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ABSTRACT
The purpose of this quantitative study was to determine the influences on teachers, as related to
instruction, classroom management, professionalism, and attitude, while considering stage of
teaching career, teaching level, and the demographic groups of gender and ethnicity. An analysis
was conducted to determine the greatest influences on teachers in the areas of instruction,
classroom management, professionalism, and attitude. Additional analysis was conducted to
examine if significant differences existed when considering career stage, teaching level, gender,
and ethnicity. An analysis was also conducted to test for significant interactions between the
main effects of career stage and teaching level for each of the four influences for each of the four
constructs. Influences on teachers are important to consider. The research was conducted in this
study to further knowledge of influences on teachers in different aspects of teaching, while also
considering stage of career, teaching level, gender, and ethnicity. Administrators can strive to
improve opportunities for students by knowing what influences teachers. The research design
involved a population of 1,786 Indiana K-12 public school teachers. Teacher demographics and
beliefs about influences were collected using a 20-item survey. Sixteen items contained prompts
for teachers to rate the level of influence exerted from four influences. Teachers assessed the
influences by using a Likert-type rating scale. Statistical analysis of the data included
descriptive statistics regarding the mean, standard deviation, and frequency of selected items.
Significance was identified at the .05 level. In all, 156 teachers of public school teachers
responded to the survey instrument, which questioned teachers about what has influenced them.

iv
As a result of the analysis, the greatest influences on teachers were discovered in the four
constructs of instruction, classroom management, professionalism, and attitude. Analysis was
also conducted to consider influences with regard to career stage and teaching level. When
considering each of these teaching constructs and the influences within the construct,
significance was found in one or more of the 16 possible opportunities in stage of teaching career
and teaching level.
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CHAPTER 1

INTRODUCTION TO THE STUDY
Background
Are teachers the single greatest factor in a child’s educational experience? If teachers
carry that much importance, what is it that influences their practice? For the past 200 years in
America, teachers have been revered for their work with children. The word teacher evokes
thoughts and feelings of goodness, kindness, and helpfulness. Diaz, Pelletier, and Provenzo
(2006) documented that Horace Mann, in 1827 said, “Teachers teach because they care.
Teaching your people is what they do best. It requires long hours, patience, and care” (p. 198),
asserting the characteristics of a teacher. If teachers are indeed the greatest factor in a child’s
educational experience, careful consideration should be given to procuring the best candidates
for students and making certain whatever it is that influences their teaching practices is beneficial
for students.
Most states have rigorous licensing requirements for teachers. In Indiana, the application
for licensure is completed online at Indiana Department of Education (IDOE; 2012), Licensing
Verification and Information System (LVIS). An educational background must be submitted,
including college or university attended, graduation month and year, and type of degree. Upon
completing this, the applicant is asked to click the Save Education Background button and
proceed to the next step. After adding billing information for the license, the applicant must
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enter PRAXIS scores. The application process concludes with questions to complete a criminal
history check (IDOE, 2012). According to the IDOE licensing website, LVIS, a bachelor’s
degree in education from an approved university and a passing rate on standardized assessments,
measuring knowledge of specific subject areas as well as generalized skills needed for teaching,
are required for licensing. Teachers are professionals who must earn the right to teach, just as
other practitioners must be licensed in their specialized fields. Kreuger (2006) stated that
licenses are required for just about everything from occupational therapists to barbers. States
have different requirements for licensing, but most typically require a minimum level of
education, a test of competency with a passing score, and a payment or fee.
Upon successful completion of the teacher-training program, degree attainment,
proficiently passing standardized tests, and obtaining their teaching licenses, teachers seek
employment opportunities. Not unlike people in other careers, much variation exists among
candidates entering the teaching force. Even though candidates have achieved at least the
minimum acceptable requirements for employment, readiness levels differ. Depending on
training, background experiences, and certifications, teachers provide differing strengths for their
students (Darling-Hammond, Holtzman, Gatlin, & Heilig, 2005).
New teachers enter the field of education. They know what they have learned during
undergraduate work but start facing a bombardment of influences from people and things as they
begin their life’s work. Advice and opinions abound. Some guidance is invaluable, yet other
suggestions will be detrimental to a productive future for students.
How will new teachers discern good from bad advice? What will serve as the influences
on a new teacher’s ability to teach? Do influences remain constant or change over time? With
time and teaching experience, will teachers learn to discriminate positive from negative
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influences? These are questions that merit consideration.
Some influences are innate, present from birth within the individual person. These
inherent influences affect people in a certain manner, irrelevant of the person’s career choice.
The probability of doing something exceeding well or being exceptional in a certain field can
depend on the absence or presence of inborn traits (Howe, Davidson, & Sloboda, 1998). People
are talented or gifted with natural aptitudes. In a British survey, Davis (1994) discovered that
more than 75% of music teachers selected students to whom instruction would be given. They
based this decision on whether or not children had innate musical gifts. Other, non-innate
influences come from external sources. School culture, personal experiences, teaching
assignments, people in varying roles, and additional factors can serve as influences for new and
seasoned teachers. These influences on teachers likely impact student learning.
Teachers teach and relate to students based on something that has impacted or influenced
them. What or who will make a significant influence? How will these influences on teachers
impact instruction? Which influence will have the most impact on teachers: the building
administrator, parents and students, other teachers in the school, coaches, mentors, opportunities
for professional development, or textbooks? Might the influences on teachers be the climate and
culture of the school or personal values and beliefs held by teachers?
How will influences affect teachers’ instruction, classroom management,
professionalism, and attitude? Do these influences change during stages of the teaching career or
with different grade level configurations? Do influences differ when considering demographics
like gender and ethnicity? Undoubtedly, teacher job performance will be determined by some
influence or a combination of influences. Which influence will be the greatest? How will it
impact student learning? If areas of influence prove to be negative, how will that affect a
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teacher’s ability to teach? Even more importantly, how will that impact student learning?
Conceptual Underpinnings for the Study
Teachers’ delivery of instruction may be influenced by a multitude of factors. In research
by B. Cook and Cook (2004), student teaching provided the base that teachers used throughout
their careers. According to L. Cook (2007), student teachers received their best practices and
theoretical teaching knowledge from field university classrooms, through hearing or reading
about teaching from others. Student teaching serves as the launching pad for teachers’
professional careers. Beginning teachers, with minimal classroom experience, are sometimes
expected to perform at the same level as their colleagues with 20 years of experience. Johanson
(2008) suggested that beginning teachers have specific problems because of expectations about
novice and expertise teachers. It is thought they should operate at the same experience level.
Teachers may also receive influence from mentors, people in leadership roles who coach
beginning teachers. Mentoring often refers to a situation where a more experienced member of
an organization influences and maintains a relationship with a less experienced member of the
organization. The mentor provides information, support, and guidance (Campbell & Campbell,
2000). Ambrosetti and Dekkers (2010) described mentoring as supporting and providing
feedback to beginning teachers without passing judgment.
Another significant influence might be the school administrator. Research literature has
indicated that principals were instrumental in school reform and establishing the organizational
context and conditions necessary for change (Gross, Giacquinta, & Bernstein, 1971). Research
by Printy (2010) discovered that principals were important to student learning. Through working
with teachers or other factors influencing classrooms, principals had a tremendous impact.
Student achievement can be higher in schools where teachers and principals collaborate.
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Principals who looked into new ideas and sought consideration by the staff proved to make a
difference, through influencing teachers and impacting student learning (Louis & Wahlstrom,
2011). Good school leaders knew they had a moral purpose to ensure competent teachers for
their students, influencing teachers to take responsibility for their own learning and effectiveness
(Fullan, 2003).
Parents and students can certainly influence teachers. At times, parents and students
seem to want different things. Nonetheless, both groups desire a positive learning environment.
The influence of teachers on student outcomes is often dependent on the emotional classroom
climate. Research by Gest and Rodkin (2011) discovered that emotional support from teachers
created more reciprocated friendships in children, making for a positive experience for students
and parents. Patrick, Anderman, Ryan, Edlin, and Midgley (2001) found that teachers who used
performance practices, rather than mastery focus, tended to provide less social and affective
support for students. Most parents and students value social and affective support from teachers.
Furthermore, parents and students can put pressure on teachers in regards to curriculum and
grading. They may believe certain topics or teaching styles are critical for instruction, swaying
teachers to succumb to their pressure. Teachers might be influenced when assessing work and
giving grades because of parent and student persuasion.
The culture of a school influences teachers. The school culture involves the norms and
expectations of how school people work and act (McEwan, 2005). Saphier and King (1985)
recommended 12 norms that can positively impact school improvement through improving the
school culture: collegiality, experimentation, high expectations, trust and confidence, tangible
support, reaching out to the knowledge base, appreciation and recognition, caring, celebration,
humor, shared decision making, protecting the important things, and honesty and open
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communication. Personalities of teachers representing the school culture can certainly serve as
an influence on teachers. Deal and Peterson (2009), using metaphorical representations, found
that priests and priestesses held much power in the school’s cultural network as gatekeepers in
making certain things did not veer too far from current practice and the cultural roots of the
school. In addition to the teaching staff, priests and priestesses often held power with parents
and community members. Gossip existed in all organizations, not just schools. They gained and
disclosed current news and hearsay and found power in being in the know. Additional
stakeholders of a school’s culture were spies (granters of information for some people while
creating conflicting stories with others), heroes and heroines (concrete providers of what a school
holds dear), navigators (advisors to reaching a destination), nodes (focusers on technical
updates), compasses (providers of the deeper purpose for education and learning), explorers and
pioneers (innovators willing to try new approaches), and spirit guides (granters of wisdom).
Perhaps peer pressure from other teachers could serve as an influence. Unsuspecting new
teachers and even seasoned teachers often have little knowledge of how to handle difficult
colleagues. Tavris (1978) stated, “To change a difficult person, you must first change yourselfyour way of thinking about the person and your way of responding to the familiar provocations”
(p. 294). Any teacher in a building knows peer pressure exists. School buildings may have
positive, negative, or some of both kinds of teachers on staff. These characteristics have a direct
impact on beginning teachers or newly placed teachers. Unwritten rules among teachers exist.
Teachers in the hallway might exert peer pressure by telling new teachers how things have been
done and expect them to follow suit. This can have a positive or negative impact on student
learning.
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McEwan (2005) listed factors that deplete the personal energy of teachers. Some of these
are felt by frustrated teachers and can be brushed off on unsuspecting colleagues to bring them
down as well. Among those 16 factors, five lend themselves to relationships with colleagues:
blaming others for our feelings, leaving important decisions to others, feeling unprepared or
unknowledgeable, working without a vision, and allowing our purpose to be determined by
someone else. Teachers who feel they have no control put out a negative, gloom and doom vibe
to those around them. Teachers’ attitudes and the degree to which they felt they could make a
difference were powerful indicators of job performance. If teachers do not feel like they are a
part of the solution and have input, burnout and disgruntlement are almost guaranteed
(O’Connor, 2004).
Statement of the Problem
Although teachers, principals, upper administrators, and teacher educators know that
teachers and their teaching practices are influenced by outside sources, more can be discovered
about the influences on teachers. Additional interest in the influences on teachers exists
regarding stage of teaching career, teaching level, and demographics. Furthermore, discovering
how these influences impact student learning will be critical.
Watts (1987) stated that teachers often reflect and acknowledge that student teaching was
the most valuable portion of the entire teacher education program. Hallinger and Heck (1998)
suggested that principals had indirect influence on students through directly influencing teachers
and instructional cultures. Although research exists about possible influences, such as teacher
education programs or the building administrator, more information can be found about
significant influences on teachers.
Teachers are influenced by something. Discussion on the topic of teacher influences
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needs to be thoroughly considered. Through finding major influences on teachers at various
stages of their careers and discovering if influences differ with teaching level and demographics,
educators will have an enhanced ability to improve learning for children. Fostering intentional,
positive influences for teachers is critical for students.
Purpose of the Study
The purpose of this quantitative study was to determine influences on teachers as related
to instruction, classroom management, professionalism, and attitude, while considering stages of
teaching career, teaching level, and the demographic groups of gender and ethnicity. Although
much research has been conducted on many of the possible influences in this study, finding the
strongest influences can guide principals and upper administrators in creating opportunities for
positive influences. Research in this area will improve learning opportunities for students.
A survey instrument was prepared to determine influences on teachers. Influences
considered on the instrument included building administrator, parents, students, colleagues,
teaching coaches, university supervisors, teacher training or professional development, school
culture and climate, and demographics. In order to measure the influences on teachers, survey
questions involving some of the possible teaching attributes or strength of influences within
focus areas were developed. The following areas were considered: instruction, classroom
management, professionalism, and attitude. Suitable questions were composed for teachers to
answer. Upon receiving teachers’ responses, statistical analysis indicated the predominant
influences on teachers. Further data analysis indicated if influences differed when considering
career stage, teaching level, gender, and ethnicity.
Research Questions
This quantitative study sought the answers to nine research questions.
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1. Are there differences in the levels of influence upon teachers of students, standards,
administrators, and peer or previous teachers when considering the construct of
instruction?
2. Are there differences in the levels of influence upon teachers of students, parents,
administrators, and peer or previous teachers when considering the construct of
classroom management?
3. Are there differences in the levels of influence upon teachers of professional
development, college professors, administrators, and peer or previous teachers when
considering the construct of professionalism?
4. Are there differences in the levels of influence upon teachers of students, college
professors, administrators, and peer or previous teachers when considering the
construct of attitude?
5. Are there significant differences across teachers at various career stages in each of the
four influences for each of the four constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers.
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers.
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers.
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers.)
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6. Are there significant differences across teachers at different teaching levels in each of
the four influences for each of the four constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers.
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers.
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers.
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers.
7. Are there significant differences across teachers between genders in each of the four
influences for each of the four constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers.
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers.
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers.
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers.
8. Are there significant differences across teachers from different ethnicities in each of
the four influences for each of the four constructs?
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a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers.
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers.
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers.
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers.
9. Are there significant interactions between the main effects of stage of career, teaching
level, gender, and ethnicity for each of the four influences for each of the four
constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers.
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers.
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers.
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers.
Research Hypotheses
The following null hypotheses were formulated after considering the research questions.
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H01. There are no differences in the levels of influence upon teachers of students,
standards, administrators, and peer or previous teachers when considering the construct of
instruction.
H02. There are no differences in the levels of influence upon teachers of students,
parents, administrators, and peer or previous teachers when considering the construct of
classroom management?
H03. There are no differences in the levels of influence upon teachers of professional
development, college professors, administrators, and peer or previous teachers when considering
the construct of professionalism?
H04. There are no differences in the levels of influence upon teachers of students, college
professors, administrators, and peer or previous teachers when considering the construct of
attitude?
H05. There are no significant differences across teachers at various career stages in each
of the four influences for each of the four constructs.
H06. There are no significant differences across teachers at different teaching levels in
each of the four influences for each of the four constructs.
H07. There are no significant differences across teachers between genders in each of the
four influences for each of the four constructs.
H08. There are no significant differences across teachers from different ethnicities in
each of the four influences for each of the four constructs.
H09. There are no significant interactions between the main effects of stage of career,
teaching level, gender, and ethnicity for each of the four influences for each of the four
constructs.
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Limitations of the Study
1. A low response rate may have limited the inference from the survey. Only teachers
responding to survey information were included in the sample.
2. Teachers responding with varying career stages, teaching levels, and demographic
groups were most likely unequal.
Delimitations of the Study
1. The study population was limited to specific public schools in Indiana with grade
configurations of K-12.
2. Survey information was collected during the fall semester of 2012.
Assumptions of the Study
1. Teachers considered questions and responded with authentic answers.
2. Teachers would be good at self-analysis and reflecting.
Design Controls
1. The emailed survey was sent and received electronically, minimalizing external
concern factors.
2. Teachers, to whom the survey was sent, were selected randomly, minimalizing
internal concern factors.
Definition of Key Terms
In this study, key terms related directly to teachers who were currently teaching in the
public K-12 school setting. The definitions describe each word, as the reader should consider it,
pertaining to this study.
Attitude enables a person to think clearly and accurately and act according to self-selected
goals (Berg, 2008).
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A building administrator is the principal or leader of a school building.
Career stages refer to the number of years teachers have been teaching.
Classroom management is to establish and sustain an orderly environment so that
students can engage in meaningful academic learning and to enhance student social and moral
growth (Evertson & Weinstein, 2006).
Demographic groups are teachers who are different, based on gender and race.
Influence is any person or thing that impacts the way a teacher chooses to teach.
Instruction is to teach—to help all students succeed (Wong & Wong, 1998).
A mentor provides information, support, and guidance to a new teacher (Campbell &
Campbell, 2000).
Peer coaching refers to teachers who help other teachers especially after professional
development opportunities have occurred (Showers & Joyce, 1996).
Professional development is the formal and informal learning experiences throughout
one’s career from pre-service teacher education to retirement (Fullan, 1991).
A professional educator is a responsible teacher who continuously grows to achieve
competence, striving to continuously raise the level of each new group of students (Wong &
Wong, 1998).
A professional is someone with expertise in a specialized field, an individual who has not
only pursued advanced training to enter the field but who is also expected to remain current in its
evolving knowledge base (DuFour, DuFour, Eaker, & Many, 2006).
A supervising teacher is the supervising or cooperating teacher who supervises student
teachers. This definition is coherent with the development of reflective teaching and is widely
used in professional training (Boudreau, 1999).
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A teacher is a licensed, employed individual who is responsible for educating K-12
students.
Teaching level refers to teachers in three different levels: elementary, Grades K-5; middle
school or junior high school, Grades 6-8; high school, Grades 9-12.
Personal Narrative
I have a personal interest in the topic and currently serve as a principal at an elementary
school in Evansville, Indiana. Evansville is located in southwestern Indiana, with a population
of 117,825. Evansville is a city where the school system includes the county area. The district is
called, Evansville Vanderburgh School Corporation (EVSC). Evansville comprises a large part
of Vanderburgh County. EVSC has recently gone through some restructuring of schools, but
predominantly is composed of elementary, middle, and high schools. Schools in the EVSC
contain the demographics shown in Table 1.
Table 1
Student Demographics for Evansville, Indiana
Student
Population
Evansville
22,798
Source. (IDOE, n.d.)

White

Black

MultiRacial

72.4%

14.2%

8.8%

Paid
Free Reduced
Hispanic Lunch Lunch Lunch
3.0%

43.4% 47.2%

9.5%

By studying teachers in districts similar in population and other demographic features to
my geographic location, the study was both practical and useful to me. I did not survey teachers
from Evansville. Instead, I surveyed teachers from other Indiana cities: Fort Wayne,
Indianapolis, Lafayette, and Terre Haute.
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The significance of this study for me was the discoveries made from the teacher survey.
The data were exceedingly revealing. With this knowledge, I will know, as well as others, the
most significant influences on teachers. For example, as related to instruction, the knowledge
that students are the greatest influence on White men, who have just begun their teaching careers
can be helpful to administrators. With this wisdom, administrators can help make certain
teachers are receiving positive, helpful insights from whichever influence is their most dominant.
Having insight into this information and using it to help teachers provide a better education for
students will be powerful. My ultimate goal is to help students.
Summary
The research conducted in this study served to further knowledge of influences on all
types of teachers as outlined above. After influences on teachers are determined, then
educational leaders can focus attention on discovered influences. By concentrating on this
discovery, administrators can assist in making the influences as beneficial as possible for
children. This research has the capacity to result in positive outcomes for students!
Chapter 2 contains a review of literature. It comprises the following topics: possible
influences on teachers regarding instruction and classroom management, possible influences on
teachers regarding professionalism, possible influences on teachers regarding attitude, possible
influences on teachers at various stages of their careers, and possible influences on teachers in
various demographic groups. Chapter 3 contains the methodology used for this quantitative
study. Focus groups with public school teachers in grades K-12 were conducted to determine a
comprehensive list of possible influences. Information from teachers who were actually on the
job, coupled with the research gathered during the literature review, served as the foundation for
the survey questions and answers. The survey was distributed to public K-12 school teachers
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from four urban Indiana counties via email. The randomly selected teachers were asked to
respond to the survey. The teachers received an immediate thank you message upon completion
of the survey. Validity considerations are outlined in Chapter 3. It was anticipated that
respondents would use professional integrity in completing the survey. Rate of response could
be 60% or greater (Ray, 2006). Appendices at the end of the study show the following: cover
letter to principals regarding focus groups (Appendix A), cover letter to focus group participants
(Appendix B), consent form for focus group participants (Appendix C), cover letter to teachers
receiving survey (Appendix D), follow up letter to teachers receiving survey (Appendix E), and
The Teacher Online Influence Survey (Appendix F).
If teachers are indeed the greatest factor in a child’s educational experience, careful
consideration should be given to procuring and cultivating the best teachers for students. It was
the goal of this research project to focus on what influences teachers. Once this information is
revealed, administrators can strive to improve the independent variable of influences to create the
best possible dependent variable, teachers.
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CHAPTER 2

