon being studied (Patton, 1990). To obtain such
data, the qualitative researcher should have interest and experience regarding the topic of his or
her research. The researcher studied the phenomenon in the context in which it innately occurred.
The context for studying the perceptions of teachers, therefore, took place in their schools. For
the purpose of this particular study, a selected elementary school in the southwest region of
Texas was selected.
The selected elementary school represented a wide range of grade levels and diverse
group of teachers. The school utilized for this research was selected due to location and
accessibility for the researcher. When evaluating school districts in the southeast region of Texas
a list of schools was populated and the school utilized was purposefully selected and approved
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for research. Upon selection it was later acknowledged the school was located in a large urban
school district and close-knit community with a diverse student population.
The current principal (African American female) of the selected school previously served
as an assistant principal for two years prior to her current academic appointment. The previous
instructional leader for this campus was an African American male and served for six years. A
majority of the participants taking the survey and all focus group participants worked under both
principal administrations. The name of the school was omitted to preserve confidentiality. The
selected school was a public physical fitness magnet centered elementary school with a
population of 759 students. A majority of the population was primarily Hispanic students in
grades ranging from K-5th grade. The leadership was comprised of its principal, assistant
principal, and Title I facilitator. The principal served as the school’s assistant principal prior
assuming the position as principal. The student population of the school included 30% African
American, 2.9% white, 63% Hispanic, and 2.5% Asian.
Participants
The participants for this study were purposefully selected from the population of teachers
teaching kindergarten through fifth grade. The purposeful selection was conducted by choosing
teachers on the roster in each grade level to participate in the study based on if they could be
contacted and/or elected to participate or not. The electronic survey was disseminated to 47
teachers and 47 responded and completed the electronic survey. Of the 47 participants who
completed the online survey (the modified Purdue Teacher Opinionaire), the first five to express
interest in participating in the focus group interview were selected. The researcher analyzed data
(reported in Chapter IV) from 47 participants who completed the online survey and five focus
group participants. The demographics of the participants included six (12.77%) males and 41
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(87.23%) females. Participants’ ages ranged from 21 to 58 and above, taught grades Pre-K
through fifth grade, the number of years of experience ranged from one to more than 25 years,
and represented various racial groups (White or Caucasian, Black or African American, Hispanic
or Latino, Asian or Asian American, American Indian or Alaska Native, and Another race - not
Native Hawaiian or other Pacific Islander).
According to Bogdan and Biklen (2003), “the method of sampling in analytic induction
is purposeful sampling. The researcher may choose particular subjects to include because they
are believed to facilitate the expansion of the developing theory,” (p. 65). In addition, Gall, Gall,
and Borg (2006) explained that the purpose in selecting participants in purposeful sampling “is to
develop a deeper understanding of the phenomena being studied. A related purpose often is to
discover or test theories” (p. 165). Creswell (2013) stated that phenomenology involves a study
of, “multiple individuals who have experienced the same phenomenon” (p. 112). The criteria for
selection included teachers teaching in grades kindergarten through fifth grade. Additional
identifiers included gender, race, age, and year of program. Once identified from the rosters, the
participants were notified by the researcher by U.S. mail, email, and/or phone to be invited to
participate in the study. The participants were instructed to complete the modified Purdue
Teacher Opinionaire and return the survey to the researcher. A select number of participants
were invited to participate in a focus group session where they were allowed to expand on their
written responses to open ended questions included in the survey. The focus group session was
held at a selected elementary school. The oral and written participant responses were
documented and analyzed to describe their perceptions. Themes and patterns evolved from
responses to survey questions as well as the follow-up focus group interview discussion to help
the researcher understand the perceptions of the participants. The survey utilized by the
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researcher for this study was the Purdue Teacher’s Opinionaire. The instrument developed for
the study is further described in the next section.
Instrumentation
In reviewing the literature, the researcher utilized the modified Purdue Teacher
Opinionaire (see Appendix). Purdue University was contacted for use of the Purdue Teacher
Opinionaire instrument. The focus group session provided opportunities for the participants to
share examples and scenarios of situations and incidences that they experience as a teacher
providing the researcher with more knowledge about distinct feelings and beliefs of the
participants through open-ended dialogue. The researcher took written notes during the focus
group session. To measure teacher perceptions regarding the principals’ communication style,
the Purdue Teacher’s Opinionaire (PTO) was utilized. Due to the length of this instrument and
specificity of this research, a modified version was employed, and validity and reliability was
tested prior to administration of the survey instrument. For the purposes of this study, only 30
items were included on the instrument. These thirty items were selected using the parameters
outlined within the 10 subscales. Specifically, the researcher utilized those subscale items that
pertained to morale, job satisfaction and retention. Each of the 30 items of the Modified Purdue
Teacher Opinionaire (PTO), uses a four-point Likert-type scale that measures the degree of
agreement with the questions posed by the survey. The degrees of agreement included: (1)
disagree, (2) probably disagree, (3) probably agree, and (4) agree. The PTO provides a total
score of a single measure of the general level of teacher morale while providing 10 subscale
scores on different dimensions of teacher morale. Furthermore, the instrument divided morale
into meaningful discoveries and is designed to estimate individual, school, and system morale.
This study was crafted and responses for the modified version used in this study were selected
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from subscales of the original version of the PTO. Consequently, a Modified Purdue Teacher
Opinionaire was utilized.
Reliability and Validity
The researcher developed content validity for the instrument by having university
professors review the content for accuracy and completion. In addition, the survey was reviewed
by the researcher’s dissertation chair and committee members who served as experts in
instrument design and retention of teachers teaching grades kindergarten through fifth grade at a
selected elementary school. The survey questions and the focus group interview session met the
criteria for validity according to Guba and Lincoln (1989) and Erlandson, Harris, Skipper, and
Allen (1993), who explained that qualitative research must have the following: truth,
applicability, value, consistency, and neutrality to be considered valid. This study met all five
criteria in the following ways. The criterion of truth was achieved through the use of the
participants’ unaltered responses. The oral and written responses from the participants were
typed into tables in a Microsoft Word document and coded into categories. Applicability was
achieved in this study because the results may be applicable to teachers teaching kindergarten
through fifth grade at selected elementary school. The criterion of value was met by examining
the descriptions and perceptions of the teachers regarding principal communication styles and
retention. The researcher achieved consistency in the study through ensuring that every
participant was provided the same questions on the survey and during the focus group session.
Neutrality was achieved by reducing the researcher’s bias when gathering participants’
responses. A sincere effort was made to ensure that the researcher did not influence the
participants’ responses. The participants were made aware that the researcher is a former teacher
grades tenth through twelfth grade. The researcher did not give the participants any positive or

58
negative responses about her experiences during participant interviews or her personal and
family background. Additionally, the following criterion were used to address rigor and
trustworthiness (Erlandson et al., 1993; Guba & Lincoln, 1989) required of qualitative research:
credibility, transferability, and confirmability (Trochim, 2002). Credibility entailed establishing
that the results of qualitative research are credible or believable from the perspective of the
participants in the research. The purpose of qualitative research was to describe or understand the
phenomena of interest from the participants’ eyes (Trochim, 2002). The participants were the
only ones who could legitimately judge the credibility of the result. Credibility was addressed in
this study by asking the participants to describe their own experiences. The students’ abilities to
write and review their responses and add any additional comments increased the credibility of
their responses.
Transferability in qualitative research refers to the degree to which the results of the study
were generalized or transferred to other contexts or settings. Transferability was primarily the
responsibility of the researcher who must clearly describe the setting or context of his or her
study (Erlandson et al., 1993; Guba & Lincoln, 1989). In this study, the researcher attempted to
increase transferability by including detailed descriptions of the participants’ demographic
information, including race, gender, age, years of participation as a teacher in grades
kindergarten through fifth grade. In so doing, others can better determine the transferability of
the results by analyzing the differences and similarities between their context and the context
described in this study. The person who transfers the results to a different context was
responsible for making the judgment of how sensible the transfer might be (Trochim, 2002).
Specifically, others reading the findings of this study examined the experiences of teacher’s
kindergarten through fifth grade. Confirmability referred to the degree to which the results can
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be confirmed or corroborated by others (Trochim, 2002). Qualitative research tended to assume
that each researcher brings a unique perspective to the study. There were numerous strategies for
enhancing confirmability. The researcher can document the procedures for checking and
rechecking the data throughout the study (Trochim, 2002). Confirmability was addressed in this
research by examining the common emerging themes from the participants’ oral and written
responses to the open-ended questions. The participants’ verbatim responses were typed from
written documents transcribed from oral responses then placed in tables in a Microsoft Word
document, thereby ensuring that none of the data was changed or altered.
The participants’ oral and written responses to the open-ended questions were direct
quotes and served as a basic source of raw data in the qualitative evaluation. These questions
revealed the participants’ levels of emotion, their thoughts, their experiences, and their basic
perceptions of non-cognitive factors and other potential factors for teachers that participated in
the study. The researcher invited a professor in education to the focus group session as observer
to ensure that the process was fair and consistent.
An additional instrument utilized was the Modified Purdue Teacher’s Opinionaire (PTO).
According to Rosner (1972) the reliability of the Purdue Teacher Opinionaire is a research
instrument developed to examine individual, school, or system-wide teacher morale. Bentley and
Rempel (1980) reported that test-retest correlation for the total score was .87 with the
correlations for the 10 subscales ranging from .62 to .88. Nine (9) out of the ten (10) subscales.
A reliability coefficient of .80 and above designates good consistency (Gay, 2000). As for the
validity of the Purdue Teacher Opinionaire. Bentley and Rampel (1980) provide the following
evaluation: There is no relevant criterion on which to judge the validity of an instrument of this
nature, except, to the relative performance of teachers. Peer ratings, evaluations by
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administrators, which have very limited significance as a criterion of validity of teacher morale.
To the degree that teachers agree with one another, are self-consistent in their ratings and content
validity is exhibited, at least adequate validity is assumed.

