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ABSTRACT
The purpose of this study is to show how together trust along with transformational
leadership moderates the effect of economic disadvantage on instructional capacity,
defined by collective teacher efficacy, in urban schools. More specifically, using
survey and administrative secondary dataset from one large urban district (N=74
schools) applied in practice to make decisions, this study examines the relationship
between faculty trust in principals, transformational leadership, independently, and as
an interaction, on collective teacher efficacy. This study seeks to extend the literature
through evidence of a greater effect of the interaction of trust and transformational
leadership on collective teacher efficacy while lessening urban school context barriers.
Schools often struggle to foster much-needed trust between site administrators and
teachers, which influences instructional capacity. Transformational leadership
behaviors provide many strategies toward enhancing capacity through various
educational factors. One significant educational factor in the quest to improve
instructional capacity is a school culture of trust (Adams, 2013; Adams, 2008; Adams &
Forsyth, 2009; Bryk & Schneider, 2002; Forsyth, Adams, & Hoy, 2011; Leithwood &
Jantzi, 1999; Tschannen-Moran, 2014). When leaders use transformational behaviors in
fostering relationships with teachers, trust is enhanced, promoting a positive educational
environment that leads to higher levels of instructional capacity (Bryk & Schneider,
2002; Forsyth, Adams, & Hoy, 2011; Tschannen-Moran, 2014). A vast quantity of
research related to faculty trust in principals, a contributing component to collective
trust, and transformational leadership behaviors exists; however, this study is

examining, in particular, their individual and combined correlation relationships on

XV



collective teacher efficacy of a Midwestern urban school. Extending the scope of this
multidimensional leadership, which is the interaction, lends itself to assisting
practitioners in understanding faculty perspectives. The faculty perspectives of the
leadership behaviors can help develop new strategies to implement into their leadership
skillset to foster positive effects on collective teacher efficacy. Therefore, the purpose
of this research is to quantitatively investigate transformational leaders’ behaviors on
instructional capacity by focusing on faculty trust in principal leadership. This study
provides correlational evidence between transformational leadership’s behaviors and
instructional capacity via faculty perceptions of trust in principals. The findings for
this study include ~8% variance explained for background variables on collective
teacher efficacy. Faculty trust in principals and school background variables indicates
~18% variance explained on collective teacher efficacy. Transformational leadership
and school background variables indicates ~24% variance explained on collective
teacher efficacy. The interaction and the school background variables indicates ~26%
variance explained on collective teacher efficacy. This study is necessary to expose
new avenues for practitioners and organizations to guide more meaningful principal

leadership behaviors which influence a school’s instructional capacity.
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Trust, Transformational Leadership, and Collective Teacher Efficacy in an Urban
School Setting
Chapter 1: Introduction

Problem Statement

Urban schools encounter many barriers to student success (Shankar-Brown,
2015) that are unique to them in contrast to neighboring affluent schools. There is a
disparity of resources in urban schools which does not exist in affluent schools (Adams,
2013). Affluent parents can offset these limitations on school budgets by contributing
their financial resources for extracurricular educational experiences, which do not occur
in the urban, impoverished counterparts. Exposure to external educational experiences
can augment students’ academic success, or the absence of those opportunities can limit
and marginalize educational circumstances. Urban schools must withstand through the
absence of these extra home resources and still contend with accountability and
responsibility for maintaining and improving student achievement. The lack of parental
resources leads to negative social structural conditions. Urban schools possess negative
social structural conditions which stem from inequalities present in the surrounding,
urban community (Ainsworth-Darnell & Downey, 1998; Shankar-Brown, 2015). Urban
schools endure overcrowding, high levels of poverty (Adams, 2013), alarming
disparities (Shankar-Brown, 2015), limited resources (Berne & Stiefel, 1994; ), highly
mobile minorities, cultural opposition to educational enhancement (Ogbu, 1978; 1991;
Ainsworth-Darnell & Downey, 1998) and lack of overall equity (Berne & Stiefel, 1984;
1994; Lee & Smith, 1996; Resnick, 1999; Shields, 2010) compared to the neighboring

affluent schools. With all of these obstacles, teachers and leaders continue to entrench



themselves in their students’ lives and educational realms to enhance and educate
productive citizens of the future.
Purpose of the Study

To help address these issues in urban schools, the purpose for this study is to
exhibit the relationships between faculty trust in principals and transformational
leadership behaviors individually and in cooperation as an interaction to effect
collective teacher efficacy. It is important to understand these relationships.
Understanding their relationships induces and fosters a thriving productive collective
teacher population in an ever evolving urban school context. This study analyzes the
relationships between characteristics of urban schools on the collective teacher efficacy
component to understand the extent that transformational leadership and trust might
influence it. Transformational leaders, who are charismatic, inspire trusting relationship
with followers creating a positive output (Bass & Riggio, 2006). Charismatic behaviors
are a contextual factor associated with the four I’s of transformational leadership (Pillai
& Meindl, 1998; Urick & Sprinkle, 2013); which the basis of the secondary dataset
survey questions for the transformational leadership section. Transformational leaders
are visionary and can compel teachers to follow the vision, which is inspirational
motivation (Urick & Sprinkle, 2013). Transformational leadership provides intellectual
stimulation, in which they promote teachers to become innovative and uplift their skills
above normal expectations (Northouse, 2010) and think and act creatively (Urick &
Sprinkle, 2013). Transformational leaders foster teachers to maximize their efficacy
potential through promoting individualized consideration (Northouse, 2010; Urick &

Sprinkle, 2013). These leadership and teacher connections are a valued portion of



school culture (Fullan, 2008; Schriesheim, Castro, & Cogliser, 1999; Urick & Bowers,
2014) and “leader characteristics need to be considered within milieu of an
environment” (Urick & Sprinkle, 2013).

Additionally, the relationship between trust and instructional capacity
improvement positively influences the school culture (Jaquith, 2012). The impetus for
this investigation is for transformational leadership to take into consideration the faculty
perceptions of leadership behaviors in relation to leadership’s fostering of faculty trust
as the social stimulus for ameliorating instructional capacity. Since principals possess a
prevalent control of student achievement (Marks & Printy, 2003; Robinson, Lloyd &
Rowe, 2008; Urick, 2012) and such a high level of influence on instructional capacity,
they should evoke positive communicative and collaborative behaviors with teachers. In
other words, principals influence student learning through their work with teachers
(Leithwood, 1994; Hallinger & Heck, 1996; Marzano, Waters, and McNulty, 2003).
The faculty perceptions offer opportunities for adjusting leadership behaviors forged in
a trusting communal atmosphere. The malleable factor of faculty trust in leadership is a
valued portion of the leaders and teachers’ relationships. Trust formation engages the
influence of transformational leadership behaviors from faculty’s perceptions of
collective efficacy and is “systematically associated with student achievement”
(Goddard, Hoy, & Hoy, 2000, p. 480). Through building trust with teachers, and in turn
transformational leadership, principals are able to best influence students which is most
of the time beyond their direct control. The results of this study show that faculty trust
in principals, transformational leadership behaviors, and the interaction influences

collective teacher efficacy while lessening the ramifications of school background



variables. The interaction produced a moderate effect on collective teacher efficacy
compared to the other two variables of interest.

Trust and transformational leadership have been shown to induce and foster a
thriving, productive urban school to advance student achievement in an ever evolving
urban school context in which additional restrictive barriers overshadow the educational
environment compared to neighboring affluent schools (Bryk & Schneider, 2003). This
study examines the faculty’s perspective of the leadership behaviors in order to enrich
the quality of leadership skills to include a multidimensional aspect. The enhanced
understanding of the relationship correlations extends the existing scholarly and
practitioner research and provides insight for local leaders into one specific urban
district’s dynamics and nuances.

There are several warrants for this investigation to occur: (a) examining the
interaction of trust and transformational behaviors, which can be learned and
implemented in school leadership practice; (b) examining the relationships which
efficacy and trust can prevail upon the leaders and followers’ relationships; and (c¢) the
connection these behaviors can have on improving the collective teacher efficacy.
Leadership behaviors include building equity in schools to improve student success.
Resnick (1999) discusses “We must raise overall achievement levels, and we must
make opportunities for achievement [to be] more equitable” (p. 14). With these
equitable goals toward improvements in student achievement, the transformational
leadership behaviors might influence instructional capacity.

The questions below examine this specific context on how leaders and teachers

work together in a particular context of the urban distritct.



Guiding Question

1. How do both transformational leadership and faculty trust in principal work
to improve instructional capacity [collective teacher efficacy] in urban
schools?

Research Questions

1. What is the descriptive relationship between context variables and faculty
trust in principals and transformational leadership behaviors?

2. To what extent does teacher perception of faculty trust in principal influence
instructional capacity as collective teacher efficacy while controlling for
school background variables?

3. To what extent does teacher perception of transformational leadership have
an independent effect on instructional capacity as collective teacher efficacy
while controlling for school background variables?

4. To what extent does the interaction between teacher perception of
transformational leadership and faculty trust in principal influence
instructional capacity as collective teacher efficacy while controlling for
school background variables?

Background and Framework of Study
With urban schools continually adding faculty and students at an alarming rate,
it can be difficult to manage positive professional relationships among principals and
teachers. Thus, the need exists for effective transformational leadership behaviors and
faculty trust in principals to influence instructional capacity construct through its

component of collective teacher efficacy.



Collective Teacher Efficacy

Collective teacher efficacy, the teacher component in instructional capacity,
measures teachers at the school level on positive facets that might relate to student
success (Brinson and Steiner, 2007). One facet is that teachers never give up when
working with students, even if there are obstacles such as students not wanting to learn
(Aas & Brandmo, 2016; Darling-Hammond, 1988; Forsyth, Adams, & Hoy, 2011;
Leithwood, 1992; Leithwood et al., 1999; Leithwood, Louis, Anderson & Wahlstrom,
2004, Marks & Printy, 2003; Ross & Gray, 2006; Smith, Hoy, Sweetland, 2002).
Teachers possess high levels of confidence necessary to motivate students to work
beyond expectations (Avolio & Gardner, 2005; Bandura, 1993). Teachers work hard to
reach even the most difficult students (Aas & Brandmo, 2016; Darling-Hammond,
1988; Forsyth, Adams, and Hoy, 2011; Leithwood, 1992; Leithwood et al., 1999;
Leithwood, Louis, Anderson & Wahlstrom, 2004, Marks & Printy, 2003; Ross & Gray,
2006; Smith, Hoy, Sweetland, 2002). Teachers possess the skillset to maximize
productive student learning (Adams, 2013; Bandura, 1993; Bass 1985; Bass & Avolio,
1993; 1995; Marks & Printy, 2003; Newmann, King, and Youngs, 2000). Teachers
believe all children can learn (Bandura, 1986; Forsyth, Adams, and Hoy, 2011; Hoy &
Woolfolk, 1993; Pajares, 1996; 1997; Tschannen-Moran & Hoy, 2001; Tschannen-
Moran, Hoy, & Hoy, 1998; Woolfolk, Rosoff, & Hoy, 1990). Teachers have the skillset
to tackle discipline obstacles which can overshadow student learning (Bandura, 1993;
Forsyth, Adams, and Hoy, 2011; Hargreaves & Fullan, 2012; Fullan, 2007; 2014).
Teachers individualize instruction to meet each students’ needs (Adams, 2013;

Newmann, King, and Youngs, 2000).



Faculty Trust in Principals

Faculty trust in principal center on teachers perceiving trust in their principals
((Bryk & Schneider, 2002; Bryk, Sebring, Kerbow, Rollow & Easton, 1998; Leithwood
& Sun, 2009; Nader, 1997; Pitner, 1988; Roeser, Arbreton & Anderman, 1993; Sebring,
Allensworth, Bryk, Easton, & Luppescu, 2006; Synar & Maiden, 2012). This trust is
fostered due to teachers having faith in the integrity of the principal (Adam & Forsyth,
2009; Bryk & Schneider, 2002; George, 2003; Podsakoff, Mackenzie, Moorman, &
Fetter, 1990). Trust is reciprocated by the teachers to the principal (Ayers, Quinn, &
Stovall, 2009). Teachers rely on the principal (Aas & Brandmo, 2016; Law et al., 2007;
Tschannen-Moran, 2014). The teachers believe that the principal is competent in
fulfilling his/her principal duties (Adams, 2014; Baier, 1994; Brimley, Verstegen, &
Garfield, 2011; Bryk & Schneider, 2002; Fullan, 2005; Hipp, 1996; Marzano, 2005;
Newmann, King, & Youngs, 2000; Tschannen-Moran, 2014). Trust is produced
between leaders and teachers through openness and transparency (Avolio & Gardner,
2005; Urick & Bowers, 2014). Principals are supportive of teachers (Fenn & Mixon,
2011; Fullan, 2014).
Transformational Leadership Behaviors

The transformational leadership behaviors for this study are based on
charismatic qualities of leadership (Boal & Bryson, 1988; Hunt, Boal, & Dodge, 1999)
and the 4 I’s: idealized influence, inspirational motivation, intellectual stimulation, and
individualized consideration (Aas & Brandmo, 2016; Leithwood et al. 1999) to “...lift
ordinary people to extraordinary heights (Boal & Bryson, 1988, p. 11; OCEP, 2015, p.

16) “by inspiring followers to perform beyond the level of expectation” (Bass, 1985;



OCEP, 2015, p. 16). Transformational leaders provide inspiration to teachers through
openness, transparency, and explicitly sharing the vision and mission for the future
(Avolio & Gardner, 2005; Bass & Avolio, 1993; Bass, 1985; Bass, Avolio, Goodheim,
1987; Fenn & Mixon, 2011; Forsyth, Adams, & Hoy, 2011; Northouse, 2007; Urick &
Bowers, 2014). Transformational leaders extend beyond their own self-interests to
motivate faculty to higher expectations (Avolio & Gardner, 2005; Burns, 1978; Bass,
1985). Transformational leaders model appropriate behaviors for teachers to mimic
(Podsakoff, MacKenzie, Moorman, & Fetter, 1990; Sweetland, 2001).
Transformational leaders foster a collaborative environment in which all teachers have a
voice, purpose, and responsibility (Bryk & Schneider, 2002; Deal & Peterson, 1999;
Forsyth, Adams, & Hoy, 2011, p. 170; Purkey & Smith, 1983). Transformational
leaders raise expectations for self and others (Avolio & Gardner, 2005; Bandura, 1993;
Bryk & Schneider, 2002; Forsyth, Adams, & Hoy, 2011, p. 170; Purkey & Smith,
1983). Transformational leaders are supportive and considerate of the teachers (Fenn &
Mixon, 2011; Fullan, 2014). Transformational leaders motivate teachers to responsible
thinking (Avolio & Gardner, 2005). Transformational leaders raise expectations of
teachers by commending them in exceeding the status quo (Avolio & Gardner, 2005).
Interaction between Faculty Trust and Transformational Leadership

Literature provides support for the relationship between faculty trust in
principals to transformational leadership behaviors (Bryk & Schneider, 2002; Forsyth,
Adams, & Hoy, 2011; Tschannen-Moran, 2014). To operationalize the indicators of the
interaction, this study views the specific characteristics expressed in the

multidimensional perspectives following. Both trust and transformational leadership



promote openness and transparency between leaders and teachers (Avolio & Gardner,
2005; Urick & Bower, 2014). Trust and transformational leadership promote a
supportive environment which is considerate of teachers (Fenn & Mixon, 2011; Fullan,
2014). Trust in principals is reciprocated by the teachers; thus transformational leaders
are modeling the expected behaviors such as trust (Podsakoff, MacKenzie, Moorman, &
Fetter, 1990; Sweetland, 2001). The interaction promotes shared participation and
shared responsibility among the leaders and teachers (Avolio & Gardner, 2005; Bryk &
Schneider, 2002; Deal & Peterson, 1999; Forsyth, Adams, & Hoy, 2011, p. 170; Purkey
& Smith, 1983).

Leaders foster an effective, amicable environment for teachers to perceive trust
in them. This perceived trust in principals promotes teachers to assist and mentor one
another for the betterment of the students’ success and the organization. The nurturing
collaborationcreates harmonious outcomes among the teachers. In order for
collaboration to occur, transformational leaders need to be informed of their positive
and negative trust and behavioral actions through their faculty’s perceptions. The
transformational leaders must behave as a gardener tending the plot by nurturing the
fruited vegetation and clearing away the weeds and dying plants (Grahn, 2008). Asin a
garden, teachers must be tended to and nurtured through support and collaboration to
foster trusting relationships. Fostered trusting relationship building opportunities for
teachers increase the efficacy. When efficacy is improved collectively, it improves
instructional capacity. The previously stated congruous behaviors are conducive to the

development of faculty trust and overall impacted instructional capacity.



There are three components of instructional capacity: teachers, curriculum, and
students (Jaquith, 2012). One specific output concept to influence student success is
collective teacher efficacy. Faculty trust in principals is one component to advance
collective teacher efficacy. The reflections of faculty trust in principals can improve
collective teacher efficacy by way of the teachers’ perspectives. When leaders
understand teachers’ perspectives, they can use the knowledge to enhance their
leadership skill set. This enhanced leadership skill set can guide leaders in fostering
more productive relationships with their teachers. This investigation infers that there is
a relationship between the transformational leadership behaviors and faculty trust in
principal leadership directly and indirectly to instructional capacity [collective teacher
efficacy].

The basis of this inference derives in existing data from The Oklahoma Center
for Education Policy (OCEP) archive. This study seeks to examine the correlation
relationships established from this secondary data analysis. The original data analysis
was established by the OCEP (2015) to examine local teacher perspectives in a
deidentified format. The scholars can examine this deidentified collective teacher
perspectives to present a prescriptive resolve for the specific local Midwestern urban
school district in which they reside.

Although faculty’s perceptions of trust in principals is a required social indicator
to improving instructional capacity in conjunction with transformational leadership’s
behaviors; nevertheless, the transformational leaders should possess a higher
cognizance of how to respond and interject to faculty. Transformational leadership

behaviors can conguer the separatist roles which can forge bonds of teacher/leader trust.
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Significance

This study can be beneficial to scholars by revealing insights and expectations
teachers place on their principal. For these practitioner leaders as principals, the teacher
insights and expectations can lead them to become emphatic to the needs of their
teachers. This process occurs through revealing the faculty perceptions of principals’
behaviors. The principal leaders should also see the need to increase their
understanding of faculty perceptions in the importance of clarifying the organizational
expectations of instructional capacity. Collective teacher efficacy component is
specifically examined rather than the student and curriculum perspectives of
instructional capacity. Collective teacher efficacy is a valuable component relating to
transformational leadership behaviors due to the connection between faculty trust in
principals and transformational leadership behaviors. The interrelationships are
between the teachers and the leaders are reflective of one another. When teachers
perceive trust and support from their leaders then they initiate teaching risks within their
classrooms and with their students (Adams, 2013; Adams & Forsyth, 2009; Bryk &
Schneider, 2002; Coleman, 1990; Forsyth, Adams, & Hoy, 2011; Tschannen-Moran,
2014). Thus, the need of transformational leadership in developing a strong collective
teacher efficacy, which “signifies their perceptions regarding their skill to work together
and their capacity to work” (Akan, 2013, p. 597). Jaquith (2012) states “Furthermore,
little information exists about the processes and practices through which instructional
capacity gets developed in schools and districts” (p. 2). The influence of the teachers,
as in their collective teacher efficacy, is the type of instructional capacity examined in

this study.
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Leaders need to receive feedback from their teachers to understand better how
their behaviors and actions influence their leadership interrelationships with the teachers
and to what extent the leaders foster trust with their teachers. This valuable feedback
provides the undergirding for future maneuvers and actions by the leaders toward the
teachers. When transformational leaders augment their behaviors by fostering faculty
trust, the collective teacher efficacy is influenced in a positive manner to impact student
achievement.

Outline of Dissertation

In chapter one, an overview of this secondary study was provided including the
context, background, and the definitions for investigational establishment. In chapter
two, the review of literature extensively covers the reasoning behind the investigation.
The literature review also supports the necessity of this inquiry for both scholarship and
practitioner purposes. Chapter three then lays out the methods and basic procedures
aligned with the use of secondary dataset from OCEP (2015). Multiple regression is
discussed as the main analysis used to examine the secondary dataset. Chapter four
provides the results for this investigation. Chapter five situates the implications of this
study and for the practitioner. Future research possibilities are presented and discussed.
Key Terms

The key terms are listed below for the investigation in the relationship between
trust and transformational leadership behavior and instructional capacity.
Capacity-Adams (2013) references Bain, Walker, and Chan, 2011) in defining capacity

“as an essential condition for effective teaching, quality learning and school
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improvement” (p. 364). Principals develop the conditions for effective teaching to take
place.

Collective Teacher Efficacy-Hoy and Miskel state “Collective efficacy is the shared
perceptions of teachers in a school that the efforts of the faculty as a whole will have a
positive effect on students” (p. 188).

Instructional capacity-The essential condition of capacity for teacher effectiveness to
provide high quality teaching, which develops constructive social interactions to
enhance student learning (Adams, 2013; Bain, Walker, & Chan, 2011). Adams (2013)
defines instructional capacity as “resources within schools that enhance teaching
effectiveness and social processes that facilitate knowledge creation and professional
learning” (p. 364). For this inquiry instructional capacity is examined from a collective
teacher efficacy perspective. The teacher component of instructional capacity is
examined as collective teacher efficacy (Jaquith, 2012). Teacher efficacy is the
individual teacher’s capabilities

Teacher Efficacy-Ashton (1985) states that teacher efficacy is “their belief in their
ability to have a positive effect on student learning (Adams & Forsyth, 2006; Bandura,
1993; Goddard, 2002; Tschannen-Moran & Woolfolk Hoy, 1998; p. 142). This is based
on the individual teacher, rather than a collective view. Multiple teacher efficacy
perspectives form collective teacher efficacy.

Transformational leadership-Transformational leadership encompasses behaviors to
influence followers through modeling and leading by example, motivational,
inspirational, visionary, supportive, and openly transparent in communicative and

collaborative skills for fulfillment of a higher purpose either within others for overall
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school improvement (Avolio & Bass, 1988; Bass, 1985; Boal & Bryson, 1988; Urick &
Bowers, 2014).

Trust-Tschannen-Moran (2014) defines “Trust is manifest in situations where we must
rely on the competence of others and their willingness to look after that which is
precious to us” (p. 17). Tschannen-Moran (2014) includes five facets to describe trust:

“benevolence, honesty, openness, reliability, and competence” (p. 21).
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Chapter 2: Literature Review
Introduction to Literature Review

This chapter communicates how the inquiry is situated in the contemporary
literature on faculty trust in principals, transformational leadership behaviors’
relationship, and then the conjunctive relationship of faculty trust in principal and
transformational leadership behaviors on instructional capacity. Through faculty trust
in principals and transformational leadership behaviors, this investigation about these
relationships on instructional capacity is based on the work of Adams (2013). Adams
(2013) provides the empirical data support from the OCEP (2015) for using a specified
form of collective trust (faculty trust in principals) and the relationship between
transformational leadership behaviors and instructional capacity. Tschannen-Moran
(2014) offers research supporting faculty perceptions of trust and leadership; therefore,
explaining the relationship connection between faculty trust in principals and
transformational leadership behaviors. This study uses the secondary dataset to help
operationalize the characteristics of trust and transformational leadership and their
commonalities which situate the interaction to exist. In examining the various facets of
transformational leadership behaviors from Burns (1978) and trust (Bryk & Schnieder,
2002; Tschannen-Moran, 2014), it is apparent in this investigation that many of the
qualities of faculty trust in principals correspond with transformational leadership
behaviors in relation to instructional capacity. The corresponding qualities
operationalize the interaction’s existence.

Faculty trust in principals and transformational leadership behaviors are

important to the of collective teacher efficacy with collective trust of all stakeholders
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working together to advance the process of school improvement (Forsyth, Adams, &
Hoy, 2011). Collective trust is the entirety of trust among all stakeholders (Forsyth,
Adams, & Hoy, 2011). Yukl (1994; 1998; 2001; 2006) emphasizes “followers of a
transformational leader feel trust, admiration, loyalty, and respect toward the leader, and
they are motivated to do more than they originally expected to do” (p. 351); therefore,
faculty trust in principals and transformational leadership behaviors of principals is
illuminated through the faculty perceptions and their individual and combined
relationships on collective teacher efficacy. Collective teacher efficacy is an influential
component of the urban school context in the quest for school improvement.
Urban School Context

Urban schools differ greatly from neighboring affluent schools. There are many
factors to overcome in urban schools which may not exist in neighboring affluent
schools. Urban schools have limited external community and parental financial
resources and social supports which are prevalent in neighboring affluent schools.
There are wide arrays of characteristics, which can drastically curtail the peripheral
underpinning of collective teacher efficacy for urban educational environments in
contrast to their affluent counterparts; however, this study attempt to narrow the school
background characteristics. According to the literature prevailing in inquiries related to
urban school characteristics and collective teacher efficacy, a few were prevalent. The
main school background characteristics significant in past literature are (1) is race and
ethnicity variations (2) grade level snapshot in elementary school and middle school

challenges which form additional barriers for urban schools as opposed to their affluent
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counterparts (3) limited family income contributions and (4) previous school
performance considerations.

First characteristic to examine is race and ethnicity of urban schools which
varies greatly from affluent schools. Newmann, King, and Youngs (2000) express the
urban demographics differences compared to neighboring affluent schools as “...many
urban schools in the United States with large percentages of African-American, Asian,
and Latino students and large percentages of students from low-income families” (p.
266). Percentage of white students in urban schools is typically substantially less in
relation to neighboring affluent schools. Newmann, King and Youngs (2000) discuss
how a teacher examined the achievement gap between whites and nonwhites and had to
readjust tactics and expectations to ensure equality and equitability toward all. Another
teacher in the same study became more sensitive to different cultures and ensured
lessons were more culturally appropriate and relevant (Newmann, King, & Youngs,
2000). Recognizing and working to find relevancy among a sea of varied cultures,
within urban schools, might positively influence the teacher efficacy component of
instructional capacity.

Examining the grade level is second challenge in urban school context. The
grade levelsof elementary and junior high/middle schools are situated in a Midwestern
urban school district and are derived from the secondary dataset. Wahlstrom & Louis
(2008) found a slight significance in an empirical study on the variation between the
different grade levels of elementary instructional capacity and middle school on
instructional capacity when trust in principal leadership and shared leadership was

present. School level characteristics can vary greatly due to the differences in
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instruction required for different levels (Newmann, 1996: Wahlstrom & Louis, 2008),
hence, leadership and teacher behaviors collectively ought to reflect the varied
instructional responsibilities (Firestone & Pennell, 1993; Hargreaves, 2002; Lee &
Loeb, 2000; Wahlstrom & Louis, 2008) The elementary school focuses on school
readiness. Urban schools have a larger quantity of students on a wider spectrum. Basic
needs must be met before a student is ready to learn. Formative years are extremely
important for building a strong foundation for students’ entire educational process.

Junior high/middle schools are the second portion of grade level. Urban junior
high/middle schools contend with an array of challenges creating a more volatile
educational environment. Junior high/middle schools must focus on working with
students, who have responsibilities beyond the average teenager. More urban students
are latch key kidswith additional challenges ofcare for younger siblings, lack of parental
support and involvement, lack of necessary extra emotional support, lack of desired
parental financial resources, and abundance of gang and street activities. Newmann,
King and Youngs (2000) express how teacher “collaboration [can] le[a]d to grade level
standards and assessments in math and literacy, an extensive database on student
achievement on school-based assessments (summarized by grade level and individual
classroom, and also by race/ethnicity, language, and economic status) and a school
based definition of algebraic thinking” (p. 276). Teacher collaboration might lessen the
negative urban school effects on students such as a larger quantity of at-risk students
than compared to affluent schools. When teachers can collectively increase their

efficacy, they might lessen the effects of the abundance of debilitating obstacles.
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The third characteristic in urban schools is limited family financial contributions
toward student education. Urban schools are presented with financial and demographic
challenges which can interfere with academic achievement (Petersen, Sayre, & Kelly,
2007). In Petersen, Sayre, and Kelly’s (2007) mixed method study, a range of school
sizes were examined; however, the mean size would be considered urban with N=722
students. Free and reduced lunch rates, (based on parent socioeconomic status)
influences student achievement, more specifically for this study, math achievement
(Coleman, 1988; Dika & Singh, 2002; Sirin, 2005). The aforementioned influences the
three indicators of instructional capacity: students, content, and teachers (Petersen,
Sayre, & Kelly, 2007). The integration of the study is to express the importance of
including family financial contributions and math achievement characteristics in
relationship to instructional capacity. Even though there was limited financial resources
(5 of 7 districts were below state per pupil expenditures), demographic diversity, and
high free and reduced lunch percentages, instructional capacity lessened the effects of
these challenges and raised student achievement. Petersen, Sayre, and Kelly (2007)
viewed instructional capacity as a triangular approach, but this study is looking at
collective teacher efficacy component to examine the relationship between free and
reduced lunch and math achievement characteristics in accordance with instructional
capacity in an urban setting (Goddard, Hoy, Woolfolk Hoy, 2000). Percentage of
free/reduced lunch represents the limits of parental financial resources for this study.
Urban school students lack of adequate nutrition compared to affluent school students
due to limited parental income. In affluent schools, parents and communities initiate

inessential economic opportunities, such as extra-curricular experiential and educational
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activities, to be offered to individual and groups of students. In contrast to this, urban
school funding is virtually nonexistent for these extracurricular types of learning
experiences.

The fourth and final urban school context characteristic is previous academic
achievement. Adams (2013) states “...urban systems across the country, faces immense
pressure to improve student achievement” (p. 9). Math index score, reported on the A-
F report card, is an indication of state achievement tests results. Math achievement, as
well as the other subject matter, is a shared accountability and responsibility between
leaders and teachers. Hoy, Sweetland, and Smith (2002) examined how collective
teacher efficacy was a central component of student achievement in urban setting even
more important than socioeconomic status or academic emphasis. Collective teacher
efficacy even went one step further to motivate teachers and students to higher levels of
achievement (Hoy, Sweetland, and Smith, 2002). Faculty trust in principals fosters a
high level of teaching excellence which creates opportunities to overcome challenges
and take necessary risks to promote achievement (Adams, 2013; Adams & Forsyth,
2009; Bryk & Schneider, 2002; Coleman, 1990; Fullan, 2005; Forsyth, Adams, & Hoy,
2011; Tschannen-Moran, 2014). Urban schools must abide by the same set of standards
as affluent schools but with unequal external challenges. These guidelines and
standards are set forth by the State of Oklahoma, and the base requirements must be
achieved by all schools, no matter the extent of challenges a school endures. Thisurban
school characteristic analyzed is the math performance index at the secondary school
level. Urban schools require additional supports to elicit instructional influences for

students to become equitable with affluent schools. These school characteristics are
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examined individually to faculty trust in principals and transformational leadership
behaviors to exhibit the extents of principals and teachers achieve to fulfill the positive
impacts of instructional capacity in an urban school setting. Since the independent and
criterion variables are aggregated at the school level utilizing one point to represent
faculty respondents, the mean can absorb some of the varied school background
characteristics and produce more accurate outcome of the data.
Instructional Capacity

Capacity

Efficacious teaching and high quality learning, which is situated for school
improvment are the essential components of capacity (Adams, 2013; Bain, Walker, &
Chan, 2011). Adams (2013) defines instructional capacity as “resources within schools
that enhance teaching effectiveness and social processes that facilitate knowledge
creation and professional learning” (p. 364). Capacity is a synergizing collective power
of relationships between leaders and teachers to build professional skills and promote
learning (Fullan, 2005; Newman, 2000). OCEP (2015) summarizes Adams (2013)
“Instructional capacity is based on the availability and use of two interdependent
properties: (1) resources in schools that improve teaching effectiveness and (2) social
processes that facilitate professional learning” (p. 24). Since instructional capacity is a
valuable component of the urban school context, the OCEP (2015) states “Embedded in
an organization’s culture is its capacity to act effectively; in schools, this capacity
resides in the incrementally developed and shared, experiential and explanatory
knowledge about teaching and learning held by teachers and principals” (p. 3).. As

scholars and practitioners begin to understand the importance of the teacher influence
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on instruction, more attention is given to this component of the school improvement
process. In the past, capacity of instruction derived from various displays of school
improvement process (Crowther, 2011) and policy concentration (Darling-Hammond,
Hightower, Husbands, LaFors, Young, & Christopher, 2005; Fullan, 2010). OCEP
(2015) express “Capacity is enhanced when teachers and principals continuously
cultivate conditions and develop instructional approaches that promote learning” (p. 3).
It is now recognized that capacity of instruction should be established at the local level
with local control for maximizing student achievement impact (Adams, 2014; Goddard ,
Hoy, Woolfolk Hoy, 2004). Even though capacity is traditionally based on the
individual teacher’s qualities, the OCEP and this study focuses on the accumulation
collectively of all the teacher efficacies (OCEP, 2015) or possibly a collective power at
the school level among teachers and leaders (Fullan, 2005).

With the quest of maximizing student achievement at the local levels, Jaquith
(2012) defines instructional capacity as “the collection of resources-for-teaching needed
to provide high quality instruction to groups of students in a specific context” (p. 2).
High quality instruction guides teachers to be open and expectant of new challenges and
changes to make instructional improvements (Urick & Sprinkle, 2013). Even though
improving instructional capacity is viewed longitudinally to exhibit true improvement
outcomes (OCEP, 2015), this study will use a cross-sectional slice of this secondary
dataset. These behaviors of being open and expectant of challenges direct their attitude
toward their own teaching, as well as the school organization (Bandura, 1993). Their
attitudes are reflective of the teaching environment in which they foster. Teachers also

reflect an expansive knowledge base of the content and pedagogy for instruction and the
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ability to foster positive, supporting relationships with students (Jaquith, 2012).
Teachers examine the potential in each of the engaged students and are tenacious in
taking the necessary risks to motivate every student to learn (Adams & Forsyth, 2009;
Coleman, 1990; Tschannen-Moran, 2014). These tenacious teachers provide an
effective contribution to the entirety of the instructional capacity students’ success.
With teachers’ impact on instruction being so prevalent, leaders must search for
possible mentor teacher candidates to guide the more novice teachers toward capacity.
Early studies do exist toward capacity, centered on the environment in which
instruction was a measure of quality teaching (Adams, 2014; Cohen & Ball, 1999;
Corcoran & Goertz, 1995; Newman, King, & Rigdon, 1997; Newman & Wahlage,
1995). The essential component for this high quality teaching, superior learning and
school improvement is instructional capacity (Bain, Walker, & Chan, 2011). Elmore
(2003) furthers this capacity exploration through offering inspirational instructional
program examples concerning instructional capacity definitions. However, ElImore
(2003) embraces instructional resources and efficacious leadership as additional
contributors to a high capacity organization, in addition to the valuable components of
instructional capacity (Jaquith, 2012). Even though the study later discusses the role of
efficacious leadership in relation to instructional capacity improvement, first,
explanations of the three components involved in instructional capacity are provided.
Instructional capacity can be examined through three main avenues. First is
through curriculum, which consists of the necessary materials and resources for teachers
and students to use. Student perspective is the second instructional capacity avenue,

which is a fostered student-teacher interrelationship in a trusted, open atmosphere
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conducive to learning. Third, is teacher influence/perspective, which is the knowledge
of content and pedagogy, and interrelationships with students and other teachers, and
leadership supports (Jaquith, 2012). The teacher influence/perspective is later discussed
under the sections of efficacy, teacher efficacy, and collective teacher efficacy, which is
the dependent variable for this study. Collective teacher efficacy is the terminology
used later in this paper to describe the instructional capacity component for this inquiry.
However, in most research, the term, instructional capacity, is used to describe the
teacher influence on instruction. The teacher influence of instructional capacity is the
teachers both individually and collectively, maximizing the instructional process for
student engagement and achievement. Adams (2013) cites Newmann, King, and
Youngs (2000) when referring to “instructional capacity as embodied in competent
teachers”, individually and collectively (p. 364). Since instructional capacity is viewed
as efficacy, teacher efficacy, and collective teacher efficacy for this study, each
component is described and defined to build to collective teacher efficacy. Lee and
Smith (1996) repeatedly revealed, at the school level, how collective teacher efficacy
and responsibility raised student achievement to provide higher equitability improving
instructional capacity.

Teacher influence is even more pivotal in urban schools, which has many
antecedents that can hinder instructional capacity; hence, collective teacher efficacy is
used as the dependent variable for this study. Teacher influence might negate some of
these previously stated antecedents of urban schools and still positively impact
instructional capacity. These social practices integrating and influencing the promotion

of knowledge construction and teacher competence (Adams, 2014; Newmann, King, &
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Youngs; 2000) advances instructional capacity rather than previously considered, as on
the curriculum and fiscal related resources contributing to the instructional capacity
formation (King & Newman, 2001; Spillane & Louis, 2002). The valuation of the
teacher influence is much more significant in the impact of instructional capacity.
Influence on others begins in one’s on belief of efficacy.
Efficacy

Efficacy is the belief in one’s own capabilities to produce effects, influence, and
motivation (Bandura, 1994, 1998). Bandura (1977, 1978, 1982, 1984, 1986, 1989,
1991, 1993, 1994, 1995, 1997, 1998) upheld the self-efficacy construct as perceived
capabilities to influence performance throughout his years of research. An array of
research has continually supported this power of positive efficacy in a variety ranging
beneficial habit formations from motivation personally to education and sports
achievements to diverse subjects such as abandoning and altering health rendering vices
and behaviors (Bandura, 1997; Goddard, Hoy, & Woolfolk Hoy, 2004; 2006). There are
several these efficacy oriented concepts which contribute to the collective teacher
efficacy in a school (Hoy, Tarter, & Woolfolk Hoy, 2006). Efficacy is expectations
which are fulfilled through one’s attributed abilities (Balci, 2005). Efficacy is based on
perceptions of knowledge and skills of curriculum. Confidence in one’s own abilities
and skills can boost efficacy. Bolman and Deal (2008) discuss developing autonomous,
liberating circumstances, in which followers can exhibit their influence and energy to
impact the organization in a positive, productive manner. Efficacy sprouts internally
but is nurtured externally by others’ behaviors. Bandura, (1997); Kirby & DiPaola

(2009) state “human behavior can be explained where behavior, personal and
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environmental factors interact; Bandura (1997) assumes that humans make choices
purposefully, and that we make those choices based on what is believed to be the likely
outcome of those interactions” (p. 79). Burns (1978) emphasizes efficacy similarities to
the followers as well as enticing them through their “true” necessities of “shared
motives and values and goals” in all aspects of life (p. 36). Hoy, Tarter, and Woolfolk
Hoy (2006) discuss “Efficacy beliefs are central mechanisms in human agency, the
intentional pursuit of a course of action. Individuals and groups are unlikely to initiate
action without a positive sense of efficacy” (p. 428). Self-efficacy is a critical
component of Bandura’s (1986, 1994, 1997) social cognitive theory, in which
individual believe in his or her own capacity to produce a specific level of attainment
through organization and execution of certain actions designed toward goal
achievement (Bandura, 1997; Hoy, Tarter, & Woolfolk Hoy, 2006). Individual efficacy
can vary greatly from one person to another based on his or her perceived beliefs in self;
however, collectively, individuals are influenced by others to emphasize his or her
efficacy beliefs on capabilities in a more uniform approach.
Teacher Efficacy

Of the different types of efficacy, teacher efficacy is a valuable component to
positively impacting student achievement (Tschannen-Moran, Woolfolk Hoy, Hoy,
1998; Hoy, Tarter, & Woolfolk Hoy, 2006). Teacher efficacy is directly related to their
instructional approach and knowledge of curriculum and the relationships forged with
students and other teachers. Teacher efficacy beliefs are viewed individually, as well
as, collectively (Hoy, Tarter, Woolfolk Hoy, 2000; 2006). Forsyth, Adams, and Hoy,

(2011) are summarizing Bandura‘s (1997) view on “Teacher self-efficacy is the
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teacher’s belief in his or her ability to organize and execute actions to accomplish a
specific teaching task” (p. 89). Teacher beliefs transcend when they possess a high
level of comfort, support, and purpose geared at improved student learning (Dixon,
1999; Marks & Printy, 2002) and promote conceptual change (Guskey, 1986; 1989).
Teachers’ efficacy is a response to the responsibility for student success (Dixon, 1999;
Marks & Printy, 2002). Fink, a school practitioner, from Fink and Resnick (2001)
explains “I believe that no effective learning can go on without very strong personal
relationships, but relationships can’t substitute for deep knowledge. The challenge is to
build those relationships around studying teaching and improving instruction” (p. 601).
Teachers need to possess both: a strong knowledge of the content and pedagogy and the
ability to interact well with students. When strong interpersonal relationships are
formed as well as a strong knowledge base, higher levels of teacher efficacy develop.
Efficacious teachers, according to Forsyth, Adams, and Hoy (2011), “overcome such
negative external influences as poor living environments,” because they believe they
can teach all students, even ones with additional learning difficulties (p. 89).

Teacher efficacy in education and experience are contributing factors to
determining the perceived level of collective teacher efficacy (Bandura, 1993; Goddard,
Hoy, & Woolfolk Hoy, 2004; Hord, Roussin, & Sommers, 2009; Pajares, 1997).
Efficacy beliefs are based on four concepts: teaching/education mastery, perceived,
behavioral experiences, valued influence, and level of receptiveness to valued
influences (Bandura, 1986; Adams & Forsyth, 2006). This social experiential factor of
teaching/education mastery impacts theoretically and more extensively through

empirical studies (Bandura, 1986; Goddard, Hoy, Woolfolk Hoy, 2004; Adams and
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Forsyth, 2006). An extension of Bandura’s (1986) perception is based on using past
experiences to assess the present context as a valuable component of teacher efficacy
(Adams & Forsyth, 2006). Present context can contain an array of complexities unique
to urban, impoverished schools. Environmental context is beneficial to concluding the
teacher characteristics toward their level of collective teacher efficacy (Adams &
Forsyth, 2006).
Collective Teacher Efficacy

Original examinations on collective teacher efficacy were not linked to social
organizational practices; however, it was connected to student achievement with the
earliest research establishment of this concept through Bandura (1993) (Adams &
Forsyth, 2006; Bandura, 1993; Goddard, 2002; Tschannen-Moran & Woolfolk Hoy,
1998). OCEP (2015) expresses “Collective teacher efficacy is the shared perceptions of
faculty that its collective efforts will have positive effects on students” (p. 24).
Collectively, teachers develop a resilient, persistent attitude altering the climate of the
educational environment in a positive manner (Bandura, 1997; Bryk & Schneider, 2002;
Forsyth, Adams, & Hoy, 2011; Hoy, 2002; Purkey & Smith, 1983). An abundance of
research exists correlating how collective teacher efficacy affects student achievement
in urban schools with low socioeconomic status (Bandura, 1993; Goddard, Hoy, &
Woolfolk Hoy, 2000; 2006; Goddard, LoGerfo, & Hoy, 2004; Hoy, Sweetland, &
Smith, 2002; Kirby & DiPaola, 2009; McGuigan & Hoy 2006; OCEP, 2015).
Collective teacher efficacy is the entirety of the teachers perceiving that they,
individually and as a group, can positively influence student achievement by organizing

and executing necessary actions to accomplish school goals (Forsyth, Adams, & Hoy,
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2011; Goddard, Hoy, & Woolfolk Hoy, 2000; 2006); thus creating a cyclical pattern of
enhanced self-efficacy and collective teacher efficacy to promote incremental
improvements within the social organization. According to Hoy and Miskel (2008),
“Collective efficacy is the shared perceptions of teachers in a school that the efforts of
the faculty as a whole will have positive effects on students” (p. 188). Bandura (1986,
1997) express that group attributes are the sum of individual attributes contributing to
improved teacher efficacy. Collective teacher efficacy is paramount to student
achievement. Teachers are more diligent in taking risks when they believe they can be
successful in a supportive environment (Adams & Forsyth, 2009; Coleman, 1990;
Tschannen-Moran, 2014). When teachers are confident enough in their own skills and
abilities, they collectively foster teacher efficacy to thrive in their social organization,
while negating the negative effects of socioeconomic status in urban schools (Hoy &
Miskel, 2008; Bandura, 1993). Adams and Forsyth (2006) state “Social persuasion at
the collective level depends on establishing norms of openness, collaboration, and
cooperation with the social network” (p. 631). While Chhuon, Gilkey, Gonzales, &
Daly (2008); Longwell-McKean (2012) posits “Quality relationships have been found
to be a contributing factor in job satisfaction and school effectiveness” (p. 4).
Perceptions of transformational leadership can socially compel others to desire and
create quality relationships in their own surroundings. Brinson and Steiner (2007)
validate the importance of the relationships between leaders and teachers, because
“Collective efficacy, then, is a key to unlocking the existing talents of individual
teachers and building their commitment to the school’s success” (p. 3). Collaboration

allows teaching efficacy to foster an influential culture collectively. Bolman and Deal
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(2008) state “Culture forms the superglue that bonds an organization, unites people, and
helps an enterprise accomplish desired ends” (p.253). Brown, Collins, and Duguid
(2005) state, “Activity, concept, and culture are interdependent...Learning is a process
of enculturation” (p.33). An enculturation influenced by individual efficacy and
collective efficacy. Adams and Forsyth (2006) express “perceived collective efficacy
reflects a teaching faculty’s belief in its collective ability to carry out teaching tasks that
promote student achievement” (p. 626). Since we are utilizing Adams and Forsyth’s
data for this inquiry, the latter evolved meaning provides the basis for this study.
Hence, collective teacher efficacy is viewed as the investigated component of
instructional capacity for this inquiry. The social aspects of teachers, as a whole,
influence the level of achievement in a school system; therefore, their perceptions of
principal leadership behaviors are important to their own social realms collectively.
Having trust in principal leadership behaviors offers the opportunities for teachers to
perceive that social reinforcement of collective teacher efficacy.
Interrelationships as a Facet of Collective Efficacy

Since research indicates efficacy and trust as mediators of relationship building
processes with transformational leaders to promote organizational citizenship behaviors
(Jung & Avolio, 2000; Conchie, Taylor, & Donald, 2012; Pillai, Schriesheim &
Williams, 1999) then this relationship adds merit to my investigation. Even though the
organizational citizenship behaviors are influenced indirectly by transformational
leadership behaviors and mediated by faculty trust in principals (Podsakoff, MacKenzie,

Moorman, & Fetter, 1990), there is still a significant relationship socially to effective
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teaching social aspects. These effective teaching social aspects are the organizational
citizenship behaviors components of an organization.