REVIEW OF RELATED LITERATURE
The purpose of this study was to examine possible influences on teachers in regard to
instruction, classroom management, professionalism, and attitude. Other interests include how
influences may differ when considering stages of teaching career, teaching level, race, and
gender. The review of the literature examined research in five areas. The first area of study was
current research focusing on possible influences on teachers regarding instruction and classroom
management: building administrators, parents, students, coaches, and textbooks. The second
area of study was current research focusing on possible influences on teachers regarding
professionalism: training and professional development colleagues or peers. The third area of
study was current research focusing on possible influences on teachers regarding attitude: school
culture and climate, personal values, and beliefs. The final two areas considered were: possible
influences on teachers at different stages of career and possible influences on teachers from
different demographic groups.
The intent of this research project was to investigate what is known about this topic and
gain additional information. This project determined influences on teachers. When significant
influences on teachers are revealed, educators can encourage and accentuate efforts in improving
those influences, enhancing students’ opportunities for learning.
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Possible Influences on Teachers as Related to Instruction and Classroom Management
What influences teachers regarding instruction and classroom management? Teachers
have a monumental task in educating children. Many factors influence the way teachers teach.
Instruction and classroom management are often affected by teacher beliefs. Teachers remember
the strategies used when they were in school. These prior experiences have a strong influence on
classroom management or instructional practice (Richardson, 1996). Coursework or training
programs have also provided good support. Teachers in training have learned how to organize a
classroom, develop rules, reinforce procedures, and manage students using specific strategies.
Bishop, Brownell, Klingner, Leko, and Galman (2010) believed that skilled teachers showed a
more supportive learning community. Instead of just regulating the environment, teachers with
good instruction and classroom management included student ownership and choice in their
learning. In reviewing the literature, possible influences on teachers as related to instruction and
classroom management included building administrators, parents, students, coaches, and
textbooks.
Building Administrator Influence
Principals and other administrators influence teacher instruction and classroom
management. In America, administrators are powerful. They can either positively or negatively
impact student learning. J. Johnson (2002) expanded the study of principals to another country.
His research found Japanese principals to be considered figureheads. They took their jobs very
seriously because they symbolized or represented the school. Decisions were made after careful
consideration. Principals had to be convinced that altering the current path was the right thing to
do before making any changes.
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According to S. M. Johnson, Kardos, Kauffman, Liu, and Donaldson (2004), strong
instructional leadership promotes successful beginning teachers. Principals set the tone for a
positive academic culture. They also set high expectations for knowledge and behavior while
supporting new teachers’ learning. Beginning teachers feel supported in schools where effective
administrators were in leadership. Unsupportive principals definitely serve as a barrier to
prevent change and slow the development of new teachers (Lamie, 2004).
Principals assist student instruction by developing appropriate learning groups for
teachers. In a research study by Wood (2007), Principal Alice strategically placed teachers in
reconfigured groups to share successful ideas. By placing teachers in varied groups, a golden
opportunity existed to help teachers focus on starting new, best practices instead of using the
same old practices they had always done. During this, appropriate protocols were set and posted
for quick reference: no side bars, be respectful, remember air time, be honest, remember
confidentiality, keep focused on kids, and show no hierarchy of expertise. Through these
learning communities, dialogue about real issues and needs occurred. Teachers began to
consider themselves as primary change agents and were empowered to take risks necessary for
teaching and learning.
According to Supovitz (2008), principals who provided leadership through a trusting
community, who clearly communicated goals and vision, and who focused on instruction
encouraged teachers to have a willingness to change instructional practices for both Englishlanguage arts and mathematics. Teachers felt safe to constructively collaborate with each other
about instruction. Appropriate principal leadership eased stress and reassured teachers that
altering instruction at times was necessary and right for students. Research indicated that
principals with positive impact swayed student learning and achievement (Supovitz, 2008). This

21
directly impacted teacher instruction, becoming a predictor of student success.
Although an indirect influence on student achievement, it could be argued that because of
their ability to influence teachers, principals have the greatest impact on student learning.
Researchers Hallinger, Bickman, and Davis (1996) found the leadership of the principal
influenced the instructional climate and organization, which positively and significantly
impacted student achievement. The relationship between principal and student learning were
more likely to be carried out through other school and classroom factors than by the direct
actions of the principal.
Parent Influence
Teachers can learn from parents. A large component of delivering instruction is to gain
student attention and expect student engagement. In relationship to classroom management,
Walker (2009) stated that little is known about the specific ways teachers and parents influence
student learning and engagement, but linking parenting to teaching style could increase student
success. Good parenting and teaching seemed to involve two dimensions: control and nurturance
(Walker, 2009). As children developed the capacity for maturation and autonomy, adults
increased expectations and demands as evidenced by children’s readiness. Student learning was
dependent on teaching style. Walker researched teachers with three different teaching styles:
permissive (moderate nurturance and low control); authoritarian (high nurturance, low control);
and authoritative (high nurturance, high control). Good teachers were influenced by classroom
management techniques to which children responded.
Practices and relationships were studied in parents. These parent practices had the
potential to influence teacher practice. Teachers learned from parents. Walker (2008) stated,
“Translating parenting style research into classroom contexts is a promising avenue for
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understanding how teacher practices operate in the larger classroom social context.” (p. 220).
During Walker’s research, she learned that parents who made appropriate demands as children
were developmentally ready and controlled behavior while being affectionate, responsive, and
good communicators had children who were highly socialized and competent.
In this study, the authoritative practice was most effective for teachers and parents by
measuring achievement scores from one year to the next. Walker (2008) interviewed
authoritative teachers who explained the importance of relating things to their own life by using
a coaching stance: giving examples of what worked for them and making suggestions. Students
in authoritative teaching style classrooms were engaged, confident, and made significant
achievement gains over the years. In looking at teaching through the lens of parents’ style,
effective practices were learned. Parenting style theory helped predict and explain teacher
practice, relationships, engagement, and learning. If teaching style was authoritarian, optimal
development for student social and academic competence flourished (Walker, 2008). In this
respect, learning from parenting techniques had an influence on teachers.
Rudduck (1991) found that parents had much power in Japan. They paid for the best
schools, expected their children to continue working even after the long school day was over,
and demanded success on high-stakes assessments. Although they had no legal status to
influence teachers, Japanese parents were a very powerful group.
Student Influence
Teachers are influenced by the learning needs of students. In America, students have
somewhat of a voice in their education. Good teachers take student interests and learning styles
into consideration when delivering instruction. Bransford, Brown, and Cocking (2004) stated,
Outstanding teaching requires teachers to have a deep understanding of the subject matter
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and its structure, as well as an equally thorough understanding of the kinds of teaching
activities that help students understand the subject matter in order to be capable of asking
probing questions. (p. 188)
Teacher knowledge comprises beliefs, cognitions, skills, and content (Rohaan, Taconis, &
Jochems, 2010). The research findings of Rohann et al. (2010) indicated that teaching was
affected by teacher knowledge, which in turn affected pupils’ concepts and attitudes toward the
content. Teachers who were in touch with their students needs allowed students to have an
influence on their teaching.
Conversely, students in Japan had much less input. They were primarily the receivers of
whatever was done to them. They were passive recipients of knowledge, with no voice in what
they learned, how they learned, or how they demonstrated their knowledge (Hadley, 1999).
Coaching Influence
Teachers receive coaching from various sources. School districts sometimes employ
master or expert teachers to serve as coaches for teachers. These people may be from within the
school district or brought in from the outside. Coaches may be well known at the regional, state,
or national level for their coaching ability.
Other coaching sources could be peer coaches, teachers within the same building, area, or
grade level. This concept is thought of as teachers helping teachers. Showers and Joyce (1996)
defined peer coaching as a strategy to help teachers sustain knowledge after professional
development opportunities occurred. Two key elements for peer coaching were watching each
other teach and examining student work. In practicing this educational initiative, teachers
backwards mapped and looked for desired results as evidenced in student work (Wiggins &
McTighe, 2001). Teachers are beginning to come out of their isolated silos and see the huge
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benefits associated with working and learning from one another.
Textbook Influence
Textbooks influence student instruction. According to J. C. Richards and Rodgers
(2001), textbooks were a vital component of the curriculum, because they delineated subject
matter content and detailed the tasks required. Although they often complained about textbooks
and the lack of suitable academic matter, teachers continued to use and rely heavily on
textbooks. With monumental advances in technology, textbooks might seem obsolete, but their
use remains prevalent in classrooms across the nation.
Although still heavily utilized, textbooks do not necessarily consider teachers’ diverse
needs, preferences, and interests (Ajayi, 2005). Teachers have unique teaching styles based on
student learning styles, motivational needs, cognitive factors, personality traits, administrative
requirements, and available resources. Because things change so quickly, textbooks doubtfully
meet the diverse needs of student and teacher preferences.
Textbooks may or may not provide support for the teaching style that has been found to
be most effective. Ajayi (2005) found the authoritative style was the most effective with
students. This model promoted teachers being in charge of classroom management and
determining what students were taught. Students in this model were expected to grow and
mature while assuming responsibility for their own learning. Textbooks may or may not provide
the appropriate structure for encouraging students to take responsibility for their own learning or
exhibiting autonomy.
Textbooks should serve as resources to facilitate and support teaching rather than dictate
it. Textbooks should help teachers be creative and flexible to enhance instruction and increase
student engagement (Ajayi, 2005). Writing textbooks in a way that increases student
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engagement and encourages autonomy proves challenging. Textbooks provided by the school
district are the teaching tools given to teachers. Textbooks could certainly influence the
instruction teachers provide students.
Possible Influences on Teachers as Related to Professionalism
How is a teacher’s professional learning influenced? Teachers continue learning how to
better their practice from professional learning communities and professional development
opportunities. Effective teacher training includes many chances for activities with the
opportunity to learn through practice teaching. According to Fullan (1991), educational change
occurs through practice and learning how to do something new. In order to do something new,
much motivation and input is necessary. Teachers must receive support through effective
training. If not, motivation wanes.
Training and Professional Development Influence
Factors like teacher training or professional development influence how teachers teach.
Training, in itself, is considered a tool teachers use to teach more effectively. Quality teacher
training is necessary for teachers. Training programs need to occur during undergraduate and
graduate coursework and continue beyond schooling. Of certain importance is continuing to
learn, develop, and refine best instructional practices while teachers are on the job.
For beginning teachers, working conditions can make or break the ability to do their
practice. Beginning teachers needed plenty of varied opportunities for learning, with resources
available. Additionally, classroom design settings facilitated the ability to provide effective
instruction. Bishop et al. (2010) suggested that collegial and administrative support, focused
specifically on instructional support rather than generalized support, could really help beginning
teachers. Colleague support could take the form of mentor, grade-level coach, or reading
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facilitator.
Bishop et al. (2010) found that teacher training was composed of three important pieces
of preparation. These were critical in developing successful teachers: content knowledge,
opportunities to practice and apply learned knowledge in a real setting, and classroom
management. When asked, teachers perceived the most worthwhile experiences as situations
where they could apply their knowledge. Field experiences were key to testing what new
teachers did and did not know. It was found that on-the-job training should occur frequently.
Colleague Influence
A teacher who teaches next door, down the hall, or even on the other side of the building
can have a tremendous impact on teachers. New teachers are often in need of much advice and
assistance from experienced teachers. When considering the beginning or novice teacher,
Huberman (1993) stated these years could be marked by easy discovery or painful survival. If a
new teacher continued in confusion and uncertainty, even after time passed to acclimate and
stabilize, increased disillusionment with teaching occurred. With the right colleagues supporting
the new teacher, an increased commitment to teaching developed. Regardless of the teaching
level, good relationships between novice teachers and their colleagues assisted in improving
classroom management and instruction (Darling-Hammond & Sclan, 1996).
Peers influenced each other when they collaborated about the work in their profession.
Supovitz (2008) reported that peer influence on teachers had an equivalent influence to
administrative leadership in English/language arts with twice as much impact in mathematics.
York-Barr and Duke (2004) discovered that collaboration and relationship building were two
consistent themes that emerged during their study of teacher leadership activities. LeBlanc and
Shelton (1997) discovered that collaboration was the key method in which teachers affected their
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peers.
A newer influence by colleagues on one another is social networks. In the past several
years, social networks have gained popularity by people of all professions and generations.
Teachers are no different. Frank, Zhao, and Borman (2004) and Supovitz (2008) have unpacked
the ways teachers are seeking assistance from each other through social networks. In doing
additional study on school reform social networks and teacher support, Supovitz discovered the
greatest help was from teachers who did not hold formal leadership positions, an example of peer
coaching.
Often both novice and tenured teachers do not have the time necessary to collaborate with
colleagues about curriculum and instruction. Effective methods of communication and planning
time need to be incorporated. When time is lacking, collegiality wanes and feelings of isolation
increase. Colleagues can serve as a tremendous support for one another instructionally,
professionally, and emotionally.
Professionalism Influence
Professionalism (2011), according to Merriam Webster, is the skill, good judgment, or
character expected of a member of a trained profession. Teachers are trained professionals.
According to Lamie (2004), the culture of a school is influenced by career experiences, personal
and institutional experiences, and occupational culture. At times, without professionalism and
collegiality, survival and professional growth in teaching was not possible (LaBoskey, 2006).
According to Wood (2007), teachers must work together to discuss professional problems,
analyze, and seek solutions. As long as teachers hold the focus on student learning, much can be
accomplished. Teachers needed three types of knowledge, based on research from CochranSmith and Lytle (1999): knowledge-for-practice, which came from outside experts; knowledge-
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in-practice, unconsciously built as teachers learned while they taught; and knowledge-ofpractice, which was sought intentionally from communities of teacher experts from the outside
and inside. Teacher learning communities comprised professional networks, critical friends in
study groups, and teachers who researched and collaborated to build knowledge together.
Teachers grew in the art of teaching as they learned more from each other.
Sometimes, colleague support does not follow the definition of professionalism, the
competence or character expected of a member of a trained profession. According to T.
Whitaker (1999), strong staff members with intimidating personalities have adverse effects, not
only on teaching peers but also administrators. Research indicates that negative teachers tend to
sit in the back of the room during faculty meetings, often making undesirable, under their breath
comments while principals conduct meetings. This absolutely lacks professionalism on the part
of the teachers. Principals curb unprofessionalism by changing the seating configuration or
making other changes, such as having the assistant principal or other designee in close proximity
to unprofessional teachers. Because unprofessional teachers often distance themselves
emotionally from many facets of their work to avoid seeing their own flaws, they do not always
distance themselves from peers, which is unfortunate. Teachers, who lack professionalism,
enjoy congregating in the teachers’ lounge or workroom. Conversation about students, parents,
administration, initiatives, or even trivial matters turn into complaining, gripe sessions by
teachers who lack professionalism. These comments wear down teachers who are positive and
infiltrate into classrooms, affecting student treatment and learning. T. Whitaker (1999) promoted
a successful strategy for this issue. Administrators could talk to teachers who lacked
professionalism about the dread of their job. T. Whitaker (1999) stated,
. . . Life is too short and I do not get paid enough to dread going to work every day. If I
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am in an environment like that—where people are whining, complaining, and moping—
then I do not enjoy going to work. . . . I do not see anyone who gets paid so well or whose
life will be so long that they can afford to dread going to work each day. (p. 68)
T. Whitaker made a great point. Dread at work is the opposite of professionalism at work.
Professionalism lends itself to self-evaluation. Teachers who are serious about their work
and aim to improve their craft need to think about their students and instructional strategies. A
growing popular practice for teachers who believe in what they do is reflection. Reflection aids
growth and development, promoting professionalism. Reflective teachers constantly search for
strategies to improve teaching practices (Ross, Bondy, & Kyle, 1992). Good teachers reflect on
their practice. Sometimes though, reflection is inhibited by time constraints, fear of judging by
other teachers, weakness on curriculum and how to teach it, and how one’s own actions inhibit
learning (Pickett, 1996; Turner-Bissett, 1999). Quality teachers maintain professionalism and do
not cave to the inhibitors of self- reflection. Self-reflection is important to the professionalism of
teachers.
Possible Influences on Teachers as Related to Attitude
Attitude matters. Teachers come to the profession with certain attitudes or beliefs.
Students react and respond to their teachers’ attitudes. The power of relationships, caring,
intuition, emotion, and synergy in teachers’ attitudes was a positive influence on students
(Marlowe, 2006). A sense of efficacy was important for teachers, too. Bandura (1977) believed
in two types of expectations that had an influence on activities and effort teachers put forth to
reach certain outcomes: efficacy expectation, the belief that one can do whatever is needed to
reach a certain goal, and outcome expectancy, an estimation that a given behavior will lead to a
certain outcome.