Data Collection
Teachers teaching kindergarten through fifth grade at a selected elementary school
provided the data for this study. The number of possible participants fitting this description was
47. Approval to conduct the study was sought and obtained from the director of research at the
selected school district prior to collection of the data. The completed Human Subjects Form was
submitted to the Houston Baptist University Office of Research to obtain approval to conduct the
study (see Appendices A & B). The researcher received permission to send requests for
participation to teachers within the district. The participants were told that their responses would
be kept for seven years after completion of this research project, and then they will be destroyed.
Data was collected through two means: survey containing demographic questions and
open-ended questions and focus group interviews using research questions and open-ended
questions from the survey and allowing participants to orally expand on the written responses.
The oral and written survey responses were utilized from the purposeful selection of participants.
The participants were notified by the researcher by U.S. mail, email, and/or phone to be invited
to participate in the study. The participants were instructed to complete all of the survey
questions and return the survey to the researcher. The researcher included the link to the online
survey to each teacher who met the requirements for the study. The teachers were not selected
based on the grade taught even though this information was collected for demographic purposes.
Every teacher who responded to the invitation and completed the release form was selected as a
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participant. All of the participants were invited to participate in a focus group session where they
were allowed to expand on their written responses to open ended questions included in the
survey. Each participant who responded to the online survey was asked if they were interested in
participating in a focus group.
The focus group session was held at a select elementary school. The focus group
interview allowed participants to embellish their initial responses to the open-ended questions
from the survey and to change or clarify any language the researcher may not have fully
understood. In addition, the focus group interview allowed participants to share their personal
experiences. Furthermore, the focus group interview allowed the researcher to read body
language and establish a more personal relationship to enhance data collection. The focus group
interview lasted approximately sixty minutes. The oral and written participant responses were
documented and analyzed to describe their perceptions of non-cognitive factors and other
potential factors for college enrollment and graduation; and demographic information. Themes
and patterns evolved from responses to the open-ended questions on the survey as well as the
follow-up focus group interview discussion to help the researcher understand the perceptions of
the participants.
Ethical considerations for this study included concealing the identities of the participants
and obtaining their permission. The consent form was included with the survey so that each
participant understood the expectations before responding to the questions. As researcher bias is
a consideration, the researcher minimized the potential for bias in the study by not intervening in
the participants’ communication unless there was a question.
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Researcher Bias
Researchers must be clear about their biases for stakeholders to be given the opportunity
to decide what they think about all of the data that are presented (Heath, 1997). Researcher bias
is a very important factor in qualitative research; therefore, the researcher used reflexivity to
minimize the bias. With the use of reflexivity, the researcher performed a self-reflection on her
personal biases and predispositions (Milinki, 1999). The researcher is a former teacher grades
tenth through twelfth grade. Therefore, the researcher was careful not to insert her own feelings
about her personal experiences into the responses of the participants. This is why it was so
important to document the participants’ responses verbatim. To analyze the qualitative data, the
researcher reviewed the participants’ responses, which provided insight into their perceptions. To
appraise the situation, the researcher put aside personal biases and remained open-minded when
gathering data for the study. Only through this level of understanding can a researcher proceed
effectively with a low level of bias and influence on the participants in a study.
Data Analysis
In this section, the researcher described the data analysis procedures that were used to
analyze the following: survey containing demographic questions and open-ended questions and
focus group interviews using the open-ended questions from the survey and allowing participants
to orally expand on the written responses. The participants’ responses to the survey and
structured interview questions were analyzed to address the three research questions to determine
perceptions of current teachers teaching grades kindergarten through fifth grade regarding their
perceptions of principal communication style regarding retention at selected elementary school.
A Microsoft Office Word document, printed, and reviewed by researcher. The researcher sorted
the data, analyzed, organized, and reorganized searching for patterns and themes.
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Summary
In this chapter, the researcher presented the methodology for the study. The participants
were purposefully selected and asked to complete the modified Purdue Teacher Opinionnaire and
participate in a focus group. The instrumentation section of this chapter describes the survey,
which included demographic information and open-ended questions. Data collection and analysis
procedures were discussed for two means of data collection: survey containing demographic
questions and open-ended questions and responses obtained in focus group interviews using the
open-ended questions from the survey and allowing participants to orally expand on the written
responses. The findings were presented in Chapter IV.
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CHAPTER IV
FINDINGS
The purpose of this study was to describe the influence of the principal’s communication
style regarding the retention of teachers in grades kindergarten through fifth at a selected
elementary school. Hermeneutical phenomenology was the specific research method used within
the qualitative methodology. This method was selected because it was best suited to explore and
describe the experiences of teachers and communication amongst educators in the school setting.
Specifically, this study surveyed the manner in which principals communicated to teachers and
how it plays a fundamental role on teachers’ behaviors, interactions with students, and teacher
retention (Huges, Ginnett, & Curphy 2002; Yukl 2001). Studying educators from this perspective
allowed the researcher to explore the causal implications of teachers’ experiences and
interactions with school leaders, principals (Spaho, 2013). The following four research questions
guided this study:
1. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the characteristics that best describe their principal’s communication
style?
2. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the influence of their principal’s communication style on teacher
retention?
3. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the communication style of the principal that they respond to best?
4. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding recommendations to improve communication from their principal?
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Descriptions of the Participants and Their Backgrounds
Educators teaching students in grades Pre-K through fifth grade were selected to
participate in this study using the purposeful sampling method. Each of the 47 participants
completed the modified Purdue Teacher Opinionnaire and 5 of them completed a focus group
discussion. Each of the participants who completed the online questionnaire provided
demographic information, which is illustrated in Table 1. The gender composition of participants
included 6 (12.77%) males and 41 (87.23%) females. Participants’ ages ranged from 21 to 58
and above: 2 (4.35%) participants between the ages of 21 and 28 years old, 8 (17.39%)
participants between the ages of 29 and 36 years old, 5 (10.87%) participants between the ages of
37 and 42 years old, 18 (39.13%) participants between the ages of 43 and 50 years old, 7
(15.22%) participants between the ages of 51 and 57 years old, and 6 (13.04%) participants 58
years old and above. As previously stated, participants taught grades Pre-K through fifth grade:
10 (21.74%) Pre-K, 8 (17.39%) Kindergarten, 12 (26.09%) first grade, 13 (28.26%) second
grade, 14 (30.43%) third grade, 11 (23.91%) fourth grade, and 16 (34.78%) fifth grade. The
number of years of experience ranged from 1 to more the 25 years: 5 (10.87%) 1 – 5 years, 4
(8.70%) 6 – 10 years, 13 (28.26%) 10 – 15 years, 13 (28.26%) 15 – 20 years, and 11 (23.91%)
25 or more years. Participants represented the following racial groups: 11 (23.91%) White or
Caucasian, 21 (45.65%) Black or African American, 15 (32.61%) Hispanic or Latino, 1 (2.17%)
Asian or Asian American, 1 (2.17%) American Indian or Alaska Native, and 1 (2.17%) Another
race (not Native Hawaiian or other Pacific Islander).
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Table 1
Survey Respondents’ Demographic Descriptions
Demographics

Participants

Gender
Male
Female

06 (12.77%)
41 (87.23%)

Age
21 – 28
29 – 36
37 – 42
43 – 50
51 – 57
58 and above

02 (04.35%)
08 (17.39%)
05 (10.87%)
18 (39.13%)
07 (15.22%)
06 (13.04%)

Grade Taught During Study
Pre-K
Kindergarten
1st Grade
2nd Grade
3rd Grade
4th Grade
5th Grade

10 (21.74%)
00 (17.39%)
12 (26.09%)
13 (28.26%)
14 (30.43%)
11 (23.91%)
16 (34.78%)

Years of Teaching Experience
01 – 05 Years
06 – 10 Years
10 -15 Years
15 -20 Years
25+ Years

50 (10.87%)
40 (08.70%)
13 (28.26%)
13 (28.26%)
11 (23.91%)

Race
White or Caucasian
Black or African American
Hispanic or Latino
Asian or Asian American
American Indian or Alaska Native
Another Race

11 (23.91%)
21 (45.65%)
15 (32.61%)
10 (02.17%)
10 (00.00%)
10 (02.17%)

As previously stated, five participants completed the online instrument and focus group
discussion. The following demographic information pertains to the focus group participants and is
depicted in Table 2. One of the participants identified as male and four were female. Two
participants were between the ages of 37 and 42, 1 participant was between the ages of 43 and 50,
and 2 participants were 58 years old and older. One participant taught Kindergarten, 1 participant
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taught third grade, 1 participant taught fifth grade, and 2 participants held leadership positions.
Two participants had between 10 and 15 years of experience, 2 participants had between 15 and
20 years of experience, and 1 participant had 25 or more years of experience. One participant
identified as White or Caucasian and 4 participants identified as Black or African American.
Table 2
Focus Group Demographic Descriptions
Demographics

Participants

Gender
Male
Female

1 (20.00%)
4 (80.00%)

Age
21 – 28
29 – 36
37 – 42
43 – 50
51 – 57
58 and above

00 (00.00%)
00 (00.00%)
2 (40.00%)
1 (20.00%)
1 (00.00%)
2 (40.00%)

Grade Taught During Study
Pre-K
Kindergarten
1st Grade
2nd Grade
3rd Grade
4th Grade
5th Grade
Leadership Position

0 (00.00%)
1 (20.00%)
0 (00.00%)
0 (00.00%)
1 (20.00%)
0 (00.00%)
1 (20.00%)
2 (40.00%)

Years of Teaching Experience
01 – 05 Years
06 – 10 Years
10 – 15 Years
15 – 20 Years
25+ Years

0 (00.00%)
0 (00.00%)
2 (40.00%)
2 (40.00%)
1 (20.00%)

Race
White or Caucasian
Black or African American
Hispanic or Latino
Asian or Asian American
American Indian or Alaska Native
Another Race

