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ABSTRACT
The purpose of this study was to explore personal and organizational factors
within schools operating as professional learning communities and the relationships of
these variables with intent to stay in teaching and organizational effectiveness. A
conceptual framework, a Professional Learning Community Model, was developed to
organize and conceptualize linkages among school culture, teacher self-efficacy,
collective efficacy, human caring, intent to stay, and organizational effectiveness.
Original measures were developed to assess teacher self-efficacy and collective
efficacy and revisions/modifications of measures were used for school culture, human
caring, and intent to stay. The study used a large sample and quantitative data analysis
methods to examine relationships among the variables.
The study was conducted in elementary schools using anonymous self-report
teacher surveys. Usable data were received from 1444 teachers in 95 elementary
schools. Six measures were used for data collection: the Revised School Culture
Elements Questionnaire the Teacher-Efficacv Beliefs Scales. Self-Form and Collective
Form, both developed specifically for the study, the Human Caring Inventorv-Teacher
Form, modified specifically for this study, the Intent to Stay, modified specifically for
this study, and the Index of Perceived Qrpanizational Effectiveness.
Major findings of the study showed that: (1) the measures developed and
modified for use in the study demonstrated reasonable psychometric qualities; (2)
positive relationships were evident among and between the study variables of school
culture, teacher efficacy beliefs, and human caring; (3) the human caring element of
xvi
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professional commitment was identified as the strongest predictor of teachers’
intentions to remain in the teaching profession; (4) collective efficacy beliefs were
identified as the strongest predictor of school organizational effectiveness; (5)
organizational effectiveness was identified as the strongest predictor of effective
school outcomes (exclusive of socioeconomic status) as defined by the Louisiana
School Performance Scores; and (6) the Professional Learning Community Model
developed for this study provided reasonable support for rather strong, positive
relationships between the study variables within the model and empirical data to
support existing discussions in the professional literature on learning communities.
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CHAPTER 1: INTRODUCTION
Overview
The call for school reform is not new to educators. Over the past 20 years,
major reform movements in the educational field have followed a cyclical pattern of
responding to external pressures for change in the educational system (Cuban, 1990).
The 1960s emphasized innovations to improve schooling outcomes; the 1970s called
for increased public accountability for dollars spent on education; and the 1980s
demanded educational excellence through a multitude of federal and state commission
reports (Weller & Weller, 1997). In the late 1980s, restructuring became a key word in
education reform to characterize changes deemed necessary in the organizational
structure of schools to achieve the country's goals for educational quality (Peterson,
McCarthey, & Elmore, 1996).
Cuban (1990) has categorized educational reforms as either first- or secondorder changes. First-order changes, or surface-level changes, are those that improve
the efficiency and effectiveness of what is currently done without affecting the basic
organizational features. Second-order changes strive to alter the fundamental ways in
which organizations are put together, including new goals, structures, and roles. The
challenge of the 1990s has been to focus on more second-order changes in order to
affect the culture and structure of schools (Fullan, 1991).
With the change from a rhetoric of school reform to one of school
restructuring, there has also been a shift to initiatives that aim for the fundamental
redesign of schools, of approaches to teaching and learning, and of goals for schooling
1
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(DarHng-Hammond,

1993). This shift is suppoitiDg the development of a new practice

of whole-school change that is consistent with an understanding of how organizational
learning takes place and how organizations change (Wagner, 1998).
The Complexity of Change In Schools
Fullan

(1991) asserts that change processes in schools are quite socially

complex. In summarizing findings of the past decade on change relative to school
reform, he contends:
In theory, the purpose of educational change presumably is to help schools
accomplish their goals more effectively by replacing some structures, programs
and/or practices with better ones. Change for the sake of change will not help.
New programs either make no difference, help improve the situation, or make it
worse. Through trial and error of constantly experiencing attempts at school
reform, we have learned that the process of planned educational change is
characterized by complexity as personal, political and organizational forces
intermingle (p. IS).
Change in school organizations is a complex social process. Often it can neither be
predicted nor explained by well-meaning attempts at educational improvement which
seldom heed the realities of school contexts (Loup, 1994).
Sirotnik (1989) maintains that schools should not be viewed as targets of
educational reform and improvement, but should be recognized as centers for
educational change, therefore serving as centers of inquiry. In such settings, “educators
in schools, using all the collaborative help they can get, become their own change
agents and active and critical consumers of their own and others’ knowledge in the
context of their own practices and the changing of these practices” (p. 107). Joyce and
Calhoun (1995) emphasize the importance of creating settings where inquiry is normal

