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TEACHER AGENCY IN ELEMENTARY SCHOOLS

ABSTRACT
This study examined research on three social properties closely associated with student
achievement - academic optimism, organizational citizenship behaviors, and principal support to determine how school leaders can promote teacher agency. Previous relationships between
academic optimism and organizational citizenship behaviors and citizenship behavior and
principal support were examined and confirmed at the collective level. This research extended
those relationships to the teacher level in order to examine the effects of these social processes at
the individual level.
A nationwide random sample of elementary school teachers in kindergarten through
grade five resulted in 116 participants. Previously tested instruments with sound psychometric
properties and strong reliability coefficients measured individual academic optimism and
principal support. Individual organizational citizenship behavior was measured using a new
teacher survey. Results from a pilot study confirmed strong psychometric properties and
reliability of the teacher citizenship instrument for use in this study.
A factor analysis of the individual organizational citizenship scale demonstrated strong
variance but a weak reliability coefficient. Results of correlational analyses demonstrated
positive and significant relationships between organizational citizenship behavior and academic
optimism, principal support and academic optimism, and principal support and organizational
citizenship behaviors. A stepwise linear regression revealed principal support more strongly

predicted academic optimism than organizational citizenship behavior. This study helps inform
school leaders about important social properties that support teachers in their efforts to improve
student achievement.

Keywords: academic optimism, teacher efficacy, trust, academic press, organizational citizenship
behavior, principal support
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CHAPTER ONE
Introduction
The public school community stands at a crossroads. Over 50 years ago a national
education report known as Equality o f Educational Opportunity captured public attention and
initiated decades of educational policy research and reform (Coleman, Campbell, Hopson, et.al,
1966). One particular finding ignited an amalgamation of concern; according to Coleman and
his colleagues (1966), public schools in America could do very little to increase the academic
achievement of students in poverty. More specifically, the Coleman Report determined that the
amount o f money a school apportioned to educating individual students did not correlate with
individual student achievement. Instead, the findings indicated that a student’s socioeconomic
status more closely associated with student achievement and, as a result, very little could be done
at the school level to effect change for students living in poverty (Coleman et al., 1966).
Since the Coleman Report (1966), educational leaders have searched for ways to
strengthen student learning in spite of barriers associated with low socioeconomic status,
disabilities, limited English proficiency, and prior student learning. To this end, research on
"effective schools" began to emerge describing organizational variables that positively impact
student academic performance (Purkey & Smith, 1983). In 1979, Edmonds' identified five stable
characteristics of successful schools that improved student learning even when controlling for
socioeconomic status: a) strong principal leadership; b) high expectations for student
achievement; c) a safe and orderly school environment; d) expectations that all students will
obtain minimum mastery; and e) frequent monitoring of student progress (Austin, 1979;
Edmonds, 1979; 1982; Hallinger & Murphy, 1986; Purkey & Smith, 1983).
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Without doubt, the past decade in American public schools revealed sweeping national
reforms that intimately changed the way schools conducted business. Emerging from the
Standards Based Reform era of the 1980s and 1990s, the No Child Left Behind (NCLB) Act of
2001 pledged to integrate academic rigor with strict accountability measures in a manner
previously considered impractical by the government (Fowler, 2004; Hamilton, Stecher, & Yuan,
2008). Moreover, NCLB (2002) proposed to redress the academic needs of student populations
who previously failed to achieve at a similar rate as their same-aged peers. Originally wellintended and with sweeping bipartisan support, NCLB unfortunately enumerated considerable
injurious consequences. To be specific, NCLB regulations comprised decidedly punitive
measures like school restructuring, school shut down, teacher job loss, reduction of federal funds
for schools not able to meet or maintain increasingly rigorous standards among many other
exacting consequences (NCLB, 2002).
The challenging nature of the previous decade of reforms has impacted the morale of
students, parents, and teachers and transformed the way public schools operate within the context
of their communities (Byrd-Blake, Afolayan, Hunt et al., 2010; Hamilton et al., 2008). With the
imminent reconfiguration of key components of the NCLB, school leaders and policy makers
have an obligation to reconstruct hope in our public schools through supportive organizational
structures that pledge to deliver academic rigor embedded with strong support for teaching and
learning. Factors that can make a difference include academic optimism, organizational
citizenship behaviors, and principal support.
Where public policy reform proved unsuccessful, contemporary educational research has
offered hope. Three important research agendas that align with effective schools research are
academic optimism (Hoy, Tarter, & Woolfolk Hoy, 2006; McGuigan & Hoy, 2006),
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organizational citizenship behaviors (DiPaola & Tschannen-Moran, 2001; DiPaola, Tarter, &
Hoy, 2004) and principal support (Cagle, 2012; DiPaola, 2012; Tindle, 2012). Academic
optimism measured at both the individual and collective level is an aggregate construct that
positively associates with academic achievement even when controlling for socioeconomic status
and previous achievement (Beard, Hoy, & Woolfolk Hoy, 2010; Hoy et al., 2006; McGuigan &
Hoy, 2006; Woolfolk Hoy, Hoy & Kurz, 2008).
Organizational citizenship behaviors - described as extra-role behaviors not prescribed
through formal role obligations and not directly associated with job descriptions, also correlate
strongly with job satisfaction (Bateman & Organ, 1983; Smith, Organ,& Near, 1983) academic
achievement (DiPaola & Tschannen-Moran, 2001; Wagner & DiPaola, 2011), academic press for
learning, and collegial leadership (DiPaola et al., 2004; Tindle; 2012).
Principal support includes two related dimensions, expressive and instrumental (Cagle,
2012; DiPaola, 2012; Tindle, 2012). Expressive support describes teachers’ perceptions of the
emotional and professional support provided by the principal; instrumental support describes
teachers’ perceptions regarding the amount of time, feedback, and resources a principal provides
to the teacher (DiPaola, 2012). Expressive principal support has been closely associated with
teacher participation in organizational citizenship behaviors (Tindle, 2012). Moreover, principal
support correlates positively with many aspects of the school environment to include teacher
commitment to the profession, school climate and culture, and student achievement (Bozonelos,
2008; Cagle, 2012; Tindle, 2012).
Contemporary research provides strong provisions for the development of effective
schools through the study of academic optimism, organizational citizenship behaviors, and
principal support as a means to build teacher agency. Now, more than ever, school leaders and
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their faculty must join together in robust communion in order to build teacher agency, massage
school climate, nurture organizational effectiveness, and promote teacher retention.
Conceptual Framework
The framework for this study is based on three social processes closely linked by research
to student achievement: academic optimism, organizational citizenship behavior, and principal
support. As a second-order, latent construct, academic optimism consists of three first-order
variables that dynamically interact in a causal reciprocal relationship: teacher efficacy, academic
press, and teacher trust in students and parents (Hoy et al., 2006). Extant literature supports
existing links between academic optimism and organizational citizenship behavior at the school
level (Wagner & DiPaola, 2011). As well, positive associations have been established between
academic optimism, organizational citizenship behavior, and the effects of principal support at
the school level (Cagle, 2012; Tindle, 2012). This study will examine whether correlations
among academic optimism, organizational citizenship behaviors, and principal support exist at
the teacher level (See Figure 1).

E stablished School l evel
Relationships:
Proposed T eacher Level
R elationships:

Figure 1: Conceptual Framework Diagram
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Purpose and Significance of the Study
The purpose of this study is to investigate the relationship between individual academic
optimism, individual organizational citizenship behaviors, and principal support to determine
whether a relationship exists therein. Recent studies have measured a positive and significant
correlation between the collective properties of academic optimism and organizational
citizenship behavior (Messick, 2012; Wagner, 2008). However, research has yet to determine
whether a teacher’s individual academic optimism impacts participation in organizational
citizenship behaviors. Moreover, while there has been research at the collective level on the
relationship between enabling school structures, academic optimism, and organizational
citizenship behaviors (Messick, 2012), no studies have examined whether principal support, a
latent variable in enabling school structures, acts as a moderating variable between academic
optimism and organizational citizenship behaviors. Therefore, this study will examine the extent
to which principal support influences the relationship between individual academic optimism and
organizational citizenship behaviors.
Results from this study will contribute to the growing literature on teacher level variables
that support student learning, improve teacher agency, and enhance school effectiveness. Extant
literature suggests that school employees who consistently support their colleagues and the
overall school organization exhibit a positive growth in employee morale; advances in employee
morale, in turn, associate with marked improvement in student achievement (DiPaola & Hoy,
2005b; DiPaola & Tschannen-Moran, 2001). Thus, results from this study may help to inform
school leaders about key psycho-sociological factors that support teacher agency and enhance
student learning through the development of robust collegial environments.
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Research Questions
The following research questions will guide this investigation on the impact of individual
academic optimism on participation in organizational citizenship behaviors with consideration
for the effect of principal support as a moderator variable between the independent variable and
outcome variable.
1. What is the relationship between the organizational citizenship behavior of classroom
teachers and individual academic optimism?
2. What is the relationship between principal support and individual academic optimism?
3. What is the relationship between the organizational citizenship behavior of classroom
teachers and principal support?
4. To what extent does organizational citizenship behavior and principal support influence
individual academic optimism of elementary school teachers?

Definition of Key Terms
•

Academic Optimism: Teachers’ beliefs in their capacity to teach students to learn rigorous
coursework even when students do not perform to expectation; the belief that all students
can demonstrate academic progress when pressed hard for learning in an academically
rich and supportive environment; and an underlying trust in students and parents to
support teachers’ efforts to help children leam (Beard et al., 2010; Hoy et al., 2006).

•

Academic Press: A teacher’s push for academic emphasis or rigor, also known as
“academic emphasis” of schools (Goddard, Sweetland, & Hoy, 2000; Hoy, Sweetland, &
Smith, 2002)
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•

Collective Efficacy: A shared belief that educators at a school are able to teach students
and students at that school will achieve academic success (Bandura, 1997; Goddard, Hoy,
& Woolfolk Hoy, 2000).

•

Individual Academic Optimism: An individual teacher’s belief in his or her ability to
teach students demanding curriculum, that students’ will learn the curriculum, and
parents and students will trust and support teachers’ efforts as they press hard for learning
(Beard et al., 2010; Woolfolk Hoy, 2012).

•

Teacher Agency: Undergirded by social cognitive theory, agency refers to the exercise of
cognitive, self-regulatory, social and cultural experiences that define one’s identity and
exert influence over expectations, decision-making, and action (Bandura, 1986). Teacher
agency is impacted by personal attributes, professional inclinations, and tools, resources,
and structures of the school setting (Lasky, 2005).

•

Teacher Efficacy: A teacher’s belief in his or her ability to organize and execute an action
that produces a successful outcome (Bandura, 1993; Tschannen-Moran, Woolfolk Hoy,
& Hoy, 1998).

•

Trust in Parents and Students: The belief that students and parents can be trusted to help
teachers in their efforts to educate students (Tschannen-Moran & Hoy, 1998, 2000).

•

Principal Support: Principal support of faculty has two dimensions, expressive and
instrumental, and may include acts of teacher appreciation; providing resources;
maintaining open communication; supporting a professional climate; offering
constructive feedback; and offering meaningful professional development (DiPaola,
2012; Littrell et al., 1994).
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•

Organizational Citizenship Behaviors: Voluntary teacher actions associated with helping
students, colleagues, and/or the organization; the action is intended to help the
organization and takes place without expectation for recompense (Bateman & Organ,
1983; Borman & Motowidlo, 1999; DiPaola, Tarter, & Hoy, 2004; DiPaola &
Tschannen-Moran, 2001).

•

School Climate: A collective observation regarding the “personality of the school”
according to perceived principal leadership styles and the interactions of the teachers
(DiPaola & Tschannen-Moran, 2001; Hoy, 2010).

Assumptions
Assumptions in this study include that teachers willingly participated in the survey and
answered all survey items openly and honestly without regard for researcher expectations. It is
further assumed that teachers experienced no pressure from their administration or other sources
to complete the survey, and as a result, answered survey questions in a manner that reflects their
own professional and personal experiences. Finally, it is assumed that all teachers participated
voluntarily, and an expectation for a free teaching resource and participation in a drawing for a
$50.00 Visa gift card as a modest compensation for completion of the survey did not impact the
veracity o f teachers’ responses to survey items.
Delimitations of the Study
Specific delimitations o f this study include factors related to the population and sample of
this study. The population for this study will include only elementary school teachers instructing
students in grades kindergarten through five in public schools nationwide. In this regard,
participation will be limited to elementary teachers who have a registered and accessible email
address with a specific educational marketing research firm used by the researcher to randomize
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the national sample. As a result, not all elementary school teachers will have the opportunity to
participate in the survey if their email address has not been registered in the marketing firm’s
database. The results of this study will not generalize to middle or high school teachers as they
were not included in this study. Finally, because the sample size is large, if the rate of return is
acceptable, generalizations can be made to elementary school teachers in public schools
nationwide.
Limitations
The instruments in this study proposed to determine the relationships between academic
optimism, organizational citizenship, and principal support require self-ratings. Research
suggests self-ratings produce much stronger relationships with higher correlations than would be
expected when rating someone other than oneself, such as a supervisor rating an employee
(Crampton & Wagner, 1994; Organ & Ryan, 1995). Thus spurious inflation of results may occur
from subjective responses provided by the individual. On the other hand, it equally important to
note that contemporary researchers conclude that studies in the area of intrapersonal processes
associated with organizational citizenship behavior lack depth and insight (Bergenson, 2007;
Podsakoff, Whiting, Podsakoff, & Blume, 2009). As such, the use of self-ratings in this study
provides an opportunity to begin an initial examination of the psycho-sociological characteristics
o f organizational citizenship behaviors from the individual teacher perspective. In doing so, this
study hopes to contribute to a deeper understanding of individual teacher attitudes and
dispositions that support citizenship behaviors.
Summary
Following the implementation of the No Child Left Behind (NCLB) Act of 2001, there
was great national hope that public school teachers would alas become the engine that seamlessly
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moved student learning from point A to point C with the help of administrators who would
flawlessly lubricate the new politically charged educational machine. Certainly, there was great
national interest in a public policy that promised to increase student performance for every child
regardless of race, socioeconomic status, or disability. This noble policy, however, evolved into
a mechanized system that attempted to harness educational energy and advance student learning
via a punitive system. Even with stalwart effort, the benchmarks that underscored anticipated
measureable outcomes were unattained by established subgroups resulting in harsh penalties for
teachers, administrators, and school districts (Byrd-Blake, Afolayan, Hunt et al., 2010; Hamilton
et al., 2008). Today, public schools stand at a crossroads looking for clear and concise ways to
support teachers and principals in their efforts to advance educational knowledge and build
teacher capacity in support of student achievement. To this end, the constructs of academic
optimism, organizational citizenship behaviors, and principal support offer hope to professionals
who seek to develop the critical dispositions required to sustain the public school’s mission and
vision to help every student achieve measurable academic success.
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CHAPTER TWO
Review of the Literature
This review of literature examines three variables linked by research to increased
academic achievement and improved social processes -academic optimism, organizational
citizenship behaviors, and principal support. This chapter will examine extant literature on
relationships among dimensions of academic optimism and organizational citizenship behavior at
the collective level and then extend the research to relationships at the teacher level. A review of
literature related to principal support and the associated enabling leadership characteristics that
support and empower effective teacher behaviors within the school context are discussed later in
the chapter. This review supports the rationale for the research questions proposed in this study.
Effective Schools
In Equality o f Educational Opportunity, Coleman and his colleagues (1966) reported that
schools amassed little influence on student achievement due to the overwhelming effects of
poverty and family background (Gamoran & Long, 2006; Hoy et al., 2006; McGuigan & Hoy,
2006). To be more specific, “Coleman’s findings indisputably documented that variation
between schools in their resource levels mattered little for variation among individual students, a
result that remains the seminal finding in U.S. sociology of education” (Gamoran & Long, 2006,
p. 3). Not discouraged by the strong associations between students’ demographic factors and
achievement results in the Coleman Report, researchers and school leaders have searched, ever
since, for school level properties that do make a difference in students’ academic success.
During the 1980’s researchers identified several school level properties significantly
related to student achievement, regardless of socioeconomic status (Edmonds, 1979, 1982).
These common characteristics came to be known as the Correlates of Effective Schools (Lezotte

11

& McKee, 2006). Some school level correlates demonstrating significant differences for student
learning included teacher efficacy, high expectations for student achievement, high quality
instruction, a safe and orderly school environment, emphasis on basic skills, and frequent
monitoring of student academic progress (Hoy et al., 2006; Purkey & Smith, 1983).
Over the next few decades, the accumulated research on effective schools yielded
additional significant results as studies began to classify effective schools research into first and
second-generation correlates. First generation correlates represented what the original effective
schools research found to be minimum standards for success. Thereafter, effective schools
research produced second-generation correlates which represented a developmental step beyond
the first and, when successfully accomplished, yielded deeper results for schools (Lezotte &
McKee, 2006). Thus, second generation effective schools research emphasized not only the
identification of key correlates, but the successful application of said correlates as vital to
organizational stability and student success.
One correlate of effective schools research involves establishing a climate of high
expectations for student learning success (Edmonds, 1982; Lezotte & McKee, 2006). In first
generation effective school research, the staff believes all teachers have the ability to help all
students achieve mastery, and that all students can master essential skills. In second generation
effective schools research, the emphasis on high expectations for student success is broadened
significantly to include teacher and school leader responses to lack of student progress. Thus,
high expectations for student learning are determined not only by the teachers’ initial beliefs and
behaviors, but also by the organizational responses to students’ lack of expected progress
(Lezotte & McKee, 2006). For example, if a teacher plans and delivers a lesson, and
subsequently determines that some students did not learn, but still goes on to teach the next
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lesson, then that teacher may not have expected all students to learn in the first place. Moreover,
if the school leader, through lack of action, condones that teacher’s behavior, then that leader
may not have expected all students to learn either. Thus, second generation research on effective
schools identified a significant challenge to school leaders: help teachers to transform schools
from teaching-centered institutions to learning-centered organizations where teachers have
higher expectations o f themselves in order to ensure every child learns (Lezotte & McKee,
2006).
Hoy et al. (2006) suggests that promising school level variables like those just described
invariably shape school norms by influencing the behavioral expectations of individuals within
the group. In fact, Hoy et al. (2006) reports that schools with higher levels of expectation for
student success, or strong collective efficacy, among other critical school level variables, employ
social sanctions to individual teachers who do not demonstrate like-minded behaviors in their
efforts to help students succeed:
A strong sense of collective efficacy in a school creates a powerful set of norms
and behavioral expectations that reinforce the self-efficacy beliefs of teachers.
The push for efficacious teacher behaviors will be accompanied by social
sanctions for those who lack self-efficacy. Similar cases can be made for trust in
parents and students and academic emphases.... The power of the school culture
and its values and norms rests in large part on the social persuasion exerted on
teachers to constrain certain actions and encourage others. (Hoy et al., 2006, p
432)
Thus, high expectations for teacher behaviors related to high expectations for student success
embodies this second order correlate of effective schools research.
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Effective schools research provides rich fodder for the study of essential ideas related to
school improvement and student achievement. This study includes some of the most
distinguishing characteristics of effective schools research to include school and teacher level
variables that consistently demonstrate positive effects for student learning when controlling for
socioeconomic status and prior learning. Implications for principal support of effective teacher
behaviors within the school context are discussed later in the chapter.
School Level Academic Optimism
The term optimism has cognitive, affective, and behavioral components and relates most
closely to one’s general inclination towards a constructive habit of thinking and behaving in any
given situation (Seligman, 2012). The study of optimism comes from research in the field on
positive psychology (Seligman & Csikszentmihalyi, 2000). Positive psychology examines
circumstances where humans thrive and flourish and relates to a variety of affirmative behaviors
such as increased ability to problem solve, enhanced creativity, and flexible, integrative decision
making (Fredrickson, 2001; Kurz, Woolfolk Hoy, & Hoy, 2007; Seligman, 2012). Specific
characteristics of optimism have been positively associated with psychological resilience,
improved health, and social connectedness (Fredrickson, 2001; Seligman & Csikszentmihalyi,
2000; Seligman, 2012). Other important individual characteristics of optimism include a
propensity for hope, wisdom, creativity, future mindedness, courage, spirituality, responsibility,
and perseverance (Seligman & Csikszentmihalyi, 2000; Seligman, 2011). The study of positive
psychology in relation to teaching and learning provides a platform for developing the spirit of
optimism. It follows that teacher optimism is necessary to gamer the flexibility, creativity,
courage, and resilience to teach students who may demonstrate multiple factors that inhibit their
innate ability to leam, grow, and positively contribute to society. Notably, optimism as a general
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disposition can be cultivated and learned (Beard et al., 2010; Hoy et al., 2006; Seligman, 2012).
Conceptually related to the study of optimism, academic optimism provides hope for
improving teacher agency and the overall psycho-sociological condition of public schools among
other vital organizational attributes. First measured as a collective property of schools, the
seminal work on academic optimism was conducted by Hoy et al., in 2006. Conceived of
decades of prior work on school level variables that make positive contributions to student
academic learning, Hoy and his colleagues (2006) presented academic optimism as “a force for
student achievement” (p. 425). Thus, academic optimism evolved as a second order construct
emerging from three important first-order variables: teacher efficacy, academic press for
learning, and teacher trust in students and parents. Together, each of the first-order variables
dynamically interacted in the form of a reciprocal causal relationship to achieve the second order
construct known today as academic optimism (see Figure 2) (Hoy et al., 2006). Thus, in
conceptualizing this new construct, Hoy et al. (2006) merged the positive academic effects of
three school-related constructs with current research in positive psychology on optimism to
suggest, “Optimism is an appropriate overarching construct to unite efficacy, trust, and academic
emphasis because each concept contains a sense of the possible” (p. 145).