The organizational citizenship behaviors are summed up in five social
components of an organization. They are: altruism, conscientiousness, courtesy, civic
virtue, and sportsmanship (Moorman, 1991; Organ, 1988; Podsakoff, MacKenzie,
Moorman, & Fetter, 1990). These five components of organizational citizenship
behaviors are the character foundation for building collective efficacy. The collective
efficacy contributes to the formation of strong relationships with others which can be
the key to transforming their learning and understanding of life. The strong
relationships between teachers and principals create a conducive environment to
learning and understanding life. Kolesnik (1978) expresses how human psychology
leads principals to be “very much concerned with the student’s needs for affection, self-
confidence, self-respect, a feeling of belonging, etc., if for no other reason than that the
satisfaction of these needs is a kind of prerequisite for optimum scholastic achievement”
(p. 171). The students’ social needs are fostered through interrelationships. The
interrelationships the students have with effective teachers. The social construct of
collective teacher efficacy improves the instructional process by building the
interrelationships between teachers and students. Teachers first have to form these
interrelationships with principals. Teachers, then, perceive trust from the principal
leadership behaviors toward the interrelationships to develop their own improved level
of collective teacher efficacy. Collective teacher efficacy promotes high quality
teaching. Monk (1992) Grubb, (2009) Knight (2012) inform that research exists

positing the positive influence between quality teaching and academic achievement
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situated in observing the complexities of the classroom interactions between teachers
and students (Monk, 1992; Grubb, 2009; Knight, 2012). Individual interrelationships
offer the necessary support “for many students and teachers, individualized attention
provided instructional support and the opportunity to build strong, trusting
student/teacher relationships” (Perez and Johnson, 2009; p. 160). Thus, building
relationships with students individually and within the group setting fosters higher
levels of achievement. In an effort to effectuate instruction collectively, Sullivan and
Shulman (2005) discuss a leadership vision, as “an educational vision that is
approached from several contexts (beliefs, experience, and knowledge) and is intimately
connected to his plan of action” (p. 132). This collective vision was expected to
promote collective efficacy and faculty trust in leadership. According to Sullivan and
Shulman (2005), in most circumstances, the leadership vision was accepted and
implemented in part due to his “...constant presence, both in the schools and at
professional develop meetings. His hands-on involvement extended to teaching” (p.
132). Transformational leaders are involved at every level expressing the mission and
modeling expectations for the teachers. Sullivan and Shulman (2005) add “Beliefs and
knowledge about a mission need to be intimately connected with action that changes the
status quo” (p. 132). These specific facets operationalize transformational leadership
behvaviors for this study and align with the secondary dataset survey questions for this
section.
Faculty Perceptions of Principals (Leadership)
Teachers’ perceptions of effective leadership justify the operationalized facets

aligned with the variables of interest for this study. High quality teaching is related to
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teachers’ perceptions of principal leadership. Bass and Avolio (1993) iterate “The
culture affects leadership as much as leadership affects culture” (p. 113). Research
exists exhibiting a significant relationship between transformational leadership and
perceived faculty trust (Dirks & Ferrin, 2002; Forsyth, Adams, & Hoy, 2011). Synar
and Maiden (2012) tackle faculty perceptions of principal leadership through the
economic impact of teacher turnover. There is a financial underpinning to most issues
school districts face. Synar and Maiden (2012) examine urban teacher behavioral
responses to situational experiences as they discuss the National Education Association
(2003) reports on how teachers perceive their positions as unsupported, with little or no
guidance of teaching/school expectations, and are in an isolated environment. It is
further noted that these scenarios overwhelm the teachers and lead to high teacher
turnover. These perceptions first lead to lack of trust in the leadership and a disjointed
view of the school community which can even eventually lead to teacher turnover. As
an example of faculty perceptions in principal leadership, principals, who are fostering
trust, can even possibly participate in the prevention teacher turnover. Adams and
Forsyth (2013) express “In general, trust contributes to a positive performance culture
in schools, with each distinct form of trust shaping the teaching and learning context
uniquely” (p. 2). Teachers’ perceptions of their leadership can perpetuate their ability
to excel or abruptly halt their existence in the teaching field. Synar and Maiden (2012)
state “Progressive educational leaders, cognizant of the value of human resource, must
weigh the price of current recruitment and retention and compare these expenditures to
the cost of losing quality teachers” (p. 142). Bass and Avolio (1993) emphasize

“Cultural norms arise and change because of what leaders focus their attention on, how
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they react to crises, the behaviors they role model, and whom they attract to their
organizations” (p. 113). Teachers perceive these transformational leadership behaviors
and develop bonds of trust with their principals. With these bonds of trust between
leaders and teachers, collective teacher efficacy is increased. Thus, researchers insist
that transformational leaders and faculty trust in principals provide a direct outcome on
teachers’ collective efficacy (Tschannen-Moran, 2014). Bass and Avolio (1993) refers
to transformational leadership effectiveness on teachers ‘perceptions throughleaders
“foster[ing] a culture of creative change and growth rather than one which maintains the
status quo” (p. 113). Leaders go beyond fostering the creative change culture to
provide strong interrelationships with teachers (Tschannen-Moran, 2014). These
transformational leadership behaviors generate a conducive, learning environment
(Davis, Darling-Hammond, LaPointe, & Meyerson, 2005; Leithwood, Louis, Anderson,
& Wahlstrom, 2004; Murphy, Elliott, Goldring, & Porter, 2006). Bryk and Schneider
(2002) and extend the principal leadership role to appreciate a trust fostering
atmosphere intended toward engaging relationships beyond the school environment.
The principal fosters a trusting environment with the teachers; thus developing the
optimal environment to enhance instructional practices. OCEP (2015) emphasizes “As
teachers and leaders begin to experience and understand their successes, they build a
culture of success and optimism that is matched with the needs of the school and the
specific students they serve” (p. 3). This trusting relationship indicates a linkage
between leaders and their indirect outcome of student improvement.

This study sets the stage for examining faculty perceptions of leadership for

fostering faculty trust in leadership.
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Trust

Trust among people forges bonds which connect them for the duration.
Tschannen-Moran (2014) and OCEP (2015) indicates “To build trust, teachers and
principals have to act, and be seen to act, in trustworthy ways, including exhibiting
benevolence, candor, consistency, competence and honesty...” (p. 4). Tschannen-
Moran (2014) then describes trust as a “manifest in situations where we must rely on
the competence of others and their willingness to look after that which is precious to us”
(p. 17). Tschannen-Moran (2014) bases her description on the quote from Baier (1994)
“Trust...is reliance on others’ competence and willingness to look after, rather than
horm, things one cares about which are entrusted to their care” (p. 17). Trust is the
interactions developed through genuine actions that create confidence and
understanding among participants on the emotional and logical aspects of the individual
overcoming perceived fears (Forsyth, Adams, and Hoy, 2011). OCEP (2015) later
expresses Tschannen-Moran (2014) trust facets in relation to how “Faculty trust in
principal measures the quality of relationships between faculty and the principal as
determined by the degree to which faculty perceive the principal as supportive open,
dependable, competent, and honest” (p. 16). Tschannen-Moran (2014) indicates
“Trustworthy leadership is at the heart of productive schools” (p. 14). Productive
schools happen through forging interrelationships between the leaders and the teachers.
Forging these relational bonds of trust with others is a choice (Tschannen-Moran,
2014). This choice of trust might create a conducive atmosphere for risk-taking
behaviors among teachers (Adams & Forsyth, 2009; Coleman, 1990; Tschannen-Moran,

2014). Trust takes time, energy and persistence to construct (Tschannen-Moran, 2014);
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however, trust can be destroyed in an instant; therefore, leaders must consider their
actions and behaviors thoroughly whilst encountering the faculty members.

According to Forsyth, Adams, and Hoy (2011), “The authenticity-trust
relationship is not unidirectional; however, although leader authenticity produces
faculty trust, it is also likely the case that faculty trust enables leaders to be open,
transparent, and authentic” (p. 6). Hoy et al. (2006) emphasize how trust and
cooperation among teachers work hand in hand to initiate effective student learning
environments. Trust is the interpersonal relationship formed with the understanding of
the component of risk that can occur (Adams & Forsyth, 2009; Coleman, 1990;
Tschannen-Moran, 2014). Leaders have a never ending necessary challenge to be
trustworthy and to continually self-reflect and adjust accordingly (Forsyth, Adams, &
Hoy, 2011); hence the specific component of trust examined in this inquiry is faculty
trust in principal leadership.

Faculty Trust in Principal (Leadership)

Faculty trust in principal leadership situates teachers into a collaborative
community working together for the good of the student. Forsyth, Adams, and Hoy
(2011) stress “Trust serves as a central catalyst that energizes optimistic beliefs and
hopeful behaviors by teachers and other members of the school community” (p. 167).
In order to establish this optimistic school community, teachers and leaders must invest
the necessary time and energy in building interrelationship connectedness.
Interrelationship connectedness cultivates the necessary faculty trust in principal
leadership which augments transformational leadership behaviors. Cultivating faculty

trust among teachers and leaders through the lens of transformational leadership
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stimulates educational harmony in school climate (Tschannen-Moran, 2014. Through
the lens of transformational leadership behaviors are exhibited with faculty trust in
principal leadership augmenting transformational leadership behaviors. Through this
complex connection of faculty trust in principal leadership and transformational
leadership behaviors, school climate is improved. When the school climate improves,
teachers and leaders individually and collectively want the best interests of others;
therefore; Hoy et al. (2006) express “Trust is one’s vulnerability to another in terms of
the belief that the other will act in one’s best interests” (p. 429).

When one acts in the best interests of others, respect and personal regard for
other person or group is demonstrated. Bryk and Schneider (2003) also put forth that
principals should “both respect and [show] personal regard when they acknowledge the
vulnerabilities of others, actively listen to their concerns, and eschew arbitrary actions”
(p. 43); therefore, openness and regard for others is highly essential in this process.
Respect, openness and high regard foster trust among teachers, which tends to develop
positive behaviors within teachers (Urick & Bowers, 2014). Teachers ‘behaviors tend
to formulate trust through observing the leadership behaviors in which followers are
exposed to frequently. A culture of trust and support can induce a growth in teacher
purpose and leadership (Moller, Childs-Bowen & Scrivner, 2001) advancing collective
teacher efficacy. When occupational relevance and purpose are fulfilled by teachers,
then the teachers replicate the actions toward others.

Fostering a culture of trust among individuals entails many attributes. Attributes
which include positive individual and group behaviors, more specifically efficacy.

Behaviors of individuals or groups of individuals can predicate the level of trust ensued
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by leaders and teachers (Longwell-McKean, 2012). We, as humans and social by
nature, want to form positive relationships with others. We naturally want to trust and
be trusted, but when that trust is damaged, we become more hesitant. With time and
change, we begin to be able to form those trusting bonds again with others. Leaders
must be sensitive to damaged trust and acclimate to the individual and group needs to
foster strong bonds of trust among the members of the school community (Tschannen-
Moran, 2014). When we meet someone for the first time, we form an initial gut feeling
about that person. This intuitive feeling is how we trust someone (Tschannen-Moran,
2014), in which we perceive their nature. Adams and Forsyth (2009) provide a
description of trust and a defining point of relational trust from Bryk and Schneider
(2002) as “respect, competence, personal regard for others, and integrity” (p. 265).
These trust inducing qualities are prominent characteristics of transformational leaders;
therefore, faculty trust in principal leadership bridges with transformational leadership
qualities. According to Forsyth, Adams, and Hoy (2011), “Trust in the principal
maximizes teacher effort and performance and helps to focus collective energy on what
is important” (p.157). Teachers aspire to a trusting work environment; therefore, they
experience an extraordinary degree of security in addition to obtaining consideration
and care from the social organization (Bowman & Deal, 2008). Level of comfort due to
care and consideration from the work environment sets the stage for teachers to takes
professionally, which positively impacts student achievement. Tschannen-Moran
(2014) expresses ‘Without trust, teachers and students are both unlikely to take the risks
that genuine learning entails” (p. 13). Leaders foster this impacting level of trust;

therefore, leaders can make or break schools. Due to the high value of leadership
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relating to teacher trust, leaders must guide the guide by providing a clear and concise
vision and mission of the future forecast for their community school. Forsyth, Adams,
and Hoy (2011) iterate “Visions for a better future prompt interactions and
conversations on expectations, responsibilities, dreams and innovation. These
interactions are the basis of trust formation in schools; they bring individuals together to
co-create conditions that will lead to better outcomes” (p. 140). Also, leaders and
faculty can conquer the school challenges together through enlisting trust in one another
(Tschannen-Moran, 2014).

Faculty trust in principal leadership is an increasingly prevalent exploration
fostering several basic trust developing facets to the various interworking attributes of
school communities (Forsyth, Adams & Hoy, 2011; Tschannen-Moran, 2014;
Tschannen-Moran & Hoy, 2000; Van Miele, Forsyth, & Van Houtte, 2014). The
researchers have narrowed it to the five facets of trust which are: benevolence, honesty,
openness, reliability, and competence (Tschannen-Moran, 2014; OCEP, 2015).
Tschannen-Moran (2014) articulates that the five facets of trust are established with
teachers and their counterparts by “Principals set[ting] the tone for teachers to trust one
another” (p. 151). When examining the five facets of trust in relation to
transformational leadership merits, it is apparent that the characteristics are exceedingly
similar; thus the effects of faculty trust in principal leadership on collective teacher
efficacy are also augmented by transformational leadership behaviors on collective
teacher efficacy. When examining the level of trust, it is noted that the variance of trust
in relationships between leaders and teachers is dependent on the specific levels of

reliance and consequences of expectations for the followers (Shaw, 1997); thus the
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influence of transformational leaders can alter the behaviors and actions of followers
based on the situational experiences and level of compelled influences. When
expectations vary from leaders and teachers, trust can be diminished; however, a mutual
understanding of values for the students and the school’s social organization needs to be
established for a symbiotic relationship to take hold for a trusting caring environment to
prosper.
Principals Building Trust with Faculty
The teacher reaction to principal trust sets the stage for positive and

transformative program development. Tschannen-Moran and Gareis (2015);
Tschannen-Moran (2014) “found that the level of trust teachers held for the principal set
a tone for the building” (p. 258). Programs designed to enhance the knowledge base of
principals in the area of leadership; within these programs, positive, trusting schools
should be a priority (Capper et al., 2006; Theoharis, 2007). When leaders are fostering
trust, teachers perceive it through concurring with statements related to trust in principal
leadership like the following. According to Podsakoff, Mackenzie, Moorman, and
Fetter (1990) quote from their scale statements such as ““I have complete faith in the
integrity of my manager/supervisor’ —were used to reflect the followers’ faith in the
intentions of their leaders” (p. 115). Statements like above express the importance of
faculty perceptions of leadership in relation to faculty trust in leadership. Faculty trust
in leadership derives from their perceptions of interpersonal interactions.

In conclusion, here is what is meant by the use of trust in this secondary study.
Trust is exhibited in quality trusting relationships between leaders and teachers. Quality

relationships between leaders and faculty in which exhibit trust are based on open,
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supportive, dependable, transparent, competent and honest behaviors (Tschannen-
Moran, 2014; OCEP, 2015). Faculty perceptions of leadership are the basis of faculty
trust in principals (Bryk & Schneider, 2002; Bryk, Sebring, Kerbow, Rollow & Easton,
1998; Leithwood & Sun, 2009; Nader, 1997; Pitner, 1988; Roeser, Arbreton &
Anderman, 1993; Sebring, Allensworth, Bryk, Easton, & Luppescu, 2006; Synar &
Maiden, 2012). This trust is fostered due to teachers having faith in the integrity of the
principal (Adam & Forsyth, 2009; Bryk & Schneider, 2002; George, 2003; Podsakoff,
Mackenzie, Moorman, & Fetter, 1990). Through this increase of faith and integrity,
trust is reciprocated by the teachers to the principal (Ayers, Quinn, & Stovall, 2009).
With improved trustworthiness in leadership, teachers rely on the principal (Aas &
Brandmo, 2016; Law et al., 2007; Tschannen-Moran, 2014). They rely on the leaders
by virtue of teachers believing that the principal is competent in fulfilling his/her
principal duties (Adams, 2014; Baier, 1994; Brimley, Verstegen, & Garfield, 2011,
Bryk & Schneider, 2002; Fullan, 2005; Hipp, 1996; Marzano, 2005; Newmann, King, &
Youngs, 2000; Tschannen-Moran, 2014). Trust is produced between leaders and
teachers through openness and transparency (Avolio & Gardner, 2005; Tschannen-
Moran, 2014; Urick & Bowers, 2014). Principals exhibit their openness and
transparency by being genuinely supportive of teachers (Fenn & Mixon, 2011; Fullan,
2008; 2014; Urick & Bowers, 2014).
Principal

Effective faculty trust in principals transpires in an open and transparent
environment in which good relationships are the basis of good schools (Urick &

Bowers, 2014). Principal leadership behaviors set the stage for the fostered trust to
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occur. Tschannen-Moran (2014) emphasizes “Trust matters most in situations of
interdependence, in which the interests of one party cannot be achieved without reliance
on another (p. 20). Interdependence between teachers and leaders establishes trust
through “benevolence, honesty, openness, reliability, and competence” (Tschannen-
Moran, 2014, p. 21). Transformational leaders hold benevolence, honesty, openness,
reliability, and competence in high regard as transformational leadership behaviors.
Tschannen-Moran (2003) also associated these same behaviors with transformational
leadership behaviors; thus, setting the stage for the interaction of trust and
transformational leadership to later occur to examine the joint relationship on collective
teacher efficacy. Principal leadership behaviors, which can foster trust among faculty,
lead teachers to exceed expectations (Yukl, 1989), motivate and guide teachers to
exceed basic routines (Katz & Kahn, 1978), set goals to mold and uplift teachers
(Bennis & Nanus, 1985) alter existing attitudes,values and beliefs for higher teaching
performance (Podsakoff, MacKenzie, Moorman, & Fetter, 1990), and raise teachers to
extraordinary levels (Boal & Bryson, 1988).
Leadership Behaviors

Hallinger and Heck (1996) reviewed forty empirical studies deriving from 1980
to 1995 on principal leadership behaviors contributing to the improvement of student
achievement for this investigation. Many of these studies were cross-sectional, and
Hallinger and Heck (1996) believed that were less informative than that of a
longitudinal study on principal effectiveness. They believed there were too many
variables to produce an accurate account in such a short time span. They looked

specifically at research on three criteria: (1) “the effects of the principal’s leadership
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beliefs and behavior”, (2) “explicit measure of school performance as a dependent
variable”, and (3) “effects of principals conducted outside the United States” (p. 10).
Hallinger and Heck (1996) express leadership behaviors and their relationship to
teachers and students “is complex and not easily subject to empirical verification” (p.
6). In the 1980°s researchers revised their conceptualization of the role of principal; this
formed a foundation “for more systematic empirical investigation” (Hallinger & Heck,
1996, p.9; Bossert, Dwyer, Rowan, & Lee, 1982; Hallinger & Murphy, 1985;
Leithwood & Montgomery, 1982; Sirois & Villanova, 1982). The focus of this research
was designed toward influencing the school culture to enhance collective teacher
efficacy (Hallinger & Heck, 1996). Hallinger and Heck (1996) emphasize that they
examined many mixed methods studies; however, they state “quantitative methods are
essential for assessing the extent to which administrative effects are present in schools”
(p. 14). Qualitative methodology is more adept to the complexities of principal
interactions (Hallinger & Heck, 1996; Dwyer, 1986). After categorizing the studies into
the type of methods used to measure them, Hallinger and Heck (1996) examined each
study using three models: (1) direct-effects model, (2) mediated-effects model, and (3)
antecedent-effects model (Pitner (1988). Their goal was to analyze the impact of the
principal’s actions on the desired outcomes with either of the first two models and then
in conjunction with the third model supporting either model A or B. Hallinger and
Heck (1996) also examined Pitner’s (1988) reciprocal-effects model which is the basis
for faculty perceptions of principal leadership which fosters trust between leaders and
followers. Hallinger and Heck (1996) found that the scope of the forty studies varied

extensively from just exhibiting an there was an established relationship between
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principals and teachers and students to more complex in-depth investigations which
were theoretically driven to prove levels of significance in the relationships; thus
altering and strengthening the research foundation principal effectiveness. They also
concluded that there is some significance in principal effectiveness and school
components such as collective teacher efficacy, which can indirectly influencestudent
achievement (Hallinger & Heck, 1996).

According to Leithwood (2004) and Marzano (2005), there are twenty-one
specific principal responsibilities associated with evidence steeped in leadership
behaviors influencing student achievement; however, the focus of this investigation is
designed to examine the indicator of faculty trust in principals as augmenting the
influence of transformational leadership’s behaviors on collective teacher efficacy.
Many other theorists and researchers have examined individual attributes of these
twenty-one competencies in relation to leadership behaviors and practices (Marzano,
2005). Marzano (2005) does include trust as one of the components of leading for a
higher moral purpose, a holistic concept which originates with Burns (1978). Waters,
Marzano, and McNulty (2003) further describe leading with a moral purpose as
Manaakitanga, which originates from New Zealand as an act of welcoming and sharing
to enhance the experience. Manaakitanga is bestowing respect and kindness toward
others as an essential behavior; hence fostering a trusting environment. Another New
Zealand term, utilized by Waters, Marzano, and McNulty (2003) in their thirty year plus
research period, Awhinatanga is described empathetic understanding and for others.
Leaders, who possess high levels of empathy and compassion for others can transform a

school system into a fostered trusting atmosphere, in which collective teacher efficacy
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can be enhanced. The results of this research project hinged off of practitioners’
practices and informed the development of three meta-analyses scripting out the
specifics related to effective principal leadership in which trust is implicitly and
explicitly represented. One of the existing outcomes of this research has steered to the
McRel’s principal evaluation system to become one of the three possibilities
implemented in the Oklahoma School Systems.

Another related empirical study from Nader (1997) in an Ohio elementary
school was able to offer a positive relationship connecting transformational school
leadership and faculty perceptions as evident in student behaviors. Leaders were most
efficacious in vision building of specific transformational school leadership
expectations with one exception of fostering group goals. All of the expectations minus
the one exception provided a high correlation to student engagement and achievement
outcomes.

Other studies are geared toward exploring the relationship of transformational
school leadership on faculty perspectives which included two analyses of trust
indicating mixed impacts and no effect (Leithwood & Sun, 2009). Faculty perceptions
of leadership include many varied contributors both individually and collectively
through thirty-one studies and fifty-six analyses. Leithwood and Sun (2009) reveal that
there is still inadequate evidence linking transformational leadership’s bearing on
faculty perceptions and behaviors.

In essence, the purpose of transformational leadership is to correlate directly
with the component of faculty trust in principals to advance teacher/leadership

interrelationships; thus impacting collective teacher efficacy. Promotion of collective
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teacher efficacy elicits trust among teachers and leaders so that obstacles are overcome,
which prohibit the progression of academic improvements in the school. Through the
alteration of techniques and views about educational leadership, barriers can be broken
and problems addressed even if a solution is not currently present. Without this change,
the instructional learning capacity becomes passive and milquetoast to bettering both
the students and teachers.
Transformational Leadership

Transformational leadership behaviors are the overarching behaviors of effective
leadership, in which they genuinely care unconditionally about the people, the
organization, and the community in which they serve. Transformational leadership
encompasses behaviors to influence followers through modeling and leading by
example, motivational, inspirational, visionary, supportive, and openly transparent in
communicative and collaborative skills for fulfillment of a higher purpose either within
others for overall school improvement (Avolio & Bass, 1988; Bass, 1985; Boal &
Bryson, 1988; Urick & Bowers, 2014). Boal and Bryson (1988; Hunt, Boal, & Dodge,
1999) base their leadership studies on charismatic leadership qualities such as visionary,
which is a portion of the undergirding of the faculty survey questions and the OCEP
beliefs. Hunt, Boal, and Dodge (1999) express “The visionary charismatic does this by
linking followers’ needs to important values, purposes, or meanings through articulation
of vision and goals” (p. 424). Charismatic qualities along with the four I’s of
transformational leadership: idealized influence, inspirational motivation, intellectual
stimulation, and individualized consideration (Aas & Brandmo, 2016; Leithwood et al.

1999; OCEP, 2015) are the basis of the faculty survey questions over transformational
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leadership. OCEP (2015) states “Transformational leadership behavior is marked by
the following seven key behaviors: 1) articulating a vision, 2) modeling, 3) fostering
group cohesion, 4) setting high performance expectations, 5) providing individualized
support, 6) challenging assumptions and the status quo, and 7) recognizing outstanding
work” (p. 47).

Bass (1998) expresses “Leaders are authentically transformational when they
increase awareness of what is right, good, important and beautiful” (p. 171). OCEP
(2015) expresses “The transformational leader articulates a vision, models cooperation,
fosters group cohesion, sets high performance expectations, provides individualized
support, challenges assumptions and the status quo, and recognizes outstanding work”
(p. 16). Fink and Resnick (2001) provide emphasize how the district leaders model the
expected behavior for the principals through appropriately collaborating with principal
leadership. Principals, in turn, model appropriate behaviors through collaborating with
teachers collectively to resolve school issues. It is cyclical modeling behaviors which
could be modeled for students by teachers. Bass and Steidlmeier (1999) state
“Transformational leaders set examples to be emulated by their followers” (p. 182).
Corrigan, Grove, and Vincent (2011) discuss “we further develop ourselves as moral
exemplars in a school as we model for all stakeholders what we expect from them.
Building these positive relationships with students is paramount to success” (p. 209).
This perception of “moral exemplars” provides the foundation modeling expected
behaviors for teachers to follow. The modeled behaviors are creating organizational
opportunities for shared responsibility between teachers and principals. Bass and

Steidlmeier (1999) express “authentic leaders, as moral agents, expand the domain of
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effective freedom, the horizon of conscience and the scope for altruistic intention.

Their actions aim toward noble ends, legitimate means, and fair consequences” (p. 211).
These leadership actions lead to increased shared responsibility between leaders and
teachers. Emphasizing shared responsibility toward enhancing student achievement is
precisely the connection toward school effectiveness many researchers envision (Adams
& Forsyth, 2009; Epstein 2001; Hatch 2006); however, as Adams and Forsyth (2009)
state, “transforming structures and cultures to make shared responsibility a reality
requires risks that many are not willing to take” (p. 264). Firestone and Louis (1999),
Leithwood and Jantzi (1999) and Marks and Printy (2003) also express that principal
leadership has a responsibility to transformationally change a school culture or uphold
it.

Thus, the importance of transformational leadership in education is for
principals to foster positive communities in which there is open communication and
collaboration toward a unified mission and its development (Bogler, 2001; Hallinger,
2003; Leithwood, Leonard & Sharratt, 1998; Nguin, Sleegers, & Denessen, 2006;
Thoonen, Sleegers, Oort, Peetsma, & Geijsel, 2011; Urick & Bowers, 2014a). Open
communication and collaboration in a supportive environment empowers teachers to
become resourceful and creative in facing and adjusting educational obstacles (Bass,
1985; Burns, 1978; Moolenaar, Daly, & Sleegers, 2010; Urick & Bowers, 2014a). The
tools leaders use to assist teachers in their empowered actions are based on the four I’s
of transformational leadership behaviors from Bass and Avolio (1993). Bass and

Avolio’s (1993) four factors from the MLQ or four I’s support the valuation of teachers,
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students, and organization which represent the transformational leadership behaviors in
their finest (Bass, 1985; Bass & Avolio, 1993, Burns, 1978; Urick & Bowers, 2014a).

The transformational leaders are the facilitators through the school improvement
process, guiding and directing the appropriate course of action (Leithwood, 2005;
Leithwood, 1994; Conley & Goldman, 1994). The transformational leaders display the
guiding direction and influential process by forging trusting relationships with others
perpetuating the school improvement process. This transformational leadership process
goals include, Jadallah and Pounder’s (2009) position, of “providing an educational
program to meet the intellectual, emotional, and interpersonal development needs of
young adolescents has its challenges” (p. 96). The forged bonds of trust between
leaders and followers fill the void of the logical and the emotional facets which
ultimately influence performance and progress of students. The forged trust also
nullifies the perceived fear which can envelop others and cease or retard effective
school improvement progression. In researching the topic of transformational
leadership, its origination developed in the business world and has even been examined
in the religious sector; however, for the purpose of this study, transformational
leadership is examined as a characteristic in the school management facet.

In the process of improving school instruction, the interrelationship process
among leaders and teachers is highly valued in the trust formation, even though the
transformational leaders are divided among administrative and interrelation actions
(Fenn & Mixon, 2011; Northouse, 2007). Transformational leaders encounter both
contexts and adapt their leadership skills accordingly to assist followers in progress

toward school improvement. Leadership behaviors are a balance between task and
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relationship comportments to lead effectively (Blake & Mouton, 1985; Fenn & Mixon,
2011). Balance in important for leadership to be fully effective. Occasionally, leaders
indicate that gray zones are more problematic to decipher (Willower, 1994) in task and
relationship issues. The better the leadership skill set, the more prepared the
transformational leaders are to ascertain appropriate and inappropriate solutions to
ambiguous issues.

Researchers have revealed that there is a direct influence on followers through
inducing trust among the followers and a direct influence of trust on collective teacher
efficacy (Forsyth, Adams, & Hoy, 2011); thus causing collective teacher efficacy to
influence the overarching goal of improved student achievement. Hence, the need for
the last and most considered effective leadership style: transformational leadership,
which directs and influences collective teacher efficacy authentically (Bass & Avolio,
1993; 1995; Burns, 1978) or as Starratt (2005) expresses “beyond self-interest for a
higher ideal—something heroic” (p. 130). Bass & Riggio (2006) Fenn & Mixon (2011)
state “transformational leadership was in some ways an extension of transactional
leadership” ... because it “raised leadership to the next level by inspiring followers to
commit to shared visions and goals,” challenging both leaders and followers to
developing problem-solving and “leadership capacity through mentoring, coaching, and
supporting” (p. 7). Marzano (2005) expresses that transformational leadership is an
extension of instructional leadership through the importance of teacher contributions
and the emphasis of enhanced instructional skills. Leithwood (2005) views
instructional leadership as an influence application; consequently, transformational

leadership exercises inspiration on developed axiom functions (Burns, 1978), then
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transformational leadership embraces instructional tenets. These scholars support the
multidimensional leadership as viewing the different leadership characteristics as a
scaffolding overlap of one another. The multidimensional concept of leadership can
evoke numerous positive effects such as improvement in empathy through interpersonal
communication. Bass and Avolio (1993) operationalize Burns’ (1978) perspective of
moralistic to transformational leadership for the business world including the four main
factors of transformational leadership from the multifactor leadership questionnaire
(MLQ) which are discussed further in the next few paragraphs. Rath and Clifton (2004)
indicate the transformation of an organization through the leaders fostering effective
forms of praise and recognition for the followers elicits trust. They state that an
individual “can infuse positive emotions into an entire group by filling buckets more
frequently. Studies show that organizational leaders who share positive emotions have
workgroups with a more positive mood, enhanced job satisfaction, greater engagement,
and improved group performance” (p. 28). All of which are trust creating factors.
According to Starratt (2005), “the leader sees the potential of the people in the school to
make something special, something wonderful, and something exceptional” (p. 130).
Interrelationship skills set effective leaders apart from managers.

In a transformational leadership qualitative study of an urban district, in which
reform theory was used, Gallucci, Knapp, Markholt, and Ort (2007), express “enabled
schools to respond productively to, rather than resist, district initiatives” (p. 2602). In
many instances, school reform has been associated with transformational leadership;
however, the focus for this investigation is on the social relationship between the

transformational leadership behaviors and collective teacher efficacy and the authentic
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attributes of fostering trusting relationships in principal leadership as augmenting
transformational leadership behaviors in relation to collective teacher efficacy. This
augmented effect of faculty trust in principal leadership and transformational leadership
behaviors increase the impact on collective teacher efficacy over the individual
relationship of the above on collective teacher efficacy.

In Bass’ (1985) model of leadership, he discusses “The augmentation effect
[which] predicts that by measuring transformational leadership behaviors we can
achieve a higher level of precision in predicting extra levels of effort and other relevant
criteria....” (p. 53). Yukl (1989) even expresses “followers feel trust and respect toward
the leader and they are motivated to do more than they are expected to do” (p. 272).
Faculty perceptions of trust and transformational leadership behaviors can induce higher
levels of motivation and teachers achieving beyond original expectations (Roeser,
Arbreton, & Anderman, 1993). Motivational and results beyond expectations are
transformational leadership behaviors. Podsakoff, MacKenzie, Moorman, & Fetter
(1990) discuss specifically how transformational leadership behaviors from Bass’
(1985) belief of transformational leadership behaviors augment transactional leadership
behaviors, to promote effective teacher characteristics such as the five components of
organizational citizenship behaviors. The transformational leadership behaviors that
promote the organizational citizenship behaviors are considered as the four I’'s.  Avolio,
Waldman, & Yammarino (1991) Bass & Avolio (1993) Avolio & Bass (2004) Rowold
(2005) Bass & Riggio (2006) Fenn & Mixon (2011) inform that the four factors of
transformational leadership include “idealized influence,” “inspirational motivation,”

“intellectual stimulation,” and “individualized consideration” (p. 7). The teacher survey
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questions for this investigation on transformational leadership behaviors are modeled
after these four basic factors which became operationalized for the business world by
Bass and Avolio (1993).

Idealized Influence

Starratt (2005) posits “Leaders want to transform the school from an
organization of rules, regulations, and roles into an intentional self-governing
community” (p. 130), hence, leaders boost levels of participant commitment (Burns,
1978; Marks & Printy, 2003) to maximize teacher potential (Bass 1985; Bass & Avolio,
1993; 1995; Marks & Printy, 2003). Followers want to emulate transformational
leaders (Fenn & Mixon, 2011), so they employ qualities such as “idealized influence”
which means they are admirable, respectable, hold strong ethics, values and principles,
and can be trusted by others (Bass, Avolio, Jung & Benson, 2003; Fenn & Mixon,
2011), while Rowold (2005) considers it “the attribution of charisma to the leader” and
“a collective sense of mission and values” (p. 5). Due to the value of this idealized
influence in transformational leadership behaviors, Bass and Steidlmeier (1999) posit
that “the authentic leader calls for universal brotherhood” (p. 187). In order to establish
an authentic brotherhood with teachers, leaders must possess endearing charismatic
qualities, which inspire others to greatness.

Researchers have indicated the terms transformational and charismatic to be
synonymous terms; leaders communicate inspiration for motivation (Khatri, 2005).
Leaders build up others through authentically and charismatically influencing high
levels of “pride, faith, and respect” into followers for the purpose of articulating a

collective mission (Bass, 1985; Bass, Avolio, Goodheim, 1987; Forsyth, Adams, &
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Hoy, 2011; p. 159). Bass and Steidlmeier (1999) state “If the leadership is
transformational, its charisma or idealized influence is envisioning, confident, and sets
high standards for emulation” (p. 187). According to Khatri (2005), these charismatic
attributes are also learned behaviors, which have been associated with effective leaders
of the past and can also assist existing and impending school leadership. These
transformational leadership behaviors accentuate transparent, authentic behaviors to
communicate effectively to rally the communal forces to effectuate change whether it is
incremental or a complete transformation. Transformational leaders’ energetic nature
must be infectious and overwhelmingly positive to perpetuate others to trust the director
of the change implementations.
Inspirational Motivation

Transformational leaders focus on drawing out the best in others to benefit the
group of followers, the organization in which they belong, and the community in which
they reside (Bass & Steidlmeier, 1999). Bass and Steidlmeier (1999) express “The
inspirational motivation of transformational leadership provides followers with
challenges and meaning for engaging in shared goals and undertakings” (p. 188).
Fullan (2005) expresses that “Leadership (not leaders) is the key to the new revolution”
(p. xi); thus, transformational leadership behaviors are essential to foster the atmosphere
to enhance the collective efficacy of teachers An embedded compassion for improved
collective teacher efficacy by individual teachers, as a whole, and by the principals, who
inspire them to place more prominence on relevant and current pedagogy, as well as,

interpersonal relationships to produce higher levels of student achievement. The dual,
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established commitment for building collective teacher efficacy entails a reciprocated
sense of respect and trust between teachers and principals (Fullan, 2005).

These transformational leaders must capture both the heart (charisma) and mind
(vision) of the followers for the change to truly be inspired (Khatri, 2005) and
motivated for initiation and sustainability. Fullan (2000) emphasizes that sustainable
implementation of school organizational improvement has to have “deep ownership of
teachers and principals” (p. 582). Strong ownership in an organization produces strong
commitment to success and sustainability of the organization. Fullan (2005) quotes the
scholars, Hargreaves and Fink (2006), in the pursuit of school sustainability, “It
addresses how particular initiatives can be developed without compromising the
development of others in the surrounding environment now and in the future” (p. ix),
hence, “inspirational motivation” to stimulate teacher development in the quest of
improving collective teacher efficacy individually and as a group. Inspired motivation
among leaders and teachers transforms the organization to a higher sustainable level.

The “inspirational motivation” arrives from clear communication and
inspiration by the transformational leaders to advance toward motivating others to
achieve the set-forth goals (Bass & Riggio, 2006; Fenn & Mixon, 2011). Rowold
(2005) emphasizes “inspirational motivation” as “the articulation and representation of
a vision by the leader” (p. 5). Podsakoff, MacKenzie, Moorman, & Fetter (1990)
express the importance of leaders articulating a vision as “identifying new opportunities
for.... developing, articulating, and inspiring others with his or her vision of the future.
Landeau, VanDorn, and Freeley (2009) discuss the importance of leadership vision

when “building leadership from within takes purpose, vision and most of all, buy in
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from staff (p. 58). Teachers’ motivation is usually intrinsic and infectious from
following an effective leader; however, with students, extrinsic motivators may be
necessary to achieve the objectives (Bass et al., 2003; Bass & Riggio, 2006; Fenn &
Mixon, 2011); thus, teachers must follow their modeled leadership behaviors in
fostering trust with their students in the quest to improve collective teacher efficacy.
Podsakoff, MacKenzie, Moorman, & Fetter (1990) emphasize the importance of leaders
providing an appropriate model for teachers to follow by setting an example for all to
see which “is consistent with the values the leader espouses” (p. 112). The values the
leader espouses are considered transformational leadership behaviors.
Intellectual Stimulation

“Intellectual stimulation” is based on collaboration and shared decision-making
as to challenge others to problem-solve and develop their own voices in a constructive
manner which makes for a more effective organization (Bass & Riggio, 2006; Fenn &
Mixon, 2011). Bass and Steidlmeier (1999) add the incorporation of “an open
architecture dynamic into processes of situation evaluation, vision formulation and
patterns of implementation” (p. 188) as components of transformational leadership
behaviors of intellectual stimulation. Podsakoff, MacKenzie, Moorman, & Fetter (1990)
express fostering intellectual stimulation through “promoting cooperation among
employees and getting them to work together toward a common goal” (p. 112). When
teachers feel intellectually stimulated, they feel inclusive in the shared responsibility of
improving their efficacy individually and collectively: therefore, teachers take on a
motivated ownership of its perpetuation. The shared responsibility of teachers’ efficacy

both individually and collectively indicates a civic virtue, an organizational citizenship
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behavior. Individual and collective civic virtues express concerns and participate in a
contributory role of the working environment (Organ, 1988; Podsakoff, MacKenzie,
Moorman, & Fetter, 1990).

The contributory role in the working environment of civic virtue can stimulate
each other intellectually for the good of the school system. Rowold (2005) believes
teachers should be challenged to truly examine and process the problems and stimulate
intellectual analysis when generating a multiplicity of solutions, hence, “intellectual
stimulation”. Leaders guide others to be creative in solving problems while considering
the repercussions of their decisions prior to implementing the solutions (Bass, 1985;
Bass, Avolio, Goodheim, 1987; Forsyth, Adams, & Hoy, 2011). Podsakoff,
MacKenzie, Moorman, & Fetter (1990) express how leaders should go a step farther
and challenge teachers to “re-examine some of their assumptions about their work and
rethink how it can be performed” (p. 112).

Individualized Consideration

“Individualized consideration” is when effective leaders are able to assist others
in their own paths of self-efficacy both personally and professionally (Fenn & Mixon,
2011; Leithwood & Jantzi, 2006) to fulfill individual requirements for growth
development (Avolio & Bass, 2004; Bass & Riggio, 2006; Fenn & Mixon, 2011,
Rowold, 2005) and emphasizes altruistic behaviors toward others (Bass & Steidlmeier,
1999; Kanungo & Mendonca, 1996) for the purpose of helping others to a higher
succession (Bass & Steidlmeier, 1999). When the combination of these four factors are
incorporated (Avolio & Bass, 2004), positive influence, motivation, commitment, and

workplace environments offer probable opportunities that can enhance instruction and
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learning (Fenn & Mixon, 2011; Leithwood et al., 2008). Podsakoff, MacKenzie,
Moorman, & Fetter (1990) discuss individualized support as part of individualized
consideration in which the leaders focus on the personal relationship and show respect
to the teachers and are “concerned about their personal feelings and needs” (p. 112).
Individualized support directly influences organizational citizenship behaviors, which is
considered as a transformational leadership behavior (Avolio & Bass, 1988; Bass, 1985;
Smith, Organ, & Near, 1983; Podsakoff, MacKenzie, Moorman, & Fetter, 1990)

Burns (1978) articulates leadership behaviors as “‘most of the world’ decision
makers, however powerful they may appear in journalistic accounts, must cope with the
effects of decisions already made by events, circumstances, and other persons and
hence...must act within narrow bounds” (p. 413). In some instances, leaders may lead
by following their followers’ requests. The leaders listen and respond accordingly
rather than; react hastily. The leaders are purposely developing positive
interrelationships which foster a trusting environment. Leaders conduct situational
experiences in which they empower teachers to promote teacher leadership and
responsibility within a highly supportive atmosphere (Bass, 1985; Bass, Avolio, &
Goodheim, 1987; Forsyth, Adams, & Hoy, 2011). The significance to this investigation
is in conjunction with Leithwood and Sun’s (2012) conclusions that “transformational
school leadership has direct effects on teachers’ internal states and behaviors and these,
in turn, influence school conditions” (p. 407-408), hence the fostering of trust is
necessary. Other researchers offer a theoretical perspective on the transformational
leadership efforts toward the enhancement toward on students (Leithwood, Patten, &

Jantzi, 2010; Leithwood & Sun, 2012; Silins, Mulford, & Zarins, 2003).
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Overlap between Transformational Leadership and Trust Theory
Leadership theory is based on humanistic psychology (Avolio & Gardner,

2005). Transformational leadership are the behaviors of the true self originating from
one’s inner thoughts (Avolio & Gardner, 2005; Harter, 2002). Although Willower
(1994) reminds that theories continue to evolve and scholars are always on the cusp of
new theories. Avolio and Gardner (2005) discuss transformational leadership theory “to
test this causal proposition, it would seem most useful to examine the authentic
leadership developmental process (es) that encompasses this transformational process”
(p. 319). Transformational leadership have existed other organizations which are non-
school related (Marks & Printy, 2003); however, it has evolved to include effectiveness
in school organizations (Leithwood, 1994, 1995; Leithwood, Dart, Jantzi, & Steinbach,
1993; Leithwood, Tomlinson, & Genge, 1996; Leithwood, Jantzi, & Steinbach, 1999) in
which it centers on the relationship between leaders and followers (Burns, 1978). Bass
and Steidlmeier (1999) emphasize “Authentic transformational leaders persuade others
on the merits of the issues” (p. 189). Leaders create meaning through developing a
communal reality positive in nature for them as well as others to energize (Avolio &
Gardner, 2005) and motivate altruistically to foster an enabling school structure
(Sweetland, 2001). Podsakoff, MacKenzie, Moorman, & Fetter (1990) state that
altruism is “helping a specific other person with an organizationally relevant task or
problem” (p. 115). This altruism, which promotes an enabling school structure, is a
transformational leadership behavior (Organ, 1988; Podsakoff, MacKenzie, Moorman,
& Fetter, 1990). Through the transformational leadership lens, leaders and teachers

must delve into open reciprocal communication, encourage individual and collective
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teacher efficacy promote trust, be flexible to the ebbs and flows of the educational tide,
and view problems as opportunities (Sweetland, 2001). Transformational leadership
emphasizes leaders who are transparent in expression and actions based on their core
values (Avolio & Gardner, 2005; Eagly, 2005).