2
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and the conditions of the workplace support continuous, collegial inquiry leading to
school renewal Through such a process, the organization is recreated from within,
through changes that support continuous inquiry and improvement of the education
process at every leveL
The Learning Organization
Fullan (1991) has identified many of the problems in achieving successful

change. He has suggested that educators must “redesign the workplace so that
innovation and improvement are built into the daily activities of teachers... and [adopt]
institutional renewal with new forms of leadership, collegiality, commitment to, and
mechanisms for continuous improvement” (p. 353). This model of continuous

improvement calls for a framework that allows those closest to the situation or problem
to work to improve it, for without those individuals having input, there will be no
ownership in the proposed changes (Weller & Weller, 1997).
This concept links to Senge’s (1990) description of a learning organization in
which “people continually expand their capacity to create desired results, where new
and expansive patterns of thinking are nurtured, where collective aspiration is set
free...” (p. 3).
The Professional Learning Community
The continual search for more effective strategies for school improvement has
led to a number of new models of school reform. Some of these rely heavily upon
findings in the field of human relations and organizational theory. Literature from these
two bodies of research has shown that reform efforts take time to implement and must
3
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be sustained from within the organization (Weller & Weller, 1997). The professional
learning community (PLC) represents an emerging model for school improvement
that draws from what we know about human relations and organizational change.
The emergence of learning communities is derived from Senge’s concept of
learning organizations that are comprised of individuals who see themselves as
connected to each other and the world, where creative thinking is nurtured and “where
people are continually learning how to learn together” (Senge, 1990, p.3). The
evolution of the professional learning community marks a distinct change from earlier
school reform efforts that did not significantly alter the organization or the quality of
interactions among individuals within the organization.
Sergiovanni (1992a) notes that “the idea of the school as a learning community
suggests a kind of connectedness among members that resembles what is found in a
family, a neighborhood, or some other closely knit group, where bonds tend to be
familial or even sacred” (p. 47). Louis and Kruse (1995) discuss a related concept of a

