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PERCEPTIONS OF PRINCIPAL PRACTICES INFLUENCING ORGANIZATIONAL

LEARNING AND COLLECTIVE TEACHER EFFICACY

by

BINDU SUNIL

Under the Direction of Nicholas J. Sauers, Ph.D.

ABSTRACT

Disparities in the educational experiences of economically disadvantaged students continue into
the first quarter of the 21st century. Studies on organizational learning have shown that schools
have had more success with acquiring and distributing information on effective instructional
structures and practices than implementing them to become a school’s learning culture. This
qualitative study examined principals’ and teachers’ perceptions of leadership practices that en-
hance organizational learning and influence collective teacher efficacy. The following research
questions guided this study: (1) What are the principal and teachers’ perceptions of principal
practices that enhance organizational learning? (2) What role does collective teacher efficacy
play in influencing organizational learning? The hermeneutic interpretive phenomenological
study explored the perspectives of eight participants who serve as school leaders and teachers in
a large urban public school district in the Southeastern United States. The study used the concep-
tual framework of organizational learning mechanisms (OLMs) to ground the data collection
from semi-structured interviews focused on acquiring, distributing, analyzing, retrieving, and us-
ing information for decision-making. Interview questions also collected data on enactive (mas-
tery), vicarious, and emotive (affective) states necessary for collective teacher efficacy to flour-
ish. The interview data provided rich descriptions of participants’ lived experiences concerning
changes the schools implemented to improve student learning. | maintained a reflexive journal to
capture the thoughts and reactions | experienced during the interviewing process to account for
my prejudices and biases regarding teaching and learning. Interview data were analyzed using
the stages of the interpretative phenomenological analysis (IPA) technique. Two main themes
emerged from the data analysis. 1) Coaching promotes a culture of collaboration and learning,
and 2) Participative decision-making encourages staff to contribute and solve problems. The two
main themes emerged from synthesizing several sub-themes. The sub-themes such as coaching



shift teacher focus to student-centered learning, PLCs engage teachers in collective ownership,
district personnel, and parents are partners in learning. Intentional collaboration between new
and experienced teachers combined to form one of the main themes, coaching promotes a culture
of collaboration and learning for all. Similarly, the other main theme developed from the sub-
themes, staff having access to relevant information, such as student data, to make instructional
decisions encourage participative decision-making. During participative decision-making, staff
contribute ideas and solve problems that affect student achievement. Implications of this research
lead to recommendations for schools and districts. The schools and districts can use coaching
structures effectively to maximize the benefits of PLC, developing collective efficacy by creating
structures and practices for staff to learn with their peers collaboratively to practice participative
decision-making to build collective ownership of all students.

INDEX WORDS: Organizational learning; organizational learning mechanisms; phe-
nomenology; collective teacher efficacy; collaborative learning culture; professional learning
communities; instructional coaching; participative decision making; district support
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1 THE PROBLEM

The achievement scores for economically disadvantaged students in international, na-
tional, and state assessments show a pattern of low achievement compared to their peers. (The
Governor's Office of Student Achievement [GOSA], 2022; National Assessment of Educational
Progress [NAEP], 2021; Trends in International Mathematics and Science Study [TIMSS],
2019). This chapter presents the gap in student achievement patterns observed for economically
disadvantaged students in public schools. International scores of fourth graders eligible for Free
or Reduced-Price Lunch (FRPL) show an average math score of 41 points below the average for
all the fourth graders in US public schools (TIMSS, 2019). The national math score illustrates
that 63% of fourth grade students eligible for the National School Lunch Program (NSLP) scored
30 points lower than those who are not (NAEP, 2019). The reading score for the 4" graders
shows a similar pattern. Fourth grade students who are eligible for NSLP make up 65% of the
total, while only 20% of the students eligible for NSLP are proficient in the assessment (AAEP,
2019). This is a stark contrast to the 56% proficiency rate for students who are not eligible for
NSLP. Thus, students who are not eligible for NSLP make up 31% of the 4™ grade students,
while their proficiency rate is three times more than students who are eligible for NSLP.

The state assessment in Georgia, Georgia Milestone shows a similar pattern that students
from economically disadvantaged groups are underperforming (GOSA, 2022). Table 1 presents
the three-year Milestone data for students from the elementary grades (Grades three, four, &
five) and Algebra I course. The math achievement data of students certified as economically dis-
advantaged is below students who are not economically disadvantaged (NED). We must address
the problem of low performance of students from economically disadvantaged homes in our pub-

lic schools. Georgia Department of Education (GaDOE, 2019) in the handbook for the



Title 1 directors define high-poverty schools (also known as high-needs schools) as schools
where 60% or more students are enrolled in the free or reduced meals program. The study will
explore the problem of economically disadvantaged students achieving below their peers through
the lens of organizational learning influenced by leadership practices and collective teacher effi-
cacy. The exploration is conducted in an urban inner city school district in the southeast US
where about 70% of its schools have 95% of its students eligible for Free and Reduced-Price
Lunch (FRPL).

Table 1

Milestone Data for Elementary Math and Algebra | in an Urban School District in Southeast US

Year Grade Number | Beginning | Developing | Proficient | Distinguished
Level/ of Stu- Learner Learner Learner Learner
Course dents
2021-22 | Elementary ED 53.6% 32.9% 11.8% 1.6%
Math (8,430)
NED 8.0% 20.7% 40.0% 31.3%
(3,256)
Algebra | ED 65.5% 26.4% 7.1% 1.0%
(2,832)
NED 26.0% 31.1% 30.0% 12.9%
(700)
2018-19 | Elementary ED 34.8% 38.0% 22.8% 4.3%
Math (10,083)
NED 4.3% 14.6% 43.8% 37.3%
(3,388)
Algebra | ED 56.5% 29.2% 12.6% 1.8%
(2,813)
NED 16.8% 27.3% 38.7% 17.2%
(494)
2017-18 | Elementary ED 33.1% 43.7% 19.5% 3.7%
Math (10,289)
NED 4.3% 17.9% 42.1% 35.7%
(3,337)
Algebra | ED 59.1% 29.8% 10.2% 0.9%
(2,922)
NED 20.5% 40.6% 30.5% 8.4%
(347)




Statement of the Problem

The Governor's Office of Student Achievement (GOSA) in the state of Georgia (GA)
uses a single statewide accountability system for school performance for K-12 public schools
and districts (GOSA, 2022). A large inner-city urban school district is the focus of the qualitative
study. It has a variety of learning sites, about 50 neighborhood schools, approximately ten part-
ner schools, about 20 charter schools, a couple of citywide single-gender academies, and three
alternative programs (GOSA, 2022). The district enrollment is over 50,000 students. The Alge-
bra | Milestone data for the district reflect that many of the students in the high-poverty schools
are underperforming. The underachievement of students in Algebra I in high-needs schools is a
significant concern (GOSA, 2022). As seen in Table 1, the low proficiency math score in ele-
mentary grades and Algebra | course for students who are identified as economically disadvan-
taged in the Milestone assessment. Similar low proficiency is noticed in the 4™ graders who took
the Milestone Assessment for English Language Arts (ELA). The ELA proficiency score for eco-
nomically disadvantaged students is 23% compared to the proficiency rate of 75% for 4™ graders
who are not economically disadvantaged (GOSA, 2022). Students leaving high school with low
math proficiency is a major concern for the school district as students enter a post-secondary in-
stitution unprepared for college-level mathematics (Boatman, 2021).

Many of these students entering college take a math placement test and get assigned to at
least one high-school-level remedial math course. In addition, students entering a 2-year public
community college may be assigned to remedial courses (Chen & Simone, 2016). The Algebra |
score in Table 1 depicts that the economically disadvantaged group has a proficiency rate of 14%
compared to a proficiency rate of 56% for students who are identified as not economically disad-

vantaged. The low proficiency rate in Algebra I result in many high school students entering a



post-secondary institution unprepared for college-level mathematics (Boatman, 2021). The gap
in proficiency rate seen in Algebra I continues as students graduate from high schools and enter a
two-year or a four-year public higher educational setting. In Georgia, of the 40% of students who
attend a public institution, about 20% require remediation in mathematics (GOSA, 2021). Conse-
quentially, many of these students will be placed in a remedial math course, and some will take
multiple remediation courses (Chen & Simone, 2016).

The students taking multiple remedial math courses take longer to get their diplomas.
Along with time, many students must invest money, which becomes burdensome for students
who are already hard-pressed for cash due to their economic status. The underachievement of
students who are from the economically disadvantaged group is a national crisis (Murakami &
Kearney, 2020). Thus, many students from low socioeconomic status are academically strug-
gling, indicating that the public school system is unable to provide quality education. The low
proficiency rate among students certified as economically disadvantaged begins to emerge way
before students reach high school. The low proficiency rate among economically disadvantaged
students is noticeable in the elementary grades, as seen in the Milestone data trend from 2017-18
to 2021-22. After the Pandemic, the proficiency rate for economically disadvantaged students
has reduced compared to the previous year. Specifically, the gap between the proficiency rates of
economically disadvantaged students and the students not identified as economically disadvan-
taged has widened.
Possible Solutions

Schools engage in organizational learning using professional learning and instructional
practices to address the crisis of low achievement patterns observed for economically disadvan-

taged students (Darling-Hammond & Oakes, 2019; Gupta & Lee, 2020; Murray, 2013; Youngs



& King, 2002). Murray (2013) suggests that time be built into the school day for professional
learning as teachers collaboratively plan instruction, share instructional strategies, assess student
work, and observe each other's teaching. Student learning improves when teachers enhance their
knowledge and skills to deliver high-quality instruction (Murray, 2013). Schools provide profes-
sional development courses to teachers to enhance their instructional expertise. However, many
of the strategies learned in the workshop are not implemented in the classroom (Gupta & Lee,
2020).

The research focused on improving student outcomes in high-needs schools and ap-
proached it from three distinct perspectives. Research from the leader’s point of view found that
leaders develop a shared vision, implement strategies to induce commitment, and build respectful
and trusting relationships to motivate teachers to improve student achievement (Wagner, 2001;
Leithwood et al., 2002; Klar & Brewer, 2013; Yoon, 2016). From the teachers' perspective, their
role is critical in improving student achievement as they collaborate in professional learning
communities, implement standards-based instruction, and have opportunities to get involved in
instructional decision-making (Felner et al., 2008). In contrast, students' perspective values self-
efficacy as they collaborate with their peers, engage in contextual learning and connect different
ideas that they come across (Knapp et al., 1995). Teacher collaboration promotes collective effi-
cacy because teachers share their teaching strategies and beliefs with their peers and communi-
cate instructional issues they face. They collectively develop strategies and competencies to ad-
dress their issues (Akiba & Liand, 2016). Organizational learning improves teacher competen-
cies which in turn influences student learning. When school policy implementers and district pol-
icymakers work together, the rate of success in implementing organizational learning will be

high (Honig, 2004; Mulford & Silins, 2003).



Purpose of the Study

The purpose of the research study is to explore leadership practices that positively influ-
ence the successful implementation of organizational learning. For this study, the successful im-
plementation of organizational learning will be measured by two factors. The first measure con-
nects to school staff developing a shared understanding of new information and interpreting it to
create coherent collective action to reach coordinated decision making (Crossan et al., 1999). For
example, when differentiated learning is shared with the school staff, what structures are in place
for them to make sense of differentiated learning? To successfully build a shared understanding
of a new instructional practice, dialogues and collaborative actions are essential to implement
differentiated learning.

The second measure relates to how a school retrieves information from its memory to ap-
ply the knowledge to improve organizational capacity. The process of organizational learning is
complete when the new information is implemented into the schools' procedures and practices by
developing shared understandings (Crossan et al., 1999). Then the new information gets embed-
ded into the school's memory (Argote et al., 2003), similar to when new information gets embed-
ded into the human brain to become short-term and long-term memory. For example, in the pre-
vious instances of differentiated learning, what structures and practices were employed to con-
ceptualize the new knowledge? Was there an effort to record the shared understanding? Will the
staff engage in further discussion or plan instruction around differentiated instruction? The abil-
ity of an organization to retrieve past learning and apply it in the current context promotes the
transfer of learning (Butler et al., 2017). The research questions will investigate leadership prac-

tices that will influence how schools make sense of the new information and their ability to apply



their learning in new situations. Additionally, the research will look at practices that promote col-
lective teacher efficacy and their influence on organizational learning.
Research Questions

Schools continually change policies, structures, practices and train its staff to adapt, learn,
and apply new information (Silins et al., 2002). Schools more often engage in acquiring and
sharing new knowledge among their staff than taking time to conceptualize and make sense of
the new information to apply it to their practice (Silins et al., 2002). Many attempts to improve
schools have indicated more success with initiating changes than sustaining long-term positive
effects of the new initiatives (Collinson et al., 2006; Giles, 2007; Higgins et al., 2012). Quick
fixes and silver bullets that are geared towards first-order change to improve education have
failed to influence lasting school improvements. Instead of tinkering with existing systems to
make small incremental changes, implementing second order change that challenges assumptions
and status quo to a new world view results in sustainable change (Coaching Leaders, 2022).

The study will investigate various ways new knowledge is integrated into a school's prac-
tices with the intention of sustainable changes. Collinson et al. (2006) propose a deliberate, sys-
tematic improvement by following the processes of organizational learning to improve learning
for students and teachers. However, some school reform may first acquire knowledge before they
try to make sense of the acquired knowledge or discuss and experiment with applying the new
learning (Elkjaer, 2004; Flores et al., 2012). The idea of organizational learning in schools came
from the business world, and this study will explore the processes of organizational learning
(Hesbol, 2019). The following research questions will investigate organizational learning from

the perspectives of principals and teachers.



1. What perceptions do principals and teachers have of principal practices that enhance or-
ganizational learning?
2. What role does collective teacher efficacy play in influencing organizational learning?
Significance of the Study

Many studies have revealed leadership practices that create structure and agency for staff
to engage in deliberate processes of organizational learning (Finnigan & Daly, 2012; Schechter
& Qadach, 2012; Louis & Murphy, 2017). Researchers have found collective efficacy, social
trust, participative decision making, principal caring, and transformational leadership to impact
organizational learning directly. (Schechter, 2008; Flores et al., 2012; Collinson et al., 2006;
Louis & Murphy, 2017). Most of these studies apply quantitative research methods, and few
have drawn on mixed methods. This study will be conducted using a qualitative research method.
The research will explore teachers' perceptions of leaders' actions to encourage organizational
learning and collective teacher efficacy. Studying perceptions from the viewpoints of principals
and teachers will give reliable measures of leadership practices for school improvement (Silins et
al., 2002; Schechter, 2008; Kurland et al., 2010). This study will also illuminate the effect of col-
lective teacher efficacy on organizational learning.

Some studies have explored organizational learning using organizational learning theo-
ries (Bensimon, 2005; Evans et al., 2012). Some have used sociocultural learning theories (Van
Lare & Brazer, 2013; Honig, 2008; Honig et al., 2017). Yet, others have used a combination of
the two theories (Collinson et al., 2006; Knapp, 2008; Higgins et al., 2012). This study uses the
organizational learning mechanisms formalized by Schechter (2008) to conduct studies on organ-
izational learning. Xie (2019) conducted a systematic literature review of leadership and organi-

zational learning culture. She selected 58 articles using selection criteria from various journals,



48 of these studies on organizational learning used the quantitative research method. There were
eight that designed their studies qualitatively, while two studies followed a mixed-method ap-
proach. Most qualitative studies were conducted in Europe (Xie, 2019).

Another surprising result surfaced while researching studies on organizational learning
that used the conceptual framework of organizational learning mechanisms. Many of these stud-
ies are conducted in Israel (Flores et al., 2012; Schechter & Feldman, 2010; Schechter & Qad-
ach, 2012; Schechter & Atarchi, 2014; Qadach et al., 2020). There needs to be qualitative studies
conducted in the United States public schools on organizational learning, using the framework of
organizational learning mechanisms. Research confirms that collective teacher efficacy directly
impacts students' achievement (Tschannen-Moran & Barr, 2004; Goddard et al., 2015). This
study will use the conceptual framework of organizational learning mechanisms to explore lead-
ership practices’ impact on organizational learning and collective teacher efficacy.

Definition of Organizational Learning

A simple definition of organizational learning adopted by Argote (2011) is "a change in
the organization that occurs as the organization acquires experience” (p. 1124). The changes may
manifest as a change in beliefs or as a change in behaviors (Argote, 2011). Sometimes changes
due to organizational learning may result in positive outcomes, and sometimes not. For example,
organizations may develop positive outcomes such as shared goals, collaborative work culture
among teachers and students, and continuous learning opportunities for staff to impact student
learning (Giles, 2007; Silins et al., 2002). In contrast, a team's learning behavior may become an
obstacle when there is a high level of diversity within teams (Kim, 2017). The negative influence

of diversity can be offset when the team is led by a transformational leader who values collabora-
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tion and is supportive of all the members (Kim, 2017). The next chapter delves into the organiza-
tional learning phenomena in detail, including different definitions, approaches, and its relation-
ship with leadership.