30
Soodak and Podell (1996) believed that teacher efficacy had three uncorrelated factors:
outcome efficacy, teaching efficacy, and personal efficacy. The idea of efficacy was extremely
important when it came to doing a good job. If a teacher did not feel very efficient, chances
were good it was true. When this was the case, teachers who left for a different school system or
profession could be benefitting education in the long run. Often though, bad teachers with rotten
attitudes stayed in the same system and continued to transfer from school to school. This was
often referred to as the dance of the lemons. Although the research of Goldhaber, Gross, and
Player (2009) showed that efficient teachers were much less likely to leave their schools and
school system, it happened occasionally. Sometimes highly productive teachers left the
profession or opted out of disadvantaged schools because of the level of need or stress. If the
most effective teachers left the toughest schools and students, this served as a detriment to
education. The attitudes of teachers and their sense of efficacy definitely play roles in the
education of students.
McEwan (2005) believed teachers who had an attitude of anger fell into various
categories. Naysayers verbally oppose administrative ideas for change, listing reasons
innovative changes would not possibly be feasible. Cynics are similar to naysayers, but a little
more jaded in their opinions about educational change. They truly believe they are helpful in
sharing their opinion and telling it like it is. Perfectionists, also known as complainers, worry
about doing everything exactly right. They criticize colleagues who do not have their same level
of self-perception of commitment and accuracy. Bombasters grumble about starting too many
new initiatives and not finishing them. They often want to give administrators a piece of their
minds regarding all the new initiatives. Although starting and not finishing new educational
initiatives could truly be a problem, bombasters argue about trying most new strategies. Then
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there are the aggressive teachers. Aggressive teachers are obvious and dealt with quickly by
administrators, but passive-aggressive teachers are more difficult to detect and curtail. They say
the right things, then often do something sneaky, indicating refusal for cooperation and
compromise. These teacher types are also referred to as backstabbers and saboteurs. Teachers
with the negative attitudes mentioned above seriously damage the rest of the teaching staff.
Their vocalization of pessimistic comments assuredly yields negative repercussions on the
teaching staff and students. Left unattended, angry teachers breed a dismal school climate and
culture. T. Whitaker (1999) believed negative teacher leaders in a school were the most harmful
influence of school improvement. A critical component of a positively moving school is
reducing resistant staff influence and allowing positive, productive staff to carry the momentum
of forward movement.
School Culture and Climate Influence
School culture and climate are influenced by teacher attitudes. Teachers bring cultural
components with them into their teaching jobs, but they are also influenced by the culture and
climate of the school. The culture and climate of the school are influenced by other teachers,
staff beliefs, experiences, and teaching attributes.
School climate has to do with the school atmosphere, spirit, and mood of the school. A
positive school climate has been tied to collegiality and professional development (Little &
McLauglin, 1993). Constraints of school culture and climate influence instruction. Culture and
climate are inhibited as pressure to cover content increases. These factors are also influenced by
organizational and classroom management principles, lack of resources, and concerns about
student motivation and ability (Abd-El-Khalik & Lederman, 2000). Even though the landscape
of education is becoming more challenging and academically rigorous, a positive school culture
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and climate can make the job satisfying and enjoyable. Teacher attitude and effectiveness can be
directly related to the school climate and culture.
One school of thought believed the ultimate determiner and person responsible for the
climate and culture of a school was the administrator. To create a good school culture, Edmonds
(1981) discovered five key components or correlates. The most important two components were
leadership and climate. M. E. Whitaker (1997) conducted a study of effective principals in
Indiana by asking, “Who is responsible for the climate in your school?” Principals who were
more effective responded that they were the person responsible for the school’s climate. Less
effective principals replied that it was up to the teachers or a combination of all employees to
determine the climate of a school. T. Whitaker (1999) said an effective strategy for creating a
positive climate is to never use sarcasm or a raised voice. Furthermore, teachers and students
should never be treated rudely, even when they are acting badly. The administrator should react
to teachers like the entire staff is in the room. They should talk to students as though their
parents are in the room. Administrator approaches that are positive and lacked confrontation
create a good school culture. Fullan (1991) maintained that changing the culture of the
institution was the real agenda of a school principal, not starting single initiatives. A school
administrator determined the school’s culture or climate.
Principals influenced teachers through their involvement with setting the mission or
vision for the school and being involved with what students learned. Leithwood (1996) believed
that setting the organizational direction was a core task of transformational leadership, yet
Hallinger and Murphy (1987) believed the first task of instructional leadership was defining the
mission of the school through establishing a clear vision of the school’s accomplishment goals.
Waters, Marzano, and McNulty (2003) developed a list of leadership activities that related
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positively to student learning. Some of the 20 included maintaining order and discipline;
fostering shared beliefs; establishing a cooperative community; securing resources; being
involved in the design and implementation of curriculum, instruction, and assessment practices
of teachers; and recognizing and rewarding teacher accomplishments. Sense of community,
cooperation, and trust levels between the school’s principal and teachers significantly predicted
student-learning outcomes. Trust was important and correlated with previous findings regarding
the influence of the building administrator. This related back to previous findings regarding the
influence of the building administrator. If principals provided absence of threat for teachers and
students to learn and grow, teachers advanced their practice, and students grew academically.
Personal Values and Beliefs Influence
Beliefs and values of teachers influence how they teach. Pink (2006) stated there are
basically two types of people in the world. The first group believes that everything can be
divided into two categories. The second group would be all others who are not in the first group.
Humans tend to see things in contrasting pairs or opposites. North and south, left and right, and
Venus and Mars indicate examples of this belief. However, two sides of logic, black and white,
without emotion, create a Spock-like world (Pink, 2006). Teachers with an absence of emotion
lack the ability to have values and beliefs that are needed to effectively educate students.
Pink (2006) further stated that two other areas that seem to be polar opposite, but must
work together effectively, were the left and right hemispheres of the brain. Both sides are
important. A former belief was that left-brain learners were better, as the drivers of the world.
As more is learned about the brain, the importance of operating with both sides is apparent.
Teachers need to realize this in themselves and their students. In previous decades of education,
left-brain abilities were paramount. Foreign countries have tapped into the market of
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automation, computers, and mass production. As teachers, beliefs and values of teaching and
learning with both sides of our brains is important. Right-brain thinking allows us to
conceptualize and become more innovative. Students are being prepared today for a world that
does not yet exist. With technology advances being made at an alarming rate, jobs that might be
available in one to two decades from now are not yet known.
Gwimbi and Monk (2003) suggested that philosophical attitude often was stronger than
professional training or academic knowledge. Gustafson and Rowell (1995) discovered that
education students’ ideas and beliefs about learning and teaching changed very little during
teacher training. Established beliefs were difficult to sway. Teacher training must be more than
just a matter of dispensing information. It must also resonate and find alignment with the teacher
candidate. Teachers must be given time, practice, and encouragement to reflect upon their
practices, understanding how and why they teach in a certain way. Educational impact cannot
be fully understood without knowing teachers’ experiences.
Effective teachers were likely to hold to their belief system and stay with their current
schools, within their districts. They were much less likely to leave the profession (Goldhaber et
al., 2009). Conversely, research also suggested that high-standardized test scores of college
students had a negative correlation with becoming a teacher and sticking with the profession if
they did become a teacher (Murnane & Olsen, 1990). Additionally, working conditions and
attributes of students also influenced the career decision of becoming a teacher (Ingersoll, 2001).
In a North Carolina study, the least effective teachers were those who left the system, followed
by teachers who moved districts (Murnane & Olsen, 1990). The most effective teachers stayed
in their current jobs. Teachers who exited the system did not necessarily attend selective
undergraduate colleges and obtain advanced degrees (Goldhaber & Albert, 2003). It seemed the
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rewards of teaching were not enough for talented graduates. If candidates were strong, intelligent
people with other background qualities, they were likely attracted to other employers. Many
other influences impacted their decision, but it is a question worth considering. Although some
teachers value the compensation and teaching profession, the dependent variable most likely
rests with the teachers’ belief system and sense of self-efficacy.
Lamie (2004) concluded that confidence and attitude were important in personal
attributes of teachers. Teaching materials and assessments were important in day-to-day
teaching, with raising awareness about teacher training or professional development. Also,
teachers needed to know how they were performing from many sources. National impact and the
school cultural community were the strongest people influences. Training and professional
development were also very important influences on teacher attitudes.
Bishop et al. (2010) stated that resourcefulness, relentlessness, and reflectiveness were
three characteristics that good teachers seemed to possess. They were problem-solvers with cando attitudes. Good teachers, with good attitudes, continued to press on, reaching for the goal of
educating children.
Attitude can be maintained and improved by feedback. Many people may provide
advice. Colleagues, principals, teachers, and students can provide opinions to teachers about their
job performance. Assessment results or textbook usage could also serve as another form of
constructive criticism. Lastly, student and parent views can result in a changed teaching
approach. Performance of teachers will certainly be influenced by internal and external
feedback.
Possible Influences on Teachers as Related to Different Stages of Career
Do the influences on teachers change over the course of their career? If so, do the
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influences change teachers for the better or worse? Teachers are people. Perhaps they had an
inclination as individuals to change positively or negatively over time, and teaching had nothing
to do with it. Maybe they are who they are, no matter their profession. Does research indicate
that teachers change throughout the stages of their careers?
As related to the school business, teachers were most likely influenced by their school
environment, according to the beliefs, experiences, and teaching attributes of other teachers and
staff. In conducting research, Huberman and Miles (1984), noticed senior teachers were resistant
to change and believed strongly that new approaches would not work. Younger teachers felt
they should not relate their experiences after training to senior teachers. They were concerned
about how senior teachers would view them.
Voices and views of new and old teachers should have an integral role of policy critique.
New teachers can provide meaningful feedback for teacher education programs. Their stories
give us knowledge about the influence of programs. By listening attentively to new teachers,
political aim can be promoted for greater curriculum decisions, school reform, and control over
teachers (Huberman & Miles, 1984).
In a study of Japanese teachers, Johnson (2002) surmised that younger teachers often felt
hostility from older teachers and stated,
Teachers who are using innovative methods and developing students’ ability to use
higher order thinking skills want to use a compatible evaluation method. Unfortunately,
they are often bullied by colleagues into giving their students a traditional fill-in-theblank, multiple choice test. (p. 130)
Bullying is a strong word that carries an extremely negative connotation in the school business
concerning students. Is there a possibility that teachers bully as well?
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According to Bishop et al. (2010), accomplished beginning teachers thought more about
student needs and learning environment. They focused more on academics than relationships.
They wanted to see learning through the eyes of the students and sought to identify the academic
triggers that led to behavior problems. The least accomplished teachers did not tend to talk about
instruction. They spoke in general ways and reflected little. Most of their attention focused on
relationships without discussion of instructional needs. They also struggled to gather materials
necessary for their lessons. They lacked resourcefulness. Accomplished teachers continuously
sought more knowledge and discussed how they were pursuing it. Materials were not an issue
for accomplished teachers. They just made it work. Accomplished teachers had a relentless
drive, positive attitude, and a no excuse mind set (Bishop et al., 2010).
Wood (2007) found teachers were the single most important factor affecting student
learning. The belief that the quality of a students’ education is directly related to the quality of
their teacher gained wide consensus (Wood, 2007). Ongoing learning occurred in order for
teachers to grow and develop. Bullough and Pinnegar (2001) believed that teacher development
was the key to reform. According to the National Commission on Teaching and America’s
Future (1996), the differences for children was what teachers knew and were able to do.
Bishop et al. (2010) found that teacher learning prior to classroom experience was
important for the success of students. Beginning teachers often experienced difficulty with
student needs, interest, engagement, discipline, and navigation of the school environment.
Beginning teachers also seemed very concerned with survival for themselves instead of students.
In fact, their teaching seemed unresponsive to student needs at times (Kagan, 1992).
As teacher candidates acquire jobs and begin in the work force, they begin the journey
toward a sense of permanent status. How do they feel about their jobs as their careers progress
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over time? Do differences in the influences exist between new and experienced teachers?
Ideally, it would seem that new teachers begin very ambitiously, trying to educate the
masses and fix children who seem to be broken. Settings where beginning teachers can engage
in mentorship, have assistance with materials, collaborate with colleagues, and receive support
from administration would help them develop their skill set. Over the years, some teachers
appear to grow tired and weary, burning out. According to McEwan (2003), teachers tended to
experience burnout because of fear of failure, broken promises, poor leadership, too much
routine, or their own negative thinking. Older, experienced teachers could have a lack of
personal energy to the point of exhaustion. These exhausted teachers often appeared highly
frustrated with their need of self-efficacy. They felt as though they lacked control over their
situation. Furthermore, teachers could have been overworked because of poor state and local
funding. There likely could not be enough staff to adequately support the needs of students. The
appearance of exhaustion also might be the result of depression or personal troubles. Oddly,
teachers may seem exhausted, but in reality are creative, high-energy overachievers or
workaholics who view stress as a normal part of their lives. O’Connor (2004) stated that people
like this enjoy change, difficulty, and becoming more involved with the challenges of the work.
Another reason for exhaustion could be the changing educational landscape. Experienced
teachers often realize they are ultimately responsible for making sure their students learn and
perform well. They could feel downtrodden because of the educational paradigm shift: from
activity to achievement, fun to accountability, and freedom to teach to excellent performance on
a plethora of assessments (McEwan, 2005).
Possible Influences on Teachers as Related to Demographic Groups
How are teachers influenced by race and gender? It would seem that teacher’s attitudes
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related to race and gender could have an influence on student outcomes and academic
achievement. Sullivan, Riccio, and Reynolds (2008) researched teacher attitudes toward
demographic variables and found them to have limited impact on student outcomes. Teachers
recognized the value and capacity for all students to learn and grow. Clear evidence showed that
supportive, positive relationships with adults and school staff increased good outcomes for
children (Masten & Reed, 2002; Resnick et al., 1997).
Ethnicity Influence
Does ethnicity serve as an influence on teachers? Although teachers of K-12 students are
predominantely White, classrooms are growing in color. Pulling from the National Collaborative
of Diversity of the Teaching Force in 2004 Report, Picower (2009) shared that 90% of teachers
nationally were White. According to a 2012 report, 9.3% of elementary and middle school
teachers were African American, 2.4% Asian, and 7.3% Hispanic or Latino (U.S. Department of
Labor, 2012). In high school, 8.0% were African American, 1.6% Asian, and 6.7% Latino.
Therefore in 2012, White teachers comprised of 81% of the population in elementary and middle
school and 83.7% in high school. Although teaching forces are becoming more ethnically
diverse, is it commensurate with the current classroom culture?
Do White teachers understand the unique needs of culturally diverse students and what
influences them? White pre-service teachers strongly influenced by their own life experiences
revealed reliance on “tools of whiteness” that maintained and protected stereotypes and
misunderstandings of race (Picower, 2009, p. 197). Pre-service White, middle class teachers
took their Whiteness for granted, not even considering the possible differences between races.
This begged the question of understanding the oppression of other cultures when not
understanding their own roots (Ladson-Billings, 2001). With this consideration of teacher
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education and race, it was believed that helping White teachers develop cultural competence
would make them better teachers. They would be able to empathize and identify, forming
relationships with their students to create authentic caring. If teachers modeled caring, students
cared more about school and their education (Valenzuela, 1999). Additionally, teachers who
identified with and related to their students taught curriculum in meaningful and relevant ways
(Ladson-Billings, 2006).
In a study conducted by Picower (2009), White teaching participants revealed that life
experiences played a major role in their beliefs about race. Most did not believe the topic had
credence in discussing and minimized racial discrimination by making excuses about oppression
from their own ethnic roots and religion. These White teachers also used emotional tools such as
fear and guilt to overlook racism, saying they would be afraid to teach a group of young adult
Black males. Furthermore, they stated that they would not know how to relate to AfricanAmerican students, so they should not teach in urban settings.
The influence of race on teachers is real. Implications for teacher education programs are
significant with providing opportunities for true self-reflection and understanding one’s beliefs.
Teacher preparation programs should intersperse learning about race throughout the entire
educational experience, not just concentrate learning about this major topic into a single course
during one semester (Picower, 2009).
Gender Influence
Is education influenced by gender? The majority of K-12 educators in America in 2004
were 82% women, up from 74% in 1996, 71% in 1990, and 69% in 1986 (National Collaborative
on Diversity of the Teaching Force, 2004). Approximately half of the student population is boys.
What role does teacher gender play in a student’s education, and are male and female teachers
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influenced by the same criteria? How do what influences each gender have an impact on student
learning?
Women indicated they were motivated to become teachers because of the love of their
job rather than career advancement. Having children of their own was a big influence on
becoming and continuing to be teachers. Some female teachers expressed beliefs about the
gender needs of their students (Francis et al., 2008). Many female teachers believed that boys
needed to have male teachers, especially given a current society where so many children do not
have a male role model at home. Both male and female teachers agreed that qualities of a good
teacher could be found, though, in either gender. In research where teachers were evaluated by
students, female faculty were more negatively impacted than male faculty on evaluations by
students because they were more in touch with their emotions (Kogan, Schoenfeld-Tacher, &
Hellyer, 2010). Men in the same study found it easier to modify their teaching based on student
surveys. In research on feedback that teachers gave students, Berk and Lewis (1977) found that
boys tended to receive more attention of an evaluative nature than girls, focusing more on
behavior than academics. As these boys grew into men, they placed less value on negative
evaluations and seemed less impacted by them (Roberts & Nolen-Hocksman, 1989). Women
placed more emphasis on evaluation and modified their self-image. Roberts (1991) found that
women incorporated positive and negative feedback into their decisions. Men tended to make
changes based on the positive feedback they were given. According to Holfve-Sabel (2011) in a
study of adolescents, interest in school was fairly stable for both genders. Boys and girls
indicated school overall was fun. Students may, however, be more inclined to enjoy school
during adolescence years because of peer relationships instead of actual schoolwork (Adler,
Kless, & Adler, 1992). Boys appeared to want acceptance and engagement from their
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classmates, regardless of gender (Richards, Crowe, Larson, & Swarr, 1998). Boys wanted to
avoid alienation from peers. They sought familiarity and similarity of attitudes with same-sexed
peers. Reassurance came from finding someone’s attitude similar to one’s own. Little evidence
was found to support the notion that boys needed male teachers to thrive in the classroom
(Francis et al., 2008). Conversely, male teachers adhered to the idea that boys needed male role
models at school to develop emotionally and academically.
As was previously discussed with the need for good educators to use both sides of their
brains to be successful, the most important prefix in regards to learning and jobs is multi. It is no
longer sufficient to be proficient in just one single area for most people. Pink (2006) referred to
these people as boundary crossers with expertise in multiple spheres. Professionals often must
be proficient in two diverse cultures, comfortable with left-brain computing and right-brain
communication and marketing. Nowadays, IQ comes second to perspective and the ability to
think. Another related dimension of the boundary crosser’s talent is to overcome the traditional
stereotypic roles of gender. Csikszentmihalyi (1996) found that when young people took tests of
masculinity or femininity, creative girls were more dominant than other girls. Likewise, creative
boys taking the test were more sensitive and less argumentative than male peers. This research
indicated that a psychologically androgynous person has a unique advantage in responding and
interacting in the world, offering more opportunities for the person.
The demographic groups of race and gender very possibly play a role in students’
learning. From reviewing the literature, it would appear that more race and gender consideration
is essential for teachers and teaching candidates. If teachers had a better understanding of
students’ needs with unique race characteristics and gender differences, they could better meet
the needs of their students. In addition to more training for teachers and teacher candidates from
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different races and genders, more regard could be given to hiring more non-White and male
candidates. Experiencing instruction from a more culturally diverse teaching staff could benefit
students. Exposure to non-White teachers could expand knowledge and deepen understanding of
students to other cultures. Likewise, receiving instruction from a teaching staff with more male
teachers could benefit both boys and girls. If the father is absent in the home, students of both
genders experience loss. Finding positive male influences for some students is difficult.
Summary
The purpose of this study was to investigate the greatest influences of teachers in regards
to instruction, classroom management, professionalism, and attitude. Consideration was also
given concerning influences during various stages of teachers’ careers and teaching levels.
Finally, determining if influences differ in regards to demographics was another point of interest.
Much research has been conducted on many of the possible influences in this study, but one aim
of this research was to examine less considered influences. Revealing current information and
gaining new information about the influences on teachers will help determine what influences
them.
The best teachers teach more than content; they teach children. Teaching involves
instructional practices and relationships with students. Teachers are critical to student learning.
What influences teachers? Emphasizing positive influences can be a powerful tool for principals
or upper administration. This research will advance knowledge and provide guidance and
suggestions for educators. When influences on teachers are revealed, educators can focus on the
influences on teachers to assist in creating a positive impact. This will improve learning
opportunities for students.
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CHAPTER 3

RESEARCH DESIGN AND METHODOLOGY
The purpose of this quantitative study was to determine the influences on teachers as
related to instruction, classroom management, professionalism, and attitude, while considering
stage of teaching career, teaching level, and the demographic groups of gender and ethnicity.
This chapter describes the research methodology used in the study and is organized in the
following seven sections, (a) problem and purposes overview, (b) research questions, (c)
research hypotheses, (d) population and sample, (e) data collection and instrumentation, (f) data
analysis, and (g) summary.
The following procedures were used in the design:
1. A focus group with public school teachers in grade configurations of K-5, 6-8, and 912 was conducted separately to determine a comprehensive list of possible influences
on teachers.
2. Responses from focus group discussion were collected and analyzed.
3. A survey about teacher influences was created and given to a sample of Indiana
public teachers from K-5, 6-8, and 9-12 teaching levels.
4. Survey data were analyzed using repeated measures ANOVA to evaluate differences
in the four influences for each of the four constructs. In addition, the ANOVA
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technique was used to evaluate the main effect and interaction differences for each of
the four influences in each of the four constructs.
5. Results indicated if influences among teachers differed with stages of career, teaching
levels, gender, and ethnicity when considering the focus areas of instruction,
classroom management, professionalism, and attitude. The relative importance of
each influence was identified for each of the teacher attributes, within the focus areas.
Problem and Purposes Overview
This study sought to determine the influences on teachers as related to instruction,
classroom management, professionalism, and attitude, while considering stage of teaching
career, teaching level, and demographic groups of gender and ethnicity. Because of the economy
of design and rapid response time, an email survey was given to a sample of the population. The
survey was cross-sectional in nature, with data collected during one point in time.
Finding the influences on teachers will guide principals and upper administration.
Administrators will be able to encourage and develop positive influences. The goal of this
research was to determine, communicate, and promote positive influences for teachers to create
better learning opportunities for students.
Research Questions
This quantitative study sought the answers to the nine research questions.
1. Are there differences in the levels of influence upon teachers of students, standards,
administrators, and peer or previous teachers when considering the construct of
instruction?

46
2. Are there differences in the levels of influence upon teachers of students, parents,
administrators, and peer or previous teachers when considering the construct of
classroom management?
3. Are there differences in the levels of influence upon teachers of professional
development, college professors, administrators, and peer or previous teachers when
considering the construct of professionalism?
4. Are there differences in the levels of influence upon teachers of students, college
professors, administrators, and peer or previous teachers when considering the
construct of attitude?
5. Are there significant differences across teachers at various career stages in each of the
four influences for each of the four constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers
6. Are there significant differences across teachers at different teaching levels in each of
the four influences for each of the four constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers
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b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers
7. Are there significant differences across teachers between genders in each of the four
influences for each of the four constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers
8. Are there significant differences across teachers from different ethnicities in each of
the four influences for each of the four constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers
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c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers
9. Are there significant interactions between the main effects of stage of career, teaching
level, gender, and ethnicity for each of the four influences for each of the four
constructs?
a. Construct: Instruction; Influences: Students, standards, administrators, and peer or
previous teachers
b. Construct: Classrooms Management; Influences: Students, parents,
administrators, and peer or previous teachers
c. Construct: Professionalism; Influences: Professional development, college
professors, administrators, and peer or previous teachers
d. Construct: Attitude; Influences: Students, college professors, administrators, and
peer or previous teachers
Research Hypotheses
The following null hypotheses were formulated after considering the research questions.
H01. There are no differences in the levels of influence upon teachers of students,
standards, administrators, and peer or previous teachers when considering the construct of
instruction.
H02. There are no differences in the levels of influence upon teachers of students,
parents, administrators, and peer or previous teachers when considering the construct of
classroom management?
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H03. There are no differences in the levels of influence upon teachers of professional
development, college professors, administrators, and peer or previous teachers when considering
the construct of professionalism?
H04. There are no differences in the levels of influence upon teachers of students, college
professors, administrators, and peer or previous teachers when considering the construct of
attitude?
H05. There are no significant differences across teachers at various career stages in each
of the four influences for each of the four constructs.
H06. There are no significant differences across teachers at different teaching levels in
each of the four influences for each of the four constructs.
H07. There are no significant differences across teachers between genders in each of the
four influences for each of the four constructs.
H08. There are no significant differences across teachers from different ethnicities in
each of the four influences for each of the four constructs.
H09. There are no significant interactions between the main effects of stage of career,
teaching level, gender, and ethnicity for each of the four influences for each of the four
constructs.
Research Questions 5 - 9 encompassed 16 individual questions, one for each of the four
influences within each of the four constructs. To further clarify the full extent of the research
questions and hypotheses, Research Question 5 was fully expanded.
5. Are there significant differences across teachers at various career stages in each of the
four influences for each of the four constructs?
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•

Are there significant differences across teachers at various career stages in the
influence of students on instruction?

•

Are there significant differences across teachers at various career stages in the
influence of standards on instruction?

•

Are there significant differences across teachers at various career stages in the
influence of administrators on instruction?

•

Are there significant differences across teachers at various career stages in the
influence of peer or previous teachers on instruction?

•

Are there significant differences across teachers at various career stages in the
influence of students on classroom management?

•

Are there significant differences across teachers at various career stages in the
influence of parents on classroom management?

•

Are there significant differences across teachers at various career stages in the
influence of administrators on classroom management?

•

Are there significant differences across teachers at various career stages in the
influence of peer or previous teachers on classroom management?

•

Are there significant differences across teachers at various career stages in the
influence of professional development on professionalism?

•

Are there significant differences across teachers at various career stages in the
influence of college professors on professionalism?

•

Are there significant differences across teachers at various career stages in the
influence of administrators on professionalism?
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•

Are there significant differences across teachers at various career stages in the
influence of peer or previous teachers on professionalism?

•

Are there significant differences across teachers at various career stages in the
influence of students on attitude?

•

Are there significant differences across teachers at various career stages in the
influence of college professors on attitude?

•

Are there significant differences across teachers at various career stages in the
influence of administrators on attitude?

•

Are there significant differences across teachers at various career stages in the
influence of peer or previous teachers on attitude?

The corresponding null hypotheses were
•

There are no significant differences across teachers at various career stages in the
influence of students on instruction.

•

There are no significant differences across teachers at various career stages in the
influence of standards on instruction.

•

There are no significant differences across teachers at various career stages in the
influence of administrators on instruction.

•

There are no significant differences across teachers at various career stages in the
influence of peer or previous teachers on instruction.

•

There are no significant differences across teachers at various career stages in the
influence of students on classroom management.

•

There are no significant differences across teachers at various career stages in the
influence of parents on classroom management.
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•

There are no significant differences across teachers at various career stages in the
influence of administrators on classroom management.

•

There are no significant differences across teachers at various career stages in the
influence of peer or previous teachers on classroom management.

•

There are no significant differences across teachers at various career stages in the
influence of professional development on professionalism.

•

There are no significant differences across teachers at various career stages in the
influence of college professors on professionalism.

•

There are no significant differences across teachers at various career stages in the
influence of administrators on professionalism.