“school-based professional community.” This concept is characterized by teachers
engaging in reflective dialogue, deprivatization of practice, collective focus on student
learning, and shared norms and values. Calderon (1998) embraces the term “teacher
learning community” to refer to a context in which the collective synergy, imagination,
spirit, inspiration, and continuous learning of teachers is used to improve the “craft” of
teaching.
While similarities exist among the various definitions and characteristics of
learning organizations or communities, this study is focused on the term as defined by
4
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Astuto et al (1993). The conception of schools as communities of professional
learners is one in which teachers and administrators in a school continuously seek and
share learning, and act on their learning. The goal of the school community members is
to enhance personal and collective effectiveness for the benefit of students. Within this
context resides a culture that promotes and sustains continuous inquiry and
improvement so that schools can achieve desired outcomes.
The PLC can be described as an infrastructure, serving as a new way to
organize and arrange staff. Mack and Hord (2000) cite change as the goal of
professional development; to change an individual’s knowledge, understanding,
insights, skills, behaviors, attitudes, and values. Since change is grounded in learning,
professional development or teacher development is actually teacher learning. “The
professional learning community provides a supportive environment for this learning,
that is selected by the community itself. The community environment provides for
learning in a social setting, with richer and more complex learning results than
independent learning” (p. 6).
School Culture and Professional Learning Communities
DuFour and Eaker (1998) stress that if schools are to be significantly more
effective, they must embrace a new model that enables them to function as professional
learning communities. This model of school improvement relies upon the continuous
learning of the professionals within the school as they go about their work. According
to Hargreaves (1995), working together is not just a way of building relationships and
collective resolve; it is also a source of learning. Within collaborative cultures, the
5
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emphasis is on shared learning in addition to individual learning. The is, indeed, what
Senge (1990) means by organizational learning.
The development of the professional learning community addresses the need for
school reform to focus on second order changes that seek to alter the values, beliefs,
and expectations that contribute to the school culture. DuFour and Eaker (1998)
maintain that if school reform through a change initiative is to be sustained, the
elements of the change must be embedded within the culture of the schooL
Reform efforts have generally overlooked the culture of the school due to
preoccupation with structure (e.g., policies, procedures, and rules). However, focusing
on culture does not mean that structure will be ignored. It should be recognized,
however, that changes in structure can (and often do) affect the culture of the school
(DuFour & Eaker, 1998). The reverse is also true. In feet, Fullan (1993) states that
reculturing leads to restructuring more effectively than restructuring leads to
reculturing.
At the school level, culture emanates from interpersonal interactions between
individual teachers, groups of teachers, administrators and others, and produces
common perceptions and shared meanings among these groups reflecting collective
beliefs, attitudes, and values of school personnel (Cavanagh, 1997). It represents the
shared assumptions, beliefs, values, and habits that constitute the norm for the school
and that shape how school organizational members think, feel, and act. Thus, school
culture frames a sense among school staff of who we are and what we do around here.
Culture can be observed also in the relationships among colleagues and the norms that
6
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govern school activities. Productive and positive school cultures can make a significant
contribution to creating professional learning communities through norms, values, and
relationships that sustain momentum for school improvement over tune (Boyd & Hord,
1994; DuFour & Eaker, 1998).
Changing school culture can be very challenging because it entails altering longheld beliefs, expectations, and habits. Existing culture is one reason that school staff
resist changing the status quo. Hargreaves (1995) notes that developing collaborative
cultures entails reculturing the school from individualism, where teachers work largely
in isolation, and balkanized cultures, where teachers work in self-contained subgroups.
Both of these types of cultures tend to fragment professional relationships and to limit
trust and collaboration.
The norms or informal rules that govern behavior, influence change efforts.
Specific cultural norms facilitating school improvement include a widely shared sense
of purpose and a norm of involvement in decision-making (Boyd, 1992b).
While schools have previously focused their improvement efforts on the
structural aspects of the school, such as policies, procedures, and rules, focusing on
culture does not mean that structure will be ignored. Although changes in structure do
not necessarily result in changes in attitudes, beliefs, assumptions, and habits of
personnel, these changes can indeed affect the culture of the schooL For example,
policies and procedures that result in teachers working in isolation will present barriers
in efforts to create a professional norm of collaboration (DuFour & Eaker, 1998).