Thus, organizational learning gathers and processes information and follows a cyclical,
dynamic, and interactive nature through the five phases of the information processing cycle
(Schechter, 2008). The five phases are information acquisition, distribution, interpretation, or-
ganizational memory, and retrieving information from memory for organizational use (Chen,
2008). The research questions will explore the impact of principal practices on the phases of or-
ganizational learning and the influence of collective teacher efficacy on organizational learning

with the goal to improve student learning in high-needs schools.
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2 REVIEW OF THE LITERATURE

This chapter builds knowledge about organizational learning by reviewing the extant lit-
erature on the phenomenon. It expounds on the different conceptualizations of the phenomena
and presents the five dimensions of organizational learning. Next, the section describes different
approaches to organizational learning adopted by researchers. The chapter gives extensive details
on the interaction between organizational learning and school leadership and its connection with
principal trust. Finally, the chapter investigates the construct of collective teacher efficacy and
the relationship between teacher motivation and organizational learning.
Organizational Learning

Organizational learning is a process for identifying and solving issues to improve an or-
ganization's effectiveness by going beyond quick fixes by examining assumptions and addressing
root causes to change beliefs and behaviors (Finnigan & Daly, 2012). One approach to changing
beliefs and behaviors in high-needs schools is to improve the technical and social aspects of
learning. Finnigan and Daly (2012) suggest that the technical aspects of learning can be im-
proved by focusing on goals, optimum utilization of resources, inviting new ideas, and strategi-
cally developing school improvement plans. Moreover, the social aspects can be built by
strengthening relationships, collaborative structure, and improving school climate (Finnigan &
Daly, 2012).

Organizational learning is a complex multidimensional construct with various subprocesses
comprising its structural model. It focuses on the dimensions of managerial commitment, sys-
tems perspective, openness and experimentation, and knowledge transfer and integration.
(Gomez, Lorente, & Cabrera, 2005). The learner-centric definitions of organizational learning

attend to searching for new information, assessing new information, and using new information
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(Louis & Murphy, 2017). The basic dimension of organizational learning is action-oriented, rou-
tine, and incremental, occurring within existing mental models, norms, policies, and underlying
assumptions (Grinsven & Visser, 2011). A different three-dimensional theoretical framework fo-
cuses on learning to examine how often the learning happens, whether the learning is situated lo-
cally or globally, and whether the cognitive intensity within the learning process is reflective or
inert (Rerup & Levinthal, 2014).

Organizational learning is composed of several sub-processes. Flores et al.'s (2012),
through empirical testing, derived five sub-processes. These subprocesses get more complex as
the information moves up the level to become organizational memory. This study will use the
five distinct dimensions of organizational learning of Flores et al. (2012), namely, “information
acquisition, distribution, interpretation, integration, and organizational memory” (p. 661).

1. Flores et al. (2012) describe information acquisition (scanning) as the first subprocess
where the organization obtains information from its internal and external resources. Apart
from external and internal resources, an organization may look back to information re-
ceived previously as feedback for its future use.

2. Information distribution is the process where data and knowledge received by an individ-
ual or a group need to be shared with relevant personnel to ensure that improvement and
change efforts are communicated clearly (Flores et al., 2012).

3. Information interpretation is the process where individuals in the organization make
sense of the new information acquired through distribution. Attempting to make sense of
the new information reduces ambiguity and enhances an individual’s understanding and

actions for implementation (Flores et al., 2012). The process of interpretation is “critical
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in developing the shared understanding that leads to organizational learning” (Flores et
al., 2012, p. 643).
4. Information integration is the process “when various interpretations converge to form
unified understanding (Flores et al., 2012, 644). Information integration differs from in-
formation interpretation. During information integration, groups conceptualize their col-
lective understanding of information to transfer it to a coherent collective action (Crossan
et al., 1999). While in information interpretation, individuals make sense of information
and build individual understanding.
5. Organizational memory is a process that deals with “encoding, storing, and retrieving the
lessons learned from an organization’s history, despite the turnover of personnel” (Flores
etal., 2012, p. 644). The outcome of the process is expressed as standard operating proce-
dures, routines, and rules and strategies.
Approaches to Organizational Learning

Studies on improving the achievement of students from low socioeconomic status share
different approaches for changing teacher and leader practices. Some practices from a leader’s
perspective focus on leaders developing a shared vision of effective instruction, implementing
strategies that promote staff commitment, and building respectful and trusting relationships
(Wagner, 2001). Other strategies to improve student learning include reorganizing students into
small learning communities to implement standards-based instruction focusing on numeracy and
literacy, empowering teachers in participative decision-making, and forging connections with
families and communities (Felner et al., 2008). Solutions presented to improve the learning expe-

rience of students who are identified as economically disadvantaged require schools to embrace
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organizational learning into their organizational culture. Successful organizational change re-
quires cultural support from the policy implementers within schools (Mulford & Silins, 2003)
and from district policymakers designing reform initiatives that support successful bottom-up re-
forms (Honig (2004).

Other approaches to organizational learning emphasize peer collaboration among both
students and teachers. Students collaborate with their peers to make sense of learning presented
in context by connecting ideas between different contents and relating learning to real-life expe-
riences (Knapp et al., 1995). Similarly, teacher-centered collaborative learning experiences pro-
mote collective efficacy where teachers share their teaching approaches and beliefs informally,
communicating the teaching and learning issues they encounter that influence their teaching
practices (Akiba & Liand, 2016). All the above approaches look at school improvement from the
lens of educational leadership. This study will explore school improvement, considering the con-
struct of organizational learning and its intersection with school leadership.

Organizational Learning and School Leadership

Research on organizational learning came to education from the business world (Hesbol,
2019). As a result, several researchers began investigating the impact of school leadership on the
dimensions of organizational learning. Parallelly, organizational culture, schoolwide capacity
building, and teacher collaboration in schools also influenced organizational learning by chang-
ing teacher practices to improve student learning. School leadership that is transformational and
values participative decision-making directly promotes organizational learning (Flores et al.,
2012), teachers feel empowered and involved in decision-making as a professional community.
Transformational leadership is characterized by leaders setting high expectations for perfor-

mance and ethics, communicating a compelling vision and inspiring their staff to achieve more,
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questioning the status quo and encouraging unconventional approaches to problem solving, and
supporting and coaching individuals to reach their leadership potential (Stewart, 2006).

Teachers feel safe to engage in honest, reflective discussions about learning opportunities
when diversity and collaboration are valued (Mulford & Silins, 2003; Silins et al., 2002). In con-
trast, schools that are culturally diverse and economically disadvantaged are successful when
principal practices focus on a shared sense of purpose, a climate of high expectations, and build-
ing the academic capacity of teachers using professional learning communities (Y limaki, 2007).

Improving leadership practices that build schoolwide capacity supports organizational
learning (Higgins et al., 2012; Thoonen et al., 2012). Schoolwide capacity building involves pro-
fessional learning for teachers and leaders supporting high-quality teaching and learning (Heck
& Hallinger, 2009; Mulford & Silins, 2003). To sustain schoolwide capacity for continuous im-
provement over a period, Thoonen et al. (2012) encourage transformational leadership in the
form of enhancing the school's vision, welcoming staff's divergent ideas, and encouraging teach-
ers to experiment with new teaching methods to improve their practices. Thoonen et al. (2012)
also found that leaders can influence collaboration among teachers and can encourage teachers to
participate in decision-making about teaching resources and strategies.

Higgins et al. (2012) portray similar dimensions of organizational learning for capacity-
building as Thoonen et al. (2012) but use different vocabulary terms. They note that when teach-
ers feel psychologically safe and have a strong sense of shared responsibility for every child's
learning, they are willing to experiment with new instructional practices in an active learning en-
vironment. A key role of school leaders is to create conditions for learning, by themselves engag-

ing in learning and implementing and monitoring cultures of learning for teachers and students
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(Higgins et al., 2012). In all, principals play a significant role in easing a creative interface be-
tween structure and agency, incorporating required knowledge and skills through shared commit-
ment and collaborative activity with consistent avenues for feedback and accountability (Giles,
2007). Thus, leaders and teachers strive for academic excellence by engaging in learning and
growing their craft so they can actively participate in the change process. There is a need for
such instances of a productive interface between all levels of school staff and to extend collabo-
ration across schools, districts, and regions. What role can the district office play in promoting
organizational learning in all its schools that educate students from different strata of economic
status?

Van Lare and Brazer (2013) urge us to explore teacher learning within professional learn-
ing communities by combining sociocultural and organizational learning theories. One way to
improve the quality of teaching and learning is to investigate organizational learning from the
perspective of school district offices through the lens of sociocultural and organizational theories
(Honig, 2004; Honig, 2008; Honig et al., 2017). For a successful bottom-up reform, district poli-
cymakers are required to make sense of strategies, practices, and resources, so that they can im-
plement reform through a clear understanding of reform requirements (Honig, 2004). Along with
a clear understanding, district offices need to become a learning organization to develop positive
relationships with their schools (Honig, 2008). Recently, Honig et al. (2017) investigated the
ways central office administrators use research to shift their practice within the sociocultural
learning theory. They found that district supervisors can support principal growth using data
from classroom teaching observations using a hands-on approach to improve instructional qual-

ity (Honig et al., 2017). It is powerful to envision district and school leaders working together to
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design and implement instructional strategies collectively. A district that works collaboratively
with its schools will likely improve instruction and student learning.

When teachers perceive their principals to be involved in supporting struggling students’
academic growth, it dramatically influences organizational learning, more so than when the prin-
cipal is perceived as caring (Louis & Murphy, 2016). Thus, teachers perceive their leadership as
actively involved in the school's core functions (Silins et al., 2002). In contrast, researchers did
not find principal trust in teachers' professionalism to stimulate organizational learning (Louis &
Murphy, 2016). However, there was a boost in organizational learning when school staff and
school leaders, and school and district personnel share professional trusting relationships (John-
son & Chrispeels, 2010). Additionally, organizational learning improves when teachers openly
and in supportive ways build collective efficacy by improving their practices, learning from their
experienced peers, and feeling hopeful in their collective strength to improve achievement (Silins
et al., 2002; Mulford & Silins, 2003). Thus, some constructs directly influence organizational
learning, while others influence the phenomena of organizational learning through mediators.

Mulford and Silins (2003) and Silins et al. (2002) discovered a direct influence of stu-
dents' positive perception of teachers' work on student engagement and academic success. In ad-
dition, research points out the indirect effects of school leadership on student outcomes. Princi-
pals enact a rich learning environment, effective instruction, and collaborative learning indirectly
when they influence teacher practices through their intentional leadership practices (Supovitz et
al., 2010; Louis et al., 2010). Thus, leaders are critical in creating opportunities for teachers to
learn and work collaboratively. The collaboration improves teachers' instructional effectiveness

to enhance student outcomes (Leithwood et al., 2010). A clear link exists between collective
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teacher efficacy—the perception by teachers that they can take action to positively influence stu-
dent achievement (Schechter & Qadach, 2012) and leadership practices. Conclusively, teachers
willingly participate in organizational learning when leadership practices support participative
decision-making, teacher collaboration, a caring and trustful climate, establishing a shared vi-
sion, listening to concerns, and leading teachers through coaching (Kurland et al., 2010; Thoonen
et al., 2012). How do Principals and Teachers Perceive their Influence on Organizational Learn-
ing?

Research studies have investigated the nature of leadership practices on organizational
learning. Practices such as setting purpose by seeking consensus on school priorities and goals
are known to establish interactions among staff and students that are grounded in trust, respect,
and caring. These interactions value participative decision-making and distributive leadership
and promotes intellectual stimulation by engaging in self-reflection and collaborative learning
(Mulford & Silins, 2003). Mulford and Silins (2003) and Silins et al. (2002) investigated how
schools change as learning organizations. They found that principal leadership is indirectly re-
lated to student outcomes through the mediating effects of organizational learning and teachers'
work. Teachers' work refers to students' perception of the teacher's ability to deliver quality in-
struction, including ways teachers challenge students and hold them to high expectations (Silins
et al., 2002). In contrast, students' outcomes refer to their participation and engagement in
school. Organizational learning thrives in schools that engage staff in open and productive com-
munication and encourage them to take the initiative and risks (Silins et al., 2002).

Principal Trust and Organizational Learning
Much research on organizational learning in schools and districts attempt to find factors

that advance or abate the progression of organizational learning in schools and districts.
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Leithwood et al. (1998) conducted a multi-case qualitative study to identify in-school and out-
school conditions that foster organizational learning. They used the framework of organizational
learning processes in combination with different forms of school leadership. The researchers
found community involvement an excellent influencer for organizational learning while clear vi-
sion and strategies to accomplish goals and transformational leadership surfaced as important in-
school factors that promote organizational learning. While Leithwood et al. (1998) studied condi-
tions that foster organizational learning, Rusch (2005), on the other hand, studied factors that
cause barriers to organizational learning. She explored how our current understandings of organi-
zational learning support the transfer of learning from single school sites to school systems. She
found that incoherent district structures, beliefs, and actions among schools prompted by fear of
competition impede organizational learning.

On the other hand, Kurland et al. (2010) discovered that school vision is a potent media-
tor influencing principals' leadership style and organizational learning. Their quantitative study
investigated the mediating effect of school vision when exploring the impact of principals’ lead-
ership style on organizational learning. They found that when principals and the staff collabora-
tively create a school vision, it becomes a powerful motivator for organizational learning.
Schools collaborating around vision statements have a more significant impact on organizational
learning than principals' transformational leadership style.

A related study conducted by Louis and Murphy (2017) researched principals' impact on
organizational learning by focusing on their cognitive trust in teachers' professional competency
and teachers' perception of principals' caring. Their study revealed a direct correlation between
teachers' perception of principal caring and organizational learning and an even stronger correla-

tion between organizational learning and academic support for students. In contrast, principal
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trust was indirectly related to organizational learning through the mediation of principal caring
and academic support. A qualitative multiple case study investigated how the central office could
change their practices to bring about changes in schools' organizational learning using sociocul-
tural learning theory (Honig et al., 2005). The researchers recommend that executive central of-
fice leadership is centered around teaching and learning. They shift principal supervision from
evaluation and operations to teaching principals to grow as instructional leaders (Honig et al.,
2005).

This section explored the intersection of organizational learning and school leadership. It
also presented the interaction between principal trust and organizational learning. Several con-
structs, such as school vision, teachers' perception of principal caring, and academic support for
students, have stronger ties to organizational learning. Gomez, Lorente, & Cabrera (2005) ob-
serve that trust is an antecedent for the success of factors that stimulate the path of organizational
learning.

Teacher Motivation and Organizational Learning

Teacher motivation is associated with principal trust and caring and influences organiza-
tional learning. Thoonen et al. (2011) analyzed motivational factors that influence teacher behav-
ior. These motivational factors are expectancy, value, and affectiveness. First, expectancy com-
ponents relate to self-efficacy and teachers' beliefs about their ability to accomplish a task (Thoo-
nen et al., 2011). Next, value connects to teachers' goals and interest in completing a task. Fi-
nally, the affective component considers teachers' feelings towards tasks or school. Thus, the
motivational factors bridge organizational conditions and leadership, and teacher practices and

teacher learning.
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Exploring the extant literature on organizational learning reveals that most empirical
studies are conducted in business settings (Hesbol, 2019). In cases where the study is done in the
educational field, most have used quantitative research methods to conduct their research in in-
ternational settings like the Netherlands and Israel. Although only a few qualitative studies on
organizational learning exist (Xie, 2019), fewer still have used the framework of organizational
learning mechanisms to study in the United States. Schechter and Qadach (2012) conducted re-
search in Israel to establish a clear positive link between organizational learning mechanisms and
collective teacher efficacy for addressing instructional and disciplinary issues in elementary
schools. Another research using organizational learning mechanisms found positive relations be-
tween collective teacher efficacy and teachers' affective and normative commitment (Schechter
& Atarchi, 2014).

Collective Teacher Efficacy

Students’ academic achievement significantly improved when teachers believed in their
combined abilities to influence student outcomes (Bandura, 1993). The human behavior pattern
is called collective efficacy and is defined as “group's shared belief in its conjoint capability to
organize and execute the courses of action required to produce given levels of attainment” (Ban-
dura, 1997, p. 477). Another definition of collective efficacy broadens the environment to in-
clude home, school, and community. Together, these entities with individual worth and distinc-
tive roles can create a learning environment for student growth (Henderson et al., 1998). In es-
sence, collective teacher efficacy is teachers' insights that the staff can accomplish tasks to influ-

ence student learning positively (Goddard et al., 2000).
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A quantitative study investigated the mediating effect of collective teacher efficacy on the
relationship between teacher motivation and principal leadership (André et al., 2020). The find-
ings illustrated that principal leadership impacts teacher collaboration indirectly when mediated
by collective teacher efficacy. Their study reported that teachers rarely collaborate, and when
they do, they share information and teaching resources and rarely collaborate on ideas that influ-
ence teaching practices. Teachers are more likely to work together with the belief that they can
influence student outcomes when principals are engaged as instructional leaders in professional
learning activities (André et al., 2020). Encouraging principal practices that promote collabora-
tive learning among teachers is essential since there are substantial positive relations between
collective teacher efficacy and collaborative learning (Schechter, 2008). Setting structures and
expectations by instructional leaders for teachers to engage in frequent collaboration to improve
instruction indirectly influences collective efficacy among teachers (Goddard et al., 2015).

This study is looking for practices that will mitigate the influence of low socioeconomic
status on student learning. Donohoo et al. (2018) substantiate the powerful influence of collec-
tive teacher efficacy on student achievement using John Hattie’s (2016) meta-analysis on various
factors that influence student learning. Collective teacher efficacy is “three times more powerful
and predictive of student achievement than socioeconomic status” (Donohoo et al., 2018, p.41)
and “more than double the effect of prior achievement and more than triple the effect of home
environment and parental involvement. It is also greater than three times more predictive of stu-
dent achievement than student motivation and concentration, persistence, and engagement”
(Donohoo et al., 2018, p.42). Thus, collective efficacy among teachers can improve student out-

comes for those identified as economically challenged.
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Bandura (1997) identifies four sources of collective efficacy: enactive (mastery), vicari-
ous, exhortative (social persuasion), and emotive (Psychological). The enactive or mastery expe-
rience is the most powerful one because perceptions of efficacy increase when team members
have successful personal experiences. The other three sources indirectly trigger efficacy through
others’ experience of success (vicarious), a credible peer provides words of encouragement and
guidance (exhortative). Finally, the emotive (affective) states involve positive and negative emo-
tional reactions that strengthen resilience and efficacy. Goddard et al. (2015) support the claim
that mastery experiences predict strong collective efficacy as it connects to prior accomplish-
ments.