1 (20.00%)
4 (80.00%)
0 (00.00%)
0 (00.00%)
0 (00.00%)
0 (00.00%)
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The researcher included participants’ demographic information to highlight the diversity
among the group.
Research Question One
Participants answered 14 survey questions applicable to Research Question One.
Participants responded to the following Likert Scale questions pertaining to the Research
Question One electronically: 6, 7, 13, 14, 15, 17, 19, 20, 21, 22, 24, 26, and 30. The opinionaire
captured information regarding the characteristics that best describe their principal’s
communication style. The survey questions captured participants’ thoughts about the following
topical areas: principals’ messages being concise and clear, principals’ efficiently regarding
campus/district policies, principals insistence on teachers documenting or providing proof
regarding student matters, principals’ voice (assertive or argumentative), principals communicate
in a very precise manner, principals begin communication with a positive statement before
providing constructive criticism, principals use threats to motivate teachers, principals are
accurate at all times when communicating, principals quickly challenge someone who disagrees,
principals are bothers when an argument is dropped or not resolved, principals insist upon very
precise definitions which are insisted by him/her when disagreements occur, principals often
complain about making those around him/her feel uncomfortable/sad without explanation, and
principals avoid conflicts and speak about them directly.
The responses to the opinionaire questions includes the following. When asked, “The
principal’s messages are concise”, (Question 6) 46 participants responded: 2 (4.35%) responded
Strongly Disagree, 2 (4.35%) responded Disagree, 3 (6.52%) responded Undecided, 13 (28.26%)
responded Agree, and 26 (56.52%) responded Strongly Agree. When asked, “The principal's
messages are clear”, (Question 7) 46 participants responded: 1 (2.17%) responded Strongly
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Disagree, 2 (4.35%) responded Disagree, 2 (4.35%) responded Undecided, 13 (28.26%)
responded Agree, and 28 (60.87%) responded Strongly Agree. When asked, “The principal has
an assertive voice”, (Question 10) 46 participants responded: 1 (2.22%) responded Strongly
Disagree, 1 (2.22%) responded Disagree, 4 (8.70%) responded Undecided, 22 (47.83%)
responded Agree, and 18 (39.13%) responded Strongly Agree. When asked, “The principal is a
very precise communicator”, (Question 13) 45 participants responded: 2 (4.44%) responded
Strongly Disagree, 1 (2.17%) responded Disagree, 1 (2.17%) responded Undecided, 17 (37.78%)
responded Agree, and 24 (53.33%) responded Strongly Agree. When asked, “The principal
begins communication with a positive statement before providing constructive criticism”,
(Question 14) 45 participants responded: 2 (4.44%) responded Strongly Disagree, 1 (2.17%)
responded Disagree, 0 (0.00%) responded Undecided, 16 (35.56%) responded Agree, and 26
(57.78%) responded Strongly Agree. When asked, “The principal uses unnecessary threats to
motivate teachers to achieve goals”, (Question 15) 46 participants responded: 26 (56.52%)
responded Strongly Disagree, 12 (26.09%) responded Disagree, 2 (4.44%) responded Undecided,
4 (8.89%) responded Agree, and 2 (4.44%) responded Strongly Agree. When asked, “The
principal is accurate at all times when communicating”, (Question 17) 46 participants responded:
0 (0.0%) responded Strongly Disagree, 6 (13.04%) responded Disagree, 4 (8.70%) responded
Undecided, 21 (45.65%) responded Agree, and 15 (32.61%) responded Strongly Agree. When
asked, “The principal disagrees with somebody he/she is quick to challenge them”, (Question 19)
46 participants responded: 19 (41.30%) responded Strongly Disagree, 19 (41.30%) responded
Disagree, 3 (6.52%) responded Undecided, 4 (8.89%) responded Agree, and 1 (2.17%)
responded Strongly Agree. When asked, “The principal is argumentative”, (Question 20) 45
participants responded: 25 (55.56%) responded Strongly Disagree, 12 (26.67%) responded
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Disagree, 6 (13.33%) responded Undecided, 1 (2.17%) responded Agree, and 1 (2.17%)
responded Strongly Agree. When asked, “The principal is bothered when an argument is dropped
or has not been resolved”, (Question 21) 45 participants responded: 12 (26.67%) responded
Strongly Disagree, 13 (28.89%) responded Disagree, 12 (26.67%) responded Undecided, 7
(15.56%) responded Agree, and 1 (2.17%) responded Strongly Agree. When asked, “In
disagreements, the principal insists upon very precise definitions which are insisted by him/her”,
(Question 22) 46 participants responded: 8 (17.39%) responded Strongly Disagree, 12 (26.09%)
responded Disagree, 17 (39.96%) responded Undecided, 7 (15.22%) responded Agree, and 2
(4.44%) responded Strongly Agree. When asked, “The principal often complains about making
those around him/her feel uncomfortable/sad without explanation”, (Question 24) 46 participants
responded: 29 (63.04%) responded Strongly Disagree, 15 (32.61%) responded Disagree, 1
(2.17%) responded Undecided, 0 (0.00%) responded Agree, and 1 (2.17%) responded Strongly
Agree. When asked, “The principal avoids conflict and speaks about it indirectly”, (Question 26)
46 participants responded: 12 (26.09%) responded Strongly Disagree, 18 (39.13%) responded
Disagree, 11 (23.91%) responded Undecided, 4 (8.89%) responded Agree, and 1 (2.17%)
responded Strongly Agree.
Research Question One, principals’ communication styles, was also addressed during the
focus group interviews. Participant 1 indicated communication was an essential component of
good principals. Participant 2 mentioned effective, precise, and detailed communication were
ideal communication styles for principals. Participant 3 identified open and protective
communication styles of principals. Participant 5 also mentioned open as a communication style
among principals.
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Summary of Findings for Research Question One
A summary of the findings from Research Question One are provided in this section. The
summary provides and overview of participants’ perceptions regarding principals’
communication styles. Two themes emerged: messaging and conflict. The messaging theme
included principals who communicated using clear (60.87% of participants responded Strongly
Agree) and concise (56.52% of participants responded Strongly Agree) messages, using an
assertive voice (39.13% of participants responded Strongly Agree), being a precise
communicator (53.33% of participants responded Strongly Agree), and principals are accurate at
all times when communicating (45.65% of participants responded Agree). The conflict theme
addressed communicating in a supervisory manner to teachers and included the following
concepts: principals beginning communication with a positive statement before providing
constructive criticism (57.78% of participants responded Strongly Agree), principals using
unnecessary threats to motivate teachers to achieve goals (56.52% responded Strongly Disagree),
principals are quick to challenge people during a disagreement (41.30% of participants
responded Strongly Disagree and Disagree – both), principals are argumentative (55.56% of
participants responded Strongly Disagree), principals insisting upon very precise definitions
which are insisted by him/her during disagreements (39.96% of participants responded
Undecided and 26.09% of participants responded Disagree), principals are bothered when an
argument is dropped or has not been resolved (26.67% of participants responded Strongly
Disagree, 28.89% of participants responded Disagree, and 26.67% of participants responded
Undecided), principals often complaining about making those around him/her feel
uncomfortable/sad without explanation (63.04% of participants responded Strongly Disagree),
and principal avoiding conflict and speaking about it indirectly (26.09% of participants
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responded Strongly Disagree, 39.13% of participants responded Disagree, and 23.91% of
participants responded Undecided).
Research Question Two
Participants answered 20 opinionaire questions applicable to Research Question Two.
Each of the participants responded to the following Likert Scale questions pertaining to the
Research Question Two electronically: 7, 11, 12, 14, 15, 16, 17, 18, 19, 20, 21, 22, 23, 24, 25,
26, 27, 28, 29, and 30. The opinionaire questions captured information regarding the
characteristics that best describe their principal’s communication style regarding teacher
retention. The opinionaire questions captured participants’ thoughts about the following topical
areas: principals’ clear messages, principals physically and vocally act out when they want to
communicate, principals are comfortable with all variety of people, principals begin
communication with a positive statement before providing constructive criticism, principals use
unnecessary threats to motivate teachers to achieve goals, principals behave aggressively,
principals are accurate at all time when communicating, principals micro-manage all school
functions, principals are quick to challenge people then they disagree, principals are
argumentative, principals are bothers when an argument is dropped or not resolved, principals
insist upon very precise definitions which are insisted by them during disagreements, principals’
feeling about their work, principals complaining about those around them and making others feel
uncomfortable or sad without explanation, principals deflect responsibility, principals avoid
conflict and speak about it indirectly, tensions easily affect principals’ decisions, principals
openly express their feelings and emotions, principals use deceptiveness to achieve goals, and
principals frequently exaggerate to emphasize a point.
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The responses to the opinionaire questions includes the following. When asked, “The
principal's messages are clear”, (Question 7) 46 participants responded: 1 (2.17%) responded
Strongly Disagree, 2 (4.35%) responded Disagree, 2 (4.35%) responded Undecided, 13 (28.26%)
responded Agree, and 28 (60.87%) responded Strongly Agree. When asked, “The principal
physically and vocally acts out what he/she wants to communicate”, (Question 11) 45
participants responded: 3 (6.67%) responded Strongly Disagree, 4 (8.89%) responded Disagree,
4 (8.89%) responded Undecided, 13 (28.89%) responded Agree, and 21 (46.67%) responded
Strongly Agree. When asked, “The principal is comfortable with all varieties of people”,
(Question 12) 46 participants responded: 1 (2.17%) responded Strongly Disagree, 2 (4.44%)
responded Disagree, 0 (0.00%) responded Undecided, 13 (28.26%) responded Agree, and 30
(65.22%) responded Strongly Agree. When asked, “The principal begins communication with a
positive statement before providing constructive criticism”, (Question 14) 45 participants
responded: 2 (4.44%) responded Strongly Disagree, 1 (2.17%) responded Disagree, 0 (0.00%)
responded Undecided, 16 (35.56%) responded Agree, and 26 (57.78%) responded Strongly
Agree. When asked, “The principal uses unnecessary threats to motivate teachers to achieve
goals”, (Question 15) 46 participants responded: 26 (56.52%) responded Strongly Disagree, 12
(26.09%) responded Disagree, 2 (4.44%) responded Undecided, 4 (8.89%) responded Agree, and
2 (4.44%) responded Strongly Agree. When asked, “The principal behaves aggressively”,
(Question 16) 46 participants responded: 32 (69.57%) responded Strongly Disagree, 11 (23.91%)
responded Disagree, 1 (2.17%) responded Undecided, 1 (2.17%) responded Agree, and1 (2.17%)
responded Strongly Agree. When asked, “The principal is accurate at all times when
communicating”, (Question 17) 46 participants responded: 0 (0.0%) responded Strongly
Disagree, 6 (13.04%) responded Disagree, 4 (8.70%) responded Undecided, 21 (45.65%)
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responded Agree, and 15 (32.61%) responded Strongly Agree. When asked, “The principal
micro-manages all school functions”, (Question 18) 45 participants responded: 7 (15.56%)
responded Strongly Disagree, 18 (40.00%) responded Disagree, 6 (13.33%) responded
Undecided, 8 (17.78%) responded Agree, and 6 (13.33%) responded Strongly Agree. When
asked, “The principal disagrees with somebody he/she is quick to challenge them”, (Question 19)
46 participants responded: 19 (41.30%) responded Strongly Disagree, 19 (41.30%) responded
Disagree, 3 (6.52%) responded Undecided, 4 (8.89%) responded Agree, and 1 (2.17%)
responded Strongly Agree. When asked, “The principal is argumentative”, (Question 20) 45
participants responded: 25 (55.56%) responded Strongly Disagree, 12 (26.67%) responded
Disagree, 6 (13.33%) responded Undecided, 1 (2.17%) responded Agree, and 1 (2.17%)
responded Strongly Agree. When asked, “The principal is bothered when an argument is dropped
or has not been resolved”, (Question 21) 45 participants responded: 12 (26.67%) responded
Strongly Disagree, 13 (28.89%) responded Disagree, 12 (26.67%) responded Undecided, 7
(15.56%) responded Agree, and 1 (2.17%) responded Strongly Agree. When asked, “In
disagreements, the principal insists upon very precise definitions which are insisted by him/her”,
(Question 22) 46 participants responded: 8 (17.39%) responded Strongly Disagree, 12 (26.09%)
responded Disagree, 17 (39.96%) responded Undecided, 7 (15.22%) responded Agree, and 2
(4.44%) responded Strongly Agree. When asked, “The principal's bad feelings affect his/her
work”, (Question 23) 46 participants responded: 22 (47.83%) responded Strongly Disagree, 17
(36.96%) responded Disagree, 3 (6.67%) responded Undecided, 3 (6.67%) responded Agree, and
1 (2.17%) responded Strongly Agree. When asked, “The principal often complains about making
those around him/her feel uncomfortable/sad without explanation”, (Question 24) 46 participants
responded: 29 (63.04%) responded Strongly Disagree, 15 (32.61%) responded Disagree, 1
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(2.17%) responded Undecided, 0 (0.00%) responded Agree, and 1 (2.17%) responded Strongly
Agree. When asked, “The principal deflects responsibility”, (Question 25) 46 participants
responded: 17 (36.96%) responded Strongly Disagree, 16 (34.78%) responded Disagree, 6
(13.04%) responded Undecided, 4 (8.89%) responded Agree, and 3 (6.67%) responded Strongly
Agree. When asked, “The principal avoids conflict and speaks about it indirectly”, (Question 26)