Avolio and Gardner (2005) even draw on the core value of a positive moral
perspective as a facet of transformational leadership development reverting back to
Burns’ (1978) belief of transformational leadership behaviors. Bass (1990) eventually
added in the moral perspective after excluding it earlier in his transformational
leadership research (Bass, 1985) and to even take it a step further Bass (1998) expressed
one of the aspects of transformational leadership behaviors as being “of high moral
character” (Avolio & Gardner, 2005, p. 329). | have examined other theories and
appreciate their merit and contributions to leadership and instructional research;
however, transformational leadership as in transformational leadership theory follows
its namesake’s leadership style intently. Sergiovanni (1999) perceived that “...in our
schools a practice of leadership is emerging that requires us to redefine the concept.
The field is ahead of the theory and, as a result; we have a literature and an official
conversation about leadership that does not account enough for successful leadership
practice” (p. 42). As the theoretical framework advances to assist, successful leadership
practices will include more authentic behaviors.

James McGregor Burns led the transformational leadership theoretical
advancement through the developed the concept of moralistic transformational
leadership in 1978 (Hasselman, 2011); however, Bass and Avolio (1993) consider

transformational leadership behaviors to be operationalized in the business world to
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authentically encourage trust and inspire followers; rather than moralistic. Hoy (2000)
examined the authentic business approach and parlayed it into the educational realm to
effectuate organizational enhancements. To thoroughly overhaul a school organization
effectively, every aspect must be attended to; thus, authentically-minded
transformational leaders are necessary for conceptually valuing school improvement.
The transformational leadership approach effectively explains the distinctions in
transformational leadership behaviors in relationship to followers’ necessities (Fenn &
Mixon, 2011; Northouse, 2007) and follower actions within the organization and is
applicable to improving organizational effectiveness (Bass & Riggio, 2006; Fenn &
Mixon, 2011) and a personal higher moral compass (Burns, 1978). Leithwood and Sun
(2009) convey “Transformational leadership is a theory about some of the critical
organizational conditions on which leaders should focus their energies, as well as the
specific practices likely to influence those conditions” (p. 3). Followers obtain and
value the constructive, influential implications from their transformational leaders
(Leithwood & Sun, 2009; Yukl, 1994; 1998; 2001; 2006). However, Khatri (2005)
argues previous leadership research provided a limited scope based on rote, mundane
activities (Bryman, 1992; Khatri, 2005). Humphreys & Einstein, (2003) and Muenjohn
& Armstrong, (2008) acknowledge that leadership conceptual frameworks have existed
through the last several decades in multiple scholarly inquiries directing previous
management theories; therefore, transformational leadership theory has evolved to
ensnare scholarly concentration for the previous two decades (Bass, 1985; Muenjohn &
Armstrong, 2008) and to examine beyond the mundane and to dive deep into a better

understanding of leadership behaviors and characteristics (Conger, 1999; Hunt, 1999;
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Khatri, 2005). The value laden portion of this transformational leadership concept
relates directly to the authentic nature necessary to rally teachers and leaders together to
achieve individual and collective teacher efficacy through collaboration.
Transformational leadership behaviors instill high values in others to foster trust.
Transformational leaders assist in the development of transformational followers
eventually evolving into transformational leaders themselves. According to Leithwood
and Sun (2009), “Unlike many other theories of leadership that emphasize rational
processes, transformational leadership theory emphasizes the importance of symbolic
behavior” (p. 3). Transformational leaders model this authentic behavior which is
perceived by faculty and induces increased trust between the different hierarchical
levels developing a motivational educational environment. Scholars contemplate
transformational leadership theory as one of the utmost prevalent methods of
considering leader effectiveness presently (Humphrey, 2012; Piccolo & Colquitt, 2006).
Transformational leadership theory aligns with the behaviors and actions of systematic
renovation.

Leithwood and Sun (2009) state “although transformational leadership theory
makes few direct claims about other types of affects, the review included a significant
body of research about TSL [Transformational School Leadership] effects on student
achievement” (p. 18) which is always the long term output anticipated through scholarly
educational research. Bass & Riggio, (2006) Fenn & Mixon (2011) express “that the
application of transformational leadership theory can move followers to accomplish
more than they believed possible and perform beyond expectations resulting in

increased organizational effectiveness” (p. 3) because it “is concerned with emotions,
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mission, vision, goals, ethics, values meetings follower needs, and developing
leadership capacity” (Northouse, 2007).

Transformational school leadership theory has become the basis of various
research inquiries addressing issues relevant to trust and urban school settings (Dantley,
2003; Shields, 2010; Longwell-McKean, 2012; Santamaria & Santamaria, 2012).
Poverty, language barriers, lack of parental involvement, socioeconomic levels,
inequality, inequitable life opportunities, varying parental educational levels are all
marginalizing conditions of most urban school districts in the United States (Shankar-
Brown, 2015). When collective teacher efficacy is to be targeted for improvement in
urban schools, then issues must be examined to ensure a degree of equitability is
maintained to diminish any marginalized students (Capper, Theoharis, & Sebastian,
2006; Theoharis, 2007). These are issues that are directly influenced by
transformational leaders. Leaders’ behaviors are constantly magnified; hence the
actions, of transformational school leadership scrutiny, are elevated especially when in
context with collective teacher efficacy. Transformational leadership emphasizes the
rationality and understanding of cultural behaviors in the organization nested in the
community when processes are devised (Leithwood and Sun, 2009). This concept of
transformational leadership supports research from Maslow’s (1954) hierarchical needs
of safety, security, achievement, and self-actualization in which followers aspire to
acquire the values and understanding to move beyond basic leadership expectations to
improve the organization (Bass, 1995; Leithwood & Sun, 2009). Forsyth, Adams, and
Hoy (2011) discuss “leader leverage can...be situated in personal behavior and

interactions that call attention to the higher purposes of an organization, transforming
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organizational life from a system of self-interested exchanges to the pursuit of future
accomplishment, hence, transformational leadership” (p. 159). This type of self-growth
process is stimulated through follower/leader organizational relationships. Leithwood
and Sun (2009) summarize Bass’ (1997) thoughts that “transformational leaders could
be directive or participative, authoritarian or democratic, depending on the context” (p.
3). Transformational leadership encompasses all other types of leadership attributes
which effectuate any and all types of personnel and organizational improvements.
Authentic behaviors are the virtuous, genuine skills which can transform
followers to perceiving the need for a higher moral purpose and perceiving trust in their
leadership. These authentic behaviors, steeped in transformational leadership qualities,
aligned with Bass’s (1985) Contingency Theory on the multi-faceted endearing
influences of leadership such as trust and honesty. The implications for examining the
transformational leadership stems from Burns’ (1978) view in transformational
leadership can be positive or negative to induce a transformational change; however,
Bass (1985) emphasizes the importance of an authentic perception of transformational
leadership in which genuineness is expressed inducing followers to strive for more
authentic behaviors in themselves personally and professionally. Bass and Avolio
(1993) take Burns (1978) moralistic view of authenticity and augment it to include the
four main factors of transformational leadership from the MLQ. To develop a more
precise understanding of transformational leadership, four key authentic elements exist:
(1) self-awareness, (2) unbiased processing, (3) relational authenticity, and (4) authentic
behavior or action (Avolio & Gardner, 2005; Kernis, 2003). It is a more transparent

and inclusive explanation of transformational leadership behaviors which can benefit
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student achievement. This transformational leadership behavior can foster an
environment to be augmented by perceived leadership trust among faculty. Bass,
Avolio, Jung, and Berson (2003) emphasize how leadership can help teachers by
“challenging them to think in ways in which they are not accustomed to thinking,
inspiring them to accomplish beyond what they are felt was possible, and motivating
them to do so by keeping in mind the values and high moral standards that guide their
performance” (p. 215) essentially to take risks for improvement of self, collectively, and
for students (Adams & Forsyth, 2009; Coleman, 1990; Tschannen-Moran, 2014).
Relationships must be of high quality and authentic for genuine relationships to form
and be sustained. When authentic relationships are fashioned, shared leadership and
responsibility toward organizational decisions ensue. Trust has previously been
associated as the basis of school effectiveness (Cunningham & Gresso, 1993; Lenz,
2009); however, the relationship between faculty trust in principals augmented by
transformational leadership to collective teacher efficacy to create a strong foundation
for school effectiveness. Gratified individuals are optimistic to others generating
encouraging working settings with students benefiting from improved academic
achievement.

Sergiovanni (1999) expresses that "most current leadership is based on a theory
of motivation that has overplayed the importance of self-interest, personal pleasure, and
individual choice as the driving forces for what we do” (p. 45); however, Bass and
Steidlmeier (1998) convey “Authentic transformational leaders persuade others on the
merits of the issues” (p. 5); since student achievement is the reason why educators and

administrators exist, collective teacher efficacy is an issue worth merit. “The merits of

65



the issues” are esteemed by educators, for the reason that as Starratt (2005) states,
“Educators are citizens who act for the good of fellow citizens. They seek the common
good first, before their own benefit or the benefit of one person at the expense of
others” (p. 126).

Bass & Steidlmeier (1998); Howell (1988) discuss “Authentic transformational
leaders openly bring about changes in followers’ values by the merit and relevancy of
the leader’s ideas and mission to their followers’ ultimate benefit and satisfaction” (p.
5). Hampton (2010); Quantz, Rogers, & Dantley, (1991) emphasize transformational
leadership by stating, “accomplishment of this dream will be achieved through the
establishment of a common purpose by all stakeholders, empowerment for authentic
change, and challenging the injustices of the status quo” (p. 186). Demonstrate the
behaviors and actions you want followers to emulate. Starratt (2005) emphasizes “the
responsibility of leadership affect[s] the core work of teaching and learning. These
structures and processes are not ethically neutral. They either promote the integrity of
the school’s core work—authentic learning—or they curtail or block its integrity” (p.
128).

Synthesis

To synthesize this investigation and its purpose, the literature has provided the
support needed to understand the unique dynamics of this secondary inquiry. Even
though principals are held accountable for the achievement outcomes within their
schools, their impact is mainly indirect on student achievement (Tschannen-Moran &
Gareis, 2015); however, principal leadership fosters faculty trust and exhibits

transformational leadership behaviors which influences collective teacher efficacy.
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Transformational leadership behaviors do, in fact, develop a significant
relationship on collective teacher efficacy augmented by faculty trust in principals. The
significance of this transformational leadership/faculty trust in principal inquiry has
valuation. Its purpose to extend the existing literature on both of these areas and
enhance the extended knowledge base of the dual relationship on collective teacher
efficacy is fulfilled. These behaviors form the basis for fostering and connections in
rapport to occur among teachers and leaders. Faculty trust in principals relates to
Starratt’s (2003) integration of “democracy as participation in communal self-
governance can be enacted in its most generous sense at the local level, in small
communities, in small organizations like schools...” (p. 17). This leadership is a
generous expression which can unite different individual characteristics to foster teacher
efficacy collectively. Bass and Avolio (1997); Muenjohn and Armstrong (2008)
emphasize that transformational leaders and six key transformational leadership
behaviors: “(1) identifying and articulating a vision, (2) providing an appropriate model,
(3) fostering the acceptance of group goals, (4) developing high performance
expectations, (5) providing individualized support, and (6) stimulating intellectual
stimulation” (Podsakoff, MacKenzie, Moorman, and Fetter, 1990; Forsyth, Adams, &
Hoy, 2011; p. 158-159), which adhere to four factors of transformational leadership:
idealized influence, inspirational motivation, intellectual stimulation (Avolio,
Waldmann, & Yammarino, 1991; Bass, 1985; Bass & Avolio, 1993; Bass, Avolio, &
Goodheim, 1987; Forsyth, Adams, & Hoy, 2011; Hoy, 2000), and individualized
consideration (Avolio, Waldmann, & Yammarino, 1991; Bass, 1985; Bass & Avolio,

1993; Bass, Avolio, & Goodheim, 1987; Forsyth, Adams, & Hoy, 2011; Hoy, 2000).
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These four specific characteristics of transformational leadership behaviors are
examined and compared in a meta-analysis empirically measuring instruments directed
at developing leadership skills (Leithwood & Sun, 2012, 399). Other transformational
leadership behaviors associated is charisma (Burns, 1978), and charisma components of
envisioning, empathy, empowerment, (Choi, 2006). These transformational leadership
behaviors directly influence collaboration and trust among faculty.

There are many possible implications with both facets of transformational
leadership behaviors and collective teacher efficacy. Fullan (2005) quotes himself from
2004 on school organizational implications as “...there has been a growing presence of
capacity-building strategies including leadership development, networking, lateral
capacity building, initial teacher education and school and district self-review” (p.179).
Capacity building is guided by efficacious principal leadership collaborating with
teachers. Goodwin, Wofford, and Whittington (2001) summarize the investigation
relationship of transformational leadership and collective teacher efficacy when
examining their specific linking component of trust, in which leaders “need to be
informed that they should reward and recognize effective performance. This reward
would not be the focus of a leader-follower relationship based on an exchange
agreement, but would be an aspect of the values for fairness and trust that seem to be
fundamental transformational leadership” (p. 772). Trust is a transformational
leadership behavior. Effective leaders foster trust with their teachers. The resulting
effective performance and the internal/external rewards develop an altruistic sense of
accomplishment in the school and community. Bass and Avolio (1993) believe that

leaders are role models and should create and fit into a positive social culture among the
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followers. As an altruistic behavior dictates the actions of effective leaders, they
develop into empathic listeners of their followers in order to endow them with the
necessary proactive, innovative techniques to advance educator potential and
instructional improvement. Bass and Steidlmeier (1998) express “Transformational
leaders can play important roles in organizational development. They can make use of
process observation and many of the techniques of OD [organizational development]
and improved understanding of group dynamics” (p. 15).

Lowe, Kroeck & Sivasubrahmaniam (1996), Bass & Steidlmeier (1998), Urick
(2012) inform “meta-analytical evidence supports the generalizable findings that
transformational leadership is more effective, productive, innovative, and satisfying to
followers than is transactional leadership (p. 3). To maintain the effective leadership,
Burns (1978) tells them that “in real life the most practical advice for leaders is not to
treat pawns like pawns, nor princesses like princesses, but all persons like persons” (p.
462). In other words, be authentic and genuine to others in the workplace.

Summary

The above literature provides the groundwork for the linking of transformational
leadership behaviors as reflected in the faculty’s perceptions of principal leadership to
collective teacher efficacy. The school background characteristics of urban schools
have been found to be related leadership, trust and collective teacher efficacy. As
discussed in this chapter, faculty trust in leadership and transformational leadership, as
well as the interaction between them, can influence collective teacher efficacy in urban
schools. In fact, trust and transformational leadership have been situated as malleable

factors, which might moderate some of the barriers to student success of urban schools,

69



such as the effects of free and reduced lunch. This study seeks to test the extent that
school background variables of urban schools, transformational leadership and trust
influence collective teacher efficacy. Further, this study adds to the literature by
demonstrating their individual effects, an interaction effect between leadership and
trust, and the extent that these might moderate the effect of background variables on
teacher collective efficacy. These findings would inform local, urban school leaders
about leadership practices which may help to build instructional capacity with an

increase in collective teacher efficacy. .
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School Background Variables

Faculty Trust in Principal

!

Transformational Leadership
Behaviors

Instructional Capacity

> | (Collective Efficacy)

Figure 1. This logic model explains the simplified relationship between the variables.
The literature gathered and presented in chapter supports each of these variable
relationships. The urban school background characteristics build barriers to impacting
collective teacher efficacy. Faculty trust in principals influences collective teacher
efficacy and negates the school antecedents. Transformational leadership also
influences collective teacher efficacy and negates school antecedents. Faculty trust in
principals combined with transformational leadership behaviors and recoded as an
interaction has a greater effect collective teacher efficacy, while negating the school

antecedents.
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Chapter 3: Methods

As leadership efficacy research has evolved to enlisting the Transformational
leadership models, a broad scope of positive behaviors and responsibilities are expected
and necessary to foster faculty trust and additionally student achievement. Leadership,
today, is held accountable for their schools and districts results evidenced by positive
growth in student achievement (Ross & Gray, 2006). Marzano and Waters (2001)
express “Research increasingly points to the relationship between effective leadership
and increased student achievement” (p. 12.).

The research methods to accomplish the investigational tasks are discussed in
this chapter. This chapter also delves into a portion of an existing data source provided
by The Oklahoma Center for Education Policy (OCEP, 2015) under the supervision of
the University of Oklahoma Tulsa branch. Information provided includes the data
collection process comprised of the sample, the instrument, instrument reliability and
validity, analytical technique, basic procedure, and assumptions of the existing
investigation. This study answers the research questions through secondary data
analysis of the OCEP (2015) survey. Included, is a detailed description of the data
source utilized to obtain the existing results and dissection model used to examine and
analyze the results. The purpose of this investigation is to examine the relationship
between faculty trust in principals and collective teacher efficacy and then at the
relationship between transformational leadership behaviors to collective teacher
efficacy.

This study is a correlational study. As a correlational study, the focus is on the

relationships between the variables. The relationships examined for this study is based
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on a specific sample from a Midwestern urban school district and is not considered
generalizable. The secondary data sample is also considered nonexperimental and the
findings are limited to this specific sample population. The purpose for the findings of
this study is to provide observational understanding of the relationships between leaders
and teachers; so that the local leaders might examine prescriptive strategies to enhance
leadership behaviors to foster trust among faculty. By fostering trust among faculty, the
expected output is improved collective teacher efficacy, which in turn can induce
student success.

Even though the original data has been accumulated in a cross-sectional and
longitudinal format, this study only examines a cross-sectional view of specific,
narrowed subject matter. The narrowed subject matter provides insight into the specific
characteristics in the leadership and teachers relationships.

Sample

This investigation is a secondary analysis of a project started in 2010 by OCEP
(2015) as a responsibility of The University of Oklahoma Tulsa branch. This resource
sector’s purpose was to provide relevance and relationship in school systems in a multi-
faceted forum. The school system examination was at the local level for specific
prescriptive analysis. The local level was a Midwestern urban district. With the locale
in an urban setting, the investigation can be generalizable for both scholars and
practitioners alike. The future generalizable purpose could assist in leadership training
programs for novice and existing school leaders to promote higher levels of
understanding of faculty perceptions and expectations. This research is important

according to current research examination, in that there is a limited scope of how the

73



interaction of FTP X TLB relates to collective teacher efficacy. This study looks to
extend that limited scope.
Participants and Locale

Since the original data set derived from a Midwestern urban district, this study
includes data from N=74 schools. The 74 schools, within urban district with data
aggregated to the school level from teacher surveys A and B collected in 2015, provides
the basis of this secondary data study. The teacher surveys A and B were used to
indicate the level of effectiveness of the transformational school leadership behaviors
by site and/or district administrators in the urban setting. The school leadership focus
for this study is the site administrators. The site administrator related results are
extrapolated from the surveys. Portions of the teacher surveys A and B is the
instrument utilized for this study. The portion components include: transformational
leadership, faculty trust in principals, and collective teacher efficacy. After each of
these components is examined individually, then they are examined in a linking
interaction analysis. The transformational leadership behaviors are linked to faculty
trust in the principals toward the relationship of collective teacher efficacy in the urban
school setting.

Since the survey data utilized for this investigation is from an existing set of
data, additional research and communication was obtained from one of the OCEP
(2015) Co-directors and Senior Research Scientists throughout the research process.
The logistics of this Midwestern urban district consists of approximately “42,000
students, 7,000 employees, and 88 campuses.” The student demographics include:

28.7% Caucasian, 29.48% African American, 26.13% Hispanic, 7.39% Native

74



American, 1.5% Asian, and 6.79% other. Due to the cultural diversity, Rowold (2005)
expresses “in cross-cultural research, it is important to have descriptive data in order to
compare different cultures” (p. 16). The Midwestern urban district demographics
provide diversity within the student population, thus, the decisions and objectives are
directed and determined accordingly. Approximately 5,000 of those 7,000 employees
are instructionally related through working as a teacher or administrator in this urban
school district.
Data Collection of Secondary Data

Secondary data can be a powerful adjunct toward increasing awareness of
research among scholars and practitioners. The data collection was provided through
the SPSS data forum from OCEP. This secondary data provided is a composite of many
different aspects within an education organization. This study seeks to carve out a
specific calculation portions from the two different faculty surveys to extrapolate the
data for this investigation. By using a cross sectional view of the secondary data from
OCEP scholars, the established instrument and data provides a greater depth and quality
of the detailed portion to be examined. This use of a secondary study also increases and
supports the validity and reliability in this instrument existence. This study should offer
both scholars and practitioners research on varied tactics to enhance teacher/leader
relationships through providing a specific sampling of relationship examination. The
specific extraction from the secondary data set was the focus on specific input and
output variables in relation to academic improvement of students.

The electronic codebook for this investigation contained the variables of interest

and their data set results. The data set was examined for missing value codes, as well
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as, descriptive variable factors. The original data sources were already compiled and
aggregated to maintain the confidentiality of the original survey population and ready
for external examination. The data was de-identified. The assumptions section
addresses the concerns of the multiple regression analysis for the de-identified
secondary data.
Instrument

The OCEP (2015) data encompasses an array of subject matter on “Student
Psychological Health and School Capacity”. According to the OCEP (2015) project
background of the study, the information used to promote student achievement must
come from the ones who serve those children rather than from “ ‘off-the-shelf” reform
models and policy mandates transplanted from far away or externally imposed on
schools by federal and state policy” (p. 5). By focusing on the local data, local leaders
and teachers see needs specific to their unique structure of their district and can
prescribe solutions accordingly. Since locals are using this data from these surveys for
decisions, the questions require the relevance for an urban school context and their
unique circumstances. The unique circumstances set the stage for the possibilities of
cross-sectional from 2015 for all data portions used for this study with the exception
being the 2013 index score. The cross sectional view is a snapshot from the
longitudinal data collected from 2010 to present. Since this data received is
progressively long term for the teachers and leadership, the teachers and leadership can
witness the levels of improvement that they have contributed to the betterment of the
urban district in which they serve. This is a cross-sectional view of the specific portions

of teacher survey A Section I11. Organizational Capacity. More specifically under the
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subheadings: Transformational Leadership Behavior. Also, in the Omnibus scale of
trust in teacher survey B, faculty trust in principals was embedded within the larger
component of trust. All of the questions under the subheadings as aggregated variables.
Also, the variable of Transformational Leadership Behavior and Faculty Trust in
Principal served as the independent variables in my study, as stated before in this paper.
Also for a detailed account of the entirety of questions for these two independent
variables, go to the sections below at the associated headings in chapter three.

A cross-sectional view of Section IV. Instructional Capacity subheading
Collective Teacher Efficacy provided the seven questions in which was used as the data
for the output of this dependent variable. For the detailed account of the list of
questions go to the section below on Instructional Capacity in chapter three.
Instrument Summary Detail

OCEP (2015) faculty surveys A & B express questions were directed to teachers
in a Midwestern urban district for the purpose of local stakeholders better understanding
their community school needs. At the local level, leaders continue to use this
instrument as a tool to make the necessary changes within the school system to respond
and overcome any shortcomings to enhance student achievement. Also, to relish in the
windfall of student and school successes. The results gathered from these surveys have
been de-identified prior to being sent for my investigation, as stated before. The data
was aggregated as one variable containing collective faculty perspectives on leadership.

Faculty survey A has the following sections. The first section is
transformational leadership behavior. Under this heading is questions directed to

teachers about the site principal. Section one is pertinent to my investigation. The
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second section is organizational citizenship behavior. These questions are directed
about colleagues. The third section is teacher workplace isolation. It is also questions
about colleagues. The next section is over Teacher/Leader Effectiveness (TLE)
evaluation process. The fifth section of this survey is targeting collective teacher
efficacy and is pertinent to this study. In the sixth section of the survey, student
readiness to learn questions are presented. The seventh section contains critical friends
group (CFG) performance and is not required for this study. The eighth survey section
is trust in district administration. The last survey section of faculty survey A is faculty
trust in parents.

Faculty survey B was also the instrument used for this investigation. It is the
Omnibus trust scale which has questions embedded into the format designed to
understand teachers’ perceptions of trust in principals. The questions are mixed with
others based on the all the components of collective trust. This investigation is
extrapolating only the questions about faculty trust in principals to be used as secondary
data. The second section of this survey is enabling school structure. The third survey
section is faculty academic emphasis. The next survey section is program coherence.
In the fifth section of the survey is principal support of student psychological needs.
Teacher perceived interdependence with parents is the sixth section of this survey. The
last section is professional development opportunities. For a full account of the faculty
surveys A and B, refer to Appendix G & H.

Instrument Reliability and Validity
If instruments are not consistent and accurate, there would be no future need of

their use. Since this instrument has been out and used repeatedly, the reliability and
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validity have been verified. The reliability of an instrument is a valued portion of
research for both scholars and practitioners based on its consistency (Vogt, 2007). Due
to the importance of the reliability and validity, specific concepts related are highly
valued such as Cronbach’s alpha. Vogt (2007) adds “Cronbach’s alpha is the mother of
all split-half reliabilities” (p. 115). In researching reliability, Cronbach’ alpha is a
prevalent measurement representation. For the transformational leadership behavior
portion of the instrument, Cronbach’s alpha measurement offers a reliability level of .94
on the TL Scale (OCEP Principal Report, 2015). Reliability focuses on the “consistency
of either measurement or design” (Vogt, 2007; p. 114). When examining the reliability
of faculty trust in principal portion of the instrument, the Cronbach’s alpha maintains a
characteristic array of .90 t0.98 (OCEP District Report, 2015).

Instruments require accuracy to be able to be replicated, hence validity is “the
truth or accuracy of the research” (Vogt, 2007; p. 117). In the transformational
leadership portion of survey B, the construct, concurrent, and predictive validity were
supported by the factor analysis structure (OCEP Principal Report, 2015). In survey A
over Faculty trust in principals, there was discriminant validity of the concept as well
scale support of the construct according to the factor analysis (OCEP Principal Report,
2015). Creswell (2009) goes on to convey “external validity threats arise when
experimenters draw incorrect inferences from the sample data to other persons, other
settings, and past or future situations” (p. 162). Some external validity threats could
exist in this investigation. One concern of external validity threats included high
poverty schools versus high parent involved schools. Coleman, Campbell, Hobson, &

York (1966); Coleman (1990); Hoy & Hannum (1997); Hoy et al., (2007); Kirby &
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DiPaola, (2009) are concerned about external validity, so they posit “the findings of
several studies have suggested that socioeconomic status has an impact on student
achievement” (p. 81); therefore, these distinctions must be examined to precisely
understand the link from transformational leadership behaviors to collective teacher
efficacy.

On the dependent variable of collective teacher efficacy, the reliability of this
variable must be proven strong for the scholars to build studies based on the results.
OCEP District Report (2015) states “Reliability, as measured by Cronbach’s alpha,
typically ranges from .90 to .98. Factor analytic studies of the scale support the
construct and discriminant validity of the concept” (p. iv). Since collective teacher
efficacy is so important in relation to student achievement in urban schools, the validity
is equally important. According to OCEP (2015), Goddard, Hoy, Woolfolk Hoy
(2000), for the collective teacher efficacy portion of this survey, the “content and
predictive validity of the scale is strong, and an alpha of .96 indicates strong item
consistency” (p. V).

Variables

Variables are the components used to examine the data. Since this study is
examining two independent variables, there is an established recognition between the
relationship between trust and transformational leadership behaviors. However, this
study has indicated that there are unique differences, as well as, overlaps between the
two variables of interest. The independent variable, to establish and provide the base
level of the investigation, is trust, more accurately faculty trust in principals. The next
step in the establishment of the variables is to look at transformational leadership

behaviors independently. Finally, the interaction independent variable, which is the
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focus of this investigation, is faculty trust in principal X transformational leadership
interaction. This interaction exhibited that the two interacting together apply a greater
effect on collective teacher efficacy than either of the individual independent variables
of transformational leadership and faculty trust in principals on their own. This
application of influence is occurring in the presence of urban school antecedents, also
known as school background variables. The school background variables are to be
considered and explained to further understand the complications of investigations
using human subjects or the situational circumstances in which a majority of urban

students reside.

Instructional capacity [collective teacher efficacy] is the dependent variable in
this study. This criterion variable is the focus of the predictions of the investigation,
and the data analysis determines the significance of the criterion variable’s relationship
with the individual independent variables and the interaction created independent
variable. The independent and dependent variables, examined for this study, are
contained to two faculty surveys, both Faculty Survey A and Faculty Survey B. Faculty
trust in principal is arranged in Faculty Survey B and aggregated at the school level.
Transformational leadership behaviors and collective teacher efficacy are recorded in
Faculty Survey A for aggregation at the school level. The instructional capacity is
averaged together to form one school level response as a collective theoretical
perspective of the represented faculty perception.

School Context Background Characteristics
School background variables in urban school context are established from a

combination of the OCEP (2015) district report and the Oklahoma State Department A-
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F report card. The urban school background variables vary greatly from affluent and/or
rural schools. This study accounts for these school background variables in relationship
to the variables of interest, which are faculty trust in principals and transformational
leadership behaviors, and collective teacher efficacy. The school background variables
are also considered as the urban context variables for this study. The specific context
variables from urban schools, which can vary from affluent schools, are % white
(Newmann, King, & Youngs, 2000; Walstrom & Louis, 2008), grade level (elementary
& secondary) (Firestone & Pennell, 1993; Newmann, 1996; Newmann, King, &
Youngs, 2000; Hargreaves, 2002; Lee & Loeb, 2000; Walstrom & Louis, 2008),
free/reduced lunch rates (Petersen, Sayre, & Kelly, 2007; Adams,2013), and math index
score (Newmann, King, & Youngs, 2000; Bryk & Schneider, 2002; Forsyth, Adams, &
Hoy, 2011; Adams, 2013). Originally running the assumptions in the pre-analysis
stage, it was discovered there is a large overlap between percent white, free/reduced
lunch, and math index. Since one of the main antecedents in urban school contexts is
free/reduced lunch, then free and reduced lunch rate became the obvious choice to
represent the urban school context variable for the other overlapping two. However,
percent white and the math index scores are reported and analyzed in different facets in
chapter four.
Instructional Capacity (Collective Teacher Efficacy)

Instructional Capacity is the criterion variable documented in the OCEP 2015
District Report Section IV heading; however, the more specified component of
instructional capacity to be examined in this study, is collective teacher efficacy. The

questions in teacher survey A presented to the faculty respondents on the variable of
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collective teacher efficacy are as follows: (1) Teachers here never give up, even if a
child doesn’t want to learn. (2) Teachers here are confident they can motivate their
students. (3) Teachers in the school are able to get through to the most difficult students.
(4) Teachers here have the skills needed to produce meaningful student learning. (5)
Teachers in this school believe that every child can learn. (6) Teachers in this school
have the skills to deal with student disciplinary problems. (7) Teachers here are able to
meet the specific learning needs of each child. All of these seven questions are
examined as one variable aggregated to the school level. These surveys were completed
by faculty respondents and documented on a 6 point Likert Scale. One is strongly
disagree to six is strongly agree.

According to Adams (2013) and OCEP District Report (2015), “Instructional
capacity is based on the availability and use of two interdependent properties: (1)
resource in schools that improve teaching effectiveness and (2) social processes that
facilitate professional learning” (p. 24). Collective teacher efficacy refers to the social
processes that facilitate professional learning for this study. This happened through
examining the teacher responses to the faculty surveys A and B. Collective teacher
efficacy is the perceptions communal stance toward advancing self and others, more
specifically students, through the power of positive communication and reinforcement
educatory skills (Goddard & Goddard, 2001; OCEP, 2015). Mayer, Mullens, and
Moore (2000) offer a study indicating school level indicators discussing “school faculty
that collectively takes responsibility for student learning” (p. 36). This concept
acknowledges accountability for promotion of student achievement is collective not just

individual. Angelle, Nixon, Norton and Niles (2011) state “An outcome of collective
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efficacy is the concept of collective responsibility” (p. 6). Ross and Bruce (2007)
indicate that high collective teacher efficacy levels, in teachers, promote them to
continue to persevere when working with at-risk students and face unique challenges
otherwise overlooked. Teachers can even uplift other teachers through beneficial
support and connection (OCEP, 2015). Ross and Bruce (2007) concluded in their study
that “high-efficacy teachers have positive attitudes toward low achieving student, build
friendly relationships with them, and set higher academic standards for this group than
do low-efficacy teachers” (p. 51). When teachers feel nurtured, supported, and accepted
in their working environment, their skills can blossom and draw out the enriched
abilities in others; hence, advancing the overall instructional capacity for all students
(OCEP, 2015). Although improving instructional capacity does not happen overnight,
it can increase gradually, as it infiltrates, it modifies the cultural status quo (Bryk &
Schneider, 2003). The questions from the survey ask individual teachers specifics on
how they, as a faculty, behave and act socially to promote student learning (Bandura,
1993; OCEP, 2015). The focus of Faculty Survey A (2015) covering collective teacher
efficacy is emphasized through level indicators of motivation of the teachers to educate
the most difficult and resistant of children.
Faculty Trust in Principals

The variable of trust is rooted in the foundation of psychological research
(Rotter, 1980; Erickson, 1968) more specifically, the social capital theory focusing on
relational connections among humans (Coleman, 1990). Faculty trust in principal, a
component of trust, is the other independent variable and is listed under the same

Section 11, as transformational leadership behaviors, entitled Organizational Capacity.
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These questions are integrated with other components of trust based questions related to
trust in students, in other teachers, and in parents. The entirety of trust based questions
was embedded in teacher survey B under the heading of Omnibus Trust Scale is as
follows: (1) The teachers in this school have faith in the integrity of the principal. (2)
Teachers in this school trust the principal. (3) The principal in this school typically acts
in the best interests of teachers. (4) Teachers in this school can rely on the principal. (5)
The principal in this school is competent in doing his or her job. (6) The principal
doesn’t tell teachers what is really going on. (7) In this school the authority of the
principal is used to support teachers. These seven questions are combined to create one
variable to be aggregated at the school level on a 6 point Likert scale, as strongly
disagree to strongly agree (OCEP District Report, 2015). The Omnibus Trust Scale
portion of survey B derives from the research of Forsyth, Adams, and Hoy (2011). The
school mean of the perceptions of the teachers toward the principal determine the level
of faculty trust in that principal.

Faculty trust in principals are the teachers’ perspectives to “the quality of
relationships between faculty and the principal” (OCEP District Report, 2015, p. iv).
Tschannen-Moran and Hoy (2000) exhibit the teacher perceptions association to the
OCEP 2015 District Report subheading of organizational capacity by “emphasiz[ing]
ethical behaviors and a work environment of openness, trust, and respect” (p. 577).
These behaviors induce trust. OCEP District Report (2015) expresses “Higher principal
trust indicates that faculty respect and trust the leadership of the principal” (p. iv).
When faculty trusts leadership, they replicate the actions toward their students and

subsequently foster trust with students. This behavior has a trickledown effect that can
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eventually reach a community. The more it is entrenched, the opportunities increase for
an improved organizational culture. Trust and collective teacher efficacy are directly
related to improving the organizational culture (Bryk & Schneider, 2003).
Transformational Leadership Behaviors

Transformational leadership behaviors is located in the Faculty Survey A and
listed in the OCEP 2015 District Report Section I11. under Organizational Capacity The
OCEP 2015 District Report articulates the transformational leadership behaviors with
seven key factors: “articulating a vision, modeling, fostering group cohesion, setting
high performance expectations, providing individualized support, challenging
assumptions and the status quo, and recognizing outstanding work™ (p. iii). The entire
list of questions is to be used from the survey and was designed to address the
principal’s behaviors on being inspirational, modeling appropriateness, and is
considerate and committed to promoting positive professional growth for the good of
the students and the organization (Faculty Survey A, 2015). The transformational
leadership behaviors questions are as follows (1) Inspires others with his/her plans for
the future. (2) Provides a good model for me to follow. (3) Develops a team attitude
and spirit among faculty/staff. (4) Insists on only the best performance. (5) Behaves in
a manner thoughtful of my personal needs. (6) Asks questions that prompt me to think.
(7) Commends me when | do a better than average job. All seven questions are gathered
from faculty respondents to form one data point on a 6 point Likert Scale to be
aggregated at the school level.

Transformational leadership behaviors promote others to “go beyond their self-

interests or expected rewards” (Bass & Avolio, 1993, p. 118) and to move beyond their
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existing realms to more authentic regard of education for students (Boal & Bryson,
1988; OCEP District Report, 2015). Inspirational and motivational leadership (Bass,
1985; Avolio, Waldman, & Yammarino, 1991; Bass & Avolio, 1993; OCEP District
Report, 2015) guides and supports faculty and students for higher levels of academic
improvement. Transformational leadership behaviors are the independent variable for
this investigation. OCEP District Report (2015) expresses “reliability, as measured by
Cronbach’s alpha was .94 for the Transformational Leadership Behavior Scale,
suggesting strong internal consistency among the items. The structure of the factor
analysis supported the construct validity, as did concurrent and predictive validity
procedures” (p. iii).
Analytical Technique: Forward Stepwise Multiple Regression

Multiple regression is the quantitative measurement applied to secondary data.
The purpose of this study was to test the independent effects of school background
variables, trust and transformational leadership on teacher collective efficacy. However,
since there is a theorized overlap between trust and leadership, it was important to
compare their independent effects as well as test an interaction effect. A stepwise
multiple regression allows the researcher to isolate, and then build effects for
comparison and measures of added variance explained. This stepwise structure was
beneficial to test the nature of trust and transformational leadership on collective teacher
efficacy but also to test the extent that they might moderate school background
variables. These specific variables were taken from the OCEP (2015) secondary data.
A forward stepwise multiple regression analysis was explored through the SPSS

computation program. According to Faraway (2002), “Regression analysis is used for
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explaining or modeling the relationship between a single variable Y, called the response,
output or dependent variable, and one or more predictor, input, independent or
explanatory variables, Xy, ..., X,. When p =1, it is called simple regression but when p >
1 it is called multiple regression (p. 13). Multiple regression is a method to examine
predictor variables (i.e. demographics, faculty trust in principals, transformational
leadership behaviors).

The regression analysis purpose is used to determine impact the criterion
variable by the predictor variables (Cohen & Cohen, 1983). When one variable
advances or declines, the other corresponding variables produces the correlated effects.
Dela Cruz (2011) states “The value of R increase[s] with each addition of the predictor
variable that enters the regression” (p. 98). Regression is used for the variance for
prediction; thus, being beneficial to the replication of this study in the future. The
multiple regression equation explains the involvement of each variable and its
relationship to the other variable(s). The beta values are the standardized coefficients
which estimate the level of influence on the criterion variable (Brace, Kemp & Snelgar,
2000; Dela Cruz, 2011). This was the original equation before the pre-analysis via the
assumptions tested.

Y (instructional capacity) = o +[ B white) + Bigrade level) + Bifreefreduced lunch) + Bmath index score) ]
+ [ Brtacutty trust in principats) 1 [ Btransformational teadership) ] + [ Bfaculty trust in principal X transformational

Ieadership)]

After the pre-analysis stage, each of the assumptions were tested. When the

assumptions were tested, there were overlaps discovered among the urban school
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context variables. Since there was an overlap, the equation had to be modified to fit the
evolved equation.
?(instructional capacity) — BO +[ B(grade level) + B(free/reduced Iunch)] + [ B(faculty trust in principals) ]

+[ B(transformational Ieadership)] + [ B(faculty trust in principal X transformational Ieadership)]

Variance analysis offers a precision pathway to navigate through the
complexities of the data set. Mertler and Vannatta (2002) discuss how variance defines
the treatment conditions by evaluating the differences from the mean of variables
through simple t-tests in ANOVA. The treatment effect shows statistical descriptions of
the comparison of the variables. Error variance may exist in the original data set;
however, is accounted for in the use of the secondary data.

Even though multiple regression does not require the independent variables to
be separate no matter the expanse, this analysis involves more than one independent
variable and posits linearity (Vogt, 2007). The multiple regression analysis took place
in a forward stepwise format (see figure 2, 3, 4, & 5). Vogt (2007) explains “In
multiple regression, if the new variable is at a higher level, one adds a new equation to
the first equation. By so doing one can measure the effect of a variable or variables at a
higher or a grouped level” (p. 217). In each step of the stepwise multiple regression, a
predictor variable was added, while another was removed, to the equation to express the
degree of influence on the collective teacher efficacy. The type of forward stepwise
multiple regression was manually entered into the SPSS program to prevent any
conflicting interactions between variables of interest. The first step was to examine the
school context variables (grade level, FRLRate) in relationship on collective teacher

efficacy. The second step was to add faculty trust in principals in relationship on
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collective teacher efficacy. The third step was to remove the faculty trust in principals,
then add transformational leadership to examine its relationship on collective teacher
efficacy. The last step removed the transformational leadership and then added the
interaction of faculty trust in principal X transformational leadership as combination of
two predictor variables in relationship on collective teacher efficacy. The data
extrapolation exposed each predictor variable’s individualized influence on instructional
capacity. The process occurred in four steps as the stepwise multiple regression
analysis. Multiple regression is a type of multiple linear regression which is used to
develop quantifiable equations for predicting values of the dependent variables
(collective teacher efficacy) for the greater population (Kean.edu, nd).