•

There are no significant differences across teachers at various career stages in the
influence of peer or previous teachers on professionalism.

•

There are no significant differences across teachers at various career stages in the
influence of students on attitude.

•

There are no significant differences across teachers at various career stages in the
influence of college professors on attitude.

•

There are no significant differences across teachers at various career stages in the
influence of administrators on attitude.

•

There are no significant differences across teachers at various career stages in the
influence of peer or previous teachers on attitude.
Population and Sample

In this study, a non-charter Indiana public school is defined as a school with a grade
configuration of K-12. During the 2011-2012 school year, the population of K-12 public school
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teachers was 59,394 (IDOE, n.d.). Data from the population were collected through a sample of
K-12 public teachers through a survey model. Teachers served as the unit of analysis.
A cluster sample method, using every other school in each district listing from K-12
public schools in Fort Wayne, Indianapolis, Lafayette, and Terre Haute, was used. Schools from
these cities were chosen because of their urban setting and geographical location. According to
the 2010 census, the total population in Indiana was 6,516,922. City populations from the 2010
census and the number of teachers in cities of interest from IDOE (n.d.) were
•

Fort Wayne, population 255,824, with 1,867 public teachers;

•

Indianapolis, population 827,609 with 2,190 public teachers;

•

Lafayette, population 67,947, with 443 public teachers; and

•

Terre Haute, population 60,961, with 903 public teachers

Schools in the districts listed were comprised of the demographics contained in Table 2.
Table 2
Student Demographics for Fort Wayne, Indianapolis, Lafayette, and Terre Haute, Indiana
Lunch
Student
Population

White

Black

MultiRacial

Hispanic

Paid

Free

Reduced

Fort Wayne

30,820

49.1%

24.7%

7.6%

13.8%

30.9%

59.9%

9.7%

Indianapolis

31,998

22.6%

53.5%

4.8%

18.5%

17.6%

76.8%

5.7%

7,037

57.0%

12.9%

6.6%

21.9%

33.5%

58.3%

8.2%

Terre Haute
15,599
Source. IDOE (n.d.)

82.9%

5.6%

6.8%

2.8%

46.1%

46.0%

7.9%

Lafayette
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The cluster sample provided equal probability for selection from the population at the schools
selected. Surveys were emailed to all teachers at the selected schools from the sample
population.
Data Collection and Instrumentation
Although possible influences on teachers were thoroughly investigated during literature
review, there may have been potential unconsidered influences. To make certain that as many
influences as possible were considered for survey responses, a series of focus groups with public
school teachers at each level—K-5, 6-8, and 9-12—was conducted to determine a comprehensive
list of possible influences on teachers. Information from teachers who were actually on the job,
coupled with the research gathered during literature review, served as the foundation for the
survey questions and answers.
Data were collected from teachers through a survey method, referred to as The Teacher
Online Influence Survey. This was used to determine what influences teachers in the areas of
instruction, classroom management, professionalism, and attitude. Other factors considered from
the survey data were stage of career, teaching level, gender, and ethnicity. Data collection and
instrumentation from a similar study by Goddard and Skrla (2006) served as a model. Their
study considered influences of social factors on teacher efficacy. Data in their research were
collected from 1,981 K-8 teachers. As efficacy was measured, race/ethnicity, gender, and
teaching experience were also considered. A Likert scale, ranging from 1 (strongly disagree) to
6 (strongly agree) was used. ANOVA was used for statistical analysis.
Robbins and Ross (2001) served as a second survey instrument model. This teacher
influence survey was interested in looking specifically for one educator who had the most
influence on the respondent. As the study continued, this person was referred to as the Omega.
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The survey also sought information about the person on whom the respondent had the most
influence, referred to as the Epsilon. Although this survey was more qualitative in nature, it did
collect data about stage of teaching career and teaching level from the respondents, as well as
subject area taught and highest degree obtained. Results of this research indicated that teachers
were able to self-reflect and realized that previous teachers had a significant impact on their
teaching. Many teachers were not able to readily identify their Epsilon, a person on whom they
have had a strong influence. The Robbins and Ross (2001) survey served as a template,
modeling format for the survey to be constructed in this research.
Instrumentation
This study utilized a quantitative inquiry mode. The Teacher Online Influence Survey
was developed after much research of current literature, establishing content validity through
collaboration with peers. Three separate focus groups of teachers from each teaching level—
elementary, middle school, or junior high, and high school—were also conducted.
Focus groups were held to help ensure that possible influences on teachers were not
omitted. Focus groups for elementary, middle, and high school teachers were conducted on three
separate occasions, one meeting for each teaching level. To enhance the integrity of
respondents’ answers during focus group discussion, only teachers unacquainted with the
researcher were allowed to participate. The principals at one elementary school, one middle
school, and one high school were contacted and a letter was sent explaining the procedure for
focus groups (Appendix A). Dates and times were set for each focus group, and teachers were
secured to participate. Prior to the focus group, teachers were given a cover letter with
procedures (Appendix B). At the beginning of each focus group, participants were given a
consent form to sign (Appendix C). During focus groups, teachers were prompted with
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questions about each of the four constructs—instruction, classroom management,
professionalism, and attitude—as mentioned in the letter to principals. As teachers in the groups
responded to questions, I documented answers. One common reoccurring response during the
discussion of the construct of professionalism was the influence of professional development.
Teachers believed that a large portion of being a professional educator was staying current with
best practices. Teachers often receive this knowledge from professional development
opportunities. After all focus groups were concluded, answers for each question were combined.
Similar responses given by elementary, middle, and high school teachers were noted and
considered during the construction of survey answer choices on The Teacher Online Influence
Survey. The most frequent answers for influences served as areas within each construct to be
measured, using the previously referenced Likert scale.
The most frequent answer on Influences on Instruction were students, standards,
administrators, and peer or previous teachers; classroom management responses included
students, parents, administrators, and peer or previous teachers; professionalism included
professional development, college professors, administrators, and peer or previous teachers; and
attitude included students, college professors, administrators, and peer or previous teachers.
Because teachers in Evansville, Indiana, participated in the focus groups, they did not serve as
part of the teachers surveyed.
The instrument consisted of a 20-item survey. It began with four demographic questions
and then moved into the construct areas of instruction, classroom management, professionalism,
and attitude. The constructs were determined based on common themes that reoccurred during
the review of literature and collaboration with peers and teachers. Each construct had four
questions, which were given to measure teachers’ opinions on the amount of influence for each
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question. Influence choices for each construct varied somewhat and were largely developed
from discussion during the focus groups. Questions were developed from researching
components connected to the broad categories of instruction, classroom management,
professionalism, and attitude. Respondents were asked to use a Likert scale, ranging from 1 (no
influence) to 5 (significant influence), to describe how much they were influenced by each
answer choice.
In constructing the survey questions, I reflected on each question and the answer choices
provided from the focus groups to check for logic and face validity. I ensured each question
served the intended purpose. Face validity was obtained through reflection on each question and
comparison with other research. Additionally, field-testing on the instrument was conducted
with colleagues to confirm the survey questions yielded the desired information.
Data Collection Process
1. School districts were selected from four cities in Indiana: Fort Wayne, Indianapolis,
Lafayette, and Terre Haute. Information about school districts was obtained from the
Indiana Department of Education (IDOE) website. Using the school districts’
websites and starting alphabetically, every other school was selected.
2. From the school websites, teacher email addresses were acquired.
3. Public school teachers in Indiana were selected to participate in the survey, which
was emailed using Survey Monkey. An immediate thank you appeared on the screen
after teachers completed the survey.
4. To ensure a high rate of response, letters were emailed to teachers using their school
IP address, asking them to participate in the survey (Appendix D). A brief statement,
explaining the purpose of the research project, directions for accessing the online
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survey, and confirmation that the respondent’s identity was undetectable to the
researcher was included.
5. Teachers were sent a link and asked to complete the online survey.
6. An online follow-up letter was emailed to thank teachers if they had already
participated and encouraged participation if they had not yet taken the survey
(Appendix E).
7. The Teacher Online Influence Survey (Appendix F), completed by teachers in the
sample population, was examined to determine if influences on teachers differed with
stage of teaching career, teaching level, gender, and ethnicity, when considering
instruction, classroom management, professionalism, and attitude. Data analyses
were conducted from teachers’ responses.
Data Analysis
Once data were obtained, scores from each section of the survey were summed and
averaged to gain a composite score from each respondent for each influence, in each of the four
constructs: instruction, classroom management, professionalism, and attitude. This resulted in a
total of 16 composite influence scores. A combination of statistical approaches was used to
analyze the 16 composite influence scores. The first analysis was repeated measures ANOVA.
This method of analysis was chosen to measure the four influences or reactions for each
construct, all from the same individuals. The dependent variable was the level of influence—
students, standards, administrators, etc.—in each of the constructs. The constructs instruction,
classroom management, professionalism, and attitude served as the independent variable.
Through using repeated measures ANOVA, data were obtained regarding significant differences
across the four influences on the four constructs. This analysis was referred to in the null
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hypotheses as H01 through H04. The second analysis was the ANOVA technique to evaluate the
statistical main effect and interaction differences for each of the influences in each of the four
constructs: instruction, classroom management, professionalism, and attitude. The main effects
considered were career stage, teaching level, professionalism, and attitude. The ANOVA
technique was referred to in the null hypotheses as H05 through H09. A similar study by
Goddard and Skrla (2006) served as a pattern for data collection and analysis procedure. The
survey was conducted during the 2012-2013 school year.
Summary
The population of interest was urban public school teachers in Indiana. A sample of
teachers from four urban school districts, Fort Wayne, Indianapolis, Lafayette, and Terre Haute
was used to represent the population of interest. Data were collected using an online survey
through Survey Monkey. The influence scores were analyzed using repeated measures ANOVA
and analysis of variance techniques. The purpose of this study was to determine the influences
on teachers, as related to instruction, classroom management, professionalism, and attitude,
while considering stage of teaching career, teaching level, and the demographic groups of gender
and ethnicity.
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CHAPTER 4

ANALYSIS OF DATA
The purpose of this quantitative study was to determine the influences on teachers as
related to instruction, classroom management, professionalism, and attitude, while considering
stage of teaching career, teaching level, and the demographic groups of gender and ethnicity.
Statements from four areas related to teaching in each of the areas of instruction, classroom
management, professionalism, and attitude served as prompts to assist respondents in
determining influences. Descriptive analyses, indicating responses to statements and analysis of
variance results, are located in Tables 3-69. The following procedures were used in the design:
1. Three focus groups with public school teachers in grade configurations of K-5, 6-8,
and 9-12 were conducted during the spring of 2012 to determine a comprehensive list
of possible influences on teachers.
2. Responses from focus group discussion were collected and analyzed.
3. Common responses from focus groups regarding influences on teachers were
gathered by construct and served as possible answer choices to survey questions.
4. A survey about teacher influences was created and sent electronically to a sample of
Indiana public teachers from elementary, middle or junior high, and high school
teaching levels during the late fall of 2012. A list of schools in the desired population
was created from the IDOE (n.d.). Using the school districts’ websites and starting
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alphabetically, every other school was selected from K-12 public schools in Fort
Wayne, Indianapolis, Lafayette, and Terre Haute. Email addresses for subjects were
obtained from school district websites.
5. To obtain a higher rate of return, a second communication was sent in the early winter
of 2013 thanking teachers for their significant contribution to the research if they had
already responded or encouraging them to respond to the survey if they had not yet
done so.
6. The survey was sent to 1,786 Indiana public teachers with 156 respondents fully
completing the survey. Survey completion was less than expected but provided
adequate statistical power for the majority of the desired analysis.
Statistical analysis of the data included descriptive analysis for each response on the
survey. Scores from each section of the survey were summed and averaged to gain a composite
score from each respondent for each influence in each of the four constructs: instruction,
classroom management, professionalism, and attitude. This resulted in a total of 16-composite
influence scores. A combination of statistical approaches was used to analyze the 16-composite
influence scores. Repeated measures analysis of variance (ANOVA) was used to test Null
Hypotheses 1 through 4. Analysis of variance (ANOVA) was used to test Null Hypotheses 5
through 9.
This chapter provides a description of the data and findings from the study. Organization
of the chapter is as follows: descriptive data, findings and analysis of the hypotheses, and
summary of findings.
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Descriptive Data
The focus of this study was to determine the influences on teachers regarding instruction,
classroom management, professionalism, and attitude, while also considering stage of teaching
career, teaching level, and the demographics groups of gender and ethnicity. The Teacher
Online Influence Survey was emailed to 1,786 teachers from the selected Indiana public school
districts. One hundred eighty-one teachers responded to some parts of the survey with 156
completing the survey, representing a usable response rate or 9% of the sample.
The research questions that guided this study were
1. Are there differences in the levels of influence upon teachers of students, standards,
administrators, and peer or previous teachers when considering the construct of
instruction?
2. Are there differences in the levels of influence upon teachers of students, parents,
administrators, and peer or previous teachers when considering the construct of
classroom management?
3. Are there differences in the levels of influence upon teachers of professional
development, college professors, administrators, and peer or previous teachers when
considering the construct of professionalism?
4. Are there differences in the levels of influence upon teachers of students, college
professors, administrators, and peer or previous teachers when considering the
construct of attitude?
5. Are there significant differences across teachers at various career stages in each of the
four influences for each of the four constructs?
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6. Are there significant differences across teachers at different teaching levels in each of
the four influences for each of the four constructs?
7. Are there significant differences across teachers between genders in each of the four
influences for each of the four constructs?
8. Are there significant differences across teachers from different ethnicities in each of
the four influences for each of the four constructs?
9. Are there significant interactions between the main effects of stage of career, teaching
level, gender, and ethnicity for each of the four influences for each of the four
constructs?
Respondent Characteristics
The first section of the Teacher Online Influence Survey gathered data about
respondents’ characteristics: completed years of teaching, teaching level, gender, and ethnicity.
Respondents by Stages of Teaching Career
Of the teachers responding, there were 16.7% with 0 - 5 years of teaching completed (N =
26), 25.6% with 6 - 12 years of teaching completed (N = 40), 28.2% with 13-19 years of teaching
completed (N = 44), and 29.5% with 20+ years of teaching completed (N = 46).
Respondents by Teaching Level
Respondents represented the following three possible teaching levels: elementary school,
Grades K-5; middle or junior high school, Grades 6-8; and high school, Grades 9-12. Teachers
from the elementary level comprised 46.8% (N = 72) of the sample; teachers from the middle or
junior high level comprised 21.4% (N = 33) of the sample; teachers from the high school level
comprised 31.8% (N = 49) of the sample.
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Respondents by Gender
Respondents in the sample were 30 men and 126 women. The corresponding percentages
were 19.2% (N = 30) men and 80.8% (N = 126) women. Due to the small number of male
respondents, gender differences were not analyzed.
Respondents by Ethnicity
Respondents in the sample represented five possible ethnic categories: White, African
American, Multicultural, Hispanic, and Other. Teachers classifying themselves as White made
up 87.0% (N = 134) of the sample; teachers classifying themselves as African American made up
6.5% (N = 10) of the sample; teachers classifying themselves as Multicultural made up 1.3% (N
= 2) of the sample; teachers classifying themselves as Hispanic made up 2.6% (N = 4) of the
sample; teachers classifying themselves as Other made up 2.6% (N = 4) of the sample. Due to
the small number of non-White respondents, ethnicity differences were not analyzed.
Teachers’ Beliefs in the Level Each Attribute Influenced Them as Teachers
The second section of the Teacher Online Influence Survey questioned participants about
the degree of influence various attributes had on their teaching. Using a five-point Likert scale,
questions in this section were rated using the following: (1) no influence, (2) little influence, (3)
moderate influence, (4) good influence, and (5) significant influence.
The first construct considered instruction. Respondents selected the level of influence
exerted by four attributes: students, standards, administrators, and peer or previous teachers.
Four questions or prompts were given with the four identical influences serving as answer
choices. Identical answer choices were composited from the four questions.
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Null Hypothesis 1. The first hypothesis stated, “There are no differences in the levels of
influence upon teachers of students, standards, administrators, and peer or previous teachers
when considering the construct of instruction.”

Instruction!

Classroom!
Management!

Students!
Students!
Standards!
Parents!
Administrators!
Peer or
Previous
Teachers!

Professionalism!

Attitude!

Professional
Development!

Students!

College
Professors!

College
Professors!

Administrators!

Administrators!

Administrators!
Peer or
Previous
Teachers!

Peer or
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Teachers!

Peer or
Previous
Teachers!

Figure 1. Instruction and influences.

The figure above provides a visual representation for all the constructs and the influences
on each construct. Figure 1 relates specifically to the construct of instruction and possible
influences on instruction.
Respondents indicated students (M = 4.59, SD = .499) and standards (M = 3.99, SD =
.773) as the two strongest influences on teachers in the construct of instruction when considering
composited means. Tables 3 through 6 indicate teacher responses to the four statements from the
survey regarding influences on instruction and the extent of influence from each attribute. Table
7 shows the composite mean and standard deviation for each of the influences when considering
instruction.
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Table 3
Number and Percentage of Level of Influence by Students on Instruction
Level of Influence
Moderate Good
(3)
(4)

None
(1)

Little
(2)

Preparing lessons

0
0.0%

2
1.3%

3
1.9%

26
16.7%

125
80.1%

Implementing standards

2
1.3%

9
5.8%

17
10.9%

40
25.6%

88
56.4%

Choosing instructional strategies

0
0.0%

0
0.0%

2
1.3%

16
10.3%

138
88.5%

Choosing assessment tools

3
1.9%

4
2.6%

16
10.3%

33
21.2%

100
64.1%

Instruction – Students

Significant
(5)

Table 4
Number and Percentage of Level of Influence by Standards on Instruction

None
(1)

Level of Influence
Little Moderate Good
(2)
(3)
(4)

Preparing lessons

0
0.0%

3
1.9%

23
14.7%

53
34.0%

77
49.4%

Implementing standards

1
.6%

2
1.3%

20
12.8%

44
28.2%

88
56.4%

Choosing instructional strategies

9
29
5.8% 18.6%

36
23.1%

47
30.1%

34
21.8%

Choosing assessment tools

6
12
3.8% 7.7%

37
23.7%

52
33.3%

49
31.4%

Instruction – Standards

Significant
(5)
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Table 5
Number and Percentage of Level of Influence by Administrators on Instruction
Level of Influence
Moderate Good
(3)
(4)

None
(1)

Little
(2)

Preparing lessons

3
1.9%

27
17.3%

52
33.3%

51
32.7%

23
14.7%

Implementing standards

4
2.6%

28
17.9%

43
27.6%

55
35.3%

26
16.7%

Choosing instructional strategies

12
7.7%

34
21.8%

50
32.1%

45
28.8%

14
9.0%

Choosing assessment tools

10
6.4%

25
16.0%

45
28.8%

46
29.5%

29
18.6%

Instruction – Administrators

Significant
(5)

Table 6
Number and Percentage of Level of Influence by Peer or Previous Teachers on Instruction

Instruction – Peer or Previous Teachers

None
(1)

Level of Influence
Little Moderate Good
(2)
(3)
(4)

Significant
(5)

Preparing lessons

2
21
1.3% 13.5%

47
30.1%

54
34.6%

32
20.5%

Implementing standards

7
29
4.5% 18.6%

42
26.9%

53
34.0%

25
16.0%

Choosing instructional strategies

5
18
3.2% 11.5%

34
21.8%

54
34.6%

44
28.2%

12
31
7.7% 19.9%

39
25.0%

48
30.8%

24
15.4%

Choosing assessment tools
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Table 7
Composite Mean and Standard Deviation for Each of the Influences When Considering
Instruction
Construct – Instruction

M

SD

Students

4.59

.499

Standards

3.99

.773

Administrators

3.33

.906

Peer or Previous Teachers

3.48

.979

In conducting the ANOVA analysis, significant differences existed between the influences on
instruction. In the multivariate tests, Pillai’s trace indicated F(3,148) = 97.475, p < .001.
Pairwise comparisons were analyzed for significance with using the Bonferroni correction.
Table 8 contains the results showing the pairwise comparisons.
Table 8
Differences in Level of Influence for Instruction Using Multiple Comparisons
Influence

Influencer

Mean Difference

p-value

Students

Standards

.601

<.001*

Students

Administrators

1.243

<.001*

Students

Peer or Previous Teachers

1.086

<.001*

Standards

Administrators

.642

<.001*

Standards

Peer or Previous Teachers

.485

<.001*

Peer or Previous Teachers

-.157

.44

Administrators
* p < .05
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There were significant differences in the influences on instruction. The mean difference of
students was positive when compared to all the other influences. The mean difference of
standards was positive when compared to the other influences except students. The influences of
students and standards were significantly different from all other influences. All influences were
significantly different in the pairwise comparisons except administrators and peer or previous
teachers. Based on the differences that exist, H01 was rejected.
Null Hypothesis 2. The second hypothesis stated, “There are no differences in the levels
of influence upon teachers of students, parents, administrators, and peer or previous teachers
when considering the construct of classroom management.”
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Figure 2. Classroom management and influences.