Academic Emphasis

Faculty Trust *

* Collective Efficacy

Figure 2: “Academic Optimism of School: A Force for Student
Achievement,” by W.H. Hoy, C.J. Tarter, and A. Woolfolk Hoy, 2006,
American Educational Research Journal, 43, p. 433.
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In their formative work to determine whether the construct of academic optimism would
hold together as a second order latent variable consisting of three interdependent variables, Hoy
and his colleagues (2006) sampled 96 high schools in a Midwestern state. Using previously
validated measures, researchers administered three separate measures accounting for collective
efficacy, academic emphasis, and teacher trust in students and parents (Hoy et al., 2006). Data
analyses included hierarchal linear modeling (HLM) to assess the viability of the three distinct
measures holding together as a single aggregated model. Results indicated a relatively strong
grouping effect from the correlation coefficients with measures of .23 for collective efficacy, .24
for academic emphasis, and .21 for trust in parents and students. Clearly, a high percentage of
variance existed among the three variables, and, as a result, academic optimism was confirmed
as a latent school property (Hoy et al., 2006).
In order for the measure to be useful to schools and the research community, a connection
to school achievement was also necessary. Indeed, results from the study confirmed that
mathematics and science achievement data indicated an excellent fit to the data with the
predictor variables accounting for 67% of the variance on student achievement in those subject
areas (Hoy et al., 2006). Reading, social studies, and writing also confirmed an excellent fit to
the data with the predictor variable accounting for 54% of the variance on student achievement.
Notably, socioeconomic status directly associated to achievement (.20 and .23 respectively) and
indirectly associated to academic optimism (.19 and .23 respectively). Moreover, prior
achievement related directly to student achievement (.60 and .44 respectively) and indirectly to
academic optimism (.61 and .52). Finally, academic optimism was directly related to
achievement as predicted with measures of .21 and .27 respectively. Therefore, the model fit the
data very well and confirmed that the construct of academic optimism as a second order latent

16

variable was a good measure for academic achievement at the school level even when controlling
for socioeconomic status and prior learning.
As a force for school change, current research consistently demonstrates positive gains in
student academic achievement in schools with high academic optimism even when controlling
for socioeconomic status, prior learning, and other factors like urbanicity (Bums & DiPaola,
2013; McGuigan & Hoy, 2006; Messick, 2012; Wagner, 2008; Wagner & DiPaola, 2011). For
example, Smith and Hoy (2007) studied academic optimism in a poor, urban school district
comprised o f 99 elementary schools. Data from this study revealed that academic optimism was
positively correlated with mathematics achievement (r = .60, p < .01), but negatively correlated
with socioeconomic status (r = -.74,/? < .01) emphasizing the reciprocal nature o f academic
optimism. Thus, the regression analysis in this study also supported the hypothesis that
academic optimism predicts student achievement when controlling for socioeconomic status (fi =
•34, p < .01). More and more, research is demonstrating that the dimensions of academic
optimism are invaluable constructs from which schools can improve their overall capacity for
achievement (See: Bums & DiPaola 2013; Kirby, 2009; Messick, 2012; McGuigan & Hoy,
2006: Wagner, 2008; Wagner & DiPaola, 2011).
Teacher Level Academic Optimism
Since its inception, academic optimism has been closely associated with academic
achievement in the areas of English, mathematics, reading and social studies (Bums & DiPaola,
2013; Hoy et al., 2006; McGuigan & Hoy, 2006; Smith & Hoy, 2007; Wagner; 2008) even when
controlling for the powerful effects of socioeconomic status, prior learning, and other
demographic factors that historically affect achievement. Considering the strong effects of
academic optimism on learning at the school level, Kurz et al. (2008) theorized that the three
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components of academic optimism - collective efficacy, academic press, and trust in students and
parents - would also work together in the same way at the individual teacher level in elementary
schools. What is more, Kurz et al. (2007) posited that certain teacher beliefs would predict
academic optimism in teachers at the elementary level. Those teacher beliefs included
tendencies toward humanistic classroom management, student-centered teaching, and a
professional commitment that extends beyond the contractual obligations of a teacher’s job
description. Their presuppositions aligned closely not only with academic optimism as a general
construct, but also organizational citizenship behavior which will be discussed later in this
chapter.
To analyze research questions related to individual academic optimism at the elementary
level, Kurz et al. (2007) used several measures that had previously been validated at the teacher
level. In the newly designed teacher questionnaire, Kurz and her colleagues (2007) included
items from the short form of the Teacher Sense o f Efficacy Scale (TSES) (Tschannen-Moran &
Woolfolk Hoy, 2001) to measure teacher efficacy beliefs. As expected, some of the items within
the measure included indicators for classroom management “How much can you do to control
disruptive behavior in the classroom?” and student engagement “How much can you do to
motivate students who show low interest in schoolwork?” Other items assessed teacher efficacy
for instruction, “How well can you implement alternative teaching strategies in your classroom?”
Because Alpha reliabilities from previous studies were strong (.86 to .90 for the subscales), Kurz
et al. (2007) considered this a reliable measure for teacher efficacy. In a similar way, Kurz et al.
(2007) used the Organizational Climate Index (OCI) (Hoy, Sweetland, & Smith, 2002) to
measure academic press. Since this measure was designed for use at the collective level, items
therein were also reworded to account for teacher level perspectives (e.g. “Students in this school
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respect their classmates who get good grades” changed to, “My students respect their classmates
who get good grades). In the same way, Kurz et al. (2007) modified questions from the Omnibus
Trust Scale (OTS) (Hoy & Tschannen-Moran, 2003) to account for changes at the individual
teacher level (e.g. “Teachers in this school trust their students” changed to, “I trust my
students”). Overall, the individual academic optimism scale included 71-items.
Participants selected for participation included third and fourth grade teachers from 220
elementary schools in Ohio. Results from 205 surveys confirmed that the construct of academic
optimism loaded as one factor comprising 67% of the total variance. Separately the three scales
loaded .86 for trust, .85 for academic press, and .73 teacher efficacy on the first component
confirming that academic optimism formed a second-order latent variable comprised of trust,
academic press, and efficacy. What is more, Kurz et al. (2007) determined that student-centered
instruction, humanistic classroom management, and teacher professional commitment positively
associated with a teacher’s sense of academic optimism. Implications for improving the sociopsychological climate of schools and building teacher agency through academic optimism may
provide new direction for school leaders as they work to support teacher agency and improve
student learning.
Fahy, Wu, and Hoy (2010) recently sought to confirm the construct of teacher academic
optimism at the secondary level. In this regard, researchers hypothesized that efficacy, academic
emphasis, and trust would measure in the aggregate to form the second-order latent variable,
academic optimism, just as it did in previous studies at the elementary level. After adapting and
validating the measure for secondary teachers, the researchers sampled 131 secondary teachers
who were in enrolled in graduate classes at three separate universities. Some of the questions
adapted for high school included:
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•

I trust my students (trust).

•

My students’ parents are reliable (trust).

• I can motivate students who show low interest in school work (efficacy).
• I can get students to believe they will do well in school (efficacy).
• I give my students challenging work (academic emphasis).
• I set high but attainable goals for my students (academic emphasis).
Again, results from the factor analysis supported the hypothesis that the three variables of
efficacy, academic emphasis, and trust work together in a reciprocal relationship to form second
order construct known as academic optimism. To this end, goodness of fit indices indicated that
X2 (Chi-Square) had a value of 29.084 (p = .215) with df= 24; the root mean square error of
approximation (RMSEA) was 0.0382. The non-normed fit index (NNFI) was .990; root mean
square residual (RMSR) was 0.0442, and the standardized RMR was 0.0422. The Goodness of
Fit Index was 0.953 and the AGFI was 0.913 (Fahy et al., 2010). Thus, several statistical
measures supported academic optimism of teachers at the secondary level. These results lay
important groundwork for future research related to the effects of academic optimism on student
achievement and other important organizational variables within secondary schools.
Essential to the theoretical underpinnings of individual academic optimism are teachers’
beliefs about themselves as professional educators, their students as learners, and their ability to
provide instruction to a variety of learners (Beard et al., 2010; Kurz et al., 2007; Woolfolk Hoy,
Hoy, & Kurz, 2008). More specifically, academic optimism among teachers comprises:
a teacher’s positive belief that he or she can make a difference in the academic
performance of students by emphasizing academics and learning, by trusting
parents and students to cooperate in the process, by believing in his or her own
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capacity to overcome difficulties and react to failure with resilience and
perseverance. (Woolfolk Hoy et al., 2008, p. 822)
Individual academic optimism comprises cognitive, affective, and behavioral components. As
such, theoretical underpinnings support changes in ways of thinking, doing, and feeling as a
means to promote positive changes for teachers, students, and the psycho-sociological
environment of schools (Beard, 2011). These ideas are inextricably linked to the foundation of
learned optimism, as described by Seligman (2012) and others (Beard et al., 2010; Hoy et al.,
2006; Seligman & Csikszentmihalyi, 2000).
Current empirical research on academic optimism at the teacher level confirms a
relationship among teacher efficacy, teacher trust, and teacher academic press and student
achievement for learning even when controlling for socioeconomic status and prior learning. As
such, this construct holds great promise for building teacher agency and improving the outlook
of academic performance for all students.
Teacher efficacy. Efficacy comprises the cognitive dimension of academic optimism.
Grounded in social cognitive theory, teacher efficacy evolved from the work of Bandura (1997,
2006) in human agency. Human agency refers to the ways people demonstrate command over
their own future. Closely associated with human agency, teacher efficacy beliefs relate more
closely to a teacher’s personal confidence in his or her own ability to make a difference in
students’ achievement within the classroom and are considered a cognitive component of
academic optimism (Beard et al., 2010; Kurz et al., 2007; Hoy et al., 2006). Importantly, teacher
efficacy beliefs manifest in concerted efforts to persist and make necessary adjustments when
student results do not align with expected goals (Goddard, Hoy, Woolfolk Hoy, 2004; Hoy et al.,
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2002; Kurz et al., 2007; Tschannen-Moran et al., 1998). Thus, teacher efficacy beliefs comprise
an important strand of resilience necessary for success in today’s public school classrooms.
Teacher efficacy beliefs emerged from a study by the RAND Corporation that included
only two items about teacher beliefs related to their own ability to influence student learning
even when students may be difficult to teach (McIntyre, 2011; Tschannen-Moran et al., 1998).
As efficacy beliefs emerged in the literature, however, two theoretical bases captured the
attention of researchers. First, J. B. Rotter’s locus of control theory (1966) suggested a direct
relationship between teacher actions and student outcomes (Goddard et al., 2000; TschannenMoran et al., 1998). In this regard, locus of control theory conceptualized that teacher efficacy
was related to causal beliefs about a teachers’ ability to control the reinforcement of actions
within classroom environments. In this way, locus of control theory suggested that teachers with
high levels of efficacy could control internal and external responses associated with student
performance and motivation, and, in this way influence student achievement (Goddard et al.,
2000; Tschannen-Moran et al., 1998). Growing out of social cognitive theory, Bandura, on the
other hand, conceptualized efficacy as a cognitive dimension of a teacher’s belief system related
to one’s ability to effectively organize and execute an action to bring about a desired result
(Bandura, 1997; Goddard et al., 2000; McIntyre, 2011; Tschannen-Moran et al., 1998). In this
regard, Bandura (1997) captured four associated actions directly related to levels of efficacy
beliefs:
•