Vogt (2007) further asks “What is the effect on the outcome variable of a one-
unit increase in a predictor variable, while controlling for the effect of the other
predictor variables” (p. 218)? During this investigation, the school background variables
and how they may relate to the correlation between the bivariate independent variables
and the outcome were considered. When taking into account all the predictors (school
background variables, faculty trust in principals, and transformational leadership), the
outcome (collective teacher efficacy) became more precisely explained and correlated
to each independent variable. Bivariate correlations were examined between
independent variables (trust) and (transformational leadership) and dependent variables
(collective teacher efficacy) through the development of calculated equations

(Kean.edu, nd). The multiple regression stepwise process is summarized below:
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Instructional
_| School Background Capacity
Step 1: :
(grade level & — (collective
%FRL) teacher efficacy)

Figure 2. Block 1 — School Background Variables Entered

Instructional Capacity = Grade Level + % FRL

Step 2: Schc()jol IBacIIQ%‘:OUﬂd Instructional
(grade leve Capacity
%FRL) i
(collective
: teacher
Faculty Trust in efficacy)

Principal

Figure 3. Block 2 Faculty Trust in Principal added

Instructional Capacity = (Block 1 variables) + (Faculty Trust in Principal)

91



School

>tep 3 Background Instructional
(grade level & Capaut}/
%FRL) (collective
teacher
Transformational efficacy)
Leadership

Figure 4. Block 3 Transformational Leadership added
Instructional Capacity = (Block 1 variables) + (Block 2 independent variable) +

(Transformational Leadership)

Step 4 School
i Background Instructional

(()/g;;?_;e level & Capacity

: (collective
Faculty Trust in teacher
Principal x efficacy)
Transformational

Leadership

Figure 5. Block 4 — Faculty Trust in Principal x Transformational Leadership added
Instructional Capacity = (Block 1 variables) + (Block 2 independent variable) + (Block

3 independent variable) + Faculty Trust in Principal x Transformational Leadership
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Basic Procedure

Multiple regression is the quantitative measurement of this non-experiment
which was used to explain this secondary study. In SPSS, there is an automatic option
in which the data can run in forward or backward stepwise models; however, in this
study, separate models were chosen to use for manual assessment of the individual
varaibles. The separate models were used to ensure precision of the variable analysis
occurred in the multiple regression process. Mertler and Vannatta (2002) discuss “The
purpose of multiple regression is to model or group variables that best predict a criterion
variable (DV)” (p. 194). The variables in this investigation were situated and collected
at the school level. Mertler and Vannatta (2002) discuss simple regression as
examining variables for correlations between the 1V and the DV. Simple regression
was used to explain the relationship between two variables (See Figures 10-12).
Multiple regression was a bit more complicated. There was more than one independent
variable involved. Even an interaction was created to examine the theory a step further.
Mertler and Vannatta (2002) emphasize regression is examining the relationship
between the variables using Pearson R correlation to display “the stronger the
relationship the higher degree of predictability between X and Y (p. 166). The
importance of analyzing the data through multiple regression was to have the
opportunities to observe and understand the slope of the interactions among the
independent and criterion variables. These interaction observations prepare educators
and scholars for other related potential outcomes in similar circumstances. In the case
of these variables, the tables in chapter four show the practitioners the potential

outcomes for them if they apply these established principals to their leadership

93



behaviors. These variables were applied manually using a stepwise multiple regression
analysis to make each model, which is a statistical analysis. This type of regression, “is
often used in studies that are exploratory in nature” (Aron & Aron, 1999; Mertler &
Vannatta, 2002). More specifically, forward stepwise multiple regression provides each
level is an easy to understand format. Mertler and Vannatta (2002) state “The bivariate
correlations among all 1Vs and the DV are calculated. The IV that has the highest
correlation with the DV is entered in the analysis first” (p. 170). With multiple
regression, there are multiple steps to ensure accuracy. Mertler and VVannatta (2002)
add “The next variable to be entered in the analysis is the IV that contributes most to the
prediction of the DV, after partialing out the effects of the first variable” (p. 170). By
sorting out the 1Vs, this study was able to examine more closely the level of
significance between the investigated IV and DV’s relationship. The school variables
were first. Trust was the second 1V manually added and then was manually removed to
examine the third, transformational leadership behaviors. Then transformational
leadership was removed to manually add the interaction in the final step of this forward
stepwise multiple regression investigation (Mertler & Vannatta, 2002). These manually
added and removed variables were descriptive of developing separate models to
examine the forward stepwise multiple regression, rather than the traditional feature on
SPSS of the automatic option. Mertler and Vannatta (2002) then express “This effect is
measured by the increase in R (R) due to the second variable” (p. 170). This is a
continual process until significant observations cease toward the DV (Mertler &

Vannatta, 2002).
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A logic model is located on the previous pages to describe how this study
examined each of the variables using multiple regression. The background
variablewhich had to be contended with throughout this investigation was school
background characteristics (grade level & %FRL). This was model 1 and step 1 in the
stepwise analysis. The input variable, which research has repeatedly shown to relate
with the intended output, was faculty trust in principals. This was the second model and
step 2 in the stepwise analysis. Faculty trust in principals was manually added. The
forward step in this analysis is the focused input variable of transformational leadership
behaviors. This was the third model and step 3 in the stepwise analysis. Faculty trust in
principals was manually removed and transformational leadership behaviors was
manually added. Then, the final step was the interaction. This was the fourth model
and step 4 in the stepwise analysis. Transformational leadership behaviors was
manually removed and the interaction (FTP X TLB) was manually added. Descriptive
statistics was used to explain the relationships. Descriptive statistics are typically
represented by tables with minimal variables to analyze (Mertler & Vannatta, 2002).
Multiple Regression is used for the variance for prediction; thus, working well within
this study.

Pre Analysis Descriptions of the Assumptions for Multiple Regression

Assumptions must be addressed when analyzing inferential statistics for
multiple regression analysis. When using multiple regression analysis, as the
quantifiable predicator of bivariate correlations between the 1Vs and the DV, certain
assumptions were considered for the multiple regression investigation to be valid. Each

of these assumptions had individual characteristics which were tested out uniquely;
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however, there were characteristics that crossed over from one assumption to the other.
This increased the complexities of the quantitative investigation. Also, each of these
assumptions was tested through SPSS Statistics to validate multiple regression.
Normality Assumption Description

Normality was the first assumption. According to Mertler and Vannatta (2002),
there should be a normal distribution of data throughout the graph when data
distribution occurred. Amount of data expressed in a graph can expose too small of a
sample size through skewness. Transforming the variables to different functions can
assist in the solution of this assumption Mertler & Vannatta, 2002). When examining
the normality of the sample, data transformations may be used to make the data appear
“more normal” through mathematical procedures such as square root transformations or
inverse transformations; this process creates a normal distribution of variables (Mertler
& Vannatta, 2001, p. 31). Data transformations increase accuracy statistically.
Transforming variables was not needed for this assumption.
Homoscedasticity Assumption Description
The second assumption, homoscedasticity, is similar to equality of variance, which is
considered a random disturbance in variable relationships. Homoscedasticity is the
opposite of heteroscedasticity. Heteroscedasticity is an error within the independent
variable only, which can violate the homoscedasticity. Mertler and Vannatta (2002)
express how the continuous variables are highly similar, thus requiring Levine’s test or
explore the normality assumption to solve this issue. By exploring normality, reverts

back to the first assumption.
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Outlier Assumption Description

The third assumption, outliers, is the exceptional instances which can impact
results; however, should be removed to not disrupt the soundness of the analysis.
Mertler and Vannatta (2002) emphasize how outliers distort data and cause cases of
extremity a scatter plot distribution. Reverse coding and centering allow for assistance
in transformations for examining other assumptions, as well as, with interpretation of
results (Mertler & Vannatta, 2002). Mertler and Vannatta (2002) also add that outliers
should be noted in results but also excluded to not skew the generalizable outcomes.
Multicollinearity Assumption Description

The fourth assumption to address is: multicollinearity, which can create model
instability, especially at variable related outcomes of approximately .4 to .5 (Mertler &
Vannatta, 2002). Multicollinearity can be most problematic for researchers due to slight
distinctions between variables which can cause an overlap in the multiple variables’
information involved (Mertler & Vannatta, 2002). Tolerance statistics can be used to
inspect value ranges; however, a value range of zero indicates multicollinearity (Mertler
& Vannatta, 2002). To look at each individual factor, variance inflation factor can be
used to scrutinize value ranges of each predictor (Mertler & Vannatta, 2002).
Combining variables can expunge the issue of multicollinearity; however, Cronbach’s
alpha must be over .6 to ensure variable reliability.
Linearity Assumption Description

The fifth and final assumption is: linearity. Linearity suggests “a straight line
relationship between two variables” (Mertler and Vannatta, 2002; p. 32). Pearson’s r is

used for expressing linear relationships; however, they avoid expressing nonlinear
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relationships among the variables (Mertler & Vannatta, 2001; Tabachnicvk & Fidell,
1996). Nonlinearity can derive from “prediction errors,” also known as, residuals, in
multiple regression causing the results to vary from the predicted expectations (Mertler
& Vannatta, 2002). Recoding variables assists in ensuring linearity (Mertler &
Vannatta, 2002).

Pre Analysis Assumption Test Process and Results

In order to look at the deidentified data and decipher its results, | used the SPSS
program. The SPSS program provided statistical results to support quantitative data
reports and dissertations such as this one. Data was cleaned in order to use the
information the data reveals appropriately. Once the data cleaned, it was assessed
through assumptions tests such as the following tests: multicollinearity, linearity,
normality, homoscedasticity, and outliers.

The first step in the assumptions test was to dummy code school level, which
was originally set-up as two groups: elementary and secondary schools. This needed to
be accomplished, because the secondary school had the influence. The secondary
influence had lessnumber of schools in comparison to the reference group. Elementary
group was recoded as zero to represent the reference group. The elementary group is
the reference group, in which there were more schools represented. The secondary
schools category was recoded with dummy coding to one. Dummy coding uses “one
degree of freedom...just like in analysis of variance” (ats.ucla.edu, nd.) and provides
categorical codes of ones and zeros to use as predictor variables for each group

membership (ats.ucla.edu, nd.). Dummy coding assists in predictor methods of
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estimation of linear regression analysis (ats.ucla.edu, nd.).The transformation was then
listed under the heading of secondary school.
After the transformation was complete, each and every assumption was
examined. After examination of the variable, the equation was then modified from:
?(instructional capacity) = BO +[ B(% white) + B(grade level) + B(free/reduced lunch) + B(math index score)]
+ [ B(faculty trust in principals) ] +[ B(transformational Ieadership)] + [ B(faculty trust in principal X transformational

Ieadership)]

to a new equation without as many urban context variables due to high overlap. The
high overlap created issues in the models; therefore, the new equation was altered and
is as follows:

Y (instructional capacity) = Bo +[ Bgrade tevely + Biresireduced lunchy ] + [ Befacutty trust in principals) ]
+[ Baransformational teadership) ] + [ Befaculty trust in principal X transformational leadership)]
Normality Assumption Process for Pre Analysis

The first and most important assumption, normality, showed the frequencies and
a histogram. In the SPSS program, the features used were analyze, descriptive
statistics, and frequencies. Once in frequencies, all six continuous variables were
added: index score, FRL rate, percent white, FTPrin, TLB, and CTE. Other features
used included the statistics tab to mark the central tendency of mean. Skewness and
kurtosis under distribution and standard deviation, minimum, and maximum under
dispersion were marked before returning to the frequencies screen. The features used
included the charts tab and normal histogram in the frequencies. At this point, the
normality output was created in the SPSS program. The frequencies and the histogram

break down each of the variables into pairs and exhibit the mean and standard deviation
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for each histogram. Specifically for normality frequencies, skewness and kurtosis
needed to be examined. Skewness and kurtosis were ran using descriptive statistics in
SPSS. The importance of skewness is < 2 and the importance of kurtosis is <7.
Normality Assumption Results for Pre Analysis

Normality assumption results were exhibited for each of the continuous
variables. Since the skewness and the kurtosis fell into the appropriate range, there was
no need for transformations of variables within this investigational pre analysis.

First variable examined was index score. The index score fell in the frequency
distribution with the majority of the data falling in the middle. The frequency
distribution also possessed two tails. There was a slight positive skew in the frequency
distribution; however, the skewness was <2 at .591. The kurtosis of the normal
distribution was at -.185 and is <7. The small sample size of 74 schools might account
for the slight negative account in the kurtosis.

The second variable, FRL Rate, in the normality assumption results were
exhibited in a negative skewed frequency distribution of the histogram. The negative
skewness of the frequency distribution was the most of any of the other variables at -
1.331 but stayed <2. It was expected for the frequency distribution to have a negative
skew in the free and reduced lunch rate.This is more typically descriptive of schools in
this urban district. It is understood that this was a known factor going into the
investigation, and one of the reasons why this variable was chosen to examine and
control for. The kurtosis of the data was <7 at 1.059 with the majority of the data fitting

the frequency distribution. The frequency distribution possessed two tails. On the
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positive tail of the FRL Rate frequency distribution, exposed the few outliers that are
exhibited in the outlier assumption results later in this chapter.

The third variable was percent white, which was a school background variable.
The frequency distribution was positively skewed. The skewness is at .763 and is <2.
This positive skewness was expected, because there are not as many whites in urban
schools as affluent schools. The frequency distribution possessed two tails. The
kurtosis for percent white is -.114, which is <7. The majority of data fell under the
frequency distribution. If the sample size were larger, there would have been more
diversity in urban schools showing less percent white and explaining the negative
kurtosis.

The fourth variable, FTPrin, was the independent variable of faculty trust in
principals. The majority of data fell within the frequency distribution; however, there
was a negative skew in the frequency distribution at -.806, which is <2. The kurtosis
was 1.579, which is <7 but still the highest of all of the other continuous variables. This
was due to the outliers and the gap in the results represented. A few outliers were
exhibited with a gap in the data bars due to the small sample size of only 74 schools.
Since there was such a small sample size, | did not want to exclude any outliers in this
independent variable. The frequency distribution also had two tails

The fifth variable in the normality assumption pre analysis was TLB, which are
transformational leadership behaviors. TLB is the other independent variable in this
investigation. The kurtosis is .874, which is <7. A majority of the data fell within the
frequency distribution, which is negatively skewed. The skewness is <2 at -.729. There

were few outliers existing in this frequency distribution to explain the negative skew;
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however, the small sample sizerequired them to be included in the investigational
results.

The sixth continuous variable was CTE. CTE was collective teacher efficacy
and was the dependent variable for this investigation. The kurtosis is -.540, which is
<7. The majority of the data fell within the frequency distribution with a very slight
negative skewness of -280, which was <2. The negative skewness was expressed in the
table but not exhibited in the visual associated with the data. The visual of the
frequency distribution was balanced. There was a gap in the data due to the small
sample size.

Homoscedasticity Assumption Process for Pre Analysis

In the SPSS program, the features used were analyze, compare means, and on
one-way ANOVA. All the continuous variables: index score, FRL Rate, Per.White,
FTPrin, TLB, and CTE were added to the dependent list. Secondary schools, the
categorical variable, were added to the factor portion. The options tab on the right of the
one-way ANOVA screen and Homogeneity of variance test were marked. This process
was to examine Levine’s F test. In order to examine the box plots, the features used
were analyze, explore, and marked factor levels together under box plots.
Homoscedasticity Assumption Results for Pre Analysis

Homoscedasticity assumption was tested through the homogeneity of variances.
The homogeneity of variances was tested through one-way ANOVA. In the continuous
variables of: index score, FRL Rate, Per. White, FTPrin., TLB, and CTE, all possessed
equality of variance except percent white. The percent white was significant difference

in the variance according to the Levine Statistic and was recognized. All other

102



variables tested with homogeneity of variance, and there would be issues with this
particular variable in the urban context because percent white was not going to be
representative in all schools the same. There was no need for a transformation in
percent white at a later time. The descriptives of this assumption test provides extra
information about the investigation.

To fulfill the homoscedasticity assumption, box plots were created through the
SPSS program. The box plots were developed for each of the continuous variables:
index score, FRL Rate, Per. White, FTPrin., TLB, and CTE. The math index score box
plots offer no outliers. The FRL Rate indicates three outliers. The three outliers were
schools 3, 6, and 12. The percent white displayed five outliers. The five outliers were
schools 3, 6, 12, 13, and 72. According to this box plot, there were no outliers in
FTPrin. The TLB score showed one outlier, school 19. The final box plot exposed
TLB score of two outliers. The two outliers were schools 19 and 66.

Homoscedasticity was the second assumption test. Homoscedasticity was
similar to equality of variance. One way ANOVA for homoscedasticity assumptions
was run with a violation found. The violations were in homogeneity of variance which
was the variable of percent white. The percent white violations were outliers. There
were outliers in the secondary deidentified data were found.
Outliers Assumption Process for Pre Analysis

The third assumption was outliers. In order to test for outliers in the SPSS
program, the features used were analyze, then descriptive statistics, and all seven
variables were added to the dependent list. Other features used were the statistics tab to

the right of the explore screen, outliers and descriptives with a confidence interval for
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mean of 95%. More features used were the plots tab at the right of the screen, spread vs
level with Levine Test, and the box plots which exhibited the outliers for each variable.
Outliers Assumption Results for Pre Analysis

The results for the outliers assumptions were demonstrated in the case
processing summary table and the descriptive table providing additional information
previously addressed in the other assumption tests results. The descriptives table
included the mean, the variance, the standard deviation both minimum and maximum,
the skewness and kurtosis of each variable. The values of the lowest and highest cases
were in a reasonable range of each of other.

There was a table called extreme values which exhibited the highest and lowest
school numbers and their associated values. The extreme values tables offered the
extreme of the ranges of scores and the list of schools with these extreme values in each
variable. The box plots exhibited the outliers for each variable. The index box plot
exhibited three outliers. The index outliers were schools 3, 6, and 12. FRL Rate box
plot exposed five outliers. The FRL Rate outliers were schools 3, 6, 12, 13, and 72.
There were no outliers exhibited in the Per. White box plot. FTPrin. box plots exposed
one outlier. The FTPrin. outlier was school 19. TLB box plot exposed two outliers.
The TLB outliers were schools 19 and 66. There were no outliers exhibited in the CTE
box plot.

The third assumption, outliers, exposed the outliers in the box plots in the SPSS
data program. The outliers were recognized. There were five outliers in FRL rate. FRL
rate outliers were schools 3, 6, 12, 13, and 72 in the de-identified data. These were the

schools with higher levels of free and reduced lunch rates. These FRL rate outliers
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were recognized; however, the outliers were not transformed due to the small sample
size. The FRL rate outliers were maintained. They exhibited the schools with typical
urban school characteristics pertinent to this investigation.

The index score outliers were recognized in the box plots of the SPSS program.
There were three index score outliers. They were schools 3, 6, and 12 in the de-
identified data. These outliers exhibited that those schools either possessed higher or
lower index scores in academic achievement. Index score outliers were important
indicators of schools in need of additional resources to raise scores and need particular
attention for improving index scores. Index score outliers which represented schools
with exceptional scores could have been used as examples for others to follow and
model their school actions after. Therefore, these outliers were recognized but not
transformed to fit into the box plots.

The faculty trust in principal outlier was recognized from the box plots in the
SPSS program. There was only one faculty trust in principal outlier, which was school
19. School 19 was also a recognized outlier for transformational leadership behaviors,
along with school 66. Both faculty trust in principals and transformational leadership
behaviors were independent variables used in this investigation. No transformations
were used on faculty trust in principal and transformational leadership behaviors.

There were three variables in the outliers portion of the assumptions tests which
possessed no visible outliers in the box plots from the SPSS program. These variables
were: the dichotomous variable of secondary school, the continuous variables of
percentage white, which was a school background variable, and collective teacher

efficacy, which was the dependent variable for this investigation.
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Multicollinearity Assumption Process for Pre Analysis

In the multicollinearity assumptions test, the fourth assumption test, the features
used in SPSS were analyze, then correlate, and bivariate. On the bivariate correlations
screen, all of the continuous variables were added: index score, FRL rate, per. White,
FTPrin, and TLB variables except for the CTE variable. The CTE variable was the
dependent variable in this investigation, so it was not manually added. Once completed,
the correlations table developed in the SPSS program.
Multicollinearity Assumption Results for Pre Analysis

In the correlations table for the multicollinearity test, | examined the Pearson
correlation for each of the five pertinent continuous variables. The index score had a
very strong correlation to the FRL Rate score of -.806. This correlation meant that the
higher the FRL Rate the lower the index score. The variance explained the index score
and the FRL Rate was 64%. The index score had a moderate correlation to percent
white of .646. The variance explained the index score and the percent white is 42%.
The index score had a negligible to low correlation to FTPrin score at .275. The
variance explained the index score and FRPrin is 7.5%. The FRL Rate had a very
strong correlation to percent white of -.741. This meant that the higher the FRL Rate
the lower the percent white. The variance explained the FRL Rate and the percent
white was 55%. The FRL Rate had negligible to low correlation to FTPrin of -.265.
This meant that the higher the FRL Rate the lower the FTPrin score. The variance
explained was 7%. The percent white score had a negligible to low correlation to
FTPrin of .244. The variance explained was 6%. The TLB score had a very strong

correlation to FTPrin score of .728. The coefficient of determination was 53%.
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Correlations were examined by using coefficients, which were examined
through scatterplots. In the scatterplots, the continuous variables included all but one of
the controlled variables, the independent variables, and the dependent variable. The
excluded variable was secondary school, which was a dichotomous variable that was
dummy coded. The included, continuous variables, which were highlighted, related
were greater than .4 or .5. These highlighted variables made the model unstable. In
order to prevent model instability, | removed each continuous variable from the model
one at a time and placed it in the dependent variable portion and ran it.

Linearity Assumption Process for Pre Analysis

Linearity was the last assumption test. The features included graphs, legacy
dialogs, scatter/dot plots, the simple scatter plot, and then placed the dependent variable,
CTE score, in the Y Axis slot. Next, the first continuous variable in the X Axis was
added to run the scatterplot. Each continuous variable was added individually in
conjunction to the dependent variable to examine the results. The purpose was to
exhibit a linear relationship. The first scatter plot was CTE with the index score
exhibited a positive linear relationship. The CTE/index score graph explains that as the
index score increases the CTE increases. The R? Linear relationship is 10% between
CTE and index score. The second scatter plot was CTE with the FRL Rate exhibited a
negative linear relationship. The CTE/FRL Rate graph explains that as the FRL Rate
increases the CTE decreases. The R? Linear relationship was 3% between CTE and
FRL Rate. The third scatter plot was CTE and Per White exhibited a slightly positive
linear relationship. The CTE/Per White graph explained that as the Per White increased

the CTE increased. The R?Linear relationship is 5.5% between CTE and Per White.
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The fourth scatter plot was CTE and FTPrin score exhibited a positive linear
relationship. The CTE/FTPrin graph explained that as FTPrin increased CTE increased.
The R? Linear relationship was 12.5% between CTE and FTPrin. The fifth scatter plot
was CTE and TLB score exhibited a positive linear relationship. The CTE/TLB graph
explained that as TLB increased, CTE increased. The spacing of the dots on the scatter
plots demonstrated that the sample needed to be larger to fill in the empty space in the
scatter plot graph. The R? Linear relationship was 18.4% between CTE and TLB score.
Descriptive Statistics

In chapter 4, this study provides a section on descriptive statistics. The
descriptive statistics illustrate descriptions of the variance of the survey responses.
Table 1 on variable descriptives was created for this section. The table indicates the
mean of the variance including the minimum and maximum. The table also illustrates
the standard deviation for each of the school background variables and the variables of
interest. In order to develop this table in the SPSS program, the features used were
analyze, descriptive statistics, so that the background variables and variables of interest
were placed in variables box to develop the table.

After the table was developed, formatted, and placed in the study, the
histograms for free and reduced lunch, 2013 math index score and the percent white
were developed. The histograms offer a visual support to enhance the table
representation. To build a histogram, the features used were analyze, descriptive
statistics, and frequencies. Then, for each individual histogram (free and reduced lunch,
2013 math index score, and the percent white) the specific variable was added to the

variable box to end up with three different histograms for the three different variable
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listed above. Features included charts and histograms for each of the three histograms
were developed for chapter 4.
Stepwise Multiple Regression Procedures
Stepwise multiple regression was the chosen statistical analysis for this

secondary inquiry. In following the inquiry set forth by the research questions,
regression analysis was used to examine the statistical value of the predictors on the
dependent variables (Mertler & Vannatta, 2002). The alpha level of .05 is standard in
education research; however, the p value of .10 is used in many statistical and
educational journals in reporting of results (Cohen, 1992). Probability values of .10, .05,
.01, .001 were reported in this study. Standardized coefficients were relied on for
interpretation, but with a sample size of N = 74, including a p-value of .10 allowed for
reporting of possible small and medium effect sizes (Cohen, 1992).
Research Question 1

As an extension of understanding the secondary dataset, Pearson’s correlation
table was developed. Table 2 displays the correlations, or relationship strength between
the variables or their level of significance within the relationship (Dela Cruz, 2011,
Field, 2009). In order to create the correlations table, first analyze was selected. Next,
under the heading of correlate, bivariate was selected. At that point, 2013 math index
score, FRLRate, Per. White, Trust in Princ., and Transf. Ldr. variables were placed in
the variable box. Once variables are in the variable box, then options box was selected.
Pearson’s was checked in the main screen. In the options box, the features used were
cross-product deviations and covariance for the table to be developed. Collective

teacher efficacy, the dependent variable, was excluded in this table.
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In order to run multiple regression analysis on the SPSS Program, the features
included analyze, regression, and linear. In the linear regression box, selected CTE
score 2015 for the dependent variable box. After that selection, FRLRate and
secondary school were selected for step one of the stepwise multiple regression
analysis. Once everything was selected for step one, the analysis was tested. The
default method was not changed for the manual stepwise option. It would have
manipulated the data differently. For more precision in the data extrapolation, the
independent variables were individually tested in separate models rather than the
automatic option of the forward stepwise multiple regression (See Table 3).

For research question 1, a scatterplot was created to illustrate the relationship
between free and reduced lunch and 2013 math index score. In order to create this
scatterplot, the features used were graphs, legacy dialogs, scatter/dot, simple scatterplot,
and a new box appeared. Free and reduced lunch was placed in the Y Axis and 2013
math index score was placed in the X Axis for the new scatterplot to be developed.
After the scatterplot was formed, a fit line to be added (See figure 9).

Research Question 2

In step two of the multiple regression analysis, the dependent variable of CTE
score 2015 was left in place. FTPrin score 2015 was then added to the independent
variables box. Again, the method was then left at the default to run the analysis. In this
step, the effects of FTPrin 2015 on CTE score 2015 were targeted (See Table 4).

For research question 2, another scatterplot needed to be created to demonstrate
the relationship between trust and collective teacher efficacy. For this scatterplot to be

created, the features used were graphs, legacy dialogs, scatter/dot, simple scatterplot,
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and in the new box, trust was placed in the Y Axis. Collective teacher efficacy was
placed in the X Axis. When the scatterplot formed, a fit line was added to demonstrate
trend (See figure 10).

Research Question 3

In step three of the multiple regression analysis, the dependent variable of CTE
score 2015 was left in the slot. FTPrin score 2015 was the only variable removed, and
then TLB score 2015 was added in the independent variable slot. The features included
method of default and analysis. The purpose was to examine the effects of TLB score
2015 on CTE score 2015. Both FTPrin and TLB were not entered into the independent
variable during the same model during steps two and three. This was due to the amount
of overlap between the two variables when they were exhibiting their effects on CTE
individually (See Table 5).

For research question 3, another scatterplot was created following the same
instructions as the ones in the prior research questions. The Y Axis was
transformational leadership behaviors and the X Axis was collective teacher efficacy.
Again, a fit was added to demonstrate the trend of the relationship (See figure 11).
Research Question 4

To accomplish step four of the stepwise multiple regression analysis, first an
interaction had to be created for FTP X TLB. The process for creating the interaction in
the SPSS program was as follows. The features included were transform, compute
variable; the target variable of FTPrin x TLB was recoded and added. To create this

target variable, FTPrin was added to the numeric expression box, the asterisk for
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multiplication purposes, and then, TLB score 2015 was added to the numeric expression
box (See Table 6).

After the interaction was created and added to the variable options list, step four
of the stepwise multiple regression analysis was initiated. The purpose of the
interaction was to provide an additional independent effect of each independent variable
and the combined effect of the variables of FTPrin and TLB for examination of the
gathered effect. The features chosen were analyze, regression, linear, and checked to
ensure variables were already present in the variable boxes from the last step of
analysis. CTE score 2015 was placed in the dependent variable box. The second step
was to add FTPrin to the independent variables and run the analysis. To run this
analysis, the TLB score 2015 was left in the independent variables box, and remove
FTPrin score 2015 back from the independent variables box. The final step involved
removing TLB and recoding an interaction between FTP XTLB. The newly created
interaction of FTPrin x TLB was added to the independent variables box. The feature
used was multiple regression analysis. The purpose of this final step was to examine
the recoded interaction effects of FTPrin X TLB conjointly on CTE (See Table 6).

Finally for research question 4, a scatterplot was created to display the
relationship between the interaction of FTP X TLB and collective teacher efficacy. FTP
X TLB was placed in the Y Axis and collective teacher efficacy was placed in the X
Axis. Once the scatterplot was developed following the same instructions as in the
prior research questions, a fit line was added to demonstrate the relationship trend (See

figure 12).
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High and Low Math Index Score Quartile Examples

In this section of chapter 4, a 3-dimensional scatterplot was created to illustrate
the relationship between the 2013 math index and the variables of interest, which are
trust and transformational leadership behaviors. In order to create this 3-D scatterplot,
the features used were graphs, legacy dialogs, scatter/dot, and 3-D scatter plot. A new
box appeared for 2013 math index score to be placed in the Y Axis, TLB in the X Axis,
and FTPrin in the Z Axis. Since there were three variables, a 3-dimensional scatterplot
was developed to exhibit a visual of the overlap (See figure 13).

Also in this section, table 7 was developed. This table presents details of the
three school background variables: 2013 math index score, FRL Rate, Per. White. The
mean, median, standard deviation, skewness, standard error of skewness, kurtosis,
standard error of kurtosis, range, minimum, maximum, and percentiles were represented
in table 7. The percentiles represented the quartiles of the three school background
variables. In order to develop this table, analyze, descriptive statistics, and frequencies
were selected features. Once the new box opened up the school background variables
were added. Other features used were statistics, percentiles manually added, mean and
median, standard deviation, minimum, maximum, range, and S.E. mean, skewness, and
kurtosis for table 7 to be developed.

To support the breakdown of the quartiles of the 2013 math index score in
relationship to the variables of interest: transformational leadership behaviors, trust,
and collective efficacy, a bar chart of means was created with the highest relationship to
the fourth quartile. The fourth quartile has the highest index score. In order to build the

bar chart of means, the features used were analyze, frequencies, and recoded index
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quartiles variable box. Transformational leadership behaviors, trust, and collective
efficacy were placed in the variables box. Other features included were charts and box
charts for development of the bar chart of means (See figure 14).

The next visual representation created was to test the correlation of collective
teacher efficacy on the math index score. As with the other scatterplots created in
research question 1 section, first graphs, legacy dialogs, and scatter/dot were the
features selected. The 2013 index score was placed in the Y Axis and the collective
teacher efficacy was placed in the X Axis. Finally, the correlation scatterplot was
developed. (See figure 15).

After the correlation visual was developed, this study examined specific schools
based on their unique characteristics. The schools were school #145 (low index score,
high free and reduced lunch) and school #269 (high index score, high free and reduced
lunch). Both schools were examined in a bar chart of means. In order to create the bar
chart of means, the features were analyze, descriptive statistics, and frequencies. The
recoded variable for #145 and the variables of interest: TLB, FTPrin, and CTE were
placed in the variables box. Other features included charts, bar charts, and this process
was repeated with school #269. Bar charts of means were developed to be exhibited in
the study (See figure 16 & 17).

Another scatterplot to illustrate the correlational relationship between the
interaction FTP X TLB with the index score was created. First, graphs, legacy dialogs,
and scatter/dots, simple scatter were the features. 2013 index score was placed on the Y
Axis. The interaction FTP X TLB was placed on the X Axis, and the graph was

developed (See figure 18).
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In order to examine the interaction FTP X TLB with the index score, a bar chart
of means was created. In order to create it, first analyze, descriptive statistics, and
frequencies were selected features. The recoded interaction and the recoded index score
quartiles were placed in the variables box. Charts tab feature was used for the bar chart
of means to be developed (See figure 19).

Summary

The research methods section is the pathway through this investigational
process. The involvement of secondary data alters the directional path from the
traditional quantitative study; however, the independent and criterion variables are still
addressed and analyzed utilizing SPSS software to illustrate the significance of the
relationships. Even though quantitative studies are expressed by the passive observer,
the approach to these subject variables has mainly been regarded in a qualitative
paradigm. The expansion of this investigation adds breadth and scope to the existing
literature through the quantitative paradigm. This study also assists practitioners in a
better understanding of the valuation of their faculty’s perspectives and responsive
action on leadership behaviors. The secondary dataset is further discussed in chapter 4

according to the targeted areas relevant to the research questions in this study.
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Chapter 4: Results
Introduction

In chapter four, the results are expressed in verbal form and exhibited in table
and graph form to demonstrate the correlations of the variables. The purpose for this
inquiry is to examine the relationship between faculty trust in principals,
transformational leadership behaviors, and their interaction on collective teacher
efficacy. First, this chapter provides the descriptives of the variables. Next, the guiding
question are exhibited, which is the overarching theme of this investigation. Then, each
of the research questions are presented, beginning with research question 1 and ending
with research question 4. After each research question is stated, a written description
and a table and or figure exhibiting the results from this stepwise multiple regression
analysis are presented.
Data Analyses

This study uses descriptive statistics to better understand the data before the
main analysis. Descriptive statistics include frequency distributions, which describe the
nature of the variance across participants’ responses. The descriptive statistics tables
exhibit measures of central tendency and distribution through the mean responses, the
minimum responses, the maximum responses, the standard deviations, and the kurtosis
and skewness measurements. Table 1 provides estimates of these measures. As seen in
Table 1, the minimum, the maximum, the mean, and the standard deviations are
represented for each of variables, both dichotomous and continuous. The interaction
was excluded from Table 1. Of note, for free and reduced priced lunch percentages, the

maximum is over 100 percent. This is due to weighted formulas in Oklahoma State
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Department calculations for equitable financial funding for urban and affluent schools.
The kurtosis and skewness measurements aid in the assessment of the assumptions of
the multiple regression statistical models. For this sample of N=74 schools in a large
urban district, as seen in Table 1, 31 percent are at the secondary level. The math
performance index score from 2013 represents a composite scale of point values
assigned to the number of each student in the school scoring limited knowledge,
proficient or advanced on their state test. Math index scores range up to 120 and are
used to assign letter grades to schools. For instance, an A school has a performance
index of over 90. However, the final grades assigned to schools, not just a subject area,
like math, have other factors included beyond this study. For the schools in this study,
the average math index score is about 62, which on the state system would equate to
about a D letter grade. Of the schools with the highest math index scores, their school
letter grades ranged between a B and C letter grade. There has been research which has
critiqued this letter grading system (Adams, 2013). These schools have on average 87
percent of students who receive free and reduced priced lunch with about 29 percent of
students who are white. For the variables of interest, faculty trust in principal,
transformational leadership and collective teacher efficacy ranged between means of

452 t0 4.71, which is on a Likert scale from 1 to 6.
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Table 1. Variable Descriptives

Min Max Mean Std. Deviation
Secondary Schools 0.00 1.00 0.31 0.47
Math Performance Index 2013 31.00 101.00 61.73 16.70
Free/Reduced Lunch Rate 16.60 118.60 86.86 23.27
Percent White 2.30 76.20 28.53 17.33
Faculty Trust in Principal 2015 1.80 5.60 4.52 0.71
Transformational Leadership 2015 2.80 5.80 4.71 0.58
Collective Teacher Efficacy 2015 3.50 5.50 4.53 0.43

N =74

The histograms for free and reduced lunch, math index scores and percent white
demonstrate the distributions around the means presented about in the descriptives. Free
and reduced priced lunch is negatively skewed with a majority of schools with higher
percentages of students served (see Figure 6). However, there are still groups of schools
on both high and low ends of the distribution. Interestingly, for the math index score,
the distribution appears to have two modes—high scoring and low scoring schools (see
Figure 7). The majority of schools in the district fall within this low scoring distribution.
Similarly, most schools have a lower percentage of white students (see Figure 8). The
sample of schools in this study have lower percentage of white students, higher
percentages of students who receive free and reduced priced lunch and appear to be
over represented in schools with lower math performance index scores. The correlation

between these background variables is analyzed below.
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Figure 6. This histogram displays the free and reduced lunch rates for this Midwestern
urban district.
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Figure 7. This histogram illustrates the 2013 index score used in this study.
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Figure 8. This histogram demonstrates the percent white of the sample N=74 schools.

Guiding Question

How do both transformational leadership and faculty trust in principal work to
improve instructional capacity [collective teacher efficacy] in urban schools?

Since the importance of transformational leadership behaviors and faculty trust
in principal independently influence collective teacher efficacy, the guiding question of
this study is to examine the overall effects of the combination of faculty trust in
principals with transformational leadership behaviors to induce a greater impact on the

collective teacher efficacy. Collective teacher efficacy has mediating effects on student
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achievement (Bandura, 1986; Ross & Gray, 2006). Ross and Gray (2006) suggest
“Holding principals accountable may be defensible if a principal can be found to have
an indirect influence on achievement by creating the organizational conditions through
which improved teacher and learning occurs” (p. 799).

This investigation was applied to a secondary dataset with school level
aggregated variables. In this aggregated file, the statistical values are based on cases
with no missing values for the dependent variable or any of the factors used in this
investigation. Any defined missing values are treated as missing in the missing value
handling of this dataset. Background variables were recoded as seen above in the
methods section and descriptive table. Multiple regression, the main analysis, requires
the testing of assumptions. In each of the assumption tests, explanations for what was
discovered and explained are included in the sections below. Finally, a discussion of
the multiple regression steps used dissect the deidentified secondary data is presented.
Research Question 1

What is the descriptive relationship between context variables and faculty trust
in principals and transformational leadership behaviors?

Research Question 2

To what extent does teacher perception of faculty trust in principal influence
collective teacher efficacy while controlling for school background variables?
Research Question 3

To what extent does teacher perception of transformational leadership have an
independent effect on instructional capacity as collective teacher efficacy while

controlling for school background variables?
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Research Question 4

To what extent does the interaction between teacher perception of
transformational leadership and faculty trust in principal influence collective teacher
efficacy while controlling for school background variables?

Findings for Research Question 1

What is the descriptive relationship between context variables and faculty trust
in principals and transformational leadership behaviors?

This portion of the assumptions including correlations explains relationships of
valuable variables to the practitioner. The straightforward relationship explanation is in
an easy to understand format to implement at the practitioner level rather than just in
scholarship. Pearson’s (r) product offers correlation coefficient, which can measure the
relationship strength between variables (Dela Cruz, 2011; Field, 2009). The strength of
the variable relationship demonstrates significance.

In the multicollinearity portion of this study, the largest overlap of variance was
between FRL Rate, index score, and percent of white students. Multicollinearity can
occur when moderate high intercorrelations happen with the independent variables in a
regression analysis (Mertler & Vannatta, 2002). The high intercorrelations were
discovered through the assumptions analysis. Since FRLRate was the most prevalent
concern of these urban school context antecedents, it was used throughout the stepwise
multiple regression to specifically examine the IV and DV in relationship to their
confounding antecedents. This use of FRLRate rather than using all of the overlapping
antecedents was to prevent model instability in the prediction equation (Mertler &

Vannatta, 2002).
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To examine this research question, this study relied on the multicollinearity
assumption to explain the relationships. Table 2 displays the overlap between Index
2013, FRLRate, and Percent White as the school context variables in relationship to
faculty trust in principal and transformational leadership behaviors. There is a large,
negative relationship (r = -.806) between free and reduced priced lunch and the state’s
performance index as an accountability outcome. Because of the magnitude of this
overlap, only free and reduced lunch was included in the regression models since it
explained both the school’s state performance metric as well as percentage of non-
White students.

As argued there is a moderate to large relationship between transformational
leadership and trust (r =.728), so these were included in separate models. When
included together in the last model, an interaction term was used to account for this
overlap.

Table 2. Relationships (Pearson Correlation) between School Context and Leadership

Variables
Index 2013 FRL Rate Per White  Trust in Princ Transf Ldr
Index 2013 1 -.806" 646" 275 173
FRL Rate -.806" 1 - 7417 -.265" -.204
Per White 646" - 7417 1 244" 153
Trust in Princ 275" -.265" 244" 1 728"
Transf Ldr 173 -.204 153 728" 1

Note: * p < .05, ** p < .01, *** p <.001
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School Background Variable Findings

In step 1 of the stepwise multiple regression analysis, just the school background
variables were examined to look at the relationship of each on collective teacher
efficacy. Step one in the forward stepwise multiple regression analysis was used to
answer research question 2. In Model 1 with school background variables, both
secondary schools (B =-.208, p <.10) and free and reduced price lunch rate (f = -.210,
p <.10) had a negative effect on collective teacher efficacy (CTE) which explained 8%
of variance (see Table 3). The beta compares the regression coefficients on the same
scale, which indicates how much impact each variable has on collective teacher
efficacy. The beta, or standardized regression coefficient, indicates about 1/5 of the
standard deviation change for both secondary schools and FRL in the dependent
variable. The beta provides, according to Mertler and Vannatta (2002), “the total
amount of prediction error, both positive and negative, is as small as possible, giving us
the best mathematically achievable line through the set of points in a scatterplot” (p.
167). The t test determines statistical significance or the t value between samples
(Mertler & Vannatta, 2002). The t test for Model 1 is an intercept of 24.81, which
displays that the intercept is significantly different from O.

Table 3. Results of Model 1 in Stepwise Multiple Regression on Collective Teacher
Efficacy

Model 1
B T
Intercept 24.81 ***
Secondary Schools -.208 -1.81 ~
FRL Rate -.210 -1.82 ~
r?, Variance Explained 076

Note: ~p <.10, * p <.05, ** p < .01, *** p <.001
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The relationship of all the school context variables are relevant to the urban
district in which is being surveyed. The downward slope of the scatterplot in figure 9
demonstrates that the lower the free and reduced lunch rates, the higher the index
scores. The highest free and reduced lunch rates had the lower index scores. Parents
socioeconomic status influences student performance (Coleman, 1988) on this statewide
assessment. The reason that the free and reduced lunch rate relates to the math index
score is that parent socioeconomic status determines where and how students live,
which can directly and indirectly influence the student success in school (Coleman,
1988; Dika & Singh, 2002, Sirin, 2005). This also exposes the strong connect between
state accountability metrics and the student demographics of the school, which has been
critique as a bias measure (Adams, 2013). According to the scatterplot below, there is
about 65% of the variance explained between free and reduced lunch rates and the 2013
math index score. In the next research questions, this study looks at how faculty trust in
principals and transformational leadership behaviors might moderate the relationship
between free and reduced price lunch and collective teacher efficacy, which in turn

would help schools increase their performance.

126



R2 Linear = 0.549

120.00-
100,00 = oo
o
&
s] o
o 0
o
e 8000 o
1]
=
= oo
e a ° 5
o0 o ©
=]
2 | o TH.©C 9
60.00 O O o
[
o D
o o O
o O
(8]
o o
40,00 o o©
o
o]
[a]
20,00
T T I T T T
.o 20.00 40.00 0.00 £0.00 100.00

FRLRate

Figure 9. This scatterplot illustrates a decreasing linear pattern of the sample N=74

schools within the relationship between the school context variables of the index score

and the free and reduced lunch rate.

Findings for Research Question 2

To what extent does teacher perception of faculty trust in principal influence

collective teacher efficacy while controlling for school background variables?

According to the scatterplot (see Figure 10) for the relationship between faculty

trust in principal and collective teacher efficacy without context variables, there is about

13% of variance explained. This demonstrates that there is a strong relationship
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between trust and collective teacher efficacy. But, how might this relationship change
if background variables are included?

Step two in the forward stepwise multiple regression analysis was used to
answer research question 2. In Model 2 with school background and trust, there was a
10% increase in variance explained for CTE due to trust ( =.327, p < .01) which
moderated the effect of free and reduced priced lunch found in the previous model (see
Table 4). This 10% increase in variance explained leads to an overall 18% of variance
explained of collective teacher efficacy due to the multiple independent variables
relationships. The value of faculty trust in principals helps to reduce the influence of
the economic disparities (Shankar-Brown, 2015) on the collective teacher efficacy.
Secondary schools remains the significant (B=-.208, p<.10) while FRLRate (p=-.123)

does not. The t test for Model 2 intercept 9.62 (p<.001).
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Figure 10. As the FTPrin increases, the CTE increases in the sample N=74 schools.

Table 4. Results of Model 2 in Stepwise Multiple Regression on Collective Teacher
Efficacy

Model 1 Model 2
p T B t
Intercept 24.81 *** 9.62 ***
Secondary Schools -.208 -1.81 ~ -.208 -1.90 ~
FRL Rate -.210 -1.82 ~ -.123 -1.08
Trust in Princ 327 2.91 **
r2, Variance Explained .076 176

Note: ~p <.10, *p <.05, ** p < .01, *** p < .001
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Findings for Research Question 3

To what extent does teacher perception of transformational leadership have an
independent effect on instructional capacity as collective teacher efficacy while
controlling for school background variables?

In a preliminary analysis, the direct relationship between transformational
leadership and collective teacher efficacy was examined (see Figure 11). Before adding
background variables, transformational leadership as a single variable explains that 18%
of the variance in collective teacher efficacy.

In the full Model 3, trust was not included as in Model 2, but instead
transformational leadership was included independently as the main predictor of interest
along with the background variables (see Table 5). Similarly, transformational
leadership (B =.417, p <.001) predicted CTE and moderated the previously found
effects of free and reduced priced lunch. The variance explained is about 24% when
transformational leadership behaviors and background variables are examined in
relationship to collective teacher efficacy. This is an increase of about 6% over faculty
trust in principals variable in Model 2. The secondary schools (B= -.224, p< .05)
predicted collective teacher efficacy and FRLRate was no longer significant ( = -.127).