The figure above provides a visual representation for all the constructs and the influences
on each construct. Figure 2 relates specifically to the construct of classroom management and
possible influences on classroom management.
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Respondents selected the level of influence exerted by four attributes: students, parents,
administrators, and peer or previous teachers. Four questions or prompts were given with the
four identical influences serving as answer choices. Identical answer choices were composited
from the four questions.
Respondents indicated students (M = 4.70, SD = .519) as the strongest influence on
teachers in the construct of classroom management when considering the composited mean. The
means of other influences in this category differed by only hundredths of a point. Tables 9
through 12 indicate teacher responses to the four statements from the survey regarding influences
on classroom management and the extent of influence from each attribute. Table 13 shows the
composite mean and standard deviation for each of the influences when considering classroom
management.
Table 9
Number and Percentage of Level of Influence by Students on Classroom Management
Level of Influence
Moderate Good
(3)
(4)

None
(1)

Little
(2)

Setting clear expectations

4
2.6%

4
2.6%

10
6.4%

18
11.5%

118
75.6%

Choosing behavioral management style

1
.6%

3
1.9%

4
2.6%

32
20.5%

114
73.1%

Creating classroom culture

0
0.0%

3
1.9%

7
4.5%

27
17.3%

118
75.6%

Developing student relationships

1

0
0.0%

4
2.6%

12
7.7%

138
88.5%

Classroom Management – Students

.6%

Significant
(5)
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Table 10
Number and Percentage of Level of Influence by Parents on Classroom Management
Level of Influence
Moderate Good
(3)
(4)

None
(1)

Little
(2)

Setting clear expectations

10
6.4%

25
16.0%

38
24.4%

52
33.3%

30
19.2%

Choosing behavioral management style

16
10.3%

42
26.9%

40
25.6%

39
25.0%

16
10.3%

Creating classroom culture

20
12.8%

38
24.4%

35
22.4%

40
25.6%

22
14.1%

Developing student relationships

11
7.1%

21
13.5%

34
21.8%

47
30.1%

41
26.3%

Classroom Management – Parents

Significant
(5)

Table 11
Number and Percentage of Level of Influence by Administrators on Classroom Management

Classroom Management – Administrators
Setting clear expectations

None
(1)

Level of Influence
Little Moderate Good
(2)
(3)
(4)

Significant
(5)

4
2.6%

19
12.2%

35
22.4%

63
40.4%

34
21.8%

Choosing behavioral management style

10
6.4%

23
14.7%

50
32.1%

43
27.6%

27
17.3%

Creating classroom culture

13
8.3%

26
16.7%

44
28.2%

51
32.7%

19
12.2%

Developing student relationships

18
11.5%

34
21.8%

60
38.5%

34
21.8%

10
6.4%
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Table 12
Number and Percentage of Level of Influence by Peer or Previous Teachers on Classroom
Management

Classroom Management – Peer or
Previous Teacher

None
(1)

Setting clear expectations

Little
(2)

Level of Influence
Moderate Good
(3)
(4)

Significant
(5)

9
27
5.8% 17.3%

40
25.6%

47
30.1%

32
20.5%

Choosing behavioral management style

11
24
7.1% 15.4%

42
26.9%

45
28.8%

32
20.5%

Creating classroom culture

13
31
8.3% 19.9%

37
23.7%

48
30.8%

25
16.0%

Developing student relationships

20
33
12.8% 21.2%

49
31.4%

36
23.1%

17
10.9%

Table 13
Composite Mean and Standard Deviation for Each of the Influences When Considering
Classroom Management
Construct – Classroom Management

M

SD

Students

4.70

.520

Parents

3.26

1.020

Administrators

3.29

.923

Peer or Previous Teachers

3.26

1.050
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In conducting the ANOVA analysis, significant differences existed between the
influences on classroom management. In the multivariate tests, Pillai’s trace indicated F(3,151)
= 52.861, p < .001. Pairwise comparisons were analyzed for significance with the Bonferroni
correction. Table 14 contains the results showing the pairwise comparisons.
Table 14
Differences in Level of Influence for Classroom Management Using Multiple Comparisons
Influence

Influencer

Students

Parents

Students

Administrators

Students

Mean Difference

p-value

1.136

<.001*

.896

<.001*

Peer or Previous Teachers

1.136

<.001*

Parents

Administrators

-.240

.033*

Parents

Peer or Previous Teachers

.000

1.000

Peer or Previous Teachers

.240

.129

Administrators
* p < .05

There were significant differences in the influences on classroom management. The
mean difference of students was positive when compared to all the other influences. The
influence of students was significantly different from all other influences. Difference between
parents and administrators was also at a significant level. Based on the differences that exist,
H02 was rejected.
Null Hypothesis 3. The third hypothesis stated, “There are no differences in the levels of
influence upon teachers of professional development, college professors, administrators, and
peer or previous teachers when considering the construct of professionalism.”
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Figure 3. Professionalism and influences.

The figure above provides a visual representation for all the constructs and the influences
on each construct. Figure 3 relates specifically to the construct of professionalism and possible
influences on professionalism.
Respondents selected the level of influence exerted by four attributes: professional
development, college professors, administrators, and peer or previous teachers. Four questions
or prompts were given with the four identical influences serving as answer choices. Identical
answer choices were composited from the four questions.
When considering professionalism, respondents indicated professional development (M =
3.80, SD = .971) as the strongest influence on teachers, with administrators (M = 3.43, SD =
.871) and peer or previous teachers (M = 3.62, SD = .920) being similar in their level of
influences when considering the composited means. Tables 15 through 18 indicate teacher
responses to the four statements from the survey regarding influences on professionalism and the
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extent of influence from each attribute. Table 19 shows the composite mean and standard
deviation for each of the influences.
Table 15
Number and Percentage of Level of Influence by Professional Development on Professionalism

Professionalism – Professional Development

Level of Influence
Little Moderate Good
(2)
(3)
(4)

None
(1)

Significant
(5)

Collaborating with peers

2
19
1.3% 12.2%

28
17.9%

53
34.0%

54
34.6%

Choosing professional development

8
12
5.1% 7.7%

23
14.7%

40
25.6%

73
46.8%

Leading colleagues

9
13
5.8% 8.3%

25
16.0%

50
32.1%

55
35.3%

18
19
11.5% 12.2%

27
17.3%

47
30.1%

41
26.3%

Adhering to policies and procedures

Table 16
Number and Percentage of Level of Influence by College Professors on Professionalism

Professionalism – College Professors

None
(1)

Little
(2)

Level of Influence
Moderate Good
(3)
(4)

Significant
(5)

Collaborating with peers

24
44
15.4% 28.2%

33
21.2%

35
22.4%

20
12.8%

Choosing professional development

48
31
30.8% 19.9%

35
22.4%

28
17.9%

14
9%

Leading colleagues

47
34
30.1% 21.8%

27
17.3%

31
19.9%

12
7.7%

Adhering to policies and procedures

55
30
35.3% 19.2%

38
24.4%

21
13.5%

9
5.8%

76
Table 17
Number and Percentage of Level of Influence by Administrators on Professionalism
Influence

Level of Influence
Moderate
(3)

Good
(4)

Significant
(5)

8
35
5.1% 22.4%

49
31.4%

44
28.2%

19
12.2%

Choosing professional development

10
40
6.4% 25.6%

46
29.5%

38
24.4%

22
14.1%

Leading colleagues

13
31
8.3% 19.9%

45
28.8%

44
28.2%

17
10.9%

3
8
1.9% 5.1%

17
10.9%

34
21.8%

91
58.3%

Professionalism – College Professors
Collaborating with peers

Adhering to policies and procedures

None
(1)

Little
(2)

Table 18
Number and Percentage of Level of Influence by Peer or Previous Teachers on Professionalism

Professionalism – Peer or Previous Teachers
Collaborating with peers

None
(1)

Level of Influence
Little Moderate Good
(2)
(3)
(4)

Significant
(5)

3
12
1.9% 7.7%

25
16.0%

49
31.4%

65
41.7%

Choosing professional development

11
22
7.1% 14.1%

41
26.3%

45
28.8%

34
21.8%

Leading colleagues

10
17
6.4% 10.9%

44
28.2%

41
26.3%

39
25.0%

Adhering to policies and procedures

13
20
8.3% 12.8%

34
21.8%

56
35.9%

29
18.6%
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Table 19
Composite Mean and Standard Deviation for Each of the Influences
Construct – Professionalism

M

SD

Professional Development

3.80

.971

College Professors

2.55

1.140

Administrators

3.44

.871

Peer or Previous Teachers

3.62

.920

In conducting the ANOVA analysis, significant differences existed between the
influences on professionalism. In the multivariate tests, Pillai’s trace indicated F(3,139) =
63.227, p < .001. Pairwise comparisons were analyzed for significance with the Bonferroni
correction. Table 20 contains the results showing the pairwise comparisons.
Table 20
Differences in Level of Influence for Professionalism Using Multiple Comparisons
Influence

Influencer

Mean Difference

p-value

Professional Dev.

College Professors

1.255

<.001*

Professional Dev.

Administrators

.364

<.001*

Professional Dev.

Peer or Previous Teachers

.160

.423

College Professors

Administrators

-.891

<.001*

College Professors

Peer or Previous Teachers

-1.095

<.001*

Peer or Previous Teachers

-.204

.026*

Administrators
* p < .05
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There were significant differences in the influences on professionalism. The mean
difference of professional development was positive when compared to all the other influences.
The mean difference of college professors when compared to the other influences was negative.
The influence of professional development was significantly different from college professors
and administrators. The influence of college professors was significantly different from all other
influences. Administrators and peer or previous teachers were also significantly different from
each other. Based on the differences that exist, H03 was rejected.
Null Hypothesis 4. The fourth hypothesis stated, “There are no differences in the levels
of influence upon teachers of students, college professors, administrators, and peer or previous
teachers when considering the construct of attitude.”

Instruction!

Classroom!
Management!

Students!
Students!
Standards!
Parents!
Administrators!

Professionalism!
Professional
Development!

Attitude!
Students!

College!
Professors!

College
Professors!

Administrators!

Administrators!

Administrators!
Peer or
Previous
Teachers!

Peer or
Previous
Teachers!

Figure 4. Attitude and influences.

Peer or
Previous
Teachers!

Peer or
Previous
Teachers!
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The preceding figure provides a visual representation for all the constructs and the
influences on each construct. Figure 4 relates specifically to the construct of attitude and
possible influences on attitude.
Respondents selected the level of influence exerted by four attributes—students, college
professors, administrators, and peer or previous teachers. Four questions or prompts were given
with the four identical influences serving as answer choices. Identical answer choices were
composited from the four questions. When considering attitude, respondents indicated students
(M = 4.38, SD = .660) as the strongest influence on teachers on the composited means.
Administrators (M = 3.56, SD = .909) and peer or previous teachers (M = 3.63, SD = .971) were
similar in their level of influence when considering the composited means. Tables 21 through 24
indicate teacher responses to the four statements from the survey regarding influences on attitude
and the extent of influence from each attribute. Table 25 shows the composite mean and
standard deviation for each of the influences.
Table 21
Number and Percentage of Level of Influence by Students on Attitude

None
(1)

Level of Influence
Little Moderate Good
(2)
(3)
(4)

Attitude about schools’ culture

0
0.0%

5
3.2%

10
6.4%

33
21.2%

104
66.7%

Considering self-efficacy

2
1.3%

9
5.8%

16
10.3%

34
21.8%

88
56.4%

Considering ability to self-reflect

9
12
5.8% 7.7%

22
14.1%

40
25.6%

70
44.9%

Considering outlook as a teacher

0
0.0%

8
5.1%

34
21.8%

112
71.8%

Attitude – Students

1
.6%

Significant
(5)
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Table 22
Number and Percentage of Level of Influence by College Professors on Attitude

Attitude – College Professors

None
(1)

Little
(2)

Level of Influence
Moderate Good
(3)
(4)

Significant
(5)

Attitude about schools’ culture

65
42
41.7% 26.9%

32
20.5%

10
6.4%

4
2.6%

Considering self-efficacy

47
40
30.1% 25.6%

25
16.0%

28
17.9%

8
5.1%

Considering ability to self-reflect

45
31
28.8% 19.9%

28
17.9%

24
15.4%

23
14.7%

Considering outlook as a teacher

60
35
38.5% 22.4%

27
17.3%

20
12.8%

13
8.3%

Table 23
Number and Percentage of Level of Influence by Administrators on Attitude

Attitude – Administrators
Attitude about schools’ culture

None
(1)

Level of Influence
Little Moderate Good
(2)
(3)
(4)

Significant
(5)

2
1.3%

17
10.9%

25
16.0%

47
30.1%

63
40.4%

Considering self-efficacy

11
7.1%

17
10.9%

37
23.7%

57
36.5%

27
17.3%

Considering ability to self-reflect

18
11.5%

25
16.0%

51
32.7%

34
21.8%

24
15.4%

Considering outlook as a teacher

6
3.8%

23
14.7%

31
19.9%

43
27.6%

51
32.7%
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Table 24
Number and Percentage of Level of Influence by Peer or Previous Teachers on Attitude

Attitude – Peer or Previous Teacher

None
(1)

Little
(2)

Level of Influence
Moderate Good
(3)
(4)

Significant
(5)

Attitude about schools’ culture

3
19
1.9% 12.2%

24
15.4%

51
32.7%

57
36.5%

Considering self-efficacy

6
21
3.8% 13.5%

35
22.4%

49
31.4%

36
23.1%

Considering ability to self-reflect

14
24
9.0% 15.4%

38
24.4%

43
27.6%

33
21.2%

Considering outlook as a teacher

8
23
5.1% 14.7%

31
19.9%

52
33.3%

41
26.3%

Table 25
Composite Mean and Standard Deviation for Each of the Influences
Construct – Attitude

M

SD

Students

4.38

.660

College Professors

2.34

1.090

Administrators

3.56

.909

Peer or Previous Teacher

3.63

.971

In conducting the ANOVA analysis, significant differences existed between the
influences on attitude. In the multivariate tests, Pillai’s trace indicated F(3,138) = 124.687, p <
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.001. Pairwise comparisons were analyzed for significance with the Bonferroni correction.
Table 26 contains the results showing the pairwise comparisons.
Table 26
Differences in Influences for Attitude Using Multiple Comparisons
Influence

Influencer

Students

College Professors

Students

Mean Difference

p-value

2.011

<.001*

Administrators

.821

<.001*

Students

Peer or Previous Teachers

.764

<.001*

College Professors

Administrators

-1.190

<.001*

College Professors

Peer or Previous Teachers

-1.246

<.001*

Peer or Previous Teachers

-.057

Administrators
* p < .05

1.00

There were significant differences in the influences on attitude. The mean difference of
students was positive when compared to all the other influences. The mean difference of college
professors when compared to the other influences was negative. The influences of students and
college professors on teachers were significantly different from all the other influences. All
influences on attitude were significant when compared to one another except administrators
when compared to peer or previous teachers. Based on the differences that exist, H04 was
rejected.
Null Hypotheses 5. The fifth hypothesis stated, “There are no significant differences
across teachers at various career stages in each of the four influences for each of the four
constructs.” The hypothesis was tested using ANOVA. Within Hypothesis 5, 16 individual
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hypotheses were tested. These 16 questions were individually analyzed and represented by
individual tables.
•

There was no significant difference across teachers at various career stages for the
influence of students on instruction, F(3,142) = .350, p = .790 as represented in Table
27.

Table 27
Analysis of Variance for Teacher Career Stage for the Influence of Students on Instruction
Years Completed Teaching
Descriptives

0–5

6 – 12

13 - 19

20+

F

Sig.

Mean

4.587

4.531

4.647

4.585

.350

.790

N
* p < .05

26.000

40.000

44.000

44.000

•

There was no significant difference across teachers at various career stages for the
influence of standards on instruction, F(3,140) = 1.79, p = .152 as represented in
Table 28.

Table 28
Analysis of Variance for Teacher Career Stage for the Influence of Standards on Instruction
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

4.115

3.888

4.206

3.762

1.787

.152

N
* p < .05

26.000

40.000

43.000

43.000
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•

There was no significant difference across teachers at various career stages for the
influence of administrators on instruction, F(3,140) = .827, p = .481 as represented in
Table 29.

Table 29
Analysis of Variance for Teacher Career Stage for the Influence of Administrators on Instruction
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.510

3.219

3.419

3.267

.827

.481

N
* p < .05

26.000

40.000

43.000

43.000

•

There was no significant difference across teachers at various career stages for the
influence of peer or previous teachers on instruction, F(3,139) = 1.50, p = .217 as
represented in Table 30.

Table 30
Analysis of Variance for Teacher Career Stage for the Influence of Peer or Previous Teachers on
Instruction
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.760

3.4500

3.483

3.407

1.501

.217

N
* p < .05

25.000

43.000

43.000

40.000
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•

There was no significant difference across teachers at various career stages for the
influence of students on classroom management, F(3,137) = .394, p = .758 as
represented in Table 31.

Table 31
Analysis of Variance for Teacher Career Stage for the Influence of Students on Classroom
Management
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

4.750

4.660

4.680

4.720

.394

.758

N
* p < .05

26.000

39.000

43.000

41.000

•

There was no significant difference across teachers at various career stages for the
influence of parents on classroom management, F(3,136) = 2.65, p = .051 as
represented in Table 32.

Table 32
Analysis of Variance for Teacher Career Stage for the Influence of Parents on Classroom
Management
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.719

3.112

3.215

3.159

2.648

.051

N
* p < .05

24.000

40.000

43.000

41.000
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•

There was a significant difference across teachers at various career stages for the
influence of administrators on classroom management, F(3,136) = 2.79, p = .043,
with 0 - 5 years of completed teaching being the highest mean, as represented in
Table 33.

Table 33
Analysis of Variance for Teacher Career Stage for the Influence of Administrators on Classroom
Management
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.644

3.058

3.349

3.238

2.785

.043*

N
* p < .05

26.000

39.000

43.000

40.000

•

There was a significant difference across teachers at various career stages for the
influence of peers or previous teachers on classroom management, F(3,137) = 3.50, p
= .017, with 0 - 5 years of completed teaching being the highest mean, as represented
in Table 34.
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Table 34
Analysis of Variance for Teacher Career Stage for the Influence of Peer or Previous Teachers on
Classroom Management
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.712

3.197

3.313

3.006

3.497

.017*

N
* p < .05

26.000

38.000

44.000

41.000

•

There was no significant difference across teachers at various career stages for the
influence of professional development on professionalism, F(3,136) = .833, p = .478
as represented in Table 35.

Table 35
Analysis of Variance for Teacher Career Stage for the Influence of Professional Development on
Professionalism
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.885

3.681

3.796

3.878

.833

.478

N
* p < .05

24.000

40.000

43.000

41.000

•

There was no significant difference across teachers at various career stages for the
influence of college professors on professionalism, F(3,135) = 1.66, p = .178 as
represented in Table 36.
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Table 36
Analysis of Variance for Teacher Career Stage for the Influence of College Professors on
Professionalism
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

2.823

2.788

2.390

2.394

1.661

.178

N
* p < .05

24.000

40.000

43.000

40.000

•

There was a significant difference across teachers at various career stages for the
influence of administrators on professionalism, F(3,133) = 3.27, p = .023, with 0 - 5years
of completed teaching being the highest mean, as represented in Table 37.

Table 37
Analysis of Variance for Teacher Career Stage for the Influence of Administrators on
Professionalism
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.815

3.269

3.471

3.378

3.270

.023*

N
* p < .05

23.000

40.000

43.000

39.000
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•

There was no significant difference across teachers at various career stages for the
influence of peer or previous teachers on professionalism, F(3,130) = .630, p = .597
as represented in Table 38.

Table 38
Analysis of Variance for Teacher Career Stage for the Influence of Peer or Previous Teachers on
Professionalism
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.852

3.632

3.611

3.532

.630

.597

N
* p < .05

22.000

38.000

43.000

39.000

•

There was no significant difference across teachers at various career stages for the
influence of students on attitude, F(3,132) = .795, p = .499 as represented in Table 39.

Table 39
Analysis of Variance for Teacher Career Stage for the Influence of Students on Attitude
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

4.370

4.269

4.500

4.385

.795

.499

N
* p < .05

25.000

40.000

42.000

37.000
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•

There was a significant difference across teachers at various career stages for the
influence of college professors on attitude, F(3,132) = 2.83, p = .041, with 0 - 5 years
of completed teaching being the highest mean, as represented in Table 40.

Table 40
Analysis of Variance for Teacher Career Stage for the Influence of College Professors on
Attitude
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

2.800

2.438

2.010

2.385

2.827

.041*

N
* p < .05

25.000

40.000

42.000

37.000

•

There was no significant difference across teachers at various career stages for the
influence of administrators on attitude, F(3,132) = 1.33, p = .269 as represented in
Table 41.

Table 41
Analysis of Variance for Teacher Career Stage for the Influence of Administrators on Attitude
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.780

3.436

3.542

3.592

1.325

.269

N
* p < .05

25.000

39.000

42.000

38.000
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•

There was no significant difference across teachers at various career stages for the
influence of peer or previous teachers on attitude, F(3,131) = 1.41, p = .243 as
represented in Table 42.

Table 42
Analysis of Variance for Teacher Career Stage for the Influence of Peer or Previous Teachers on
Attitude
Years Completed Teaching
Descriptives

0-5

6 – 12

13 - 19

20+

F

Sig.

Mean

3.890

3.468

3.601

3.676

1.411

.243

25.000

39.000

42.000

37.000

N

In Hypothesis 5, there were significant differences. With the amount of data collected
and reported, Table 43 was created to consolidate the reporting of constructs and influences and
the significance levels as related to career stage.
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Table 43
Summary Analysis of Variance Findings for Career Stage, Construct, and Influence
Construct and Influence

Mean Square

F Ratio

Sig.