If mastery learning is a powerful source of collective efficacy in teachers, then practices
that encourage teacher collaboration to promote mastery learning are essential. It is important to
keep in mind that collective efficacy is the mediator between principal leadership and teacher
collaboration (André et al., 2020). Goddard et al. (2015) present a different perspective on the
interactions between teacher collaboration, leadership, and collective efficacy. The researchers
articulate that “Teacher collaboration is a key to the pathway from leadership to collective effi-
cacy beliefs because it is the shared interactions among group members that serve as the building
blocks of collective efficacy” (Goddard et al., 2015, p. 504).

Conclusion

The literature shows that organizational learning is an essential process if reforms are to
improve student learning. Students coming from economically disadvantaged homes need to ex-
perience success in school. Education becomes the road map for students to come out of genera-
tional poverty. Organizational learning is critical for ensuring that effective teaching and leading

are happening. Many reform efforts fail during the subprocesses of organizational learning when
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schools interpret, integrate, and build organizational memory of new knowledge. Research study
exploring conditions favorable for information interpretation, information integration, and organ-
izational memory is beneficial. Recognizing favorable conditions that enhance organizational
learning will improve teacher practices and student learning. Student learning is positively im-
pacted by collective teacher efficacy. The literature expounds on the positive influence of teacher
efficacy on student learning. The literature suggests several practices influencing organizational
learning, such as building social trust, participative decision-making, principal caring, transfor-
mational leadership, and collective efficacy. Unfortunately, most research on organizational
learning are quantitative. Amongst the few that are qualitative, fewer look at principals' and
teachers' perceptions of leadership practices that promote organizational learning. Therefore, to
address the gap in the literature, this study aims to identify principal practices that lead to a suc-
cessful implementation of organizational learning and collective teacher efficacy using the

framework of organizational learning mechanisms.
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3 METHODOLOGY

This chapter begins with an overview of the research study by stating its purpose and re-
introducing the research questions. Next, the theoretical framework used to investigate the re-
search questions is introduced and explained. Then, the research design method of the phenome-
nological qualitative method is described. The research design highlights the sample selection of
the site and participants. Next, the desirable criteria for selecting sites and participants are pre-
sented. Sources of data collection and details on data analysis using the interpretive phenomeno-
logical analysis (IPA) method follows. The last section enumerates the various expectations for
the qualitative study to be dependable, valid, trustworthy, and reliable.

This qualitative study aims to investigate leadership practices that influence the imple-
mentation of organizational learning within a school. Implementing organizational learning will
focus on how school staff interprets and integrates new information received through profes-
sional learning. Furthermore, the process followed to retrieve information from organizational
memory to apply the new learning to improve schools. The study will also explore the influence
of collective teacher efficacy on organizational learning. The following research questions will
guide the study:

1. What perceptions do principals and teachers have of principal practices that enhance

organizational learning?

2. What role does collective teacher efficacy play in influencing organizational learn-

ing?
Conceptual Framework
Organizational learning mechanisms (OLMs) will be used as the conceptual framework

to answer the research questions. The framework of organizational learning mechanisms is used
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to study the impact of organizational learning subprocesses to improve teaching and learning
(Popper & Lipshitz, 1998; Schechter, 2008). The framework will also connect the constructs in-
fluencing organizational learning from the literature reviews to the research questions. The fol-
lowing pages will explain how the organizational learning mechanisms framework will be used
to answer the research questions. The phenomenon of organizational learning is studied by com-
bining sociocultural learning and organizational learning theories to enhance the quality of teach-
ing and learning (Honig, 2004, 2008; Honig et al., 2017; Van Lare & Brazer, 2013). The study
employs the framework of organizational learning mechanisms because the subprocesses of
OLMs can explore the impact of leadership practices on organizational learning.
Organizational Learning Mechanisms

This section presents the framework of organizational learning mechanisms as the lens to
measure the subprocesses of organizational learning. It explains the framework's intended pur-
pose, how it will be used, and what specific organizational learning factors it will measure to ac-
complish the purpose of the study. Organizational learning in a school context may be under-
stood as the operational implementation of structures and applications, seen as surface-level
changes (Schechter, 2008). Therefore, the organizational learning mechanisms framework is
chosen to study lasting changes implemented to improve organizational learning by looking at
principal practices. Teacher perceptions of principal practices influence the understanding of or-
ganizational learning (Kurland et al., 2010; Schechter, 2008; Silins et al., 2002). Therefore, the
framework of organizational learning mechanisms will study teachers' perceptions of leadership
practices and the impact of these practices on the organizational learning subprocesses of infor-

mation integration, analysis, and the application of new information to improve student learning.
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These processes reflect a higher-order change when the acquired information is analyzed, stored,
retrieved, and applied within the organization to embrace new learning. (Schechter, 2008)
Organizational learning mechanisms measure the performance of the organization and its
members. It measures how information is received, distributed, analyzed, stored, and retrieved
for future use (Popper & Lipshitz, 1998). Organizational learning mechanisms provide a coher-
ent framework because it assimilates information from external changes (district initiatives) and
internal experiences (school capacity) (Schechter & Qadach, 2012). The framework will measure
the three subprocesses of organizational learning (information interpretation, information inte-
gration, & organizational memory). The sub-processes of organizational learning are influenced
by how teachers or subordinates perceive leaders' behavior and leadership practices (Kurland et
al., 2010; Schechter, 2008; Silins et al., 2002). Thus, organizational learning mechanisms will
measure teachers' perception of leadership practices and the influence of these practices on the
subprocesses of information interpretation, information integration, and organizational memory.
Organizational learning mechanisms also predict teachers' collective efficacy (Schechter
& Qadach, 2012). Many studies describe a positive relationship between collective teacher effi-
cacy and student achievement (Goddard et al., 2015; Tschannen-Moran & Barr, 2004). Since the
research problem relates to students' underperforming in high-needs schools, the research ques-
tions use the causation between collective teacher efficacy and student achievement to investi-
gate organizational learning. As mentioned earlier, organizational learning mechanisms are used
to explore organizational learning and its connection to collective teacher efficacy in an urban
inner-city school to understand the issue of low proficiency among students certified as economi-

cally disadvantaged.
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Organizational learning mechanisms strongly connect to the extant literature on organiza-
tional learning. The study will use the first two factors out of the four factors that make up organ-
izational learning mechanisms in an elementary school setting. The four factors of OLMs are a)
information analysis; b) information storage, retrieval, and putting to use information; c) receiv-
ing and disseminating information; d) seeking information (Schechter, 2008). The first factor,
information analysis, will measure how teachers collectively make sense of incoming infor-
mation and decide how to incorporate it into school routines and procedures (Schechter, 2008).
The second factor measures how information is stored, retrieved, and used in the future for col-
lective decision-making. The first and second factors connect to the first research question: What
perceptions do principals and teachers have of principal practices that enhance organizational
learning? The research questions explore the phenomena of organizational learning from the per-
spective of the principal and teachers by focusing on leadership practices.

Furthermore, the organizational learning mechanisms framework has positive relation-
ships with participative decision-making and collective teacher efficacy, centering on a social
construction model within social relationships (Flores et al., 2012). The research question, what
role does collective teacher efficacy play in influencing organizational learning, connects to the
role of teachers' collective efficacy in organizational learning. Hence, organizational learning
mechanisms will support measuring learning as a social process within cultural, institutional, and
historical contexts (Knapp, 2008).

The Two Dimensions of Organizational Learning Mechanisms. The research will em-
phasize the first two dimensions of organizational learning mechanisms. Data is collected on the

dimensions of a) information analysis and b) information storage, retrieval, and putting to use in-
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formation. The reason for focusing on these dimensions relates to what we know from the re-
search on organizational learning. The research suggests that organizations are skillful in acquir-
ing information from internal and external sources and distributing it among staff (Flores et al.,
2012). Information may be obtained through experiential learning (such as action research), vi-
cariously observing other organizations' strategies, and scanning their environment (Schechter &
Atarchi, 2014). Information obtained by the organization is then shared through meetings and
memos, electronic mail, documents, and workflow management systems (Schechter & Atarchi,
2014). The literature indicates that schools are more successful in gathering and distributing in-
formation than analyzing and implementing knowledge to improve teaching and learning
(Schechter & Atarchi, 2014). Teachers may often process information differently from what the
school leaders intended (Diamond & Spillane, 2004). Teachers also need support applying the
information to their instructional practices to impact student learning.

Many schools skilled in acquiring and distributing information need help interpreting and
integrating knowledge. Information interpretation requires collective discussion where individu-
als challenge each other's viewpoints while sharing their beliefs and opinions of new initiatives
(Zollo & Winter, 2002). In urban school settings, the OLM dimension of analyzing information
and storing-retrieving-putting to use information is critical as they mediate teachers' sense of col-
lective efficacy and the environmental uncertainty in urban schools (Schechter & Qadach, 2012).
While analyzing the information dimension of OLM, the information is interpreted as school
staff engaging in collective sense-making of the incoming information (Schechter & Atarchi,
2014). For example, teachers may collaborate to make sense of student work collected for forma-
tive assessment. While during the dimension of storing-retrieving-putting to use information,

teachers may use the student data to determine the next steps to improve learning for all students
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(Schechter, 2008). Thus, school staff collectively decide what and how the analyzed information
will be integrated into the school routines. However, schools need help making sense of the in-
formation and integrating it into its schema (Higgins et al., 2012). Consequently, the schools be-
come inefficient in retrieving the information stored within the school to use it to make decisions
to improve teaching and learning. One of the key elements in the successful processing of infor-
mation is social relationships (Argote et al., 2003). Social relationships ensure that the school
members interact with each other to collectively make sense of the information and feel safe and
comfortable to challenge and question diverse viewpoints during information interpretation and
integration.
Research Design

The study employs the qualitative method of inquiry employing phenomenology research
design to explore the impact of principals' and teachers' perceptions of principal practices on or-
ganizational learning. Willis (2007) explains that phenomenologists accept human experiences as
perceptions of a phenomenon. Interpretive phenomenology believes that people share experi-
ences within the contexts of culture, language, and practice (Wojnar & Swanson, 2007). The re-
search questions attend to the perceptions of the participants who are directly experiencing or-
ganizational learning processes. Through participants' experiences, the research attempts to cap-
ture how information is interpreted, integrated, and applied while noticing social interactions that
facilitate organizational learning. The data collection listens for participant experiences related to
social interactions (community of practitioners) and instances of participants making sense of in-
formation (connecting to their prior experiences) (Higgins et al., 2012). Thus, hermeneutic inter-

pretive phenomenology turns out to be the best fit for my study. Data is collected and interpreted
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about the participants' experiences from diverse perspectives on the phenomena of organizational
learning.

The phenomenological study describes the phenomena of organizational learning from
the participants' perspectives, capturing their lived experiences (Groenewald, 2004; Picho, 2013).
During the phenomenological analysis, the study examines individual participant responses to
grasp the meaning and essence of their lived experiences. My personal conception of organiza-
tional learning and my presuppositions and beliefs about learning will likely influence the re-
search (Groenewald, 2004). Ultimately, the research study captures the essence of the phenom-
ena of organizational learning with a sample size of fewer than ten participants (Starks & Trini-
dad, 2007).
Sample

This study employs purposive criterion sampling to select the research site and the partic-
ipants. According to Groenewald (2004), purposive criterion sampling, a non-probability sam-
pling technique, identifies the primary participants for the study. Hycner (1999) maintains that
the phenomena dictate the type of sampling method for selecting sites and participants in the
study. Moreover, the sampling method serves the research purpose (Groenewald, 2004). After
Georgia State University's Institutional Review Board (IRB) approved my study, | approached
the school district's Office of Research & Evaluation department to get approval to conduct the
study. I submitted the participant recruitment email, interview protocol, and a sample consent
form along with the district's application form. The Office of Research & Evaluation permitted

me to connect with seven schools to seek the school principal's approval to conduct the study. |
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emailed the seven school principals and heard back from two principals. The two schools be-
came the research sites for me to study organizational learning. The following section details the
criteria 1 used to select the school sites for the study.

Site Selection

This study was conducted in two elementary school sites, Rank Elementary and Pitt Ele-
mentary. A total of eight participants from the two schools shared their perspectives on leader-
ship practices related to the phenomena of organizational learning. Over the past two to three
years, the two schools have changed their structures, resources, and practices to build teachers'
capacity to implement effective instructional strategies. The purposive criterion sampling method
used for the schools fulfills the following conditions.

1. The schools have over 70% of their students certified as economically disadvantaged.
2. The schools are actively implementing changes in their structure and practices to improve
student learning.

The school sites are in a large urban inner-city school district in the southeast region of
the United States. The school district has a large percentage of its students certified as having
economic disadvantages. The district's strategic plan indicates that many of the schools are im-
plementing practices to enhance student learning, thus serving the research purpose and sampling
method of purposive criterion. The large district has about 60 different schools serving over
50,000 students (GOSA, 2019). About two-thirds of elementary schools have fifty to seventy
percent of students from economically disadvantaged homes (GOSA, 2019). Almost half of these
schools have over seventy percent of students identified as economically disadvantaged. GaDOE

(2020) data on the CCRPI components of progress and closing gaps for the district show that
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economically disadvantaged students have made significantly less progress and less improve-
ment in their proficiency rates than students in other subgroups. The limited progress made by
students from economically disadvantaged homes aligns with the trend noticed about this group
of students across the states and the nation. About 50% of schools in the district have over 60%
of their students certified as economically disadvantaged (GOSA, 2019). The two schools partic-
ipating in the study have over 70% of their students certified as economically disadvantaged.
Rank and Pitt Elementary are actively implementing changes in their structures and prac-
tices to improve student learning. The five-year strategic plan of the school district indicates that
the district is focused on improving student proficiency as identified by its strategic priorities
(Finnigan & Daly, 2012). One of the strategic priorities of the school district is to promote aca-
demic excellence for all students by identifying and addressing student needs. Schools are en-
couraged to attain this strategic priority through research-based best practices and implementing
initiatives that have successfully closed racial and socioeconomic achievement gaps. In addition,
the two schools are implementing high-leverage instructional strategies like using quality curric-
ulum tasks and materials, effective teaching strategies to develop conceptual understanding, scaf-
folding support, active student engagement, and technology integration (McCleskey et al., 2017).
The principals of Rank and Pitt Elementary participate in professional learning focused
on improving student learning (Quint et al., 2007) and use a variety of data to enhance and ad-
vance instruction (Cavalluzzo et al., 2013). Opportunities for professional learning among teach-
ers increase when principals are involved in developing their knowledge of effective instruction.
Teachers' engagement in improving instructional quality, in turn, increases student achievement
(Quint et al., 2007). There is also evidence that paying attention to data capturing the quality of

teaching practices and teachers' self-efficacy improves student achievement (Kane et al., 2011).
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Browsing through the schools' web pages indicates that the two schools have initiatives to im-
prove instructional effectiveness. Additionally, the schools put in the effort to get certified in en-
hancing instructional rigor through International Baccalaureate and STEM certifications. Social
media platforms like Facebook, YouTube, and Twitter provided another avenue for gathering
data on instructional events during and after school. Social media tools make lovely communica-
tion tools. They allow once-invisible communication within an organization visible for external
interests (Leonardi, 2014). Social messages from both the schools posted on Facebook, Twitter
and YouTube gave information regarding actions happening in connection to teaching and learn-
ing.

A social media platform such as Twitter, with its 280-character limit, has users convey
direct and relevant information on a topic. The schools used Twitter to communicate big and
small events that were happening on a daily basis. Social media posts highlight events related to
professional learning around lesson planning; students engaged in hands-on learning; staff re-
flecting and planning to create a culturally responsive learning environment; students taking on a
reading challenge, and many more such events. The Twitter handle for Rank and Pitt Elementary
gave easy access to the timestamped data on the instructional events being implemented, which
was useful for collecting implementation patterns (Gruber et al., 2015). Once the schools were
identified, the next step was to select participants from the two schools. An instructional coach
and two teachers were selected from each school, along with the principal. Four participants
from each school made up a total of eight participants interviewed for the study.

Participant Selection
Purposive criterion sampling is used to select the eight participants for the study. Cre-

swell (1998) recommends long interviews with up to ten participants for a phenomenological
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study, and Groenewald (2004) advocated participant numbers of two to ten as adequate for
reaching saturation. A total of eight participants performing different roles and responsibilities
were chosen from two elementary schools to get different perspectives on leadership practices.
The selected participants came from the leadership and teacher groups in a K-12 public school
district. Thus, four leaders and four teachers made up the sample size of eight. Table 2 shows
their current role, years of experience, and the various roles each participant has previously held.
Table 2:

Participant Profile

Participants Elementary Yearsin  Other roles previously held

School Education
Dr. Carly Phil Principal Rank 35 Elementary and middle school
teacher, school counselor

Ms. Brenda Grady  Principal Pitt 18 Elementary and middle school
teacher, technology specialist,
assistant principal

Ms. AngLee Park  Instructional Rank 17 Elementary teacher, reading
Coach specialist
Ms. Reia Gray Instructional Pitt 21 Elementary and middle school
Coach teacher
Ms. Coco Ray Teacher Rank 4 Elementary teacher
Ms. Leah Finn Teacher Rank 13 Elementary teacher, STEM
teacher
Ms. Rae Glass Teacher Pitt 31 Elementary teacher, gifted
teacher, grade-level chair
Ms. Anita Wicks ~ Teacher Pitt 7 Elementary teacher, grade-
level chair

Leader Selection. The two schools' principals and instructional coaches represent the
participants with leadership roles. The following criteria are applied to the participants from the

leadership group.
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1. The participants give importance to building schoolwide capacity by creating structures
and practices that enhance staff and student learning.