46 participants responded: 12 (26.09%) responded Strongly Disagree, 18 (39.13%) responded
Disagree, 11 (23.91%) responded Undecided, 4 (8.89%) responded Agree, and 1 (2.17%)
responded Strongly Agree. When asked, “Tensions easily affect the principals’ decisions”,
(Question 27) 45 participants responded: 22 (48.89%) responded Strongly Disagree, 12 (26.67%)
responded Disagree, 9 (20.00%) responded Undecided, 1 (2.17%) responded Agree, and 1
(2.17%) responded Strongly Agree. When asked, “The principal openly expresses his/her
feelings and emotions”, (Question 28) 46 participants responded: 3 (6.67%) responded Strongly
Disagree, 7 (15.22%) responded Disagree, 10 (21.74%) responded Undecided, 22 (47.83%)
responded Agree, and 4 (8.89%) responded Strongly Agree. When asked, “The principal uses
deceptiveness to achieve goals”, (Question 29) 46 participants responded: 21 (45.65%)
responded Strongly Disagree, 9 (19.57%) responded Disagree, 11 (23.91%) responded
Undecided, 4 (8.89%) responded Agree, and 1 (2.17%) responded Strongly Agree. When asked,
“The principal frequently exaggerates to emphasize a point”, (Question 30) 46 participants
responded: 14 (30.43%) responded Strongly Disagree, 25 (54.35%) responded Disagree, 5
(10.87%) responded Undecided, 1 (2.17%) responded Agree, and 1 (2.17%) responded Strongly
Agree.
Research Question Two, principals’ communication styles impact on teacher retention,
was also addressed during the focus group interviews. Participants 2 and 3 mentioned principals’
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micromanagement and supportive communication styles impact teacher retention in different
ways. Participant 4 described principal communication related to teacher retention with, “She's
opening up. You can go talk to her”. Participant 3 also mentioned principals knowing teachers
and altering their communication styles to fit the needs and preferences of specific teachers.
Participant 4 said, “Well, I think just the fact that she has built a rapport with you and has made
you feel comfortable, then you certainly wouldn't want to go anywhere else. Because you you
[sic] have a nice home”.
Summary of Findings for Research Question Two
A summary of the findings from Research Question Two are provided in this section. The
summary provides and overview of participants’ perceptions regarding principals’
communication styles on teacher retention. Three themes emerged: messaging, conflict, and
leadership. The messaging theme included four categories: principals using clear messages
(60.87% of participants responded Strongly Agree), principals physically and vocally acting out
what they want to communicate (46.67% of participants responded Strongly Agree), principals
accurately communicating at all times (45.65% of participants responded Agree and 32.61%
responded Strongly Agree), and principals frequently exaggerating to emphasize a point (30.43%
of participants responded Strongly Disagree and 54.35% of participants responded Disagree).
The conflict theme included seven categories: principals begin communicating with a positive
statement before providing constructive criticism (57.78% of participants responded Strongly
Agree), principals challenging people when disagreements arise (41.30% of participants
responded Strongly Disagree and Disagree – both), principals are argumentative (55.56% of
participants responded Strongly Disagree), principals are bothered when an argument is dropped
or has not been resolved (26.67% of participants responded Strongly Disagree and 28.89% of
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participants responded Disagree), principals insisting upon very precise definitions which are
insisted by them during disagreements (26.09% of participants responded Disagree and 39.96%
of participants responded Undecided), principals avoiding conflicts and speaking about them
indirectly (26.09% of participants responded Strongly Disagree, 39.13% of participants
responded Disagree, and 23.91% of participants responded Undecided), and tensions easily
affect the principals’ decisions (48.89% of participants responded Strongly Disagree). The
leadership theme included nine categories: principals are comfortable with all varieties of people
(65.22% of participants responded Strongly Agree), principal using unnecessary threats to
motivate teachers to achieve goals (56.52% of participants responded Strongly Disagree),
principals behaving aggressively (69.57% of participants responded Strongly Disagree),
principals micro-managing all school functions (40.00% of participants responded Disagree),
principals’ bad feelings affect their work (47.83% of participants responded Strongly Disagree
and 36.96% of participants responded Disagree), principals often complains about making those
around them feel uncomfortable/sad without explanation (63.04% of participants responded
Strongly Disagree), principals deflecting responsibility (36.96% of participants responded
Strongly Disagree and 34.78% of participants responded Disagree), principals openly expresses
their feelings and emotions (47.83% of participants responded Agree), and principals using
deceptiveness to achieve goals (45.65% of participants responded Strongly Disagree).
Research Question Three
Participants answered 15 opinionaire questions applicable to Research Question Three.
Each of the participants responded to the following Likert Scale questions pertaining to the
Research Question Three electronically: 8, 14, 15, 16, 17, 18, 19, 20, 21, 22, 24, 25, 26, 28, and
30. The opinionaire questions captured information regarding the principal communication
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styles they respond to best. The opinionaire questions captured participants’ thoughts about the
following topical areas: principals begin communication with a positive statement before
providing constructive criticism, principals use unnecessary threats to motivate teachers to
achieve goals, principals behave aggressively, principals are accurate at all times when
communicating, principals act efficiently regarding campus/district policies, principals micromanage all school functions, principals challenge people who disagree with them, principals are
argumentative, principals are bothers when an argument is dropped or has not been resolved,
principals insist upon very precise definitions which they insist during disagreements, principals
often complain about making those around them feel uncomfortable/sad without explanation,
principals deflect responsibility, principals avoid conflict and speak about it indirectly, principals
openly express their feelings and emotions, and principals frequently exaggerate to emphasize a
point.
The responses to the opinionaire questions include the following. When asked, “The
principal acts efficiently regarding campus/district policies”, (Question 8) 46 participants
responded: 2 (4.35%) responded Strongly Disagree, 2 (4.35%) responded Disagree, 2 (4.35%)
responded Undecided, 11 (23.91%) responded Agree, and 29 (63.04%) responded Strongly
Agree. When asked, “The principal begins communication with a positive statement before
providing constructive criticism”, (Question 14) 45 participants responded: 2 (4.44%) responded
Strongly Disagree, 1 (2.17%) responded Disagree, 0 (0.00%) responded Undecided, 16 (35.56%)
responded Agree, and 26 (57.78%) responded Strongly Agree. When asked, “The principal uses
unnecessary threats to motivate teachers to achieve goals”, (Question 15) 46 participants
responded: 26 (56.52%) responded Strongly Disagree, 12 (26.09%) responded Disagree, 2
(4.44%) responded Undecided, 4 (8.89%) responded Agree, and 2 (4.44%) responded Strongly
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Agree. When asked, “The principal behaves aggressively”, (Question 16) 46 participants
responded: 32 (69.57%) responded Strongly Disagree, 11 (23.91%) responded Disagree, 1
(2.17%) responded Undecided, 1 (2.17%) responded Agree, and1 (2.17%) responded Strongly
Agree. When asked, “The principal is accurate at all times when communicating”, (Question 17)
46 participants responded: 0 (0.0%) responded Strongly Disagree, 6 (13.04%) responded
Disagree, 4 (8.70%) responded Undecided, 21 (45.65%) responded Agree, and 15 (32.61%)
responded Strongly Agree. When asked, “The principal micro-manages all school functions”,
(Question 18) 45 participants responded: 7 (15.56%) responded Strongly Disagree, 18 (40.00%)
responded Disagree, 6 (13.33%) responded Undecided, 8 (17.78%) responded Agree, and 6
(13.33%) responded Strongly Agree. When asked, “The principal disagrees with somebody
he/she is quick to challenge them”, (Question 19) 46 participants responded: 19 (41.30%)
responded Strongly Disagree, 19 (41.30%) responded Disagree, 3 (6.52%) responded Undecided,
4 (8.89%) responded Agree, and 1 (2.17%) responded Strongly Agree. When asked, “The
principal is argumentative”, (Question 20) 45 participants responded: 25 (55.56%) responded
Strongly Disagree, 12 (26.67%) responded Disagree, 6 (13.33%) responded Undecided, 1
(2.17%) responded Agree, and 1 (2.17%) responded Strongly Agree. When asked, “The principal
is bothered when an argument is dropped or has not been resolved”, (Question 21) 45
participants responded: 12 (26.67%) responded Strongly Disagree, 13 (28.89%) responded
Disagree, 12 (26.67%) responded Undecided, 7 (15.56%) responded Agree, and 1 (2.17%)
responded Strongly Agree. When asked, “In disagreements, the principal insists upon very
precise definitions which are insisted by him/her”, (Question 22) 46 participants responded: 8
(17.39%) responded Strongly Disagree, 12 (26.09%) responded Disagree, 17 (39.96%)
responded Undecided, 7 (15.22%) responded Agree, and 2 (4.44%) responded Strongly Agree.
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When asked, “The principal often complains about making those around him/her feel
uncomfortable/sad without explanation”, (Question 24) 46 participants responded: 29 (63.04%)
responded Strongly Disagree, 15 (32.61%) responded Disagree, 1 (2.17%) responded Undecided,
0 (0.00%) responded Agree, and 1 (2.17%) responded Strongly Agree. When asked, “The
principal deflects responsibility”, (Question 25) 46 participants responded: 17 (36.96%)
responded Strongly Disagree, 16 (34.78%) responded Disagree, 6 (13.04%) responded
Undecided, 4 (8.89%) responded Agree, and 3 (6.67%) responded Strongly Agree. When asked,
“The principal avoids conflict and speaks about it indirectly”, (Question 26) 46 participants
responded: 12 (26.09%) responded Strongly Disagree, 18 (39.13%) responded Disagree, 11
(23.91%) responded Undecided, 4 (8.89%) responded Agree, and 1 (2.17%) responded Strongly
Agree. When asked, “The principal openly expresses his/her feelings and emotions”, (Question
28) 46 participants responded: 3 (6.67%) responded Strongly Disagree, 7 (15.22%) responded
Disagree, 10 (21.74%) responded Undecided, 22 (47.83%) responded Agree, and 4 (8.89%)
responded Strongly Agree. When asked, “The principal frequently exaggerates to emphasize a
point”, (Question 30) 46 participants responded: 14 (30.43%) responded Strongly Disagree, 25
(54.35%) responded Disagree, 5 (10.87%) responded Undecided, 1 (2.17%) responded Agree,
and 1 (2.17%) responded Strongly Agree.
Research Question Three, participants’ perceptions about the principals’ communication
they respond to best, was also addressed during the focus group interviews. Participant 2
appreciated principals who communicated in a motivational manner. Participant 3 mentioned
principals with a dictator type of communication style were not effective and elaborated on the
statement with, “somebody that we know you're the leader. So do you have certain job
qualifications and responsibilities but we're in this together someone who you know makes us
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feel like we're a team and not that they're just the dictator”. Participant 4 stated aggressive
communication was not effective and this type of communication style contributed to, “just
probably shut down so you know, just [sic] you know, talk to me like a you know a team
member”. All of the participants mentioned responding well to open communication styles
among principals.
Summary of Findings for Research Question Three
A summary of the findings from Research Question Three are provided in this section.
The summary provides and overview of participants’ perceptions regarding principals’
communication styles they respond to best. Three themes emerged: messaging, conflict, and
leadership. The messaging theme included two categories: principals accurately communicating
at all times (45.65% of participants responded Agree) and principals frequently exaggerating to
emphasize a point (30.43% of participants responded Strongly Disagree and 54.35% of
participants responded Disagree). The conflict theme included six categories: principals using
clear message principals are quick to challenge others during disagreements (41.30% of
participants responded Strongly Disagree and Disagree – both), principals are argumentative
(55.56% of participants responded Strongly Disagree), principals are bothered when an argument
is dropped or has not been resolved (26.67% of participants responded Strongly Disagree,
28.89% of participants responded Disagree, and 26.67% of participants responded Undecided),
principals insisting upon very precise definitions which are insisted by them during
disagreements (39.96% of participants responded Undecided), principals avoiding conflict and
speaks about them indirectly (39.13% of participants responded Disagree), and principals openly
expressing their feelings and emotions (47.83% of participants responded Agree). The leadership
theme included seven categories: principals acting efficiently regarding campus/district policies
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(63.04% of participants responded Strongly Agree), principals beginning communication with a
positive statement before providing constructive criticism (57.78% of participants responded
Strongly Agree), principals using unnecessary threats to motivate teachers to achieve goals
(56.52% of participants responded Strongly Disagree), principals behaving aggressively (69.57%
of participants responded Strongly Disagree), principals micro-managing all school functions
(40.00% of participants responded Disagree), principals often complaining about making those
around them feel uncomfortable/sad without explanation (63.04% of participants responded