Instruction
Students
Standards
Administrators
Peer or Previous Teachers

.087
.982
.635
1.427

.350
1.787
.827
1.501

.790
.152
.481
.217

Classroom Management
Students
Parents
Administrators
Peer or Previous Teachers

.108
2.658
2.300
3.685

.394
2.648
2.785
3.497

.758
.051
.043*
.017*

Professionalism
Professional Development
College Professors
Administrators
Peer or Previous Teachers

.706
2.104
2.272
.541

.833
1.661
3.270
.630

.478
.178
.023*
.597

.345
3.194
1.041
1.296

.795
2.827
1.325
1.411

.499
.041*
.269
.243

Attitude
Students
College Professors
Administrators
Peer or Previous Teachers
* p < .05

Significant differences were discovered for classroom management (administrators and
peer or previous teachers), professionalism (administrators), and attitude (college professors).
There were no significant differences for any of the Instruction influences. The data indicated
the influence of administrators was significantly different in the two constructs of classroom
management and professionalism in regards to career stage. Peer or previous teachers were at a
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significant level in the construct of classroom management for career stage. Finally, college
professors also were at a significant level in the construct of attitude.
Further investigation occurred through analyzing Tukey pairwise comparison data at
various career stages. All the pairwise comparisons are reported in Table 44.
Table 44
Mean Differences and Significance Values for Career Stage using Tukey Pairwise Comparisons
Construct (Influence)

Career Stage Comparisons

Mean Difference

Sig.
.971
.978
1.000
.769
.960
.963

Instruction
Students
Students
Students
Students
Students
Students

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.055
-.050
.001
-.105
-.054
.0511

Instruction
Standards
Standards
Standards
Standards
Standards
Standards

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.228
-.088
.354
-.316
.126
.442

.615
.964
.224
.216
.867
.032*

Instruction
Administrators
Administrators
Administrators
Administrators
Administrators
Administrators

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.291
.091
.242
-.120
-.049
.151

.553
.975
.682
.727
.994
.854

Instruction
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.310
.277
.353
-.033
.043
.0756

.598
.671
.477
.999
.997
.984
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Table 44 (continued)
Construct (Influence)

Career Stage Comparisons

Mean Difference

Sig.

Class. Management
Students
Students
Students
Students
Students
Students

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.090
.070
.031
-.020
-.059
-.039

.906
.950
.996
.998
.958
.986

Class. Management
Parents
Parents
Parents
Parents
Parents
Parents

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.606
.504
.560
-.103
-.046
.057

.093
.203
.135
.966
.997
.994

Class. Management
Administrators
Administrators
Administrators
Administrators
Administrators
Administrators

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 –- 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.587
.295
.407
-.291
-.180
.111

.057
.559
.289
.471
.816
.944

Class. Management
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.514
.399
.705
-.1151
.191
.306

.205
.398
.035*
.957
.841
.517

Professionalism
Prof. Development
Prof. Development
Prof. Development
Prof. Development
Prof. Development
Prof. Development

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.204
.090
.007
-.115
-.120
-.082

.826
.981
1.000
.941
.771
.977
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Table 44 (continued)
Construct (Influence)

Career Stage Comparisons

Mean Difference

Sig.

Professionalism
College Professors
College Professors
College Professors
College Professors
College Professors
College Professors

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.035
.433
.429
.398
.394
-.004

.999
.434
.454
.377
.402
1.000

Professionalism
Administrators
Administrators
Administrators
Administrators
Administrators
Administrators

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.547
.344
.437
-.202
-.110
.023

.064
.383
.195
.688
.937
.958

Professionalism
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 – 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.221
.242
.320
.021
.010
.078

.810
.752
.567
1.000
.965
.981

Attitude
Students
Students
Students
Students
Students
Students

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.101
-.130
-.015
-.231
-.116
.115

.931
.863
1.000
.388
.866
.866

Attitude
College Professors
College Professors
College Professors
College Professors
College Professors
College Professors

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.363
.794
.415
.432
.052
-.379

.541
.019*
.436
.260
.996
.392
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Table 44 (continued)
Construct (Influence)
Attitude
Administrators
Administrators
Administrators
Administrators
Administrators
Administrators
Attitude
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
* p < .05

Career Stage Comparisons

Mean Difference

Sig.

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.344
.238
.188
-.106
-.156
-.050

.431
.712
.843
.950
.866
.994

0 - 5 and 6 - 12 years
0 - 5 and 13 - 19 years
0 - 5 and 20+ years
6 - 12 and 13 - 19 years
6 - 12 and 20+ years
13 - 19 and 20+ years

.422
.289
.214
-.133
-.208
-.075

.318
.633
.824
.924
.781
.986

Significant differences were discovered for classroom management (administrators and
peer or previous teachers), professionalism (administrators), and attitude (college professors).
There were significant differences across teachers at various career stages in the pairwise
comparisons. The significant differences were as follows: instruction (standards) between 13 19 and 20+ years, classroom management (peer or previous teacher) between 0 - 5 and 10+ years
and attitude (college professor) between 0 - 5 and 13 - 19 years. Based on the significant
differences that existed, H05 was rejected.
Null Hypothesis 6. The sixth hypothesis stated, “There are no significant differences
across teachers at different teaching levels in each of the four influences for each of the four
constructs.” The hypothesis was tested using ANOVA. Within Hypothesis 6, 16 individual
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hypotheses were tested. These 16 questions were individually analyzed and represented by
individual tables.
•

There was a significant difference across teachers at various teaching levels for the
influence of students on instruction, F(2,142) =3.95, p = .021, with elementary school
being the highest mean, as represented in Table 45.

Table 45
Analysis of Variance for Teaching Level for the Influence of Students on Instruction
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

4.712

4.470

4.480

N
* p < .05

72.000

33.000

49.000

•

High

F

Sig.

3.953

.021*

There was no significant difference across teachers at various teaching levels for the
influence of standards on instruction, F(2,140) = 2.84, p = .062 as represented in
Table 46.

Table 46
Analysis of Variance for Teaching Level for the Influence of Standards on Instruction
Teaching Level
Descriptives

Elementary

Middle/Jr. High

High

Mean

4.125

3.970

3.766

N
* p < .05

72.000

33.000

47.000

F

Sig.

2.840

.062
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•

There was a significant difference across teachers at various teaching levels for the
influence of administrators on instruction, F(2,140) = 6.49, p = .002, with elementary
school being the highest mean, as represented in Table 47.

Table 47
Analysis of Variance for Teaching Level for the Influence of Administrators on Instruction
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

3.600

3.356

2.948

N
* p < .05

71.000

33.000

48.000

•

High

F

Sig.

6.485

.002*

There was a significant difference across teachers at various teaching levels for the
influence of peer or previous teachers on instruction, F(2,139) =3.76, p = .026, with
elementary school being the highest mean, as represented in Table 48.

Table 48
Analysis of Variance for Teaching Level for the Influence of Peer or Previous Teachers on
Instruction
Teaching Level
Descriptives

Elementary

Middle/Jr. High

High

Mean

3.671

3.197

3.453

N
* p < .05

70.000

33.000

48.000

F

Sig.

3.756

.026*
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•

There was no significant difference across teachers at various teaching levels for the
influence of students on classroom management, F(2,137) = 1.97, p = .143 as
represented in Table 49.

Table 49
Analysis of Variance for Teaching Level for the Influence of Students on Classroom Management
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

4.790

4.621

4.620

N
* p < .05

68.000

33.000

48.000

•

High

F

Sig.

1.972

.143

There was no significant difference across teachers at various teaching levels for the
influence of parents on classroom management, F(2,136) = 2.08, p = .129 as
represented in Table 50.

Table 50
Analysis of Variance for Teaching Level for the Influence of Parents on Classroom Management
Teaching Level
Descriptives

Elementary

Middle/Jr. High

High

Mean

3.421

3.133

3.082

N
* p < .05

70.000

32.000

46.000

F

Sig.

2.076

.129

100
•

There was no significant difference across teachers at various teaching levels for the
influence of administrators on classroom management, F(2,136) = 2.76, p = .067 as
represented in Table 51.

Table 51
Analysis of Variance for Teaching Level for the Influence of Administrators on Classroom
Management
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

3.468

3.259

3.064

N
* p < .05

69.000

32.000

47.000

•

High

F

Sig.

2.760

.067

There was no significant difference across teachers at various teaching levels for the
influence of peer or previous teachers on classroom management, F(2,137) = 2.62, p
= .076 as represented in Table 52.

Table 52
Analysis of Variance for Teaching Level for the Influence of Peer or Previous Teachers on
Classroom Management
Teaching Level
Descriptives

Elementary

Middle/Jr. High

High

Mean

3.429

3.000

3.208

N
* p < .05

70.000

31.000

48.000

F

Sig.

2.624

.076
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•

There was a significant difference across teachers at various teaching levels for the
influence of professional development on professionalism, F(2,136) = 10.08, p <
.001, with elementary school being the highest mean, as represented in Table 53.

Table 53
Analysis of Variance for Teaching Level for the Influence of Professional Development on
Professionalism
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

4.169

3.617

3.356

N
* p < .05

71.000

32.000

45.000

•

High

F

Sig.

10.077 <.001*

There was no significant difference across teachers at various teaching levels for the
influence of college professors on professionalism, F(2,135) = 1.76, p = .177, as
represented in Table 54.

Table 54
Analysis of Variance for Teaching Level for the Influence of College Professors on
Professionalism
Teaching Level
Descriptives

Elementary

Middle/Jr. High

High

Mean

2.634

2.328

2.642

N
* p < .05

71.000

32.000

44.000

F

Sig.

1.755

.177
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•

There was a significant difference across teachers at various teaching levels for the
influence of administrators on professionalism, F(2,133) = 4.93, p = .009, with
elementary school being the highest mean, as represented in Table 55.

Table 55
Analysis of Variance for Teaching Level for the Influence of Administrators on Professionalism
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

3.630

3.469

3.136

N
* p < .05

69.000

32.000

44.000

•

High

F

Sig.

4.93

.009*

There was no significant difference across teachers at various teaching levels for the
influence of peer or previous teachers on professionalism, F(2,130) = .236, p = .790
as represented in table 56.

Table 56
Analysis of Variance for Teaching Level for the Influence of Peer of Previous Teachers on
Professionalism
Teaching Level
Descriptives

Elementary

Middle/Jr. High

High

Mean

3.654

3.648

3.583

N
* p < .05

68.000

32.000

42.000

F

Sig.

.236

.790
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•

There was no significant difference across teachers at various teaching levels for the
influence of students on attitude, F(2,132) = .545, p = .581 as represented in Table 57.

Table 57
Analysis of Variance for Teaching Level for the Influence of Students on Attitude
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

4.453

4.242

4.378

N
* p < .05

69.000

32.000

43.000

•

High

F

Sig.

.545

.581

There was no significant difference across teachers at various teaching levels for the
influence of college professors on attitude, F(2,132) = 3.04, p = .051 as represented in
Table 58.

Table 58
Analysis of Variance for Teaching Level for the Influence of College Professors on Attitude
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

2.496

2.382

2.119

N
* p < .05

70.000

32.000

42.000

•

High

F

Sig.

3.044

.051

There was a significant difference across teachers at various teaching levels for the
influence of administrators on attitude, F(2,132) = 6.90, p = .001, with elementary
school being the highest mean, as represented in Table 59.
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Table 59
Analysis of Variance for Teaching Level for the Influence of Administrators on Attitude
Teaching Level
Descriptives

Elementary

Middle/Jr. High

Mean

3.817

3.532

3.173

N
* p < .05

71.000

31.000

42.000

•

High

F

Sig.

6.903

.001*

There was no significant difference across teachers at various teaching levels for the
influence of peer or previous teachers on attitude, F(2,131) = .557, p = .575 as
represented in Table 60.

Table 60
Analysis of Variance for Teaching Level for the Influence of Peer of Previous Teachers on
Attitude
Teaching Level
Descriptives

Elementary

Middle/Jr. High

High

Mean

3.721

3.508

3.587

N
* p < .05

69.000

31.000

43.000

F

Sig.

.557

.575

In Hypothesis 6, there were significant differences. With the amount of data collected
and reported, Table 61 was created to consolidate the reporting of constructs and influences and
the significance levels as related to teaching level.
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Table 61
Summary of Analysis of Variance Findings for Teaching Level, Construct, and Influence
Construct and Influence

Mean Square

F Ratio

Sig.

Instruction
Students
Standards
Administrators
Peer or Previous Teachers

.981
1.561
4.979
3.570

3.953
2.840
6.485
3.756

.021*
.062
.002*
.026*

Classroom Management
Students
Parents
Administrators
Peer or Previous Teachers

.543
2.084
2.280
2.765

1.972
2.076
2.760
2.624

.143
.129
.067
.076

Professionalism
Professional Development
College Professors
Administrators
Peer or Previous Teachers

8.540
2.223
3.424
.203

10.077
1.755
4.928
.236

<.001*
.177
.009*
.790

.236
3.439
5.422
.511

.545
3.044
6.903
.557

.581
.051
.001*
.575

Attitude
Students
College Professors
Administrators
Peer or Previous Teachers
* p < .05

Significant differences were discovered for instruction (students, administrators, and peer
or previous teachers), professionalism (professional development and administrators), and
attitude (administrators). The construct of instruction contained the most significant differences,
with the influences of students, administrators, and peer or previous teachers being at a
significant level. There were no significant differences for any of the classroom management
influences. The data indicated the influence of administrators was significantly different in the
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three constructs of instruction, professionalism, and attitude in regards to teaching stage. Peer or
previous teachers were at a significant level in the construct of instruction for career stage.
Finally, professional development in the construct of professionalism was also at a significant
level.
Further investigation occurred through analyzing Tukey pairwise comparison data at
various career stages. All the pairwise comparisons are reported in Table 62.
Table 62
Mean Differences and Significance Values for Teaching Level Using Tukey Pairwise
Comparisons
Construct (Influence)

Teaching Level Comparisons

Mean Difference

Sig.

Instruction
Students
Students
Students

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.242
.232
-.010

.057
.034*
.996

Instruction
Standards
Standards
Standards

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.155
.359
.204

.580
.029*
.449

Instruction
Administrators
Administrators
Administrators

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.239
.647
.408

.401
<.001*
.102

Instruction
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.475
.218
-.256

.058
.458
.478

Class. Management
Students
Students
Students

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.169
.171
.001

.285
.200
1.00
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Table 62 (continued)
Construct (Influence)

Teaching Level Comparisons

Mean Difference

Sig.

Class. Management
Parents
Parents
Parents

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.289
.340
.051

.370
.178
.973

Class. Management
Administrators
Administrators
Administrators

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.210
.404
.194

.529
.053
.621

Class. Management
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.429
.220
-.208

.133
.488
.653

Professionalism
Prof. Development
Prof. Development
Prof. Development

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.552
.814
.262

.015*
<.001
.438

Professionalism
College Professors
College Professors
College Professors

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.306
-.008
-.314

.411
.999
.455

Professionalism
Administrators
Administrators
Administrators

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.162
.494
.332

.637
.007*
.203

Professionalism
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.006
.071
.065

1.000
.919
.952

Attitude
Students
Students
Student

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.211
.075
-.136

.296
.828
.652
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Table 62 (continued)
Construct (Influence)

Teaching Level Comparisons

Mean Difference

Sig.

Attitude
College Professors
College Professors
College Professors

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.114
.377
.264

.871
.167
.542

Attitude
Administrators
Administrators
Administrators

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.285
.644
.360

.298
.001*
.204

Elementary and MS or Jr. High
Elementary and High School
MS or Jr. High and High School

.213
.134
-.080

.561
.753
.935

Attitude
Peer or Prev. Teacher
Peer or Prev. Teacher
Peer or Prev. Teacher
* p < .05

Significant differences were discovered for instruction (students, administrators, and peer
or previous teachers), professionalism (professional development and administrators), and
attitude (administrators). Through the pairwise comparisons, the following constructs
(influences) were considered significant for various teaching levels: Instruction (students)
between elementary and high school, instruction (standards) between elementary and high
school, instruction (administrators) between elementary and high school, professionalism
(professional development) between elementary and middle or junior high school,
professionalism (professional development) between elementary and high school,
professionalism (administrators) between elementary and high school, and attitude
(administrators) between elementary and high school. There were significant differences across
teachers at different teaching levels. Based on the significant differences that existed, H06 was
rejected.
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Null Hypothesis 7. The seventh hypothesis stated, “There are no significant differences
across teachers between genders in each of the four influences for each of the four constructs.”
This hypothesis was not tested due to the low number of respondents in the male category.
Null Hypothesis 8. The eighth hypothesis stated, “There are no significant differences
across teachers from different ethnicities in each of the four influences for each of the four
constructs.” This hypothesis was not tested due to the low number of respondents in most of the
categories.
Null Hypothesis 9. The ninth hypothesis stated, “There are no significant interactions
between the main effects of stage of career, teaching level, gender, and ethnicity for each of the
four influences for each of the four constructs.” Due to the number of respondents in the
categories of gender and ethnicity, interaction could only be analyzed for stage of career and
teaching level. The test revealed no significant interactions between career stages and teaching
levels as represented in Table 63.
Table 63
Analysis of Variance for Interaction of Career Stage and Teaching Level
Construct and Influence

Mean Square

F Ratio

Sig.

Instruction
Students
Standards
Administrators
Peer or Previous Teachers

.135
.740
.490
.233

.544
1.350
.638
.246

.774
.240
.700
.960

Classroom Management
Students
Parents
Administrators
Peer or Previous Teachers

.216
.801
.500
.334

.786
.798
.606
.317

.583
.573
.725
.927
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Table 63 (continued)
Construct and Influence

Mean Square

F Ratio

Sig.

.638
1.480
.758
.985

.753
1.170
1.090
1.150

.608
.328
.371
.338

.516
.963
.148
1.550

1.190
.852
.188
1.690

.316
.532
.980
.129

Professionalism
Professional Development
College Professors
Administrators
Peer or Previous Teachers
Attitude
Students
College Professors
Administrators
Peer or Previous Teachers
* p < .05

Based on the analysis of variance, revealing no significant interactions between career stages and
teaching levels, H09 was not rejected.
Summary of Findings
This area provides a summary of the findings. The first section summarizes the
descriptive data, and the second section summarizes the findings of the nine null hypotheses.
Summary of Descriptive Data
During the late fall of 2012 and the early winter of 2013 Indiana public elementary,
middle or junior high, and high school teachers from four selected districts were electronically
mailed the online teacher influence survey. The intent of the survey was to identify the greatest
influence on teachers. The analysis data contained 156 responses (N = 156), representing 9% of
the sampled population.
Summary of Hypotheses Testing
Seven of the nine hypotheses were tested. Following are the summarized results:
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1. Results indicated there was a significant difference in the levels of influence upon
teachers of students, standards, administrators, and peer or previous teachers when
considering the construct of instruction. Students served as a significantly different
influence, having a higher mean difference from other possible influences on
instruction. The mean difference of standards was positive when compared to the
other influences except students. H01 was rejected.
2. Results indicated there was a significant difference in the levels of influence upon
teachers of students, parents, administrators, and peer or previous teachers when
considering the construct of classroom management. Students served as a
significantly different influence, having a higher mean difference from other possible
influences on classroom management. H02 was rejected.
3. Results indicated there was a significant difference in the levels of influence upon
teachers of professional development, college professors, administrators, and peer or
previous teachers when considering the construct of professionalism. The mean
difference of professional development was positive when compared to all the other
influences. The mean difference of college professors when compared to the other
influences was negative. H03 was rejected.
4. Results indicated there was a significant difference in the levels of influence upon
teachers of students, college professors, administrators, and peer or previous teachers
when considering the construct of attitude. The mean difference of students was
positive when compared to all the other influences. The mean difference of college
professors when compared to the other influences was negative. H04 was rejected.
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5. Separate univariate tests were completed in order to determine significant differences
for each of the four influences for each of the four constructs. Results indicated
significant differences in the following areas when considering career stage:
Instruction (administrators and peer or previous teachers), professionalism
(administrators), and attitude (college professors). H05 was rejected.
6. Separate univariate tests were completed in order to determine significant differences
for each of the four influences for each of the four constructs. Results indicated
significant differences in the following areas when considering teaching levels:
instruction (students, administrators, peer or previous teachers), professionalism
(professional development and administrators), and attitude (administrators). H06
was rejected.
7. Because of the number of respondents from each category, data were not analyzed for
differences between genders in each of the four influences for each of the four
constructs. H07 was not tested.
8. Because of the number of respondents from each category, data were not analyzed for
differences across teachers from different ethnicities in each of the four influences for
each of the four constructs. H08 was not tested.
9. Results indicated there were no significant interactions between career stage and
teaching level for each of the four influences for each of the four constructs. Gender
and ethnicity were not included in the analysis due to the number of respondents in
each category. H09 was not rejected.
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CHAPTER 5