2. The participants are charged with planning, facilitating, monitoring, or reflecting on the
implementation success of new practices that enhance student learning.

Participants are purposely selected for experiences related to organizational learning phe-
nomena, either as teachers or instructional leaders (Stark & Trinidad, 2007; Groenewald, 2004).
Identifying schools within the district where principals implement highly effective practices to
improve teacher and student capacity is used to select leaders. Such leaders build schoolwide ca-
pacity through professional learning to implement high-quality teaching and learning (Heck &
Hallinger, 2009; Mulford & Silins, 2003), provide psychologically safe space to their staff, and
take on a learner attitude themselves are desirable (Higgins et al., 2012). In addition, leaders who
encourage teachers to participate in decision-making, have high expectations from their staff and
plan for high-quality professional learning that meets the needs of their staff will be suitable
(Ylimaki, 2007). The principals of the two schools, Rank and Pitt Elementary, embody the crite-
ria of creating structures and practices that allow for student and teacher learning by using data to
monitor the success of different initiatives they are pursuing.

Research on school improvement emphasizes teachers' involvement in decision-making,
schools partnering with families and communities, and leaders providing academic support to
struggling students (Akiba & Liand, 2016; Felner et al., 2008; Flores et al., 2012; Louis & Mur-
phy, 2016). The school leaders of the study site value the district's key strategic priorities of fos-
tering academic excellence to close socioeconomic achievement gaps, building a culture of stu-
dent support through inclusiveness and collaboration, and partnering with families and communi-

ties to seek school support. The district's five-year strategic plan is committed to addressing the
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learning gap experienced by marginalized students by developing goals, priorities, and strategies
to achieve its vision of becoming a high-performing school district.

The second criteria identify leaders who employ an effective team that plans, implements,
and monitors practices to improve student learning. An effective leadership team uses distribu-
tive leadership and participative decision-making by engaging in intellectual stimulation and
self-reflection (Mulford & Silins, 2003). Kurland et al. (2010) state that when leaders and staff
collaboratively create their school's vision, they are motivated to engage in learning. School lead-
ers articulating a clear and comprehensible vision to their staff and engaging in community prac-
tices are highly desirable (Leithwood et al., 1998). The school leaders in the study employ shared
decision-making with their team and take steps to ensure that their team members have the op-
portunity to reach their own goals. The following section talks about the criteria used to select
teacher participants.

Teacher Selection. The principal recommended the teacher participants for each school.
Recommended teachers were known to take ownership of implementing new initiatives the prin-
cipal promotes. In qualitative research, Patton (2015) explains that selecting participants that pro-
vide rich information and insightful, in-depth understanding of their experiences related to or-
ganizational learning is powerful. Gentles et al. (2015) further clarify that purposive sampling
specifies that participants have knowledge of the practices implemented to improve the school
and are verbally eloquent in describing their experiences. Teachers in the study were selected as
they are articulative enough to give rich details of their experiences (Willig, 2007). The four
teacher participants come from different grade levels, teaching different content areas, and have

specialized roles such as STEM teacher, gifted teacher, or grade-level chair. They bring diverse
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perspectives to their narration as they engage in organizational learning. The following criteria
establish the selection of classroom teachers for collecting data.

e The teachers actively participate in the leadership team's professional learning initiatives

to improve student learning.

o The teachers work collaboratively with their peers to build their capacity.
The first criterion for teacher selection is participating in professional learning on effective in-
structional strategies. High-leverage instructional strategies such as explicit articulation of learn-
ing goals, students working in teams, and students building their skills in self-assessment are a
few strategies known to have a high effect size (Douglas et al., 2016). Another factor supporting
the first criterion for teacher selection is teacher self-efficacy. Teachers who believe they can ac-
complish a task are motivated to embrace new learning that benefits students (Thoonen et al.,
2011). Another influencer on positive student outcomes relates to students being challenged and
held to high expectations and students' perception of the teacher's ability to deliver quality in-
struction (Mulford & Silins, 2003). Therefore, the school leaders recommended teachers who
meet the above criteria concerning taking initiatives to improve student learning.
Felner et al. (2008) offer that when teachers collaborate in teams to implement effective instruc-
tion, they collectively improve student achievement. Collaborating and discussing instructional
issues and solutions that teachers encounter build strong relationships that positively influence
student achievement (Akiba & Liand, 2016). Teachers who work collaboratively to build collec-
tive efficacy invariantly improve student achievement (Goddard et al., 2015; Tschannen-Moran
& Barr, 2004). Principals were given a framework for assessing teacher collaboration to identify

teachers who meet the criteria of the framework. The framework presents evidence for strong
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and weak implementation of key principles related to time, content, leadership and support, and

structure related to teacher collaboration (National Center for Time & Learning, 2017).

Figure 1

Framework For Assessing Teacher Collaboration

Key Principles
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The framework aligns with the study’s intentions for collaboration to provide structure

and evidence of practice related to improving instructional practices. The framework for as-

sessing teacher collaboration is presented in Figure 1. The school principal in this study act as

gatekeepers, participants who have formal or informal authority to give access to a site (Neuman,
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2000). In contrast, the teachers in this study are the key insiders who are recommended by gate-
keepers and are cordial to researchers (Neuman, 2000).
Data Collection

The data was primarily collected as semi-structured interviews with the eight participants
to understand the phenomena of organizational learning. In addition, | looked at the school
website to note the school vision and mission along with the school improvement plans to gather
any additional data. The interview data provided rich, diverse perspectives based on the
participants' experiences. Interpretive phenomenology looks for clarity and details about
participants' lived experiences of a phenomenon (Stark & Trinidad, 2007). Under a
phenomenological study, researchers are reluctant to provide specific steps not to curtail
participants' tendency to express their thoughts about a situation (Hycner, 1999). Therefore, the
preferred format for the interview questions is semi-structured. The interview technique allows
the researcher to ask follow-up questions based on the interviewee's responses, thereby
maintaining the integrity of the phenomenology study (Hycner, 1999). However, as a novice
researcher conducting a phenomenological study, | had some guidelines to help me stay on
course with the interview questions. Therefore, | conducted semi-structured individual interviews
by following guidelines by predetermining some open-ended interview guestions that connect to
the research questions (Groenewald, 2004). Next, the details of the data sources used for data
collection follow.

First, a semi-structured in-depth phenomenological interview with the participants was
conducted. This interview was conducted once with each of the participants. The first two
interview questions asked about participants' background experience and the significant changes

they have experienced in the last two years. The following four questions asked about the
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processes of organizational learning. The questions briefly asked how the information related to
teaching and learning is acquired and distributed, and the next set of questions tried to
understand ways the staff made sense of the information that was distributed. Where was the
information stored, and when and how was the stored information retrieved and used to make
decisions? Saturation of data collection with interviewers was reached when participants did not
offer any new views on the topic (Groenewald, 2004). The latter part of the interview questions
was asked to gather participant experiences regarding mastery learning, learning from peers, and
if they felt hopeful and excited about implementing structures and practices that benefitted
student achievement. A phenomenological study captures a detailed description of the
organizational learning phenomena and the collective teacher efficacy experienced by the
participants in their school setting (Groenewald, 2004).

The interviews with each participant used Seidman's three-pronged approach (Picho,
2016). Data collection at the beginning of the interview asked about practices schools were
implementing to improve teaching and learning. These questions interweaved the processes of
organizational learning. The latter part of the interview focused on the three sources of collective
teacher efficacy, mastery learning, vicarious learning, and effective source (Picho, 2013). The
interviews were scheduled for 60 minutes resulting in about eight hours of interview recordings.
Most of the interviews were conducted over the phone, with few that used video conferencing to
gather data. All interviews were recorded on the phone using the voice memo app. All the
interviews were transcribed verbatim to a document and shared with the participants for their
review (trustworthiness). All participants accepted the transcript shared with them.

The interview questions ask participants to share their lived experiences on principal

practices that they believe help implement the subprocesses of organizational learning —
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information interpretation, information integration, and organizational memory. They are also
asked to share their experiences with collective efficacy practices to improve student outcomes.
The interview questions gave insight into the participants' experiences on how information was
interpreted, integrated, stored, and retrieved for decision-making. The interview questions were
open-ended to gather participants' lived experiences based on how they interpreted the questions.

The interview questions formed from the organizational learning mechanisms framework
relate to interpreting, integrating, and applying information related to the subprocesses of
organizational learning. The opening question will have an experiential focus (Willig, 2007).
Then, further open-ended questions may be asked so the participants can elaborate on their
thinking (Willig, 2007; Chan et al., 2013). Questions on participants' reactions to how they
analyze and apply relevant information in their work were central to the organizational learning
mechanisms framework. Their responses revealed positive and negative experiences analyzing
and applying the information for decision-making. Within the prepared interview guide, | asked
open-ended questions based on the participant's responses to the three subprocesses of
organizational learning that connect to the organizational learning mechanisms (Chan et al.,
2013). In addition, I asked probing questions outside of the predetermined ones when further
clarification or details became necessary (Stark & Trinidad, 2007). During the interview, | took
every opportunity to explore the pauses during the participants' responses to dig deeper into
those pauses. In addition, | asked for examples and details when participants shared information
that needed more clarification. The interview questions are located in Appendix B.

A reflexive journal was maintained throughout the research process to capture additional

details to validate information collected from interviews and documentation. Journaling "pro-
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motes an internal dialogue for analyzing and understanding important issues in the research pro-
ject" (Smith, 1999, p. 360). It also cultivates self-awareness of one's beliefs, feelings, and values
to support the hermeneutic analysis of data (Smith, 1999). Finally, it is essential to address the
ethical consideration that needs to be put in place to collect the participants' expressions and keep
personal biases aside. The following section discusses the data analysis method used to interpret
the data collected for this study.
Data Analysis

The study is of an interpretive phenomenological nature, and therefore, the data analysis
approach mirrored the attempts to make sense of the phenomena of organizational learning. The
interpretive phenomenological analysis (IPA) method was used to make sense of the participant's
experiences, preserving both the complexity and content shared (Wojnar & Swanson, 2007). IPA
as a research analysis method was appropriate for the interpretive phenomenology study as it
narrates detailed descriptions of human experiences and values individual differences in experi-
ences (Wojnar & Swanson, 2007). IPA was the most suitable approach as the participants re-
sponded with rich, detailed, first-person accounts of their experiences (Edward, 2018). This anal-
ysis method used flexible guidelines to match the research purpose. However, it started with a set
of common principles and was more than a thematic analysis to form a multi-directional, fluid,
and iterative analysis. The IPA research analysis method generated main (superordinate) themes
from sub-themes (sub-ordinate themes) (Rizwan, 2015).

My study aimed to understand the phenomena of organizational learning by examining
the experiences of teachers and leaders in implementing organizational learning and its influence
on collective teacher efficacy. Therefore, IPA proved to be more appropriate than the descriptive

phenomenology approach. Furthermore, it helped with understanding how teachers make sense
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of the information that is shared to improve organizational learning in a school. What follows is
a brief description of the data analysis stages for an interpretive phenomenology where the tran-
scripts for each interview were analyzed individually to collect individual and shared human ex-
periences (Wojnar & Swanson, 2007).
Stages of IPA Analysis

The IPA analysis consisted of stages of analysis that resulted in two major themes and seven
subthemes aligned with the two major themes (Edward, 2018). First, I listened to each interview
recording to transcribe them carefully to capture every word and phrase that was clear and audi-
ble. The stages below explain the process used for data analysis using the IPA, once the inter-
views were transcribed (Edward, 2018). I used NVivo software to assist with the data analysis
process. All eight transcripts were gathered under the folder named "Files.” Then, each file was
read individually to analyze ideas to capture the participants' lived experiences. The next steps
follow the IPA process to analyze and synthesize ideas to form main themes and sub-themes
(Edward, 2018).

1. Reading and note-taking: Each transcript is read carefully and annotated to capture the
tone and expression used by the participant and my thoughts and reflections about the
participants' descriptions to preserve the distinct characteristics each participant articu-
lated.

2. Developing emergent themes: During the second read, each significant idea was coded as
a concise phrase to indicate a code. The codes reflect the essence of what was unearthed
from the transcript. Each of the transcripts was read a second time to develop codes in the

form of a concise phrase.
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3. Developing sub-themes for each interview: Within each transcript, the codes were col-
lected informally to form sub-themes that describe a topic or concept. Emphasis was
given to approaching each transcript by capturing the unique perspective to ensure its in-
dividuality (Edward, 2018).

4. Developing sub-themes from all codes: Initially, 206 codes emerged from all eight inter-
view transcripts that were analyzed by reading and re-reading. Then, the process of com-
bining codes related to a common topic began. These formed the first-level organization
of themes. Appendix C shows the codes that were gathered and connected to form sub-
themes. Concepts formed as themes cluster together and hold "hierarchical relationships
with one another" (Edward, 2018, p.78). There were sixteen sub-themes formed during
the process. For example, shifting culture was a sub-theme formed by collecting themes
such as transforming culture to student-centered, leaders asking for explanations about
the practice to foster a learning environment, and collegial environment to promote staff
to be vulnerable and seek support from the experts.

5. Developing main themes: Several sub-themes were collected to form the main themes.
For instance, sub-themes focused on collaboration between teachers, forging a collabora-
tive partnership between district personnel and parents, and collaboration between new
and experienced teachers led to creating the main theme, connecting collaboration, and
learning through instructional coaching.

6. Table of themes and sub-themes: A visual display of sub-themes and main themes was

developed. When sub-themes and main themes are supported by data extract or quotes
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from the participants, it provides an authentic voice by telling individuals' lived experi-
ences. | went back to the sub-themes and main themes to review and modify themes by
consulting the original transcript (Edward, 2018).
7. Writing up the research: In this final stage, in chapter 4, the table of themes is described
as findings and explained using illustrations in narrative writing (Edward, 2018). Again,
the researcher's interpretation may seek into the narrative description.
A final statement on the description of the phenomena of organizational learning was formed by
collecting the sub-themes and themes revealed by following the different stages of the IPA.
Expectations

The research questions asked participants to share their lived experiences on leadership
practices that they believe helped implement the subprocesses of organizational learning — in-
formation interpretation, information integration, and the application of new information. They
were also asked to share their experiences with collective efficacy practices to improve teaching
and learning. Data was primarily collected from the semi-structured interviews with eight partici-
pants to answer the research questions. A reflexive journal noted my impressions and feelings
during scheduling, conducting, and reflecting on the interviews. The reflexive journal captured
the details of participants' non-verbal communication using tone, attitude, and feelings. Also
noted were the pauses, confidence level, and time crunch they felt when interviews were con-
ducted during short planning time or between two meetings. Following ethical considerations
were implemented to ensure that participants' responses reflected their own thinking as far as
possible without bringing my biases into the data.

Reflexive Practices
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Daily reflection in the form of field notes or memos was used to capture what my senses
observed and my reflective thoughts on the interview to serve "as a faithful witness"” (Stark &
Trinidad, 2007, p.1376). Awareness of personal perspectives, beliefs, and preconceived notions
did benefit the data collection process. My notes listed my judgmental thoughts when | heard the
passion in the participants' voices. | also included the non-verbal signs, body language, and de-
scriptions of surroundings during data collection (Roberts, 2010). It was not easy at first to set
aside assumptions and to listen with an open mind to participants' experiences during the inter-
view (called bracketing) (Groenewald, 2004). However, when the conversations started, | could
listen and ask probing questions when the interviewee paused or mentioned COVID-19 in their
response. Asking for details and examples helped capture participants' thinking regarding their
experiences related to the information they were processing. During the analysis process, | con-
sulted with peers and mentors to reflect on how my thinking about data has evolved (Stark &
Trinidad, 2007). | consulted with a student who had graduated a year earlier, sharing my
thoughts about the data collection process. In addition, I could discuss the data collection process
with two other peers in the same phase as me in their dissertation. Talking about participants' re-
sponses and my thinking helped me bring my biases to the forefront.

Informed Consent

The participants were informed of potential risks, benefits, and rights using informed
consent during the research. The form explained the meaning of the terms used in the study, the
data collection process, and how the data will be used to answer the research questions (Groe-
newald, 2004). Before the interview, | asked the participants' permission to record the interview.
The participants were assured that all data was stored securely with password protection in an

online storage solution, in an external drive, and on my laptop's hard disk. They knew who will
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have access to the data, and that the data will be deleted after three years from the study's com-
pletion date. Additionally, the participants were informed that they could withdraw from this
study at any time without giving any reason.

Dependability and Validity

The dependability of a research process improves when readers can examine the research
process to see if it is logical, traceable, and documented (Lincoln & Guba, 1985). | have ex-
plained in detail the procedures I used to collect and analyze the data. The information in appen-
dices C, D, and E show the process of coding used to form sub-themes and main themes. During
the interview, | asked for examples and details to understand the participants better without lead-
ing them on. | also asked open-ended questions to get the conversation started and into the depth
of the ideas being shared. Sometimes, | asked clarifying questions to elicit more details (depend-
ability).