Strongly Disagree), and principals deflecting responsibility (36.96% of participants responded
Strongly Disagree and 34.78% of participants responded Disagree).
Research Question Four
Participants answered one opinionaire question applicable to Research Question Four.
Each of the participants were asked to answer one (Question 31) open-ended question pertaining
to how principals can improve communication. Sixteen of the forty-six participants responded to
the survey question with responses including open lines of communication and communicating
in a timely manner. Several participants complimented their principals’ communication and
listening styles. Another participant mentioned using other educators or methods
(announcements or bulletins) to communicate specific topics or concerns.
Research Question Four, participants’ recommendations to principals regarding
communication, was also addressed during the focus group interviews. Participant 1 suggested
principals communicate directly and in a clear manner and to consider teachers’ perceptions and
knowledge when sharing information. Participant suggested principals sponsor round-table
discussions as, “a good way to improve communication where, where people would have to feel
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like their opinions of value, if you had an open discussion”, and Participants 1 and 4 agreed.
Participant 4 stated:
So the advice I would give to like a principal who was just coming to a new school would
be to sit back and learn their people and, and figure out how to come to them and take
everybody's opinion when there's going to be a big change. Because then people are more
likely to you don't have to listen to the opinions but you know, you can't think of everything
on your own.
Summary of Findings for Research Question Four
A summary of the findings from Research Question Four are provided in this section.
The summary provides and overview of participants’ recommendations regarding principals’
communication styles. Four themes emerged: open lines of communication, listening, timely
communication, and effective communication. Ten participants mentioned the need for open
lines of communication, six participants mentioned principals needed to improve their listening
skills, five participants recommended principals communicate messages in a timely manner, and
three participants complimented their principals’ communication styles.
Summary
Chapter IV included an overview of the finding of the study informed by the participants’
responses to the survey and focus group interviews. Three themes emerged for Research
Questions One, Two, and Three: messaging, conflict, and leadership. Four themes are present for
Research Question Four: open lines of communication, listening, timely communication, and
effective communication.
The researcher provided discussion, implications, recommendations, and conclusions for
the findings of this study in Chapter V. The chapter included a discussion about the results of the
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study in comparison to previously conducted research in the field. The implications of the study
were also provided to show how this study filled a void in available research. Recommendations
for future research and practice were provided in the following chapter.
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CHAPTER V
DISCUSSION, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS
Discussion
The purpose of this study was to describe the influence of the principal’s communication
style regarding the retention of teachers in grades kindergarten through fifth at a selected
elementary school. Additionally, the researcher solicited recommendations from participants
about how principals can enhance their communication styles. Data was collected by participants
completing an electronic survey (N = 46) and five participants partaking in a focus group
interview. The findings of the study addressed each of the four research questions:
1. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the characteristics that best describe their principal’s
communication style?
2. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the influence of their principal’s communication style on
teacher retention?
3. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the communication style of the principal that they respond to
best?
4. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding recommendations to improve communication from their
principal?
The participants for this study were purposefully selected from the population of teachers
teaching kindergarten through fifth grade. The purposeful selection was conducted by
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choosing teachers on the roster in each grade level to participate in the study based on if
they could be contacted and/or elected to participate or not. Some of the teachers
identified could not be contacted or chose not to participate so the researcher continued
down the list. According to Bogdan and Biklen (2003), “The method of sampling in
analytic induction is purposeful sampling. The researcher may choose particular subjects
to include because they are believed to facilitate the expansion of the developing theory,”
(p. 65). In addition, Gall, Gall, and Borg (2006) explained that the purpose in selecting
participants in purposeful sampling “is to develop a deeper understanding of the
phenomena being studied. A related purpose often is to discover or test theories” (p. 165).
Creswell (2013) stated that phenomenology involves a study of “multiple individuals
who have experienced the same phenomenon” (p. 112). The criteria for selection
included teachers teaching in grades kindergarten through fifth grade. Additional
identifiers included gender, race, age, and year of program. Once identified from the
rosters, the participants were notified by the researcher by U.S. mail, email, and/or phone
to be invited to participate in the study. The participants were instructed to complete the
modified Purdue Teacher Opinionaire and return the survey to the researcher. A select
number of participants were invited to participate in a focus group session where they
were allowed to expand on their written responses to open ended questions included in
the survey. The focus group session was held at a selected elementary school. The oral
and written participant responses were documented and analyzed to describe their
perceptions. Themes and patterns evolved from responses to survey questions as well as
the follow-up focus group interview discussion to help the researcher understand the
perceptions of the participants. The survey developed and utilized by the researcher for
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this study was the Purdue Teacher’s Opinionaire. The instrument developed for the study
is further described in the next section.
The online survey was modified Purdue Teacher Opinionaire. Due to the length of this
instrument and specificity of this research, a modified version was employed, and validity and
reliability was tested prior to administration of the opinionaire instrument. For the purposes of
this study, only 30 items were included on the instrument. These thirty items were selected using
the parameters outlined within the 10 subscales. Specifically, the researcher utilized those
subscale items that pertained to morale, job satisfaction and retention. Each of the 30 items of the
Modified Purdue Teacher Opinionaire (PTO), uses a four-point Likert-type scale that measures
the degree of agreement with the questions posed by the survey. The degrees of agreement
include: (1) disagree, (2) probably disagree, (3) probably agree, and (4) agree. The PTO provides
a total score of a single measure of the general level of teacher morale while providing 10
subscale scores on different dimensions of teacher morale. Furthermore, the instrument divides
morale into meaningful discoveries and is designed to estimate individual, school, and system
morale. The focus group session provided opportunities for the participants to share examples
and scenarios of situations and incidences that they experience as a teacher providing the
researcher with more knowledge about distinct feelings and beliefs of the participants through
open-ended dialogue.
The theoretical framework of this study was based on research by Newton (2017) which
she expresses the importance of learning to identify the different communication styles and
acknowledge which communication style used most often in our day to day interactions with
family, friends and colleagues. The researcher, Newton (2012) believes it is critical if
individuals want to develop effective, assertive communication skills. “Being assertive means
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respecting yourself and other people. It is the ability to clearly express your thoughts and feelings
through open, honest and direct communication” (Newton, 2012, para, 1). According to Newton
(2012), before determining that you would like to communicate assertively, you need to have an
understanding of what your usual style of communication is. There are five communication
styles, and while many of us may use different styles in different situations, most will fall back
on one specific style, which we use as our 'default' style (Newton, 2012). The components of the
five communication styles theoretical framework include (Newton, 2012): (a) assertive
communication that of high self-esteem. It is the healthiest and most effective style of
communication; (b) aggressive focusing on winning, often at someone else's expense; (c)
passive-aggressive a style in which people appear passive on the surface, but are actually acting
out their anger in indirect or behind-the-scenes ways; (d) submissive style is about pleasing other
people and avoiding conflict; (e) manipulative style is scheming, calculating and shrewd.
Manipulative communicators are skilled at influencing or controlling others to their own
advantage.
Demographic Information
The electronic opinionaire was disseminated to 47 teachers and 47 responded and
completed the electronic opinionaire. Of the 47 participants who completed the online survey
(the modified Purdue Teacher Opinionaire), the first 5 to express interest in participating in the
focus group interview were selected. The researcher analyzed data (reported in Chapter IV) from
47 participants who completed the online survey and 5 focus group participants. The
demographics of the participants included 6 (12.77%) males and 41 (87.23%) females.
Participants’ ages ranged from 21 to 58 and above, taught grades Pre-K through fifth grade, the
number of years of experience ranged from 1 to more the 25 years, and represented various racial
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groups (White or Caucasian, Black or African American, Hispanic or Latino, Asian or Asian
American, American Indian or Alaska Native, and Another race - not Native Hawaiian or other
Pacific Islander).
As previously stated, five participants completed the online instrument and focus group
discussion. The following demographic information pertains to the focus group participants: one
of the participants identified as male and four were female; participants’ ages ranged between 37
and 58 years old and older; participants taught Kindergarten, third grade, and fifth grade, and
held leadership positions; the years of experience ranged from between 10 to 25 or more years of
experience; and White or Caucasian and Black or African American racial groups were reflected.
Research Question One
Themes were derived former participants’ responses pertaining to principals’
communication styles. Two themes (messaging and conflict) emerged supported by 13
categories.
Messaging Theme - Clear Communication. Participants indicated principals
communicated in a clear manner. Clear communication, especially among educators is critical to
school and employee success. Principals should convey messages in a manner easily understood
by teachers. Principals’ clear communication also impacts teachers’ abilities to better serve their
students and increase efficacy (Walker & Slear, 2011). Clear communication was also studied by
Horne and Timmons (2009) who stated clear communication from principals led to teachers
feeling included in the school and educational system.
Messaging Theme - Concise Communication. Similar to clear communication,
participants also recognized concise communication as a characteristic among principals.
Concise communication was described as straight forward and to the point messages instead of
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lengthy letters or presentations about a frequently discussed subject. For example, Roberson and
Roberson (2009) studied principal communication with firth year and novice teachers and found
explaining information in an abbreviated form was favored among teachers.
Messaging Theme – Assertive Voice. The majority of participants responded Strongly
Agree when asked if they had experience with principals using an assertive voice. In addition to
what is being said, how it is conveyed is also important. Even though participants reported
principals demonstrating assertive communication styles, this method was not found to be most
productive. For example, Netshitangani (2016) found assertive communication styles less
effective to enact change and build moral. This was of additional concern among female
principals.
Messaging Theme – Precise Communicator. Participants indicated they experienced
precise communicators. This characteristic is linked to two others in this theme: clear and
concise communication. Teachers favored precise messages delivered without needing to
interpret or decipher the meaning (Roberson & Roberson, 2009).
Messaging Theme – Accurate Communicator. As with the aforementioned categories
within the messaging theme, accurate communication was observed by participants. The specific
survey questions addressing this concept asked if principals were accurate at all times when
communicating. Almost half of the participants responded they Agreed with the statement.
Principals delivering honest and accurate messages was a strength to the leader and valued by
teachers (Horne & Timmons, 2009).
Conflict Theme – Beginning Communication with a Positive Statement. More than
half of participants indicated they experienced principals who began communication with a
positive statement before providing constructive criticism. Literature was not readily available