the amount of effort applied to a situation

•

the amount of persistence allocated to a task

•

the amount of resilience committed to renegotiating failure

•

the amount of stress experienced in demanding environments
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Thus, Bandura posited that self-efficacy beliefs influence people’s thoughts, emotions,
and actions thereby impacting the amount of effort and persistence people expend in the pursuit
o f goals (1997, 1986). Whereas Rotter’s locus of control (1966) focused on action and
reinforcement of behavior, Bandura’s self-efficacy (1986) focused on beliefs about ability to
accomplish a task and associated actions therein. In an effort to resolve issues associated with
the conceptualization of teacher efficacy, Tschannen-Moran and her colleagues (1998) examined
the conceptual underpinnings of teacher efficacy using a psychological frame that supported
previous work of Rotter (1966) and Bandura (1993,1997, 1986) on efficacy and concluded:
Both self-perception of teaching competence (including an assessment of internal
resources and constraints) and beliefs about the task requirements in a particular
teaching situation (including an assessment of resources and constraints external
to the teacher) contribute to teacher efficacy and to the consequences that stem
from efficacy beliefs (Tschannen-Moran et al., 1998, p. 233).
Thus, a new model of teacher efficacy beliefs emerged uniting the two leading theories. The
new model assimilated teachers’ beliefs about their ability to produce student learning
outcomes, and also included considerations for the teaching task and the teaching context. To
this end, current empirical studies include teacher efficacy for helping students learn, teacher
efficacy for instruction, and teacher efficacy for classroom management (Jackson & DiPaola,
2011; Kurz et al., 2007; Tschannen-Moran & Woolfolk Hoy, 2001).
Efficacy beliefs have consistently made a positive difference for student learning, even
when the meaning and measure of teacher efficacy sparked much scholarly debate (Goddard et
al., 2004; Goddard et al., 2000; McIntyre, 2011; Tschannen-Moran et al., 1998). Identified as
the cognitive strand of academic optimism, teacher efficacy beliefs have measured powerful
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results in many studies over the past several decades since its inception in 1976 (Beard et al.,
2010; Goddard et al., 2000; McIntyre, 2011; Tschannen-Moran et al., 1998).
Teacher efficacy refers to a teacher’s belief in his or her ability to organize and execute
specific actions that result in desired student outcomes in spite of a student’s level of motivation
or ability to learn (Beard et al., 2010; Tschannen-Moran et al., 1998). Teacher efficacy beliefs
have consistently been associated with positive learning outcomes even when controlling for
socioeconomic status and prior learning (Beard et al., 2010; Kirby, 2009; Messick, 2012;
McGuigan & Hoy, 2006: Wagner, 2008). Jackson and DiPaola (2011) noted a positive
relationship between collective teacher efficacy and student achievement at the elementary level
in math and reading. Goddard et al. (2004) determined that differences in collective efficacy at
the elementary school level were also positively associated with gains in mathematics and
reading achievement. As such, the development of efficacy among teachers at the school level
should be considered a critical lever in improving school effectiveness for all students.
Academic press. A behavioral dimension of academic optimism, academic press refers
to the individual and collective efforts of administrators, teachers, and students to attain high, but
achievable learning standards by developing and sustaining a serious and orderly goal-driven
environment focused on learning (Berebitsky, Neumerski, & Salloum, 2012; DiPaola &
Tschannen-Moran, 2001; Goddard, Sweetland, & Hoy, 2000; Murphy, Weil, Hallinger, &
Mitman, 1982). Schools that exhibit high academic press embrace normative and behavioral
expectations for exemplary learning (Berebitsky et al., 2012; Kurz et al., 2007; Murphy et al.,
1982). Extant literature supports the postulate that where there is a strong press for academic
success, students achieve at higher levels (Berebitsky et al., 2012; Hoy & Sabo, 1998; Hoy,
Tarter, & Bliss, 1990; Hoy, Tarter, & Kottkamp, 1991; Goddard et al., 2000).
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A strong and stable correlate of effective schools research, (Berebitsky et al., 2012;
Goddard et. al., 2000; Murphy et al., 1982; Sammons, Hillman, & Mortimore, 1995), academic
press closely associates with the technical capacity of schools (Hoy & Hannum, 1997; Hoy &
Feldman, 1987). The technical capacity o f schools refers to specific characteristics within the
teaching and learning environment that set the standard for teacher and student performance
(Shouse, 1999). These characteristics include principal, teacher, and student beliefs and
expectations for student achievement, school policies and procedures that underscore normative
behavior related to academic press, teaching practices that reinforce expectations for excellence
and provide opportunities for students to achieve academic efficacy, and student and parent
support for the teaching and learning process (Berebitsky et al., 2012; Murphy et al., 1982;
Shouse, 1999). Thus, the academic press of a school is a dynamic individual and organizational
property defined and communicated through shared goals and expectations of the learning
community with clear consequences for student academic norms, student self-concept, and
student achievement efficacy (see Figure 3).
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Student
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Figure 3: “Academic Press: Translating High Expectations into School Policies and Classroom
Practices,” by J. F. Murphy, M. Weil, P. Hallinger, and A. Mitman, 1982, Educational Leadership,
40, p. 23.
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Academic press is clearly influenced by many aspects of the school environment that
define and shape the teaching and learning process (Murphy et al., 1982). As such, academic
press has often been examined as a subset of research in school climate studies (Berebitsky et al.,
2012; Goddard, Sweetland, & Hoy, 2000), school culture (Hoy & Miskel, 2005; Fullan, 2001),
and organizational health (Hoy & Feldman, 1987; Hoy & Sabo, 1998). Hoy (1990) describes
organizational climate as, “a broad term that refers to teachers’ perceptions of their general work
environment; it is influenced by the formal organization, informal organization, personalities of
the participants, and the leadership of the school” (p. 151). On the other hand, the culture of a
school refers to the belief systems, values, and cognitive structure of individuals and groups
within the organization (Hoy, 1990). The study o f organizational health within schools broadens
the conceptualization o f the school environment to include seven dimensions; one dimension
includes a measurement of academic press (Hoy & Feldman, 1987). Academic press as an
independent correlate, or in combination with other dimensions o f the school environment, has
consistently associated with student academic gains in extant literature (Berebitsky et. al, 2012;
Goddard et al., 2000; Hoy & Feldman, 1987; Hoy & Sabo, 1998; Goldring, HufF, Mayer, &
Camborne, 2008). The following studies demonstrate the strength of academic press in relation
to student achievement even when controlling for demographic variables that impact learning
like poverty, prior learning, and ethnicity.
In a sample of 78 secondary schools on organizational health, Hoy and Feldman (1987)
confirmed a strong and positive correlation between academic press and student achievement
even after controlling for socioeconomic status. Although a primary purpose of this study was to
test and validate the factor structure of the new 44-item Organizational Health Inventory (OHI),
results confirmed that academic emphasis at the technical level was a critical factor in positive
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and productive school health and made a significant difference in student achievement. Thus,
the eight-item subtest was confirmed as a highly reliable scale (.93) for use in secondary schools.
Ever since, items from the OHI subtest have been consistently used to measure levels of
academic press in schools (Berebitsky et al., 2012).
Employing a social cognitive framework to study the effect of academic emphasis on
student achievement in urban elementary schools, Goddard et al. (2000) explored press as an
important social referent of school climate and organizational health. Undergirded by the
concept o f social reciprocity (Bandura, 1997), researchers postulated that increases in student
academic performance would heighten the academic emphasis of teachers and students (Goddard
et al., 2000). Reinforcement of academic emphasis, in turn, would result in higher student
achievement in a reciprocal causal method. In a study of 45 elementary schools from a
Midwestern state, Goddard et al. (2000) posited that higher levels of academic press would
positively associate with differences in mathematics and reading achievement. Using hierarchal
linear modeling (HLM), the results confirmed statistically significant variances between schools
in mathematics achievement (25.2%) and reading achievement (19.1%). Moreover, the findings
confirmed that academic emphasis was a significant predictor of between-school differences
explaining 47.4% of mathematics achievement and 50.4% of reading achievement. This study
confirmed academic press as a unified construct supporting student achievement in elementary
schools.
Highlighting the significance of social relationships between teachers and their students
and the consequences for student learning, Lee and Smith (1999) analyzed survey results from
28,318 students in 6th and 8th grade in 304 Chicago public schools. Specifically, data from the
Consortium from Chicago School Research compared the role of academic press and social
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support for learning to student achievement levels in reading and mathematics using annual test
results from the Iowa Test of Basic Skills (ITBS) administered in 1996 and 1997. Researchers
qualified support for learning as students’ perceptions of attention and concern from their
teachers, peers, parents, and community. Social support for learning was compared to measures
o f academic press and aggregated to the school level.
Findings from this study confirmed a strong and positive correlation between the level of
academic press and student academic achievement in mathematics and reading even after
controlling SES and prior learning. HLM analyses indicated extremely reliable results (lambda =
.96) with shared variance for between-schools mathematics achievement at 36% and reading
achievement at 22%. Similarly, group mean differences indicated that social support, although
smaller in magnitude, positively correlated to student academic achievement gains (0.017
standard deviations for math, 0.021 standard deviations for reading). Results suggest that student
with higher levels of social support for learning in schools with strong academic press experience
greater student achievement. Conversely, findings indicated that students in schools with high
levels of social support but low academic press did not achieve at the same rate as students in
schools with high academic press. This study highlights the strong reciprocal effect of student
support for learning and academic emphasis on student achievement.
More recently, Berebitsky et al. (2012) examined elementary teachers’ press perspectives
across the state of Michigan and compared these results to math and reading achievement on
standardized assessments. Citing the limited generalizability of earlier studies due to small,
purposive samples, researchers sampled the state of Michigan using a stratified random sampling
technique based on five geographic regions that varied according to urbanicity and racial
composition. Using results from 77 elementary schools, HLM analyses compared teachers’
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perceptions of academic press to student achievement in mathematics and reading on the
Michigan Educational Assessment Program (MEAP). School level demographics were included
in the analyses according to percent of minority students, limited English proficient, special
education status, eligibility for free/reduced lunch, and female students. Researchers also
controlled for prior achievement using previous year’s achievement data. Results confirmed that
an increase of 1 standard deviation in academic press correlated to an increase in math
achievement by a factor of 1.20 and an increase in reading achievement by a factor of 1.14 even
after accounting for variables associated with SES, prior achievement, and student
characteristics. This study extends the research base to larger populations allowing
generalizations to the elementary school and confirms academic press as a strong and stable
characteristic of effective schools.
The study of academic press in relation to student achievement has a rich and efficacious
history. Beginning with research on correlates of effective schools, Edmonds (1979) described
five essential factors of highly effective schools: strong school leadership that supports a safe and
orderly environment, high expectations for student achievement, frequent progress monitoring
and feedback, an emphasis on essential skills, and high quality instruction in a purposeful school
environment. Murphy et al. (1983) confirmed that every aspect of the school environment to
include policies, norms, and expectations contribute to academic press and make a significant
difference in achievement. Hoy and Feldman (1987) incorporated the study of academic press
into measures of school health confirming the strong and stable relationship between press and
achievement. Today, the study of academic press remains a key component of school
improvement initiatives and effective schools.
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Teacher trust in clients. Trust comprises the affective dimension of academic optimism
and operates as an important social and organizational feature of healthy school environments.
A complex paradigm, the term trust comprises many dimensions that vary according to the
nature of the relationship among individuals, groups, or organizations (Adams, 2008; Bryk &
Schneider, 2003; Forsyth, 2008; Goddard et al., 2001; Hoy & Tschannen-Moran, 1999). The
following provides a brief review of trust in schools and includes important consequences of
teacher trust in clients.
Trust correlates strongly with student academic achievement even when controlling for
socioeconomic status and other demographic characteristics associated with school success
(Adams & Forsyth, 2013; Forsyth, Adams, & Hoy, 2011; Goddard, Tschannen-Moran, & Hoy,
2001; Goddard, Salloum, & Berebitsky, 2009; Tschannen-Moran, 2004; Reeves, Emerick, &
Hirsch, 2007). The study o f trust in schools began in the 1980’s as a teacher level variable and
initiated the framework for trust as an essential correlate of effective schools (Forsyth, 2008;
Tschannen-Moran, 2011). The first empirical studies of trust in schools examined teacher
perceptions of trust relationships at the elementary level (Hoy & Kupersmith, 1984,1985).
Undergirded by the work o f Rotter (1967) and Golumbiewski and McConkie (1975), researchers
developed a conceptual understanding of trust as an expectation based on a verbal or written
agreement (Hoy & Kupersmith, 1984). These bivariate correlational studies conceptualized
teacher trust perceptions by validating three important measures on a 21-item instrument called
Trust Scales (T-Scales): trust o f the principal, trust of colleagues, and trust of the organization
(Hoy & Kupersmith, 1984, 1985). From these studies, highly significant results were established
between teacher trust of the principal and teacher trust of the organization (r = .69, p < .01) (Hoy
& Kupersmith, 1984). Their work also established a link between teacher trust and principal
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authenticity - described as a genuine desire to deal with staff honestly and accept mistakes
without manipulation (Hoy & Kupersmith, 1985). Since then, myriad studies have examined
trust in schools from different lenses to include school based trust consequences (Hoy, Tarter, &
Witkoskie, 1992; Tarter, Sabo, & Hoy, 1995; Tschannen-Moran, 2004), relational trust studies
emphasizing personal regard for others, competence, integrity, and respect (Bryk & Schneider,
2003; Kochanek, 2005; Seashore Louis, 2007), and reciprocal trust relationships (Coleman,
1990; Forsyth & Adams, 2004; Forsyth, Barnes, & Adams, 2006). The latter will be studied
heretofore as the third variable comprising academic optimism.
Building on trust research from noted organizational theorists working at Stanford
University (Mishra, 1996), Hoy and Tschannen-Moran (1999) posited that faculty trust of
parents and students involved the willingness of teachers, parents, and students to be vulnerable
given the confidence that the other party is benevolent, reliable, competent, honest, and open.
Given vulnerability as a necessary condition of trust, each of the five facets of trust are described
below:
•

Benevolent: The belief that one person or group of persons has honest intentions
and will not knowingly, or with malice, bring harm to the other individual or
group (Baier, 1986).

•

Reliable: The predictability of behavior over time given confidence that the
trusted person or group will work diligently to achieve a satisfactory result (Baier,
1986; Butler & Cantrell, 1984).

•

Competent: The ability to satisfactorily complete a task or project given a set of
specific standards, expectations, and deadlines (Mishra, 1996).
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•

Honest: Honesty refers to a person’s character, integrity, and authenticity and
includes the willingness to take personal responsibility for decisions and actions
without distorting the truth (Tschannen-Moran & Hoy, 2000; Hoy & TschannenMoran, 2003).

•

Open: Openness is most closely associated with the willingness to be vulnerable
to another person or group by sharing information and giving o f oneself (Butler &
Cantrell, 1984; Mishra, 1996).

Items from the Omnibus Trust Scale, developed by Hoy and Tschannen-Moran (1999)
provide a reliable and valid measurement for contemporary studies on faculty trust of parents and
students (Adams, 2008; Forsyth, 2008). Extant literature confirms trust as an important
dimension of organizational health. Specifically, faculty trust in parents and students make a
difference in student learning and undergirds school success (Adams, 2010; Adams & Forsyth,
2013; Forsyth et al., 2011; Goddard et al., 2001; Goddard et al., 2009; Tschannen-Moran, 2011;
Reeves et al., 2007).
In 2001, Goddard et al., conducted a study measuring faculty trust of clients on student
academic achievement in a sample of 47 urban elementary schools in the Midwest. Trust
measurements were captured from 452 teacher and 2,536 student responses and subsequently
aggregated to the school level for analysis. The school district provided achievement data in the
areas o f mathematics and reading from a mandated fourth-grade state assessment. Using
hierarchical liner modeling (HLM), results of this study confirmed that faculty trust was a
significant positive predictor of student achievement with the model explaining 81% of the
between-school variation in math and reading achievement among schools.
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In another study, Goddard et al. (2009) examined the relationship between faculty trust of
clients, student achievement, SES, and racial background to determine effects on student
achievement at the elementary level. Using a stratified random sample consisting of 78
elementary schools from the state of Michigan, surveys measured levels of trust between fourth
and fifth grade students and their teachers. Results were aggregated to the school level and
comparisons were made between levels of trust and students’ academic achievement on
statewide tests of math and reading. Using a path analysis, researchers developed four linear
regressions models: two predicting trust and two predicting achievement. As well, HLM
produced trust variants both within and between schools. Findings indicated strong, statistically
significant results between levels of trust and mathematics (0.39 SD) and marginally significant
results on reading (0.47 SD). Moreover, after controlling for prior achievement and trust,
poverty and ethnicity were not directly related to academic achievement. Therefore, researchers
concluded that faculty trust in students and parents mediated the relationship between SES and
academic achievement. This study confirmed a significant relationship between faculty trust of
clients and student achievement in math and reading.
In a recent study, Adams and Forsyth (2013) examined the main effects of trust as a
school level predictor of student academic achievement on mathematics and reading after
controlling for SES and prior learning. Researchers hypothesized that higher faculty trust would
correlate to an increase in students’ self-regulated learning, and these two variables would
explain variations in math and reading achievement. Using a subset of the Omnibus Trust Scale
(Hoy & Tschannen-Moran, 1999), the researchers collected data from 1,039 teachers and 1,648
students in 56 urban elementary schools in a Southwestern state. Comparisons were made
between reading and math achievement on a fifth grade state assessment. Prior achievement was
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also considered at the school level using state achievement results from third grade during the
2008-2009 school year. Analyses included a one-way random-effects ANCOVA which
estimated the net effect o f collective faculty trust on achievement measures, specifying free and
reduced lunch and prior achievement as a student level covariate; these analyses were grand
mean centered. A 2-1-1 multilevel mediation model estimated the mediating effects of self
regulated learning on faculty trust. Results confirmed a significant and positive effect with a
one point increase in collective faculty trust correlating to a .20 SD increase in math achievement
and . 18 SD increase in reading achievement. The relationship between faculty trust and self
regulated learning also demonstrated a significant and positive effect even when student
demographic characteristics were considered (Pi = .45, p < .01). Specifically, a 1 SD increase in
faculty trust resulted in .45 SD increase in self-regulation demonstrating the strong relationship
between collective trust and self-regulated learning. More and more, the research community
discovers links between variables that improve condition of schools for teachers and their
students.
Extant research demonstrates a significant and positive relationship between faculty trust
of parents and students and student achievement gains (Adams, 2010; Adams & Forsyth, 2013;
Goddard et al., 2001; Goddard et al., 2009; Forsyth, Adams, & Hoy, 2011). Studies that examine
faculty trust of clients contribute to the knowledge base on how properties of effective schools
impact teacher agency and improve student achievement.
Organizational Behavior
Organizational behavior refers to the cumulative actions, conduct, and protocol of
individuals who share a common work environment (McGuigan, 2008; Mohr, 1982; Organ &
Bateman, 1991). The study of organizational behavior has evolved over a 70 year period (Organ,
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Podsakoff, & MacKenzie, 2006; Owens, 1998) and provides a framework for the analysis of
specific patterns of behavior within an organizational setting (McGuigan, 2008; Mohr, 1982;
Organ & Bateman, 1991). Organizational behavioral theory shares common interests with other
disciplines like sociology, psychology, and political science in the study of human behavior and
the interaction of individuals and groups of individuals within the environment; however,
organizational behavior departs from other disciplines insofar as the study o f organizational
behavior focuses on actions that promote positive organizational outcomes as the primary
objective (McGuigan, 2008; Mohr, 1982; Organ & Bateman, 1991).
Theoretical framework of organizational behavior. The Industrial Age influenced the
historical development of organizational theory and behavior in public schools. By means of a
‘factory model’ design, existing principles of scientific management with autocratic style
supervision influenced decision-making in the earliest public schools (Owens, 1998). Thus,
managerial practices during the early 20th century revealed efforts on behalf of superintendents
to increase efficiency and normalize working standards while maintaining traditional
authoritarian leadership (Owens, 1998). The application of scientific management undergirded
by top-down hierarchical management with a deeply embedded bureaucracy continues to find
residence in many contemporary central office education facilities today (McGuigan, 2008).
In 1938, Barnard undertook one of the first formal studies of organizations. In doing so,
he conceptualized the essential nature of employee work groups as informally cooperating
toward a collective goal in a ‘bubbling up’ process (Owens, 1998). Unlike the perspectives of
his contemporaries who viewed organizations from an autocratic perspective, Barnard conceived
of organizations as microcosms of the larger corporation with a premium established on the
compatibility of workers within the workplace (Organ, 1997; Organ et al., 2006). He further
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posited that contractual obligations and material considerations could not sustain corporate
productivity in the long term. Instead, he theorized that the informal associations that grew from
extended cooperative work among closely affiliated employees provided the impetus necessary
for long-term productivity (Barnard, 1938; Organ, 1997; Organ et al., 2006). Thus, the
conceptualization of spontaneous cooperative behavior as fundamental to successful
organizational practices became an essential component of the study of organizational behavior
(DiPaola & Tschannen-Moran, 2001; Organ, 1988; Organ, 1997; Organ et al., 2006; Owens,
1998).
Empirical studies focused on member welfare within organizational groups and how
those affiliations supported both the employee as well as the organization (Organ, 1988; Organ
& Bateman, 1991). In this regard, many associated disciplines interested in group dynamics
such as industrial psychologists, sociologists, and political scientists developed new concepts
important to both organizational behavior and to administrative practices (Organ, 1998; Organ &
Bateman, 1991; Owens, 1998). Among those theorists was Mary Parker Follett who was
considered a pioneer in the human relations movement (Owens, 1998). Like Barnard who was
her contemporary, she viewed hierarchical, top-down, management as largely unproductive and
recommended that organizational control and communication be coordinated among various
levels of the organization in a more open and dynamic process; moreover, she posited that this
open and more horizontal management approach would enable various levels of the organization
to self-regulate in a reciprocating process (Owens, 1998). Her timely ideas about shared
ownership along with Barnard’s presuppositions about informal group structures within the
workplace eventually gave credence to, “the realization that human variability is an important
determinant of productivity” (Owens, 1998, p. 15).
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Roethlisberger and Dickson (1964), theorized about the importance of both formal and
informal patterns of behavior within the organization and how these patterns develop, grow, and
coexist as a requisite fabric within the organizational milieu (Smith, Organ, & Near, 1983).
Today, organizational behavioral theorists remain focused on the ways in which individual
employees and informal group members organize and behave, and more importantly, how these
dynamics manifest in organizational effectiveness (Mohr, 1982; Organ & Bateman, 1991; Organ
et al., 2006).
Organizations are complex social systems with human beings at the technical working
core (Katz, 1964; Senge, Cambron-McCabe, Lucas, Smith, Dutton et al., 2000). Successful
organizations evolve as open systems with input, through-puts, outputs and a feedback loop that
provides a means for self-correction (Katz, 1964; Senge et al., 2000). In 1964, Katz noted in a
comparison study of high-producing and low-producing clerical workers that one of the major
differences in production resulted from a high degree of cooperation among employees whereby
one employee would come to the aid of another in order to meet production quotas. This co
operation was often unsolicited and not mandated by an authority figure or by job description. In
other circumstances of high productivity, Katz noted that some employees were more noticeably
aware of the ecological environment within the organization and, for example, removed
obstacles from machines when it presented danger while other employees provided constructive
ideas for improvement of the organization when not contractually obligated to do so. Katz
(1964) surmised:
Within every work group in a factory, within any division in a government
bureau, or within any department of a university are countless acts of co-operation
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without which the system would break down. We take these everyday acts for
granted and, few, if any, of them form the role prescriptions for any job. (p. 133)
These studies concluded that as a social system, human variability exists in both
contractually prescribed and extra-role behaviors. Moreover, to maintain a robust technical core,
organizations should maintain: (a) a motivational basis for attracting and keeping employees, (b)
a means for supporting productive, dependable, and reliable in-role performance, and (c) a
system that supports spontaneous, or extra-role behaviors designed to achieve organizational
objectives (Katz, 1964). Likewise, Katz and Kahn (1966) surmised an organization is doomed to
failure when employees conform to the first and second criteria, but neglect the third. Katz and
Kahn (1966) summarized that these extra-role behaviors, characterized by a willingness to do
more than required by the formal job description, increased production and contributed
significantly to organizational effectiveness. These extra role behaviors, defined as innovative
and spontaneous activities which go beyond formal and prescriptive role expectations and help
achieve organizational objectives, would later be conceptualized and validated in empirical
studies as Organizational Citizenship Behavior (Bateman & Organ, 1983; Organ, 1988; Organ et
al., 2006; Organ & Bateman, 1991; Smith et al., 1983).
Organizational citizenship behavior. Organizational citizenship behaviors occur
spontaneously among faculty and staff and include voluntary, proactive behaviors that either
help other members of the organization or help improve organizational effectiveness. These
behaviors reach beyond essential job descriptions and occur without expectation for
compensation. As described, organizational citizenship behaviors include voluntary, proactive
behaviors performed by employees to directly assist other members of the organization, or to
help in the overall effectiveness of the organization. These supportive and helping behaviors fall
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outside of the employees’ contractual obligations and beyond expectations of immediate
supervisors (DiPaola & Tschannen-Moran, 2001; Bateman & Organ, 1983; Organ et al., 2006).
Bateman and Organ (1983) developed the first measurement of OCB in a study
comparing job satisfaction to employee “citizenship” behaviors. Defined as informal employee
behaviors that, in the aggregate, improve organizational effectiveness, but for which formal
compensation or reward cannot be provided nor elicited by contractual obligations (Organ, 1988;
DiPaola & Hoy, 2005a; DiPaola et al., 2004; DiPaola & Tschannen-Moran, 2001), the original
30-item OCB measure provided a way to initially investigate informal work behaviors. Items
measured a variety of employee behaviors to include compliance, dependability, altruism,
cooperation, criticism, and waste among other characteristics (Bateman & Organ, 1983; Organ,
1988). Moreover, results indicated that job satisfaction strongly and positively associated with
measures of OCB. This outcome suggested that citizenship behaviors associated more closely
with job satisfaction as measured by the Job Descriptive Index than job performance (Bateman &
Organ, 1983; Smith et al., 1983). The distinction between these associations was important since
job satisfaction directly related to employee responses to the work environment, whereas job
performance, as a task-oriented response, more closely associated with knowledge, skills, and
ability (Organ et al., 2006; Organ & Ryan, 1995; Smith et al., 1983). Currently, strong empirical
evidence exists that positively links OCBs to organizational effectiveness and group level
performance (Graham, 1986; Organ & Ryan, 1995; Smith et al., 1983). Implications for
Principal Support (PS) and teacher participations in OCBs as a means for improving
organizational effectiveness are discussed later in this chapter.
Because correlations in Bateman and Organ’s (1983) original OCB measure did not pass
the test of spuriousness, Smith, and her colleagues (1983), developed a second measure. Their
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items loaded into two distinct factors—altruism and generalized compliance. Considered a
charitable behavior towards another individual, the quality of altruism refers to selfless action
directed at helping another person in a simple, spontaneous gesture of good will (DiPaola &
Hoy, 2005a; DiPaola & Tschannen-Moran, 2001; Organ, 1988; Smith et al., 1983; Organ et al.,
2006). Notably, acts o f altruism may depend on mood states, internalized norms, personality
factors, or other organizational variables like cultural norms within the environment (Hebb &
Krebs, 1971; Organ et al., 2006).
Whereas the first factor, altruism, is considered a helping behavior directed at an
individual, the second factor, generalized compliance, is related to conscientious toward the
organization (DiPaola & Tschannen-Moran, 2001; Organ, 1988; Smith et al., 1983; Organ et al.,
2006). Generalized compliance behaviors present as a form of courtesy toward the collective
organizational group through cooperation with conventional protocols like arriving to meetings
on time and informing others of an impending absence (DiPaola & Tschannen-Moran, 2001;
Organ, 1988; Smith et al., 1983; Organ et al., 2006). The results indicated two separate classes
of citizenship behaviors altruism, or helping individuals, and generalized compliance, or
demonstrating conscientious towards the organization (Smith et al., 1983).
The study of organizational citizenship behaviors in a variety o f organizations is well
established as a means to improve organizational effectiveness, increase production, enhance
social contexts, and improve overall job satisfaction (Organ & Ryan, 1995; Smith et al., 1983).
The following discussion communicates the historical progression of organizational citizenship
behaviors from businesses to school settings, the development of a new OCB measure for
schools, and a discussion of empirical research that demonstrates a strong and positive
correlation between OCB and student achievement.