The t test for Model 3 intercept is 7.58 (p<.001).
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Figure 11. As the TLB increases, the CTE increases in the sample N=74 schools.

Table 5. Results of Model 3 in Stepwise Multiple Regression on Collective Teacher
Efficacy

Model 1 Model 2 Model 3
p T p T B t

Intercept 24.81 *** 9.62 *** 7.58 **=
Secondary Schools -.208 -1.81 ~ -.208 -1.90 ~ -.224 -2.14 *
FRL Rate -.210 -1.82 ~ -.123 -1.08 -.127 -1.18
Trust in Princ 327 291 **
Transf Ldr 417 3.93 **x
r?, Variance Explained 076 176 243

Note: ~p <.10, * p < .05, ** p <.01, *** p <.001
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Findings for Research Question 4

To what extent does the interaction between teacher perception of
transformational leadership and faculty trust in principal influence collective teacher
efficacy while controlling for school background variables?

In a preliminary analysis, the direct relationship between the interaction between
faculty trust in principal and transformational leadership on collective teacher efficacy
was examined (see Figure 12). Before adding background variables, this interaction as
a single variable explains 20% of variance.

In the full Model 4, trust was not included as in Model 2 nor transformational
leadership as in Model 3, but instead, the created interaction of FTP X TLB was
included as a combined effect as the main predictor of interest along with the
background variables (see Table 6). Compared to Model 1, Model 4 had about 18%
increase in variance explained for the interaction (B =.442, p <.001). The interaction
between trust and transformational leadership explained the most variance and produced
the largest independent effect on collective teacher efficacy, as well as, moderated the
influence of free and reduced priced lunch. Also, ~8% increase when the interaction
was applied rather than the singular effects of faculty trust in principals on collective
teacher efficacy in Model 2 (see table 4). Approximately a 2% increase when the
interaction was applied rather than the singular effects of transformational leadership

behaviors on collective teacher efficacy in Model 4 (see table 6).
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Figure 12. As the interaction between TLB and FTPrin increases, the CTE increases in

the sample N=74 schools.
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High and Low Math Index Score Quartile Examples

The purpose of this study is to better understand how these variables of
interested increase instructional capacity as defined by teacher collective efficacy
above. However, there is a unique relationship between these variables and the 2013
math index score. Table 2 above showed a small significant relationship between
faculty trust in principal and math index score; however, no relationship between
transformational leadership and math index scores. Interestingly, while most schools
scored relatively high in both transformational leadership and faculty trust in principal,
there is much variation across their index scores (see Figure 13). This relationship is

investigated down to an individual school level in this section.
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Figure 13. The 3-dimensional scatterplot illustrates the relationship between the math

index scores and the variables of interest: TLB and FTPrin.
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Further descriptive analyses were investigated to depict how trust (Model 2) and
transformational leadership (Model 3) might be associated with math performance. The
bar chart below displays the index score using four quartiles to show a visual
representation of means of trust and transformational leadership for each (see Figure
14). The index scores were broken down into four sections, four quartiles: lowest thru
50.75, 50.751-59.50, 59.501-69.99, and 70.00 thru highest (see Table 7). The lowest
index scores, of the bottom quartile in the sample N=74 schools, appears to have lower
faculty trust and transformational leadership behaviors. The highest quartile of index
scores appears to possess higher faculty trust in principals and transformational
leadership behaviors. The left bar shows the increase of transformational leadership
behaviors across the quartiles of the index scores. The transformational leadership
behaviors visually appear to have a greater increase on the fourth quartile of the index
scores. The middle bar shows faculty trust in principal by index quartile. The right bar
exhibits the collective teacher efficacy on the index score. However slight; there was at
least a gradual increase and correlational effect between collective teacher efficacy and

the math index score (r = .323, p <.01; see Figure 15).
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Table 7. Quartile Scores for the School Context Variables

2013 Index Score FRLRate PerWhite

Mean 61.73 86.86 28.53
Median 59.5 95.15 24.55
Std. Deviation 16.7 23.27 17.33
Skewness 0.59 -1.33 0.76
Std. Error of Skewness 0.28 0.28 0.28
Kurtosis -0.19 1.06 -0.11
Std. Error of Kurtosis 0.55 0.55 0.55
Range 70 102 73.9
Minimum 31 16.6 2.3
Maximum 101 118.6 76.2
Percentiles 25 50.751 76.575 15.925
50 59.501 95.15 24.55
75 70 103.725 42.175
Bl T Bscore2015
5.0 E FTPRINsCOre2015
[ CcTEscore2015
4.0
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=
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Index Quartiles
Figure 14. This bar chart of means shows the four quartiles of the sample N=74

schools. The relationship between the TLB, FTPrin, and the CTE are the highest in
relation to the 4™ quartile. The 4™ quartile has the highest index score.
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Figure 15. Tested correlation of collective teacher efficacy on 2013 math index score.

The sample was narrowed to two outlier schools to look further into the
association of the variables of interest in relation to the school context variables of math
index score and free and reduced lunch rates. Two schools were examined from the de-
identified dataset. School #269 was selected for the high math index score and the high
free and reduced lunch rate characteristics. The letter grade given, by the state of
Oklahoma Department of Education, to school #269 was a C letter grade. School #145
was the other school selected for the lowest math index score and the high free and
reduced lunch rate characteristics. The letter grade assigned, by the state of Oklahoma
Department of Education for school #145, was a F letter grade. These factors, of math
index score and free and reduced lunch rates, are not the only factors in the letter grade

formation.
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In table 7, the bolded portion called percentiles shows the breakdown of the four
quartile sections for each of the three school context variables. Table 7 provides the
mean for each of the school variables. The mean for each was previously addressed
earlier in chapter 4. The median of 59.5 for the 2013 math index score is represented
with a F letter grade, which is reflective of school #145. The median for free and
reduced lunch rate is high at 95.15, and the percent white is low at 24.55. This
demonstrates how these two schools fix on the outer edges of the distribution with high
free and reduced priced lunch and either a relatively low or high math index score.

In the de-identified dataset, the sample schools were labeled with numbers
representative of each school in the sample N=74 schools. As an extension of the
understanding of guiding question and the research questions, this study wanted to
provide a unique perspective of school #269. School #269 possessed a relatively high
index school and high free and reduced lunch rates with an above average rating of
faculty trust in principals, transformational leadership behaviors and collective teacher
efficacy. School #269 exhibited a range between 4.5 and 5.5 on the Likert scale for the
three variables of interest. This example shows that the index score might be increased
while moderating antecedents such as free and reduced lunch rates when FTPrin, TLB

and CTE are present.
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Figure 16. This bar chart of means is representative of school #269 (high index score,

high free and reduced price lunch) in the secondary file of de-identified dataset.

School #145 is another individual school from the sample of the secondary de-
identified data file. School #145 shows relatively low index score with a relatively high
free and reduced lunch rate. The school #145, compared to school #269 or the sample,
had a lower than average faculty trust in principal rate, transformational leadership
behaviors and collective teacher efficacy. School #145 still accounts for a range
between 3.5 and 5.0 on the original Likert scale of one to six. The faculty trust in
principals was the lowest variable of interest. Transformational leadership and
collective teacher efficacy were at the same level of mean on school #145.
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Figure 17. This bar chart of means is representative of school #145 (low index score,

high free and reduced price lunch) in the secondary file of de-identified data.

The Interaction Effects

This bar chart of means provides the interaction on each of the four quartiles of
data (see Figure 14). The increase in the interaction appears to show an increase in the
math index score. The four quartiles are broken down into four sections: lowest thru
50.75, 50.751-59.50, 59.501-69.99, and 70.00 thru highest. The association of the main
variables on the index score shows the nature of relationships between faculty trust in
principals, transformational leadership behaviors and collective teacher efficacy on
index scores. As each quartile increases from 1-4, it expresses an increase in the math
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index score. With the slight drop-off quartile three, there is a possible correlational
effect between the interaction of FTPrin X TLB and the math index score. This
relationship was tested with the created interaction variable, which showed a small
significant relationship between FTPrinc X TLB and math index score (r =.259, p <

.05, see Figure 18).
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Figure 18. The scatterplot illustrates the correlational relationship between the
interaction (FTP X TLB) with the 2013 math index score

When thinking about the interaction of faculty trust in principals combined with
transformational leadership behaviors, figure 19 exhibits the breakdown of the four
quartiles (see table 7). The quartiles show the influence the interaction has on the 2013

math index score. As the interaction is applied and increased, the math index score

increases.
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Figure 19. This bar chart of means exhibits the relationship between the interaction
(FTP X TLB) on the 2013 math index score. The math index score is broken down into
four quartiles to show a comparative relationship.

Summary
Each model explained variance in collective teacher efficacy. First the school
background variables were examined in Tables 1, 2, and 3. Variable descriptives were
provided in Table 1. Pearson correlations were examined in Table 2. In Table 3, the
urban school antecedents were narrowed down and placed in step 1 of the forward
stepwise multiple regression analysis. Table 4 provided the independent variable of
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faculty trust in principals in relationship to collective teacher efficacy while moderating
the effects of the urban antecedents. Table 5 removed the independent variable of
faculty trust in principals to solely examine the transformational leadership behaviors
on collective teacher efficacy while moderating the effects of the urban antecedents.
Finally, Table 6 demonstrated the interaction of faculty trust in principals combined
with transformational leadership behaviors on collective teacher efficacy. To ensure
there were no statistical issues, the independent variables of faculty trust in principals
and transformational leadership behaviors were removed. As each model was tested, an
increase in variance was explained. Each time a variable was added or changed; there
was a larger account to explain the relationships to collective teacher efficacy.
Compared to model 1, model 4 had ~18% increase in variance explained for the
interaction (B = .442, p <.001). The interaction between trust and transformational
leadership explained the most variance and had the largest independent effect on CTE
as well as moderated the influence of free and reduced priced lunch. The subsequent
descriptive investigation of these variables of interest on the math index scores show

how these relationships might be associated with achievement.
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Chapter 5: Conclusions and Implications

The overall purpose of this inquiry is to show how faculty trust in principal,
along with transformational leadership influence collective teacher efficacy and may
moderates the effects economic disadvantages in urban schools. Chapter four provided
the results in verbal and visual format. Chapter five summarizes the purpose of this
study, and presents the conclusions and implications drawn from the research findings.
Chapter five provides the guiding question and the four research questions divided up
into sections with a discussion for each section. Implications for this study are
included, as well as, possibilities for future research related to this topic and
conclusions.

Since this study examined the extent to which trust, transformational leadership
and the interaction between them relates to collective teacher efficacy, then support is
provided to for section to explain these connections. Even though each variable had a
significant influence on CTE and lessened the effects of the urban school background
variables, the interaction between FTPrin X TLB had the greatest effect on CTE while
lessening the effects of the urban school background variables. With much debate over
urban school funding, urban school improvement, and accountability (Adams, 2013),
the results from this study asserts that effective leadership might be a viable factor in
building collective teacher efficacy.

Urban school communities lack many of the amenities, such as community
organizations, businesses, and health agencies (Bryk & Schneider, 2002), which
affluent counterparts have readily available. Trust is a crucial influence on the

improvement of urban schools and communities. When paired together, faculty trust in
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principals with transformational leadership creates the necessary interaction to influence
collective teacher efficacy, thus, increasing instructional capacity.

The interaction, with its greater effect on collective teacher efficacy in urban
schools, sets the stage, so that the teachers are more responsive to the genuine efforts of
the transformational leadership. The teachers are very perceptive of false actions and
behaviors posed on them by unauthentic leadership.

Transformational leadership behaviors present an altruistic approach to
improving relationships with teachers individually and collectively. This authentic style
of transformational leadership motivates teachers to increase their efficacy
professionally. By transformational leaders being authentic in their actions and
behaviors, they are fostering trust collectively among the faculty. This then encourages
the faculty to increase their level of comfort in their profession. The higher level of
comfort, through trust, leads to taking risks with students, promoted by transformational
leadership, to improve the instructional capacity within the classroom (Adams &
Forsyth, 2009; Coleman, 1990; Tschannen-Moran, 2014). These risk taking behaviors
are contagious among the faculty and might eventually lead to a collective improvement
in the educational culture of the school climate (Adams & Forsyth, 2009; Coleman,
1990; Tschannen-Moran, 2014).

Even with N=74 schools, the sample size is on a small scale in comparison of
other urban school districts. There is information to be gleaned from examining the
relationships of the unique circumstances surrounding this urban district. Researchers

could begin to look at other schools from a similar standpoint. When schools are
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examined by researchers, new strategies may present themselves to the scholars as
opportunities for influential growth among the faculty and leaders.

Again the guiding question delves into this valuable information to show
scholars and practitioners the importance of examining relationships between leaders
and faculty. The relationships can lead to school benefits or consequences, depending
on the type of leadership and extent of trust present.

The relationship of faculty trust in principals influences collective teacher
efficacy. Bryk and Schneider (2002) express “that the microdynamics of trust entail a
complex mix of individual motivations” (p. 15). Faculty trust in principals is one of the
micro dynamics which influences teachers through motivation. These motivated
teachers then individually and collectively might become highly efficacious teachers.
Highly efficacious teachers, according to Bryk and Schneider (2002), “attach great
importance for teachers is so exceedingly valued,” that the faculty trust in principals is
imperative to individual and collective teacher efficacy.

Guiding Question

As previously stated in the earlier chapters of this study is the guiding question.
It is as follows: How do both transformational leadership and faculty trust in principal
work to improve instructional capacity [collective teacher efficacy] in urban schools?

The guiding question of this study indicated how the combined interaction of
faculty trust in principals with transformational leadership behaviors creates a greater
effect on collective teacher efficacy while lessening the effects of urban school
background variables. Avolio and Gardner (2005) discuss leadership as shared

participation in decision making to build trust and promote transparency and instill hope
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and commitment among faculty. Since the interaction had a greater effect than the other
individual variables of faculty trust in principals and transformational leadership
behaviors on their own, then scholars and practitioners might use these implications to
better understand the relationship dynamics of leaders and teachers in urban schools.
Deal and Peterson (1999) express the valuation of relationships between leaders and
faculty to improve educational conditions through “strong, positive, collaborative
cultures [which] have powerful effects on many features of schools” (p. 7). The
valuation of the relationships between leaders and faculty are a large portion of what the
public might view as a healthy educational environment. We see from research
question 4 findings that the interaction exhibits a greater effect on collective teacher
efficacy while lessening the effects of urban school background variables; however, the
guiding question focuses on how the interaction works to improve collective teacher
efficacy. Deal and Peterson (1999) emphasize “One of the most significant roles of
leaders (and of leadership) is the creation, encouragement, and refinement of the
symbols and symbolic activity that give meaning to the organization” (p. 10). Since the
culture of the faculty and the organization are necessary in fostering a collective teacher
efficacy, leadership is the basis for fostering this atmosphere. By fostering authentic
relationships, which empower teachers to take greater risks in their teaching (Adams &
Forsyth, 2009; Coleman, 1990; Tschannen-Moran, 2014), transformational leaders
create organizational opportunities to indirectly influence student success (Aas &
Brandmo, 2016; Darling-Hammond, 1988; Leithwood, 1992; Leithwood et al., 1999;
Leithwood, Louis, Anderson & Wahlstrom, 2004, Marks & Printy, 2003; Ross & Gray,

2006; Smith, Hoy, Sweetland, 2002).
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Transformational leadership promotes self-awareness (Avolio & Gardner, 2005)
which is the basis for self-efficacy. Self-efficacy can change one person (Bandura,
1993); however, collective teacher efficacy is needed so there is collective power.
Transformational leaders can be the altruistic mediating factors (Avolio & Gardner,
2005) to foster the collective efficacious teaching environment. Since leadership is held
accountable for student success, even though educational challenges exist, then
transformational leadership facilitates the “culture [that] fosters school effectiveness
and productivity” (Deal & Peterson, 1999; Levine & Lezotte, 1990; Newmann &
Associates, 1996; Purkey & Smith, 1983; p. 7). Proactive leadership embraces and
regards innovative ideas for integrating behaviors to foster positive interrelationships
with teachers. Once these strategies are structured into the daily leadership behaviors,
then change might occur in the interrelationships among teachers and students via
collective teacher efficacy. Avolio and Gardner (2005) emphasize “... leaders energize
followers by creating meaning and positively socially constructing reality for
themselves and followers” (p.330). Collective teacher efficacy, in turn, influences the
student success within the classroom. The improvement in student success might
eventually alter and improve the culture and overall climate of the school and
community environments (Bryk & Schneider, 2002). Future research could include
following the effects of this established interaction of transformational leadership on the
school and community cultures longitudinally.

Transformational Leadership on Collective Teacher Efficacy
Genuine transformational leadership encourages teachers individually and

collectively to flourish professionally. Deal and Peterson (1999) express “...leaders
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know that success flourishes only when people are committed, believe in the
organization, and take pride in their work” (p. 11). Authentic leaders articulate the
direction and the vision in which faculty should evolve to for a more unified effect on
teacher efficacy. The collective efforts of teachers to improve their efficacy may assist
them in forming friendships and lasting connections, which is transformational
leadership modeling behavior. These lasting connections might constitute a school
family in which high levels of comfort, kindness, and support reside; this is the basis of
trust among the faculty (Adams, 2013).

Schools and leaders are ultimately searching for new strategies to increase
student success. Increasing collective teacher efficacy is a step in that direction, but the
question still begs on how transformational leadership can effect collective teacher
efficacy while lessening the effects of urban school background variables. This
combined interaction between faculty trust in principals and the transformational
leadership behaviors being acted upon develops the authentic formula to create a greater
influence on collective teacher efficacy than those components do individually. Itis
important for novice, as well as, experienced leaders to acknowledge and possibly
implement this authentically based style of transformational leadership toward
improving their interrelationships with faculty to produce higher collective teacher
efficacy. In turn, impacting instructional capacity at the teacher level leads to increase
student achievement.

The results of this guiding question emerged from this study through the
statistical testing of multiple regression. The following research questions are also

addressed through the forward stepwise multiple regression models. (see figures 2-5).

150



These forward stepwise multiple regression models were tested manually rather than
using the automatic feature with all the variables placed in the program at once. This
took place to examine the tested variables individually and jointly as an interaction.
The variables of interest were: school background variables, faculty trust in principals,
transformational leadership behaviors, and the interaction of FTP X TLB on collective
teacher efficacy.
Research Question 1

The research question 1, as stated in this study, is as follows. What is the
descriptive relationship between context variables and faculty trust in principals and
transformational leadership behaviors?
Descriptive Relationship of Variables

The variables used in this study were examined in relationship to one another.
Descriptive statistics provides the level of strength as the measure in relation to the
other variable(s) examined (Mertler & Vannatta, 2002). The variable descriptives table
displayed each of the four school background variables: secondary schools, 2013 math
index score, free and reduced lunch rate, and percent white. The table also showed the
variables of interest: faculty trust in principals, transformational leadership, and
collective teacher efficacy, with the exception of the created interaction. The
descriptive variables exhibit that this urban district has a high average of free and
reduced lunch, which is ~87 percent. This high free and reduced lunch contrasts
affluent schools and presents a difficulty barrier in improving school achievement due
to the lack of parent socioeconomic status. With ~29 percent white among the student

population and ~62 percent math index score, and the previously stated high free and
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reduced lunch rate, urban teachers have more challenges toward collective teacher
efficacy. Student success is closely related to collective teacher efficacy (Bandura,
1993; Goddard and Goddard, 2001; Goddard, Hoy, & Woolfolk, 2000) thus the need for
increased collective teacher efficacy in urban districts. On the Likert scale from 1 to 6,
faculty trust in principals, transformational leaders, and collective teacher efficacy
scored in the upper half with a range of 4.52-4.71. These are relatively high marks
given by the faculty respondents collectively; however, there is always room for
improvement, when the math index score is only ~62 percent. These positive and
negative associations were exposed to indicate the type of correlations existing between
each of the variable relationships (Mertler & Vannatta, 2002).

Each of these histograms were provided to illustrate the frequency that the
school background variables posed later, as a contradicting effect on the relationship of
the variables of interest: trust and transformational leadership to collective teacher
efficacy. The histograms indicate that the school background variables vary among
schools, as does the variables of interest: trust and transformational leadership to
collective teacher efficacy. The histogram for the frequency of free and reduced lunch
indicates that most of urban schools have limited parental financial resources
(Alspaugh, 1992; 1998; Sirin, 2005).

School Background Variables Findings

The school background variables, for this study, are expressive of some of the
barriers urbans schools encounter in contrast to affluent schools. This is expressed in
step 1, Model 1 and Table 3. Step 1, Model 1, and Table 3 show as in most instances,

parents in urban schools are highly reliant on faculty and leadership to engage and
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convey school related information (Bryk & Schneider, 2003). The school background
variables were involved in each step of the stepwise multiple regression analysis. Each
model (Models 1-4) indicated the presence of the school background variables’
relationship with each of the variables of interest. Sirin (2005) discuss “With increased
attention to contextual variables such as race/ethnicity, neighborhood characteristics,
and students’ grade level, current research provides a wide range of information about
the processes by which SES effects occur” (p. 418). The school background variables
included free and reduced lunch rates, math index score, percent white, and secondary
schools.

In chapter four, a histogram on free and reduced lunch was exhibited. Free and
reduced lunch rates were one of the most prevalent urban antecedents (Sirin, 2005).
Free and reduced lunch had a negative skewness. This was due to the high mean of ~87
percent in this Midwestern urban district. Free and reduced lunch rates (p =-.210, p <
.10) had a negative effect on collective teacher efficacy. Along with free and reduced
lunch rate, secondary schools (p = -.208, p < .10) explain the variance of 8%. The
variance explained shows how much of an effect these school background variables
have on collective teacher efficacy. In Table 3 and Model 1, the t test intercept of 24.81
exhibits a significant difference from zero.

In this study, trust and leadership helped to lessen its effects of free and reduced
lunch rates on collective teacher efficacy in urban schools. Free and reduced lunch
rates and the school size tend to participate in a level of influence on student success
(Alspaugh, 1998). Figure 9 provides a scatterplot which indicates 65% of variance is

explained between free and reduced lunch rates and the 2013 math index score. With
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student success based on the math index score on the state achievement tests, Alspaugh
(1992, 1998) proceeds to add “as school size increased, there appeared to be an
associated decline in achievement test scores” (p. 21). Literature supports Figure 9 in
this decline. Free and reduced lunch rates are an urban barrier, in which faculty and
leadership must attempt to lessen its effects. Scholars discuss how socioeconomic
status has a significant effect on academic success (Bornstein & Bradley, 2003; Brooks-
Gunn & Duncan, 1997; Coleman, 1988; McLoyd, 1998; Sirin, 2005).

Secondary schools was another school background variable discussed for this
study. It was considered as the grade level variable. Grade level varies the effects on
socioeconomic status and student success (Duncan, Brooks-Gun & Klebenov, 1994;
Lerner, 1991; Sirin, 2005). Secondary schools, as a dichotomous variable, was just one
of the school background variables prevalent in each of regression models. All of the
variables exhibited overlap, as seen in Table 2, which was evident through the
descriptives portion of chapter four. Free and reduced lunch rates, 2013 math index
score, percent white, and secondary schools were the school background variables
which impeded school success (Sirin, 2005). Sirin (2005) discusses affluent versus
urban school issues from the U.S. Department of Education (2000) expresses that urban
students were consistently significantly “disadvantaged” when compared to their
affluent counterparts.

Even though the school background variables are examined independently, there
is much crossover between the free and reduced lunch rates, the academic achievement,
the race and ethnicity background, specified grade level and the school district locale

which links each other directly to the other variables (Brooks-Gunn & Duncan, 1997;
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Bronfenbrenner & Morris, 1998; Eccles, Lord, & Midgley, 1991; Lerner, 1991, Sirin,
2005). The academic achievement variable for this study was the 2013 math index
score. The relationship between free and reduced lunch and academic achievement was
negative (r=.806). The math index score, which is determined by state assessment, is
another school background variable. Researchers have shown that transition from
elementary to secondary grade levels in urban schools lessens student success as
measured in the math index score for this study (Alspaugh, 1996).

Percentage of white students represented in the urban schools was another
school background variable. Race and ethnicity issues effects the math index score and
is an urban antecedent for faculty and leadership unravel. Sirin (2005) draws
information from the U.S. Department of Education (2000), which states “on average,
minority students lagged behind their White peers in terms of academic achievement”
(p. 420).

The next sections will address faculty trust in principals, transformational
leadership behaviors and the interaction of the two on collective teacher efficacy. In the
next three questions, table 2 exhibited the moderate to large relationship between trust
and the transformational leadership (r=.728). Since there was a moderate to large
relationship, the variables of interest were placed in separate models. The interaction
model follows at the last.

Research Question 2

To what extent does teacher perception of faculty trust in principal influence

instructional capacity as collective teacher efficacy while controlling for school

background variables?
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Faculty Trust in Principals on Collective Teacher Efficacy

Research question 2 findings are displayed in Step 2, Model 2, Table 3, and
Figure 10. Figure 10 scatterplot illustrates the relationship between faculty trust in
principal influences collective teacher efficacy (Goddard, Hoy, Woolfolk Hoy, 2000),
without the school background variables is ~13% of variance explained. This variance
explained illustrates a strong relationship between trust and collective efficacy. In
Model 2 and Table 3, there was a 10 % increase in the variance explained with faculty
trust in principals and the school background variables on collective teacher efficacy.
The 10% of variance explained added to the 8% of variance explained from the school
background variables led to a total of 18% of collective teacher efficacy. Faculty trust
(B=.327, p <.01) moderates the effects of free and reduced lunch rates on collective
teacher efficacy. This relationship might relate to other facets of student success.
Existing literature implies that faculty trust in principals is linked either directly or
indirectly to student success (Chughtai & Buckley, 2009; Forsyth & Adams, 2014;
Handford & Leithwood, 2013; Notman & Henry, 2011; Salfi, 2011; Tschannen-Moran,
2014; Tschannen-Moran & Gareis, 2015; Zeinabadi, 2014), thus increasing the
importance of positively influencing collective teacher efficacy now more than ever.

Faculty trust in principals requires leadership to foster collective teacher efficacy
through transparency, openness, and genuine altruism (Tschannen-Moran & Gareis,
2015). Faculty trust lessens the effects of the school background variables while
attempting positively influence collective teacher efficacy. Secondary schools remained
significant (B=-.208, p<.10) while free and reduced lunch rates (B=-.123) did not. The

t test for Model 2 and Table 3 intercept was 9.62 (p<.001). Faculty trust in principals is
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measured in the Omnibus Scale portion of the faculty survey. The data is from a
secondary dataset and has been proven valid and reliable (OCEP, 2015). The secondary
dataset used for this study is cross-sectional. The trust based questions were embedded
among other related trust component questions (OCEP, 2015). Even though the data
derived from this urban district is not generalizable, there are facets important to
scholars and practitioners that might promote leadership reflection of their own
leadership behaviors. Tschannen-Moran and Gareis (2015) express “When principals,
teachers, students and parents trust each other and work cooperatively, a climate of
success is more likely” (p. 68). The cooperation might be the result of trust.

Trust has long been connected to collective teacher efficacy (Bryk & Schneider,
2002; Tschannen-Moran & Gareis, 2004; 2015). The reason trust is so important to
collective teacher efficacy is that how faculty perceives the leadership might instill
positive feelings or emotions which can influence individuals, as well as, collectively
(Humphrey, Burch, & Adams, 2016; Menges & Kilduff, 2015). Other research avenues
in relating faculty perceptions of principals could be researched from the Cognitive
Appraisal Theory, which is a psychological theory that examines emotional responses to
leadership behaviors individually and collectively (Humphrey, Burch, & Adams, 2016;
Izard, 1991; Ortony, Clore, & Collins, 1988). Faculty trust in principals singles out a
specific component of collective trust (Adams, 2013; Forsyth, Adams, & Hoy, 2011) to
specifically focus on the relationship between faculty trust in principals and collective
teacher efficacy. It was also extracted as to focus on the perspectives of the faculty
toward their principal leadership and the transformational leadership behaviors and

actions on collective teacher efficacy. By understanding how the influence of
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leadership might alter the collective teacher efficacy, then scholars and practitioners
might alter their direction on the role of the principal toward student success
(Leithwood, Jantzi, & Steinbach, 1999; Ross & Gray, 2006).

Research Question 3

To what extent does teacher perception of transformational leadership have an
independent effect on instructional capacity as collective teacher efficacy while
controlling for school background variables?

Transformational Leadership Behaviors on Collective Teacher Efficacy

For research question 3, Model 3, Step 3, Table 5, and Figure 11 are
representative of the supporting data. Researchers have focused much energy on the
importance of leadership behaviors (Yukl, 1994; 1998; 2001; 2006). Transformational
leadership behaviors are one of the primary types of leadership behavioral research
(Bass, 1985). The questions are sectioned off under the heading of transformational
leadership. The cross-sectional view of this secondary dataset has established validity
and reliability (OCEP, 2015).

Transformational leadership inspires motivation in their followers (Khatri, 2005;
Roeser, Arbreton, & Anderman, 1993). Table 5 indicates there is ~24% variance
explained between transformational leadership and the school background variables of
secondary schools and free and reduced lunch rates on collective teacher efficacy.
Transformational leadership (B =.417, p <.001) on collective teacher efficacy (Ross &
Gray, 2006), while moderating the previously found effects of free and reduced priced
lunch. This scenario made free and reduced lunch no longer a significant factor (f = -

.127) as did trust in Model 2 to free and reduced lunch rates (B=-.123). The t test for
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Model 3 intercept is 7.58 (p<.001). Secondary school effects decreased slightly from
(B=-.208, p<.10) to (B=-.224, p< .05). Bass (1997) believes the most efficacious
leaders are transformational. Transformational leadership (Model 3) poses a greater
variance explained on collective teacher efficacy than faculty trust in principals (Model
2) poses with school background variables present ~6% difference in two (see Table 5).
Figure 11 illustrates ~ 18% of variance explained of the relationship between
transformational leadership behaviors and collective teacher efficacy without the school
background variables present. There is a correlational effect as transformational
leadership behaviors increase, then collective teacher efficacy increases exhibited
through simple regression. The inspired motivation can improve the collective
perspective which would be the basis of McClellan-Atkinson’s theory of human
motivation (Momeni, 2009; Schneider, 1975). Motivation is the fuel for efficacy.
Setting the goals, vision, and directions for faculty, leaders are using human motivation
theories (Bandura, 1986; Ford, 1992; Leithwood et al, 2004; Locke, et al, 1988). When
leaders are open and transparent with their goals and directions for faculty (Tschannen-
Moran, 2014; Urick & Bowers, 2014, efficacy is fostered, which is based on Bandura’s
(1986) beliefs.
Research Question 4

To what extent does the interaction between teacher perception of
transformational leadership and faculty trust in principal influence instructional capacity
as collective teacher efficacy while controlling for school background variables?

Interaction on Collective Teacher Efficacy
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For research question 4, Model 4, Table 6, Step 4, and Figure 12 were
representative of results in chapter 4. Step 4 of stepwise multiple regression analysis
involved creating an interaction between trust and transformational leadership (FTP X
TLB). The interaction of the two variables provides a multidimensional view on
leadership behaviors and actions, which faculty respond to by building their teacher
efficacy (Angelle, Nixon, Norton, & Niles, 2011). Model 4 indicated ~26% variance
explained for interaction and school background variables on collective teacher
efficacy. This ~26 % variance explained is ~2% more than the ~24% variance
explained for transformational leadership behaviors (Model 3) and ~8% variance
explained for trust (Model 2). Model 4 indicated ~18% increase in variance explained
for the interaction (B = .442, p <.001) on collective teacher efficacy more than just the
school background variables (Model 1) with ~8% variance explained. The school
background variables consisted of secondary schools ( = -.208, p < .10) and free and
reduced price lunch rate ( =-.210, p <.10). If leaders can truly know from the faculty
how their behaviors and actions are perceived to foster trust, then leaders might gauge
what strategies should be implemented to witness the fostered trust effect based on their
leadership behaviors. Transparency, collaboration, and fostering a caring environment
are valuable traits in which transformational leadership possess that might improve
instruction in a shared responsibility environment (Burns, 1978; Eagly, Johannesen-
Schmidt, & Van Engen, 2003; Hanson, 2010; Kouzes & Posner, 1995). These
leadership behaviors are transformational and authentic, which might produce a

sustaining effect rather than a quick hype followed by a lull.
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Faculty trust in principals and transformational leadership, as an interaction is a
multidimensional leadership which encompasses trust and effective leadership
behaviors. Avolio and Gardner (2005) relate authentic leadership to authentic
relationship development with followers. Transformational leadership is a shared
leadership, in which “teachers...[can] not rely solely on the principal” (Aas &
Brandmo, 2016; Law et al., 2007). The multidimensional leadership maintains a shared
leadership through shared goals and vision, two of the four I’s (individualized support,
intellectual stimulation), modeled behaviors, and promoting high expectations to faculty
(Aas & Brandmo, 2016; Leithwood et al. 1999). Effective leaders promote shared goals
and visions foster collective bonds to create perceptions of shared participation among
faculty (Sergiovanni, 1994). George (2003) emphasizes “we need leaders who lead
with purpose, values, and integrity; leaders who build enduring organizations, motivate
their employees...” (p. 9). It takes leaders with charisma to promote positive purpose
and values to faculty. Multidimensional leaders influence with charismatic behaviors
(Avolio & Gardner, 2005; Urick & Sprinkle, 2013). Forsyth, Adams, and Hoy (2011)
emphasize Bass’s (1985) discussion on addressing charisma in connection to trust
between transformational leaders and followers, because “the leader instills pride, faith,
and respect, has a gift for seeing what is really important, and transmits a sense of
mission which is effectively articulated” (p. 159). These behaviors are inspired and
modeled by transformational leaders (Forsyth, Adams, & Hoy, 2011; Urick & Sprinkle,
2013), thus the multidimensional perspective of the interaction (FTP X TLB)
leadership. This multidimensional leadership might foster collaboration in which

faculty and leaders have openness to improvement, teacher efficacy, and mutual respect
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and trust for one another’s professionalism to develop positive school success (Bryk,
Schneider, 2003; Kruse, Louis, & Bryk, 1994; Louis & Kruse, 1995; Newmann &
Associates, 1996). Avolio and Gardener (2005) summarize Michie and Gooty (2005)
“self-transcendent values, positive other-directed emotions and authentic leadership” (p.
333).

High and Low Math Index Score Quartile Examples

The high and low score quartiles provided a more in depth perspective on the
secondary dataset. Even though Table 2 indicated a slight significant relationship
between trust and the 2013 math index score, Figure 13 provides and 3-dimensional
scatterplot to illustrate the overlap of the relationships between trust and
transformational leadership behaviors and the 2013 math index score. There is much
overlap of trust and transformational leadership on the academic success (Bandura,
1993; Angelle, Nixon, Norton, & Niles, 2011); however, there was a wide range of
variation on the math index score.

The index score was placed into four quadrants or quartiles. The breakdown
was as follows: lowest score to 50.75, 50.751 to 59.50, 59.501 to 69.99, and lastly 70.00
to the highest score. These quartiles are exhibited in Table 7.

Figure 14 exhibits the breakdown of the four quartiles of the 2013 math index
scores and the relationships with the three variables of interest: transformational
leadership behaviors, faculty trust in principals, and collective teacher efficacy. In
Figure 14, the left bar exhibits the transformational leadership behaviors. In Figure 14,

the middle bar represents faculty trust in principals. In Figure 14, the right bar
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represents collective teacher efficacy. The TLB, FTPrin, and the CTE bars were based
on a Likert scale of 1 to 6.

Figure 15 illustrated a correlation of collective teacher efficacy on 2013 math
index score. Figure 15 supports research question 2 with 10% of variance explained
between collective teacher efficacy on math index score without the school background
variables present. This provided a simple regression perspective of the secondary
dataset.

Implications for the Practitioner

The implications for the practitioner side of education are exhibited in this study
through quartile figures and the tables. These results might have the potential to
influence the relationships between principals and faculty. Leithwood et al, (2004)
emphasize “Successful educational leaders develop their schools as effective
organizations that support and sustain the performance of teachers as well as students”
(p. 62). This study also had the potential to exhibit one facet of leadership’s
relationship to faculty perceptions. The leadership and collective efficacy relationship
connects to student success (Bandura, 1993; Goddard, 2001; 2002; Goddard, et al.,
2002; Goddard & Goddard, 2001; Goddard et al., 2003; Ross et al., 2003; Ross & Gray,
2006; Smith, Hoy, & Sweetland, 2002). Hipp (1996) expresses “If a strong sense of
efficacy motivates teachers to higher levels of competence and success, then an
increased focus on the teacher attribute is critical to the improvement of student
performance” (p. 3). Goddard and Goddard (2001) indicate “Where teachers tend to
think highly of the collective capability of the faculty, they may sense an expectation

for successful teaching and hence work to be successful themselves” (p. 815-816). The
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correlational effects between the variables of interest: FTPrin, TLB, FTPrin X TLB
interaction, and CTE are evident in chapter four. Novice, as well as, experienced
leaders can glean a better understanding on the influence trust and transformational
leadership behaviors which might influence collective teacher efficacy (Goddard, Hoy,
& Wollfolk Hoy, 2000; Ross & Gray, 2006).
Implications of the Study

Even with the limitations of this study previously stated, the implications for this
study and for the practitioner are pertinent to the educational environment. The
educational environment should always be geared toward the improvement of student
learning. Scholars have delved into the teacher efficacy influencing the importance of
teaching ability in relation to developing student learning for twenty plus years (Armor,
et al.,1976; Gibson & Dembo, 1984; Goddard and Goddard, 2001; Ross, 1992). It is
widely known among scholars that school leadership positively influences school and
student outcomes indirectly (Orphanos & Orr, 2014); hence, the necessity of high
valuation that should be placed on how a multidimensional perspective of the
interaction of trust and transformational leadership effectuates collective teacher
efficacy. These school leadership characteristics which foster teacher efficacy and
confidence are essential to maximizing this component of instructional capacity
(Barnett & McCormick, 2004; Leithwood & Montgomery, 1982; Walker & Slear,
2011). Fullan (2005) expresses “Capacity building consists of developments that
increase the collective power in the school in terms of new knowledge and
competencies, increased motivation to engage in improvement actions, and additional

resources (time, money, and access to expertise)” (p. 175) and are directly connected to
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collective teacher efficacy improvements. These capacity building components might
lessen the urban school antecedents and increase overall instructional capacity for
student success through the component of collective teacher efficacy. An array of
research exists on the leadership behaviors in relations to the entirety of instructional
capacity (Dufour, 2002; Glickman, 2002; King, 2002; Walker & Slear, 2011; Whitaker,
2003). According to results in chapter four, faculty trust in principals, transformational
leadership behaviors, and their interaction might influence collective teacher efficacy,
which is the teacher component of instructional capacity.

Even with the wide array, this study went a step further by examining the
combined effect of the multidimensional perspective of the interaction between faculty
trust and transformational leadership in relationship to collective teacher efficacy.
Urick (2016) states “future work should continue to examine interactions across
leadership measures and to test why and how these tasks are simultaneous used in
schools in order to continue to explain the extent of the principal’s role in school
improvement” (p. 164). The interaction (FTP X TLB) leadership behaviors used in this
study looks at the how and to what extent trust and transformational leadership relates
to collective teacher efficacy. This combined leadership, the multidimensional
leadership (FTP X TLB) for this study, attempts to examine leadership through more
comprehensive descriptors of leadership facets (Leithwood, Jantzi, Earl, Watson, Levin,
& Fullan, 2004, Urick, 2016). These leadership facets are operationalized as: openness,
transparency, motivates, models, encourages teachers to extend beyond their ordinary
comfort zones, and provides vision, direction, and goals, which relate back to the

secondary study survey from OCEP (2015). Even though Leithwood et al (2004) are
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examining the comprehensive tactics of strategic and distributive leadership as their
styles of leadership valuable to school organizations, they do view transformational
leadership as a critical strategy facet in producing effects on collective teacher efficacy.
Again, scholars are indicating the importance of the combined effects of
leadership styles on school improvement. The combined interaction of leadership styles
for this study: authentic leadership fosters the relationships with faculty for altruistic
purposes. These genuine altruistic purposes help leaders to meet teachers where they
are. By that it is meant their capabilities of experience and comfort as a teacher, which
is how efficacious they are (Bandura, 1997; Ross & Gray, 2006). School leadership can
foster teacher efficacy through communication (Blasé & Kirby, 2000; Walker & Slear,
2014; Whitaker, 2003), consideration (Blasé & Kirby, 2000; Hipp & Bredeson, 1995;
Walker & Slear, 2014), discipline of students to prevent classroom disruptions (Hipp,
1996; O’Donnell & White, 2005; Walker & Slear, 2014), teacher empowerment
(Edward, Green, & Lyons, 2002; Ross, 1995; Walker & Slear, 2014), flexibility (Blasé
& Kirby, 2000; Marzano, Water, & McNulty, 2005; Walker & Slear, 2014), mediating
influence with district administration (Ashton & Webb, 1986; Hoy & Woolfolk, 1993;
Walker & Slear, 2014), inspiring collectively (Ashton & Webb, 1986; Hipp, 1996;
Walker & Slear, 2014), modeled behavior expectations (Ebmeier, 2003; Hipp &
Bredeson, 1995; Walker & Slear, 2014), instruction involvement (Ebmeier, 2003; Hipp
& Bredeson, 1995; Walker & Slear, 2014), recognition (Hipp, 1996; Marzano, Waters,
& McNulty, 2005; Walker & Slear, 2014), and finally situational awareness for
responsive problem solving and prevention (Hipp, 1996; Marzano, Waters, & McNulty,

2005; Walker & Slear, 2014). Each of these leadership facets could be categorized
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under the transformational leadership behaviors spectrum of the four I’s: idealized
influence, inspirational motivation, intellectual stimulation, and individualized
consideration (Bass & Avolio, 1994) on collective teacher efficacy (Leithwood, Jantzi,
& Steinbach, 1999) and/or trust related (Adams, 2013; Forsyth, Adams, & Hoy, 2011).

According to this study, the effects of increased collective teacher efficacy
might strengthen the inclines of the math index score in urban schools. Bandura (1997)
expresses that effective leaders can “unite the community for common cause” (p. 501).
This collective strengthening could even lead to other possible school and community
improvements. This study’s findings indicate that each of these variables of interest
have a significant relationship on collective teacher efficacy, and even though collective
teacher efficacy does vary among the different urban schools within the district.

Future Research Possibilities

Since the establishment of authentic transformational leadership effects
collective teacher efficacy (Ross & Gray, 2006), future research could include
examining different leadership preparation programs at the collegiate level. The study
could even be examined in a longitudinal format by following the school leadership
graduates into the practitioner role. The practitioner role exposure could offer details on
how the leadership preparation skills are applied. Scholars could even go a step further
to survey the faculty on their perceptions of the leadership behaviors as a qualitative
study.

Some of the other possibilities for delving into related studies similar to this one
would include using the teacher sense of efficacy scale (TSES) from Tschannen-Moran

and Woolfolk Hoy (2001) to examine the individual efficacy of teachers. The data
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collected could be used as a reflective instrument of the one used in this study. The
details from the comparison of the studies could provide further insight to scholars and
practitioners of the teachers’ perceptions of authentic principal behaviors (Ross & Gray,
2006).

As an extension of this study, OCEP scholars could focus on specific schools
with unique characteristics, within this large, urban district. One school, in particular, is
school #145 of the deidentified data. This school has a low math index score and high
free and reduced lunch rates. Also, school #145 holds a lower response rate on the
Likert scale for faculty trust in principals. Future research of interest could include
applying researched methods to increase faculty trust in principals on school #145. This
could be seen as a pilot study for impacting trust. The results of the applied methods
could improve faculty trust in principals and more specifically the math index score for
school #145. Another element of this study could include parent and student surveys
before the applied research methods and afterward. The growth measurements from
each of the surveys compiled could be compared to look at the community impact of
faculty trust in principals.

In addition to examining school #145 with relatively low math index score and
relatively high free and reduced lunch rates, scholars could examine school #269.
School #269 had relatively high math index score and relatively high free and reduced
lunch rates. There could even be a meta-analysis of a school from each math index
score quartile. Each of the four schools selected could be examined through their
survey results and characteristics. Further research on school #269 could even reveal

applied leadership behaviors, which could be examined more in-depth. The in-depth
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research into #269 could reveal strategies, which could be applied to other schools like
school #145. A comparative study of the two specified schools: #269 and #145 could

give insight to leadership, faculty, and even student behaviors.