91
with a direct link to principals providing constructive criticism to teachers. Instead, literature was
available pertaining to teachers providing constructive criticism to students or teachers working
in teams to critique their teaching practices (Earl, 2012).
Conflict Theme – Unnecessary Threats. Again, more than half of the participants
mentioned working with principals who used unnecessary threats to motivate teachers to achieve
goals. Educators work in a data driven and accountability environment and need to help students
reach academic milestones. Unfortunately, some principals use threats as a way to attempt to
motivate others. Finnigan (2010) found threats not productive means of motivating teachers or
students.
Conflict Theme – Challenging During Disagreements. Almost half of the participants
mentioned encountering principals who were quick to challenge people during a disagreement.
Even though the principal may be the authority in the building and ultimately responsible to
student outcomes and safety, challenging others during disagreements was not found to be an
effective communication strategy. Instead, principals could view challenges and opportunities
and welcome feedback to help improve conditions at the school (LeFevre & Robinson, 2015).
Conflict Theme – Principals are Argumentative. More than half of participants
responded Strongly Disagree when asked if they encountered argumentative principals.
Combative behavior was found to be counterproductive to effective communication among
principals (LeFevre & Robinson, 2015).
Conflict Theme – Principals Insist Upon Very Precise Definitions. More than half of
participants responded Undecided or Disagree when asked if they encountered principals who
insisted upon very precise definitions which were insisted by them during disagreements. These
results seem to indicate principals do not use this type of communication style. Due to the very
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detailed nature of the survey question related to this characteristic, it was difficult to find
literature directly pertaining to the subject.
Conflict Theme – Principals were Bothered When an Argument was Dropped or
Not Resolved. More than a quarter of participants responded Strongly Disagree, Disagree, or
Undecided when asked if they encountered principals who were bothered when an argument was
dropped or not been resolved. The responses to this question seem to indicate principals work to
resolve conflict and reach a decision. Freeman, Wertheim, and Trinder (2014) stated effective
principals engage teachers in decision making and conflict resolution.
Conflict Theme – Principals Complain about Making Those Around Them Feel
Uncomfortable/Sad without Explanation. Based on participants’ responses, it appears as if
principals did not complain about others or make teachers feel uncomfortable/sad without
explanation. While literature pertaining to principals making teachers feel uncomfortable was not
easy to access, literature was available pertaining to principals including teachers in the decision
making and conflict resolution process (Freeman, Wertheim, & Trinder, 2014).
Conflict Theme – Principals Avoid Conflict and Speak about it Indirectly. Almost
90% of participants indicated Strongly Disagree, Disagree, or Undecided when asked if they
encountered principals who avoided conflicts and spoke about it indirectly. These responses
seems to suggest principals address conflict directly, which is consistent with the work of other
researchers (Freeman, Wertheim, & Trinder, 2014).
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The focus group participants’ responses pertaining to this research question are provided below.
What are the perceptions of teachers in grades kindergarten through fifth at a
selected elementary school regarding the characteristics that best describe their
principal’s communication style?
Participant #1: Open, direct, she sends email, meets in person and is a good
communicator.
Participant #2: Effective, precise, detailed, we would not know what to do if she did not
communicate to us specially.
Participant #3: Open, concise and protective. She does not tell everything that comes from
upper leadership until she knows it is going to happen.
Participant #4: She is light hearted, which she makes people feel comfortable and
establishes a good rapport.
Participant #5: Open, concerned and comfortable.
Research Question Two
Themes were derived former participants’ responses pertaining to principals’
communication styles impacting teacher retention. Three themes (messaging, conflict, and
leadership) emerged supported by 20 categories.
Messaging Theme - Clear Communication. Participants indicated principals
communicated in a clear manner. Clear communication, especially among educators is critical to
school and employee success and retention. Teachers are more likely to remain in the profession
and employed at the same location when principals communicate in a clear manner because they
feel connected to the system (Horne & Timmons, 2009).
Messaging Theme – Principals Physically and Vocally Act Out What They Want to
Communicate. Approximately half of participants responded Strongly Agree when asked if they
encountered principals who physically and vocally acted out when they wanted to communicate.
This seems to suggest principals exhibited counter-productive communication styles at school.
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While most literature focuses on positive communication technique and ways to increase teacher
retention, this communication style decreases retention among teachers. Reiss (2015) studied
principals as coaches and uplifting teachers by bringing out their positive characteristics and
talents in tempered manner. This type of communication also reduces, instead of fosters, teacher
efficacy which could impact retention (Walker & Slear, 2011).
Messaging Theme – Principals Accurately Communicate at All Times. Accurate
communication was observed by more than half of participants who responded either Agree or
Strongly Agree. The specific survey questions addressing this concept asked if principals were
accurate at all times when communicating. Almost half of the participants responded they
Agreed with the statement. Principals delivering honest and accurate messages was a strength to
the leader and valued by teachers (Horne & Timmons, 2009).
Messaging Theme – Principals Frequently Exaggerate to Emphasize a Point. More
than three quarters of participants responded Strongly Disagree or Disagree when asked if they
encountered principals who frequently exaggerated to emphasize a point. This theme seems to
reinforce other categories in this theme: accurate and clear communication. Instead of
exaggerating, principals communicate in a clear and concise manner. These communication
styles among leaders help build moral and can contribute to teacher retention (Netshitangani,
2016).
Conflict Theme – Beginning Communication with a Positive Statement. More than
half of participants indicated they experienced principals who began communication with a
positive statement before providing constructive criticism. Literature was not readily available
with a direct link to principals providing constructive criticism to teachers. However, how
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principals deal with conflict and providing feedback directly impacts teachers’ job satisfaction
and decisions to remain in the profession and school (Walker & Slear, 2011).
Conflict Theme – Principals Challenge People When Disagreements Arise. A bit
more than 80% of participants responded Strongly Disagree or Disagree when asked if they
encountered principals who challenged people when disagreements would arise. The data
seemed to suggest these behaviors rarely occur and principals use other strategies during
disagreements. Effective communication is directly linked to teacher morale and retention as
reported by Boyd, Grossman, Ing, Langkford, Loeb, and Wyckoff (2011).
Conflict Theme – Principals are Argumentative. More than half of participants
responded Strongly Disagree when asked if they encountered argumentative principals.
Argumentative communication styles do not foster a sense of community or teacher engagement.
This communication style can also contribute to low teacher retention rates (LeFevre &
Robinson, 2015).
Conflict Theme – Principals were Bothered When an Argument was Dropped or
Not Resolved. More than a quarter of participants responded Strongly Disagree, Disagree, or
Undecided when asked if they encountered principals who were bothered when an argument was
dropped or not been resolved. The responses to this question seem to indicate principals work to
resolve conflict and reach a decision. Not being bothered during arguments contributes to
positive employee moral and increased teacher retention (Boyd et al., 2011; Brown & Wunn,
2009).
Conflict Theme – Principals Insist Upon Very Precise Definitions. More than half of
participants responded Undecided or Disagree when asked if they encountered principals who
insisted upon very precise definitions which were insisted by them during disagreements. These
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results seem to indicate principals do not use this type of communication style. Due to the very
detailed nature of the survey question related to this characteristic, it was difficult to find
literature directly pertaining to the subject. However, literature is available pertaining to
leadership and conflict resolution. Noe, Hollenbeck, Gerhart, and Wright (2017) studied
leadership styles and conflict resolution techniques. The authors determined effective
communication and conflict management among leaders enhanced employee satisfaction and led
to increased retention (Noe et al., 2017).
Conflict Theme – Principals Avoid Conflict and Speak about it Indirectly. Almost
90% of participants indicated Strongly Disagree, Disagree, or Undecided when asked if they
encountered principals who avoided conflicts and spoke about it indirectly. These responses
seems to suggest principals address conflict directly, which is consistent with the work of other
researchers (Freeman, Wertheim, & Trinder, 2014). Moreover, addressing conflict directly and
developing solutions contributed to low teacher turn over (Jackson, Burrus, Bassett, & Roberts,
2010).
Conflict Theme – Tensions Easily Affect Principals’ Decisions. Almost half of
participants responded Strongly Disagree when asked if they encountered principals who allow
tensions to affect their decisions. This seems to suggest participants encountered principals who
allowed tensions to affect their decisions and those who did not. Researchers studied the impact
of conflict and tension on employee engagement and retention. The results of previously
conducted studies workplace culture, especially in and educational setting, impacted employee
retention. Employees were more likely to remain employed in education and at the same school
when the climate was supportive and conflict was managed effectively (Cohen, McCabe,
Michelli, & Pickeral, 2009; Jackson et al., 2010).
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Leadership Theme – Tensions Easily Affect Principals’ Decisions. Approximately
50% of participants responded Strongly Disagree when asked if they encountered principals who
allow tensions to affect their decisions. Principals allowing tensions to affect their decisions was
as likely to occur as it was not to happen. Principals leadership styles related to conflict and
tensions impact teacher retention. Teachers are likely to remain in the profession when their
work environments are welcoming and not tense (Cohen, McCabe, Michelli, & Pickeral, 2009;
Jackson et al., 2010).
Leadership Theme – Unnecessary Threats. More than 50% of the participants
mentioned working with principals who used unnecessary threats to motivate teachers to achieve
goals. Educators work in a data driven and accountability environment and need to help students
reach academic milestones. Negative reinforcement was not an effective tool to build
organizational culture or increase teacher retention (Cohen et al., 2009; Finnigan, 2010).
Leadership Theme – Principals Behave Aggressively. Almost three-fourths of
participants indicated they did not encounter principals who behaved aggressively by responding
Strongly Disagree). The results from this question suggested more principals do not exhibit
aggressive behaviors. Unfortunately aggressive behavior, also considered bullying, is evident in
our schools among students and employees as reported by (Fahie & Devine, 2014). These types
of behaviors do not promote teacher retention (Fahie & Devine, 2014).
Leadership Theme – Principals Micro-Manage all School Functions. A bit less than
half of participants indicated they encountered principals who micro-manage all school
functions. Principals should give teachers and other educators the autonomy to perform their
jobs. Many teachers attributed their departure from the profession or school due to micromanaging principals (Starr, 2011).
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Leadership Theme – Principals’ Bad Feelings Effect Their Work. Almost threequarters of participants responded Strongly Disagree or Disagree when asked if principals’ bad
feelings affect their work. These responses seem to suggest principals were able to keep bad
feelings from effecting their work or not allow external forces to interfere with decision making.
Positive work environments contribute to affirmative moral and increased retention (Reiss,
2015).
Leadership Theme – Principals Often Complain About Making Those Around
Them Feel Uncomfortable/Sad without Explanation. Based on participants’ responses, it
appears as if principals did not complain about others or make teachers feel uncomfortable/sad
without explanation. While this category may seem to support the communication theme, it also
pertains to leadership because it describes how principals interact with teachers. As previously
stated, how teachers feel about their work environments and leaders impacts retention (Reiss,
2015; Walker & Slear, 2011).
Leadership Theme – Principals Deflect Responsibility. More than 50% of participants
responded Strongly Disagree or Disagree when asked if they encountered principals who
deflected responsibility. This seemed to suggest principals take ownership and accountability for
the obstacles and successes. This type of leadership style fosters a sense of community and
contributes to increased retention (Netshitangani, 2016; Reiss, 2015).
Leadership Theme – Principals Openly Express their Feelings and Emotions.
Almost half of all participants responded Agree when asked if principals they encountered
openly expresses their feelings and emotions. When taken in consideration with other
communication and leadership styles reviewed throughout this study, it appears as if principals
express themselves in an open an honest manner without deflecting responsibility or making
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teachers uncomfortable. These leadership skills enhance the school environment and contribute
to teacher retention (Reiss, 2015; Walker & Slear, 2011).
Leadership Theme – Principals Use Deceptiveness to Achieve Goals. A little less than
half of participants responded Strongly Disagree when asked if they encountered principals who
used deceptiveness to achieve goals. Like other survey questions, this statement was aligned with
other comments provided by participants. The lack of use of deception can also be considered
open communication and the ability for principals to openly express their feelings and emotions.
This leadership characteristic is also linked to increased retention among teachers (Boyd et al.,
2011; Brown & Wynn, 2009).
The focus group participants’ responses pertaining to this research question are provided
below.
What are the perceptions of teachers in grades kindergarten through fifth at a
selected elementary school regarding the influence of their principal’s
communication style on teacher retention?
Participant #1: Nothing is negative, harsh or she does not try to micromanage or put you
down. You can go and talk with her.
Participant #2: I have been at four schools with principals that micromanage and make
teachers feel their abilities are not there. She comes to help, supportive, allows you to get
the training and help needed. She encourages you to spread your wings and if it does not
work, she lets you try again.
Participant #3: This is my fifth school, I have had some bugga bears, and she is not like
that. She taps into what you need. She knows peoples personalities and is able to discern
what people need and that is how she communicates. I think she adapts quickly and
communicates to people according to their differences and personality.
Participant #4: She builds a rapport and makes me feel comfortable. It is HOME.
Participant #5: Open environment, comfortable, sometimes too friendly can mean push
over and at the same time when something is put in place, you know we can enjoy the
relationship. However, you can be written up at same time, so structure is important.
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Research Question Three
Three themes (messaging, conflict, and leadership) were derived former participants’
responses pertaining to principals’ communication styles. The three themes were supported by
15 categories. The responses to the following questions will be discussed within the context of
principals’ communication styles teacher respond to best.
Messaging Theme – Accurate Communicator. Accurate communication was observed
by participants. The specific survey questions addressing this concept asked if principals were
accurate at all times when communicating. Almost half of the participants responded they
Agreed with the statement. Principals delivering honest and accurate messages was a strength to
the leader and valued by teachers (Horne & Timmons, 2009).
Messaging Theme – Principals Frequently Exaggerate to Emphasize a Point. More
than three quarters of participants responded Strongly Disagree or Disagree when asked if they
encountered principals who frequently exaggerated to emphasize a point. This theme seems to
reinforce other categories in this theme: accurate and clear communication. Instead of
exaggerating, principals communicate in a clear and concise manner. Teachers valued this
messaging delivery style (Netshitangani, 2016).
Conflict Theme – Principals Challenge People When Disagreements Arise. A bit
more than 80% of participants responded Strongly Disagree or Disagree when asked if they
encountered principals who challenged people when disagreements would arise. The data
seemed to suggest these behaviors rarely occur and principals use other strategies during
disagreements. Teachers responded favorably to this communication style (Boyd, et al., 2011).
Conflict Theme – Principals were Bothered When an Argument was Dropped or
Not Resolved. More than a quarter of participants responded Strongly Disagree, Disagree, or
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Undecided when asked if they encountered principals who were bothered when an argument was
dropped or not been resolved. The responses to this question seem to indicate principals work to
resolve conflict and reach a decision. Freeman, Wertheim, and Trinder (2014) stated effective
principals engage teachers in decision making and conflict resolution. Teachers responded
favorably to these conflict resolution strategies.
Conflict Theme – Principals Insist Upon Very Precise Definitions. More than half of
participants responded Undecided or Disagree when asked if they encountered principals who
insisted upon very precise definitions which were insisted by them during disagreements. These
results seem to indicate principals do not use this type of communication style. Due to the very
detailed nature of the survey question related to this characteristic, it was difficult to find
literature directly pertaining to the subject. However, literature is available pertaining to
leadership and conflict resolution. Noe, Hollenbeck, Gerhart, and Wright (2017) studied
leadership styles and conflict resolution techniques. The authors determined effective
communication and conflict management among leaders enhanced employee satisfaction and led
to increased retention (Noe et al., 2017). It appears as if teachers would prefer principals use this
communication style.
Conflict Theme – Principals Avoid Conflict and Speak about it Indirectly. Almost
90% of participants indicated Strongly Disagree, Disagree, or Undecided when asked if they
encountered principals who avoided conflicts and spoke about it indirectly. These responses
seems to suggest principals address conflict directly, which is consistent with the work of other
researchers (Freeman, Wertheim, & Trinder, 2014). Teachers responded positively to these
communication techniques (Jackson, Burrus, Bassett, & Roberts, 2010).
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Conflict Theme – Principals Openly Express their Feelings and Emotions. Almost
half of all participants responded Agree when asked if principals they encountered openly
expresses their feelings and emotions. Teachers respond favorably when principals express
themselves in an open an honest manner without deflecting responsibility or making teachers
uncomfortable (Reiss, 2015; Walker & Slear, 2011).
Leadership Theme – Principals Acted Efficiently Regarding Campus/District
Policies. More than half of participants responded Strongly Agree when asked if they
encountered principals who acted efficiently regarding campus/district policies. Teachers
appreciated receiving timely information about campus or district happenings (Horne &
Timmons, 2009).
Leadership Theme – Beginning Communication with a Positive Statement. More
than half of participants indicated they experienced principals who began communication with a
positive statement before providing constructive criticism. Literature was not readily available
with a direct link to principals providing constructive criticism to teachers. Instead, literature was
available pertaining to teachers providing constructive criticism to students or teachers working
in teams to critique their teaching practices (Earl, 2012). However, teachers responded positively
to this leadership style.
Leadership Theme – Unnecessary Threats. More than 50% of the participants
mentioned working with principals who used unnecessary threats to motivate teachers to achieve
goals. Even though educators work in a data driven and accountability environments, they do not
want to feel threatened or intimidated to perform. Teachers did not respond best to this
communication style and it was not exhibited by principals (Cohen et al., 2009; Finnigan, 2010).
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Leadership Theme – Principals Behave Aggressively. Almost three-fourths of
participants indicated they did not encounter principals who behaved aggressively by responding
Strongly Disagree). The results from this question suggested more principals do not exhibit
aggressive behaviors. Unfortunately aggressive behavior, also considered bullying, is evident in
our schools among students and employees as reported by Fahie and Devine (2014). Since
principals did not exhibit this behavior, the inverse could be considered: teachers respond
positively when principals do not behave aggressively.
Leadership Theme – Principals Micro-Manage all School Functions. A bit less than
half of participants indicated they encountered principals who micro-manage all school functions.
This communication style was not supported or encouraged by teachers (Starr, 2011).
Leadership Theme – Principals Micro-Manage all School Functions. More than half
of participants responded Strongly Disagree when asked if they encountered principals who
complained about making those around them feel uncomfortable/sad without explanation. Even
though a majority of the participants were not subjected to micro-managing principals, this
would not be a communication style suggested to school leaders (Le Fevre & Robinson, 2015).
Leadership Theme – Principals Deflect Responsibility. More than 50% of participants
responded Strongly Disagree or Disagree when asked if they encountered principals who
deflected responsibility. Teachers valued principals taking responsibility and being accountable
for their actions and the school environment (Netshitangani, 2016; Reiss, 2015). Research
Question Four
Themes were derived former participants’ responses pertaining to their recommendations
for principals. Four themes emerged pertaining to recommendations: open lines of
communication, listening, timely communication, and effective communication.
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Recommendations Theme – Open Lines of Communication. Ten participants
mentioned open lines of communication as a recommendation for principals. Open lines of
communication involves information being shared to and from leaders in a professional manner.
Other researchers studied the importance of maintaining open lines of communication as an asset
to the educational environment (Grenda & Hackmann, 2014; Horne & Timmons, 2009).
Recommendations Theme – Listening. Six participants recommended principals hone
their listening skills. In addition to sharing information, principals should also be able to listen to
their constituents, including teachers. In addition to listening to the spoken word, principals
should be attuned to non-verbal cues (Reiss, 2015).
Recommendations Theme – Timeline Communication. Five participants
recommended principals communicate in a timely manner. This recommendation expands on the
two previous recommendations and includes when messages are delivered. Teachers preferred as
much advanced notice as possible in regards to expectations and school or district updates. When
and how information is shared was studied by Blase and Phillips (2010) and Le Fevre and
Robinson (2015).
Recommendations Theme – Effective Communication. Instead of providing
recommendations for principals, three participants complimented school leaders’ communication
styles. When asked to provide feedback, three teachers did not have additional commentary to
provide for principals they worked with.
The focus group participants’ responses pertaining to this research question are provided
below.
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What are the perceptions of teachers in grades kindergarten through fifth at a
selected elementary school regarding the communication style of the principal that
they respond to best?
Participant #1: Open, understanding and motivated.
Participant #2: Open-minded, Firm but caring, Visionary, I cannot follow if they do not
know where they are going. Motivated.
Participant #3: Not a dictator, somebody that we know you are the leader but we are in
this together. Someone who makes us feel like we are a team you are not just a dictator.
Participant #4: I am a very sensitive person, so you need to talk to me as that because if
you came to me aggressively I would shut down. Talk to me as team member and if you
need be to do, something let me know why specially if I have to communicate to others.
Participant #5: Open. Explain so I can understand your vision while being firm.