DISCUSSION OF FINDINGS AND CONCLUSIONS, SUMMARY, IMPLICATIONS
This chapter comprises four sections. The first section contains a discussion of findings
including summaries of the descriptive data and hypothesis testing. The second section contains
conclusions and a summary of research. The third section contains implications for teachers and
administrators as a result of this research. The final section includes recommendations for
further research.
This research design involved a population of Indiana public school teachers serving
elementary, middle or junior high, and high school from four urban districts. Teachers’ beliefs
of influences were determined through the use of a survey. Statistical analysis of the data
involved descriptive statistics for the frequency of responses, mean, and standard deviation.
ANOVA was used to test the null hypotheses. Significance level of .05 was used.
Discussion of Findings
The purpose of this quantitative study was to determine the influences on teachers as
related to instruction, classroom management, professionalism, and attitude, while considering
stage of teaching career, teaching level, and the demographic groups of gender and ethnicity.
Additionally, an analysis was planned to determine if significant differences existed when
considering career stage, teaching level, gender, and ethnicity. Due to the number of respondents
representing some categories in gender and ethnicity, an analysis was only conducted for stage of
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teaching career and teaching level. Lastly, an analysis was conducted to test for significant
interactions between career stage and teaching level for each of the four influences for each of
the four constructs.
Summary of Descriptive Data
Through Survey Monkey, 1,786 Indiana public teachers from the four chosen urban
school districts were electronically mailed a survey. Teachers first responded to the four
demographic questions of the survey. Questions 5 through 20 provided teachers with questions
or prompts for the teaching areas of instruction, classroom management, professionalism, and
attitude. Teachers rated the level of influence each answer choice had on their teaching
(Appendix F). The following summarizes the findings from descriptive data and conclusions
drawn from the data.
The first section of the Teacher Online Influence Survey asked respondents to provide
demographic information. Question 1 asked respondents to choose their completed years of
teaching. Of the 156 respondents, 26 (16.7%) completed 0 - 5 years of teaching, 40 (25.6%)
completed 6 - 12 years of teaching, 44 (28.2%) completed 13 - 19 years of teaching, and 46
(29.5%) completed 20+ years of teaching. Most respondents to the survey were represented in
the 13 – 19 or 20+ years of teaching categories. The second question asked respondents to
choose their teaching level. Of the 154 respondents to this question, 72 (46.8%) taught
elementary, 33 (21.4%) taught middle or junior high, and 49 (31.8%) taught high school. The
majority of teachers responding to the survey were elementary school teachers. Question 3
asked respondents to identify their gender. Of the 156 respondents, 30 (19.2%) were men and
126 (80.8%) women. A very large majority of respondents were women. The fourth question
asked respondents to choose a category that represented their ethnicity. Of the 154 respondents,
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teachers characterized their ethnicity as 134 (87%) White, 10 (6.5%) African American, 2 (1.3%)
multicultural, 4 (2.6%) Hispanic, and 4 (2.6%) other. This category was intended to represent
ethnicities not listed on the survey. The overwhelming majority of the respondents were in the
ethnicity category of White.
Influences on Teachers
The remainder of The Teacher Online Influence Survey questioned respondents about the
level of influence each response choice had on them. Analysis was conducted to determine if
there were differences in the levels of each of the four influences for each of the four constructs.
Using a five – point Likert scale, answer choices were rated on a scale of 1 to 5 with 1 being no
influence, 2 being little influence, 3 being moderate influence, 4 being good influence, and 5
being significant influence. Composited averages from the Likert scale and pairwise
comparisons were used for the findings that follow. Items 5 - 8 contained prompts or questions
regarding instruction. Respondents rated the amount of influence students, standards,
administrators, and peer or previous teachers had on them. Teachers considered students as their
greatest influence. The second greatest influence on instruction was standards, which exceeded
all other influences except students. Items 9 - 12 contained prompts or questions from classroom
management. Respondents rated the amount of influence students, parents, administrators, and
peer or previous teachers had on them. For classroom management, teachers considered students
as the greatest influence. Items 13 - 16 contained prompts or questions regarding
professionalism. Respondents rated the amount of influence professional development, college
professors, administrators, and peer or previous teachers had on them. For professionalism,
teachers considered professional development as the greatest influence. Items 17 - 20 contained
prompts or questions regarding attitude. Respondents rated the amount of influence students,
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college professors, administrators, and peer or previous teachers had on them. For attitude,
teachers considered students as the greatest influence.
Overall, teachers indicated that students served as the greatest influence on instruction,
classroom management, and attitude. For professionalism, teachers indicated professional
development as the greatest influence. This data was confirmed in both the composited mean
averages and in the pairwise comparisons. Students were rated as the highest influence in every
construct where students served as an answer choice.
College professors were the least influence in the two constructs where they were an
answer choice. It might be noteworthy to recall from the demographic analysis that the majority
of respondents were from 13 - 19 (28.2%) or 20+ (29.5%) years in their career stage. Since these
respondents were the farthest away from their college years, it would be logical that their college
professors would have less of an influence on them.
Summary of Hypotheses Testing
The following is a summary of the nine hypotheses tested and conclusions from results.
1. The first hypothesis stated, “There are no differences in the levels of influence upon
teachers of students, standards, administrators, and peer or previous teachers when
considering the construct of instruction.” This hypothesis was tested, and
respondents indicated differences in the levels of influence between students,
standards, administrators, and peer or previous teachers.
Students served as the strongest influence on teachers for instruction. Standards served
as the next strongest influence. It was remarkably higher than two of the influences,
administrators and peer or previous teachers. Teachers believed that students and standards were
important when considering instruction.
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2. The second hypothesis stated, “There are no differences in the levels of influence
upon teachers of students, parents, administrators, and peer or previous teachers when
considering the construct of classroom management.” This hypothesis was tested,
and respondents indicated differences in the levels of influence between students,
parents, administrators, and peer or previous teachers.
Students strongly influenced teachers on classroom management. In the pairwise
comparisons, students were higher than the other three influences. None of the other influences
were different from each other. Teachers believed that students were important when
considering classroom management.
3. The third hypothesis stated, “There are no differences in the levels of influence upon
teachers of professional development, college professors, administrators, and peer or
previous teachers when considering the construct of professionalism.” This
hypothesis was tested, and respondents indicated differences in the levels of influence
between college professors, administrators, and peer or previous teachers.
Professional Development strongly influenced teachers in professionalism. In the
pairwise comparisons, the influence of professional development was different than two of the
influences, college professors, and administrators. Peer and previous teachers were important
influences to teachers in professionalism. College professors were rated much lower than the
other three influences. Teachers indicated they were influenced by the professional development
they received. They also indicated peer or previous teachers influenced them.
4. The fourth hypothesis stated, “There are no differences in the levels of influence upon
teachers of students, college professors, administrators, and peer or previous teachers
when considering the construct of attitude.” This hypothesis was tested, and
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respondents indicated differences in the levels of influence between students, college
professors, administrators, and peer or previous teachers.
Students strongly influenced teachers as related to attitude. In the pairwise comparisons,
students were much higher than the other three influences. College professors were much lower
than the other three influences. Teachers were influenced by their students when thinking about
their attitude as related to teaching.
5. The fifth hypothesis stated,” There are no significant differences across teachers at
various career stages in each of the four influences for each of the four constructs.”
Separate univariate tests were completed in order to determine significant differences
between each of the four influences for each of the four constructs. The univariate
tests examined the specific differences of teachers’ career stage and the individual
influence for each construct. The career stages were 0 - 5 years, 6 - 12 years, 13 - 19
years, and 20+ years.
Remarkable differences occurred in the following constructs (influences): classroom
management (administrators and peer or previous teachers), professionalism (administrators),
and attitude (college professors). Specifically, in the pairwise comparisons, differences in career
stages and constructs (influences) were found in the following: instruction (standards) between
13 - 19 and 20+ years; classroom management (peer or previous teachers) between 0 - 5 and 20+
years; and attitude (college professors) between 0 - 5 and 13 - 19 years.
Teachers from each career stage made similar indications about the importance of
students when considering instruction. Students were important influences on teachers from
each career stage. As a school administrator, this discovery was reassuring. The influence of
standards on teachers was different between 13 - 19 and 20+ years. Possible reasons could be
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that teachers at 20+ years, felt as though they have a better grasp of what students need to know.
Other reasons could be that teachers have settled into one grade or subject and been teaching in
that area for a good length of time.
In classroom management, differences were noted with administrators. This could
indicate that teachers were concerned about what administrators thought in regards to their
classroom management. The influence of peer or previous teachers in classroom management
was also noteworthy between teachers from 0 - 5 and 20+ years. This could mean that new
teachers were more influenced by peer or previous teachers than teachers who have been
teaching for a while.
In the construct of professionalism, administrators influenced teachers. Possible reasons
could be that administrators evaluate teachers. Professionalism is often a category in the
evaluation instrument. Perhaps teachers value the beliefs of their administrator regarding
professionalism.
In the construct of attitude, college professors had a lack of influence on teachers. The
level of influence from college professors differed between the career stages of 0 - 5 and 13 - 19
years. A possible explanation for this could be that new teachers remember the advice and
instruction they received from their college professors. Since more seasoned respondents were
farther away from their college years, it would be logical that their college professors would have
less of an influence.
Analysis indicated that students were rated as the greatest influence on teachers in the
area of instruction. This means that no matter which career stage a teacher was in, teachers did
not differ in their beliefs in students as an influence on instruction. Students matter to teachers.
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6. The sixth hypothesis stated, “There are no significant differences across teachers at
different teaching levels in each of the four influences for each of the four
constructs.” Separate univariate tests were completed in order to determine
significant differences for each of the four influences for each of the four constructs.
The univariate tests examined the teaching level and the individual influences for
each construct. The teaching levels were elementary, middle or junior high, and high
school.
Remarkable differences occurred in the following constructs (influences): instruction
(standards, administrators, and peer or previous teachers), professionalism (professional
development and administrators), and attitude (administrators). Specifically, in the pairwise
comparisons, differences in teaching levels and constructs (influences) were found in the
following: instruction (students) between elementary and high school, instruction (standards)
between elementary and high school, instruction (administrators) between elementary and high
school, professionalism (professional development) between elementary and middle or junior
high and between elementary and high school, professionalism (administrators) between
elementary and high school; and attitude (administrators) between elementary and high school.
Significant differences did exist in the influences for three of the constructs: instruction,
professionalism, and attitude, when considering teaching level. In the construct of instruction,
students, administrators, and peer or previous teachers were noteworthy for various teaching
levels. When thinking about instruction, Marzano and Pickering (2011) believed that students
were more successful for teachers if the teachers showed students simple courtesies, gave subtle
reassuring gestures like a pat on the back or a high five, helped meet students’ needs, and found
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opportunities to notice student accomplishments and highlight their interests. Teachers should
show affection and interest to students. Students influenced teachers.
Administrators were also indicated as an important influence on their teaching. In
instruction and leadership, Marzano, Waters, and McNulty (2005) stated that knowledge and
involvement in curriculum, instruction, and assessment are crucial and were listed in the 21
responsibilities for school administrators. Teachers might feel as though principals are helpful in
the work they do with students, particularly through the main components of teaching:
curriculum, instruction, and assessment (Marzano, Waters, & McNulty, 2005).
Peer and previous teachers were also important to instruction. A possible reason could be
that teachers collaborate about their work or instruction. A teacher who teaches the same grade
level or subject matter could have a tremendous impact on another teacher. Also, teachers who
are in close physical proximity might have a strong influence on instructional techniques or
practices.
In the pairwise comparisons, remarkable differences were found in Instruction (students)
between elementary and high school. A possible explanation for this could be that elementary
teachers provide instruction for many subject areas each day. High school teachers might teach
just one subject. Perhaps they are more passionate about the subject matter they teach. Another
reason could be that elementary teachers often teach in a self-contained setting, spending much
time with the same students each day. Perhaps due to the amount of time students and teachers
spend together, elementary teachers are more influenced by students. High school teachers
might teach hundreds of students each day. Differences were important between elementary and
high school for Instruction (standards). Elementary teachers might feel as though standards
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should drive instruction. High school teachers might view their teaching as more subject or topic
related rather than standards based.
In professionalism, professional development was a stronger influence on elementary
teachers than their middle or junior high and high school counterparts. A possible explanation
for this could be that elementary teachers are usually responsible for teaching multiple subjects.
They could often rely on a variety of professional development experiences to help them in the
many areas they teach. This could indicate that elementary teachers considered professional
development as a more important aspect of professionalism than middle or high school teachers.
The level of influence by administrators in professionalism also differed between elementary and
high school. Administrators might have more of an influence on elementary teachers in
professionalism because they usually evaluate their teachers. In high school, department heads
or district support people could evaluate teachers at times. Building administrators usually
evaluate elementary teachers. Administrators also had more of an influence in the construct of
attitude on elementary teachers than high school teachers. One possible reason could be that
elementary schools are generally smaller in teaching staff than high schools. Administrators
could have stronger relationships because of the fewer number of teachers. They could also have
more of a daily impact on the climate of the school, through working more closely with fewer
teachers.
Elementary teachers differed from middle or junior high and high school in all of the
constructs except classroom management. All influences on instruction for elementary teachers
were different from the other teaching levels in the analysis or pairwise comparisons except peer
or previous teachers. In the pairwise comparisons, middle or junior high never differed greatly
from high school. Elementary teachers seemed to be different from both other levels. This
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might be explained by the possibility that elementary teachers are unique and may have entered
the teaching field because of their love of children more than the subject matter taught. Middle
or junior high or high school teachers might have a deep passion for their subject matter.
7. The seventh hypothesis stated, “There are no significant differences across teachers
between genders in each of the four influences for each of the four constructs.” This
hypothesis was not tested due to the number of respondents from each category. Data
were not analyzed for differences across teachers between genders in each of the four
influences for each of the four constructs.
8. The eighth hypothesis stated, “There are no significant differences across teachers
from different ethnicities in each of the four influences for each of the four
constructs.” This hypothesis was not tested due to the number of respondents from
each category. Data were not analyzed for differences across teachers from different
ethnicities in each of the four influences for each of the four constructs.
9. The ninth hypothesis stated, “There are no significant interactions between the main
effects of stage of career, teaching level, gender, and ethnicity for each of the four
influences for each of the four constructs.” Due to the number of respondents in the
categories of gender and ethnicity, interaction could only be analyzed for stage of
career and teaching level. The results indicated there were no significant interactions
between career stage and teaching level for each of the four influences for each of the
four constructs.
When looking for differences between career stage and teaching level, no value was
remotely close to a noteworthy level for any of the constructs or influences. The effect of career
stage was essentially the same regardless of teaching level for each influence in each construct.
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Summary of the Study
This study was conducted to discover the influences on public school teachers in Grades
K-12 from selected urban Indiana school districts. The major research questions that guided this
study were
Research Question 1 considered instruction. The analysis conducted in this study
confirmed differences in the levels of influence upon teachers of students, standards,
administrators, and peer or previous teachers when considering the construct of instruction.
Teachers rated students as the strongest influence when looking at the composited averages and
when analyzed for comparison to other influences. Teachers rated students as the strongest
influence on instruction. The influence of standards had the second highest composite average
and was higher than administrators and peer or previous teachers when influences were
compared.
The research conducted provided evidence that teachers believed students were an
important part of the teachers’ instruction. As reported in the review of literature, good teachers
take student interests and learning styles into consideration when delivering instruction.
Bransford et al. (2004) stated,
Outstanding teaching requires teachers to have a deep understanding of the subject matter
and its structure, as well as an equally thorough understanding of the kinds of teaching
activities that help students understand the subject matter in order to be capable of asking
probing questions. (p. 188)
Research supported the importance of students serving as an influence on instruction.
Research Question 2 considered classroom management. The analysis conducted in the
study confirmed differences in the levels of influence upon teachers of students, parents,
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administrators, and peer or previous teachers in the construct of classroom management.
Teachers gave the highest composite average score to the influence of students. When compared
in the analysis to other influences, students were higher than the other influences to a noteworthy
level. Teachers rated students as the strongest influence in classroom management.
Walker (2008) discussed the positive attributes of authoritative (high nurturance, high
control) teachers and remarked about students’ positive responses when teachers used this
classroom management technique. In this study, authoritative teachers were interviewed. In
using the authoritative classroom management style, students were engaged, confident, and
showed significant achievement gains. In the authoritarian teaching and classroom management
framework, students were important and showed optimal development socially and academically
(Walker, 2008). Bishop et al. (2010) believed that skilled teachers showed a more supportive
learning community. Instead of just regulating the environment, teachers with good instruction
and classroom management included student ownership and choice in their learning. Like the
review of literature, results from this study indicated that teachers believed the influence of
students was important to classroom management.
Research Question 3 considered professionalism. The question asked if differences
existed in the levels of influence upon teachers of professional development, college professors,
administrators, and peer or previous teachers when considering the construct of professionalism.
Differences were confirmed. When examining the composite averages, professional
development was the influence rated as the highest influence by teachers. Through conducting
further analysis, the influence of professional development was higher when compared to the
other influence choices to a great extent.
Professionalism (2011) is the skill, good judgment, or character expected of a member of
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a trained profession. The review of current literature determined professional development to be
very important for teachers. According to Wood (2007), teachers must work together to discuss
and analyze professional problems in order to seek solutions. Professional development
encourages teachers to hold the focus on student learning to accomplish much. Lamie (2004)
stated that training and professional development were very important influences on teachers.
Based on the research from Cochran-Smith and Lytle (1999), teachers need three types of
knowledge: knowledge-for-practice, which comes from outside experts; knowledge-in-practice,
unconsciously built as teachers learn while they taught and knowledge-of-practice, which is
sought intentionally from communities of teacher experts from the outside and inside. The
literature review indicated professional development was very important to teachers, which was
supported in this research.
Research Question 4 asked if there were differences in the levels of influence upon
teachers of students, college professors, administrators, and peer or previous teachers when
considering the construct of attitude. Through looking at the composite averages, students were
scored as the strongest influence by teachers. Through the analysis in comparing the influences
of students to the other influence choices, teachers rated students higher to a remarkable level.
Working conditions and attributes of students served as an influence on teachers’ career
decisions (Ingersoll, 2001). Lamie (2004) concluded that confidence and attitude were important
in personal attributes of teachers. Rohaan et al., (2010) found that teacher knowledge comprised
beliefs, cognitions, skills, and content. Since teaching was affected by the knowledge of the
teacher, it affected students’ concepts and attitudes toward the content. Teachers who were in
touch with their students needs allowed students to have an influence on their teaching. Teachers
believed that attitude matters and that students influence their attitude.
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Research Question 5 considered career stages and influences. Notable differences were
discovered in the following constructs (influences): classroom management (administrators and
peer or previous teachers), professionalism (administrators), and attitude (college professors).
For instruction, students were different from other influences on teachers in the pairwise
analysis. Also, no differences were discovered in the other instruction influences when
considering career stage. No matter the stage of teacher career, teachers were not different.
Their selection of students as an influence remained consistent through each career stage.
Administrators were important to teachers in classroom management. Teachers with
poor classroom management might receive more negative attention from the administrator
because of student issues and parent complaints. Additionally, in the state of Indiana, all
teachers are required to be highly qualified and performing at a proficient level through the
evaluation process. Because of these new educational initiatives, teachers understand that
administrators play a very significant role in their job future.
For professionalism, the influence of the administrator was important. According to S.
M. Johnson et al. (2004), strong instructional leadership promotes successful beginning teachers.
Principals set the tone for a positive academic culture. They also set high expectations for
knowledge and behavior, while supporting new teachers’ learning. Beginning teachers felt
supported in schools where effective administrators were in leadership. Unsupportive principals
serve as a barrier to prevent change and slow the development of new teachers (Lamie, 2004).
Keen administrators should realize the importance of encouraging professionalism in their
teachers. For administrators, having the luxury of molding teachers can have a positive impact
in creating a professional who will be successful throughout the career stages. As discovered in
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this analysis, teachers appeared to realize that their administrators were important in their
development professionally.
Only three comparisons between career stages were noteworthy. Teachers who taught 13
- 19 years were more influenced by standards than teachers who were in the 20+ years of their
career stage. One explanation could be that teachers in the 20+ years career stage have been
teaching the same grade or subject matter solidly, for many continuous years, feeling more
secure in what students need to know. Therefore, they might not be as concerned with the
standards.
New teachers were more greatly influenced by peer and previous teachers in the construct
of classroom management between the career stages of 0 - 5 and 20+ years. Teachers in the
career stage of 0 - 5 years believed peer or previous teachers were a significant influence for
classroom management. In conducting research, Huberman and Miles (1984) noticed senior
teachers were resistant to change and believed strongly that new approaches would not work.
Younger teachers felt they should not relate their experiences after training to senior teachers.
They were concerned about how senior teachers would view them. Bishop et al. (2010)
suggested that collegial and administrative support, focused specifically on instructional support
rather than generalized support, could really help beginning teachers. Colleague support could
take the form of mentorships, grade-level coach, or reading facilitator. When considering the
beginning or novice teacher, Huberman (1993) stated these years could be marked by easy
discovery or painful survival. With the right colleagues supporting the new teacher, an increased
commitment to teaching can develop. Regardless of the teaching level, good relationships
between novice teachers and their colleagues assist in improving classroom management and
instruction (Darling-Hammond & Sclan, 1996).
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College professors showed a remarkable difference in attitude between 0 - 5 years and 13
- 19 years. This is a logical difference, in that teachers in the 13 - 19 years of teaching category
have been out of school longer and away from the possible influence of their college professors
for more years. Newer teachers would be more impacted from their college professors because
memories remain recent.
For career stage, differences were found between teachers of 0 - 5 years of experience
and teachers at other career stages twice. The third difference was found between 13 - 19 and
20+ years. This could indicate that new teachers are impressionable. Differences existed
between teachers at various career stages.
Research Question 6 considered teaching level and influences. Noteworthy differences
were discovered in the following constructs (influences): Instruction (standards, administrators,
and peer or previous teachers), professionalism (professional development and administrators),
and attitude (administrators).
For instruction, students, administrators, and peer or previous teachers were important
when considering teaching level. Students were indicated as a strong influence throughout this
investigation. Students were important to teachers. According to Marzano and Pickering (2011),
relationships between teachers and students are key in making certain students feel good about
being in class. Furthermore, connecting students’ lives, life ambitions, and encouraging the
application of knowledge are also important things for teachers to do when working with
students. Administrators were again indicated as a strong influence. Administrators need to
realize the capacity and potential they have to make a positive impact. Research by S. M.
Johnson et al. (2004) found that principals set the tone for a positive academic culture. They also
set high expectations for knowledge and behavior. Supovitz (2008) discovered that principals
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with a positive influence definitely swayed student learning and achievement. Leithwood (1996)
believed that principals influenced teachers through their involvement with setting the mission or
vision for the school. Setting the organizational direction is a core task of transformational
leadership, and teachers want to have a voice in the administrators’ missions.
In classroom management, there were no remarkable differences in teaching level. The
influences in classroom management did not vary with regard to teaching level. Classroom
management seemed to be of the same importance to all teaching levels.
In professionalism, differences were found in the influences of professional development
and administrators. As an example of the administrator serving as an influence through
professional development, a research study by Wood (2007) told of a principal who placed
teachers in colleague learning groups. Teachers were intentionally placed with certain other
teachers in these groups to help teachers focus on best practices. Through these learning
communities, dialogue about real issues and needs occurred. Teachers began to consider
themselves as primary change agents and were empowered to take risks necessary for teaching
and learning.
In attitude, differences were found in the influence of administrators. Perhaps
administrators set the instructional tone and feel of learning in a building. To create a good
school culture, Edmonds (1981) discovered five key components, two of which were leadership
and climate. The influence of administrators was shown to be different between elementary and
high school teaching levels. M. E. Whitaker (1997) conducted a study of effective principals in
Indiana. His leading question was, “Who is responsible for the climate in your school?”
Effective administrators accepted the responsibility for the school’s climate.
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For teaching levels, some interesting conclusions from this analysis occurred. The only
teaching level displaying a significant difference from the other two was elementary school. For
specific influences, elementary showed a significant difference once when compared to middle
school and six times when compared to high school. Elementary teachers appeared to be
different from the other teaching levels.
When considering teaching levels, the following seven comparisons were different:
Instruction (students) between elementary and high school, instruction (standards) between
elementary and high school, instruction (administrators) between elementary and high school,
professionalism (professional development) between elementary and middle school and between
elementary and high school, professionalism (administrators) between elementary and high
school, and attitude (administrators) between elementary and high school.
In the construct of instruction, elementary teachers revealed differences between
elementary and high school in every instructional influence except peer and previous teachers.
One possible explanation for this could be that teachers of elementary school children might be
more sensitive and caring when delivering instruction. In reviewing literature, the power of
relationships, caring, intuition, emotion, and synergy in teachers’ attitude was a positive
influence on students (Marlowe, 2006).
The construct of professionalism also held differences between teaching levels.
Professional development was significantly different between elementary school and middle or
junior high and between elementary and high school. A possible reason for this could be that
elementary teachers are interested in each other and what they are teaching, often teaching all the
subjects at the elementary grades. Teachers help each other learn and grow. Grade level teams
might work together on planning curriculum and instruction. This concept is thought of as
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teachers helping teachers with professional development. Showers and Joyce (1996) defined
peer coaching as a strategy to help teachers sustain knowledge after professional development
opportunities occurred. Two key elements were watching each other teach and examining
student work. Administrators were also different in the construct of professionalism, between
elementary and high school. According to Fullan (1991), educational change occurs through
practice and learning how to do something new. In order to do something new, much motivation
and input is necessary. Teachers need the support of their administrators. Perhaps elementary
teachers are more attuned to their administrators in school initiatives and professional
development opportunities.
The final area resulting in differences between teaching levels was attitude. Again, the
influence of administrators was different between elementary and high school. Waters et al.
(2003) developed a list of 20 leadership activities that were important to student learning and
teachers. A sense of community, cooperation, and trust levels between the school’s principal and
teachers significantly predicted students’ learning outcomes. If principals provided an absence
of threat, teachers could advance their teaching practice with a positive attitude. The influence
of the administrator was different in all constructs when comparing teaching levels except
classroom management. Possible reasons could be that regardless of teaching level, classroom
management is of the same importance. Without classroom management, teachers cannot teach,
and students cannot learn. There were no significant differences in any of the influences for any
of the constructs between middle or junior high and high school. One possible reason might be
that teachers of middle or junior high and high school are more alike. Chances are that teachers
of these two teaching levels might be teaching one subject on different topics within one subject.
Teachers at these levels could be more alike than different from one another.
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Research Question 7 was to consider differences across teachers between genders in each
of the four influences for each of the four constructs. Analysis was not completed for this
research question. Of the 156 respondents, only 19.2% were men. With 80.8% of respondents
being women, a decision was made not to conduct the analysis based on the disproportionate
number of men to women.
Research Question 8 was to consider significant differences across teachers from
different ethnicities in each of the four influences for each of the four constructs. Analysis was
not completed for this research question. Of the 156 respondents, only 13% were non-White.
With 87% of respondents being White, a decision was made not to conduct the analysis based on
the disproportionate number of respondents from other ethnic groups.
Research Question 9 examined interactions between stage of career and teaching level for
each of the four influences for each of the four constructs. In the analysis for this research,
gender and ethnicity were not considered because of some small respondent groups. The result
of this analysis yielded no interaction. The effect of career stage and teaching level were
essentially the same, regardless of the other. No interactions between career stage and teaching
level were determined.
Implications
This research study began with some pointed questions: “Are teachers the single greatest
factor in a child’s educational experience?” “If teachers carry that much importance, what is it
that influences their practice?” Diaz et al. (2006) documented that Horace Mann, in 1827 said,
“Teachers teach because they care. Teaching your people is what they do best. It requires long
hours, patience, and care” (p. 198), asserting the characteristics of a teacher. Wood (2007) found
teachers were the single most important factor, affecting student learning. According to the
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National Commission on Teaching and America’s Future (1996), the differences for children
was what teachers knew and were able to do. If teachers are indeed the greatest factor in a
child’s educational experience, then careful consideration should be given to realizing what it is
that influences teachers.
Teachers are influenced by something. Knowing and understanding those influences is
important. In addition to the strongest influences, this study sought to discover any differences
between career stage and teaching level. Teachers from varying career stages were not
influenced as differently as expected. Although there were some differences, there was only a
handful. One interesting difference was the influence of peer and previous teachers. They were
differences between the newest and most experienced teachers in the construct of classroom
management. Administrators need to be very mindful of this, through creating positive,
intentional experiences for their teachers. Pairing new teachers with extraordinary mentors is
vital. Keeping the climate and culture of the school upbeat and progressive is critical. Just as
with young children, new teachers are very impressionable. Analysis supports that differences
between new and experienced teachers exist. Some guidance will be invaluable, but other
suggestions could be unhelpful or destructive for new teachers and their students.
More differences in the influences on teachers existed between teaching levels. In seven
out of eight occurrences, elementary teachers were different in influences from high school
teachers. Elementary teachers require different experiences and opportunities than teachers of
older students. Understanding the unique needs of elementary teachers should be important to
for all to consider, from preparation programs to school districts. Elementary teachers begin the
educational journey of a child. Their impact on a child’s learning will have a considerable
impact as the child progresses through the later school years.