School Leadership Practices
Programs to support

Specific School

Leadership Preparation Strategies
Programs at the Pilot Program

Collegiate Level

Collegiate Level \

Authentic Leadership
/ Pilot Program

Transformational
Leadership
Behaviors

FTP X TLB
Interaction
Of Trust
and Transformational
Leadership

Collective

Teacher
Efficacy
School Background Variables teacy
Free & reduced lunch
Math index score
Percent White
Secondary School \ Teachers® Sense
Of Efficacy
Scale

Figure 20. Future Research for Authentic Leadership in Practice

Theory Moving Forward
For this study, transformational leadership theory was used to establish the
theoretical framework. Transformational leadership theory offers unique dynamics of a

superior conception of its elaborated role (Bass, 1985; Bass & Avolio, 1994; Podsakoff,
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MacKenzie, Moorman, & Fetter, 1990; Ross & Gray, 2006). It was discovered that
many scholars used instructional leadership theory rather than the transformational
leadership theory when examining instructional based variables of interest (Aas &
Brandmo, 2016; Hallinger, 1982, 1990; Fullan, 2014). Conceptualization of
instructional leadership, through examining principal behaviors with instruction,
became known through Hallinger in the 1980°s (Aas & Brandmo, 2016; Hallinger,
1982; 1990; Fullan, 2014). Marks and Printy (2003) and Urick (2016) discuss
instructional leadership as shared instructional leadership between the principal and the
teachers. This shared instructional leadership is based on collaboration (Aas &
Brandmo, 2016; Fullan, 2014; Marks & Printy, 2003), goals (Aas & Brandmo, 2016),
and direction setting by the principal (Aas & Brandmo, 2016; Leithwood, Aitken, &
Jantzi, 2001; Urick, 2016). Transformational leadership is considered more of a top-
down method of direction, but instructional leadership is considered a better
dissemination of leadership, which is more equally shared (Spillane, 2005; Urick,
2016). Since the principal is the instructional leader, the principal might engage with the
teachers with their instructional practices (Aas & Brandmo, 2016; Coldren & Spillane,
2007; Mark & Printy, 2003; Robinson, Lloyd, & Rowe, 2008; Tschannen-Moran &
Gareis, 2015) for the betterment of collective teacher efficacy, classroom strategies, and
integrity of pedagogy delivery. This shared instructional leadership linked to these
instruction practices creates a type of synergy aligned with maximizing instructional
capacity (Marks & Printy, 2003; Urick, 2016). The synergy might create growth
between the shared instructional leadership and capacity and shared influence between

principals and teachers (Alderfer, 1969; Urick, 2016).
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Summary

This study focused on the combined effects of transformational leadership and
trust on collective teacher efficacy. The multidimensional perspectives of
transformational leadership were based on transformational leadership behaviors and
faculty trust in principal facets which provided theorized overlap of the operationalized
perspectives. Each of these components effects collective teacher efficacy at different
levels of significance. This study examined each of these components in a stepwise
forward multiple regression. By analyzing the secondary dataset in this format, this
study was able to reveal the increased relationship significance of the combined
interaction of transformational leadership behaviors and faculty trust in principals to
create a greater effect of authentic leadership.

The current study’s findings support previous research on the individual
variables in relation to collective teacher efficacy (Adams, 2013, Forsyth, Adams, &
Hoy, 2011); however, the current study’s findings also extend the research in
multidimensional perspectives of transformational leadership behaviors through the
interaction between the independent variables to form an interaction’s relationship to
collective teacher efficacy. The findings of this study might exhibit the significance in
the relationships between faculty trust in principal leadership and transformational
leadership behaviors to collective teacher efficacy. Specifically, past literature supports
the relationship between trust and student success and transformational leadership
behaviors and student success.

The results created an interesting perspective of this secondary dataset on how

the enhanced leadership skills of these multidimensional perspectives of the interaction
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(FTP X TLB) leadership have a greater effect on teacher efficacy as a whole. The
results confirm the emphasis of this study, in which the combined effects of trust and
transformational leadership have a greater effect on collective teacher efficacy than
when applied individually on the collective teacher efficacy. Overall, this study offered
many different findings which could promote fostered opportunities by the OCEP in
this large urban district. These enhanced leadership skills of authentic leadership might
be used to mediate the urban antecedents that continue to hinder school success.
Results of this study provide direction for both scholars and practitioners to enhance

leadership behaviors to effectuate collective teacher efficacy.
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APPENDIX B

Homoscedasticity Assumptions Tests
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APPENDIX C

Outliers Assumptions Tests
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APPENDIX D

Multicollinearity Assumptions Tests

Correlations

2013

Index FRLRate PerWhite FTP TLB
2013 Index 1 -0.806 0.646 0.275 0.173
Sig, (2-tailed) 0 0 0.18 0.14
FRLRate -0.806 1 -0.741 0.265 -0.204
Sig, (2-tailed) 0 0 0.22 0.081
PerWhite 0.646 -0.741 1 0.244 0.153
Sig, (2-tailed) 0 0 0.036 0.194
FTP 0.275 -0.265 0.244 1 0.728
Sig, (2-tailed) 0.018 0.022 0.036 0
TLB 0.173 -0.204 0.153 0.728 1
Sig, (2-tailed) 0.14 0.081 0.194 0
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Linearity Assumptions Tests
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APPENDIX F

Q’ Me UNIVERSITY o OKLAHOMA

Institutional Review Board for the Protection of Human Subjects

Human Research Determination Review Outcome

Date: April 20, 2018

Principal
Investigator: Melinda Kay Stump

Study Title:  Transformational Leadership Behaviars in Relationship to Instructional Capacity in an
Urban School Setting

Review Date: [4/20/2018

| have reviewed your submission of the Human Research Determination worksheet for the above-
referenced study. | have determined this research does not mest the criteria for human subject's
research. The OU Principal Investigator will not intervene or interact with living individuals or collect
individually identifiable, private information. Data for the study consist of a de-identified, secondary data
set with no potential for deductive re-identification of the original participants. Therefore, IRE approval is
Nt Necessary 50 you may proceed with your project.

If you have questions about this notfication or using RIS, contact the HRPP office at (405) 325-8110 or
irb{@ou.edu. Thank you.

Cardially,

Fred Beard, Ph.D.
Vize Chair, Institutional Review Board
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APPENDIX G
Faculty Survey A

Dear Teacher,

The University of Oklahoma is working to create simplified,
annual snapshots of the health of public schools. Snapshots
will be made available to vou and vour colleagues to help
provide direction in the improvement of teaching and
learning conditions in your school as well as your school’s
relationships with parents. Ultimately, we hope to build a
system that will allow vou annually to track the progress of
your school on a number of health dimensions; this
information can be used for identifying professional
development needs, resource allocation, and other potential
interventions vou and vour colleagues determine will make
your students more successful.

We urge vou to complete the online survey. Completion of
the survey will take approximately 8 minutes. Your answers
will be treated as confidential by the OU research team: no
school or district personnel will see vour responses. The
SUrvey questions measure yvour perceptions and attitudes
about some school conditions. The school code will allow
researchers to link all responses from a particular school
together to create vour school’s profile. If vou choose to
participate, please select the “ves™ option below. The survey
will then open up for you, and you may complete it
electronically as directed. If you choose not to participate,
please select “no,” and the researchers will be notified of
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yvour intent. We know vou are busy, and we sincerely
appreciate vour willingness to participate.

Patrick B. Forsyth Curt M.
Adams

Senior Research Scientist Senior
Research Scientist

The University of Oklahoma The

University of Oklahoma

Informed Consent

As 2 acker, you 2re being imited to participate in this research becamss your wiews and attitedes 20 very inportent. The prposs of the
project i w0 collect infrmortion from parnts, teachors, and administrators that cam be med by you to mprove teacking and Jearming
conditions. i yom agree to participate, pleass select the “yes™ option balow. Tha survey will open up, 2and yon may complatm i
alnctronicalky s drectd. The wereey will taks approxiesichy § miwstes. If yom chooe not to participats, plase mdcas that imfeation
by choouing “no” balow. The reasarchers will be notified of your iment

Paticipation 15 volemtary. Yo decidon to participats will bans no sfedt on amy banefis. to which von 2re antitied. Thems 2re no risks
atached o your imenheament nor will you be compensated. The records of this stedy will be kept confidential, and no ons excapt the 087
russarchars will hes access to e o dat. Ciodies are msed to link teachor, principal, and paret respomsss o particebar schoals. Cmos
wa mecaive your completed or blank srreey, all reconds of vour participation will ba destroved; slecronic sarveys will be devtroyed at the
conchuion of the project. [z publitod repests. thars will be no informeotion inchaded st will rmke i posstblk to iderify Fon s a
pamiczamt

I yonn benvs comoams or complaints abome this research, we can be contacted 2t #1 8-660-3870. I yom bnve questiom, conoems, or
comyplaints shout the messanch or sbot your rights and wish to @lk to somecne ofher San the mdidmls on the reesarch team, yom may
contact tha Univamnity of Oklshoma Instiratiosal Rendew Board at (405)325-6110 aor ifbifon eds. Thomk you for your time and
considertion o participan in te project.

Please indicate below whether or not vou choose to
participate. If vou choose to participate, select "ves." If vou
choose not to participate, select "'no."
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Transformational Leadership Behavior

Please indicate the extent to which you agree or disagree
with the following statements about your principal.

The principal at this school...

Pleaze indicate the extent to which you agree or dizagree with the following statements

1. Inspires
others with
hiz'her plans for
the future

1. Provides a
good model for
me to follow

about your principal.

The principal at thiz scheol...

Strongly . Somewhat Somewhat Strongly
THzagree Disagree DMzagres Asres Agree Agres
Please

indicate the

extent to

whuch you

agres or - C o c ~ S

disagreewath 1. I - . k - . '

the followmg Inspies = g0 with ofhers with =F™™ others with

statements l:rthu's with his/her his/her othﬂs with his/her
about your  hisher o theplans for the™ 2 Dlane for the
principal.  Theplans ﬁnrthepﬁ PE plans for the
pincipal st futwe g hat Somewhat S
this school.. 1 Disagree  pooor it 2omePRE e ely
Inspires others Eree  Agres Eree
with histher
plans for the
future Stronghy
Dhsagres
Please 2. S A S S
indicate the  Provides 3 Prowides a Provides 3 Prowides a Provides a
extent fo good model good model good model zood meodel good model
whuch you formete formeto formeto formeto formeto
Agres o follow follow follow follow followr
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Pleaze indicate the extent to which you agree or disagree with the following statements

3. Develops a
team attitude

and spirit
Among
faculty/staff

4, Insists om
only the best

performance

about your principal.

The principal at thiz school...

Strongly . Somewhat Somewhat Stron

]]'isa:rge;! Disagree Dizagree Agres Apgree ﬂg‘f
dizagres with Dhsagree  Somewhat Somewhat Agree Strongly
the following Dhsagree  Agres Agree
statements
about vour
principal. The
principal at
this school... 2.
Provides a
good model
for me to
follow
Strongly
Dhsagres

Please

indicate the
extent to
whuch you
agres or
dizagree with r r _ r
thefollowing = 3. p % o % T3 3
statements  Develops a e E ped Develops a
sboutyow feam - SO FEL. gwm SRR
prncipal. Theattrtude and <pirit amongspiri attitude and pirit among

poncipal at spart AMORZ £ staﬂ'swﬁt ameng.
; culty/staff faculty ty/staff
ﬂ:Jsschml..E.fanlh‘jn"staﬂ's hat So 1 faculty/staff

. : Strongly
Developsa  Disagres - Agres
team athinde Disagree  Agree Agree
and spant
among
faculty'staff
Strongly
Disagres

team

Please | 4. “ g T4 T T
mdicate the Insistson Insistson Insistison Insisison  Insists on
extent to onlythe onlythe  onlyvthe only the only the
whuch you bast best best bast best

agree or performanceperformanceperformanceperformanceperformance
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Pleaze indicate the extent to which you agree or dizagree with the following statements

5. Behavez im a

manmar

thoughtful of
my personal
needs

6. Asks
guestions that

prompt me to
think

about your principal.

The principal at thiz school...
Strongly . Somewhat Somewhat Strongly
Dizagres Disagree Dzagree Agres Apgree Agree

disagres with Dhsagree  Somewhat Somewhat Agree Strongly
the following Dhsagree  Agres Agres
statements
about vour
prnecipal. The
prineipal at
this school... 4.
Insists on only
the best
parformance
Strongly
Dhzagres

Please
indicate the
extent to
which you
e i © 5 “ s A “ s
e ey Bebavesin Bebavesin ~ 5. Behavesin

& amanner amanner DBehaves in a manner
TJT““ ) thoushtful thoughtful amarmer thoughtful
about your shiful £ tho of
principal. Theof my ot my oty ughtful - of my
principal 3t persopal  Peroomal  personal - ofmy personal
needs needs personal  mneeds

thiz school... 5.needs
Bel inz Disagres Somewhat Somewhat peeds AgreeStrongly

Disagree  Agres Agree
thoughiful of
my personal
needs Strongly
Dhsagres
Please ) i f' ) i

indicatethe 6. Asks qmiijks & Ads T 6 Ads queﬁz Asks
1;'.r]:|jv::'r1t ?::uu &isr;r-ﬁ;t that prompt that prompt E;ﬁpt that pramept
agres or mmmmmﬁmkmtuﬂﬁnk e to thin] me to think
1 with Disagree Somewhat Somewhat , Strongly

. Dhsagree  Agres Agres
the following
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Pleaze indicate the extent to which you agree or dizagree with the following statements

7. Commends
me when I do a
better than

average job

about your principal.

The principal at thiz scheol...
Strongly
Agres

Stronghy

Dizagres
statements
about your
paneipal. The
prneipal at
this scheal. .. 6.
Asks questons
that prompt me
to think
Strongly
Dhsagres

Please

indicate the
extent to
whuch vou
agree or - - -
djsagreewiﬂl:“,? T T :",II, R A
the following Commends Commends Commends - Commends
statements me when I me when I me when I me when I
about your do 2 better do abetter do a better do a better
prineipal. T]:I.Em than than than
pnncipal at average job average job average job
thus school... 7 Somewhat Somewhat Strongly
Commends me Disagree  Agres Agree
when I do a
better than
average job
Strongly
Dhsagres

me when [
do a better

average job average job

Organizatonal Citizenship Behavior

Please indicate the extent to which vou agree or disagree
with each of the following statements about teachers at your

school.

Pleasze indicate the extent to which vou agree or dizagree with each of the following

statements about teachers at vour school.
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1. Teachers
help students
on their own

time.

1. Teachers
voluntarily
help new
teachers.

3. Teachers
volunteer to
Jerve 0N MW
committess.

Strongly \ Somewhat Somewhat Strongly
DHzagree Dizagree Dizagres Agree Agree Agree
Pleaze
ndicate the
extent to
which you
agres or
disagres with - - -
each ofthe 1 1. 1. - 1.
following Te ]' Teachers  Teachers 1. Teachers
statements help mdmhg]psmdmlshzlpsmdmrshth help students
about their own on their own on thewr own help students on their oun
teachers at ?;ne time. time. on their own time.
your Dizas Sm Somewhat time Agres Strongly
STEM:‘;],;.-; 1. Dhsagres Apres Agree
ea
help students
on thew own
time.
Strongly
Dhsagres
Please
indicate the
extent to
whuch you
agree or
disagres with ; ; -
Eﬁh ﬂf e 2 I'eai T Ehu's r 2 I'eai
owing TS a3 ers
statements E]mly vohintanly  woluntarily Eelmly volomtanly
about belp new help new help new belp new help new
teachers at teachers teachers. teachears. teachers teachers.
your D_a - Somewhat Somewhat @ - Strongly
%cha:};];n 2. Dnsagres Agree Agree
EE
voluntanly
belp new
teachers.
Strongly
Disagres
Please = 3. © o3 © o3 C o3 )
indicate the Teachers Teachers Teachers Teachers Teachers
extant to volunteer to volunteer to voluntesr to volunteer to volunteer to
which you serve on new serve on Dew SeIVe OO DEW SEIVE 0N DEW SEIVE GL DEW
agres or commifiess. committess. committess. commiitess. committess.
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Please indicate the extent to which vou agree or dizagree with each of the following

4, Teachers
volunteer to
SPOnSOT
exiracurricul
ar actvities.

5, Teachers
arrive to
work and
mestings on
time.

statement: about teachers at vour school.

Strongly . Somewhat Somewhat Strongly

Ihsagrgre Disagree Dizagres Agres Agree Ag:'f:}
dizagres withDizagres Somewhat Somewhat Agree Strongly
each of the Disagres Arres Apree
following
statements
about
teachers at

your

school 3.
Teachers
wvolunteer to
SETVE O DEW
commuitiess.
Strongly
Dhsagree

" Please
indicate the
extent to
which you

agree or
disagres with - - -
each ofthe 4 4 4 Ty 4.
following Te ]' Teachers Teachers Te ]' Teachers
statements volumieer to 1;[&:;3139 valuniar-u'tu vohmieer to ;E:&rm
teadms, at RO tracwrricnl extracurioul “Eooo extracumicul
extracumicnl extracuricul
ar achivities. ar activities. ar activities.
Tehool 4 Fastivities o it activities Strongly
Teachers Disagree Dhsagree Agres Agree Agree
voluntesr to
Sponsor
extracurmieul
ar activities.
Strongly
Dhsagree
. - - - -
Please 3. 5. 3. r 5.
mdicate the Teachers Teachers Teachers
extent to amive to amve o armve to ; amve o
w]:lichynu work and  workand  work and ﬂ;’d work and
mestngs on meehngson mesfings on o on
dlsagreewn:hhme time. time. !g
each of the Dhzagres Somewha.t Somewhat Stmnglj’
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Please imdicate the extent to which vou agree or dizagree with each of the following

6. Teachers
take the
initiative to
introduce
themselves to
substtutes
and azsisi

them.

T, Teachers
begin class
prompily and
use class tme
effectively,

statement: about teachers at vour school.
Stronghy \ Somewhat Somewhat Strongly
Dhsagree Disagree Dizagree Agree Agree Agree
following Dhsagres Apree Agree
statements

dizazree with " " -
ead:lnfﬂ:le - 6 ] 6 . 3

. ! ; .
following Teack Teachers  Teachers [ Teachers
statemnents

take the

takethe  takethe  Teachers take the
o mitztve o Imitatve to take the mitiative to
teachers at o mboduce  introduce  mhabve to mboduce

vour m‘; themselves themselves infroduce — themselves
school. 6. mmsmsmmbstinmm subshitutes themselves o substriutes
Teachers nd zesist and assist  and assist  to substitufes and assist
take the & them them. and assist  them.
initiative to - Somewhat Somewhat them Agree Strongly
introduce £ Dhsagres Agres Agree
themsehes
to substitutes
and assist
them.
Strongly
Disagres

Please = 7 T T T T

indicate the Tead;.as Teav.‘ﬂ:;ers Tead':.tu's Tead;.as Teav.'ﬂ:;m
axtent to bepmn class beginclass begn class bemn class  begin class

which you promptly apdprompthy and promptly and promptly andpromptly and
agres or use class use class use class use class use class
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Pleasze indicate the extent to which vou agree or dizagree with each of the following
statemnents about teachers at vour school.
Strongly . Somewhat Somewhat Strongly
Dmag;'g:e Disagree Dizagree Agree Agree :’Lg;'-::}
dizagree withtime fime tme fime fme
each ofthe effectively. effectvely. effectively. effectively. effectively.
follownng  Dhisagres Somewhat Somewhat Agmee Strongly
statemnents Disazres Apres Agree
about
teachers at

your
school. 7.
Teachers
begin class
promptly and
use class
time
effectivaly.
Strongly
Disagyes
Please
indicate the
extent to
whuch you
agree or
dizagres with
each of the 5 i i _
8. Teachers following Te i T!E\ldlm T!Eacha's I'Pad:.m
o sues  colleagues c Fues
iﬂ:ﬁ teachers at :zllea.guﬁl advanced  advanced colleagues advanced
notice of YOI notice of ﬂi':nﬂﬂf. ﬁl;af ncd:lcenf.
i changes i Zes In sim
:ﬁ.ﬂiﬁ' TEEI:}].EI’S Sd]Bd.I.I].El:E sdndule. or Sdlﬂdlﬂﬂ':l' w sc'_hednle. or
routine, gwe S rouhne. routine. rouhne.
colleagues Oi Somewhat Somewhat Asree Strongly
advanced Dhisagree Agree Agree

9. Teacher - - - - -
committess in Please o. 9. 9. 9. 9.
thiz schopl  Rdicate the Teacher Teacher Teacher Teacher Teacher
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Please indicate the extent to which you agree or dizagree with each of the following

statements about teachers at vour school.

Strongly . Somewhat Somewhat Strongly
Duag;‘gre Disagree Dizagres Agres Agree Ag;rﬂ}
work extent to commiftess commuttess committess commuftees committess
productively. which you m this schooln this schoolin this schoolin this schoolm this school
agres or work work waork work work
disagree withproductrvely. productively. productively. productively. productively.
eachof the Dizagres Somewhat Somewhat Agmee Strongly
following Disazres Agree Agree
statements
about
teachers at
your
school 9.
Teacher
committess
n this school
waork
productively.
Strongly
Dsagres
Please
ndicate the
extent to
which you
agree or
dizagres with ~ - -
eachofthe 10 10 10. 10 1o
. following ) Teachers Teachars ) Teachers
1 ie::thers statements iz::hﬂs make make i:;hﬂs make
innovative  3oout . five muovative mn:-xat.we . five mnovative
suggestions to teachers at suggestions suggestions suggestions suggestions suggestions
improve the Yo o fo improve  to mprove 1 to Improve
overall school 10 the ! 1 the overall the overall the ! 1 the owarall
guality of pur Teachers by of quality of  quality of liw of quakity of
school. mzke our school owr school.  our school. o school our schoaol.
mnovative . Somewhat Somewhat " Strongly
suggeshons Disagree Dhsagree Apres Agree Agree
to mmprove
the overall
quabity of
our school.
Strongly
Dhsagres
Teacher Workplace Isolation
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Please indicate the extent to which you agree or disagree
with each of the following statements about teachers at your

schoaol.

Please indicate the extent to which vou agree or dizagree with each of the following

L. I have
people I can
turm to at
work.

1.1 have one
Or Iore Co-
workers
available who
I talk to
about day-to-
day problems

at work.

statement: about teachers at vour school.

Strongly . Somewhat Somewhat Strongly
Dizagres Disagree Dizagree Agres Agree Agree
Please
indicate the
extent to
whuch you
agree or
disagres with . - .
each of the 1 I]:I.H‘I."E. l.Thave  1.Ihave _ ' 1. I have
following peopl.e:[can people [can people Ican ™ 1. Thave people I can
statements o to at twm to at  people ] can fwm fo at
about ?f at work. work. twn toat  work.
teachers at Disa Somewhat Somewhat work. Agree Strongly
x| e e e
5 .
have people I
can tum fo at
work.
Strongly
Dhsagree
Please
indicate the
extent to
whuch you - - -
aAgree or r " 2.Ihawve 2. Ihaver " 2. 1kawe
dizazres with 2'I]:m're-:i:l:l.et:-r::l:mrva oIS OF more 2'Ihz'“!u:m-a-:u'r:r:l.i:;rrlz
eachofthe oo MI:E_I: co-workers co-workers o Lm co-workers
following :Eble availabla  available ;:ELH:E available
statements whnlm[km“hﬂ“'&“’ wh-nltalkto“h:[hlkmwhulhﬂitu
about about day-to- about dav-to- about day-to-
about dav-to- about day-fo-
teachers at day pcrc-blm:l:lsdz"'r problemsday prablmsday prublzmsdz!'r problems
your 2t work at work. at work. 2t work at work.
school 2.1 Disa - Somewhat Somewhat ’ Strongly
have one or e Dhsagree Agree E Agrea
more co-
waorkers
available
who I talk to
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Pleaze indicate the extent to which yon agree or dizagree with each of the following

3.1 have eo-
workers
available

whom I can

depend on
when I have

a problem.

4. I have

supporting

me at work.

statements about teachers at vour school.

Strongly
Dizagree
about day-to-
day problems

at work.
Stromgly
Dhsagres

" Please
mdicate the
extent to
whach you
agres or
disagree with
each of the
following
statements
about
teachers at

your
school 3.1
have co-
workers
available
whom I ean
depend on
when [ have
a problem.
Strongly
Disagree

" Please
indicate the

Dizazree

r
3. Thave

co-workers
available
whom [ can
depend on
when I have

Somewhat Somewhat
Dizagres Agres

3. Thave '
co-workers co-workers
available available
whom [ can whom I can
depend on  depend on
when I have when IThave
a problem.

© 4 Ihave

supporting  supporhng
me at work. me at work.
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3. I have ©

4 Ihave ¢

Agres

co-workers
available
whom I can

depend on
when I have

-
3.Ihave

Strongly
Agres

3. I have
co-workers
available
whom Ican



Please indicate the extent to which voun agree or dizagree with each of the following

statements about teachers at vour school.

Stroy Somewhat Somewhat Strongly
Disa;Te Disagree Dizagree Agres Agree -'!.gnz
SUppoTing
me at work.
Strongly
Dhsagree
Please
mdicate the
extent to
which you
agres or
eachofthe © ;' STam ' SIam € ;' Slam
%.Iam:re‘e}l sf.l:‘lrmmis well ::]ejgmtad Lﬂlgra'bad well Egﬁted
mtegra L ated - 3 inteprated .
with the  about . ::frﬂ! m;::mﬂ with the v m.ﬂ:gﬂ:t.e :".I.ﬂ:l.thi
department/s teachersat @ b, 4P s departmentls | i ment/s epartment’s
chool where T ¥oU chool wl chool where chool where chool whers chool where
work. school 5.1 T work T work. I wrork. I wrork Iwork.
am well Di ) Somewhat Somewhat : Strongly
inteprated DUPETER noceree  Agree Agree Asres
with the
department's
chool where
T work.
Strongly
Dhsagres
Pleaze
mdicate the
extent to
:‘:ff“ - “ 6lm © 61am _ € 6 lam
6.1amkept gisaeres with §.Iam keptinthe keptm the ﬁ..Iam kept in the
in the loop ook of the keptinthe loop _ loop _ kept m the loop
regarding  £,llowi loop . regarding _ regarding _ loop _ = .
school social gs regarding . school SIIH! schiool su-ua.} regarding . 5cbmg| scﬂalg'
events/functi Jphout school soctzl events/funch events/funch school social o —_
ons. hews at events/funct ons. ons. events/funch oms. S
ons. DisagreeSomewhat  Somewhat ons Apres ’ e
your Disagree  Agree Agres
school 6.1
am kept m
the loop
regarding
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Please indicate the extent to which vou agree or dizagree with each of the following

7.1 am part
of the school
network

8. District
leaders know
about my
achievements

statements about teachers at vour school.

T.lam T.lam
part of the

sohioal

7. 1am
part of the
school

Somewhat Somewhat DeTWOrk
Dhsazres Agres =

part of the

Dhsagree
school 7.1
am part of
the school
network.
Strongly
Dhsagree
Pleaze
ndicate the
extent to
whuch you
agres or
dizagree with

sachofthe o o

g E. r

8
Dhsiriet
leaders know
about my

following Dhsinict
statements
about

teachers at

about ooy

leaders know leaders knowr

achievernentsachiev Eu:l.e:ds

L B
Dhstrict District

about my about m:.r

leaders know

achievements Somewhat . Somewhat °

. Dzl VA
lesagree Agres Exme

your
school 8.
Distnct
leaders know
about myv
achrevements
. Strongly
Dhsagree
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Strongly
Agree

T.Ilam
part of the

network.
Strongly



Please mndicate the extent to which vou agree or dizagree with each of the following

statement: about teachers at vour school.

Siro . Somewhat Somewhat Strongly
Dl'sa;?e Disagree Dizagree Agres Agree -ignfel
Pleaze
mdicate the
extent to
whuch you
agree or
eﬁ ffﬂn oMy | 9.M R Y
o I . . T .
O.My  ollowin 9. My mp; Im.mpaly C9My ¥
principal  cfements prmmpal. :unmm:ummuﬁnatemcml. compmmicate
communicate ahont mnmm.catesmj_ = oy cum.nmmcates my
5 my teacharsat  © 30 achievementeachievements” - achievements
achievements o, achievements, o it  fodistrict  CACVEED, . it
todistrict school 9. P9 leaders leadess PO jeagers
leaders, M:rprj:lcipall ACEEE. Somewhat Somewhat -20°- Stongly
5 my
achievements
to district
leaders.
Strongly
Dhsagree
" Please
mdicate the
extent to
whuch you
agree or
dizazree with - r -
10.Tam ;:“d:afﬂm r 10.T am 101 am lﬂ.llam © 10, T am lﬂ.llam
. oWing ' T8 artre art ; e
regularly  ppements T "mucfil;ﬂ” afE:;In ’Eg“l“l”mnfgﬂvxyw
partof my  about ofmy o hools  schools R ohodls
school's  joachers at MS sodalemmis.socialwmls.s'thwls social events.
sacial events. you E.“"“"m'smm Somewhat 0O EVENS. g naly
school 10.17°°F™%  Disames  Agree Agree Agres
am regularly
part of my
school's
social events.
Strongly
Dhsagres
TLE Evaluation
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Please indicate the extent to which vou agree or disagree
with each of the following statements about the
Teacher/Leader Effectiveness (TLE) observation and
evaluation process.

Please mmdicate the extent to which vou agree or dizagree with sach of the following statements
about the TeacherLeader Effactiveness (TLE) chservation and evaluation process.

1. The TLE

effective
teaching.

1. The
evaluation

process
takes more
effort than
the results

are worth.

Strongly

Dizagres
"~ Plaaze
indicate the
extent to
which vou
agmee or
dizapres with
each of the

Dizagree Disagree

followning ." ~ 1.The
T]_;El. The TLE
about the describes desenbes
TeacherTLeade - effective
teachimg.

r Effactiveness EE‘BEhI. e
Dhis= Somewhat
Eree Dhsagree

(TLE)
observation
and evaluation
process. 1. The
TLE describes
effectve
teachimg.
Strongly
Dhsagree

" Plaase
indicate the
extent to r
which you
agmee or
dizagree with
each of the
following resulis are ot
dboutthe VO S
TeacherLeade Po°F®®  Disapree

r Effactiveness

(TLE)

© 2 The

3
The evaluation

evaliation
process takes
more effort
than the

maore effort
than the
results are
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Somewhat

Somewhat

Agres

1. The
TLE
deseribes
effective
teaching
Somewhat
Agree

2. The
evaluation

Strongly
Apree Apree
{ 1. The "l_LEl. The
TLE ;

; describes
describes .
effective  SLECHVE

. teaching.
teaching 5
Asree trongly

Agree
. © 2 The
2. The evaluation

process takesprocess takesevaluation  process takes

more effort  process takesmore effort

than the
results are
worth.
Somewhat

Agres

more effort  than the
than the results are
results are  worth.
worth. Agree Strongly
Agrea



Pleaze indicate the extent to which vou agres or disapres with sach of the following statements
about the TeacherLeader Effectiveness (TLE) observation and evaluation process.

3. Face to
face
feadback
was
provided
after each
ohservation.

4, Aligning
my practices
with the
TLE rubric
will help me
lmprove my
insiruction.

Somewhat
Agree

Somewhat
DMzagree

Strongly

Dizagree
observation
and evaluation
process. 2. The
evahiation
process takes
more effort
than the resuli=
are worth.
Strongly
Dhsagree
; Pleasa
indicate the
extent to
which vou
agmee or
dizagree with
each of the
following
statements 3.Face

to face to face to face
about the to face to face
TeacherTesds faedhack feadback feadback fead.ba.ck_

r Effectivensss was mhﬂdﬂdﬁpﬁms Pm"“hdwas prm"j.dadm provided
(TLE) afier gach 2 aflereach g ey coeeach
) - observation. observation . ohservaton

observation  observation : hat  Somewhat obzervation. < .
and evaluation Dhsagree Disz n Azree A £
process. 3. Eree Eree
Face to face
feadback was
provided after
each
observation.
Strongly
Dhsagree

Please
mdicate the
extent to
which you
AETEE OF
disagree with
each of the
following

Strongly

Dizagres Apree

Agres

. {
3. Face 3.Face 3 Faa 3. Face

C g C g C g © g C g
Abgning my Algnmg my Aligmng my Aligning my Aligring my
prachces prachoes prachces practices practices
with the TLEwath the TLEwath the TLEwnth the TLEwnth the TLE
mbnc will  mubric will rubric wall mbnewill  mobne will
help me help me help me belp me belp me
Improve my INprove my INprove My IMprove my Improve my
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Please indicate the extent to which you agree or disagres with each of the following statements
about the TeacherTeader Effectiveness (TLE) chservation and evaluation process.

2. The
evaluation
process
helps me
develop as a
teacher.

6.1 am
confidemt
the
evaluation

Strongly Somewhat Somewhat A Strongly
Dizagree Dizagree Agres Bree Agres
statements Dhsagree Somewhat Somewhat Agiee Strongly
ahout the Disagree  Apres Agrea
TeacherTLeade
r Effactivensss
(TLE)
observation
and evaluation
procaesz, 4.
Alpning my
prachces with
the TLE rubric
will help me
Improve my
instuction.
Strongly
Dhsagree
‘ Fleasze
indicate the
extent to
which vou
agres or
disagree with
each of the
following - r-ST}m r-STlm - r-jI']:I.E
Statements 5. The evaliation evaluzbon 5. The evaluation

about the evaliation evaluation
Teacher/Leade process halpsmss helpsprocess he process helps

process helps
r Effactiveness me develop me develop me develop me dm'ela;p me develop
(TLE) 2= 2 teacher 5 a teacher. asatea.dmr.asatmu as a teacher.
: . " Somewhat Somewhat " Stromgly
observation  [hsagmee Amrea -
and evaluation

Dhsagree Agres Agrea
process. 5. The

evaluation
process helps
me develop as
a teacher.
Strongly
Disagree

-

Dhizagree

Pleass = 6.Iam = 6.Jam = 6.Iam = 6Iam = 6.Iam
mndicate the  confident the confident the confident the confident the confident the
extent to evaliation evaluaton evaluation evaluation evaluabon
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Flease mmdicate the extent to which vou agree or disagres with each of the following statemnents
about the TeacherLeader Effectiveness (TLE) cbservation and evaluation process.

process
fairly
reflects my

teaching
effectiveness

7. The TLE
rubric
clearly
defines

standards

for teaching
effectiveness

Strongly , Somewhat Somewhat Strongly

Disagree  DP"F™™% Dicagree  Agree Aer Agree
which vou procass process process process Process
AgTeE O fairly reflectsfairly reflectsfauly reflectsfanly reflectsfawly reflects

dizapres with my teaching my teachmg my teaching my teaching vy teaching
each of the effectiveness effectrveness effectiveness effectivensss effectiveness
following .Dizagree . Somewhat . Somewhat . Apres . Strongly
statements Dhsagree Agres Agres

about the

TeacherLeade

r Effectiveness

(TLE}

observation

and evaluation

process. 6. 1

am confident

the evalwaton

process fanly

reflects my

teaching

effectvensss.

Strongly

Disagree

‘ Please

mdicate the

extent to

which vou

agTes or

dizagree with

each of the [ 7 The

following -
TLE rubnic

7 The | TTRe - ‘
TLE rubne TLE rubne
clearly clearly
defines defines
standards for standards for
teachmng teaching
effectiveness effectivensss
. Somewhat . Somewhat

Disagres Agres
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Pleaze indicate the extent to which you agree or disagres with each of the following statements
about the TeacherTeader Effectiveness (TLE) cbservanion and evaluation process.
Strongly Somewhat Somewhat A Strongly
Dizagres Dizagree Arres Bree Agree
Strongly
Disagres
T Ploase
indicate the
extent to
which you
agres or
dizapres with
;fﬁ"”.fﬂ“ _ " 8lam | 8Tam _ S
8.Iam OWIE T g Jam satisfied withsatisfied with' 8 Tam o ™
satisfied  SREmENS gopod withthe fhe satisfied with g d i
with the 2 the discussions  diseussions  the ! )
dizeussions Teat:her.u"Leade discussions  of my of my discussions discussions
of my r Effectiveness of my performance performance of my of my
performanc ﬂl:i'EJ 3 performance with the with the performance M&T
ewith the OPSeTVABOL Loy 4 principal or principal or with the et
principal or WA EVANRR i) o cosistant  assistant  prineipal or DTECPRLCE
azsistant Em . .E : i assistanf  prneipal  prineipal | assistant principal

Disagree

principal . prmecipal  whe who principal
with the who

. Lh:m Fimcussions of ™H° evalated evaluated who e S

evaluated me. me. evaluated Strongl
me. Y me DisagreeSomewhat Somewhat me Agree o ¥

mI- +h the Dhsagree  Agies £
prmeipal or
assistant
prmcipal who
evalated me.
Strongly
Dhisagree

8.Iam - - - - - -

satisfed Pleasa 9. lam 9. lam 9. 1am 9. 1lam 9 Ilam

with the indicate the  safisfied withsatisfied withsatisfied withsatisfied withsatisfied with
feedback ] extent to the feedback the feedback the feedback the feedback the feedback
received  Which you Ireceived Irecerved Ireceived Irecerved Irecerved
from the 28T=ear from the from the from the from the from the
principal or disagres with principal or principal or principal or principal or principal o
assistant eachofthe  asmistant assistant assistant assistant assistant
principal following  prncipal  prineipal  principal  principal  prineipal

who statements whao who who who who
evaluated 2bout the evaluated evalmated evaluated  evaluated evaluated
me. TeacherTeade me Thsagreems. me. me. Agree me Stongly
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Please indicate the extent to which you agree or dizagree with each of the following statements
about the TeacherLeader Effectiveness (TLE) cbservation and evaluation process.
Strongly Somewhat Somewhat A Strongly
Dizagres Dizagree Agres Eree Agres
r Effectiveness Somewhat Somewhat Agres
(TLE) Disagree  Agree
observation
and evaluation
process. 9.1
am satsfiad
with the
feadback I
recerved from
the pnneipal or
assistant
prncipal who
evaluated me.
Strongly
Dhsagree
Collective Teacher
Efficacy

Dizagree

Please indicate the extent to which you agree or disagree
with each of the following statements about teachers and
students in your school.

Pleasze indicate the extent to which vou agree or dizagree with each of the following

statements about teachers and student: in your school.
Strongly Semewhat Somewhat Strongly

Dhizagres Disagree DMzagree  Agres Agree Agres

f Fleaza

indicate the T oy . C

extentto 1. ) ) . )

which you Teacl Teanher_s TEH:]:I.EE-S Teack Teachers
here never here never here never

agree or  bere never . . bere never .
giveup, giveup, _ give up,

1. Teachers hare never d.i;agree e " venifa evenifa S0 enifa
give uE}, even if a child ;i:ach w-gmfa child child 'fa chuld
doesn't want to learn. cluls doe=n't doesn't doesn't

followmg doesn't tto tto doesn't :
statements wantto Lo v wantto oo te
ot e learn. learn. leam.

2 = Somewhat Somewhat =2 Strongly
teachers Dizagres . Agres

and Dizagres Agree Agree
students m
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Please indicate the extent to which von agree or dizagree with each of the following
statements about teachers and student: in your school.

Strongly Somewhat Somewhat Strongly
Dizazree DHzagree  Azres Agree Agres

your

schoal 1.

Teachers

here never

E""E ug,

Disagree

with each
of the . - r . r
following | 2. :
statements Teachers
about here are

1, Teachers here are  taachers  confident
confident they can 54 thev can theycan  they can thev can the:.r can

motivate their students. .yJenis in motivate
your therr
school 2. students.
peachers DIS®® Diagree Agre T Agee
confident
they can
motivate
their
students.
Strongly
Dhisagres
3. Teachersinthe * plae” 3 © 3 T3 T3 T g
school are able to get  jndicate the Teachers in Teachers in Teachers inTeachers in Teachers in
thl:"“lﬂl to themost  gyientto  the school the school the school the school the school
difficult stndents.  ghich vou are able to are able to are able to are able to are able fo
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Please indicate the extent to which voun agree or dizagree with each of the following
statements about teachers and student: in your school.

4. Teachers here have
the skillz needed to
produce meaningful
student learning,

Strongly

Dizazree
agiee or
disagres
with each
of the
followmg
statements
about
teachers
and
students m
your
school 3.
Teachers m
the school
are able fo
get through
to the most
difficult
students.
Strongly
Dizagres

. Pleasze
indicate the
extent to

needed fo

Somewhat Somewhat

Disagree Diszagres

.'Lgﬂ' Agm

Strongly
Agres

zet through get through get through zet through get through
to the most to the most to the most to the most to the most

difficalt dafficult difficult difficult difficult
Dizagres Somewhat Somewhat Azres Strongly
Dizagree  Agres Agree
c,. T4 e oo, T
Teachers :E hav :E hav Teachers Tea
here have oo are EEEAVE 4 ere have hHEh?w
the dkills the skills  the skills the a1l the skills
® peeded to  neaded to needed to
needed to needed to
bace pcmd:u_:e pcrc-du_:e produce ;m:»duce
meani maamngfulmaamngfulmem g:ﬁlﬂ1:|:|.s1:111.1|1g:I:'ul
Hmngfhlm student student
leaming I 5“”’] ent ) aming
- arming. arming. ine .
D_Ea_mm“ Somewhat Somewhat , Strongly
Eree Dizapres  Agres Apres
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Please indicate the extent to which you agree or dizagree with each of the following
statements about teachers and students in vour school.

&, Teachers in thiz
school believe that
every child can learn.

6. Teachers in thiz
school have the skills to
deal with student
dizciplinary problems.

Strongly \ Somewhat Somewhat Strongly
Dizazres Disagree DHzagree  Asgres Agree Agres
meanmgful
student
learmung.
Strongly
Dhzagres
" Plaasa
indicate the
extent to
which vou
agree or
disagree
with each
ofthe . Ts Ts g S
et Teschers in Teschers inTeschersing o Teschersin
about  this school L3 3cbool this school 'y ) this school
. behieve thatbeheve that, believe that
teachers  beheve that child dﬂdballmﬂut ey child
and every child =Y Every every child =
5 can leam.  can leam can learn.
students m can learn g hat 5 : Ica.n].eam. Strongly
school. 5. Disagree  Agree Agree
Teachers n
this school
believe that
every child
can learn
Strongly
Dhsagres
f Flease { - {
indicate the ™ 6 [ [ 3
extent to . Teachers nTeachers in Teachers m
which you E"‘fﬁm schoal this school E‘ﬁ’;‘lﬂﬂm schoal
ageeor oo have the ha'_rethe have the have the
disagree ills to shillsto  shlls to ckills to skills to
with each dea] with deal with deal with deal with deal with
of the . student student student
followmg discinli discip]jﬂarydjsciphuanrdﬁc. . dizeiphmary
statements pmblunsl. “problems. problems problm:l:lsl. - problems.
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Pleaze indicate the extent to which vou agree or dizagree with each of the following
statements about teachers and students in your school.

7. Teachers here are
able to meet the
specific learning needs
of each child.

Strongly

Dizazree
students m
your
school. 6.
Teachers m
this school
have the
skills to
deal with
student
diserplinary
problems.
Stongly
Dhzagres
‘ Plaaze
indicate the
extent to
which you
agree or
disagree
with each
of the -
followmg 7.
statements Teachers
about bere are
teachers  able to
and meet the
students m specific
your learming

school 7. needs of

DHzagree

Student Feadiness to Learn
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Somewhat Somewhat
Dhzagree

T 7 " 7
Teachers Teachers
here are  bere are
able to able to
meet the meet the
specific  specific
leaming leaming
needs of mesds of
each child. each chald
Somewhat Somewhat
Dizagree Agres

“ o1
Teachers
bere are
able to
meet the
specific
learming
needs of

each chald

Agres

Strongly
Agree

)
Teachers
here are
able to
meet the
specific
learming
needs of
each chald.
Strongly

Agree



Please indicate the extent to which you agree or disagree
with each of the following statements about students in your

school.

Please indicate the extent to which vou agree or dizagree with each of the following

1. Thesze
students come
to school ready

to learn.

1. Home Life
provides so
many
advantages that
students here
are bound to
learn.

statements about students in your school.
Strongly Somewhat Somewhat Stronghy

Dizagree Dizagree Dizagres Agres Agree -'!.gnee
‘ Flease
indicate the
extent to
whach you
azres or
disagres
with each of - - -~
the ." * 1. These 1. Theset ~ 1. These
followine L. These . Gents  students L These \ dents
staternents to come to come to come to come fo
about school ready school ready school ready
students m :Dd:ltoolraa.d to learn. to leamn. Sﬂm'madymlaam
your — Somewhat Somewhat Strongly

school 1. DFF® Diee  Agree Agree Azres
These

students

come fo

schoal ready

to learn.