40

Organizational citizenship in schools. In 2001, DiPaola and Tschannen-Moran
developed and validated a scale to measure organizational citizenship behavior in schools using a
pair of sample studies that compared OCB to the climate of the school. Participants in the first
study sample included 664 teachers from 16 elementary, 10 middle, and 16 high schools in Ohio
and Virginia. Participants from the second study sample included 1,210 teachers from diverse
geographic regions across the state o f Ohio. Following three comprehensive panel reviews,
DiPaola and Tschannen-Moran field tested a 16-item measure adapted from Smith et al. (1983)
in 18 public schools. Analyses resulted in a new 15-item measure using a 4-point Likert scale
called Organizational Citizenship in Schools Scale (OCBSS). From the first sample, an analysis
using Principal Axis Factoring resulted in one strong and stable factor with an eigenvalue of
10.01 explaining 67% of the variance; reliability measured .96. In the second sample, Principal
Axis Factoring also revealed one strong factor with an eigenvalue of 5.43 accounting for 36% of
the variance; reliability measured .87. DiPaola and Tschannen-Moran (2001) confirmed that
organizational citizenship behaviors in schools comprise one-dimension. Explaining the
variation in factor structures between businesses and schools, researchers concluded that, “The
distinction between helping individuals and furthering the organizational mission is blurred,
because the mission is synonymous with helping people” (DiPaola & Tschannen-Moran, 2001, p
442).
Organizational citizenship behaviors (OCB) in schools consistently correlate with
increases in academic achievement after controlling for socioeconomic status (Bums & DiPaola,
2013; DiPaola & Hoy, 2005a; Messick, 2012; Tarter & Cooper, 2011; Wagner & DiPaola,
2011). For example, in 2004 Jurewicz demonstrated a strong and positive correlation between
OCB and student achievement in a sample of 82 Virginia middle schools using results from 8th
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grade state assessments in the area of mathematics (r = .35, p < .01) and English (r = .35, p <
.01). Even after controlling for socioeconomic factors, a positive correlation between OCB and
achievement was measured in English (p = .22, p < .05) although not in mathematics. DiPaola
and Hoy (2005a), in a study of 97 public high schools, found a strong positive correlation
between faculty OCB and student achievement even after controlling for SES using state
assessment measures from math (partial r = .30, p < .01) and reading (partial r = .28, p < .01).
In a later study comparing organizational justice, OCB, and student achievement, Bums and
DiPaola (2013) also found a positive and significant relationship between measures of OCB and
student achievement on statewide exams in Biology and Reading at the high school level in a
sample of 35 Virginia schools. Confirmed at all three school levels, the correlation between
OCB and achievement is strong and positive (DiPaola et al., 2004).
More recently, extant research supports the strong and positive correlation between
measures of faculty OCB and other important constructs that make a difference for student
achievement like academic optimism (Wagner, 2008; Wagner & DiPaola, 2011), collective
teacher efficacy (CTE) (Jackson & DiPaola, 2011; Tarter & Cooper, 2011), and trust (see
Tschannen-Moran, 2004). For example, in a study of 1,218 faculty from 36 Virginia high
schools, Wagner and DiPaola (2011) found a strong, positive correlation between OCB and
academic optimism (r = .87, p < .01) even when controlling for SES (partial r = .83, p < .01).
Similarly, Tarter and Cooper (2011), in a study of 45 high school in Alabama measured the
effects of OCB and CTE on student achievement and school effectiveness. Results were varied
but indicated a moderate correlation between OCB and student achievement on mathematics
exams (p = .21, p = .06), with 59% of the variance explained by OCB and SES (adjusted R2 =
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-59, p <01). OCB did not correlate to reading achievement in this study. However, OCB did
make a strong and positive contribution to school effectiveness (P = .44, p < .01).
Indeed, correlations between OCB and other critical school level variables have been
confirmed at the elementary and secondary level. In a study of 35 urban elementary schools in
Virginia by Jackson and DiPaola (2011), OCB and collective teacher efficacy were compared to
students’ academic achievement in math and reading using third and fifth grade scaled scores
from Virginia state assessments. Results demonstrated strong positive correlations between
OCB and each achievement measure when the effects of SES were excluded from the analyses:
grade-3 math and reading (r = .61 »P< .01 and r = .47, p < .01, respectively) and grade-5 math
and reading (r = .58, p < .Oland r - .55, p < .01, respectively). After controlling for the effects
of SES, significant effects were measured between OCB and achievement in the areas of
mathematics, grade-3 and grade-5 (partial r = .50, p < .01 and partial r - .33, p < .01,
respectively) and reading, grade-5 (partial r =.41 ,P < .05). Moreover, simple regression models
confirmed OCB as a significant predictor of student achievement on grade-3 mathematics
assessment (p = .41, p < .01) and grade-5 mathematics and reading assessments (p = .33, p < .0
and p = .31, p < .05).
Extant research demonstrates strong positive correlations between organizational
citizenship behaviors and student academic achievement. When measured independently and as
correlates, organizational citizenship behaviors also positively associate with academic
optimism, collective teacher efficacy, and other important school level outcomes that make a
difference for student achievement (Bums & DiPaola, 2013; DiPaola & Tschannen-Moran,
2001; Kirby, 2009; McGuigan & Hoy, 2006; Messick, 2012; Wagner, 2008). As such, the
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cultivation of organizational citizenship behaviors in schools is increasingly considered an
important lever for school change.
Principal Support
In this era of high stakes accountability, principals are pivotal leaders who must improve
the quality of education within the school building to ensure students learn (DiPaola &
Tschannen-Moran, 2003). Since NCLB (2002), school leaders have tackled new and urgent sets
of challenges as reports from Annual Yearly Progress (AYP) highlight an increasing number of
failing schools (McNeil, 2011). In 2007, more than 28% of schools failed to meet minimum
standards as defined by AYP; only a few years later in 2011, 38% of schools failed to meet AYP
standards. Secretary of State, Arne Duncan, urged Congress to reconsider the law citing that up
to 82% of schools could fail to meet AYP by year’s end (McNeil, 2011). NCLB (2002)
underscores that 100% of students must attain minimum proficiency by 2014 - 2015, or schools
may face penalties as severe as school restructuring or shut down. Although 43 states and the
District of Columbia currently have been granted waivers, three states have had the waivers
labeled “high risk” - Arizona, Kansas, and Oregon—and the state of Washington has had the
waiver revoked (Klein, 2014). National and state policies regarding accountability put the
technical core of the school on the front lines, hand in hand with the principal, as educators lead
the charge to improve teaching and learning.
The leadership of the principal provides a critical lever in producing a school
environment that maximizes student achievement through the intentional support of teachers
(DiPaola, 2012; Leithwood & Jantzi, 2008; Littrell & Billingsley, 1994). Teachers need
professional and personal support to navigate the demands of accountability with specialized
needs of students in their classroom (DiPaola & Tschannen-Moran, 2003; Littrell & Billingsley,
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1994). When principals demonstrate support in the form of genuine concern and professional
feedback teachers become more committed to their students and school (Rosenholtz & Simpson,
1990). Moreover, when principals provide opportunities for shared leadership responsibilities,
they empower teachers to embrace the vision of the school as a resourceful learning community
(Bizar & Barr, 2001; Kruger & Scheerens, 2012; Senge et al., 2000). In fact, principals have the
strongest effects on the organizational system when they foster a climate of high expectations for
teaching and learning (Edmonds, 1979), acknowledge student and teacher progress toward
collective goals (Hoy & Feldman, 1987), and organize the workplace to optimize conditions for
student achievement (Leithwood & Jantzi, 2008; Robinson, Lloyd, & Rowe, 2008). Extant
research demonstrates that effective principal leadership occurs through the development of: a)
goal setting, b) organizational structure c) social networks, and d) individual people (Hallinger &
Heck, 1996). These criteria are supported in the construct of principal support (DiPaola, 2012).
Social Support. Before the conceptualization of principal support in schools, House
(1987) reported on the condition of social support in the workplace and the consequences for
employee stress and health. Conceptualized as social psychological phenomena, social support
functions reciprocally and is subject to the social structures within the workplace (House 1987).
Thus, insofar as the workplace provides conditions for social support - social integration, social
networks, and functional content - House (1987) reported that myriad studies across several
disciplines demonstrated, “evidence that social support can reduce morbidity and mortality,
lessen exposure to psychological stress... and buffer the impact of stress on health” (p. 136). To
this end, House (1987) argued that social integration, as opposed to social isolation, results in
aggregated health benefits for workers. As well, House (1987) argued that social networks often
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emerge quite naturally from social relationships in the workplace; however, both properties are
necessary preconditions for social support.
Explicated in his theory of social support, House (1981) conceptualized four distinct
dimensions of support: emotional, instrumental, informational, and appraisal as described below:
•

Emotional Support: demonstrating care, empathy, love, and trust.

•

Instrumental Support: helping behavior designed to assist another in
accomplishing a task or achieving a goal.

•

Informational Support: offering information designed to help another build skills,
cope with personal circumstances, or resolve environmental problems.

•

Appraisal Support: offering information that enables self-reflection and/or
reflection on a job performance.

These four dimensions were further qualified into to two larger categories described as
affective support and objective support. House (1981) considered emotional and instrumental
support a measure of affective sentiment. Affective support, he argued, provided a powerful
shield against the influence of stress in the workplace (House 1981, 1987). Informational and
appraisal support, on the other hand, were conceptualized as types of objective support and not
associated with affect. All four support measures correlated to job satisfaction in extant
literature (House, 1981).
Principal Support Questionnaire (PSQ). Littrell et al. (1994), was the first to extend
House’s (1981) theory on social support to principal support of teachers in public schools. In a
quantitative study comparing general and special education teacher perspectives o f principal
support, Littrell et al. (1994) sampled 385 special education teachers, 313 general education
teachers, and 106 principals from the state of Virginia. Adapting the original survey to address
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school related variables, new items addressed the extent and importance of principal support,
levels of stress, job satisfaction, commitment to teaching, personal health, and intent to remain in
the teaching profession. The revised 40 question survey, renamed the Principal Support
Questionnaire (PSQ) was distributed to teacher-principal dyads at the elementary and secondary
level later analyzed.
Findings from chi-square analyses confirmed statistically significant differences in
principal responses when compared to teacher responses (p < .05). In general, principals rated
their levels of support for teachers as higher than teachers’ perceptions of principal support.
Additional analyses confirmed House’s position that emotional support was most important in
the workplace. Both general and special education teachers ranked emotional support higher
than all the others. Littrell et al., (1994) suggested, “Principals who are honest and
straightforward, allow teacher’s input into decisions about school matters, show concern for their
students and program, and promote a sense of importance are especially gratifying and
reinforcing to teachers” (p. 306). Closely related, appraisal support measured second highest
among the four dimensions. These items measured principal trust in teacher decision-making
and principal feedback of teacher performance. Teachers ranked instrumental support as third
most important; this type of support was conceptualized as direct help with discipline problems,
parent resolution, and the provision of resources and materials. Informational support, while
considered important overall, ranked lowest among the types of support. This type of support later re-conceptualized as professional support to better capture the meaning in schools included opportunities to take classes or attend workshops and providing assistance with legal
policies. This study confirmed that higher levels of principal support correlated to increased job
satisfaction, school commitment, better health, and teacher attrition.