What are the perceptions of teachers in grades kindergarten through fifth at a
selected elementary school regarding recommendations to improve communication
from their principal?

Participant #1: Do not come in so direct and ask how we feel. When we are included, it
motivates us. Willing to put in the work.
Participant #2: Make us feel like we have some type of input or a stakeholder and evaluate
our different styles.
Participant #3: Round table discussions, such as this forum, make us feel like our opinions
are valued. Principals should not be too far removed.
Participant #4: Respect. It is like a Mom… You want to do it because you respect them.
Sit back and be willing to learn new people.
Participant #5: Ask for suggestions and allow teacher input, which allows an
opportunity for me to own it.
Implications
Communication is an essential skill for leaders, including principals. Principals’
communication styles can impact teacher retention. This study explored teachers’ perceptions
about principals’ communication styles and which communication techniques were effective.
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Lastly, participants also provided recommendations for principals to use when communicating.
Overall, principals effectively communicate with teachers and their communication styles do not
adversely impact teacher retention. Key themes associated with principal communication
included messaging, conflict, and leadership. How principals relay information, such as tone of
voice and nonverbal cues are important factors for principals to consider. How principals handle
conflict, especially resolving conflicts, and including educators in the decision-making process
were discussed by participants. Principals’ leadership styles were connected to their
communication skills and abilities.
Recommendations for Future Research
The results of this study revealed teachers have several perceptions about principals’
communication styles, how communication impacts teacher retention, and communication styles
best suited to use with teachers. The study also included recommendations for principals relative
to communication. The following recommendations for future research were informed by the
results of this study:
1.