Although the interpretive study allows for the perspectives to be part of the phenomena,
the interview process requires participants to reflect on their experiences. | was aware of my own
thinking as participants shared their experiences because of the years | have spent learning about
pedagogy and andragogy, including the knowledge I collected during the literature review. Using
a reflexive journal, as mentioned earlier, helped me write down my thoughts, feelings, and per-
ceptions, so | could re-examine my thinking when issues emerged (Chan et al., 2013). Chan et al.
(2013) maintain that reflexivity will help with bracketing, intentional action of setting aside what
we already know about the phenomena. | bracketed my thinking to demonstrate validity before
data collection and analysis.

Credibility and Trustworthiness
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| established credibility in several ways. First, research transparency was achieved by
confirming the accuracy of interview transcripts with the participants. After conducting an inter-
view, | transcribed it and sent it to the participants for their review. Additionally, | engaged in
member-checking with the participants on the findings and interpretations of data (Lincoln &
Guba, 1985). Third, | asked the participants to check for accuracy in interpreting and summariz-
ing interview ideas. Continuing the idea of consulting with peers and mentors, | requested them
to check the logic of my arguments and the connections | draw between the data and the emerg-
ing themes. The act of co-creation on the interpretation to build shared understandings leads to
credibility and trustworthiness (Lincoln & Guba, 1985). Fourth, | described the data interpreta-
tion collected from multiple sources (Lincoln & Guba, 1985). Finally, | checked how language,
words, and phrases were used to make sincere, convincing, and trustworthy explanations (Starks
& Trinidad, 2007). Reflexive journaling will highlight the presumptions and biases that | will
bring to the study and, at the same time, gain trust by being open about my biases.
Confirmability and Transferability

Ensuring that the information is credible and dependable will improve the confirmability
of the data to a certain extent (Lincoln & Guba, 1985). Lincoln and Guba (1985) assert that
providing a rationale for the theoretical framework, the type of methodology, or the data-analysis
method will improve confirmability (Lincoln & Guba, 1985). | provided a clear, detailed expla-
nation of how the framework of organizational learning mechanisms was selected to support the
exploration of the research questions and how the organizational learning mechanisms connect to
the data analysis method, interpretive phenomenological analysis (IPA). The transferability of a

study refers to the extent to which research can be generalized. Alternatively, its procedures
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transferred to other similar contexts (Lincoln & Guba, 1985). A thick description and bracketing
will lay out all the research details in qualitative research, including assumptions, decisions, bi-
ases, preconceived notions, and desire for specific research outcomes. All the necessary details
for other researchers to dissect and analyze are available.
Conclusion

The qualitative research method applied to investigate the research questions use the con-
ceptual framework of organizational learning mechanisms to explore the perceptions of princi-
pals and teachers about the practices that enhance organizational learning and influence collec-
tive teacher efficacy. Data collected by semi-structured interviews were analyzed carefully to
find sub-themes and main themes highlighting the practices promoting organizational learning.
Throughout the process, attention was paid to collecting participants' lived experiences on inter-
preting, integrating, storing, and retrieving information to make sound decisions that benefitted
teaching and learning. During the research design phase, several ethical considerations were put

in place to be aware of my biases and to highlight participants' thinking as far as possible.
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4 RESULTS

Introduction

The study aimed to investigate leadership practices that influence the implementation of
organizational learning within a public school system. The focus on organizational learning came
about due to overwhelming evidence that students from economically disadvantaged homes
achieve lower academic proficiency and are considerably behind their peers who are not eco-
nomically disadvantaged (GOSA, 2022; NAEP, 2019; TIMSS, 2019). Following the COVID-19
Pandemic, the achievement gap between the economically disadvantaged and the not-economi-
cally disadvantaged students has widened. For example, the math proficiency rate for economi-
cally disadvantaged elementary students dropped to 13% in 2021-22 from 27% in 2018-19
(GOSA, 2022). This drop is far less for students not identified as economically disadvantaged.
Their proficiency level dropped to 71% from 81% for the same period (GOSA, 2022). A similar
trend is noticed for high school Algebra | proficiency rate. The proficiency rate for students iden-
tified as economically disadvantaged dropped to 7% in 2021-22 from 14% in 2018-19. (GOSA,
2022). The study was guided by the two research questions to understand the perspectives of
principals and teachers as they engage in organizational learning:

RQ1. What perceptions do principals and teachers have of principal practices that en-

hance organizational learning?

RQ2. What role does collective teacher efficacy play in influencing organizational learn-

ing?

To improve schools' academic performance, researchers Higgins et al. (2012) and Thoo-
nen et al. (2012) identified several leadership practices necessary for improving different systems

within struggling schools. Schools should consider leadership practices such as creating a school
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vision with the staff, involving teachers in instructional decision-making, and leaders being open
to learning to lead school improvement efforts (Higgins et al., 2012 & Thoonen et al., 2012). The
following sections in this chapter will present the findings from the analyses of eight interviews
conducted in two elementary schools. First, the findings are represented as themes and sub-
themes, as depicted in Figure 2. Then, each theme and sub-themes are described in detail from
the perspectives of principals and teachers. These details highlight the structures and practice the
participants found to promote organizational learning. The chapter ends with a summary of the
findings and some additional ideas that emerged about the impact of COVID-19 on students and
families.
Findings

Two major themes emerged from the data analysis of the eight interviews. | interviewed
two principals, two instructional coaches, and four teachers. The results from these interviews
emerged in the form of two major themes. The first major theme is that coaching promotes a cul-
ture of collaboration and learning. Principals provide structures and resources for fostering col-
laborative culture by engaging teachers in student-centered learning. The collaboration also ex-
tends to district personnel who clarify and support teachers and instructional coaches. In addi-
tion, the school invites parents to participate in their child's learning journey. The second major
theme is that principals' participative decision-making encourages staff to contribute and solve
problems. Participative decision-making ensures that staff has access to relevant information on
instructional strategies and student data. Leaders and teachers jointly make decisions regarding
issues using data and information accessible to all. In addition to the two major themes, the par-

ticipants shared information related to the impact COVID-19 had on their daily work schedule.
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Figure 2 lists the two major themes and sub-themes that emerged and synthesized to form the
two main themes.
Figure 2

Findings Shown as Themes and Sub-Themes

Theme 1: Coaching promotes a Theme 2: Participative decision-

making encourage staff to contribute

culture of collaboration and learning
and solve problems

Coaching shifts teacher focus on Staff uses information from a
student-centered learning centralized location to make decisions
PLCs engage teachers in collective Student data is used to make
ownership instructional decisions
District personnel and parents are Leadership collect staff input to
partners in learning improve student learning

Collaboration between new and
experienced teachers

Theme 1: Coaching Promotes A Culture of Collaboration and Learning

In this theme, principals at both schools intentionally used coaching to create collabora-
tive structures and implemented practices so all stakeholders could grow as learners. This section
describes the first major theme and the supporting sub-themes related to instructional coaching.
It explains how a collaborative culture engages all stakeholders to adorn a learner's attitude.
When the participants' data were analyzed, it became clear that the schools needed collaboration

and learning structures for all stakeholders. Collaboration and learning became important as
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schools transformed to student-centered learning, where 21st-century skills such as critical think-
ing, problem-solving, and working collaboratively with peers became immanent as students
bridged learning gaps to be ready for grade-level instruction.

Dr. Phil, principal at Rank Elementary, and Ms. Grady, principal at Pitt Elementary, de-
scribed their focus on student-centered learning and developing 21st-century skills. Dr. Phil em-
phasized that students choose what and how they want to learn. At the same time, teachers pro-
vide engaging instruction to their students. For example, she says students "want to talk to each
other, so collaboration, communication, problem-solving, and critical thinking skills are neces-
sary. You cannot get that by listening to lectures.” Ms. Grady elaborates that in her school, the
students are required to abide by the International Baccalaureate (IB) learner profile attributes
that support the development of 21st-century skills related to thinking & research skills, social &
communication skills, and self-management skills. These skills ensure that students develop
problem-solving and reflection skills, participate in class, and collaborate with others while set-
ting learning goals and learning time and task management.

Sub-theme 1: Coaching Shifts Teacher Focus on Student-Centered Learning. The principals
established student-centered learning culture by utilizing the coaching model to build teachers'
instructional capacity. Each school has two instructional coaches, each with specialized skills in
coaching either English language arts or mathematics to support teachers in implementing effec-
tive instructional strategies. The instructional coaches are instrumental in transferring principals'
instructional vision by communicating and supporting teachers through professional learning
communities to improve student learning. The principals agreed that implementing change to en-

hance student learning takes time. Moreover, the work to transform schools with students from
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economically disadvantaged homes requires a concentrated and collaborative effort. They en-
courage a collegial environment in their schools so teachers feel safe being vulnerable when ask-
ing for support from coaches and are comfortable seeking peer support. They have transformed
into student-centered learning by creating a mindset among teachers who now believe collaborat-
ing and learning together is essential in achieving their instructional goals. Dr. Phil, the principal
at Rank Elementary herself, is not afraid to admit when she does not understand something. She
explains:

We believe that together we are stronger, so no one is an island in themselves, including me. |
am a lead learner, but I do not know everything. | always model that by asking teachers, when
they share practice, to explain it to me because | do not understand. | foster a collegial environ-
ment by saying, let us do this together.

Ms. Grady, Pitt Elementary's principal, notices that teachers are more comfortable now
asking for support. She states that teachers are now taking the initiative in seeking support and
are vulnerable, promoting a learning culture. A culture where all are learning and need one an-
other to improve the craft of teaching continuously. Ms. Park, the instructional coach at Rank,
describes coaching as requiring persuasion and negotiation skills. She works to shift teacher
practices, especially when some grade-level teams are more willing and happier about working
together than others. She is ready to meet the teachers in the middle, giving in to their ideas when
appropriate and, at the same time, stating the non-negotiables clearly. As a first-year coach, she
IS beginning to realize that coaching involves shifting mindsets. In the beginning, she heard
teachers say, "the kids cannot,” Now, as they work together through a coaching cycle, teachers
can "get to that place where they know they can, and everything will be all right if we just keep
pushing forward."

Ms. Gray, the instructional coach from Pitt Elementary, describes her coaching cycle as

more about teachers building their instructional capacity on lesson internalization. During the
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PLCs, she asks coaching questions to lead teachers through lesson internalization, thinking
through their lessons, and planning for students' misconceptions and learning gaps. She finds les-
son internalization a perfect setting for coaching and building teachers' content knowledge.
When having feedback conversations, Ms. Gray and teachers collaboratively look at the student
data to plan instructional next steps. While planning instructional next steps, the coach uses the
classroom observation data to determine the focus for teachers' growth as they move along their
coaching cycle. Ms. Wicks, the teacher who collaborates with Ms. Gray, confirms that her team
will seek out Ms. Gray when they need clarification and support implementing the planned les-
son. She validates that her coach, Ms. Gray, chunks information that helps them understand con-
cepts better, where they can plan lessons considering student misconceptions or learning gaps
students show in their assessment data.

The sub-theme, coaching shifts teacher focus on student-centered learning, requires that
principals clearly explain their vision around student-centered learning. The clarity of vision is
expressed by setting expectations for PLC interactions as coaches and teachers collaborate and
learn to improve their craft to ensure high-quality core instruction. Both Rank and Pitt Elemen-
tary schools value their coaches as coaches work with teachers to shift their perspectives to focus
on students' strengths to lead students to grow and learn together to develop grade-level compe-
tencies.

Sub-theme 2: Professional Learning Communities Engage Teachers in Collective Owner-
ship. Post-pandemic, when schools returned to face-to-face instruction, they scheduled a weekly
90-minute PLC time where teachers engage in lesson internalization and use student data to plan
instruction. As teachers collaborated in PLCs, they started valuing the time to learn from each

other as they analyzed student data to make decisions. At Pitt Elementary, Principal Grady sees
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teachers discussing standards and learning targets. They determine where students are with re-
spect to learning targets and seek input from their peers to move students along their learning
progression. The instructional coach, Ms. Park from Rank Elementary, expects her teachers to
come prepared for PLCs with their lessons so they can share with their peers. She is noticing
teacher teams that work collaboratively engage in meaningful discussion around what instruc-
tional moves will benefit their students. Their conversations about students lead teachers to take
collective ownership of all the students within their K-2 grade band. The idea of collective own-
ership is used to frame engagement (in this case, student learning) as everyone’s responsibility
by shifting to believing and using the language, “yes, we can,” and “all our students” (Sanchez,
Sell, & Theriault, 2019). Teachers became engaged in equitable practice by taking collective
ownership of student learning. Teachers collaborated as they learned together to improve their
efficacy and analyzed information together to make sense. For example, in lower elementary,
teachers flexibly group students to attend reading groups led by various K-2 teachers to learn the
skills the students need the most. The existing literature mentioned teacher collaboration plan-
ning instructional next steps based on student assessment data. However, teacher teams take col-
lective ownership of all students by reorganizing themselves to address students' learning needs
came up as one of the findings in this study.

PLCs at Pitt Elementary are a space where teachers learn from each other as they support
each other model instructional strategies that successfully address student learning gaps. Another
space when teachers take collective ownership is during planning days. An entire day is dedi-
cated to teachers collaborating and planning a series of lessons responding to what their students
show in formative assessments. The content teachers collectively look at the benchmark data and

discuss ways to group students and the appropriate strategies to put in place to improve student
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achievement. The PLC structures become a powerful learning opportunity for all teachers, nov-
ice and experienced. They get to collaborate about their craft of teaching, ask for support and feel
safe making mistakes while collectively taking ownership of all students as they discuss the next
steps to move them forward. The continuous improvement cycle teachers engage in begins to
transfer to their students as they collaborate and work cohesively. Ms. Glass talks about how her
students now collaborate and support each other as they work through their mistakes.

The sub-theme, PLCs engage teachers in collective ownership and promote a culture of
collaboration and learning. Teachers in PLCs have dedicated planning time to build more robust
practices by supporting each other to address their various needs to improve student learning.
The instructional coaches use the dedicated planning time to address specific needs generated by
classroom walks to grow teachers' capacity to build more robust teaching practices.

Sub-theme 3: District Personnel and Parents are Partners in Learning. There is more sup-
port from the district and parents as schools implement various initiatives to improve student
achievement. This shift comes as principals and coaches reach out to district content experts for
support once they have exhausted all their internal resources. The content specialists from the
district office visit schools, observe teachers in classrooms and then have study groups with
teachers to directly give them information to improve instruction and to answer any questions
teachers may have as they implement district-endorsed programs. The instructional coach, Ms.
Park, gives details on the extent of support they receive from the district. She elaborates that Ms.
Lopez comes to support writing initiatives, Dr. Spark uses PLCs time to support ELA, reading,
and writing, and Ms. Waters supports lower elementary teachers in phonemic awareness.

Dr. Phil explains that bringing district initiatives to her staff can be challenging. She in-

tentionally embeds district initiatives into what they are already doing. Her school leadership
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team has collectively decided to focus on student data, instructional expertise, and collaborative
culture as the three big rocks they want to focus on this year. If a district or school initiative
aligns with one of the big rocks, then they embrace it. She clarified that when the district rolled
out a new intervention plan in response to COVID-19, her message to staff was that we were
tweaking our current intervention program using a different platform. The district and the school
leadership team would help us navigate the new platform. Another way district support trickles
to schools are when the school-based instructional coaches have monthly meetings with the dis-
trict content support team. During these meetings, the instructional coaches get trained on coach-
ing conversations and ways to support teachers in achieving instructional rigor in classrooms.
The schools have a high percentage of students from low socioeconomic status and gen-
erally do not have anyone at home to help with academics and come to school with instructional
gaps. In Rank Elementary, 70% of the students are in the beginning proficiency level. Dr. Phil
uses the low proficiency data to convince her staff about the need for intervention blocks to
bridge students' learning gaps collectively. Ms. Wicks ascertains that not all parts of the interven-
tion program are easy to implement. The online platform guides students to work at their pace on
their level based on the diagnostic score. The small group intervention is challenging when
teachers need to use district promoted materials in a specific way to get the intended outcome.
An important partner in students' learning journey is the parents. Schools welcome and
encourage parents to take part in school activities to make learning better for students. When Ms.
Grady holds a math workshop for parents, it is not just about building parents' capacity to teach
math. She wants her staff to forge connections with the parents. That way, when the parents see

academic work come home, they will ensure that their child attempts to complete that work. On
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the other hand, Dr. Phil invites parents to a parent center where they can create instructional re-
sources to take home to learn with their child. She says, "We can never do it alone. It is engaging
and empowering parents and helping them to understand that they, too, have a significant role.”
The partnership with parents is collaborative. This partnership positively influences her students'
desire to be in school. Parents love the fact that their children want to be at school, want to learn,
and want to do well. Schools lean on the district to help them implement practices related to in-
struction and appropriate use of data to improve student learning. They also encourage parents to
be part of the learning and seek their support so the children can develop a love for learning.
Sub-theme 4: Collaboration Between New and Experienced Teachers. New and experienced
teachers collaborate as they share knowledge and resources and learn by visiting classrooms and
giving peer feedback. It is a two-way sharing between new teachers and experienced teachers.
Experienced teachers remember being new teachers and understand that the situation is challeng-
ing for new teachers post-pandemic. So, they support new teachers by being readily available to
answer questions, share resources, and invite novice teachers into their classrooms to see them in
action. There are a lot of newer teachers, post-pandemic, in schools. New teachers have a group
that meets regularly to check in on how they are doing. In addition, new teachers have opportuni-
ties to share effective practices they learned in their teacher training program.