47

Researchers have looked for ways to empirically associate the role of the principal with
increased student performance in the classroom for decades (Hallinger & Heck, 1998; Waters,
Marzano, & McNulty, 2003; Scheerens & Steen, 2002). To this end, several important meta
analyses have been conducted to capture to the relationship between principal leadership and
school effectiveness. Although principals undoubtedly influence the normative and collective
capacity of a school (Hoy & Miskel, 2005), early meta-analytic research confirmed that a
principal’s effect on student achievement was measurable, but indirect (Hallinger & Heck,
1996). Later, Waters et al. (2003) reviewed 5000 articles over a 30-year period and confirmed a
positive and significant correlation between principal leadership and student achievement with
an average effect size of .25. Researchers confirmed through quantitative student achievement
data on norm-referenced assessments and teachers perceptions of leadership that an increase in
leadership by 1 SD correlated to an average increase in student achievement from the 50th
percentile to the 60th percentile (Waters et al., 2003). More and more, empirical research
demonstrates the positive effect principals have on student performance.
Principal support scale. Principals affect the quality o f a school through the intentional
support of teachers, both personally and professionally (Cagle, 2012; DiPaola, 2012; Littrell et
al., 1994; Tindle, 2012). Through actions and decision-making, principals impact the quality of
a school’s environment and influence the normative and behavioral actions of its members
(Kowaski & Hermann, 2011). Effective principals support teachers through open and friendly
communication and expressions of genuine concern (DiPaola & Hoy, 2005a). Supportive
principals also provide teachers opportunities for professional growth through specific feedback
on performance and meaningful staff development (Littrell et al., 1994). Principal support is
positively and significantly related to teacher performance (DiPaola, 2012; Littrell et al., 2012).
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More specifically, principal support effects teachers’ commitment to the school, stress level,
work satisfaction, and attrition rate (DiPaola, 2012; Littrell et al. 1994). A closer look at the
meaning and measure of principal support in schools follows.
To extend research in the area of principal support, DiPaola (2012) investigated the
constitutional and psychometric properties of the PSQ developed by Littrell et al. in 1994.
Findings from the initial investigation indicated weak reliabilities among the four dimensions.
Moreover, many items from the initial investigation were designed to capture the relationship
among principal support and special education teachers. In order to be useful on a large scale,
many items needed to be reworded and subjected to additional statistical analyses. Following an
initial pilot study with a sample size of 119 teachers from Virginia, factor analyses confirmed
four factors with much stronger reliabilities (DiPaola, 2012). As well, a reduction analysis
resulted in a new and more parsimonious measure that included 16-items (See Chapter 3). The
new 16-item measure loaded strongly under two dimensions: expressive support and
instrumental support. The first factor included eight items, four each from emotional and
professional support. The second factor also included eight items, four each from instrumental
and appraisal support. The new Principal Support Scale was confirmed as reliable and valid
measure with strong constitutive properties.
Since then, two known studies have investigated principal support (Cagle, 2012; Tindle,
2012). The first study compared the relationship between principal support and organizational
citizenship behaviors to student achievement using a sample of 1281 participants from 34 high
schools in Virginia (Tindle, 2012). Achievement measures from Virginia Standards of Learning
assessments in the areas of Biology. Algebra II, English 11 Reading and World History 1
provided achievement scores. These data were compared to levels of principal support and
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participation in organizational citizenship behaviors. Results confirmed a significant and
positive effect between measures of expressive support and organizational citizenship behaviors
(r = .41, p < .01) and measures of expressive support and instrumental support (r = .80, p < .01).
However, no significant relationship was found between measures of principal support and
student achievement in this investigation.
In the second study, Cagle (2012) investigated principal support in the context of change
orientation. The sample for this investigation consisted of 34 secondary schools from diverse
regions in the state of Virginia. Results supported a significant relationship between
instrumental support and faculty openness to change (r = .35, p < .05). Strong and significant
relationships were also found between expressive support and the faculty’s openness to change (r
= .75, p < .01) and instrumental support and the faculty’s opens to change (r = .67, p < .01).
Faculty openness to change initiatives proposed in the community was significantly correlated to
the principal’s levels of expressive support (r = .44, p < .01), but did not correlate to instrumental
support (r = .25, n.s.) in this study. Studies that investigate principal support will no doubt
continue to provide meaningful results from which effective leadership practices will emerge.
Summary
No Child Left Behind (2002) ushered a sense of urgency among public schools to
increase student achievement or become subject to onerous consequences. As a result, principal
and teacher responsibilities have become increasingly more complex and demanding than ever
before. Teachers depend on principals to provide a climate conducive to teaching and learning
coupled with support to meet contemporary challenges. Principals depend on teachers to go the
extra mile with students and colleagues to support a strong and stable learning community in
spite of limited resources. Trust among stakeholders within the school and community has
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become a necessary ingredient for global school improvement initiatives to include higher levels
of student achievement. Certainly, interdependency among key stakeholders is a necessary
requisite for effective schools today.
This study reviewed three important school level variables, measured separately and as
correlates, that consistently and positively associate with student achievement - efficacy, press,
and trust. These important correlates, when studied together, dynamically and reciprocally
interact comprising a second order variable referred to herein as academic optimism. Academic
optimism has been closely associated with student achievement even when controlling for
socioeconomic status, prior learning, and other indelible factors associated with urban living
(Beard et al., 2010; Hoy et al., 2006; Kurz et al., 2007).
Like academic optimism, organizational citizenship behaviors have been closely
associated with students’ academic achievement among other important school level variables
that make a difference in student learning.
Principal support matters to teachers and affects the school climate. Climate variables,
which are closely tied to principal support, have been positively associated with student
academic gains (DiPaola & Tschannen-Moran, 2001; Wagner, 2008).
A sound connection between each of these school level variables that impact student
achievement exists in extant literature and provides impetus for continued examination of these
constructs at the teacher level. The findings from this study may provide hope and direction for
school leaders and researchers in support of sustainable changes that improve student learning
while supporting the development o f teacher agency.
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CHAPTER THREE
Methodology
This chapter establishes the design and methodology of this study and includes specific
information about participants, instrumentation, procedures, and data analysis. Chapter three
concludes with a review of ethical considerations related to this study.
Introduction
This study intends to build upon the current research base for individual academic
optimism through a study of its relationship to individual organizational citizenship behavior and
principal support in elementary schools nationwide. Understanding the relationships between
individual academic optimism, individual organizational citizenship behavior in schools, and
their possible connections to principal support emphasize the importance of supporting the
social-emotional and cognitive milieu of schools while improving organizational effectiveness.
Research Questions
The following research questions will guide this investigation on the impact of individual
academic optimism on participation in organizational citizenship behaviors and also account for
the effect of principal support as a moderator variable between the independent variable and
outcome variable.
1. What is the relationship between the organizational citizenship behavior of classroom
teachers and individual academic optimism?
2. What is the relationship between principal support and individual academic optimism?
3. What is the relationship between the organizational citizenship behavior of classroom
teachers and principal support?
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4. To what extent does organizational citizenship behavior and principal support influence
individual academic optimism of elementary school teachers?
Method
This study will examine the magnitude and direction among three variables: individual
academic optimism, individual organizational citizenship behavior, and principal support. To
this end, a set of three surveys will be randomly distributed to a sample of public school
elementary teachers in the United States. Thereafter, data will be collected and analyzed using
both correlational and regression analyses. Results, along with their implications for educational
research and practice will be discussed in later chapters.
Participants. The target population for this study includes public school elementary
teachers in the United States who instruct students in grades kindergarten through five. The most
recently published report from National Center for Education Statistics (NCES, 2010) indicates
that elementary teachers from grades kindergarten (K) through five (5) comprise a population of
1,758,169 employees in public schools across the United States. Using these data and an online
sample size calculator (Raosoft®), the representative sample size for this study will be 385
participants when using a 95% confidence level with a 5% margin of error. Participants will be
selected at random from a database utilizing the services of a professional educational research
firm, Agile Education Marketing. Specific information about participant selection and
methodology will follow later in this chapter.
Of special note, careful design considerations must be employed in advance of a study in
order for a research sample to provide useful information about the characteristics of a larger
population. For example, adequately sized samples allow researchers to confidently make
statistical inferences that reflect the target population (Suresh & Chandrashekara, 2012).
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Conversely, using too few participants may result in an underpowered study and relegate the
results not useful. As standard protocol, many academic research designs set the significance
level at .05 indicating that there is a 5% chance of incorrectly finding a difference where one
does not actually exist (Gall, Gall, & Borg, 2007; Kiess & Green, 2010). When appropriate, this
academic research design will utilize a 95% confidence level. Thus, the sample size of 385
participants reflects sufficient size to adequately represent the population without risk of a Type
II error.
To further strengthen the research design, this study will use random selection of
participants from an accessible population. Random selection has the highest degree of
generalizability when compared other designs (Gall et al., 2007). In this regard, a national
research firm, Agile Education Marketing, will assist in the random selection of public school
elementary teachers for participation in this study. Currently, Agile Education Marketing has a
national database list of email addresses for 1,301,347 public school elementary teachers in the
United States ('http://www.agile-ed.com). Additionally, Agile Education Marketing reports a
current return rate of 5% (C. Davis, personal communication, 09/6/2013). Therefore, the total
number of participants needed to obtain a representative sample of this population is 7,160
elementary school teachers. To meet this goal, the researcher in collaboration with Agile
Marketing’s EdConnect™ Database system will randomly select and then send a request for
participation to 7,160 public school elementary teachers instructing students in grades K-5
nationwide. To strengthen representation from different settings, the database will concurrently
select a stratified sample of 2,131 teachers from urban communities, 2,847 teachers from
suburban communities, and 2,182 teachers from rural communities. Thus, selection of teachers
from among K-5 instructional placements and geographical settings will be proportional.
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Random sampling is an efficient means of selecting participants from a large accessible
population (Gall et al., 2007). Moreover, research designs that utilize stratified random sampling
have a greater chance of representing the larger population (Kiess & Green, 2010).
Agile Marketing collects, categorizes, and then codes specific localities using data from
the National Center for Education Statistics (C. Davis, personal communication 3/26/2015).
According to Agile Marketing, an urban category is defined as any territory inside an urbanized
area and within a principal city. This description includes urban centers with populations over
250.000 (large city), less than 250.000 but over 100,000 (midsize city), and less than 100,000
(small city). The suburban category includes any territory outside a principal city and inside an
urbanized area with a population over 250,000 (large suburb), less than 250,000 but greater than
100.000 (midsize suburb), and less than 100,000 (small suburb). Unlike NCES, Agile Marketing
combines rural and town locale types and describes them according to their distance from an
urbanized center. Towns and rural communities closer to urbanized areas are described as fringe
communities, whereas those much further away from an urbanized center are described as
remote communities. These classifications were used to randomly select teachers from among
the population.
Instrumentation. This study will employ the use of three instruments to measure the
extent o f the relationships among individual academic optimism, individual organizational
citizenship behavior, and principal support among elementary public schools teachers
nationwide. The discussion begins with a description of the reliability and validity of two of the
three scales, individual academic optimism and principal support. The discussion concludes with
a description of a field test that details the procedures for the refinement of a new measure,
individual organizational citizenship behavior.
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Individual academic optimism scale. Beard and colleagues (2010) recently measured
and validated an individual academic optimism scale comprised of 11 items addressing three
first-order latent variables: teacher efficacy, academic press, and teacher trust of students and
parents (Beard et al., 2010). This scale, the Teachers Academic Optimism Scale -Elementary
(TAOS-E) measures the interaction of three, first-order latent variables efficacy, press, and trust;
together the items comprise the second-order latent variable, individual academic optimism
(Beard & Hoy, 2009). The TAOS-E is comprised of two sections. One section uses a five point
Likert scale ranging from 1(Strongly Disagree) to 5 {Strongly Agree) to measure academic press
and trust. Sample scale items related to academic press include,
•

I ask students to explain how they get their answers

•

I press my students to achieve academically

Sample scale items related to trust include,
•

I trust the parents of my students,

•

I have confidence in my students

The second section includes three items related to teacher efficacy and were administered on a
five point Likert scale ranging from I {Nothing) to 5 {A Great Deal). To account for academic
optimism at the individual level, the three items that comprise teacher efficacy were adjusted to a
nine point scale in the analysis. These items included:
• How much can you do to get students to believe they can do well in school work?
• To what extent can you craft good questions for your students?
• How much can you do to get children to follow classroom rules?
As a refinement of the initial academic optimism scale (Woolfolk Hoy etal., 2008),the more
recent measure presented with stronger reliabilities to include .713 academic emphasis, .793 trust
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in students and parents, and .730 teacher efficacy. Moreover, researchers employed goodness of
fit statistics comparing the first and second measure; after several iterations, the second measure
presented as a stronger, more reliable indicator of academic optimism using several statistical
comparisons of fit (X 2, RMSEA, NNFI, and other comparison of fit statistics). Finally, all
factor loadings for the second, more recent measure of individual academic optimism measured
significantly (Beard et al., 2010). Thus, the refined measure of individual academic optimism
more reliability addresses each of the three first-order constructs, efficacy, press, and trust.
Construct validity is also very strong on all scale items such that, when factor analyzed, all items
aligned with the theoretical framework initially utilized for their development.
Principal support scale. Using a 16-item measurement, the Principal Support Scale
(DiPaola, 2012) assesses to what degree a principal supports his/her teachers; it consists of two
general principal support characteristics, expressive and instrumental. Items are measured using
a six point Likert scale that ranges from 6 (Strongly Agree) to 1 (Strongly Disagree). The first
factor, a measure of expressive support, refers to a teacher’s perception of the amount of
professional and emotional assistance a principal provides. Sample items on the Principal
Support Scale related to expressive support include, “My principal gives me a sense of
importance that I make a difference” and “My principal gives me undivided attention when I am
talking.” The second factor, instrumental support, refers to teachers’ perception of the amount of
time, resources, and feedback a principal provides related to the task of teaching. Sample items
on the second factor of the Principal Support Scale related to instrumental support include, “My
principal provides adequate planning time,” and, “My principal offers constructive feedback
after observing my teaching.” The reliabilities of both factors, expressive and instrumental, are
very high (.95).
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Researchers agree that Cronbach’s Alpha provides a good measure of internal
consistency reliability although some disagreement exists regarding the minimum reliability
measure required (Ferketich, 1991; Lance, Butts, & Michels, 2006). Regarding the Principal
Support Scale, Cronbach’s Alpha measured .94 for emotional support, .93 for appraisal support,
.88 for instrumental support, and .87 for professional support. Moreover, the cumulative
variance of all 16 items, eight for each of the two factors, is 79.95%. Construct validity is also
very strong on all scale items such that, when factor analyzed, all items aligned with the
theoretical framework utilized for their development (DiPaola, 2012).
Individual organizational citizenship scale. One purpose of this study was to examine
individual teachers’ organizational citizenship behavior. To date, organizational citizenship
behaviors have only been measured and validated at the collective level with the unit of analysis
at the school level (DiPaola & Tschannen-Moran, 2001). While existing organizational
citizenship behavior scales have strong reliability and validity at the elementary, middle, and
high school levels (Bums & DiPaola, 2013; DiPaola & Tschannen-Moran, 2001; DiPaola et al.,
2004; Wagner, 2008; Wagner & DiPaola, 2011), a study of individual organizational citizenship
behaviors has yet to be reliably measured and validated. Therefore, to measure individual
organizational citizenship behavior, the researcher developed a scale and conducted a pilot study
to measure the scale’s reliability and validity.
First, a thorough review of items used at the collective level served as the framework for
development o f the teacher organizational citizenship scale. To this end, a review of the 15-item
scale from the Organizational Citizenship Behavior in Schools Scale (DiPaola & TschannenMoran, 2001) and the 12-item scale from the Organizational Citizenship Behavior Scale
(DiPaola et al., 2004) served as a foundation for the initial development. Second, to ensure the
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new instrument focused on the individual teacher, items from the seminal scales were reworded,
(e. g., “I begin class promptly...” rather than “The teachers in this school begin class
promptly...”). Third, an additional literature review revealed another scale with seven individual
OCB items embedded among 59 total items, Teachers ’ Belief Survey developed by Kurz et al.
(2008). These items had construct validity and included specific helping behaviors directed at
assisting other teachers as well as actions that help the organization like, “I volunteer to mentor
and assist new teachers,” and “I serve on committees in my school.” Therefore, these seven
items related to concept of individual OCB were adapted and included as part of the survey.
Finally, using the conceptual framework of OCB described heretofore and input from experts in
the field, three new items were written and included as part of this measure. A total of 26 items
were provided to a content expert for feedback and review. Using the feedback provided, the
scale was adjusted from 26 items to 25 items and included some of the following examples:
•

I am available to meet with parents, colleagues, and administrators after contract hours.

•

I volunteer to sponsor extracurricular activities.

•

I introduce myself to substitutes and assist them.

•

I use planning time to assist students who need extra help.
Given the similar factor structure and corresponding psychometric properties, the new

measurement scale was expected to provide a valid and reliable measure of organizational
citizenship at the individual level.
Next the instrument was field tested. Participants for the field study included a
convenience sample of 151 professional teachers from public schools in southeastern Virginia
and willing graduate students taking a leadership course at a local university nearby. All
prospective respondents were offered the opportunity to participate, advised of their anonymity,
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and informed the right to exit participation at any time. In total, 108 participants completed the
survey resulting in a response rate of 72%.
Following the distribution and subsequent collection of surveys, data were entered into a
statistical analysis software package to determine the usability of the instrument. A total o f 108
responses were submitted to a principal component analysis as a data reduction technique and to
determine correlated variance among the items. To this end, statistically significant items each
having eigenvalues above 1.0 loaded under nine principal components; these items accounted for
65% of the total shared variance. Among the nine principal components factors, two each of the
nine components were considered for inclusion in the revised scale.
In addition, using Cronbach’s Alpha, a full internal consistency reliability analysis was
conducted using the same statistical analysis software package to determine whether the new
scale items reliably measured individual organizational citizenship behavior among teachers. In
this regard, the analysis determined that 69% of the shared variance of the composite score was
related to true score variance, or internally consistent reliability variance. Moreover, results from
the Cronbach’s Alpha Based on Standardized Items measured .711 for reliability statistics.
According to researchers and statisticians, minimum criteria for internal consistence reliability
are .70 for new scales (Ferketich, 1991; Lance et al., 2006). Given this, the individual
organizational citizenship scale meets minimum requirements expected for reliability.
Demographic dimensions. Six additional items were developed to capture important
demographic dimensions of teachers participating in this study. Each o f these questions required
a forced choice response. For example, one item queried, “The majority of your public school
teaching experience has been in which grade levels?” Teachers may have responded a) K-2,
indicating a majority of their teaching experience in the primary level, b) 3-5, indicating a

60

majority of teaching experience at the upper elementary level, or c) Other, indicating a majority
of teaching experience in other areas at the elementary level. The remaining five demographic
items follow:
•

What grade level is your current teaching assignment?

•

How many years have you been teaching in a public school setting?

•

Which best describes the school setting where you currently teach?

•

Is your current principal new to your school this year?

•

Does your teacher's union allow- for collective bargaining within your state?