7
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In studying factors that contribute to the development of professional
community in schools, Louis, Marks, and Kruse (as cited in Stolp & Smith, 1995) have
noted evidence in support of
the argument that the structural elements of “restructuring” have received
excessive emphasis in many reform proposals, while the need to improve the
culture, climate and interpersonal relationships in schools has received too little
attention. While it may be easier to imagine how to restructure schools rather
than to change their culture, the latter is the key to successful reform (p. 14).
Culture serves as a powerful influence on the effectiveness of a school by
signifying to the community members in the school what is deemed truly important and
how they are to act within the schooL Lane (as cited in Stolp & Smith, 1995, p. 14)
states “the power of school culture lies in its recognition that movement of schools
toward greater effectiveness must begin with attention to subtle, habitual regularities of
behavior that comprise the culture of the school.” For example, if teacher collegiality is
promoted by a principal in a school in which teacher isolation is the norm, it is
necessary to initiate some activities or steps in order to make the transition from one of
isolation to operation as a collegial staff (Stolp & Smith, 1995).
The concept of school culture provides school leaders with a more holistic way
to look at the school and school reform. By deepening their understanding of school
culture, leaders are able to influence the values, beliefs, and underlying assumptions
held by school community members (Stolp & Smith, 1995). Culture provides school
leaders with a powerful intuitive method for understanding their school’s own
“unwritten rules and traditions, norms, and expectations that seem to permeate
everything: the way people act, how they dress, what they talk about or avoid talking
8
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about, whether they seek out colleagues for help or don’t, and how teachers feel about
their work and their students (Deal & Peterson, 1999, p. 2).
Those in a professional learning community are attentive to both school
structure and culture in their efforts to create the best climate of improvement. To the
extent that school reform creates a new culture of learners, structural changes will
follow.
Efficacy and the Professional Learning Community
In creating the best climate of improvement and fostering school reform
through a new culture of learners, personal characteristics of these learners must be
considered. In developing an understanding of schools as organizations, it was essential
to study the characteristics of those individuals that constitute the organization.
Metacognitive theories serve to explore processes that regulate the impact of goals on
behaviors (Hoy & Miskel, 1996). Bandura’s theory of self-efficacy allows one to begin
to address personal and organizational goals. Bandura (1997) defines perceived selfefficacy as “beliefs in one’s capabilities to organize and execute the courses of action
required to produce given attainments” (p. 3). Self-efficacy theory centers on future
expectations and is determined by the goals regardless of the adversities faced
(Bandura, 1977; Hoy & Miskel, 1996). The development of self-efficacy is viewed as a
branch or component of organizational efficacy. According to Loup (1994, p. 13),
individuals’ personal perceptions and actions are influenced by environmental factors,
such as, “member beliefs that the organization is capable of change and that members
share in decision making relative to goal setting and direction of group performance.”
9
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Pajares (1996) discusses efficacy belief as helping to determine how much effort
people will expend on an activity, how long they will persevere when confronting
obstacles, and how resilient they will prove to be in the face of adverse situations - the
higher the sense of efficacy, the greater the effort, persistence, and resilience. Guskey
and Passaro (1994, p. 628) define teacher efficacy as “teachers’ beliefor conviction
that they can influence how well students learn, even those who may be considered
difficult or unmotivated.” Tschannen-Moran, Woolfolk Hoy, and Hoy (1998) define
teacher efficacy as “the teacher’s beliefin his or her capability to organize and execute
courses of action required to successfully accomplish a specific teaching task in a
particular context” (p. 233).
Efficacy research has occurred primarily at the individual level of analysis of
self-efficacy. However, the extension ofBandura’s self-efficacy theory toward the
addition of “collective efficacy” allows for research studies that can address the efficacy
level of the larger organization. Bandura (1997) defines perceived collective efficacy as
“a group’s shared beliefin its conjoint capabilities to organize and execute the courses
of action required to produce given levels o f attainment” (p. 477). Collective efficacy
can be viewed as “the group’s or organization’s collective beliefthat h can successfully
perform a specific task” (Lindsley, Brass, & Thomas, 1995, p. 648). The organization
can be treated as a social entity, or social system, that can act as a whole, but is
composed of individuals that can be used to estimate the groups’ collective efficacy.
Bandura noted that collective efficacy is rooted in self-efficacy (Bandura, 1997).
Various research methods have been utilised to gauge efficacy levels, including the
10
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linking of variables such as organizational characteristics, performance or self-efficacy,