Strongly

Disagres

" Please

indicate the

:ﬁ:‘;ﬂ 5 Home 1 Home' 2 Home " 2 Home

azree or hﬁemmh:ﬁepcrmudeshfepcrmudﬁ'_ E.Hpme]jfepm'idﬁ

diea w0 mam 50 DNANY 50 MAnY Life provides so many

w‘j.thg:.ie:hnfad\ramyges, advantages advantages somany advantages

the ﬂ:latsmdenisﬂut tuden‘lsﬂutshuhm:admntagu that students
here are that students here are

following  here are

stat il o bmmdra bound to hare are bound to

learn. learn. boundto  leam
:tb:idl:nls in 1];::@'& Somewhat Somewhat lean Apres Stromgly
your Dhsagree  Agiee Agres
school. 2.
Home life
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Pleasze indicate the extent to which vou agree or dizagree with each of the following

3. Students
here are
motivated to
learn.

4. The
opportunities in
thiz community

help enzure
that these
students will

learn.

statements about students in your school.

Strongly . Somewhat Somewhat Stronghy

Disagree Dizagree Dizagres Agree Agree Agree
provides so
many
advantages
that students
here are
bound to
leam
Strongly
Disagres
d Flease
indicate the
extent to
whuch you
agree or
disazres
with each of - -
the 3.
following  Stodents
statemnents here are
about motrvated to

i {
3. 3. . 3.
Students  Students | 3. Students
here are here are Students hera are
motrvated to motivated to here are motivated to

. leam. learn. motvated to leam.
i‘i‘”"s = Eﬁ"?w Somewhat Somewhat learn Agvee Stromely
wchool 3. Dhsagree  Agmee Azrea
Students
bere are
motvated to
leam
Strongly
Disagree
L Please - - -
indicate the 4 The 4. The 4 The - 4 The
extent o ) opportumtiesopportumties 4. The opporfumities

which you '.’m"f't‘;‘:m“ﬁm this in fhis opportunifiesin this

agree or .. commumity commumity imthis comommrty

disagres w help enswe  help ensure  commumty  belp ensure
that these thatthese |helpensure that these

.., students will students will that these  students wall

following - ooents Will ooy, learn students will leamn.

statements Disaéree Somewhat Somewhat leam Agree Stongly

about Disagree  Agee Agrea

students in
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Please indicate the extent to which vou agree or dizagree with each of the following
statements about students in vour school.

£, Students at
thiz school

don't have to

worry about

their safety.

6. Drug and
aleohol abuse
in the
community
don't effect
student
learming here.

Strongly

Dizagree
your
school. 4.
The
opportunities
in this
commumnity
belp ensure
that these
students will
leamm
Stromgly
Dizagree
-

Dizagree

Pleaze
indicate the
extent to
which you
agree or
disagres
with each of r
the 3
following
statermnents
about
students in
your
school. 5.
Students at
ths school
don't have to
worry about
thewr safity.
Stromgly
Dhsagree

Please 6. Dirug
indicate the and aleohol
extent to ~ abuse in the
agree or don't effect
disagres stadent
with each of leaming
the heve.

Students at
this school

-

don't have to

Somewhat Somewhat
Dizagree Agree

Stronghr

Agree Agree

T i . i

5. 5. [ 5 3.
Students at  Students at ’ Studenis at
this school  this school ﬁ;‘d“]“ " this school
don't have to don't have to 5.5

don't have to

wioary about

worry about
thewr safety.
Strongly
Agree

" 6Dmz ' 6Dmg’ 6Dmz’ 6 Dng
and alechol and alechol and aleohol and alechol
abuse mn the abuse mn the zbuse m the abuse in the
commumity community comommty comboumrty
don't effect don't effect don'teffect don't effect

student student student student
learmng learmng learning leaming
here. here. bere. Agree here
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Please indicate the extent to which vou agree or dizagree with each of the following
statement: about students in vour school.
Strongly . Somewhat Somewhat Strongly
Di\:agf'le:e Disagree Dizazree Arree Agree -igri‘
following Dhsagree  Somewhat Somewhat Strongly
statements Disagree  Agee Agrea
about
students in
your
school. 6.
Drug and
alechel
abuse in the
commmunity
don't effect
student
learming
here.
Strongly
Dhizagres
CFG Performance

Please indicate the extent to which you agree or disagree
with each of the following statements about your Critical
Friends Group (CFG).

Our CFG members...

Please indicate the extent to which vou agree or dizagree with each of the following
statements about your Critical Friends Group (CEFG).

Our CFG members...

Strongly . Somewhat Somewhat Strongly
Dizagree Disagree Dizagree Agree Agree Agree
lLAreopen = Please ' LAr * lar “ Lir © lLar © Liw

and honest 1ndicate the openand openand openand openand  openand
about their  ==tent fo honest about honest about honest about honest abowt honest about
instructional Which you  their their their their their
weaknesses 2ETEE OF mstructional mstructional mstructional mstuctional instuchonal
and miztakes Q52gree withweaknesses weaknesses weaknesses weaknesses weaknesses
each of the and mustakes and mustakes and mustakes and mostakes and mustakes
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Please indicate the extent to which vou agree or dizagree with each of the following

1 Solve
important
izsue: during
team
meetings

statements about your Critical Friends Group (CEFG).

Our CFG members...
Strongly . Somewhat Somewhat Strongly
Dizagree Disagree Dizagree Agree Agree Agree
followmg  Disagres Somewhat Somewhat Agres Stromgly
statements Disagres Agres Agres
about your
Cnfical
Friends

Dhsazres

L Fleass

indicate the

extent to

which vou

e OF

disagree with

each of the

f;m;nt - © 2 Salve U 2 Sohve ¢ © 2 Sqlve
about your . > O0IVe oertant  importamt .~ SO0 oonortens
Critical ~ =Portt s during issues during ™™ icoues during
Friends ~ Couesdurmg, team fﬂ‘“ during o

Group feam mestings mestings Eam. mestngs
(CEG). Our B;i"‘f‘mﬁ Somewhat Somewhat E""—‘““F Strongly
CFG F%%  Disamee  Agmes i Agrea
members... 2.

Solve

tmoportant

issues during

Team

meshngs

Strongly

Dhsagres

263



Pleaze ndicate the extent to which vou agree or dizagree with each of the following

3. Challenge
one another
in order to
maks
informed
decizions

4. Are able to
come to
agreeinent
without
COMmpTHmisin
g individual
members*
perspectives

statements about vour Critical Friends Group (CFG).

Our CFG members...
Strongly . Somewhat Somewhat Strongly
Dizazree Disagree Dizazree Agree Agree Agree
T Please
indicate the
extent fo
whach vou
agree ar
disagree with
each of the
following - T 4 r 4 - C 4
statements 3. . ]]' i ]]' 3. Cl ]]' -
?:b:gjom mﬁ one another one another Eneannﬂ:gar one another
) mn order to I orderto in order to
Frends m order to mak mak in order to
Group make ke ke make ma]:.e
(CFG). Our informed =~ ovmed mftemed .., s;formed
CFG decisi decizions  decisions decisi decisions
PO Comewhat  Somewhat I Shangly
members . 3 Dhsagree . Agmes
Challenze Dhsagres Apres Apres
one another
1o order to
make
informed
decisions
Strongly
Dhsagres
: Pleass
indicate the
extent to i T T
- r 4 Arm 4 Arwe 4. Are
which you 4. Are able to come able to come 4. Are able to come
agree or ablemcomemi o3 abletacmma :
disagree withto agreement A A8 to agreement . E
; without without . without
E::h ufthe ‘:mm - |:|:-|11;|rt:lc|:|:|jsi.1:t|:|:-|11;lrt:lc|:.isin:'.;lt,"'um']:t . ini:cm;n:-m.isin
m”"m“m‘“g - oidus Emdividual gindividual .“'Pi."'"‘“.i | Eindividual
bout membere | TEmber’  members”  SUURTE members
?: T your - perspectives perspectives — . perspectives
nfical  perspectives ¢ vhat Somewhat PoPeEVES oonely
Frends Dhisazres Disagree Agree Agres Agres
Group
(CFG). Our
CFG
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Please indicate the extent to which vou agree or dizagree with each of the following

statements about your Critical Friends Group (CEFG).

Dur CFG members...
Somewhat Somewhat

Dizagree Dizagree Apree Agree

compromisin
g individual
members’

< Eud " 5End " 5Emd
204 about your N mestings  mesfings
meetings with Critical ~ D2005° o4 ear  with clear (DSSHEES

W DT, Do Tt TR
5 c ; ;
undgF::tandm' %up Char tandin md?m mﬁ‘“m e .
Factions CpG £ of acions = 00N B TS g of acions
B= o o
to be taken parhars S.EI._E! taken Somewhat Somewhat Ebe taken
End Eree Dhsagres Agres
meshings
with clear
and specific
understandin
gs of achons
to be taken
Stongly
Dhsagres
6. Weorkaza r

group
equitably to mdicatethe asagrouwp asagoup asagroup  asa group

5. End

Strongly
Apree

© 5. Fnd
mestings
with clear
and specific
understandm
g5 of actions
to be taken

Please 6. Work © 6 Work | 6 Work ~ 6 Work ' 6 Work

as a group

distribute the =<tent to equitzbly to equitably to egqutably to egqutably to equtably te
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Please indicate the extent to which vou agree or dizagree with each of the following

workload

7. Willingly
malke
sacrifices for
the
achievement
of our goals.

statements about your Critical Friends Group (CFG)

Our CFG members...

Strongly . Somewhat Somewhat Strongly

Dizagree Disagree Dizagree Agree Agree Agree
which you  distribute the distribute the distnbute the distibute the distibute the
AgTee Or workload workload  workload — workload  wrorkload
dizagree withDhisagres Somewhat Somewhat Agres Strongly
each of the Dhsagres Agres Agres
followmg
statements
about your
Cntical
Frends
Group
(CFG). Onr
CFG
members . 6.
Work as a

group

equitably to

distribute the

workload

Strongly

Dizagres

: Please

indicate the

extent to

which vou

agree or

djsagreewithr_ r = { 7 - f' 7
axcholtie T Wilngy ilsgy gl Wil
Y make make ¥ make

statements  make sacnfices for sacnfices for sacnifices for

Eﬂ:jﬂm :Em.ﬁces 157:'1'1?,‘:';;Ij » ?:h N i;ﬂm.ﬁca for?jli .
Fnends achievement e EVEmPLL o chievement Frem

Group of our goals. Dfs our gn] atls -st our gn] atls of our goals. Eﬂz::ﬂg:als.
CFG). Oar Disa ) A

E:FGG} Eree Dhzagres Agres Eres Agrea
members . 7.

Willingly

make

sacrifices for

the
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Pleasze indicate the extent to which vou agree or dizagree with each of the following
statements about your Critical Friends Group (CFG)

Our CFG members...

Strongly . Somewhat Somewhat Strongly
Dizagree Dizagree Apree Apree Afree

Trust inm Diztrict Adminiztration

Please indicate the extent to which you agree or disagree
with each statement about the collective action of district
administration.

Please mdicate the extent to which you agree or disagree with each statement about the collective

action of district adwimistration.
Strongly . Somewhat Somewhat Strongly
Dizagres Disagree Dizazree Agres Agree Agree
" Please
indicate the
extent fo
whuch you
agree or
dizagres with
each - r r - r
1. The  stztement 1. The dlsh-}:rrhe 5 1'tThE " 1.The d.lstl']l.l'_'tThE
district  About the district o . wdjst:ict istrat
e collective  adminstrater oS RORMMIEROT g g SRS RHOD

. . - s align what s ahgn what : s align what
zalign what achon of s align what they zctually they actually align what they actually

they actually distict — theyactually o Cop oo a0 i gy eV ALl oo Ce what
do with what administratio tm“htthzysaythzyﬂmyﬂyﬂmydnmmwm

they say they
they say they B 1 The  Se¥SaviheVyigo  wildo ey VBVl go
will do. . m : Somewhat Somewhat ’ Strongly
= align what Disagree  Agmee E Agres

2The | 2.The ' 2.The ' 2.The

3
2
:
5
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Please mdicate the extent to which vou agree or disagree with each statement about the collective

action of district adowmistration.
Strongly . Somewhat Somewhat Strongly
Dizagree Dizagree Dizazree Agres Agr Agree

district mdicate the  distnct dustrct distnet distnet dustrct
administrator extent to admimistratoradmimstratoradmimistrator admomistrator adminstrator
svalwemy whichvou svaluemy svalemy svaleemy svaluemy svalue my
expertize for agreeor expertise for expertise for expertize for expertise for expertise for
school dizagres with school school school school schoaol
improvement each Imnprovement Improvement Inprovement Improvement improvement
. statemnent .hsagree . Somewhat . Somewhat . Agree . Strongly

about the Dizagres Agree Agres

collectrve

action of

distriet

n 2 The

etrict

d'E! frict

5 value ooy

expertize for

school

Improvenment.

Strongly

Dhsagres

" Plexse

mdicate the

extent to

whuch you

agree or

disagree with

sach
1. The statement 3 The
district about the district

administrator Collective  administrator”

r " 3The © 3The © 5o ° 3The
dusimict district " - dusimict
dJ:l:lmlshamra.dmsztmtara] .. tmad]:l:lmlsh?‘ttl’

5 value the Eﬁtﬂ smzlugthef 21'3']“.&";{ 5""]“'?""'2{ svalugﬂzzf zulugmuf
expertise of admjnjsl:mﬁotaachmen teachers.  teachers. mm}en teachers.
feacher= n 3. The Disa . Somewhat Somewhat A " Strongly

Gintrint E1%  Dicagree  Agree gree

mini Agres

5 value the

expertize of

teachers.

Stronglhy

Dhsagres
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Please mdicate the extent to which vou agree or disagree with each statement about the collective

4. The
diztrict
administrator
s follow
through on
commitfments

5. The
diztrict
administrator
3 show
concern for
the need: of
my school.

Strongly

Dizagree
" Please
mdicate the
extent to
whuch vou
agres or

dizazres with

action of distnct administration.
. Somewhat Somewhat Strongly
Dizagree Dizagree Agres Apgree Agres
O T T
[ 4. The 4. The 4. The
ot T Gismet  dismiet o ST gt
admmimistrato amma.dmimshama] . mralt:l:l.inisiﬁtlzlr
fall = follow 5 follow Follow = follow
SI } through on  through on 5] } through on
PR ommitment commitment n O emmitment
- Dies 5. Somewhat 5. Somewhat :T’I s. Strongly
Er=e Dizagree  Apgmes - Agrea
- © 5The | 5 The - © 5 The
T e Gl
. admimstratoradministrator . adminsirator
admunistrator o how a&n.m:suath chawr
5 showr = = 5 showr

concern for concem for concern for

concean for concern for
Hmnaadsufﬂmmasofﬂmmofﬁe Ilﬂ.ﬂmneedsocf

my school.  my school hool, =Y school.
Somewhat Somewhat o " Strongly
Dhzagres Diza " Agree A y
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Please mdicate the extent to which you agree or disagiee with each statement about the collective

6. The
district
administrator
3 honor
agreements.

7. The
district
administrator
5 are
committed to
the stated
goals of the
diztrict.

action of distniet admamistration.
Strongly . Somewhat Somewhat Strongly
Disagse]l Disagree Dizagres Agres Agree :lg;reib
Strongly
Dhsagres
" Please
mdicate the
extent to
whuch you
agree or
dizagres with
each { { {
6. The 6. The 6. The
ST e s ST s
collecti admin 313':'ardJ:l:l.'Lmsh1|'l'-:u'.'1.dr:r.1.1.1:us|:r..|lm'a] . admimistrator
of = honor s konor 5 honor a1 s bonor
Sistrict 2 agreements. agreements 2 . AgTeamants
administratio Disagres Somewhat Somewhat Aggme " Stromgly
o 6. The Disagree Agree Agree
distriet
administrater
s honor
agreements.
Strongly
Dhsagres
" Please
mdicate the
extent to
whuch you
agmeeor 7 The © T The - © 7 The
T e et Gt g (1 et
. a . administrator
st e P s
collective cummitradmcm‘!d tocommutted tncmmmcmmmdm
the stated  the stated the stated
action of the stated the stated
distuict aksofhe Db olthe gabolthe |, rq oodlsofihe
o B0 district.  district G district.
adninistratio district district.
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Please mdicate the extent to which you agree or disagree with each statement about the collective

3. The
distriet
adminiztrator
z
demonstrate
knowledze of
teaching and

learmng,

9, The
district
adminiztrator
5 have
establizshed a
coherent
strategic plan
for the
diztrict.

action of distnet admmistration.

Strongly . Somewhat Somewhat Strongly

Dizagres Disagree Dizazree Agres Agree Agree
goals of the
distriet.
Strongly
Disagres
" Please
indicate the
extent to
whuch you
agree or
eﬁ Wﬂlr- © 8The | 8.The ¢ 8 The
statement . 5T dismet distriet _ B The  otrict
::;urﬂ.'le - mr:dmmlsm:dmmmmﬂ . 1JM:ral::l:l.u:usin‘t-:lr
achon of s demonstrate demonstrate demonstrate
district ml P2 ynowledze  knowladge ]mmljdm knowledzs
a.dm.i::listﬁlﬁ.enfmaﬂhjn oftean:h.i:!g oftead:i.qg of e ]_ge ofteau:h.in_g
n § The ndl B andlemmg.andleanungmd 5 and learmang.
district mﬂm' Somewhat Somewhat leaming. o, onely
administrator B Disagree  Apres Eree Asree
5 demonstrate
knowledge of
taad]_i.ugand
learming.
Stronglhy
Dhsagres
' Please
indicate the -~ -~ -~
extent to r 9 The 9. The 9. The
whichyou 9&““ dismet  dismict -The i trict
agres or Imimistrato administratoradnimistrator Imin 1Jmaral::l:lil:tisin‘t-:lr
'ti.is,agrelewﬂ'lzh:h.“E ¥: have 5 have :hIl.-'E 5 have
each astablished 2 establizhed a established a estzhliched 2 established a
statemnent coharent coherent coherent
aboutthe ~ Coperent planshitegi.cplansuategicplan:w plagistesic plan
collective fs’t‘aﬂm“’g’“ for the for the ot T for the
action of IF' o district.  district. ].’ . district.
distract Dhsa Somewhat Somewhat A ’ Strongly
administratio =" Disagree  Agree Eree Asres
n 9 The
district
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Please mdicate the extent to which you agres or disagree with each statement about the collective
action of district administration.
Stronghy Diza Somewhat Somewhat
DHzagres Eree Diizagree Agres
i
5 have
established 2
coherent
strategic plan
for the
distriet
Strongly
Dhsagree
Please
mmdicate the
extent to
which you
AgTee or
dizagres with
each

Strongly

Apres Agree

10.The sfotement  10.The o 0e 10T C g g, 10The

et  aboutthe  district et distict g trict
district Necti Armimictrato admimstratoradministrator - widmmlsha‘tur

administrater “0Uechve 3 r administrator” sy

acton of take
stake Wit persoma]  Pemoml  persomal persanal
Imimistrati hillit responsibilit responsibulit hilit responsibilit
i o 10.The yforthey J orer yiorthem o ey Y iovthen
for their ” '.t :ctim:lsand actions and  achons and actions and actions and
Ymini fecisi decisions.  decisions. .. decisions.
5 Somewhat Somewhat decisions. Strongly

tak h . A
;ers:nal =agTEe Dhzagres Agres Etee Amee

responsibility
for their
actions and
decisions.
Strongly
Dhsagree

Faculty Trust in

Parents

perzonal
responsbality

actions and
decizions.

Please indicate the extent to which you agree or disagree
with each of the following statements about your experiences
with parents in your school.
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Please indicate the extent to which you agree or dizagree with each of the following

L. I trust the
parents of
students In

thiz school.

1. I view
parents of
students in

thiz school az
reliable in
their
commitment
5

statements about vour experiences with parents in vour zchool.

Stro . Somewhat Somewhat Strongly
Disa;fe Disagree Dizazree Agres Agree -Lgng
Please
indicate the
extent to
whuch you
agres or
dizagres with
each of the - - -
following LT trust 1. I trust 1.Itrust 1T trust 1. I trust
statements : parents ofthe parents of 3 parents of
about your *EP“‘“.‘“f?:dms in studentsin b= parents %iﬂ
5 students in . . students i )
experiences . g this school.  this school. this school. thes school.
with parents Somewhat Somewhat Strongly

I your Disagree Disazres Agree Agree Agres
school 1.1
trust the
parents of
students in
thiz school.
Strongly
Dhisagree
Please
indicate the
axtent to
which you
agres or
dizagres with - -
E“d:ofﬂm {~ 3 T view 2.11';'21# 2.11'}2wf'
owing ) parents o parents o
sttements P20 ogontin studentsin PSS OT qgenein
about vour this school this school asthas schoolas ), - thus school as
5 5 as .. . : ” - g
expenences oo L rd.l_able m rP_-h_able m
with parents their ther thear
I your . commitments commitments . commitments
school 2.1 Diea . Somewhat . Somewhat
View parents y
of students in
this school as
reliable in
their
commitments
. Strongly
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Please indicate the extent to which vou agree or dizagree with each of the following
statements about your experiences with parents in your school.

3 1can
count on
parental

support.

4.1 think
that most
parents of
students in
this school
do a good
ioh.

Strongly
Dizagree
Dhsagree

Dizagree Disagree

Please
indicate the
extent to
whuch you
agree or
dizagres with
eachofthe &
following 3.1can
statements count on
about vour parental
experiences support.
with parents Dhsagres
1 your
school 3.1
can count on
parental
support.
Strongly
Dhsagyee

count on
parental
Support.
Somewhat
Dhsagres

Pleaze
ndicate the
extent to
whach you
AETEs 0T
disagree with r
each of the
following 4.1 think that mest
statements thatmost — parents of
about your parents of  students m
experiences studentsin  this schoel
with parents this school doa goed
i your doagood job.
school 4.1 job. Disagres Scmewhat
think that Dhsagres
most parents
of students in
this scheol
do a good

job. Strongly
Dhsagree

-
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Somewhat

3.1can ‘

4 Tthink 4 Tthink _ -

Somewhat

Strongly
."!.E]'EG AM

Agree

3 lean
count on
parental
support.
Strongly
Azree

3.1can

count on

I tal parental
support.

Somewhat

Agree £

3.Ican
count on

thatmost | 4
parents of
students
this school
do a good
job.
Somewhat
Agree

parents of
students in



Pleasze indicate the extent to which vou agree or dizagree with each of the following
statements about your experiences with parents in vour school.
Strongly . Somewhat Somewhat Strongly
Dizagree Dizagree Dizagree Agres Agree Agree

Please

indicate the

axtent to

whuch you

AFTER OT

disagree with
_ seholthe © Slem O SIcm O sp
£.1can OWINE ' 5 Tean believe what believe what = 5. Ican - e

believe whai Statements belisve what el . believe what
parents parents tell believe what
parents tell about your tell me. me parents tell parents tell

me. mﬂﬂ’ﬂfpﬁ me [Dhsagree Somewhat Somewhat me Agree :;imgh'

in your Disagree Agree
school 5.1
can beheve
what parents
tell me.
Strongly
Dhsagree

Baszic Information

Including this year, how many total vears have vou taught?
B

Including this vear, how many vears have vou taught in your
current school?

—

Are you Nationally Board Certified?

-~

«  Yes
- 2 Nﬂ
Gender:
= U Male
- ¢ Female

Survey Powered By Qualtrics
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APPENDIX H
Faculty Survey B

Dear Teacher,

The University of Oklahoma is working to create simplified, annual snapshots of the health
of public schools. Snapshots will be made available to you and your colleagues to help
provide direction in the improvement of teaching and learning conditions in your school as
well as your school’s relationships with parents. Ultimately, we hope to build a system that
will allow you annually to track the progress of your school on a number of health
dimensions; this information can be used for identifying professional development needs,
resource allocation, and other potential interventions you and your colleagues determine
will make your students more successful.

We urge vou to complete the online survey. Completion of the survey will take
approximately 8 minutes. Your answers will be treated as confidential by the OU research
team; no school or district personnel will see your responses. The survey questions measure
your perceptions and attitudes about some school conditions. The school code will allow
researchers to link all responses from a particular school together to create your school’s
profile, If you choose to participate, please select the “yes” option below. The survey will
then open up for you, and you may complete it electronically as directed. If you choose not
to participate, please select “no,” and the researchers will be notified of your intent. We
know you are busy, and we sincerely appreciate your willingness to participate.

Patrick B. Forsyth Curt M.Adams

Senior Research Scientist Senior Research Scientist
The University of Oklahoma The University of
Oklahoma

Informed Consent

As ateacher, you are being invited to participate in this research because your views and attitudes are very important. The purpose of the
project is to colleet information from parents, teachers, and administrators that can be used by you to improve teaching and learning
conditions. If you agree to participate, please select the “yes™ option below. The survey will open up. and you may complete it
electronically as directed. The survey will take approximately 8 minutes. If you choose not to participate, please indicate that intention
by choosing “no” below. The researchers will be notified of your intent.

Participation is voluntary. Your decision to participate will have no effect on any benefits to which you are entitled. There are no risks
attached to your involvement nor will you be compensated. The records of this study will be kept confidential, and no one except the OU
researchers will have access to the raw data. Codes are used to link teacher, principal. and parent responses to particular schools. Once
we receive your completed or blank survey. all records of your participation will be destroyed: electronic surveys will be destroyed at the
conclusion of the project. In published reports, there will be no information included that will make it possible to identify you as a
participant.
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If you have concerns or complaints about this research, we can be contacted at 918-660-3870. If you have questions, concerns, or
complaints about the research or about your rights and wish to talk to someone other than the individuals on the research team, you may
contact the University of Oklahoma Institutional Review Board at (405)325-8110 or irb@ou.edu. Thank you for your time and
consideration to participate in the project.

Please indicate below whether or not you choose to
participate. If you choose to participate, select "yes." If you
choose not to participate, select "'no."

o U Yes

. C No

Omnibus Trust Scale

Please indicate the extent to which you agree or disagree
with each of the following statements about your school.

Please indicate the extent to which you agree or disagree with each of the following
statements about your school.

Strongly . Somewhat Somewhat Strongly
. y Disagree . Agree Y
Disagree Disagree Agree Agree
Please
indicate the
extent to
which you
agree or
disagree with . C .
s . . 1. When 1. When , 1. When
1. When ¢€achofthe 1. When . o 1. When o
. " following  teachers in teachers in  teachers in teachers in teachers in
tesfchers o statements  this school this school  this school this school this school
this school ‘ tell you tell you tell you
tellvou  aboutyour tell you : _ . tell vou _ .
) _ . something, something, . something,
something school. 1. something, ) something,
" When you can you ca you can you can you canl
you can A believe them.believe them.; ".. = believe them.
believe them. teachersin believe them. believe them. .~
- L Somewhat Somewhat ) Strongly
this school Disagree Disaeree Aotee Agree Aores
tell you glee A8 nE
something,
you can
believe them.
Strongly
Disagree
i . " . . .
1. Teachers Please 2. 2 2 2 2.

in this school i dicate the Teachersin Teachersin Teachersin Teachersin Teachers in
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Please indicate the extent to which you agree or disagree with each of the following
statements about your school.

trust their
students.

3. Teachers
in this school
typically look

out for each

other.

4. Teachers
in this school
can count on

parental
support.

St.rnngly Disagree
Disagree
extent to this school
which you  trust their
agree or students.

disagree with Disagree
each of the
following
statements
about your
school. 2.
Teachers in
this school
trust their
students.
Strongly
Disagree

Please
indicate the
extent to
which you
agree or
disagree with (™~
each of the

-

Teachers in

followin .
& this school
statements .
~ typically
about your .- "
look out for
school. 3. ]
. each other.
Teachers Disagree
this school =
typically
look out for
each other.
Strongly
Disagree
Please
oo 4.
indicate the :
Teachers in
extent to .
. this school
which you
can count on
agree or ‘

; .., parental
disagree with <upport
each of the bpott.

Disagree

following

Somewhat
Agree
this school
trust their

Somewhat

Disagree
this school
trust their

Agree

this school
trust their

students. students. students.
Somewhat Somewhat Agree
Disagree Agree
. r
3 3. [l
)

Teachers in
this school
typically
look out for
each other.

Teachers in
this school
typically
look out for
each other.

Teachers in
this school
typically
look out for
each other.

Somewhat Somewhat Aoree
Disagree Agree Ag
. .

4 4 S

Teachers in
this school
can count on

Teachers in )
Teachers in

this school i

this school
can count on

can count on

parental parental :
, . . parental
support. support. N,
Somewhat  Somewhat Aprre):e '
Disagree  Agree Ag
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Strongly
Agree
this school
trust their
students.
Strongly
Agree

Co.
3.

Teachers in
this school
typically
look out for
each other.
Strongly
Agree

© 4

Teachers in
this school
can count on
parental
support.
Strongly
Agree



Please indicate the extent to which you agree or disagree with each of the following
statements about your school.

5. The
teachers in
this school

have faith in
the integrity
of the
principal.

6. Teachers
in this school
trust the
principal.

Strongly

Disagree
statements
about your
school. 4.
Teachers in
this school
can count on
parental
support.
Strongly
Disagree

Disagree

Please
indicate the
extent to
which you
agree or
disagree with ™

each of the 5. The

teachers in

followin .
8 this school
statements ey .
have faith in
about your the mtegrity
school. 5. St

The teachers of the

in this school ™' neipal.
have faith in Disagree
the integrity

of the

principal.

Strongly

Disagree

Please
indicate the
extent to
which you 0.
agree or Teachers in
disagree with this school
each of the trust the
following  principal.
statements  Disagree
about your
school. 6.
Teachers in

Somewhat
Disagree

0 5. The

teachers in
this school
have faith in
the integrity
of the
principal.
Somewhat
Disagree

“ 6

Teachers in
this school
trust the
principal.
Somewhat
Disagree
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Somewhat Agree
Agree Aagree
5.The € 5 pe

teachers in .
teachers in

this school this school

have faith in e
) .. have faith in
the integrity

the integrity
of the gty

L of the
principal. rincival
Somewhat I; ] pal
Agree fglee
0 6. r

Teachers in

. Teachers in
this school

this school

trust the

o trust the
principal. rincival
Somewhat I; reep '
Agree a8

Strongly
Agree

5. The
teachers in
this school
have faith m
the integrity
of the
principal.
Strongly
Agree

“ 6

Teachers in
this school
trust the
principal.
Strongly
Agree



Please indicate the extent to which you agree or disagree with each of the following

7. The
principal in
this school
tvpically acts
in the hest
interests of
teachers.

8. Smdents
in thizs school
care about
each other.

statements about yvour school.
Strongly Dica Somewhat Somewhat
Disagree gree
this school
trust the

principal

Strongly

Dhsagree

“ Please

indicate the

extent to

which you

agree of ~
disagree wath 7 The 7. The 7.The 7 7. The
eachofthe . ~"0" prncipalin prncipalin . 0" principal in
followng BB s school thus school  PIRCHPAI M s schoo]
statements call mtj.rpicaﬂ].ractstypdca]l}racts callv act typically acts
ahout your PICEY A% in the best  inthebest  DP1* Y 2%in the best
school. 7. of interests of inferests of 1
The principal teachers. teachers. teachers.
i.ut'_nisschmltgilchm' Somewhat Somewhat Mg_:ﬁ
t;rpm;ms £ Dhsagree Agres Agree
il

interests of

teachers.

Strongly

Disagree

~

Strongly
Disagree Agree Agree Agree

= =

Studentsin Studentsin ¢ & Studentsin
following this school this school  this school this school this school

careabout careabout .. care about
about your each other each other. each other. each other each other.

Somewhat Somewhat Strongly
A
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Please indicate the extent to which vou agree or disagree with each of the following
statements about your school.

9. Even in
difficult
situations,
teachers in
this school
can depend
on each
other.

10. Teachers

in this school

do their jobs
well.

11. Parents

Strongly

Disagres
© Please
mdicate the
extent to
which you
agree or
disagree with
each of the
following
statements
dbout your
school. 9.
Evenin
difficult
sitnations,
teachers m
thiz school
can depend
on each
other.
Strongly
Dhsagree
- Fleaze
indicate the
extent to
which you

following
statements
about your
school.  10.
Teachers in
this school
do their jobs
well.
Strongly
Dhsagree

“ Please

Disagree

* 9. Even
in difficult
situations,
teachers in
this school
can depend
on each
other

this school
do their jobs

11.

in this school jpdicate the Parents in

are reliable

extent to

this school

Somewhat
Disagree

= 9. Even

i difficult
situations,
teachers m
this school
can depend
om each
other.
Somewhat
Dhsagree

)
Teachers m
this school
do their jobs
well.
Somewhat
Disagree

TR
Parents in

this school
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Somewhat

A Agree

= 9. Even

Strongly
Agree

= 9. Even

indifficult ' 9 Even in difficult

situations, in difficult
teachers in  sifuations,
this school  teachers in
can depend  this schocl

on each can depend
other. on each

situations,
teachers in
thiz school
can depend
om each
other.

Somewhat other. Agres Strongly

Agree

“ 10 -
Teachers in 10.

Agree

)
Teachers

this school Teachersin  this school

do their jobs this school

do their jobs

well. do their jobs well.
Somewhat well Agree Stromgly

Agree

“un "1
Parents in =~ Parents in
this school  this school

Agree

o
Parents in

thiz school



Please indicate the extent to which you agree or disagree with each of the following

in their
commitment

12. Teachers
in this school
can rely on
the principal.

13. Teachers !

in this school
have faith in
the ntegrity
of their
colleagues.

statements about your school

Strongly . Somewhat Somewhat Strongly

Disagrgr} Disagree Disagree Agree Agree 4 n'fel
whichyou arereliable arereliable are reliable are reliable are reliable
agree of in their in their in their in their in their
disagree with conmitmentseommitmentscommitmentscommitmentscommitments
eachofthe . Disagree . Somewhat . Somewhat . Agree . Strongly
following Disagree  Agres Agree
statements
about your
school. 11.
Parents in
this school
are reliable
in their
commitments
. Strongly
Disagree
© Please
indicate the

“ 1
Teachers in

“n e
i Teachersin Teachers in
following this school this school  this school this school this school
canrelyon canrelyon can rely on can rely on
about your the Txi ipal_ﬂmpn.umpal.thep]mmpal_thgpmpﬂ Téh;ﬂpglgﬁmal.
Dizagree  Agree gree Agree

12
Teachers in

- - : -
13. 13 C 13
Teachersin Teachers in Tead : in Teachers in
extentto . ool this school  this school this school this school
which you have fxith i have faith in havefaiﬂ:ti.uh“ fuith have faith in
agree or T e integrity the integrity o . rr the infegrity
i th Y of their  ofther Ui UEY of their
colleagues. colleagues. colleagues.
following E‘;“ﬂg'lﬁ- Somewhat Somewhat ;Lnlkagu&s. Strongly
statements sagree Disagree  Agree Eree Agree

13.
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Please indicate the extent to which you agree or disagree with each of the following

14. Stadents
in thiz school
can be
counted om
to do their
work.

15, The
principal in
this school is
competent in
doing his or

her job.

statements about your school

Strongly . Somewhat Somewhat Strongly

abgDisang Disa Disagree Agree Agree Agree
ut your

school. 13
Teachers in
this school
have faith in
the mtegnty
of their
colleagues.
Strongly
Dizagree
© Please
indicate the
extent to
which you
agres of ~ . ~
disagree with 14 14. 14, ~ 14.
eachofthe g 4. 5 Studentsm  Students in 14. Students in
following this school this school this school Studentsim  this school
statements be can be can be this school can be
about your E:imted on tumuﬂied on tecoumted on tocan be counted on to
school. 14 do their do their do their counted on todo their
Students in work. work. do their work.
this school B?i' Somewhat Somewhat work Agree Strongly
can bt:d t & Dhsagree  Agres Agres
counted on to
do their
work.
Si_mngi}r
Dhsagree
P

5. The  15The © 15The ¢ oo © 15The
which you incipal in prncipal in - prncipal m ipal in Ehni.sn:lc};]a;clﬁs
- . . .~ this school 1s .
disagree with - competent in competent in - competent in
eachofthe O LPeIltI g o hus or doing hisor COLPooH B :

following  SOEI T herjoh  herjob.  SOlEMSOT perjgh,
statements TJ00. Somewhat Somewhat A 18- Strongly
about your SAgEE Disagree  Agree ee Agres
school. 13

The principal
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Please indicate the extent to which vou agree or disagree with each of the following

16. The
teachers in
this school

are open
with each
other.

17. Teachers
in this school
trust the
parents.

18. Teachers ©

statements about your school.

Strongly Dica Somewhat Somewhat

Disagree Disagree Agree
in this school
is competent
in domng his
of her job.
Strongly
Disagree
“ Please
indicate the
extent to
which you
agresor - r
disagree with 16. The 16. The 16. The
each of the " " teachersin  teachers in
following this school thiz school  this school
statements .
about your ﬁmﬂleach other. eachother. "= P Mtheali other.
school. 16. Di © Somewhat Somewhat A
The teachers — oo Disagree  Agree e Agree
in this schoal
are open with
each other.
Strongly
Dizagree
“ Please
indicate the
extent to
which you
agresor ¢
disagree with 17

Strongly

Agree Agree

© 16.The

16. The teachers in

teachers in

17. . .

Teachersin Teachers in T . Teachers in

following ° M his school this school LSACRETSIL o hool

this schy this school

trust the trust the trust the

about frust the ts ents st the arents
YO narents. parenis. peremis. parents. P -

s . Strongl

Teachersin — oo Disagree  Agree e Agree

this school

trust the

parents.

Strongly
Dizagree
T} 18, 18,

Pleaze 18.
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Please indicate the extent to which vou agree or disagree with each of the following

statements about your school
Strongly . Somewhat Somewhat

Strongly
Disagree Disagree Disagree Agree

Agree Asree

here believe indicate the Teachers — Teachers  Teachers  Teachers — Teachers
students are extentto  here believe here believe here believe here believe here believe
competent whichyou students are stodents are students are stodents are  students are
learmers. agres or competent competent compefent competent competent
disagree withlearners. leamners. learners. leamners. leammers.
eachofthe Disagree  Somewhat Somewhat Agree Strongly
following Dhsagree  Agres Agree
statements
about your
school. 18
Teachers
here believe
stodents are
competent
leamers.
Strongly
Disagree
“ Please
mdicate the
extent to
which you
disagr;wiﬂlr" © 19.The © 19.The © 19 The
19.The  eachofthe . 10 1™ principal  principal ;f‘“ principal
principal  following dPI“E‘F y doesnttell doesnttell {“‘;‘ﬂt g doesnitell
doesn't tell spatements  COPHEL s hers teachers suttell e
teachers about your taﬁhﬂsmau what 13 reallywhat 15 really hat s reall what is really
what is really school 19, “oAtIS Yeoingon ~goingon. " tIs T Y s0ing on.
EOINZ ON.  The principal 575 Somewhat Somewhat § o0  Strongly
doesn't tell £ Dhsagree  Agres Eree Agree
teachers
what 1s really
going on.
Strongly
Dhsagree
20, Teachers ~ Please © 20 " 200 T 200 " o200 C o
think that indicatethe Teachers  Teachers  Teachers  Teachers  Teachers
most of the extentto  think that  think that  think that  think that  think that
parents do a whichyou mostofthe mostofthe most ofthe mostofthe most of the
good job, agree or parents do a parents doa parents doa parents doa parentsdoa

disagree withgood job.  good job.  goodjob.  goodjob. good job.
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Please indicate the extent to which you agree or disagree with each of the following

21. Teachers
can believe

what parents
tell them.

21, Students
here tell the
truth.

statements about vour school.

Strongly . Somewhat Somewhat Strongly

Disagree Disagree Disagree Agree Agree Agree
eachofthe Disagree  Somewhat Somewhat Apree Strongly
following Dizagree  Agree Agree
statements
about your
school. 20
Teachers
think that
most of the
parents do a
good job.
Strongly
Dhisagree
© Please
mdicate the
extent to
which you
agrecor ¢
disagree with — 1
each of the Teachers can

following -
statements believe what parents tell parents tell believe what parents tell

about your mteﬂ them them. parents tell  them
school. 21 Di Somewhat Somewhat them Agree Strongly
Teacherscan 2 Disagree  Agree Agree

believe what

parents tell

them.

Strongly

Disagree

© Please

indicate the

extent to

whichyon . “nm “mn e “n

agree or 2. uudents hereStudents here, 2> . Students here

disagree with Students ]:uea:rlaa,ﬂ&ll the truth. tell the trufh. Students hﬂetell the truth.

each of the tva]l1‘]115511'ut't1_S hat S 3 tell the truth. Strongly

glawmgts Disagree Disagree  Agree Agree Agree
about your

school. 22.

Stodents here

1. © o _ © 0

Teachers can Teachers can - 21. Teachers can
believe what helieve what Teachers can behieve what
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Please indicate the extent to which you agree or disagree with each of the following
statements about your school
Strongly . Somewhat Somewhat Strongly
Disagree Disagree Disagree Agree Agree Agree
tell the truth.
Strongly
Dizagree
© Please
indicate the
extent to
which you
agree or . . .
. ith s Un - C n
13. Teachers each of the Teachers in Teachersin Teachers in 23 Teachers in
in this school following this school this school  this school Teachersin  this school
trust each  StAtements trust each trusteach  trusteach  thisschool trusteach
about your i cac other. other. trust each  other.
school. 23, . Somewhat Somewhat other Agree Strongly
1 Disagree Agree Agree

other.

Enabling School
Structure

Please indicate the extent to which you agree or disagree that
the following statements are descriptions of the way your
school is structured.

Please indicate the extent to which you agree or disagree that the following statements are
descriptions of the way your school is structured.

Strongly Disacree Somewhat Somewhat Aeree Strongly
Disagree e Disagree Agree ARTE Agree
1 © Please © 1 “ “ 1 " “ 1

Administrati jndicate the Administrati Administrati Administrati Administrati Administrati
'-"-‘_1'“]"51'1 extent to verlesin verdesin verlesin verulesin  wvermles in
this school  yhichyou  this school this school  this school  this school  this school

enable  sorecor  enable enable enable enable enable
““ﬂ‘mfu . disagree that authentic =~ authentic = authentic  authentic  authenfic

COMMUMCAN the following commumicati communicati commmmicati commumicati commumicati
on between sfztements onbetween onbetween onbetween onbetween on between

teachers and are teachers and teachers and teachers and teachers and teachers and
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Please indicate the extent to which you agree or disagree that the following statements are

administrato
Is.

2. The
admimistrativ
& hierarchy
of this school
enahles
teachers to

do their jobs. 2

3. The

i
administrativ

¢ hierarchy
promotes

descriptions of the way your school is structured.
Strongly Di Somewhat Somewhat N Strongly
Disagree SASTEE Disagree Agree Agree Agree
descriptions admimistrator administrator administrator administrator admimistrator
oftheway s.Disagree s Somewhat s. Somewhat s. Agree s. Strongly
your school Dhsagree  Agree Agres
15 structured.
1.
Administrati
ve mles in
this school
enable
authentic
commumicati
on between
teachers and
administrator
5. Strongly
Dhisagree
© Please
indicate the
extent to
which you
agres of
disagree that
the following . .

) 2. The 2. The
satements  2The ginictrativ administrativ .10 administrativ
are administrativ " . administrativ .