Some demographic items require qualification for specific use in this study. First,
teachers self-selected their school locality as urban, suburban, or rural. Notably, teachers may
have selected an answer choice to a locality that did not specifically align with the descriptors
characterized by Agile Marketing in the random sampling process. Second, teachers were asked
to select whether their principal was new to the school this year. This question was designed to
determine whether the teacher was familiar with the common practices, dispositions, and
behaviors of the principal assigned to their school building. Thus, additional information about
the principal’s years of service within the school, school district, or the locality were not
included as part of this study. Finally , teachers and other school employees in more than 30
states nationwide have the right to join an educational union (Russo & Raisch, 2012). Teachers
who join educational unions elect representatives who negotiate with school boards for specific
terms and conditions o f employment in a process called collective bargaining. The item about
collective bargaining was designed to establish whether teachers with rights to union
representation respond differently to the variables in this study than teachers without these rights.
Additional information about the working conditions or other organizational variables associated
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with teachers who belong to a union versus those who do not belong to a union were not
considered in this study.
Data Collection. Data collection for this study will occur as an online submission. In
this regard, a national marketing firm, Agile Education Marketing, will contact via email 7,160
potential participants identified as public school elementary education teachers in grades one
through six within the United States. The initial email request will include important
information related to the purpose of the study and obtain informed consent. More specifically,
the initial email will include a description of the study and how the results will be reported.
Participants will be assured o f their anonymity to include notice that all of their responses will
remain completely separate from their identity. Moreover, participants will be informed that
involvement is completely voluntary, and they may chose to leave any question unanswered or
stop participation at any time. Finally, participants will be informed that no harm or potential
risks will come to them as a result of involvement in the study. To obtain informed consent,
participants will be asked for an online signature to demonstrate agreement with the terms of the
survey and to acknowledge voluntary participation. After an online signature is registered,
participants will receive an email containing a link to the online survey. Within one week of the
initial contact, a follow up email will be sent to participants as a reminder to those who may not
have completed the survey to finalize their submission. A second follow up email will be sent
approximately two weeks thereafter reminding participants to complete the survey. The survey
will remain open for approximately 10 weeks from the time of initial contact with participants.
A bi-weekly email reminder will be sent to participants during the duration of the study.
As an incentive to teachers offering to complete the survey, a compilation of previously
published hands-on math activities for the elementary classroom will be offered to those who
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complete the survey. To this end, a 135 page math resource pack including activities in the area
of measurement, fractions, math games, and classroom posters will be automatically populated to
teachers upon submission of the completed survey. This math package was specifically designed
for use with this project and donated by Jamie Riggs, a veteran public school math teacher and
the creator of Miss Math Dork ©. Participants will automatically be redirected to the free
resource materials upon completion of the survey. Moreover, participants who complete a
survey will have the option to be entered into a drawing to win one of three $50.00 Visa gift
cards. Upon completion of the survey, participants will have the option to submit their name and
email address to the researcher for entry into the drawing. Each name will be entered into a
random name generator and winners will be notified by email. Winning participants will receive
a $50.00 gift card within 7 days of the drawing. Names submitted to the drawing will be kept
separate from the data to ensure anonymity of participants.
Data Analysis. The first three questions in this study will be analyzed using a Pearson
Product-Moment r Correlation Coefficient (r) to determine the extent o f the relationship among
the constructs. More specifically, to determine whether a relationship exists between individual
academic optimism and individual organizational citizenship behavior, a Pearson r correlation
coefficient will be conducted to compare the magnitude (r- value) and direction
(positive/negative) of the relationship separately between the two scales. Secondly, a Pearson (r)
correlation coefficient will be conducted to compare the magnitude (r- value) and direction
(positive/negative) o f the relationship between the individual academic optimism scale and
principal support scale. A third correlation will analyze whether a relationship exists between
the principal support scale and individual organizational citizenship behavior scale.
Additionally, a multiple regression will be used to calculate the relative contributions of each of
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the independent variables in predicting academic optimism. Pearson (r) ranges in value from -1
to +1 (Kiess & Green, 2010). The further the r- value is from zero (0), the stronger the
correlation. Pearson (r) values less than .30 tend to be weak correlations. Values between .30
and .70 have a moderately strong correlation. Pearson values above .70 have a strong correlation
and suggest a relationship between the variables (Kiess & Green, 2010). Calculating the
Coefficient of Determination will provide an indication of the amount of shared variance
between the constructs.
To determine whether organizational citizenship behaviors and principal support predict
the academic optimism o f individual teachers, a multiple regression will be used to analyze data
related to the fourth question, “To what extent do organizational citizenship behaviors and
principal support influence individual academic optimism?” Specifically, the analysis will assess
to what degree the independent variables, principal support and organizational citizenship
behaviors, predict the dependent variable, teachers’ academic optimism in elementary schools.
Ethical Safeguards
The College of William and Mary and the Human Subjects Committee (IRB) require
necessary precautions related to the protection of participants who volunteer to take part in this
study. As required by the IRB, each participant will be provided a thorough explanation of the
purpose of the study along with assurances that no harm or discomfort will come to the
participant at any time during or after the completion of the study. Moreover, participants will
be assured of the voluntary nature of the study that includes a right to refuse to answer any
question and a right to discontinue the study at any time. All participants will be informed of
their anonymity. More specifically, no research material will contain identifying information
and in no way will responses to items be traced back to any individual. As well, written
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informed consent will be obtained from each participant prior to involvement. Lastly,
participants will be provided access to data results upon request to my email, phone number, or
address which will be provided to each member participating in the study.
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CHAPTER FOUR
Findings
This study examined the relationship among organizational citizenship behavior,
principal support, and academic optimism on teachers in elementary schools nationwide. Data
from a nationwide sample were collected and analyzed to determine whether relationships exist
among the three constructs. Analyses of the three variables included descriptive statistics to
determine the characteristics of the sample; bivariate correlations to determine the strength and
direction of the relationships among the three constructs; and a regression to determine whether a
linear relationship exists among the three constructs and to determine the relative contributions
of organizational citizenship behavior and principal support in explaining the variance among
academic optimism in elementary teachers nationwide. The following analyses provide answers
to the four research questions posed in chapter three.
Three instruments measured relationships among the variables in this study. Six
additional items captured the demographic dimension of teachers who participated in this study.
The Teachers Academic Optimism Scale for Elementary Teachers (TAOS-E) (Beard & Hoy,
2009) accounted for the dimensions o f efficacy, press, and trust in elementary teachers in public
schools. The TAOS-E measured individual academic optimism using two distinct five-point
Likert scales among 11 - items (see Appendix A). To account for academic optimism at the
individual level, the three items that comprised teacher efficacy were adjusted to a nine point
scale. The Principal Support Scale (PSS) (DiPaola, 2012) measured teachers’ perceptions of
principals’ expressive and instrumental support using a six-point Likert scale ranging from
“Strongly Disagree” to “Strongly Agree” among 16 items (see Appendix B). The OCB Teacher
Scale (OCB-TS) measured teachers’ individual organizational citizenship behavior using a six-
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point Likert scale ranging from “Strongly Disagree” to “Strongly Agree” on 16 items. Four
items on the OCB-TS required reverse scoring (see Appendix C). Last, six demographic
questions addressed teacher’s assigned instructional level, years of service, majority of teaching
experience at the primary or upper elementary level, location of teaching service, whether the
principal was newly hired at the school, and whether teachers’ benefit from collective bargaining
when negotiating their contract.
Data for this study were collected using Qualtrics, a web-based, survey software
program, and the support of Agile Marketing, a national marketing firm. Agile Marketing
distributed the initial request for teacher participation and Underscore Creative, a graphics design
and marketing company, modified the original invitation to comply with industry standards in
the mass production and marketing of materials, providing both html and a text of the teacher
invitation. A random sample of 7,120 public school elementary teachers received the initial
invitation to participate in the nationwide study. Survey data from Qualtrics was later imported
into a Microsoft Excel spreadsheet. Thereafter, the data were transferred directly to a Statistical
Package fo r Social Sciences (SPSS) for analysis. The teacher was the unit of analysis for this
study.
Demographic Profile
Of the 7,160 initial requests, 512 teachers opened the survey, resulting in a preliminary
response rate of 7.2%. Of the 512 early responses, 143 teachers finished the online survey; an
additional 75 teachers began, but did not complete the survey. O f the 143 surveys submitted
online, 116 surveys contained complete responses. Surveys submitted to Qualtrics but excluded
from this study had fewer than 10% of the items completed.
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Demographics revealed uniform participation among primary and upper elementary
school teachers. To this end, teachers were initially clustered according to the instructional level
where they spent a majority of their teaching career, either primary or upper elementary.
Teaching at the primary level was described as a having a majority of instructional assignments
in kindergarten through second grade. Teaching at the upper elementary level was defined as
instructional assignments primarily in third through fifth grade. Teachers who spent much of
their career at other grade levels or in different teaching positions were characterized as other
teaching positions. Participation from teachers at the primary level accounted for 49% (n=57) of
the data; participation from teachers at the upper elementary level accounted for 46% (n=53) of
the data. Teachers whose primary career had been in other teaching positions accounted for 5%
(n=6). Table 1 describes the frequency of teaching experience for participants in this sample.
Table 1
Majority o f Teaching Experience (N=l 16)
N

Frequency

Percent

Primary (K - 2)

57

57

49

Upper Elementary (3-

53

53

46

5)
Other

6

6

5

Total

116

116

100.0

Steady participation occurred among teachers at each grade level. Deconstructing the
data by grade level, the fewest number of participants came from teachers who currently hold
positions in kindergarten, 12.9% (n=15) and fifth grade, 12.9% (n=15). Whereas the highest
level of participation came from teachers who currently hold positions in fourth grade, 23.3%
(n=27). Table 2 outlines the frequency of teacher participation at each grade level.
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Table 2
Grade Level Characteristics (N==116)
N

Frequency

Percent

Kindergarten

15

15

12.9

First Grade

19

19

16.4

Second Grade

21

21

18.1

Third Grade

19

19

16.4

Fourth Grade

27

27

23.3

Fifth Grade

15

15

12.9

Total

116

116

100.0

An examination of other dimensions of the demographic profile revealed interesting
results. For example, a large proportion of respondents included veteran teachers with seventeen
or more years teaching experience, 46.6% (n-54) as compared to beginning teachers having one
to three years of experience, 5.2% (n=6). Notably, according to NCES (2013), only 9% of public
school teachers nationwide currently have fewer than three years of teaching experience.
Similarly, NCES (2013) reports 33% of teachers having three to nine years’ experience and 36%
having 10 to 20 years’ experience. The data profile on years of teaching experience tend to
model current trends in the national population as shown in Table 3.
Table 3
Fears o f Teaching Service (N=l 16)
N

Frequency

Percent

1-3 Years

6

6

5.2

4-10 Years

37

37

31.9

11- 16 Years

19

19

16.4

17 or more years

54

54

46.6

Total

116

116

100.0
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Other factors contributing the demographic profile included location o f teaching service,
principals’ time on staff, and the opportunity for teacher participation in collective bargaining.
Notably, many participants served students in a suburban setting, 53.4% (n=62) with fewer
respondents from urban, 27.6% (n=32), and rural settings, 19% (n=22) as described in Table 4.
In comparison to the original distribution, respondents comprised 2.1% suburban, 1.5% urban,
and 1.0% rural of the initial sample. Results revealed somewhat stronger participation among
teachers who have the benefit o f collective bargaining when negotiating their contract as
compared to those teachers who do not with a participation rate of 63.3% and 38.8% respectively
(n=71, n=45). Finally, a majority of teachers reported the principal as not newly hired to the
school, 83.6% (n=97), suggesting most teachers had relative familiarity with the practices,
dispositions, and behaviors of their current principal.
Table 4
Location o f Teaching Service (N==116)
N

Frequency

Percent

Urban

32

32

27.6

Suburban

62

62

53.4

Rural

22

22

19.0

Total

116

116

100

The demographic profile of this national sample of public school elementary teachers
provides the framework for making interpretations about the results of correlations and the
regression in the following sections.
Factor Analysis
An individual organizational citizenship scale was developed for use in this study in
order to extend existing relationships from the school level to the teacher level. Items used to

70

measure OCB at the collective level were adapted for use at the individual level by rewording
items to the first person. A total of 25 items were field tested using a sample of 108 teachers
from public schools in Virginia. The scale developed and used in the pilot study was analyzed
using Principal Axis Factoring revealing nine components each with an eigenvalue above one;
these items accounted for 65% of the total shared variance. A total of 18 items were considered
for use in the new scale and further analyzed using Cronbach’s Alpha and an inter-item
reliability analysis. Two items were removed improving reliability to .71 for the new 16 item
scale.
Following distribution to elementary teachers nationwide (N = 116), the OCB-TS was
factor analyzed. Results of Principal Component Analysis with varimax rotation resulted in six
dimensions each having an eigenvalue over one and accounting for 61% of the total variance in
scores as shown in Table 5. Three items loaded with low reliabilities, “I leave the school
building as soon as the students leave” with a reliability of .408; “I volunteer to help other
teachers when they have an excessive workload” with a reliability of .481; and “I schedule
personal appointments outside of school hours when I am not teaching” with a reliability .503.
An inter-item analysis determined that removing these items would improve scale reliability
overall. The remaining 13 items had reliability measurements between .603 and .716.
Cronbach’s Alpha reliability for this measurement was .59. See Chapter Five for a discussion
and implications.
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Table 5
A Six-Factor Varimax Solution for the OCB-TS
I
I am rarely absent.

.787

I arrive to work and meetings on time.

.728

II

Students complete worksheets as part of
their daily class instruction.
I use class time effectively by ensuring
all paperwork is completed.

III

IV

V

VI

.780
.731

I assist students after school hours.

.791

I volunteer to sponsor extracurricular
activities.

.614

I often volunteer to serve on
committees.
I volunteer to help other teachers when
they have an excessive workload.

.670
.641

I make innovative suggestions to
improve the overall quality of our
school.
I begin class promptly and maximize
the time available for instruction.

.693
.686

I use planning time to assist students
who need extra help.
I will remain in the teaching profession
until I retire.

.827
.383

Eigenvalue

2.843

2.191

Cumulative Variance

17.771

31.468 40.454 47.686

Alpha Coefficient of Reliability

1.438

1.157

1.138

1.038

54.798 61.288
.59

72

Findings
Descriptive Statistics. Descriptive statistics were calculated for the three variables in
this study. They provide useful information about the data collected from a sample population
(Kiess & Green, 2010). These data include the average score, or mean, for each variable
examined in this study, and the amount of dispersion, or standard deviation, around that score.
Descriptive statistics also include the range of data, or the upper and lower limits of the data
points within the sample (see Table 6).
Table 6
Descriptive Statistics (N=l 16)

95 % Cl
Variable

Mean (SD)

LL

UL

Organizational Citizenship Behavior

4.46 (.417)

3.50

5.69

Principal Support

4.56 (.855)

1..75

5.94

Academic Optimism

5.65 (.619)

3.82

6.64

Note: CI=Confidence Interval; LL = lower limit, UL = upper limit

First Research Question. What is the relationship between the organizational
citizenship behavior o f classroom teachers and individual academic optimism?

To determine whether a relationship exists between teachers’ individual organizational
citizenship behavior and academic optimism, a Pearson r correlation was conducted to compare
the magnitude and direction of the relationship. The first correlation examined the strength of
the relationship between organizational citizenship behavior and academic optimism using the
entire sample of elementary teachers (N=l 16). Results of the analysis confirmed a moderate
relationship between the two variables (r = .31 ,P < .00). The measure o f shared variance
between organizational citizenship behavior and academic optimism was 10% (r2 = .10,/? < .00).
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Relationships between teachers’ individual organizational citizenship behavior and
academic optimism were also examined along demographic dimensions to determine whether
relationships exist within the data. First, correlations between lower and upper elementary
teachers were calculated by clustering teachers’ experiences among primary, upper elementary,
and other teaching assignments. Experience teaching in primary grades was qualified as
assignments primarily in kindergarten through second grade; upper elementary grades included
instruction primarily in grades three through five. Teachers who selected other indicated the
majority of their teaching experience in other grade levels or in different teaching positions.
Results confirmed a moderate relationship between primary teachers’ organizational citizenship
behavior and levels of academic optimism (r = .38, p < .00). Teachers in upper elementary
demonstrated a smaller relationship between citizenship behaviors and academic optimism (r =
.26, p < .03). No relationships were found among teachers who spent a majority of their career
in other positions. Results from analyses related to teachers who spent a majority of their career
in lower and upper elementary teaching positions reached statistical significance.
An analysis of other demographic dimensions revealed strong relationships between
organizational citizenship behavior and academic optimism. Correlation analyses among
teachers at different grade levels demonstrated strong, positive correlations among kindergarten
teachers (r = .69, p < .00) and fifth grade teachers (r = .59, p < .01). Other moderately strong
correlations were found between citizenship behaviors and academic optimism among
elementary teachers in rural settings (r = .54,/? < .01) and teachers in suburban settings (r = .33,
p < .00). An analysis of elementary teachers with 17 or more years of experience revealed
moderately strong correlations among the variables (r = .44, p < .00). Each of these correlations
reached statistical significance.
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Two additional demographic dimensions revealed important positive relationships
between citizenship behavior and academic optimism among elementary teachers. First, when a
principal was described as not new to the school, a moderate and statistically significant
relationship existed between the variables (r = .33,p < .00). Additionally, when teachers did not
have the right to collectively bargain, the relationship between organizational citizenship
behavior and academic optimism was moderately strong and statistically significant (r = .45,/? <
.00). Table 7 contains results of the correlation analyses for organizational citizenship behavior
and academic optimism given each of the demographic dimensions analyzed in this study.

75

Table 7
Correlational Analyses o f Organizational Citizenship Behavior and Academic Optimism

N

Pearson r- value

K -2

57

.38

.00**

3 -5

53

.26

.03*

Other

6

.46

.18

Kindergarten

15

.69

oo**

First

19

.18

.23

Second

21

.23

.16

Third

19

.21

.20

Fourth

27

.30

.07

Fifth

15

.59

.01**

1 -3

6

-.11

.42

4 -1 0

37

.21

.11

1 1 -1 6

19

.09

.36

17 or more

54

.44

oo**

Urban

32

.19

.15

Suburban

62

.33

.00**

Rural

22

.54

.01**

Yes

19

.21

.19

No

97

.33

.00**

Yes

71

.07

.28

No

45

.45

©
O*
*

(N=l 16)
Significance

Majority of Experience

Grade Level

Years o f Service

Setting

New Principal

Collective Bargaining

* * p < .01, *p < .05
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Second Research Question. What is the relationship between principal support and
individual academic optimism?

The first correlation examined the strength of the relationship between principal support
and academic optimism using the entire sample of elementary teachers (N=l 16). The correlation
between teachers’ perceptions of principal support and teachers’ individual academic optimism
revealed a moderate relationship between the variables (r = .36,/? < .00). The Coefficient of
Determination accounts for the amount of shared variance between the variables. In this regard,
the results indicated that 13% of the variance in academic optimism was explained by principal
support in this sample (r2 = .13, p < .00). These results suggest that as principal support
increases, measures of academic optimism among teachers at the elementary level also increase.
Principal support loads strongly under two dimensions: expressive support and
instrumental support (DiPaola, 2012). Expressive support includes eight items; four each from
emotional and professional support. Instrumental support also includes eight items; four each
from instrumental and appraisal support (see Appendix B). To determine which dimension had a
stronger positive relationship to academic optimism, a correlation analysis was conducted with
the total sample. Results reveal a moderate and significant correlation between expressive
support and academic optimism (r = .44, p < .00). The correlation between instrumental support
and academic optimism was also moderate and significant, but not as strong as the relationship
between expressive support and academic optimism (r = .34, p < .00).
To examine whether significant relationships exist along demographic dimensions,
additional correlations between principal support and academic optimism were analyzed.
Teachers in urban settings exhibited moderate positive associations between perceptions of
principal support and academic optimism (r = .49, p < .00); similar findings were found among
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teachers in rural settings (r = A \ , p < .03). Teachers working in states that do not provide
opportunities for collective bargaining also demonstrated moderate correlations between
perceptions of principal support and measures of academic optimism (r = .45,/? < .00) as did
teachers who benefit from negotiating rights (r = .31 ,P < .00). Findings also suggested that
when a principal is not new to the school, the relationship between principal support and
teachers’ academic optimism strengthens (r = .35, p < .00). Each of these correlations reached
statistical significance indicating a high probability that similar relationships may also be found
in the elementary teaching population.
Other analyses among demographic dimensions established moderate correlations
between teachers’ perceptions of principal support and individual academic optimism at the
elementary level. For example, an analysis among teachers at different grade levels
demonstrated moderate positive correlations among teachers whose primary experience has been
in grades three to five (r = .38, p < 00) suggesting that an increase in principal support among
upper elementary teachers tended to result in an increase in academic optimism for teachers at
these grade levels. Similar correlations were calculated among teachers who spent a majority of
their career at the primary level (r —.37,p < .00). Deconstructing the sample further resulted in
teachers with four to ten years of experience (r = .48,/? < .00) and 17 or more years of
experience (r = .33,/? < .01) also demonstrating moderate correlations among the variables.
Notably, statistical significance was reached on each of the reported correlations between
principal support and academic optimism. Table 8 comprises correlation analyses between
principal support and academic optimism among each of the demographic dimensions.
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Table 8

n

Pearson r-value

K- 2

57

.37

.00**

3 -5

53

.38

.00**

Other

6

-.21

.35

Kindergarten

15

.39

.07

First

19

.57

.01**

Second

21

.04

.44

Third

19

.41

.04*

Fourth

27

.24

.11

Fifth

15

.58

.01*

1- 3

6

.63

.09

4 -1 0

37

.48

O
O*

Correlational Analyses o f Principal Support and Academic Optimism (N = 116)

11 - 16

19

.38

.05

17 or more

54

.33

.01**

Urban

32

.49

.00**

Suburban

62

.27

.02*

Rural

22

.41

.03*

Yes

19

.35

.07

No

97

.35

oo**

Yes

71

.31

.00**

No

45

.45

.00**

Significance

Majority of Experience

Grade Level

*

Years o f Service

Setting

New Principal

Collective Bargaining

**p < .01, *p < .05
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Third Research Question. What is the relationship between the organizational
citizenship behavior o f classroom teachers and principal support?

Items from the OCB-TS and the PSS (DiPaola, 2012) were used to determine the strength
and direction of the relationship between the variables. The correlational analysis between
teachers’ individual organizational citizenship behavior and principal support for the total sample
revealed a weak relationship between the variables (r = .23, p < .01). The amount shared
variance between principal support and organizational citizenship behavior was statistically
significant although not large (r2 = .05, p < .01).
A series of correlation analyses measuring the strength of the relationship between
citizenship behavior and principal support was also conducted along demographic dimensions.
Results of the correlation analysis after grouping teachers by primary, upper elementary, and
other teaching experiences revealed a moderate relationship among teachers at the primary level
(r = .33,/? < .01). A moderate relationship was also found between principal support and

teachers’ citizenship behavior when principals were not new to the school (r - .32, p < .00), and
when teachers did not have the option to collectively bargain (r = .38,/? < .01). Each of these
results reached statistical significance suggesting that the strength of the relationship between
principal support and organizational citizenship behavior would likely be similar to relationships
found in the teaching population. Dimensions that revealed statistical significance are reported
in Table 9.
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Table 9
Correlational Analyses o f Principal Support and Organizational Citizenship Behavior

(N=l 16)
n

Pearson r-value

K -2

57

.33

.01**

3 -5

53

.16

.13

Other

6

.68

.07

1 -3

6

-.46

.18

4 -1 0

37

.27

.05

1 1 -1 6

19

.10

.34

17 or more

54

.28

.02*

Yes

19

-.12

.31

No

97

.32

.00**

Yes

71

.14

.13

No

45

.38

.01**

Significance

Majority of Experience

Years o f Service

New Principal

Collective Bargaining

* * p < .0 1 , *p < .05

The strength and direction of the relationships among all three variables in the total
sample were analyzed and results are displayed in Table 10.