Staff members at Rank Elementary have embraced a learner's attitude, including the ad-
ministrative leaders and instructional coaches. Ms. Park and Ms. Finn support new teachers as
they share research-based practices learned in their teacher preparation program. In addition,
principals encourage their new teachers to observe teachers identified as experts in certain areas.
For example, teachers watch Ms. Finn do number talks, or Mr. John uses Jamboard to engage his

students at the end of the day when student engagement is very low. At Pitt Elementary, coaches
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create a schedule so teachers can visit classrooms that show strengths in specific practices. Ms.
Grady explains that teachers can travel to other classrooms depending on which effective teach-
ing strategy they want to observe. Coaches create a schedule of different strategies that they have
noticed worth highlighting.

Principal Grady elaborates that these strategies include "strong lesson opening, asking
good questions, giving wait-time to students, modeling of concept, engaging students in inde-
pendent practice, facilitating personalized learning, providing feedback to students during learn-
ing time." During the classroom visits, visiting teachers are invited to give feedback and sugges-
tions. The power of peer observations becomes evident when teachers bring the practices from
observing peers to the PLCs as they engage in "teach back™ and continue refining their teaching
skills. Peer learning and peer feedback are high-leverage practices that foster a true professional
learning community. The next few paragraphs will elaborate on the second major theme, partici-
pative decision-making encourages staff to engage in problem-solving, along with three sub-
themes that support the second theme.

Theme 2: Participative Decision Making Encourage Staff to Solve Problems

Principals share information related to instructional practices and use student data with
the staff weekly. The leadership team shares information with the staff in various ways and seeks
staff expertise in making decisions to solve issues that impact student learning. Leaders involve
their staff in decision-making and problem-solving by sharing information to encourage creative
ideas to reach organizational objectives (Panicker & Sharma, 2020). In participative or shared
decision-making, principals and teachers make joint decisions knowing that shared decision-

making offers several potential benefits. Somech (2005) says that apart from increasing teachers'
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motivation, participative decision-making improves the quality of decisions and positively con-
tributes to teachers' satisfaction with their professional responsibilities.

Three sub-themes support the central theme of principals engaging in participative deci-
sion-making with their staff to solve a problem affecting student learning. Sub-theme one in-
forms that staff has access to all relevant information on effective instructional practices and re-
sources available to make decisions. Sub-theme two refers to teachers collaboratively using stu-
dent data to identify specific skills to bridge learning gaps in small-group targeted instruction.
Finally, sub-theme three signifies ways principals have created structures for teachers to provide
feedback so they can use teacher input to improve student learning.

Sub-theme 1: Staff Uses Information From Centralized Location to Make Deci-
sions. Leadership ensures staff has access to relevant information on instructional practices and
resources through cloud-based storage to enable staff to make sense of the shared information
independently. The cloud-based shared storage platform is where all teachers have access to the
folders using their professional work emails. The information shared during staff meetings and
other student-related information is secured in a safe storage system. Additionally, information
related to curriculum, instruction, and assessments is stored so teachers can access pertinent in-
formation from a single source. To understand the information shared through a centralized loca-
tion, teachers often ask the coaches and leaders clarifying questions to make sense of that infor-
mation. All staff members access information related to instruction and student data such as les-
son plans, PLC protocol, curriculum, student assessment data, and attendance through Google
Drive. The leadership team provides easy access to Google Drive in their email signature line. In
addition, critical information from the community, district, or school is shared during the staff

meetings. Information is also shared through a newsletter or GroupMe. If Ms. Grady needs to
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send out time-sensitive messages, she prefers quick text so "everybody has it before they come to
school.”

Receiving information in time is necessary. However, teachers need time to discuss, re-
flect, and make sense of the received information. Ms. Ray, the elementary teacher at Rank, ap-
preciates the planning time she has with her colleagues. She values discussing information with
her grade-level team so they are "on the same page,” If they cannot comprehend it fully, they go
to the coaches or the principal for clarification. Ms. Park, the coach, explains that based on the
feedback from teachers, the school has added a weekly schedule of upcoming events in the news-
letter. This allows teachers to have all information in one place, elevating anxiety and frustration.
Principals capitalize on teachers' access to information and encourage them to make decisions
jointly. Ms. Wicks at Pitt Elementary prioritize information, so she is an effective teacher for her
students. Ms. Grady, the principal, encourages teachers to be involved in making decisions. She
trusts their classroom expertise and expects her instructional coaches to support teachers with
high-leverage instruction.

At Pitt Elementary, one of the barriers to student learning has been the low attendance
during and after the COVID-19 Pandemic. Ms. Grady reached out to her staff to get involved in
solving the student attendance issue. The teachers have brainstormed and devised novel initia-
tives to address the problem of low student attendance. They have used "attendance buddies for
each classroom, adults monitoring classroom attendance and providing incentives every day,
sending shoutouts to parents of students who are in attendance, and celebratory activities on Fri-
days for students who are in attendance for the week." As a result, student attendance at Pitt has
improved a lot. Last year, the attendance rate increased to 88%, and this year, the student attend-

ance rate has risen to 94%. The shared decision-making model implemented at Pitt Elementary



64

to increase student attendance by involving staff in problem-solving has benefitted the student
learning outcome. In addition, schools have used cloud-based storage so staff can access infor-
mation such as student data, professional learning resources, and other information that might

help them make decisions.

Sub-theme 2: Teachers Use Data to Make Instructional Decisions to Reduce Student
Learning Gaps. At Rank Elementary, students are encouraged to set goals based on their assess-
ment data. They use assessment data to plan how they will achieve their goals. They develop
their goals and plan to achieve them, stimulating academic ownership. Students begin owning
their data and taking charge of their learning. They can articulate the steps they will take to meet
their learning goals. Teachers use assessment data to identify each student's specific skills to
form small groups. The students in small groups get targeted instruction to help close learning
gaps. Thus, the schools use student data to make instructional decisions to improve students
achieve their learning goals. Seeing students improve their academic skills in benchmark assess-
ments empowers teachers to continue to invest in targeted small-group instruction.

Along with the benchmarks, schools use daily checkpoint assessments to gather data on
students' progress in skills. Which skills are getting more robust? And which skills need atten-
tion? The skills that need attention are addressed during the intervention block. Once teachers
internalize lessons and implement them, considering the learning gaps, they look at the student
data with their instructional coach. Then, they collectively decide the steps to address the learn-
ing gaps. Ms. Ray commented that PLC structures provide a fertile ground for data analysis. She
meets with the instructional coaches to discuss student data so they can collaboratively decide
the next steps. The next steps vary from reteaching content differently to challenging students to

master the skills. Dr. Phil uses data and empathy to create urgency. Using data to paint and tell
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stories so teachers feel non-threatening and, thus, the staff gets opportunities to understand the
need to change behavior and actions. She continues, "l use a language that more or less supports
teacher efficacy, and | empower them to understand their role in changing the trajectory of the
students based on their daily activities."

Schools have a 90-minute ELA block where the lower elementary students learn reading
from the Fundations program. Another program supports students in building their skills in com-
prehension and writing. In addition, a separate intervention program is used to address learning
gaps. Schools have extended the day by 30 minutes to accommodate the intervention programs.
During the intervention time, students work independently work on their assigned program, and
then, for the other half of the time, they work in a small group with the teacher where they are
doing grade-level work. The district initiative on intervention is rolled out to schools to provide
differentiated and targeted support for students. The differentiated and targeted support bridge
the gap for students to reach grade-level proficiency. A coordinated roll-out in classrooms en-
sures that interventions are implemented using the same learning targets while allowing teachers
to use different ways to achieve the learning targets.

To keep initiatives clear and purposeful, the principal shares the information with the
teacher leadership team, transmitting the new information to the rest of the teachers. The flow of
information through the teacher leadership team ensures that “they are able to decode the infor-
mation in such a way that most teachers are able to digest new information." Teachers under-
stand that students have deficiencies, and intervention strategies help students grow throughout
the year with targeted instruction. However, teachers claim that learning to use the intervention
materials in a certain way poses a challenge. To mitigate the challenge, teachers attend profes-

sional learning on the intervention component offered by district personnel to ensure that they
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implement the intervention strategies best. In summation, teachers during the PLCs use student
data to set learning goals and identify specific skills students need to reach their learning goals.
The structure of additional learning time is made available through the intervention block and a
90-minute core instruction block where students learn in small groups to bridge the learning gaps
shown on their assessment data.

Sub-theme 3: Staff Gives Feedback and Input to Improve Student Learning. Leader-
ship collects feedback from staff to identify their needs and include them in making decisions to
improve student learning. Schools collect feedback from teachers in several ways. Sometimes,
team leaders will share teachers' responses to information received from the administration.
Other times teacher needs are gathered through classroom visits. For example, during classroom
visits, it may become evident that teachers need more time to build content pedagogical
knowledge. Furthermore, the leadership team may create professional learning to meet staff
needs. At the same time, the coaches support teachers during instructional time. Finally, teachers
can self-report and self-assess their needs to the leadership team.

The leadership team uses data to inform every decision they make. A concerted effort is
made to align data decisions with the school's mission and vision. The team uses data to priori-
tize their effort in areas that will most improve student learning. The four data questions that
guide Dr. Phil during the data talks are: What do we want students to learn and be able to do?
How do we know when they know it? What do we do when they already know it? And how do
we teach when they don't? When data is used to make changes and improvements, there is more
trust between leaders and teachers. Ms. Grady's participative decision-making encourages teach-

ers to take the initiatives to improve their teaching. She trusts her teachers and coaches to do
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their jobs effectively. She says, "I have such an awesome teaching staff. They are always think-
ing of ways to get better. It just goes back to creating an environment where people feel comfort-
able.” When she gives her teachers tasks, they collaborate in their teams to figure out the best
way to implement the task and ask questions about how to do it better. She leans on her instruc-
tional team to support teachers with the task. She maintains that "coaches are the face of instruc-
tion, and | trust them explicitly with instruction.”

The work of a principal is hard and necessitates other adults to take ownership and re-
sponsibility. The attempt is to create an environment where the responsibilities are distributed
and do not just lay on their shoulders. Others take ownership and maintain high standards, high
quality, and high fidelity. When principals seek feedback from the staff to accommodate their
needs, it is an act of caring. The extended day schedule disrupted many staff members who have
young children. Dr. Phil agreed to a flexible teaching schedule to accommodate the staff's needs.
Teachers could choose between two arrival times based on their personal needs and still fulfill
the extended day commitment by leaving at different times. This flexible schedule worked in fa-
vor of all, as people who had to come later could remain and still support the expectation of an
extended day.

Impact of COVID-19

An unintended but important outcome from data analysis surfaced related to COVID-19.
Although it was not directly related to the research questions, the participants mentioned it
consistently. Therefore, it has been included in this section to honor their voices. The participants
shared that Covid was detrimental for many families as they experienced financial hardship.
Although the school provided technology support during Covid for students to participate in

learning, many students needed to log into their devices to practice their skills. Teachers and
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leaders say that the Pandemic has widened the learning gaps between economically
disadvantaged students and those who are not. The widening learning gap is notable in the
Georgia Milestones result during the post-pandemic academic year of 2021-22. In addition, the
disruptive social behavior shown by students has led to teachers taking steps to address and build
students' social-emotional learning capacities.

Summary of Findings

The qualitative analysis of the interviews of principals, instructional coaches, and teach-
ers presented their perspectives that were gathered into sub-themes. The sub-themes are synthe-
sized based on the commonality and connections they forged to form two main themes. The first
theme relates to the importance of coaching in promoting a school culture that values collabora-
tion and learning for all. The practice of coaching shifted teachers to inspect their practices from
the viewpoint of student-centered learning. Teachers build their capacity to deliver student-cen-
tered learning through a PLC structure that encourages them to develop collective ownership of
all students. To successfully build collective ownership for all students, schools invited district
content experts and parents to be partners in learning. Finally, setting structures and practices to
encourage collaboration between new and experienced teachers ensured that all became active
participants in building a culture of collaboration and learning.

The second theme presented that the leaders engage in participative decision-making by
having the staff participate in a joint decision-making process to solve problems concerned with
student learning. To ensure information is available to all concerned, schools designate a central-
ized location for staff to access all information shared during meetings and through emails. The

centralized location also houses student data so teachers can analyze the data to make instruc-
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tional decisions as a team. To make the shared decision-making robust, the leadership team peri-
odically invites staff to provide feedback and input to improve processes that influence student
learning.

One of the research questions of this study asked what perceptions principals and teach-
ers have of principal practices that enhance organizational learning. The findings highlight the
perceptions that the teachers and principals found to improve teacher skills to address the chal-
lenges related to student learning. The second research question examined organizational learn-
ing by examining the influence of collective teacher efficacy. The PLC structure affords teachers
to collaborate and learn to plan and share their instructional strategies. The collaboration further
extends to peer collaboration as teachers continue to learn through a hands-on approach by visit-
ing classrooms. Building a culture of learning is a continuous improvement effort of examining
parts that are working and a willingness to change and reform parts that are not. Dr. Phil, the
principal at Rank Elementary, explains how she encourages and supports teachers in peer collab-
oration.

We do have peer collaboration where teachers can go to other classrooms to see different
things. Coaches have created a table that identifies a teacher who does a good opening, has ex-
cellent questioning techniques, or gives wait time to their students. You want to see someone
who does a great job modeling a strategy and monitoring students learning that strategy through
independent practice. You want to see someone who does a great job modeling a strategy, and
monitoring students learning that strategy through independent practice. If you want to see some-
body who does an outstanding job with personalized learning, asking questions and giving feed-
back to every student in their room, and students knowing what is expected from them to be suc-
cessful.

The instructional coach at Rank Elementary says it all:

The teachers are able to collaborate as a team. And the team leader usually leads those
practices, so the person who wrote the reading lesson plans may model a strategy on Monday
that helps the team. And the same process is followed for the other content areas. So, they have
time twice a week when they can, and we were meticulous about who the team leader was. So,

choosing a data-driven team leader, their instructional practices form teacher exemplars, so
teachers become leaders in instructional practices.
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5 DISCUSSION

This qualitative hermeneutic interpretive phenomenology study aimed to explore the
leadership practices that influence organizational learning. Along with the leadership practices,
the research also investigated the impact of teachers’ collective efficacy on organizational learn-
ing. This chapter discusses the connection of findings presented as sub-themes to the processes
of organizational learning. In addition, a section describes the findings related to the literature on
organizational learning and school leadership, organizational learning and principal trust, and or-
ganizational learning and teacher motivation. A brief mention is made regarding the findings in
connection to collective teacher efficacy. The chapter concludes with the implications of this
study for school and district leaders to facilitate organizational learning. The research questions
crafted for the study are:

RQ1: What perceptions do principals and teachers have of principal practices that en-
hance organizational learning?

RQ2: What role does collective teacher efficacy play in influencing organizational learn-
ing?

Examining the perception of principals and teachers on organizational learning and the
influence of collective teacher efficacy on organizational learning generated two main themes
that integrate leadership practices and collective teacher efficacy. The two major themes are: (a)
coaching promotes a culture of collaboration and learning, and (b) participative decision-making
encourages staff to contribute and solve problems. The themes identify the practices essential for
building a collaborative learning environment where teachers collectively take ownership of stu-
dent learning through participative decision-making. The following section discusses in detail

each major theme from the findings.
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Discussion of Findings

This section will discuss the details of the two major themes by citing evidence from re-
search on organizational learning. The evidence from the literature review will be augmented by
the perspectives the leaders and teachers shared on leadership practices they found to support the
first major theme: coaching promotes a culture of collaboration and learning for all. The details
presented on the first theme align with the second-order change, bringing sustainable changes
that challenge the status quo and suppositions to create structures and practices that enhance a
culture of collaboration and learning (Coaching Leaders, 2022). This section discusses these
structures in detail. The findings from the data analysis connected with the theoretical frame-
work, organizational learning mechanisms, that measure how leadership practices and collective
teacher efficacy influence organizational learning. First, let us explore the connections between
the findings in the form of sub-themes and the processes of organizational learning.
Connecting Findings and the Dimensions of Organizational Learning

The themes generated from the research study connect to the sub-processes of organiza-
tional learning. Figure 3 relates the sub-themes emerging from the findings to the dimensions of
organizational learning. Two sub-themes, the staff uses information from a centralized location
to make decisions, and leadership collects staff input to improve student learning aligned to the
sub-process of information distribution. The sub-theme of coaching shifts teacher focus on stu-
dent-centered learning connected with the information interpretation phase of organizational
learning. The subthemes support the information integration process, PLCs engage teachers in
collective ownership, and student data is used to make instructional decisions. Finally, the sub-
themes, district personnel, and parents are partners in learning, and collaboration between new

and experienced teachers leads to the sub-process of organizational memory.
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Two New Findings

Two new findings are shown in bold in Figure 3 that surfaced from the analysis and dis-
cussion of the research results. The two new findings are: 1) PLCs engage teachers in collective
ownership, and 2) district personnel and parents are partners in learning. These findings are new,
as the existing literature on organizational learning did not support the idea of collective owner-
ship displayed by teacher teams as they embraced student learning as everyone’s responsibility.
Also, is new, the idea of seeking parents and district support as partners in learning to ensure
successful implementation of the practices to enhance organizational learning.
Figure 3

Relating Sub-Themes and Dimensions of Organizational Learning
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Coaching Promotes A Culture Of Collaboration And Learning

Schools use professional learning and instructional coaching to improve teachers' instruc-
tional practices (Darling-Hammond & Oakes, 2019; Gupta & Lee, 2020; Murray, 2013; Youngs
& King, 2002). The major theme gathered from the findings show that the structure of coaching
created by principals through PLCs helped the teachers experience on-the-job learning by collab-
oratively planning lessons, analyzing student work, sharing instructional strategies, and taking
time to observe peer teaching (Murray, 2013). The teachers shared that their instructional prac-
tices improved as they collaborated with their peers and instructional coaches. The principals and
teachers revealed the benefits of creating structures within their weekly schedule for a 90-minute
PLC block. The PLCs supported teachers in improving their instructional practices through in-
structional coaching. The teachers talked about examining lesson plans by considering students
to plan instructional next steps under the guidance of instructional coaches (lesson internaliza-
tion). Murray (2013) asserts that student learning and achievement improve when teachers learn
together to implement high-quality instruction.