It is recommended that additional research be conducted to explore the relationship
of the principal’s communication style and teacher retention on varied grade levels
in comparison to post-secondary education.

2.

It is recommended that further studies be conducted that explore the relationship
between gender, age and years of experience in relation to a principal’s
communication style and it’s on teacher retention.

3.

It is recommended that further studies be explored with regards to the perception of
the principal’s communication style and the teacher’s years of teaching experience.
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4.

It is recommended that further studies be conducted utilizing a quantitative
perspective of this study, but expansion be done to include other grade level
administrators and schools.
Conclusions

Now more than ever communication is essential in effective leadership, especially for
principals. Communications includes the words spoken (or written), delivery method, and
frequency or time messages are sent. Three themes emerged to address each of the four research
questions: messaging, conflict, and leadership. Participants also described the communication
styles that work best for them and offered suggestions and recommendations for principals
pertaining to communication.
Participants for this study provided unique insights into communication between teachers
and principals. The researcher hopes the results of the study will help educators, regardless of
level within the school or district, communicate effectively with each other. How principals
convey messages and external forces which impact their communication was discussed among
participants. The impact communication played on teacher retention was also highlighted during
this study. The study concluded by allowing participants to share feedback and recommendations
for principals.
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Demographic Questions and Modified Purdue Teacher’s Opinionnaire
Teacher Electronic Survey Questions
Part I: Please complete the following demographic Data:
Please select the response that best describes you:
1.
2.
3.
4.

Gender: Male
Female
Age Group: 21-28 29-36 37-42 43-50 51-57 58 and above
Grade: Pre-K Kindergarten 1st grade 2nd grade 3rd grade 4th grade 5th grade
Race: American Indian or Alaskan Native; Asian; Black or African
American; Native Hawaiian or Pacific Islander; White

5.

Years of Teaching Experience: 1-5yrs 6-10yrs 10-15yrs 15-20yrs 25+yrs

Part II: Multiple Choice Questions
Choose your response to the following multiple-choice questions:
1= strongly disagree 2=disagree

3=undecided 4=agree 5=strongly agree

(Note: The following questions are grouped here for ease of reviewing; they will be
randomly shuffled on the teacher electronic survey.)
1.The principal’s messages are concise.
2.principal’s messages are clear.
3.The principal acts efficiently regarding
campus/district policies.
4.The principal insists that teachers
document or present some type of
proof regarding student matters.
5.The principal has an assertive voice.
6.The principal physically and vocally acts
out what he/she wants to communicate.
7.The principal is comfortable with all
varieties of people.
8.The principal is a very precise
communicator.
9.The principal begins communication
with a positive statement
10.before providing constructive criticism.
11.The principal uses unnecessary

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

1

2

3

4

5

1
1

2
2

3
3

4
4

5
5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1
1

2
2

3
3

4
4

5
5
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threats to motivate teachers to
achieve goals.
12.The principal behaves aggressively.
1
2
3
4
5
13.The principal is accurate at all times
1
2
3
4
5
when communicating.
14.The principal micro-manages
1
2
3
4
5
all school functions.
15.The principal disagrees with somebody 1
2
3
4
5
he/she is quick to challenge them.
16.The principal is argumentative.
1
2
3
4
5
17.The principal is bothered when an
1
2
3
4
5
argument is dropped or has
not been resolved.
18.In disagreements, the principal insists
1
2
3
4
5
upon very precise definitions which
are insisted by him/her.
19.The principal's bad feelings affect
1
2
3
4
5
his/her work.
20.The principal often complains
1
2
3
4
5
making those around him/her feel
uncomfortable/sad without explanation.
21.The principal deflects responsibility.
1
2
3
4
5
22.The principal avoids conflict and speaks 1
2
3
4
5
about it indirectly.
23.Tensions easily affect the
1
2
3
4
5
principals’ decisions.
24.The principal openly expresses
1
2
3
4
5
his/her feeling and emotions.
25.The principal uses deceptiveness
1
2
3
4
5
to achieve goals.
26.The principal frequently exaggerates
1
2
3
4
5
to emphasize a point.
27. What are your recommendations to improve communication from school principals?
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Demographic Information
1. Gender
2. Age Group
3. Grade
4. Years of Teaching Experience
5. Race
Assertive Communication Style
6.The principal’s messages are concise.
7.The principal’s messages are clear.
8.The principal acts efficiently regarding campus/district policies
9.The principal insists that teachers document or present some type
of proof regarding student matters.
10.The principal has an assertive voice.
11.The principal physically and vocally acts out what he/she wants to communicate.
12.The principal is comfortable with all varieties of people.
13.The principal is a very precise communicator.
14.The principal begins communication with a positive statement
before providing constructive criticism.
Aggressive Communication Style
15.The principal uses unnecessary threats to motivate teachers to
achieve goals.
16.The principal behaves aggressively.
17.The principal is accurate at all times when communicating.
18.The principal micro-manages all school functions.
19.The principal disagrees with somebody he/she is quick to challenge them.
20.The principal is argumentative.
21.The principal is bothered when an argument is dropped or has not been resolved.
22.In disagreements, the principal insists upon very precise definitions
which are insisted by him/her.
Passive-Aggressive Communication Style
23.The principal's bad feelings affect his/her work.
24.The principal often complains making those around
him/her feel uncomfortable/sad without explanation.
25.The principal deflects responsibility
26.The principal avoids conflict and speaks about it indirectly
Submissive Communication Style
27.Tensions easily affect the principals’ decisions.
28.The principal openly expresses his/her feeling and emotions
Manipulative Style
29.The principal uses deceptiveness to achieve goals.
30.The principal frequently exaggerates to emphasize a point.
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APPENDIX F
Focus Group Structured Questions
1. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the characteristics that best describe their principal’s
communication style?
2. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the influence of their principal’s communication style on
teacher retention?
3. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding the communication style of the principal that they respond to
best?
4. What are the perceptions of teachers in grades kindergarten through fifth at a selected
elementary school regarding recommendations to improve communication from their
principal?
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APPENDIX G
TEACHER CONSENT FORM
I, ____________________________ (teacher), have been invited to participate in a
research study that will be conducted at a selected elementary school in southeast Texas by Maria
Starling, doctoral student at Houston Baptist University.

The study is entitled Teachers’

Perception of the Principal’s Communication Style Regarding Teacher Retention at a selected
Elementary School. Study participants will include the following: teachers who have taught in
kindergarten through fifth grade at the selected elementary school.

The purpose of this study will be to examine the perceptions of teachers of the
principals’ communication style regarding teacher retention. The study will focus on
teachers’ perceptions of varied communication styles regarding the school principal.
I understand that my survey responses will be anonymous and that I will not be
identified by name. I further understand that I may decline to answer any of the survey
questions. My signature below indicates my willingness to voluntarily participate in this
study. If at any time I have questions regarding the research, I understand that I may
contact Maria Starling, researcher, at 832.518.9304, or Dr. Dianne Reed, program director,
at 281.649.3035 or dreed@hbu.edu.
The careful coding of the responses and noninvasive nature of this study insures no
risks for me. This study will be conducted during the 2018-19 school year.

______________________
Signature

______________________
Date
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APPENDIX H
Vitae
Maria V Starling
A qualified Education professional with more than nine years of experience in secondary
and post-secondary learning environments; along with a wealth of knowledge in development
and implementation of educational tools and applications in professional settings, college
classrooms and district settings.
HIGHLIGHTS OF EXPERIENCE/SKILLS







Understands diversified learning needs of students and aid in development and
implementation of technology projects designed to create positive results in individuals
and groups.
Continually promotes use of advanced technologies in daily activities and employ
exceptional knowledge to develop and implement instructional classroom applications,
and learning measurement tools.
Effective researcher with ability to review and select new teaching materials and
technologies with focus on strong strategic thinking and analytical skills.
Detail-oriented, strong follow-through skills with the ability to take initiative, prioritize
tasks, and work independently
Excellent communication skills, both verbal and written;
Excellent computer skills, including Microsoft Office, Word, Excel, PowerPoint
COURSES TAUGHT








Communication Application
Professional Communication
Debate I
Debate II
Debate III
SPCH 1311, 1318, 1315, 1321
EDUCATION
Texas Southern University, Houston, Texas
Master of Arts in Communication – May 2015
Bachelor of Arts in Speech Communication – August 2006
Doctorate of Education- August 2018-Present
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TEACHING AND TUTORING EXPERIENCE
Alvin Community College, Faculty Professor- 2015-Present
Lone Star College, Adjunct Professor- 2015-2016
San Jacinto College Adjunct Professor- 2015- Present
Houston Community College -2015-Present
Teacher, Professional Communication – Aldine ISD –, 2006-2015





Instructs students in grammar, style, organization persuasion, argumentation, audience,
and other rhetorical concepts.
Teach students on academic writing of reports, reviews, and analyses.
Use google docs and other electronic resources in both online and face to face instruction.
Design classes in a manner that facilitates the learning outcomes established by the Fine
Arts Department.
Teacher, Communication Application- Aldine ISD, Houston, TX –, 2006-2015






Prepare lesson plans and develop activities for the academic development of students
Week to week evaluations to ensure student knowledge
Weekly communication with parents and staff, maintaining individual needs to
curriculum progress
Maintain files of attendance records and academic progress
Accomplishments:







90% increase of pass rate on EOC Exam
Sponsor for the Speech & Debate Team, National Forensic Honor Society, Student
Improvement Committee, Cheerleading Team, Attendance Committee, and 2006 New
Teacher Mentoring Program
Member of the Texas Speech Communication Association
Member of the National Forensic League
Speech & Debate Coach – Aldine ISD, Houston, TX –, 2006-2015








Prepare lesson plans and develop activities for the academic development of students
Week to week evaluations to ensure student knowledge of debate research topics
Weekly communication with parents and staff, maintaining individual needs to
curriculum progress
Provide after school tutorials for research and mock debates
Conduct speech workshops
Coach novice and advanced levels of various debate styles
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Harvard Initiative- planned, coordinated and established a financial plan for students to
compete in forensics at Harvard University.
Create press releases and documentation for donors

Accomplishments:







2013-2014 Octo finals in Duo Interpretation
2011-2012 Doubles Dramatic Interpretation
UIL State Finalist
Poetry Out loud Local & State Finalist
TFA State Finalist
NFL State Finalist
ESL Tutor- Forester Elementary Houston, TX –, 2006-2007






Taught English language skills after school to students
Prepare and develop activities for the academic development of students
Week to week evaluations to ensure student knowledge
Weekly communication with parents and staff maintaining individual needs and
curriculum progress
Lecturer- Forester Elementary Houston, TX –, 2006-2007





Assisted with classroom instruction and lesson preparation for students taking Sanford
Ten
Preparation for TAKS Exam
Prepare and develop activities for students to understand and master math and reading
techniques
Office Assistant - Texas Southern University, Houston, TX-, 2002-2003




Organized files and assisted with new student orientation
Maintained documents for doctoral students
OTHER PROFESSIONAL /ACADEMIC OPPORTUNITIES

(2006-2015) Forensic Program Redevelopment, Aldine Senior High SchoolForensics Program
I implemented fundraising tactic to eliminate existing deficit of funds. Developed and
launched the school’s first Mustang Campaign for student travel.
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PROFESSIONAL AND COLLEGIAL AFFILIATIONS
Delta Sigma Theta Sorority, Inc. – Member since 2002
Texas Speech Communication Association- Member since 2006
National Forensic League-Member since 2006
Top Ladies of Distinction- Member since 2012
Doctorate Organization of Community & Service- President- 2019
Black Student Association- Advisor-Alvin Community College
COMMITTEE APPOINTMENTS
Pathway to Success & Retention Committee
SACSCOC Committee (Library Resources)
Quality Enhancement Plan Implementation Team
CONFERENCEES & PRESENTATIONS
John & Suanne Roueche Excellence Awards & Conference- February 2017
Texas Council of Professors of Educational Administration Graduate
ExchangeSeptember 2018
10th Annual Teaching, Learning & Research Symposium-March 2018
11th Annual Teaching, Learning & Research Symposium- March 2019