81

Table 10
Correlational Analysis o f Academic Optimism, Organizational Citizenship Behavior, and
Principal Support (N=l 16)

2.

3.

1. Academic Optimism

.36**

2. Organizational Citizenship Behavior

.23**

3. Principal Support
**p<.01

Fourth Research Question. To what extent does organizational citizenship behavior and
principal support influence individual academic optimism o f elementary school teachers?

A multiple, stepwise, linear regression was conducted to determine the unique
contribution of organizational citizenship behavior and principal support in predicting academic
optimism in elementary teachers. The purpose of this analysis was to determine which
coefficient contributed the stronger influence as a predictor of academic optimism independent
of the influence of the second variable.
Results from the analysis demonstrated that principal support loaded as a stronger
predictor of academic optimism when compared to organizational citizenship behavior. Beta
weights helped determine the unique contribution of each variable as a predictor of optimism.
Results demonstrated that principal support had a stronger relationship to academic optimism (P
= .30,/? <.00). Initial inspection of the results suggested organizational citizenship behavior also
contributed as a predictor o f academic optimism (P = .24,p < .01) and that both variables
contributed to the regression equation at statistically significant levels. Combined, both predictor
variables accounted for 19% of the shared variance in the model {R2 = .19, p < .01); these results
were statistically significant.
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Partial correlations demonstrate the relationship between the independent variable and
dependent variable irrespective of the influence of other independent variables and the total
amount o f shared variance. Thus, in the regression model, principal support had a partial
correlation of .30 as an independent contribution, and organizational citizenship behavior had a
partial correlation of .24 as an independent contribution to academic optimism in teachers.
Again, the model confirmed principal support as the stronger predictor of academic optimism.
To check for multicollinearity between principal support and organizational citizenship
behavior, a collinearity diagnostics was run as part of the analysis. These diagnostic tests
determine whether the independent variables remain distinct in the regression. When the
independent variables are highly correlated, the r value will calculate as greater than .9. A
Durbin-Watson test was also run to help identify any outliers in the data that could skew the
results of the analysis. Diagnostics revealed that the data met Durbin-Watson standards as at or
above one; the Durbin-Watson value in this study was 1.89. However, it did not meet tolerance
values of .9 or lower; the tolerance value in this study was .95. Specifically, collinearity
statistics suggested that the two independent variables, principal support and organizational
citizenship behavior, were too closely correlated to be independent of each other in this model,
and therefore do not meet the standard assumptions of multiple linear regression. A discussion
of these findings and their implications for research and practice will be included in chapter five.
Table 11 provides a description of the regression results from this study.
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Table 11
Stepwise Regression Analysis o f Organizational Citizenship Behavior, Principal Support, and
Academic Optimism (N=116)

Dependent Variable
Predictor Variables

Beta

Academic Optimism
Organizational Citizenship Behavior

.30**

Principal Support

.24**

_____

R2

Adjusted R2

S.E.

.19

.17

6.2

Summary
This chapter analyzed the results of relationships among three social factors closely
associated with academic achievement in elementary schools - organizational citizenship
behavior, principal support, and academic optimism. Several statistically significant
relationships among these properties were confirmed in the total sample and within demographic
dimensions of the sample. Moderate relationships were confirmed between principal support
and academic optimism and citizenship behavior and academic optimism. A weak, but
statistically significant correlation was also confirmed between citizenship behavior and
principal support. An analysis of the two dimensions of principal support - expressive and
instrumental - also revealed statistically significant, moderate associations between academic
optimism and organizational citizenship behavior.
Along demographic dimensions, several moderate correlations were also confirmed.
Amongst the strongest relationships, principal support positively associated with the academic
optimism of teachers in an urban setting. Moderate relationships between principal support and
academic optimism were also confirmed among teachers who reported having an established
principal and teachers assigned to upper elementary grades. Organizational citizenship behavior
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and academic optimism also confirmed several statistically significant moderate correlations.
Relationships were established between citizenship behavior and optimism among teachers in a
rural setting and among teachers assigned to the primary level. Teachers with 17 or more years’
experience also demonstrated a moderately strong relationship between citizenship behavior and
academic optimism. Although statistically significant correlations were confirmed, the weakest
correlations among the three variables occurred between organizational citizenship behavior and
principal support.
Results of the stepwise linear regression revealed that principal support was a stronger
predictor of academic optimism. Diagnostics also revealed that when academic optimism was
regressed against organizational citizenship behavior and principal support, multicollinearity
existed within the model.
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CHAPTER FIVE
Discussions, Implications, and Recommendations
This study investigated relationships between three social processes associated
with academic achievement that may help to improve teacher agency- organizational
citizenship behavior, principal support, and academic optimism. The following
discussion summarizes the results of the study and scope of the findings. Implication for
further research, recommendations for practice, and final thoughts close the chapter.
Limitations of the Study
Three instruments in this study were used to measure the relationship between
academic optimism, organizational citizenship, and principal support. However, OCBTS, a recently developed measure, did not meet acceptable reliability standards with this
sample which compromises internal validly results. The instruments used in this study
required self-ratings; literature suggests self-ratings may produce much stronger
relationships with higher correlations than would be expected when rating someone other
than oneself, such as a supervisor rating an employee (Crampton & Wagner, 1994; Organ
& Ryan, 1995). This may also affect internal validity and caution should be used when
making assumptions about the relationships discussed herein.
The population of this study included public school elementary teachers who provide
instruction to students in kindergarten through fifth grade nationwide. However, the sample was
small (N=l 16), which may affect the external validity of the results. Specifically, the results of
this study may not represent the true extent of the relationships between the variables. As a
result, careful consideration should be used when making generalizations to the elementary
teaching population. Finally, because the study employed correlational analyses to compare the
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constructs of organizational citizenship behavior, principal support, and academic optimism,
casual relationships were not determined.
Findings
1. A moderate relationship was confirmed between principal support and academic
optimism at the individual level.
2. A moderate correlation between both dimensions of principal support - expressive
and instrumental support - and academic optimism was confirmed at the teacher
level.
3. A positive relationship was confirmed between organizational citizenship
behavior and academic optimism at the individual level.
4. A weak correlation was found between principal support and organizational
citizenship behavior at the individual level.
5. A stepwise linear regression concluded that principal support contributed more to
academic optimism than organizational citizenship behavior.
6. Diagnostics revealed multicollinearity in the linear regression analysis suggesting
principal support and organizational citizenship behavior loaded as one construct
in the model.
7. Partial correlations confirmed a moderate relationship between organizational
citizenship behavior and levels of academic optimism in the following groups:
•

primary school teachers (K-2)

•

teachers in rural and suburban settings

•

teachers with 17 or more years’ experience

•

principals who are not new to the school
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•

teachers who do not have the right to collectively bargain

8. Partial correlations confirmed a moderate relationship between principal support
and academic optimism in the following groups:
•

teachers in urban and rural settings

• primary school teachers and teachers in grades three to five
• teachers with more than four years’ experience
•

principals who are not new to the school

•

teachers with and without collective bargaining rights

9. Partial correlations confirmed a moderate relationship between organizational
citizenship behavior and principal support in the following groups:
• teachers at the primary level
• principals who not new to the school
•

teachers who do not have the option to collectively bargain

Discussion of the Results
The findings from this study are consistent with the conceptual framework proposed in
Chapter One and align with existing literature confirming the relationship between citizenship
behavior and academic optimism at the collective level. This study extended and confirmed this
relationship at the individual level. The relationship between principal support and academic
optimism has not been previously studied and was also confirmed at the teacher level. A
discussion of these results along with implications for practice follows.
Factor Analysis of Individual Organizational Citizenship Behavior
A factor analysis of the OCB-TS revealed inconsistent results. The individual
organizational citizenship scale was developed using the basic constitutional properties of
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existing measurements for collective use at the school level. A pilot study was followed with a
factor analysis resulting in 16-items that loaded under nine dimensions with a reliability of .71.
Inconsistent results from the current study may be due to the following reasons: a) the scale was
newly designed and may require more iterations, b) the study was underpowered, and c) the scale
required self-ratings which literature reveals can produce varied results (see Limitations of this
Study).
Results of a Principal Component Analysis with varimax rotation determined that 12
items accounted for 61% of the total variance in scores for this study; two items each loaded
under six dimensions. Cronbach’s Alpha reliability for this measurement was .59. An inter-item
analysis determined that removing three items with low reliabilities would improve scale
reliability overall. However, removing these items could also impact construct validity as they
align closely with the conceptual framework of organizational citizenship behavior in schools.
Rewording the items may be a reasonable alternative as opposed to removing them. The
remaining items had reliability coefficients between .603 and .716.
Notably, the power analysis performed prior to implementation of the study determined
385 participants were necessary to produce reliable results. The low reliability coefficients may
be due to the fact that that the study was underpowered (N=l 16). Adequately sized samples
allow researchers to confidently make statistical inferences that reflect the target population
(Suresh & Chandrashekara, 2012), whereas studies with too few participants can lead Type II
errors. Providing a larger sample size may help determine whether this scale meets reliability
standards.
The OCB-TS may require multiple iterations with a larger sample size to produce
consistent results. Extant research reveals new instruments are often subject to multiple
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iterations over the course of time to improve reliability and factor structure. More often than not,
new scales require multiple iterations to produce a strong and stable factor structure with
meaningful reliability.
Correlational Analysis
Organizational Citizenship Behavior and Academic Optimism. This study examined
the relationship between individual organizational citizenship behavior and individual academic
optimism among elementary teachers. The rationale for linking these constructs came from a
review of research at the collective level confirming a positive relationship between
organizational citizenship behavior and academic optimism at the high school level (Wagner &
DiPaola, 2011) and citizenship behavior and dimensions o f academic optimism among teachers
at the elementary level (Jackson & DiPaola, 2011; Messick, 2012). As expected, results from this
study confirmed that individual teachers who exhibited proactive helping behaviors associated
with organizational citizenship behavior also demonstrated behaviors commonly associated with
academic optimism - higher teacher efficacy, stronger academic emphasis, and deeper trust
relationships with students and their parents.
Teachers with higher levels of citizenship behavior and academic optimism exercise
cognitive, self-regulatory, and social experiences that exert influence over their expectations,
decision-making, and action. Results from this study suggest that teachers with stronger
citizenship behaviors invest more strongly in their school and the students whom they teach by
seeking ways to ensure both are successful. They also persist in their innovative approaches to
teaching and learning by taking personal responsibility for their students’ success. These
teachers also likely invest in other educators by sharing resources including lesson plans,
instructional materials, and innovative ideas in order to ensure the success of their school.
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Importantly, when other teachers, students, or the principal need extra support, those teachers
with higher levels of organizational citizenship behavior are likely more willing to selflessly
offer assistance. Thus, educators who demonstrate higher levels of academic optimism and
citizenship behavior are likely also teacher leaders who are revered among staff, students, and
the community for their teaching expertise, helpfulness, and professionalism.
Literature suggests teacher behaviors and beliefs can predict the academic optimism of
teachers (Kurz et al., 2007). They include tendencies toward humanistic classroom management,
student-centered teaching, and a professional commitment that extends beyond the contractual
obligations of a teacher’s job description. These premises align closely not only with academic
optimism as a general construct, but also organizational citizenship behavior (Kurz et al., 2007).
Principal Support and Academic Optimism. This is the first known study to examine
the relationship between principal support and academic optimism using the Principal Support
Scale (DiPaola, 2012). Because the PSS focuses specifically on principal behaviors that support
teachers, this work provides a unique contribution to the field. The Principal Support Scale,
organized around the tenets of social support theory, underscores two dimensions of teacher
support, expressive and instrumental (DiPaola, 2012). A factor analysis of the PSS confirmed a
strong and stable two-factor measurement with all items loading under expressive or
instrumental support and reaching eigenvalues above one. Cronbach’s Alpha also confirmed
strong reliability coefficient of .93 with this study.
Several positive relationships were confirmed between principal support and academic
optimism. Results suggested that as emotional and instrumental principal support increased,
teachers reported higher levels o f academic optimism. Also, when teachers felt more supported
by their principals personally and professionally, they were more confident in their ability to
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organize and execute actions that promoted student learning. These results also suggested that
teachers tended to feel more confident in their ability to organize the classroom environment for
exceptional learning experiences knowing that the principal would provide emotional and
professional support in that endeavor. The inference is that when principals provide emotional,
professional, and instrumental support to their teachers, teachers in turn develop stronger and
more trusting relationships with their students and families. Implications from this study suggest
that students and families would likely be more willing, in return, to support teachers in their
endeavors towards higher levels of learning. In this way, principal support and academic
optimism act as reciprocal agents in improving teacher agency and organizational effectiveness.
Studies have not found a direct relationship between principal behaviors and student
achievement (Hoy, 2006; Marzano, Waters, & McNulty; 2005; McGuigan & Hoy, 2006).
Therefore, principals must rely on supportive relationships with teachers to better assist teachers
in their efforts to improve student achievement. To that end, principals must take direct
responsibility for shaping the school environment, influencing the normative practices within the
school environment, and influencing the social, cognitive, and affective aspects of teaching and
learning. In doing so, principals provide the emotional and professional support teachers need to
be agential.
Organizational Citizenship Behavior and Principal Support. Relationships between
organizational citizenship behavior and principal support have been examined and confirmed at
the collective level (Tindle, 2012). This study extended relationships from the collective level to
the individual level. Although positive associations were found, the relationships between
citizenship behavior and principal support were weak at the individual level.
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A weak link between these variables is counter-intuitive to the constructs of principal
support and organizational citizenship behavior. For example, principals who demonstrate
caring and helping behaviors toward teachers make teachers feel important and valued.
Teachers, in turn, likely reciprocate the emotional support displayed by building principals to
other teachers and staff members as part of the cultural norm. Similarly, teachers who feel more
supported by their principals are more inclined to assist their leaders in supporting organizational
goals, even when those requests extend beyond the school day. Also, when building principals
assist overloaded teachers, teachers observe this leadership behavior and are more likely to do
the same for other teachers without expectation for compensation, recognition, or reward. In this
way, principal support directly encourages participation in citizenship behavior among staff.
Reasons for the weak relationship between principal support and citizenship behaviors
may be due to the limitations discussed earlier in this chapter. Recall the sample was small and
the reliability coefficient of the new measurement was weak. Compare this to the findings of
Tindle (2012) who confirmed a moderate correlation between the expressive dimension of
principal support and organizational citizenship behavior in her study o f 1234 teachers from 34
Virginia High Schools. It follows that a larger sample size and stronger measurement would
likely strengthen the relationship.
Regression Analysis: Citizenship Behavior, Principal Support, and Academic Optimism
A stepwise linear regression was performed to determine which construct contributed
more to overall individual levels of academic optimism among elementary teachers. Although
organizational citizenship had an expected contribution toward academic optimism, principal support
was a better predictor of academic optimism in the analysis. Results indicated that teachers with
higher academic optimism were more strongly influenced by principal support than organizational
citizenship behavior. Results of a diagnostic analysis, however, suggested the two constructs 93

principal support and organizational citizenship behavior - loaded as the same factor in the analysis.
Thus, statistically, the two constructs were indistinguishable in the analysis. First a discussion of
assumptions. This discussion will be followed by a theoretical and practical argument against
multicollinearity in this model.
Prior to conducting the linear regression, important assumptions were considered. For
example, the first assumption presumes the independent variables used in the analysis are not
highly or perfectly correlated. The concept underlying this idea is that when independent
variables are highly or perfectly correlated, they measure the same, or similar, dimensions of
behavior. Therefore, in a multiple linear regression the assumption is that the independent
variables are measuring different dimensions of behavior. Principal support and organizational
citizenship behavior are constitutively unique constructs as supported in the literature.
Therefore, the first assumption was met. The second assumptions relates to the minimum
number of cases necessary for conducting a stepwise regression. In this regard, 10 cases per
independent variable is the minimum number. Having three variables, a minimum number of
cases would be 30. This study met the second assumption (N=l 16).
To check for multicollinearity between principal support and organizational citizenship
behavior, a collinearity diagnostics was run as part of the analysis. Recall, a diagnostic test
determines whether the independent variables remain distinct in the regression. If the
independent variables are highly correlated, the r value will calculate as greater than 0.9 but less
than 1.0. Perfectly correlated variables report as 1.0 and are dropped from the analysis
altogether. Results from this analysis indicated the regression model exceeded tolerance values;
the tolerance value in this study was 0.95. To be specific, the collinearity statistics suggested
that the two independent variables, principal support and organizational citizenship behavior,
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were too closely correlated to be independent of each other in this model. As a result, this
regression model did not meet the standard assumptions of multiple linear regression.
Arguably, principal support and organizational citizenship are two distinct constructs.
Consider the actors, actions, and receivers in each construct. In principal support, the actor is the
principal; the receiver is the teacher; the action may include emotional, instrumental,
professional, or appraisal support. The purpose of principal support is to provide a network of
supports to teachers that result in greater job satisfaction, higher productivity, and stronger
commitment to the organization. These supports help improve the teaching and learning process.
Organizational citizenship behavior has different actors, actions, and receivers in the
construct. For example, citizenship behavior generally refers to the teacher; thus the actor is the
teacher. The receiver includes other teachers, students, the principal, or the organization. The
purpose manifests from a sense of altruism and professional obligation. These citizenship
behaviors help other teachers, students, or the organization. Arguably, principals also engage in
citizenship behavior, but their role as instructional leader suggests this behavior is obligatory in
the role itself.
Now a look at these properties in action. Principal support diverges from organizational
citizenship behavior in meaningful ways. For example, the dimension of instrumental support
tends to be more managerial oriented, addressing support in the areas teacher planning time,
distribution of resources, and providing time for nonteaching responsibilities. These principaldirected support behaviors are prescribed in the role of the principal and beyond the reach of
teachers. Citizenship behaviors, on the other hand, are completely discretionary teacher
behaviors and may look different on any given day based on perceptions of need among teachers,
students, and staff.
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The constructs o f principal support and citizenship behavior are constitutively and
practically distinct in reality. As a result, other factors that led to multicollinearity were likely
present in the statistical model. Consider the limitations in this study. Certainly the small
number o f participants could have resulted in an unpowered analysis. Moreover the low
reliability coefficient of the new citizenship scale may not have provided the linear distinction
necessary for the independent variables to load as distinct variables in the statistical analysis.
Additional studies will need to consider testing this model with larger numbers of participants
and refined instruments to yield meaningful results.
Implications for Practice
The relationship between principal support and teachers’ level o f academic optimism and
participation in citizenship behaviors cannot be understated in this study. These social processes
are related to a number of important school level variables that impact student achievement, job
satisfaction, and teacher attrition. Given the direct link between teachers’ levels of academic
optimism, citizenship behavior, and student achievement - the implication for practice cannot be
ignored.
Few would dispute the effect of the principal on establishing norms that direct teacher
behavior. These norms can and should include recognizing and encouraging citizenship
behaviors. For example, principals can support citizenship behaviors by informally recognizing
teacher efforts to reach out to fellow colleagues in support the school organization. Specifically,
the principal can drop a brief note of recognition and thanks in a teacher’s mailbox when she
observes teachers sharing instructional materials, covering other teachers’ classes so that
professional observations can take place, or volunteering to attend students’ after-school
activities in support of students and the school. Teachers appreciate small gestures from their
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building principal and are likely to pursue similar citizenship-like behaviors when small gestures
of appreciation are extended. Principals who provide meaningful support in the form of
demonstrations of genuine appreciation and concern promote teacher commitment to student
learning and the school (DiPaola, 2012; Rosenholtz & Simpson, 1990.)
Principals can also build a culture of citizenship behavior among faculty by providing
opportunities for staff to recognize and appreciate other staff. For example, establishing a
“Special thanks goes to