The principals believed in their instructional coaches' abilities to lead the work of PLC. In
addition, they invested in themselves to grow as instructional leaders and become experts in the
process of PLC work. One of the principals articulated the attention paid to the four PLC ques-
tions that drive collaborative teamwork that attends to student learning. The four questions are
what do we want students to learn? How will we know if they have learned it? What will we do
if they still need to, and how will we provide extended learning opportunities for students who
have mastered the content (Dufour & Reeves, 2016)? Teachers confirmed that they come to-
gether and engage in the hard work of PLCs as they learn from each other and share their

knowledge about what instructional strategies are working in their classrooms and their struggles
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with meeting students' needs. Collaboration and learning from peers go hand in hand. Even the
new teachers have an active role as they contribute during staff meetings by sharing the learning
they have gathered from their teacher prep program. In addition, the new teachers appreciate the
opportunities to visit experienced teachers' classrooms as they acclimate to the school culture.

Teachers work hard during PLCs to provide schools with a perfect setting for respectful
and trusting relationships that motivate teachers as they learn from each other and work collabo-
ratively to improve student achievement (Wagner, 2001; Leithwood et al., 2002; Klar & Brewer,
2013; Yoon, 2016). The student-centered learning during grade-level PLC is enhanced when
teachers meet as vertical teams. In the vertical teams, lower and upper elementary teachers col-
laborate to take collective ownership of the students. Teachers take collective ownership by reor-
ganizing students into groups based on their instructional needs. For example, the vertical teams
determine whether students need targeted instruction or accelerated learning. Some collaborative
teacher teams have successfully reorganized students to address their specific needs. Collabora-
tive teacher teams provide intentional learning for students, thus engaging in collective owner-
ship of student learning.

Working together, teachers implement standards-based instruction, make instructional de-
cisions (Felner et al., 2008), and discuss instructional issues to collectively develop solutions to
build strong relationships that positively influence student achievement (Akiba & Liand, 2016).
Teacher interactions poised for instructional success are the beginning blocks of collective effi-
cacy (Goddard et al., 2015). As teachers work collaboratively to develop collective efficacy,
their instructional skills improve and positively impact student achievement (Tschannen-Moran
& Barr, 2004). The intentional practice where teachers collaboratively engage in PLCs to im-

prove their instructional capabilities in the research sites confirms the role of collective teacher
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efficacy in enhancing organizational learning. The above finding supports social aspects of learn-
ing (Finnigan & Daly, 2012), where a culture of collaboration and learning supports the practice
of PLCs, influencing collective teacher efficacy and enhancing organizational learning. Collec-
tive teacher efficacy is an essential mediator for principal leadership to impact teacher collabora-
tion (André et al., 2020). Participants shared that they engage in lesson internalization and stu-
dent work analysis during PLCs. However, the study did not find all the elements of collective
teacher efficacy. It may be fair to say that teachers are beginning to collaborate on ideas that in-
fluence teaching practices. However, with time, one could expect the collaboration to strengthen
as principals gain expertise in instructional leadership.

Four sources feed into collective teacher efficacy. They are enactive or mastery learning,
vicarious learning, exhortative (social persuasion), and emotive (Psychological). The most potent
source is enactive or mastery, where teachers experience success directly and gain a perception
of efficacy (Bandura, 1997). Participants shared that through collaboration, they could imple-
ment strategies that successfully improved students' skills. The sources of vicarious learning, ex-
hortative (social persuasion) and emotive (Psychological), indirectly trigger collective efficacy.
Participants shared visiting their peer's classrooms to see specific teaching strategies. Coaches
create a schedule for teachers to visit classrooms based on their specific needs to facilitate vicari-
ous learning. Both school sites encouraged teachers to visit other classrooms to see teachers in
action depending on which effective teaching strategy they want to observe. Surprisingly, many
participants did not entirely agree with feeling hopeful and excited about their collective strength
to improve student achievement. They used phrases such as "yes and no" while responding to the

interview question on the emotive stage of collective efficacy. Many participants mentioned that
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negative experiences with COVID-19 have disrupted students' learning, especially for students
coming from economically disadvantaged homes.

Teachers responded positively about their success with mastery learning. Since this is the
most influential of the sources for collective efficacy, teachers were beginning to develop collec-
tive efficacy as they collaborated and gained instructional competence. Data analysis shows that
one school had a higher number of sources available as compared to the other school. All four
participants felt hopeful and excited about improving student achievement at Pitt Elementary. On
the other hand, three out of four participants in Rank Elementary mentioned that they felt hopeful
and excited about improving student achievement. Nonetheless, both schools agreed that they
were well established in the sources of enactive (mastery), vicarious, and exhortative (social per-
suasion), indicative of collective teacher efficacy in both schools.

The instructional coaches and teachers consistently appreciated principals being involved
in supporting initiatives to improve the academic growth of struggling students. When teachers
see their principal as caring and supporting struggling students' learning, it influences organiza-
tional learning (Louis & Murphy, 2016). The principals in the study want teachers to focus on
student-centered learning, asking teachers to invite them to see student engagement and creating
a safe space for teachers to be vulnerable enough to ask for help. In addition, principals have cre-
ated structures so teachers can go and observe others who are recognized as experts in certain in-
structional practices. Observing and learning from their expert peers also creates a conducive en-
vironment for teachers to brainstorm ideas to address students' learning gaps (Silins et al., 2002;
Mulford & Silins, 2003).

Ylimaki (2007) believes professional learning communities build the academic capacity

of teachers. She maintains that students from economically disadvantaged homes thrive when
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teachers engage in PLCs to learn and grow their expertise supported by principals who imple-
ment practices to create a shared sense of purpose. Principal Phil motivates teachers by using stu-
dent data to create a sense of purpose. She requires her staff to engage in intentional intervention
because "70% of our students are in the beginning category" on the proficiency scale. She em-
powers teachers "to understand their role in changing the trajectory of the students daily.” As a
leader, she persuades teachers to create conditions for learning using student data and engaging
themselves in learning while monitoring student-centered learning culture (Higgins et al., 2012).

Honig (2008) urges district offices to become learning organizations as they forge posi-
tive relationships with their schools. Using data from classroom teaching, district supervisors can
support principal growth in instructional capabilities (Honig et al., 2017). The schools welcome
and support learning walks by district officials to engage them as partners in learning. Several
participants mentioned district support changing in light of COVID-19. The schools feel sup-
ported as different department district personnel come and share information or coach teachers as
they engage in instructional activity. Although principals conduct learning walks, they did not
mention district supervisors supporting them in improving their instructional competence. How-
ever, school leaders were frustrated about the numerous programs that were initiated year after
year without giving space and time for the current initiatives to flourish.

School leaders require district personnel to consider the readiness level and the needs of
students from low socioeconomic status as they plan out the agenda for school support. Partici-
pants in the study agreed that students have to be exposed to grade-level learning even as they
experience learning loss. In the same breadth, participants talked about intervention programs as
students engage in online and small group instruction during the 30-minute intervention block.

How much coherence exists between the core instruction delivering grade-level learning and the
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learning during the intervention block? Organizational learning is impeded when incoherent dis-
trict initiatives compete and cancel the benefits of targeted direct instruction (Rusch, 2005). The
leaders ensured that student learning during the intervention block bridges the learning gap that
students need to succeed for the in-the-moment or just-in-time learning during core instruction.
Participative Decision Making Encourage Staff to Solve Problems

Thoonen et al. (2012) and Felner et al. (2008) assert that teachers contribute to organiza-
tional learning when they participate in decision-making related to teaching resources and strate-
gies. In addition, when interactions among staff are grounded in respect, care, and trust, partici-
pants value participative decision-making and distributive leadership (Mulford & Silins, 2003).
Teachers in the study played a key role in implementing meaningful weekly PLCs by examining
student work to plan lessons that addressed student misconceptions and errors revealed through
formative assessments. In addition, the principal at Pitt Elementary believes that teachers are
"part of the decision-making process.” Her teachers participated in making decisions to address
the low student attendance rate. Teachers at Pitt Elementary created programs to get students ex-
cited about coming to school. The programs included forming "attendance buddies for each
classroom, adults monitoring attendance daily, and teachers giving out incentives and shoutouts
to parents.” The group solves problems strategically and follows through with their commit-
ments. Through participative decision-making, schools create "initiatives to solve issues that
plague the community of our school."

Rank elementary approaches participative decision-making by collecting regular feed-
back from teachers after staff meetings. Based on teachers' feedback, the weekly newsletter now
includes a snapshot of various meetings during the weekdays. Another change that Rank Ele-

mentary embraced following teachers' participative decision-making was reorganizing students
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to attend different grade levels during the intervention block. Hence, students get the instruction
they need by going to another teacher in a different grade level. Felner et al. (2008) found that
reorganizing students into small learning communities to implement standards-based instruction
for literacy and numeracy not only empowers teachers by involving them in participative deci-
sion-making but also shapes connections with families and communities. Forging social relation-
ships by interacting with families and community members helps create a safe and comfortable
space for collectively making sense of the information. Argote et al. (2003) propose that making
sense of new information in a safe and comfortable space allows members to bring diverse view-
points and challenge and question unclear information. Thus, when leadership practices encour-
age participative decision-making, teachers willingly collaborate in a caring and trusting climate,
so coaches can listen and lead teachers toward organizational learning (Kurland et al., 2010;
Thoonen et al., 2012).

In urban school settings where uncertainty is more prevalent, analyzing information and
using information from previous learning as appropriate is critical. The researchers explain that
when staff engages in collective and open discussion to interpret and integrate information into
their existing work, it is an essential conduit for teachers' sense of collective efficacy as the staff
navigates the environmental uncertainty in urban schools (Schechter & Qadach, 2012). Partici-
pants claimed they usually try to make sense of information independently, especially related to
an existing practice. However, when they need help interpreting the distributed information, they
seek out experts and ask questions to understand better. For example, the staff asked district and
school-based experts for support while implementing a new intervention program. Seeking clari-
fication and asking questions was more of an individual effort than a systemic structure in place

to encourage collective discussion among the staff.
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Organizations acquire information from various internal and external sources (Flores et
al., 2012) and then share the information using various means, such as meetings, memos, work-
flow management systems, and electronic mail (Schechter & Atarchi, 2014). Participants seek
out information to engage in participative decision-making. Although information may be shared
via meetings, text messages, newsletters, and emails, the most relevant information is also acces-
sible via a cloud based storage system. Schools have an effective system to gather and distribute
information. However, no system was established for analyzing and integrating information into
the implementation cycle. When an interview question asked about integrating and retrieving in-
formation for future use, many participants talked about student data being used for instructional
planning. The practices noticed regarding information processing align with the research that or-
ganizations are skillful in acquiring and distributing information (Flores et al., 2012), while the
process of analyzing and interpreting information and further integration and implementation to
improve teaching and learning is left to chance (Schechter & Atarchi, 2014). It was clear from
the participants' responses that there was no system to discuss and clarify information to ensure
that teachers do not process information differently from what the school leaders intended (Dia-
mond & Spillane, 2004). Thus, teachers needed opportunities to collectively discuss and chal-
lenge viewpoints or give their opinions on new initiatives (Zollo & Winter, 2002). Participative
decision-making was available to the staff in certain areas that were decided by the leadership
team.

Participants were asked to describe instances when they retrieved and used information
from prior learning to make decisions regarding teaching and learning. Most participants talked

about retrieving student data to address the misconceptions and learning gaps, as shown by the
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formative assessment. Schechter (2008) found that for the dimension of storing-retrieving-put-
ting to use of information of organizational learning, teachers generally talked about retrieving
students' performance indicators to take the instructional next steps. This section describes the
literature connection related to the second theme. Participative decision-making encourages staff
to solve problems. It described in detail ways school leaders acquire, distribute, and store infor-
mation so the staff has access to information to participate in collective decision-making to im-
prove student learning.

Based on the discussion of findings, the first research question connected to principal
practices that enhance organizational learning was satisfactorily achieved. The practices related
to teachers collaborating and learning in professional learning communities through coaching
were most notable. Within the PLCs, teachers focus on student-centered learning and support
each other to determine instructional next steps based on the student data. The culture of collabo-
ration and learning continues with district support personnel and parents as they contribute to-
wards students growing their knowledge and skills. Another critical practice relates to teachers
using the information to engage in participative decision-making to solve problems that affect
student learning. Leadership ensured that staff had access to information through a centralized
location to make decisions to improve student learning. The second research question, which is
aligned with the role of collective teacher efficacy in influencing organizational learning, also
surfaced. Of the four sources of collective efficacy, participants overwhelmingly agreed that they
experienced mastery or enactive learning, which directly influences collective efficacy. Partici-
pants also experienced other sources of collective efficacy, such as experiencing the success of

others (vicarious) and hearing peers' words of encouragement and guidance (exhortative). Partic-
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ipants did not experience the state where they collectively feel hopeful and excited about accom-
plishing goals together to improve student achievement. Most times, participants talked about
students lacking skills and having learning gaps as they were recovering from the effects of the
COVID-19 pandemic.
Implications for Practice

Discussion of the findings revealed that school leaders were focused on developing struc-
tures and practices conducive to building collective teacher efficacy and organizational learning
to impact student achievement. Multiple themes and subthemes emerged from analyzing inter-
view data to reveal findings that enhanced collaboration, participative decision-making, and fa-
cilitation of a learning environment for all. Based on the findings, there are several implications
for school and district leaders as they implement organizational learning processes to improve
student learning and achievement. | will discuss three recommendations for school and district
leaders as they lead a culture of collaboration and learning.
Benefits of Instructional Coaching Structures

The first recommendation for school leaders is to use coaching structures to create a cul-
ture of collaboration around learning for all. PLCs are likely implemented in some form in
schools. However, not all have sound PLC structures supported by instructional coaches to build
school instructional capacity. Students, teachers, district specialists, and parents interact with
each other to become active learners, primarily focusing on positively impacting student learn-
ing. The findings highlight the schools are actively acquiring and distributing information to
build instructional expertise. However, there is a lack of structures for adults to interpret and in-

tegrate important information they receive regularly. Learning becomes permanent when the new
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information is connected to prior learning. Additionally, adults need to integrate new information
by discussing different perspectives to address the dissonance between prior and new learning.

It is suggested that schools provide space for staff to discuss new information and learn
within productive norms. Norms allow individuals to express new ideas and solutions, using re-
spectful language as staff discuss the next steps and analyze solutions that will best meet the
needs of students. Although the teachers appreciated having access to coaches to lead them
through solid instructional practices, they were frustrated about the directives from school lead-
ers and coaches when new activities were added to their plates without first discussing with
them. One of the critical elements in successfully processing change is social relationships. Ac-
cording to Argote et al. (2003), social relationships ensure that staff feels safe and comfortable as
they discuss diverse viewpoints to make sense of the information from school and district leader-
ship. Collectively processing information is important as new information that may not yet com-
pletely align with the prior learning gets assimilated and accommodated into adults' schema. As
staff comes together to process information collectively, they begin to develop collective effi-
cacy and believe they can collaborate and overcome the problem of students from economically
disadvantaged homes achieving lower proficiency than their peers.

Creating Structures and Practices for Developing Collective Efficacy

There are many benefits to teachers developing collective efficacy, especially in schools
that serve students from economically disadvantaged homes. The second recommendation is for
schools and districts to intentionally build collective teacher efficacy because it is robust in re-
versing the adverse effects of low socioeconomic status. Donohoo et al. (2018) established that
collective teacher efficacy is three times more powerful and predictive of student achievement

than socioeconomic status, home environment, student motivation, and engagement, and more
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than double the effect of prior achievement. Armed with this crucial positive influence of collec-
tive teacher efficacy on student achievement, it is pivotal that schools and districts use resources
to develop collective teacher efficacy. So, how does one build collective teacher efficacy in
schools struggling to increase student achievement?

Bandura's (1997) research identifies four causes that are instrumental in building collec-
tive teacher efficacy. The first and most important source is mastery learning, where teachers
have successful personal experiences with students learning by implementing effective instruc-
tional strategies. Here is where instructional coaching is most influential. Coaches support new
and experienced teachers in building skills in lesson internalization and using student work to
plan instructional strategies to meet students” academic needs. The research sites in this study
used the 90-minute PLC time by coaches to build teachers’ capacity. Teacher collaboration in
PLCs allows for shared interactions among teachers. They shared their instructional skills during
this weekly PLC and asked questions to grow their expertise. Goddard et al. (2004) describe four
ways to increase collective efficacy. The study showed that collective teacher efficacy improved
through the source of mastery learning, where leaders provide support and resources to grow
teacher capacity. Collective teacher efficacy was seen to improve through vicarious experience
as leaders provide teachers opportunities to watch and learn from expert teachers. There are other
ways to increase collective teacher efficacy that did not come up in the study but are powerful
sources for developing collective efficacy. Leaders should consider using social persuasion,
where leaders provide guidance and examples to achieve success, and use the affective state to
increase collective efficacy, celebrating success and task accomplishment through the feeling of

excitement and joy (Goddard et al., 2004). Another study by Tschannen et al. (2001) urge us to
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consider leaders to emphasize employee success and provide feedback to teachers about their
work, along with ensuring that the staff maintain focus on organizational goals.