- . e hierarchy e hierarchy . e hierarchy
descriptions. e erarchy g choolof this school® 2R of this school
of the way  of this school ° ® SCA00% o this school 7" T ®

yourschool enshles  conutes  embles enables  emables

is shra 1 teachers fo teachf_rstu teax:hﬁ;s_tn

© 2 The

Please " 3.The ' 3.The " 3.The " 3.The  3.The
mdicate the admimstrativ admmstrativ adnmstrativ adommstratie adnomstraty
extent to ehierarchy ehierarchy ehierarchy ehierarchy e hierarchy
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Please indicate the extent to which you agree or disagree that the following statements are
descriptions of the way your school is structured.
Strongly Di Somewhat Somewhat A Strongly
Disagree SASTEE  Disagree Agree cigree Agree
student  whichyou promotes  promotes  promotes  promotes  promotes
achievement. agree or student student student student student
disagree that achievement achievement achievement achievement achievement
the followingDisagree  Somewhat Somewhat Agree Strongly
statements Disagree  Agree Agree
are
descriptions
of the way
your school
13 structured.
3. The

achievement.
Strongly
Disagree
© Please
indicate the
extent to
which you
agres or
1 emens 0 44 . -
Admiiteas %0 At S ol At
Ve E‘JE:SE]P nfthgpwa}r rathathanp rather than  rather than rather than rather than
ral n hinder hinder. i
Winder.  yourschool hinder. : © hinder  Lnder
er. ] . Somewhat Somewhat Strongly
:f structured. Disagres Disagree  Agree Agree Agree
Administrati
ve miles help
rather than
hinder.
Strongly
Disagree

=

5. The
administrativ ~ Please ¢ 5 The © 5 The © 5 The © 5 The ° 5 The
¢ hierarchy mdicate the admimistrativ administrativ admimistrativ administrativ admimistrativ
of this schoo] =xtent to ehierarchy e hierarchy ehierarchy elerarchy e hierarchy
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Please indicate the extent to which you agree or disagree that the following statements are

descriptions of the way your school is structured.
Strongly Di Somewhat Somewhat N Strongly
Disagree SAEEE  Disagree Agree Agree Agree

facilitates the whichyou of this schoolof this schoolof this schoolof this schoolof this school

mission of
this school.

.
Administrati
ve rules in
this school
are used to
help teachers

improve.

agree or facilitates the facilitates the facilitates the facilitates the facilitates the
disagree that mission of mission of mussionof missionof mussionof
the following this school.  this school.  this school.  this school.  this school.
statements Disagree  Somewhat Somewhat Apree Strongly
are Disagree  Agree Agree
descriptions

of the way

your school

15 structured.

5.The

admimistrativ

e hierarchy

of this school

facilitates the

mission of

this school

Strongly

Disagree

© Please

indicate the

extent to

which you

agree of

disagree that

the following _ . - i

statements 6y gt O Admsmat
are AGIISIR | lesin verulesin  * ST (e g in

descoiptions  ve rules in : : ve rules In -
oftheway this school this school  this school this school this school

-~

your school  are used to areused fo  are used to areusedto o used to

15 structured. help teachers DEIP teachers help teachers) o, o hielp teachers
. im;};'m'e mprove.  Iprove. mmprove Improve.

Administrati Djsagree Somewhat Somewhat Agree " Strongly

ve miles in Disagree  Agree Agree

this school

are used to

help teachers

Improve.

Strongly

Dhisagree
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Please indicate the extent to which you agree or disagree that the following statements are

7. The
administrativ
e hierarchy
of this school

ENCOUrAZES
innovation.

8.
Admimistrati
ve rules in
this school
are not used
as substitutes
for
professional

judgment.

descriptions of the way your school is structured.

Strongly Di Somewhat Somewhat " Strongly
Disagree sagree Disagree Agree Agree Agree

© Please

indicate the

extent to

which you

agree or

disagree that

the following r - -

} 7. The 7.The 7. The
satements o L-The  administrativ administrativ_, T T0®. administrativ
descriptions e hierarchy SN SO e errehy SRR

: o 5 5C : of this 5
Dfﬁi;ﬂl 1?;::]:;[&10011:&535 encourages :i:‘:‘s smmlencmnages
Ii';msgu oured ilmwaﬁxgm_ Innovation. innovation ﬁ imnovation.
7 The .Dis Somewhat Somewhat A " Strongly
ministrativ agree Disagree  Aggee es Agree
e hierarchy
of this school
EnCOuUrages
Immovation.
Strongly
Disagres
© Please
mdicate the
extent to
which you
e i g " " s C 4 "8
the following Administrati A0Sl AGMIISHAN ) gy Adminisiian
statements verulesin .- 0 VEMTESI - e rlesin o -
e this school this schoel  this school this school this schoal
descriptions are not used arenotused are not used are not used are not used
of the way  as substifutes ?sﬁrmhstmﬂes ;;Isubshmtes as substitutes ;:Isubshhrte\s

your school for . . for .
s shrn | professional professional professional <iomal professional

! udgment.  judgment judgment.
N dniictat oaEmEI  Somenhat Somewhat Judgment Lo E
dministrati Disagree Disagee  Agree Agree A

ve rules m & e
this school

are not used

as substifutes

for
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Please indicate the extent to which you agree or disagree that the following statements are
descriptions of the way your school is structured.

Strongly Disagree Somewhat Somewhat Agree Strongly
Disagres Disagres Agree - Agree
professional
Judzment.
Strongly
Disagree
© Please
indicate the
extent to
which you
agres of
disagree that
the following _ C g “ 9 _ C g
9 statements = 9. -2 g S
e B Admnista, AT AT s Ao
. rules jn  descrptions ve rules in b o VeI e lesin -
:];5 school Oftheway  this school this school this school this school this school
i your school mguidﬁmareg!udestomgmdﬁtummWﬂeg!ndﬂm
are guides to i 1 soluti solutions  solutions hafio solutions
solutions ;s :n DtIh‘;n rather than  rather than  *° t%san rather than
rathr?;idthan E . ﬁn?gl.u'md rigid rigid “ﬂ:'ﬂ_ - rigid
: procedures. procedures. £ procedures.
procedures. vgmlg.-sm mﬁ' Somewhat Somewhat procedures. Strongly
this school Disagree i A
are guides to Dhisagree  Agree Agree
solutions
rather than
ngid
procedures.
Strongly
Dizagree
© Please
indicate the . “wm " wom " 10m
extent to 10.In this school  this school 10. In this school
10.In this  whichyou this school ﬂ:,:s : ﬂms it his school th:ﬂ :
school the  agreeor the quthority e oy the SUOREY o gy oriry e authonty
authority of disagree that of the ncipalis principalis © iy
CI— . .. . 15 IC 15 C— - TINCY 15
e principal the followingprnclal is oy usedto | PRClE g
temen o
sUpport  gre ort support support ot support
. supp SUppG
teachers.  descriptions teachers, teachﬂshat tseax:hers :Lseacherls
of theway Disagree Disagree p Apgree A‘;:f}r
your school
15 structured.
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Please indicate the extent to which you agree or disagree that the following statements are

descriptions of the way your school is structured.
Strongly Di Somewhat Somewhat A
Disagree SATEE  Disagree Agree Fgree
10. In thas
school the
authority of
the principal
isused to

support
teachers.

Strongly

Dizagree

Strongly
Agree

Faculty Academic Emphasis

Please indicate below the extent with which you agree or
disagree with the following statements about your school.

Please indicate below the extent with which you agree or disagree with the following

1. When
making
important
decisions, the
school abways
focuses on
what's best
for student

learning.

statements about your school.

Strongly . Somewhat Somewhat Strongly

Disagree Disagree Disagree Agree Agree Agree

& Pleaze

indicate

helow the

extent with

which you

agTes of . - C . C

disagree with' 1. When I.I-Wh‘mmhlﬁg“‘m" I When 1 When

E:ti‘ts Important important  important mmportant important

aboutyour decigione, OoCRomt, decsions, o .o o dections,

*  theschool the school > the school

maki P focuses on focuses on £ focuses on

- o?‘!gnnt ﬂ:ﬂb;nt what's best what's best “?]E:?:sb?;t what's best

ﬁisi.ons for student for student  for student for student for student
H . leaming.  leamning. . leaming.

mﬁml ﬁ‘w”mﬁ Somewhat Somewhat Ag&mmg' Strongly

focuses on Disagres Agree Agree

what's best

for student

leaming.

Strongly

Disagree
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Please indicate below the extent with which you agree or disagree with the following

1. This school
has high
expectations
for student

achievement,

3. Teachers
in this school
think it's
Important
that all
students do
well in their
class.

4, Teachers
in this school

statements about yvour school.

Strongly . Somewhat Somewhat Str ;

Disa]g]%leze Disagree Disagree Agree Agree %;-g
© Please
indicate
below the
extent with
W]:I.I.Ch}"ﬂﬁ.l r . . i ' .
agTes or 9 This 2 This 2 Ths 7 This 2. This
disagres 1:a|."h‘]:1\s chool has schoolhas  school has school has school has
the following, - high  high - high

e - gh fugh

statements tations expectations expectations expectations expectabions
about your o - ey forstudent forstudemt - oL for student
school. 2. achiev achievement. achievement achiev achievement.
This school Di ‘Somewhat Somewhat “Strongly
has hlghﬁm SEE®  Disagree  Agree  TF% Agree
for student
achievement.
Strongly
Disagres
© Please
indicate
below the
extent with
which . . .
agreeoa'm C 3 Sl | S | - “ 3
duag;‘eemth.r hers in Teachersm Teachers in 3. Teachers in
the fu::ull;::u1.i.’j.ng]‘]n-5 schoal this school  thus school Teachers i thus school
statements - " thinkit's  thinkif's  this school think it's
about your . ¢t important  important  thinkifs  impaortant
school. 3. that all that all that all miportant  that all
Teachers in students do students do  students do  that all students do
this school we]linﬂm:i.rweumthm well m therr students do well in their
think it's class class. class. well in their class.
Important  py. oo Somewhat Somewhat class Agree Strongly
that all i g Disagree  Agree Agres
students
well in their
class.
Strongly
Disagree
© Please © 4 T “ “ 4 “
indicate Teachers in Teachers in Teachersin Teachers in  Teachers in
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Please indicate below the extent with which you agree or disagree with the following
statements about your school.

ENCOurage
students to
keep trying
even when
the work is

challenging.

5. Stdents at
this school
are expected
to master the
content they
are working
on before
moving to
new topics.

Eﬁggﬂi Disagree
below the  this school
extent with encourage
which you students to
agreeor  keep trymng
disagres witheven when
the followingthe work is
statements  challenging.
about your Disagres
school. 4.

Teachers in

this school

encourage

students to

keep trymg

even when

the work 15

challenging.

Strongly

Disagres

“ Please

mdicate

below the

extent with

which you

agree or .

disagree withg orte at
the following g <choal
statements

about your are expected

schoal. 5.
Students at content they

- are working
thus school on before

are expected .

to master the ﬁ‘;‘;ﬁ;
content they —° :
are working Disagree
on before

moving to

new topics.

Strongly

Disagres

to master the

Somewhat Somewhat Strongly

Disagree Agree Agree Agree
this scheol  thisschool this school  this school
ENCOUTAZE ENCOUTAge  ENcOUTage  encourage
students to students to  studentsto  students to
keep trymg keep trymng keep trymng keep trymg
evenwhen evenwhen evenwhen evenwhen
the work iz thework 1z the work 1= the work 13
Somewhat Somewhat Agree Strongly
Disagree  Agree

“ s “ s e
Students at  Students at ’

thus school this school 3OS 2 ghis sehool
are expected are expected are expected

tumastuthetumastertbe:eewlﬂtnmastm’the

content they content they content they
m&mk:ing m‘eﬁrkmg mt]the; are&mkmg
movingto movingto U uguing i
'J.tng_ o moving to e |
new toplcs.  new topics. new tomics new topics.
Somewhat Somewhat P sirongly
Disagree  Agree Agres

I"'j

) Smdeﬁts at
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Please indicate below the extent with which vou agree or disagree with the following

6. Teachers
in this school
stress the
importance

of working
hard to the

students.

7. Teachers
in this school
let students
know that
making
mistakes is
OK as long as
they are
learning and
improving.

Strongly

Disagree
" Please
mdicate
below the
extent with

statements about your school.
Di Somewhat Somewhat
BAZTEE  Disagree Agree

Teachers m Teachers n

the follnwingthl-s schoal this school  this school

stress the  stress the

ImportmIce po oking  ofwarking
of working ;3 ¢othe hard to the
students. students.
Sqm'hat Somewhat

= =

7. T.
Teachers in  Teachers in

dlsag;memthtms chool this school  thas school
ﬂlefollnwmgletl lents let students  let students

know that  know that

know that . .

stakos i mustakes 15 mistakes 13

S5 0K as leng OK as long

OK as long ag they are  as they are
as they are i -
learni leaming and learning and
learming and ;5 Sproving
Dimoce.  Somewhat Somewhat

sagies Disagree  Agres
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Please indicate below the extent with which you agree or disagree with the following
statements about vour school.
Strongly . Somewhat Somewhat Strongly
Disagree Disagree Disagree Agree Agree Agree
Strongly
Disagres
* Please
indicate
below the
extent with
which you
agres or © g “ g “ 8 © g 3
§. Teachers disagreewi " . Teachersin Teachers m " . Teachersin
o ihtechany fhe fmwmt;'&m%’f this school this school et B fhis school
placean  statements place an place an place an place n place an
emphasis on about your .s‘memphamsm emphasis on iHme:n:ll:llnlsm1:|trl
really schoal. E.. IE'“FE allm}‘ really . really . mmallhasy .
understandin 1 eachers I]I-:I. understandin understandin umderstandin understandin understandn

g schoolworl, s schoo g g g
not just place an choolwark. schoolwork, schoolwork, schoalwork schoolwork,

mem,-mﬁng emphasis on not just notjust  netjust not just not just

it. really .. MemONTng memonzing .. MemoTizng
i TE”H”T it. Somewhatit. hmmhmﬂleflmm'g it. Strongly
g ) & Disagree  Agree - 8T Agres
schoobarork,
not just
memonzing
it. Strongly
Disagres
Program Coherence

Please indicate the extent to which you agree or disagree
with each statement about the programs and curriculum in
your school.

Please indicate the extent to which vou agree or disagree with each statement about the

programs and curriculum in vour school.

Strongly . Somewhat Somewhat Strongly

Disagree Disagree Disagree Agree Agree Agree

L. The programs * Please *~ 1.The ' 1.The ' 1.The ' 1.The ' 1.The
in this school  jndicate the programs in programs in programs in programs in programs in
. are extentto  this school this school this school this school this school
implemented  which you are are are are are

carefully. agree of  implementedimplementedimplementedimplementedimplemented
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Please indicate the extent to which vou agree or disagree with each statement about the

1. Omce we start
a mewW Program,
we follow up to
malke sure that
itis working.

programs and curriculum in your school.
Strongly Somewhat Somewhat
Dizagree Dhzagres Agree
dizagres carefully. carefully.
with each Somewhat Scmewhat
statement Dizagree  Apgres
about the
programs
and
cwmiculum
In your
school. 1.
The
programs 1n
this school
are
mmplemented
carefully.
Strongly
Dhsazres
L Fleaze
indicate the
extent fo
which you
agree or
disapree
with each ' 'y
- 2. Once 2. Once
m::: we SL;I?:'CE westarta westarta
progEms e program, we Egnm, we
and. i Eﬁﬁ‘:: follow up to follow up to
n your mzke sure & e makg e
school.2. thatitis  Lotitis  thatitis
Oncewe  working. working  working.
start 3 new  Disagres Smwhat Somewhat
program, we Disagree  Agee
follow up to
make sure
that 1t 15
working.
Strongly
Dhzazres

DMzagree
carefully.
Disagres

3. The programs - r r r~

in this school

Pleasze 3. The 3. The 3. The

298

Strongly
Agres Agree
carefully.  carefullv.
Agree Strongly
Apree
- © 2 Onee
e siart 2 we start a
DEw
new program, we
TOETAm, We
Enllarw 1.11.;! to follow up to
make sure make sure
thatitis =~ LAt
working working,.
Strongly
Agres
Agree
© 3The © 3 The



Please indicate the extent to which vou agree or disagree with each statement about the
programs: and curriculum in your school.

Strongly
Dizagree

Somewhat Somewhat Agres Strongly

Disagree Dizagres Agree Agree

are meaningful indicate the programs in programs in programs in programs In programs in
and effective for extentto

our students.

4. You can see
real continuity
from ome
program to
another at this
school.

which you
agres or
disagree
with each
statement
about the
programs
and
cwrmeulum
N your
school. 3.
The
DPrograms 1n
thiz school
are
meanmgfal
and effective
for our
stadents.
Strongly
Dsazres

L Pleasze
mdicate the
extent to
which you
agree or
disagres
with each
statement
about the
programs
and
cuwrnculum
1 your
school. 4.
You can see
raal
contmulty
from one
program to

thiz school thais school  this school  this school  this schoal
are are are are are
meanmgfnl meamingful meanmgfiol meanmgful meamngfal
and effectrveand effectiveand effectiveand effectiveand effective

for our for our for our for our for our
students. students. students. student=. students.
Disagree  Somewhat Somewhat Agree Strongly
Disagree  Agiee Agree
r " 4Ym " 4Yow ¢ “ oy
4. You e 4 You - Lo
real can see real can see real 1 can see real
can ee | contimmty confimmty can see Te conbnuity
conbmumty confimnty
from one  from one from one
from one from one

program fo program to
programto . otherat anotherat P o= to another at

anofherat - echool. this school omT i chool.
thiz school. this school.
Disa Somewhat Somewhat n Strongly

g Dizagree  Agres g Agres
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Please indicate the extent to which you agree or disagree with each statement about the

5, Curriculum,
inztruction, and
learning
materialz are
well coordinated
across the
different grade
levels at this
school.

6. There iz
consistency in
curriculum,
instruction, and
learning
materials among
teachers in the
same grade level
at this zchool.

programs and curriculum in vour school.
Strongly Somewhat Somewhat

. Stromgly
Disagree Dizagres Agres

Agree Agree

agree or

disagree

with each . - - . -

statement L 5. 5 5 L 5. Cu.rr?culum,

about the Cumenlum LT - Curmienlom, . .

programs  instruction, mstru.chm:l, mstru.chun, instruction, msl:rucnocn_

nd and learni Emdlemgandlemgm.dle . g:a|1|:11-em.1'|m'1§
el a1 materials arematerials are 2l materials are

I your well FEwell well ::].I o

. coordinated coordinated . coordmated

school. 5. coordmated across the  across the coordinated cross the

Cumeculom, across the - - across the .
. ion, different different different i different

nd 1 ng erade levels ;ﬁé:slwe]s ;::;i;levds erade levels f:aﬂ-liilmds
materials areat thas at thas
school school sehool.
well school. 5 ha school.
fimsted Disz CmEw t  Somewhat I Strongly

Eree Dizapree  Agres EvEe Armee
across the
different
grade levels
at this
school.
Strongly
Dhsagres
* Please ' 6. There' 6. There' 6. There' 6 There 6. There
indicate the is 15 15 is is
extent fo = consistency consistency consistency consistency comsistency
which vou in in m n in

agree or cumienlum, comenlum, comenlum, cumiconlum, ecwmiculum,
dizagres instruction, Instucton, mstruchon, mstructon, inshuction,
with each  and leaming and learning and leaming and leaming and learmng
statement mafenals matenals materials materials  matenals
about the  among among among among among
programs  teachers m teachersm teachers im  teachers in  teachersin
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Please mmdicate the extent to which vou agree or disagree with each statement about the

programs and curriculum in your school,
Strongly i=a Somewhat Somewhat
DMzagree Eree Dizagres Agres Agres
and the same  thesame  thesame  the same the same
cunculum  grade level grade level gradelevel grade level grade level
in your at thas at this at this at this at this
school. 6. school school school school. school.
There 15 Disagree  Somewhat Somewhat Agree Strongly
consistency Dizapree  Agres Apree
n
curmculum,
and learning
materals
among
teachers in
the same
grade level
at this
school.
Strongly
Dhsagres

Agres Strongly

Principal Support of Student Psychological

Neads

Please indicate the extent to which vou agree or disagree
with the following statements about the principal at vour

school.

Pleaze indicate the axtent to which vou agree or disagres with the following statements

about the principal at vour school.

Strongly Somewhat Somewhat Strongly
Dizagres Disagree Dizagree Agres Agree Asgres
b i i O
Please 1. My LMy 1. My
. .. 1. M L LT 1.M .
1.' LIII' mdicate the . ipaly principal _ prncipal _ prim:ipaly prizcipal
Pr“:“"-']“] . extent to IE i wiﬂ]cocnsults with consults with consulis with consults with
ts wit ; onzul
:::::m:ﬂ e which you me about the 28 ;lbmt the me _abnutﬂ'le me ahout th me:mlt the
o e et e el
adjustment of ieaf?orlleeuwiu adj tual :f i.mihu ani:s.dividual 2dj tral :&'Jindividual
individual  ;ztements Fof indivi students students of mndivi students
students.  ahout the Bmdmt Somewhat Somewhat lmdm' Strongly
prncipal at agTES Disagres Apres Eree Agrea
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Pleaze mdicate the extent to which vou agree or disagree with the following statements
about the principal at your school.

1. My
principal azks
me about
how I make
course
content
relevant.

3. My
principal
wants to

Enow how I
convey
realistic but
high
expectations
to learners.

Dizagree

Please ' 3. My
mdicate the prineipal
extent to wants to
which you know how I
agres or Convey
disagree withrealistic buat
the followmghizh
statemnents expectatons
about the  to learners.
prncipal at  Disagres

Somewhat Somewhat

Dizagree Apgres Agree

My | 1My
principal prncipal .

azks me asks me pr:::lpal
about how I about how I =0 oF
make course make course

content content
relevant. relevant. Dn]n‘re:;r
Somewhat Somewhat

Agres

Disagres Agree

IMy | 3iMy U 3My
principal  poncipal  principal
wanfs to wanits to wants fo
know bow | know how I know how [
convey comvey comvey
realistic but realistic but realistic but
bgh  high  high
expectations expectahons expectatons
to learners.  to leamers. o learners.
Somewhat Somewhat Agres

302

Strongly
Agree

2. My
principal
asks me
about how I
make course
content
relevant.
Strongly
Agree

3. My
principal
wants fo
know how I
convey
realistic but
high
expectations
to learners.
Strongly



Pleaze indicate the extent to which vou agree or dizsagree with the following statements

4. My
principal
wants to

know how I
miake my
clazs
personally
exciting to
learners.

5. My
principal
wants o

know what
steps I take to
motvate
those learners

who appear

about the principal at your school.

Strongly Somewhat

Dizagree Disagree Dizagree Agres Agree
vour school. Disagres Apree
3. My
prinerpal
wants fo
know how I
convey
realistic but
high
expectations
to learmers
Strongly
Disagree

Pleaze

mdicate the
extant to
which you
agree or
disagres with - .
the followme | 4.My __ 410 m‘;ﬁ? T4y
statements  principal ﬁa’i‘ml’m ﬂr e,  principal
aboutthe —wanfsto o yowT knowhow] MRS
principal at  know how I make mak know how 1
vour school. make oy =y EEY make my
4.0 class class class class

i onally persomally
prncipal  persomally Z:fm ‘o e personally
wants to excifing to E excihing excitng to
know how I learners. learners. Jearners. learners.
makemy Disagree ngzwhat Somewhat Apres
class Disagres Apree
personally
excitmg fo
learners.
Strongly
Disagres
© Please sMy | O5My | S My 5. My
mdicate the principal principal  prneipal  prineipal
extent to wanis to wants to wants to wants fo
which you know what know what koow what know what
agTes or steps I take steps [take steps [ftake steps]take
disagree withto motivate to motivate to motivate o motivate
the followmgthose those thosa those

303

Strongly
Agree
Agres

© 4 My
principal
wants to
know how I
make my
class
personally
excrtmng to
learners.
Strongly
Agres

5. My
principal
wants to
know what
steps [ take
to motivate
thosze



Pleaze indicate the extent to which vou agree or dizsagree with the following statements

dizengaged.

6. My
principal azks
how I help
dizeouraged
students
build their
confidence.

7. My
principal asks
bhow I comvey

acceptance
and respect

about the principal at your school.

Strongly . Somewhat Somewhat Strongly
Dhsagres Disagree Dizagree Agree Agree Agree
statements  leamers who leamers who leamers who leamers whe leamers whe

about the appear appear appear appear appear
principal at  disengaged. disengaged disengaged disengaged disengaged.
vour school. Dizagres Somewhat Somewhat Agres Strongly
5. My Disagres Apree Agres
prineipal
wants fo
know what
steps I take
to motvate
thoze
learners who
appear
disengaged
Strongly
Dhsapres

Pleasa
mdicate the
extent to
which you
agree or
disagree with _ = - § -
the following ' 6. My mﬁfi';‘f . m&ﬁ” ©6My m;ﬁ’"
statements primcipal Gy kshowD PECPAl e
about the asks how I help help asks how I o
prncipal at  help - - help -
your school. discouraged dEmHEEd dEmi uraged discouraged dzﬁged
6. My students . ® ; . students = .
principal build their build therr  buld their build their build their
ks how]  confidence. confidence. confidence. confidence. confidence.
hel Disa ngewhat Somewhat A Strongly
=P Eree Dhisagres Agree Eree Agres
discouraged
students
buld their
confidence.
Strongly
Dnsagres
© Please " TMy © iMy U 1My 7. My 7. My
mdicate the principal principal prncipal  prncipal | principal
extent to askshow] askshow] askshow] askshow] askshowl
which you convey convey convey convey convey
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Pleaze mdicate the extent to which you agree or disagree with the following statements
about the principal at your school.

to stndents,
especially
those whe
appear
dizengaged.

3. My
principal azks
to see how I
use
performance
and
attitudinal
information
about
individual
students to
Improve my
teaching,

agree or acceptance
disagree withand respect
the followmgto students,
statements  espectally
about the those who
principal at  appear
vour school. disengaged.
7. My Dizagree
principal
asks how I
convey
acceptance
and respect
to students,
especially
those who
appear
disengaged
Strongly
Dhsagres

Please
mdicate the
extant to
which you -
agree or 8 My
disagree withprincipal
the followmgasks to see
statements how I use
about the parformance
principal at  and
3. My information
primerpal about
asks to see  individual
how Iuse  students to
performance IMprove my
and teaching.
athtudinal  Dhisagree
mfcrmaton
about
mdividual
students to

Somewhai
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Somewhat
Agres

acceptance
and respect
to students,
especially
those who
appear
disengaged
Somewhat
Apree

B My
prncipal
asks to zee
how I use

performance

and
attriudinal
mformation
about
indrvidual
students to
INOrove my
teaching.
Somewhat
Agree

Agres

acceptance
and respect
to stadents,
especially
those who
appear
disengaged.
Agres

_ 3_. MMy
prncipal
asks to see
how I use

performance

attrtudinal
mformation
about
mdividual
students to

INpIoVE my

teaching.
Agyee

Strongly
Agree
acceptance

8. My
principal
asks fo see
how I use

performance

mformation
about
mdividual
students to
IMPIOVE oy
teaching.
Strongly
Agree



Pleaze indicate the extent to which vou agree or disagres with the following statements
about the principal at vour school.
Somewhat Somewhat A Strongly
Agree

Disagree Dizagree Agree Agree

which you
agree or
disa with r { . -
the Euﬂmgr oMy My @ My © 4., @ %My
8. My statements  principal principal prncipal prinerpal principal
principal asks Jpout the asks about asks about  asks about 2sks about asks about
about my pnncipal at  my contact my contact my contact my contact my confact
contact with o0 cobonl with with with . with ,
arentzzuar ¢ parents/guar parents/guar parents/guar
P dians?:; 9. M:.r m!m dians of Yiams of pgrmts."gua: Yiams of
principal diams of 1 1 dians of 1
learmers,  zokc ahout leamners, e "E’SS of re ZE’SS of learmers, IZ 1l ’ - of
“E“T]F'“ of my contact regardless of hei thfu' regardless of hei
their with their their

academic and parents/guar academic acadepuc  academac Jemic a:adem.?c

social  Giansof  amdsocal ocA  amdsocEl o g mdsocul
standingin | standing in standing in  standing 1n standing in tanding m
§ the class. the class. the class.
the elass.  regardless of the class. the class
. . Somewhat Somewhat Strongly
thewr Dizagree Agrea
academic Disagres Apree Agres
and social
standing 1n
the elass.
Strongly
Dhsagres
Teacher Perceived Interdependence with
Parents

Please indicate the extent to which vou agree or disagree
with the following statements about teachers and parents at
vour school.

Pleasze indicate the extent to which you agree or disagree with the following statements
about teachers and parents at vour school.
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1. Pareni-
teacher
collaboration
haz positive
COnsequUence
s for
learning.

1. Parents
and teachers
depend on
each other to
maximize
student
learning and
development.

Strongly . Somewhat Somewhat Strongly
Dizagree Disagree Disagree Agree Agree Agree
Please
mdicate the
extent to
which you
agTee or
djsagreewithr, S 9 - S
the following L Pan!n-t- Pareu;'- L P'aren:t-
statements  Parent- temcher 1 Parent- 1
about teacher collaboration collaboration teacher collaboration
teachers and m]labmti.nnhas itive has positiv -:ullabnnﬁonhas L
at  has positive posthve posifive has positive posifive
E CONSEqUENce CONSeqUence consequence

o e somsmmee S
) . learning. learnng
?&f&mmm Somewhat Somewhat leamimng. o ongly
has positive Disagree Agree
consequence
s for
learming.
Strongly
Dhsagree
Pleaze
mdicate the
extent to
which you
agree or
djsagreewithr_ T T4 - 5
the followmg 2. Parents nd Parentsand _ > Parents and
statements Parents and seachers teachers Parents and teachers
about teachers teachers
teachers and depend on depend on  depend on depend on depend on
each other to each other to each other to
parents at muﬂzﬂmm e ““h“d‘”wmmmiu
vour school. o .
2. Parents  student 5““"’?’* m student m
nd teachers 1 . gim.dIraarj'J.u:l.g.1.1:|.d learming and . learming and

learming and
development. development. development.
depend on develu;ment.s hat S ; thvdcpment_sltmngl?

each other to Dhsagres ) Agree
L Disagree Apree
student
learming and
development.
Strongly
Dhizagree

Agree
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Pleaze indicate the extent to which vou agree or dizsagree with the following statements

3. Parent
agresment
with zchool

policies and
rules 1z
Important
for a positive
learning
environment.

4. Parenis
need to know
that teachers

value their

inzights
related to
student

performance

about teachers and parents at your school.

Stronglhy . Somewhat Somewhat Strongly
DMsagree Disagree Dizagree Agree Apree Agree
Pleasa
mdicate the
extant to
which you
agres or
disagree with -~ -~ r
the followmg 3. Parent 3. Parent 3. Parent
statements 3. Parent agreement agresment 3. P;a::mammt
about EREmED! e school with schoal BT with school
with school . - with school -
teachers and i d policies and pobicies and licies and policies and
parents at mE:'].E; T e is mules 15 pn] is rules is
your school. i fmmn@tﬁwmp@?tfur. mhlmpmft@:{ltfm
3. Parent F v aposiive  apostive ¥ e a positive
agreement a] posive learming leammmg lepﬂs.l learmung
with school g environment. environment T environment.
policies and E::m Somewhat Somewhat mﬂ vironment Strongly
mles is e Dhsagree Apree Apree
mportant for
a positive
learming
environment.
Strongly
Dhzapree
Please
mdicate the
extent to
— " T4 e, T4
disagree with Parents need Parents P need Parents need P need
) to know that to know that to know that
the followmg to know that 1 I to know that teac]
tatements  teachers fe2 teachers
. . wvalue thewr walue thear a . walue their
about value their value themr

teachers and imsights ~ oiomts  insights L L, insights

related to related to lated related fo
y " ’ et ;ﬂ'ﬂ:rrmanne performance Shldttn performance
4. Par:;ﬂwﬁ;l::me.s hat  Somewd performance. Strongly
that teachers Dhsagree Apree £ Apree
value thew
msights
related to
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Pleaze indicate the axtent to which vou agree or disagree with the following statements

£, Parents
should feel
welcome in
schools and
clazsrooms.

6. Parents
need to know
that the
school and
its teachers
value their
support.

about teachers and parents at vour school

Strongly . Somewhat Somewhat Strongly
Dizagree Disagree Dizagree Agree Agree Agree
student
performance.
Strongly
Dhzagres
: Pleaze
mdicate the
extent to
which you
agree or
e a5 ;mi_h ; 5. o ; 5.
statements  Parents )dfeel shouldfeel | hould fael
about should feel . - should feel 3
~ welcome iIn - welcome m welcome m
teachers and welcome m welcome
at  schools and schools and schools and schools and schools and
parents classrooms. classrooms. classrooms.
vour school. classrooms. classrooms.
Somewhat Somewhat Strongly
3. Parents D[hsagres ; n Agres n
should feel Disagree e BIEe
weleome in
schools and
claszrooms.
Strongly
Disagree
Pleaze
mdicate the
extent to
which you -~ - ~
agree or { P 6. 6. I" P 6.
disagzree with ) Parents need Parents need . Parents need
the ﬁumgfﬁ“‘“‘ “;i‘f to know that to know that L mhm;;m&at to know that
statements the school  the school the school
the school ) - the schoaol -
about and it and its and its nd it= and 1ts
teachers and s teachers teachers teach teachers
parents at value thei value thewr ;Zlupﬁm: ‘alue their ;ZIHPTI
p " support. PRt F support. F
6. Parants : Somewhat Somewhat Strongly
need to know oo oE Dizagree Agree Agree Agree
that the
school and
1is teachers
value thew
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Pleaze indicate the extent to which you agree or disagree with the following statements
about teachers and parents at vour school

Strongly . Somewhat Somewhat Strongly
Dizagres Disagree Dhzagres Agres Agree Agres
support.
Strongly
Dhsagree
Pleaze
mdicate the
extent to
which you
agree or
disagree with ~ - -~
the followmg 7. Parent 7. Parent _ 7. Parent
T.Parent  irpements i 7. Pavent irvolvement involvement 7. Parent imvolvement
involvement Loyt imvolvement . ool inschool involvement in school
inschool feachersand 230! aoguity  activity  inschool  activity
ACtVIEY  parents at actraty promotes  promotes activity promotes
Promotes  wyour school PO ident student promotes  student
student 7 Parent stu.dent ) mmntiﬁti.nn tomotivation to student motivation to
motivation o jnyplvement ﬂxaﬂuﬂ learn. learm. motivation tolearn.
learn. m schoal Disaéree Somewhat Somewhat leam. Agree Strongly
activity Dhzagree Agree Agree
promotes
student
motivation to
learn.
Strongly
Dhizapres

Professional Development Opportunities

Please indicate the extent to which vou agree or disagree
with the following statements about your learning
experiences at your school this yvear. Please consider both
formal (e.g. staff development) and informal (e.g. conferring
with a colleague) learning experiences.

"My learning experiences this year..."
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Pleaze indicate the extent to which vou agree or dizagres with the following statements
about your learning experiences at vour school thiz year, Pleaze consider both formal (e.g.
staff development) and informal (e.g. conferring with a colleagne) learning experiences.

1. Gave me
many
opportunities
to work on
aspects of my
teaching.

2. Provided
me with

Strongly
Dzagree

L Please

indicate the
extent fo
which vou
AETEs O
dizagree with
the following
statements
about your
learmng
expensances
at your
school this
year. Please
consider both
formal (e.g.
staff
development
Jand
informal
(eg.
confarring
with a
colleague)
learming
eXperiances,
"My learming
BXpErlencas
this year..”
1. Gave me

opportunities
to work on
aspects of
my teaching.
Strongly
Dhsagres

. Please

"My learming expeniences thus year. "

. Somewhat Somewhat Strongly
Disagree Dizagres Agree Agree Agree
- © LGave | LGave r © LG

1. Gave ) e 1. Gave e

me many memany  memamy me many

... _opporiumhes cpporfutes S portunifies

:meﬁ mtuwm‘k on towork on :‘:mesmm&on
of aspects of  aspects of aspects of

. . aspects of -
my teaching. ;::;:achmg. my teac]':::g. rrry teaching. my teachmg.

- Strongly
Disagree Disagres Agres Agree Agrea
2. “a “a “a “a
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Pleaze mdicate the extent to which vou agree or disagree with the following statements
about your learning experiences at vour school thiz year, Please consider both formal (e.g.
staff development) and informal (e.g. conferring with a colleagne) learning experiences.

"My learming expenences this year. "
Stronghy Somewhat Somewhat Asree
Dizagree Dizagree Agree . Agree
knowledge indicate the Provided me Provided me Prowvided me Provided me Provided me
helpful to me extent to with with with with with
in my which vou koowledze koowledze knowledge koowledge knowledge

clazzroom. agres or helpful to mehelpful to mehelpful to mehslpful to mehelpful to me

disagree within my in my In my m my o my

the followingelassroom.  classroom.  classroom.  classroom.  elassroom.

statements D[hsagree Somewhat Somewhat Agree Strongly

about your Dizazres Apgrea A grea

leammng

expensances

at your

school this

vear. Pleaze

consider both

formal (e.g.

staff

development

) and

informal

(g

conferming

with a

colleague)

learmmg

BXDETIENCes.

"My leaiming

eXperences

this vear...”

2. Prowvided

me with

knowledgze

helpful to me

nmy

classroom.

Strongly

Dhzagres

Dizagree

3 Allowed © pleae (3 C o3 C 3 T s, © 3
me to focus  ingicate the Allowed me Allowed me Allowed me Allowed me Allowed me

on a problem axtent to to focus on a to focus on a to forus ona to foous ona to focuson a
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Pleaze indicate the extent to which you agree or disagree with the following statements
about your learning experiences at vour school thiz year. Pleaze conzider both formal (e.g.
staff development) and informal (e.g. conferring with a colleagne) learning experiences.

"My learming expenences this year. "
Stronghy Somewhat Somewhat Asree Strongly
Dizagree Dizagree Agree - Agree
for an which vou problem for problem for problem for problem for problem for
extended  agres or an extended an extended an extended amn extended an extendsd
period of dizagree withpenod of penodof penodof penodof  penodef
time. the followingtime. tme. fme. fume. Agree fime.
statements D[hsagree Somewhat Somewhat Strongly
about your Disazres Agres Agres
learmmng
eXpETIEnCes
at your
schoel this
year. Please
consider both
formal (e.g.
staff
development
) and
informal
(eg.
conferring
with a
colleague)
learmmng
eXpETIences.
"My learmng
EXDErEnces
thas vear..”
3. Allowed
me to focus
on a problem
for an
extendad
peried of
tme.
Strongly
Disagres

Dizagree

4.Provided ©  pleae ¢ 4 Sy 'y © o4 © o4
me with  jndicate the Provided me Provided me Provided me Provided me Provided me
useful  aytentto  withuseful with useful with useful  with useful  with useful
feedback  whichyvou feedback feadback feadback feadback feadback
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Pleaze indicate the extent to which vou agree or disagree with the following statements
about your learning experiences at vour school thiz vear. Pleaze consider both formal (e.g.
staff development) and informal (e.z. conferring with a colleague) learning experiences.

about my
teaching.

5. Made me
pay clozer
attention to
particular
things I was
doing in the

"My learmung expenences this year..."

Strongly
Dizagree

agres or about oy

dizagres with teaching.

the followingDhsagree

statements

about your

learmmg

eXpEriences

at your

schoel this

vear. Please

consider both

formal (e.g.

staff

development

} and

mnformal

(eg.

confermmg

with a

colleague)

learmmg

eXperences.

My learming

BXDPErlences

this vear. "

4. Prowvided

me with

useful

feedback

about oy

teaching.

Strongly

Dhsagree

Please S 5. Made -

mdicate the me pay
extent to closer

Dizagree

Somewhat

Dizagree Argree Agree
about my about my  zbout my
teaching. teaching. teaching.
Somewhat Somewhat Agiee
Disagres Agres

-
5. Made
me pay me pay me pay
closer closer closer

Somewhat

Strongly
Agree
about my
teaching.
Strongly
Agres

5.Made | 5. Made = 5. Made

me pay
closer

which vou attentionte attenhon to attention to  attenbion to  aftenfion fo

AgTes or parficular

particular

particular

particular

particular
disagree withthings I was things [ was things I was things I was thmgs I was
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Pleaze indicate the extent to which vou agree or disagres with the following statements
about your learning experiences at yvour school thiz year, Pleaze consider both formal (e.g.
staff development) and informal (e.z. conferring with a colleague) learning experiences.

claszroom.

6. Ledmeto

seek out
additional
information
from
teachers,
school

Strongly
Dnzagree

the followingdomng m the deoing in the
classroom.
about your Dhsagres

statements

learmng
eXperiences
at your
school this
vear. Flease
consider both
formal {e.g.
staff
development
Jand
mformal
(eg.
confermng
with a
colleague)
learming
experiences.
"My learming
experiences
this year..”
3. Made me
pay closer
attention to
particular
things [ was
doing m the
classroom.
Strongly
Dhsagres
Please
indicate the
extent to
which vou
agres or
disagree with
the following

"My learmng expenences this year."

. Somewhat Somewhat Stronghy
Dizagree Dizagree Asgree Agree Agree
deing in the doing in the doing in the

classroom.  classtoom.  classroom.

Somewhat Agres Strongly
Agres Agree

classroom.

Somewhat
Dhsagres

6Led ' 6Led ' 6Led ' 6.Led ©
me to seek  me fo seek  me to seek  me to sesk
ot out ot out out
additional  addihiomal addibomal addibonal  addibonal
mformation nformation mfcrmaton mformation mformation
from from from from from
teachers, teachers, teachers, teachers, teachers,

6. Led
me to seak
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Pleaze mdicate the extent to which you agree or disagree with the following statements
about your learning experiences at your school thiz vear. Pleaze conszider both formal (e.g.
staff development) and informal (e.g. conferring with a colleagne) learning experiences.

administrator
s, or other
SOUTCes.

-
7. Led me to

think about
teaching in =
Lew Way.

Strongly

Dhzagree
statements
about your
learmng
eXperiences
at your
school this
vear. Flease

"My learming expenences this year. "
Somewhat Somewhat Strongly
. Agres

Dizagree Agres Agree

school schoal school school school

admini strator admimstrater adminstrator adminstrator administrator

s,orother s orother s orother 5 orother s, orother

SOUrCes. SOUrCes. SOUrces. sources. sources.

Dhisagres Somewhat Somewhat Agree Strongly
Disagree Agres Azres

Dizagree

consider both

formal (e.g.
staff
development
}and
informal
ez
conferrmg
with a
colleague)
learning
SXDETIEnCas.
"My leaming
experiences
this vear..”
6. Led me to
seek out
addifional
mformaton
from
teachers,
schoaol
admimistrator
s, or other
SOUICes.
Strongly
Dhzagres
Please
indicate the
extent to
which you
agres or

TLed © 7Led © 7Led © 7TLed ' 7Led
me to thmk me fo think metothink me to think  me to thmk
about about zbout about about
teaching in a teaching in a teaching in a teaching 1n a teaching m a
DeW Way. LW Way. DeW Way. 0w Way. 0w Way.
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Pleaze mdicate the extent to which vou agree or dizsagree with the following statemenis
about your learning experiences at vour school thiz year. Please consider both formal (e.g.
staff development) and informal (e.z. conferring with a colleague) learning experiences.

5. Led me to
Ty mew
things in the

classreom.

"My learming expenences this year.. "

Strongly . Somewhat Somewhat Strongly

Dizagree Dizagree Dizagree Agree Agree Agree
dizagree withDisagres Somewhat Somewhat Agree Strongly
the following Dhsazres Agrea Agrea
statements
about your
learmmng
EXDETIENCes
at your

with a

colleague)

learmming

axperiences.

"My learming

expensnces

this vear...”

7. Led me to

think abeut

teaching in 2

new way.

Strongly

Dhzazres

d Please - -~ p
mdicate the 8 Led 8. Led 5. Led
extent to mihl;d me fo fry — metofry mitrL:d
which vou . pew thimps innew things 1 -
new things in
agreeor o the the the the
disagree mﬂldassrmm
the fu:v].]:u:-':'|."j.1:|.g]::'isagmE © Somewhat Somewhat Apree © Strongly
statements Disazree Agrea Agrea
about your
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Pleaze indicate the extent to which vou agree or dizagree with the following statements
about your learning experiences at vour school thiz vear., Please consider both formal (e.g.
staff development) and informal (e.z. conferring with a colleague) learning experiences.

"My learmng expeniences this yvear. "
Somewhat Somewhat - Strongly
Dizagree Agree Agree Agree

Stronzhy

Dizagree
learmmg
eXperiences
at your
school this
wvear. Please
consider both
formal (e.g.
staff
development
J and
nformal
{e.g.
confarmmg
with a
colleagzue)
learmmg
exXperiences.
"My learmang
eXperiences
this vear...”
8. Ledme to
oy new
things mn the
classroom.
Strongly
hzazres

Ceneral Information

.
Dizagree

Including this vear, how many total vears have yvou taught?
o

Including this vear, how many vears have vou taught in vour
current school?

I—
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Are yvou Nationally Board Certified?

Yes
" Ne
Gender:
© Male
" Female
Survey Powered By Qualtrics
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Melinda K. Stump completed all the doctoral components for her Ed.D. in
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research interests include relationships between principals and teachers, perceptions of

teachers toward leadership, and leadership styles. She is a former middle school math

and science teacher and a K-12 school counselor.
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