” bulletin board where teachers informally leave notes of thanks and

support to other teachers provides a way to recognize and value gestures of kindness towards one
another. Opportunities for school wide recognition amongst teachers that are supported and
encouraged by the principal sends the message to teachers that these acts of kindness and
professional support are part of the social milieu.
Principals can also help support academic optimism of teachers in many ways. Principal
instructional leadership maximizes student achievement through the intentional support of
teachers (DiPaola, 2012; Leithwood & Jantzi, 2008; Littrell & Billingsley, 1994) and can
improve teacher agency. However, principals can also arrange opportunities for informational
observations of master teachers in the building. Observing teacher colleagues in the building
who demonstrate high levels o f teacher efficacy, high expectations for student success, and
trusting relationships provides excellent opportunities for novice teachers to observe mastery
experiences. Partnering novice teachers or newly hired teachers with master teachers in the
building provides opportunities for socialization within the school context. These experiences
also support and extend trusting professional dialogues between teachers and other colleagues as
part of the social milieu within the building.
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Principals can help improve academic press by providing opportunities for teachers and
their students to be recognized for academic achievement. Organizing the school in support of
academic growth is an important way to recognize teacher and student efforts toward common
academic goals. In this regard, supporting data walls within the classroom that monitor student
progress toward academic goals demonstrates that achievement is a top priority among students
and staff. Principals may also provide opportunities for teachers to meet and discuss common
assessments as a way to improve academic emphasis and support professional teaching.
Participating in structured discussions about student progress in a safe and emotionally
supportive environment allows teachers the freedom and flexibility to think openly about student
progress, gain insight into new and innovative ways of teaching, and develop professional
partnerships among colleagues.
Helping to establish trust among colleagues supports the professional growth of teachers
and encourages professional discussions which are vital to the progress of students and the
school. However, finding opportunities to build trust among students, parents, and their teachers
is equally important. A principal can organize opportunities for parents, students, and teachers to
participate in school related functions that support the growth of trusting relationships among
stakeholders. Promoting school-wide festivals, student plays and performances, and game nights
are some ways parents, students, and teachers can work together to build trusting relationships.
Principals should work to establish a strong open network within the school community where
each stakeholder is equally valued and feels genuinely supported.
Teachers need principals who are willing to provide strong expressive and instrumental
support. When principals provide strong support, teachers are more willing to invest in students
and the school. Since principal support influences academic optimism and organizational
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citizenship behaviors, and these behaviors are directly linked to student achievement, school
systems need to carefully nurture and support these relationships.
Implications for Demographic Variables
Data from this study suggest that supportive principal-teacher relationships improve
teacher academic optimism especially among teachers in urban and rural districts. Building
teacher capacity through principal support is especially important in urban and rural settings
where the effects of poverty on student achievement overwhelm many organizational variables.
Teacher attrition is especially egregious in low income, high need school districts where as many
as 70% o f the teachers do not return the following year (Darling-Hammond & Berry, 2006).
Principals can help build teacher capacity in urban and rural settings by providing
teachers with frequent feedback about their performance, trusting teachers’ decisions, and
providing adequate time for planning. Furthermore, principals who are honest and
straightforward with staff and provide extra assistance when teachers become overloaded help
develop the social and professional support teachers need to become confident in their decisions,
resilient in the face of obstacles, and persist in their efforts in these challenging settings.
Previous studies demonstrate that teachers with higher levels of academic optimism (Beard et al.,
2010; Hoy et al., 2006; Kurz et al., 2007; Wagner, 2008) consistently measure higher levels of
student achievement even when controlling for the effects of socioeconomic status and prior
learning. Thus, findings from this study suggest that principals who demonstrate expressive and
instrumental support behaviors can develop a stronger staff with a higher instructional capacity
to reach all students regardless of demographic setting. Additionally, teachers who feel
supported by their principal are less likely to leave their teaching positions.
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This study also revealed that teachers nationwide consistently reported stronger
associations between principal support, academic optimism, and citizenship behavior when the
principal was not new to the school. These results suggest that the principal, over time, can help
improve teacher academic optimism and encourage citizenship type behaviors through specific
actions associated with principal support. For example, principals who provide instrumental
support to teachers through conversations focused on data for professional reflection followed by
specific suggestions to improve instruction encourage teacher professional growth. Moreover,
principals who concurrently provide professional growth opportunities focused on data allow
teachers to become more competent, flexible, and resilient in the classroom. These specific
instrumental support actions help improve teacher capacity for instruction and, in turn, likely
build teachers’ academic optimism. Principals who demonstrate emotional support through
genuine care and compassion model citizenship behaviors for staff. The way the principal
interacts with staff sets the standard for expected behavior among teachers and influences the
culture of the school. Few would argue that these processes occur over time and require targeted
and consistent action on the part of the principal. The implication herein is that when an
established relationship between emotional and instrumental principal support and the teacher is
developed over time, teacher agency also improves. Thus, principal support behaviors should
include both emotional and instrumental supports as the combination allow teachers to thrive
personally while growing professionally.
Differences among associations in the area of principal support were consistently noted
among teachers who had collective bargaining rights when compared to teachers who did not.
Recall that teachers with collective bargaining rights may join a teachers’ union and elect
representatives who negotiate with the school board for terms and conditions of their teaching
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contract. Results from this study suggest that collective bargaining rights may act as a barrier to
principal support, academic optimism, and teacher participation in organizational citizenship
behaviors. Permit a brief contemporary example. A middle school teacher from Pennsylvania
recently reported he had been working with his representatives to negotiate for terms and
conditions of his teacher contract (S. Heath, personal communication, 3/31/2015). He reported
that teachers in his school district had gone without an annual contract for over a year. As a
result, his union representatives advised him and other teachers not to accept any volunteer
opportunities requested by his principal. This meant that teachers at his school would not
participate in middle school graduation ceremonies, dances, or field trips since these events
occurred beyond the school day. When asked whether he would consider acting independent of
union advice, he reported that he voted for representatives to negotiate his contract and protect
his rights; therefore, he would be unlikely act in a manner that differed from their advice.
Clearly, the principal, in this case, has been noticeably limited in his ability to influence teachers’
behavior because o f the influence of collective bargaining. The conflict between the teachers’
union and the school board over teacher contracts in this school district impacts the principal,
teachers, and students and demonstrates how principal support can be limited at times in states
that allow collective bargaining.
Although data indicated that collective bargaining rights inhibited the relationship
between principal support, academic optimism, and teacher citizenship behaviors, the opposite
was also confirmed. In fact, relationships were confirmed among all three variables when
teachers did not have collective bargaining rights. Specifically, teachers without collective
bargaining rights demonstrated a positive relationship between principal support and academic
optimism, principal support and organizational citizenship behavior, and academic optimism and

101

organizational citizenship behavior. These results suggest that when teachers reported higher
levels of principal support, they were also more inclined to engage in citizenship behavior.
Higher levels of citizenship behavior also tended to result in higher levels of academic optimism.
Teachers who reported higher levels of academic optimism were also more inclined to report
confidence in their ability to organize the environment for effective instruction, persist in the
face of difficult lessons, and were more trusting of students and their parents. Because this study
revealed that these associations were particularly strong when teachers did not have collective
bargaining rights, these demographics dimensions and their relationships to optimism and
citizenship behavior denote important considerations for optimizing school effectiveness through
enhanced principal-teacher relationships. Additional studies will need to be conducted to
consider the full effect of collective bargaining on these important social variables that impact
teacher agency and effect student achievement.
School leaders, policy makers, and educational researchers continue to look for new
ways to promote rigor and support the learning needs of all students while offering support and
structure to teachers, administrators, and the communities in which they serve. The dimensions
expressive and instrumental principal support offer a new vantage point from which to harness
teacher effectiveness in support of student achievement (DiPaola, 2012). Expressive and
instrumental principal support effects teacher agency by supporting teacher behaviors that
promote professionalism, enhance purpose towards the mission of serving children and other
teachers, and a promote sense of belonging. Building meaningful relationships among principals
and teachers to support change takes time, sound leadership, and meaningful planning
(McGuigan & Hoy, 2006) in an open system (Hoy & Miskel, 2008). Fullan (2001) suggests
sustainable change can take from three to five years and often takes place within the context of
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large scale reforms like NCLB (2002). Large scale reforms increase external pressure on schools
to perform at a rapid pace and can create tensions that exacerbate resources.
Principal turnover has become more frequent (Fuller, Young, & Baker, 2007) resulting in
greater instability among schools. Not surprisingly, principal turnover is highest among schools
with the lowest performance ratings (Fuller et.al, 2007). Recall, teacher turnover reaches nearly
70% in areas of greatest academic need (Darling-Hammond & Berry, 2006). Conversely,
principal stability tends to result in stronger organizational variables like increased academic
optimism and organizational citizenship behaviors as demonstrated in this study (Krug, 2015).
Bureaucratic factors can also contribute to principal turnover. A close look at the Guidelines for
Uniform Performance Standards and Evaluation Criteria fo r Principals (Virginia Department of
Education, 2012) adopted by the State Board of Education in Virginia provides intriguing fodder
for discussion.
Certainly good evaluation tools should be timely, align with professional standards,
provide a clear framework for measuring principal effectiveness, and provide balance in the
summative assessment. In fact, the Guidelines for Uniform Performance Standards and
Evaluation Criteria fo r Principals (VDOE, 2012) are based on several important indicators of
principal performance like strong instructional leadership and continuous professional
development. These observable behaviors provide tangible measurements that help qualify and
quantify whether principals and assistant principals are meeting expected performance levels.
The Guidelines for Uniform Performance Standards and Evaluation Criteria fo r Principals
(VDOE, 2012) comprise total o f seven criteria, the first six are weighted 10% each while the
seventh is weighted 40% as shown in Figure 4.
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Virginia Principal Performance Standards
1. Instructional Leadership: The principal fosters the success o f all students by facilitating
the development, communication, implementation, and evaluation o f a shared vision o f
teaching and learning that leads to student academic progress and school improvement.
2. School Climate: The principal fosters the success o f all students by developing,
advocating, and sustaining an academically rigorous, positive, and safe school climate for
all stakeholders.
3. Human Resources Management: The principal fosters effective human resources
management by assisting with selection and induction, and by supporting, evaluating, and
retaining quality instructional and support personnel.
4. Organizational Management The principal fosters the success o f all students by
supporting, managing, and overseeing the school’s organization, operation, and use o f
resources.
5. Communication and Community Relations: The principal fosters the success o f all
students by communicating and collaborating effectively with stakeholders.
6. Professionalism: The principalfosters the success o f all students by demonstrating
professional standards and ethics, engaging in continuous professional development, and
contributing to the profession.
7. Student Academic Progress: The principal’s leadership results in acceptable, measurable
student academic progress based on established standards.
Figure 4: “Guidelines for Uniform Performance Standards and Evaluation Criteria for
Principals” by the Virginia Department of Education (2012).

What is surprising is that these standards comprise decidedly bureaucratic roles to
principals (Hoy & Miskel, 2008) with mandatory and critical components dominating annual
performance standards. Observe, student academic progress comprises more than half of a
principal’s evaluation in this annual performance system. These bureaucratic standards lack
congruence with research in the area of social support (Krug, 2015; Tindle, 2012) and
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sustainable change (Cagle, 2012; Fullan, 2001). Moreover, noticeably absent from the
Guidelines fo r Uniform Performance Standards and Evaluation Criteria fo r Principals (VDOE,
2012) are standards for fostering personal and professional relationships among teachers based
on expressive and instrumental support in order to improve the school culture for learning.
While few would argue that academic progress drives a school’s mission, many external
variables also contribute to student academic progress (Coleman et al, 1966; Hoy & Miskel,
2008). New principals need time to change the technical core of the learning facility if
sustainable change is to occur (Cagle, 2012). Given that meaningful change takes several years
(Fullan, 2001) especially in high needs districts, principal performance indicators like those in
Virginia could actually contribute to the heavy turnover in high need schools where principal
stability, principal support of teachers, and strong academic optimism could make a lasting
change for our most needy students. A closer look at a balanced principal evaluation system is
warranted in Virginia and perhaps many other states nationwide.
Findings from the demographic profile o f this study offer much to consider in the areas of
teaching, learning, and governing in today’s elementary schools. This study offers hope to
teachers and students in the area of principal support among rural and urban schools. Moreover,
this study supports consistency of leadership, compassion and support for teachers and students,
and the development of a professional learning culture as a means to support the organizational
structure of open learning systems within schools. A closer look at variables that may inhibit
principal-teacher relationships like structures associated with collective bargaining and highly
bureaucratic evaluation systems that emphasize progress over process should be further
evaluated in future research.
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Recommendations for Further Research
Results from this study advocate several new areas for future research. Consider
the following as a brief invitation to continue the study of these important social
processes that make a difference in teaching and learning.

1.

How does the combined effect of principal support and academic optimism
impact student achievement?

2. What effect does principal support have on the academic optimism of teachers
in urban school districts?
3. Do higher levels of principal support impact teacher attrition in high needs
school districts?
4. What is the relationship between principal support, teacher mastery
experiences, and teacher attrition among newly hired teachers?
5. How does teacher participation in citizenship behaviors impact the academic
optimism and achievement of students in rural districts?
6. To what extent do collective bargaining rights contribute to a teacher’s level
of academic optimism, organizational citizenship behavior, and academic
achievement?
7. What effect does collective bargaining have on the relationship between
principal support and a teacher’s sense of academic optimism?
8. What are the characteristics of successful mentoring programs that improve
teacher’s academic optimism?
9. What effects do established teacher leader program have on levels of
academic optimism, citizenship behaviors, and student achievement?
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10. To what extent do climate factors contribute to a teacher’s level of academic
optimism, organizational citizenship behavior, and academic achievement in
urban districts?
11. To what extent does collective bargaining impact teacher participation in
organizational citizenship behaviors?
12. What standards are used to measure the performance of principals
nationwide? Do these standards include the effect of principal support on
teacher agency?
13. Do years of service impact principal performance? Specifically, do career
principals reach peak performance during particular years? How is this peak
performance measured?
14. How do state boards of education nationwide address the need for principal
support in their performance and evaluation standards? How do current
principal trainings address the need for principal support?

Results from these studies may help to demonstrate the powerful effects of principal
support on citizenship behaviors and the cognitive, behavioral, and affective dispositions of
teachers in support of other teachers, their students, and the school organization. The
implications for practice in settings where the needs of students can positively overwhelm
academic achievement are especially compelling.
Final Thoughts
This study investigated three important research agendas closely tied to student
achievement at the collective level - organizational citizenship behaviors, academic optimism,
and principal support - and extended them to the individual level. Anchored in the
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epistemological roots of teacher agency and undergirded by tenets of positive psychology
(Seligman, 2012), this study conceptualized factors that can make a difference in supporting
teachers as they work to improve achievement for every student. These factors include
organizational citizenship behavior, principal support, and academic optimism. Organizational
citizenship behavior (DiPaola & Tschannen-Moran, 2001; DiPaola, Tarter, & Hoy, 2004) and
academic optimism (Hoy et al., 2006; McGuigan & Hoy, 2006) have been closely associated
with student achievement even when controlling for effects of poverty and prior learning.
Principal support (Cagle, 2012; DiPaola, 2012; Tindle, 2012) is a critical factor that makes a
difference in teacher agency by positively influencing teachers ‘expressive and instrumental
support. Results from this study confirmed relationships between principal support,
organizational citizenship behaviors, and academic optimism at the individual level.
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APPENDIX A
TEACHERS ACADEMIC OPTIMISM SCALE FOR ELEMENTARY
TEACHERS (TAOS-E)
Directions: This questionnaire is designed to help us gain a better understanding of the kinds of
things that create difficulties for teachers in their school activities. Please indicate your opinion
about each of the statements below from: Nothing (1) to A Great Deal (9).
1. How much can you do to get students to believe they can do well in school work?
2. To what extent can you craft good questions for your students?
3. How much can you do to get children to follow classroom rules?

Directions: Please indicate the extent to which you agree with each o f the statements below
from: Strongly Disagree (1) to Strongly Agree (5).
4 . 1 trust the parents of my students.
5 .1 can count on parent support.
6 .1 trust my students.
7 .1 have confidence in my students.
8 .1 ask students to explain how they get their answers.
9 . 1 don’t accept shoddy work from my students.
10.1 give my students challenging work.
11.1 press my students to achieve academically.

(Copyright© Beard & Hoy - 2009)
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APPENDIX B
PRINCIPAL SUPPORT SCALE (PSS)

Six Point Scale (Strongly Disagree -1 to Strongly Agree - 6)
EXPRESSIVE SUPPORT
Emotional Items
1. My principal gives me a sense of importance that I make a difference.
2. My principal supports my decisions.
3. My principal trusts my judgment in making classroom decisions.
4. My principal shows confidence in my actions.
Professional Items
5. My principal gives me undivided attention when I am talking.
6. My principal is honest and straightforward with the staff.
7. My principal provides opportunities for me to grow professionally.
8. My principal encourages professional growth.
INSTRUMENTAL SUPPORT
Instrumental Items
9. My principal provides time for various non-teaching responsibilities (e.g. IEPs,
conferences, test students).
10. My principal provides adequate planning time.
11. My principal provides extra assistance when I become overloaded.
12. My principal equally distributes resources and unpopular chores.
Appraisal Items
13. My principal provides data for me to reflect on following classroom observations of
my teaching.
14. My principal provides frequent feedback about my performance.
15. My principal helps me evaluate my needs.
16. My principal provides suggestions for me to improve my instruction.

(Copyright © DiPaola - 2012)
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APPENDIX C
OCB TEACHER SCALE (OCB-TS)
D irections: Please indicate the extent to which you agree with each of the following statements
based on your experience as a classroom teacher along a scale from STRONGLY DISAGREE
(1) to STRONGLY AGREE (6) by filling in the appropriate circle.

1.

I volunteer to sponsor extracurricular activities.

2.

I make innovative suggestions to improve the overall quality of our school.

3.

I use planning time to assist students who need extra help.

4.

I begin class promptly and maximize the time available for instruction.

5.

I leave the school building as soon as students leave.*

6.

I schedule personal appointments outside of school hours when I am not teaching.

7.

I volunteer to help other teachers when they have an excessive workload.

8.

Students complete worksheets as part of their daily classroom instruction.*

9.

It is often necessary to keep students busy during class time in order to fulfill
administrative duties.*

10.

I often volunteer to serve on committees.

11.

I am rarely absent.

12.

In my class, students are required to work independently on worksheets in order to
demonstrate learning.

13.

I assist students after school hours.

14.

I use class time effectively by ensuring all paperwork is completed.*

15.

I arrive to work and meetings on time.

16.

I will remain in the teaching profession until I retire.
* Items Reverse Scored
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