135
Data indicated that students served as a very strong influence on teachers. What students
think matters or should matter to teachers. The analysis determined that students were the most
important influence when offered as an influence choice.
Students influence teachers. Perhaps students serve as the intrinsic motivation referred to
by Pink (2009). According to Pink, people who are motivated intrinsically have better
interpersonal relationships, higher self-esteem, and, generally, better well-being. Could it be that
students serve as the intrinsic motivator or influencer that drives teachers? Another way to think
of teaching could be through the eyes of the business world. The product that teachers work with
each day is students. They are the end goal. Making them the best they can be should be every
teacher’s mission. Are teachers on their own with this task?
Found to be the most often occurring influence on teachers in this study were
administrators. Obviously, administrators can and should do a number of things to help teachers
excel. As mentioned through this investigation, administrators can help teachers have a better
experience through offering professional development opportunities, holding high expectations,
offering a collegial approach, and setting a great climate and culture in the school. But what if
administrators took it further than that? Knowing that another influence on teachers is strongly
provided by students, what if administrators helped create the best students possible for teachers
to educate? If students are the product or ultimate goal the school business, administrators
should have a direct influence on students, therefore helping teachers do their jobs. In addition
to the attributes previously mentioned, administrators need to help meet students’ needs, build
relationships, hold high expectations for students, and create a safe, positive learning
environment to offer the best candidates possible for teachers to teach. Administrators should
choose to directly influence students, who in turn influence teachers.
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Data from this study indicated that administrators influence teachers. Through their
impact on teachers, students will be affected. Administrators, either for the better or the worse,
will influence teachers. It would behoove administrators to realize their importance in the mind
of the teacher.
Through finding the influences on teachers and understanding the influence differences in
career stages and teaching levels, educators will have an enhanced ability to improve learning for
children. Educators can encourage and accentuate efforts to improve the influences, enhancing
students’ opportunities for learning. Fostering intentional, positive influences for teachers is
critical for students. With the discoveries made in this research, administrators and other
educational leaders can focus on and make the influences as beneficial as possible for students.
Educational leaders must strive to make a meaningful difference.
Research Recommendations
The following recommendations for future research based on the influences of teachers in
Indiana public schools can be made:
1. A qualitative research study could be conducted using the same questions as the
quantitative survey. The two could be compared to draw more specific insights on
the influences of teachers.
2. Another quantitative study could be conducted investigating the influences of
teachers, using a larger sample from the population. Instead of teachers from every
other school being surveyed, perhaps teachers from each selected urban Indiana
district could receive a survey.
3. A comparative study could be conducted between urban and rural districts,
discovering if influences vary between teachers from different teaching environments.
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4. If this study were done in urban districts from other states, the data could be
compared for differences and similarities in what influences teachers.
5. Whereas focus groups were conducted to assist in formulating possible influences on
teachers, a survey could be given to determine possible influences, with the
interviewing of focus groups providing input to a qualitative study.
6. Another quantitative study could be conducted using a much larger sample from the
population. Hopefully, a larger sample size would yield more responses to surveys in
the areas that were unable to be analyzed in this research, concerning gender and
ethnicity.
7. Since this study used ANOVA to look for differences between career stages and
teaching levels as related to the influences, another study could be conducted to look
for relationships between school population, class size, and teachers’ level of
education.
8. From the findings discovered in this study, administrators could conduct further
studies by ensuring the influences teachers scored as significant were somehow
increased or received maximum emphasis. Then an analysis could be conducted to
find teacher effectiveness relationships, before and after, when the desired influences
were fully in place.
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APPENDIX A: COVER LETTER TO PRINCIPALS REGARDING FOCUS GROUPS

INFLUENCES ON TEACHERS AS RELATED TO INSTRUCTION, CLASSROOM
MANAGEMENT, PROFESSIONALISM, AND ATTITUDE
You are being invited to ask some of your teachers to participate in a focus group discussion
about the influences on teachers. This discussion is being conducted by Beth Johns as part of a
doctoral dissertation with Dr. Todd Whitaker serving as the faculty sponsor from the Department
of Educational Leadership at Indiana State University.
The goal of the focus group is to acquire an all-inclusive list of possible influences on teachers.
By talking to your teachers to hear their firsthand account of what influences them in regards to
instruction, classroom management, professionalism, and attitude a comprehensive list will be
developed. Possible influences, not yet considered, could surface. Teacher thoughts and
comments will be recorded about what has influenced them during this time of open discussion.
Upon completing the focus group discussions, responses will be scrutinized for common threads
from each school level: elementary, middle, and high school.
Focus Group Discussion Questions
As related to teaching:
When you think about Instruction, who or what influences you?
When you think about Classroom Management, who or what influences you?
When you think about Professionalism, who or what influences you?
When you think about Attitude, who or what influences you?
There are no known risks for your teachers participating in the discussion group. There is also
no cost for participation. Please ask approximately 10 teachers to attend this voluntary meeting
after the contractual day. The focus group should last no longer than 30 minutes. The
information teachers provide will be used to develop authentic answer choices for development
of a future survey instrument. This survey will be administered to a sample of Indiana public
school teachers regarding what has influenced them.
Discussion group participants will be unknown by the interviewer. Additionally, no identifying
information including names or email addresses will be recorded. Individuals from the
Institutional Review Board may inspect these records. Should the data be published, no
individual information will be disclosed.
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If you have any questions, please contact Beth Johns at 6701 Darmstadt Road, Evansville, IN
47710, (812) 867-6401 or Beth.Johns@evsc.k12.in.us. You may also contact Dr. Todd Whitaker
at Indiana State University, UH 317B, Terre Haute, IN 47809, (812) 237-2904 or
Todd.Whitaker@indstate.edu.
If you have any questions about your rights for you or your teachers or if you feel there might be
risk, you may contact the Indiana State University Institutional Review Board (IRB) by mail at
Indiana State University, Office of Sponsored Programs, Terre Haute, IN 47809, by phone at
(812) 237-8217, or by email at irb@indstate.edu.
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APPENDIX B: COVER LETTER TO FOCUS GROUP PARTICIPANTS

TEACHER FOCUS GROUP PARTICIPATION LETTER
You are being asked to participate in a research study on the “Influences on Teachers.” You will
be a part of a Focus Group at your school. During our thirty minute or less conversation, four
general questions will be asked. Your thoughts and ideas will be shared during open group
discussion, keeping in mind that there are no right or wrong answers, only opinions. Your input
will guide possible answer choices on a survey that will be created upon the completion of the
focus groups. This discussion is being conducted by Beth Johns as part of a doctoral dissertation
with Dr. Todd Whitaker serving as the faculty sponsor from the Department of Educational
Leadership at Indiana State University.
There are no known risks if you decide to participate in the discussion group. There is also no
cost for participation. Please attend this voluntary meeting after the contractual day. Participation
in this research project is completely voluntary. You have the right to say no. You may change
your mind at any time and withdraw. You may choose not to answer specific questions or to stop
participating at any time.
Discussion group participants will be unknown by the interviewer. Additionally, no identifying
information including names or email addresses will be recorded. Individuals from the
Institutional Review Board may inspect these records. Should the data be published, no
individual information will be disclosed.
If you have any questions, please contact Beth Johns at 6701 Darmstadt Road, Evansville, IN
47710, (812) 867-6401 or Beth.Johns@evsc.k12.in.us. You may also contact Dr. Todd Whitaker
at Indiana State University, UH 317B, Terre Haute, IN 47809, (812) 237-2904 or
Todd.Whitaker@indstate.edu.
If you have any questions about your rights for you or your teachers or if you feel there might be
risk, you may contact the Indiana State University Institutional Review Board (IRB) by mail at
Indiana State University, Office of Sponsored Programs, Terre Haute, IN 47809, by phone at
(812) 237-8217, or by email at irb@indstate.edu.
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APPENDIX C: CONSENT FORM TO FOCUS GROUP PARTICIPANTS

INFLUENCES ON TEACHERS FOCUS GROUP CONSENT FORM
1. You are being asked to participate in a research study on the “Influences on Teachers.”
You will be a part of a Focus Group at your school. During our thirty minute or less
conversation, four general questions will be asked. Respondents will share their
thoughts, keeping in mind that there are no right or wrong answers, only opinions of the
respondents. Your input will guide my possible answer choices on a survey that will be
created upon the completion of the focus groups.
2. Participation in this research project is completely voluntary. You have the right to say
no. You may change your mind at any time and withdraw. You may choose not to answer
specific questions or to stop participating at any time.
3. There is no cost for your participation in the session.
4. If you have concerns or questions about this study, please contact me:
Beth.Johns@evsc.k12.in.us
5. You indicate your voluntary agreement to participate by completing and returning this
form before the focus group discussion begins.
Your signature below means that you voluntarily agree to participate in the focus group.

__________________________________________________________________
Signature

Date
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APPENDIX D: COVER LETTER TO TEACHERS RECEIVING SURVEY

INFLUENCES ON TEACHERS AS RELATED TO INSTRUCTION, CLASSROOM
MANAGEMENT, PROFESSIONALISM, AND ATTITUDE
You are being invited to participate in a research study about the influences on teachers. This
study is being conducted by Beth Johns as part of a doctoral dissertation with Dr. Todd Whitaker
serving as the faculty sponsor from the Department of Educational Leadership at Indiana State
University.
There are no known risks if you decide to participate in this research study. There is also no cost
for participation. The information you provide will be used to determine what influences teachers
in each respective category: instruction, classroom management, professionalism, and attitude.
Answering survey questions should take about fifteen minutes to complete. The information
gathered from this study may not benefit you directly, but should provide general benefits to
education and student learning.
This survey is anonymous. Additionally, no identifying information including names or email
addresses will be recorded. No one will know whether or not you participated in the survey, nor
be able to identify your individual answers. Although the survey is anonymous, complete
anonymity cannot be assured when utilizing the Internet. Individuals from the Institutional
Review Board may inspect these records. Should the data be published, no individual
information will be disclosed.
Please follow this link to participate in the study:
(https://www.surveymonkey.com/s/9VTGWLV). Your participation in this study is voluntary.
You are voluntarily agreeing to participate by completing the survey. You may change your
mind at any time and choose not to answer specific questions or to stop participating at any time.
If you have any questions, please contact Beth Johns at 6701 Darmstadt Road, Evansville, IN
47710, (812) 867-6401 or Beth.Johns@evsc.k12.in.us. You may also contact Dr. Todd Whitaker
at Indiana State University, UH 317B, Terre Haute, IN 47809, (812) 237-2904 or
Todd.Whitaker@indstate.edu.
If you have any questions about your rights for you or your teachers or if you feel there might be
risk, you may contact the Indiana State University Institutional Review Board (IRB) by mail at
Indiana State University, Office of Sponsored Programs, Terre Haute, IN 47809, by phone at
(812) 237-8217, or by email at irb@indstate.edu.
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APPENDIX E: FOLLOW-UP LETER TO TEACHERS RECEIVING SURVEY

INFLUENCES ON TEACHERS AS RELATED TO INSTRUCTION, CLASSROOM
MANAGEMENT, PROFESSIONALISM, AND ATTITUDE
Several weeks ago, I sent you an email invitation about participating in a study about the
influences on teachers.
Thank you very much for your significant input if you have already completed the survey.
If you have not yet completed the survey, attached is a hard copy of the survey. This study is
being conducted by Beth Johns as part of a doctoral dissertation with Dr. Todd Whitaker serving
as the faculty sponsor from the Department of Educational Leadership at Indiana State
University.
There are no known risks if you decide to participate in this research study. There is also no cost
for participation. The information you provide will be used to determine the influences on
teachers in each respective category: instruction, classroom management, professionalism, and
attitude. Answering survey questions should take about fifteen minutes to complete. The
information gathered from this study may not benefit you directly, but should provide general
benefits to education and student learning.
This survey is anonymous. Additionally, no identifying information including names or email
addresses will be recorded. No one will know whether or not you participated in the survey, nor
be able to identify your individual answers. Although the survey is anonymous, complete
anonymity cannot be assured when utilizing the Internet. Individuals from the Institutional
Review Board may inspect these records. Should the data be published, no individual
information will be disclosed.
If you would still like to participate in this study online, please follow this link:
(https://www.surveymonkey.com/s/9VTGWLV). If not, please feel free to complete the hard
copy and return. Please do not write your name on the survey. Your participation in this is
voluntary. You are voluntarily agreeing to participate by completing the survey. You may
change your mind at any time and choose not to answer specific questions or to stop participating
at any time.
If you have any questions, please contact Beth Johns at 6701 Darmstadt Road, Evansville, IN
47710, (812) 867-6401 or Beth.Johns@evsc.k12.in.us. You may also contact Dr. Todd Whitaker
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at Indiana State University, UH 317B, Terre Haute, IN 47809, (812) 237-2904 or
Todd.Whitaker@indstate.edu.
If you have any questions about your rights for you or your teachers or if you feel there might be
risk, you may contact the Indiana State University Institutional Review Board (IRB) by mail at
Indiana State University, Office of Sponsored Programs, Terre Haute, IN 47809, by phone at
(812) 237-8217, or by email at irb@indstate.edu.
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APPENDIX F: SURVEY SENT TO TEACHERS
PART I: Participant Information
Please check next to the appropriate response for the following demographic items.

1. Completed years of teaching:
___0 - 5 years

___6 - 12 years

___13 - 19 years

___Middle

___High

___20+ years

2. Teaching Level:
___Elementary

3. Gender:
___Male

___Female

4. Race:
___White

___African American

_____Multicultural

___Hispanic _____Other
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Part II: Teacher Influences
Please use the following scale to indicate the level of influence each indicator has had on you as
a teacher.
Level of Influence on Your Teaching
1 = No Influence
2 = Little Influence
3 = Moderate Influence
4 = Good Influence
5 = Significant Influence
Instruction: As related to teaching, how much has the following influenced you?
5. When Preparing Lessons?
_____Students _____Standards ____Administrators _____Peer or Previous Teachers
6. When implementing content standards in lessons?
_____Students _____Standards ____Administrators _____Peer or Previous Teachers
7. When choosing instructional strategies?
_____Students _____Standards ____Administrators _____Peer or Previous Teachers
8. When choosing assessment tools?
_____Students _____Standards ____Administrators _____Peer or Previous Teachers
Classroom Management: As related to teaching, how much has the following influenced you?
9. When setting clear expectations?
_____Students _____Parents ____Administrators

_____Peer or Previous Teachers

10. When choosing behavior management style?
_____Students _____Parents ____Administrators

_____Peer or Previous Teachers

11. When creating the culture of your classroom?
_____Students _____Parents ____Administrators

_____Peer or Previous Teachers

12. When developing relationships with students?
_____Students _____Parents ____Administrators

_____Peer or Previous Teachers
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Level of Influence on Your Teaching
1 = No Influence
2 = Little Influence
3 = Moderate Influence
4 = Good Influence
5 = Significant Influence
Professionalism: As related to teaching, how much has the following influenced you?
13. When collaborating with peers?
_____Prof. Dev. _____College Professors ____Administrators _____Peer or Previous Teachers
14. When choosing professional development?
_____Prof. Dev. _____College Professors ____Administrators _____Peer or Previous Teachers
15. When leading colleagues?
_____Prof. Dev. _____College Professors ____Administrators _____Peer or Previous Teachers
16. When adhering to policies and procedures?
_____Prof. Dev. _____College Professors ____Administrators _____Peer or Previous Teachers
Attitude: As related to teaching, how much has the following influenced you?
17. When considering your attitude about your school’s culture?
_____Students _____College Professors ____Administrators _____Peer or Previous Teachers
18. When considering your self-efficacy?
_____Students _____College Professors ____Administrators _____Peer or Previous Teachers
19. When considering your ability to self-reflect?
_____Students _____College Professors ____Administrators _____Peer or Previous Teachers
20. When considering your outlook as a teacher?
_____Students _____College Professors ____Administrators _____Peer or Previous Teachers