The shared interactions give teachers time and space to learn and reflect to grow their in-
structional expertise as they plan and discuss strategies that are more effective than others.
School and district leaders must create schedules where teachers can interact, as these shared in-
teractions become the foundational structure for collective efficacy (Goddard et al., 2015). Once
teachers are on the mastery learning path, they can engage in peer learning by visiting other
teachers' classrooms to observe and learn. The vicarious learning experience is another way to
grow collective efficacy. Creating a culture where teachers can go and observe others teach is a
powerful practice to bring collective efficacy. In addition, staff meetings can become a breeding
ground for peers to provide encouragement and guidance as teachers engage in peer learning
walks.

Participative Decision Making for Collective Ownership

This study's framework of organizational learning mechanisms is situated in social rela-
tionships as they forge positive relationships with collective efficacy and participative decision-
making. The third recommendation for district and school leadership is to embrace the practice
of participative decision-making by inviting their staff into the decision-making process to gener-
ate more creative ideas as they take collective ownership. In participative or shared decision-
making, principals and teachers make joint decisions knowing that shared decision-making offers
several potential benefits. For example, schools may see increased teacher motivation as they
feel belonging with the school, feel satisfied with their job, and develop creative and innovative
solutions to problems, reducing teacher turnover (Panicker & Sharma, 2020; Somech, 2005).

Inviting teachers to join the decision-making process allows them to cultivate a sense of
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self-efficacy and self-determination (Somech, 2005), thus, believing in their effectiveness. Par-
ticipative decision-making brings innovative ideas, and at the same time, teachers feel that they
are engaged in meaningful work and are ready to take collective ownership of all students. Par-
ticipants narrated inviting and including teacher input by seeking feedback and suggestions to
consider their needs. The school leaders opened opportunities for engaging in decision-making to
all staff members. In one school, unable to tackle student attendance issues, the leadership team
invited teachers to brainstorm ideas to increase student attendance rate. Participative decision-
making generated many innovative ideas by teachers to significantly improve student attendance
rates.

Schools seeking to improve student achievement will notice that participative decision-
making increases teachers' support for educational change and are more willing to try new prac-
tices (Bouwmans et al., 2017). The study confirmed the previous research findings that schools
are established in acquiring and distributing information, and interpretation and integration of in-
formation gets transpired through loosely help structures that need to verify how accurately the
information was processed and understood. With participative decision-making, teachers will be
organically involved in discussions to share their ideas and listen and understand others' ideas,
facilitating interpretation and analysis of new information. When teachers make sense of the new
information collaboratively and can contribute their ideas to solve problems, they become more
engaged in their professional duties and take collective ownership of student learning.
Limitations to the Study and Suggestions for Further Research

One important limitation of the study is the sample size of eight participants selected
from two schools from a single school district. Although eight participants are a good sample

number for a phenomenological study, including more schools and diverse participants such as
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male leaders would be beneficial. Selecting schools that do not have instructional coaches or are
focused on fulfilling their instructional needs through other means, such as district support,
would have provided different perspectives on the phenomena of organizational learning. The
results of this study will likely give different outcomes if schools that do not have instructional
coaches formed research sites. Future studies may investigate expanding the sample size and
school types to include middle and high schools to give different perspectives. In addition, it may
be worthwhile doing the interviews twice with the same participants, once closer to the begin-
ning of the year and another towards the end of the school year to capture the sustainable prac-
tices that promoted organizational learning.

Another limitation of this study is that it did not take into consideration the interrelation
between student socio-economic status, racial diversity, student achievement pattern, and the
sustainable sub-processes of organizational learning. The study’s methodology did not take the
perspective between race, students” economic disadvantage status, and grade-level content profi-
ciency. Future research will benefit from considering the interrelationship between students’
achievement, race, and socioeconomic status to understand the role race may play in influencing
the sub-processes of organizational learning. Yet another limitation of the study is that it did not
capture the levels of self-efficacy different teachers have and as such their perspectives on
teacher collaboration. For instance, teachers who are new may be more inclined towards collabo-
ration compared to experienced teachers who see the new initiatives as old ideas repackaged us-
ing new terminology. Future research may want to study the conditions for collaboration ob-
served for teachers who were at different self-efficacy levels. Research looking at the possibility
of different collaborative structures based on teacher efficacy levels may give us an expanded

view of the impact of collective teacher efficacy on organizational learning.
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Conclusion

The findings from this phenomenological qualitative study answered the two research
questions related to the principal practices that influence organizational learning and the impact
of collective teacher efficacy on organizational learning. Organizational learning, with its pro-
cesses of information acquisition, information distribution, information interpretation, infor-
mation integration, and retrieval of information support improvement efforts implemented
through leadership practices and collective teacher efficacy. This research study sought percep-
tions from principals and teachers regarding school improvement practices that enhance organi-
zational learning. In addition, the research was necessary for school turnaround work as interna-
tional, national, and state achievement data revealed the wide gap between the achievement
scores of students from economically disadvantaged homes versus students who are not.

The literature review elicited possible solutions to address the problem of underachieve-
ment of students categorized as economically disadvantaged. Several research studies in educa-
tion point to much quantitative research on organizational learning. Several mixed-method stud-
ies have been conducted outside of the United States. There needs to be more qualitative research
conducted in the United States. Although conducted in one urban inner city school district in the
southeast United States within two different school sites, this research will present the percep-
tions of principals and teachers as they implement leadership practices and collective teacher ef-
ficacy to enhance organizational learning.

The conceptual framework of organizational learning mechanisms was used to conduct
the hermeneutic interpretive phenomenological study focusing on how new information was in-

terpreted and integrated for retrieval and application to influence organizational learning. Inter-
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views with eight participants holding different roles and responsibilities offered different per-
spectives on practices that were implemented to address student learning after the COVID-19
pandemic. Analyzing interview data led to the unfolding of several themes and subthemes. The
themes that emerged are that coaching promotes a culture of collaboration and learning, and par-
ticipative decision-making encourages staff to contribute and solve problems. Four subthemes
relate to the theme; coaching promotes a culture of collaboration and learning. They are coaching
shifts teacher focus on student-centered learning, PLCs engage teachers in collective ownership,
district personnel, and parents are partners in learning and collaboration between new and experi-
enced teachers. Three subthemes support the second theme on participative decision-making.
These subthemes are staff use information from a centralized location to make decisions, student
data is used to make instructional decisions, and leadership collects staff input to improve stu-
dent learning.

Several leadership practices identified to promote organizational learning in the literature
review surfaced as findings aligned to practices than enhance organizational learning. Addition-
ally, several sources of collective teacher efficacy emerged in the participant's descriptions of
their actions and behaviors to build their instructional capacity. Participants expressed a culture
of collaboration and learning as the schools' focus shifted to student-centered learning. Collabo-
ration through the structure of PLCs and the practices of lesson internalization and student work
analysis were instrumental in growing teachers' ability to implement instructional strategies. The
participants reflected on collaboration with their peers as they tackled the challenges of bridging
students' learning gaps. Along with peer collaboration, school leaders collaborated with district

specialists and parents as they were enlisted to support students in building their content
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knowledge through targeted support. Data in different forms were utilized to bring up-to-date in-
formation to the staff to engage in participative decision-making. Most information regarding ac-
ademic and student data is stored in a cloud-based storage space. Participants collaborated to
look at student data across vertical grade levels to address diverse student learning needs.

Other robust findings can be tied to the literature review around collective teacher effi-
cacy. The participants shared the most influential source of collective teacher efficacy, mastery
learning, or enactive learning, where participants had opportunities to learn and grow their craft
of teaching. Participants shared that they could visit peer teachers to observe and vicariously
learn from them. The weekly staff and PLC meetings gave plenty of grounds for teachers to give
words of encouragement and praise each other for their hard work.

The research study successfully answered both research questions as participants de-
scribed the practices that helped them be focused on their goals and mentioned challenges that
hindered their path forward. The participants overwhelmingly supported having instructional
coaching as they focused on improving instruction through effective strategies. Schools need to
strengthen their sources for building collective teacher efficacy as it is believed to mitigate the
effects of low socioeconomic status and inadequate prior learning. Empowering teachers by in-
viting them to participate in decision-making will improve collective teacher efficacy and job
satisfaction and empower them to have collective ownership towards all students. Post-COVID-
19, the schools have struggled to get students back in classrooms. Principal Grady uses participa-
tive decision-making to maximize staff involvement to implement more relevant solutions for
her school. When staff sees that things are working, they are more hopeful and excited. The fol-
lowing quotes from Ms. Grady at Pitt Elementary capture the essence of practices for creating a

culture of collaboration, learning, and participative decision-making.
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This year, we wanted to beef up our attendance and get kids excited about coming back
and attending school every single day. So, my staff created programs that are just amazing. We
have attendance buddies for each classroom. We have adults that monitor attendance for one
classroom and give incentives to the classroom and shoutouts to parents every day. We also ac-
commodate celebration activities on Fridays for making attendance goals. As a result, our attend-
ance has improved dramatically. Last year, we were at 88 percent for the average daily attend-
ance rate. Right now, we're sitting at 94 percent.

It just goes back to creating an environment where people feel comfortable, so whenever
there's a task they're given, by the time | even get to them to talk about the task, they've already
figured out how they can do it. And they are ready with questions about how to do it better. The
coaches are so supportive, so I utilize my instructional team to support that work. They are the
face of instruction, and I trust them explicitly with instructional expertise. Teachers can access
several learning opportunities with coaches and the leadership team for support.
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APPENDICES
Appendix A: Informed Consent

Title: Perception of Principal Practices Influencing Organizational Learning and Teachers’
Collective Efficacy

Principal Investigator: Dr. Nicolas Sauers

Student Principal Investigator: Bindu Sunil

Introduction and Key Information

You are invited to take part in a research study. It is up to you to decide if you would like
to take part in the study.

The purpose of this study is to explore principal practices that positively influence the
successful implementation of organizational learning. The following research questions will in-
vestigate organizational learning from the perspectives of principals and teachers. 1) What per-
ceptions do principals and teachers have of principal practices that enhance organizational learn-
ing? 2) What role does collective teacher efficacy play in influencing organizational learning?

Your role in the study will last 60 minutes over a span of eight weeks. You will be asked
to do the following: participate in one 60-minute semi-structured individual interviews with the
Student Principal Investigator and share any document to further clarify responses you provide
regarding organizational learning. Participating in this study will not expose you to any more
risks than you would experience in a typical day.

This study is not designed to benefit you, however, there may be unintended benefit that
you may become aware of the structures and practices being implemented that benefits teaching
and learning at your school. Overall, we hope to gain information about leadership practices that
support student learning especially for students who are from economically disadvantaged
homes.

Purpose

The purpose of the study is to understand principal practices that positively influence the
successful implementation of organizational learning within a school. You are invited to take
part in this research study because you are a teacher, or a school leader involved in implementing
structures and practices to improve student learning. A total of eight people will be invited to
take part in this study.
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Procedures

If you decide to take part, you will participate in one, semi-structured individual inter-
view with the Student Principal Investigator (SI). These interview can be held via a secure online
platform or face-to-face at a time of your choosing and will last 60 minutes long. The study may
span eight weeks, but the individual’s part is only one interview.

e Sl will contact you to schedule interview. Interview will be held using a secure online
platform or in a face-to-face setting at a location convenient you. The interview will be
video recorded and secured on a password-protected computer, locked in a cabinet that
only the Sl has access to.

e You will be individually interviewed one time. The interviews will take no longer than 60
minutes.

e You will share any relevant document that connects to the information shared during the
interview.

Voluntary Participation and Withdrawal

You do not have to be in this study. If you decide to be in the study and change your
mind, you have the right to drop out at any time. You may skip questions or stop participating at
any time. You may refuse to take part in the study or stop at any time. This will not cause you to
lose any benefits to which you are otherwise entitled.

Confidentiality

We will keep your records private to the extent allowed by law. The following people and
entities will have access to the information you provide:
e Bindu Sunil and Dr. Nick Sauers
e GSU Institutional Review Board
e Office for Human Research Protection (OHRP)

We will use your self-selected emergent theme name rather than your name on study rec-
ords. The information you provide will be stored on a password-and firewall-protected computer
and locked in a cabinet that only Bindu Sunil will have a key to access. The emergent theme
sheet with the self-selected emergent theme names will be stored separately from the data to en-
sure privacy. When we present or publish the results of this study, we will not use your name or

other information that may identify you.
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The emergent theme sheet to identify the research participants will be destroyed three
years after the completion of the study.

Video recordings of the interviews will be stored on a password-and firewall-protected
computer and locked in a cabinet that only Bindu Sunil will have a key to access. The
data collected in this repository will be destroyed three years after completion of the
study.

Be aware that any communication sent over the Internet may not be secure. Procedures
such as password-protected meeting links and firewall-protected computers will be im-
plemented to address security. The researcher is not collecting IP addresses. Contact In-
formation

Contact Dr. Nick Sauers or Bindu Sunil at bsunill@student.gsu.edu, 508-713-5346.

If you have questions about the study or your part in it

If you have questions, concerns, or complaints about the study

The IRB at Georgia State University reviews all research that involves human partici-

. 'You can contact the IRB if you would like to speak to someone who is not involved di-

rectly with the study. You can contact the IRB for questions, concerns, problems, information,

input, or questions about your rights as a research participant. Contact the IRB at 404-413-3500

or irb@gsu.edu. Consent

You may print and save a copy of this consent for your records.

Please check the box below to give your consent.

[ ] 1 Agree.


mailto:bsunil1@student.gsu.edu
mailto:irb@gsu.edu
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Appendix B: Interview Protocol

The conversation and all data that | receive from you and your school will be kept confi-
dential. Only I will have access to the raw data that identifies you in any form. No one will be
able to identify your school or any staff from your school or your district. The transcript of this
interview will be shared with you. Thus, the data will be completely confidential.

Is it ok if I record our conversation?

My name is Bindu Sunil. In the past 18 yrs. as an educator, | have been a teacher, an in-
str. Coach, a content coordinator, and more recently | work as an educational consultant. Cur-
rently, | am pursuing a doctoral degree in Edu. leadership. In the dissertation study, | am explor-
ing organizational learning from your perspectives, the practices that enhance OL. And what in-
fluence does CTE have on OL.

Interview Question Research Conceptual Framework
Question
1. How long have you been an edu- Principal/teachers’  profes-
cator? During that time, what sional characteristics

roles have you served?

2. Inyour experience, what are some
major changes your school has ex- Organizational Learning
perienced in the past 1-2 years?

(In essence, what changes have
you brought in to improve
teacher practices & student
learning?)

3. You may be receiving infor-
mation from different sources.
Internal to your school, from
your district, or from outside
partnership.

How does your school share in- RQ1 Information Distribution
formation with the staff? How is

information regarding teachers’

instructional practices and stu-

dent learning expectations shared

with the staff?

a. Follow-up question, if needed —
How do you communicate data



and knowledge with relevant per-
sonnel to ensure improvement
and change efforts are imple-
mented?

Describe your experience on how
you make sense of the infor-
mation shared by your supervisor
or colleagues, especially regard-
ing improving teachers’ instruc-
tional practices and student learn-
ing outcomes.

a. Give examples of how you
make sense of new infor-
mation so you can build
shared understanding and
take action to implement
change.

Describe an example of how
your school stores the infor-
mation that is distributed and an-
alyzed to improve student learn-

ing.

Describe instances when you
have retrieved and used infor-
mation from prior learning to
make decisions regarding teach-
ing and learning.

How have the teachers and staff
successfully accomplished their
expected tasks to improve teach-
ing and learning? (mastery Expe-
rience)

How have teachers in your
school collaborated and learned
from their more experienced
peers to improve student learn-
ing? What examples come to
your mind? (vicarious experi-
ence)

Have teachers in your school felt
hopeful and excited about the

RQI

RQ1

RQ1

RQ2

RQ2

RQ2
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Information Analysis

Information Storage

Information Retrieval and
Putting to Use

Building collective efficacy
for instructional strategies

Building collective efficacy

for instructional strategies

Building collective efficacy
for instructional strategies
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changes happening in your
school to improve teaching and
learning? What examples support
your response? (affective states)

10. Thank you for taking the time to RQ1
meet with me today. Are there
any additional ways you are RQ2
helping to ensure the success of
new practices implemented to
improve student achievement?

*|s there anything | did not ask that you would like to mention?
*Off the record, is there anything you would like to share regarding factors that impede the
changes you want to implement at your school?
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Appendix D: Second Level Organization of Theme 1
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() PLCs provide space for teachers to grow as practioners  §

O Grade level PLC dedicated to 90 minplanning

O staff has access to instructional information through PLCs and from de

T AT vy

(O Weekly PLC looking at instruction an

s
e

d student data

(O PLC structure encourage Ts to learn from each other

() PLCs are focus on lesson internalization or collaboration

(O Teachers choose their PLC session

O Informally and PLCs provide structure to learn from experts

Peer collaboration as teachers visit others exhibiting

() Collaborative culture by fousing on individual strengths t|

pared to upper grades

O Working collaboratively a para became a teacher
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| (O Assessment and writing data are retrieved for calibrating scores
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