academic settings, and group or organizational efficacy (Fuller, Wood, Rapoport, &
Dornbusch, 1982; Johnson, 1999; Lindsky, et al, 1995; Pajares, F., 1996).
Bandura (1993) proposes two approaches in determining how collective school
efficacy affects the performance of the organization. The first approach aggregates
teachers’ beliefs in their own self-efficacy in promoting academic learning within their
own classroom; the second approach aggregates the beliefs of the teachers in their
school’s capability as a whole. Bandura proposes that individual internal belief
structures serve to influence individual interactions and perceptions within the
environment. The internal beliefstructure of one’s judgement of personal capabilities,
or self-efficacy, affects one’s motivation to accomplish desired levels of performances.
Additional^, beliefs of members of the organization allow change through shared
decision making, goal setting, and group performance, all of which comprise
organizational efficacy (Loup, 1994).
Human Caring and the Professional Learning Community
In addition to the personal variable of teachers’ self-efficacy beliefs, the
development of a professional learning community is affected by the human caring
aspect of teachers. Theories of caring and the study of the caring construct have only
recently emerged. The initial studies focused on the medical professions, including
nursing, and gradually included other helping professions such as teaching and social
work (Moffett, 1993). Cultural models of caring have focused on cultural meanings of
care thus resulting in the development of a theory of cultural care diversity and
11
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universality (Leininger, 1980; 1988). Cultural theory is based on anthropological and
sociological studies and proposes caring as a universal trait. This theory also
acknowledges the care/caring practices as culture-specific, with the idea that each
culture has diverse meanings attached to the term caring and to caring practices
(Moffett, 1993).
This study focused on the findings in current theoretical perspectives that
human caring exists in all individuals to some extent. It was proposed that caring in
specific professional contexts requires additional attitudes and values not necessarily
inherent in all human caring. The conceptual model of human caring that was utilized in
this study was proposed by Moffett (1993). This humanistic model depicts human
caring as a necessary condition for effective caregiving to occur in context-specific
situations, in which variations occur according to the particular group involved. This
caring model focuses on caring about and implies an attitude or affective state of mind
characterized by a sense of concern and regard for an individual This model does not
address the aspect of caring/or or the taking of responsibility or providing for an
individual through the use of specific knowledge or skills (Moffett, 1993). This
conceptual model depicts human caring as integral to both personal and professional
contexts.
Intent to Stay and the Professional Learning Community
Stability within a faculty can be beneficial in the development of a professional
learning community. While a teacher’s intentions to remain employed in teaching is a
personal decision, it can indeed have an effect upon the school as an organization. Most
12
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educational forecasts predict extensive turnover and possibly teacher shortages within
the next decade (Burns, 2000). Currently there is an existing shortage of fully qualified
teachers with some reports indicating that over twenty-five percent of new teachers are
underqualified for their current positions (Lashway, 1999). Although many remedies
are discussed to address the shortage of teachers, such as better salaries and improved
perservke teacher training, there are additional strategies that can be considered. One
of the most practical methods is increased teacher retention of both new and
experienced teachers. One strategy for increasing teacher retention is collaboration
among teachers. Collaboration can be fostered in schools operating as professional
learning communities. Lashway (1999) contends that the new emphasis on
collaboration shifts from school organizations that have previously worked in a “culture
of isolation” to one which moves from mere cooperation to carefully nurtured
collaboration.
In defining the concept of teachers’ intentions to remain employed in teaching,
there must be consideration of the personal, psychological, and work context factors
encompassing cognitive, affective, and behavioral elements. These elements contribute
to the determination of employees (teachers) remaining in the teaching field. From this
perspective, individuals who desire to remain employed in the teaching field, make a
decision based on the benefits of continuing in teaching outweighing the loss with
leaving.
A school that operates as a professional learning community fosters the
development of new teachers and contributes to the ongoing growth and continual
13
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learning of all teachers through numerous collaborative opportunities. The attributes
that exist within a school learning community offer an opportunity for addressing the
issue of teacher attrition in a productive manner.
School Organizational Effectiveness
One of the perennial concerns about American education is what are the
appropriate means and ends within the educational system. American education has
often been characterized by frequent and recurring calls for educational reform (Cuban,
1990; Murphy, 1990). Recently there has been a heightened interest in the area of
accountability and discussion regarding what constitutes an effective school or
organization. There exist multiple conceptual definitions of school effectiveness and
multiple indices used in determining the effectiveness of the school or organization.
School organizational effectiveness has been studied in numerous ways, with
each study designed according to the historical tunes and the researchers interpretation
of what comprises an effective school or organization. The Progressive education
movement of the 1930s-40s offered a social model of education that utilized school
comparisons based on differing educational philosophies. During the 1950s schools
received much public criticism resulting in a tightening of the core curriculum (Claudet,
1993). Schools in the 1960s faced the challenge of refuting the Coleman report
(Coleman, et aL, 1966) thus generating studies by researchers such as Edmonds,
Brookover, and Lezotte (Bliss, Firestone, & Richard, 1991). Their initial goal was to
counteract the Coleman report and to prove that schools did indeed make a difference.
Thus, research continued in the 1970s and 1980s with organizational effectiveness
14
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being viewed under the term of effective schools and criteria being established
regarding this effectiveness (Bliss, Firestone, & Richards, 1991; Claudet, 1993).
School effectiveness research, has evolved and improved in both quality and
quantity over the last 30 years. There have been three major strands of school
effectiveness research: school effects research (input-output studies), effective school
research (addition of process variables), and school improvement research (study of
various school improvement programs). More recently, research has inchided the
introduction of context factors and more sophisticated methodologies, thus enhancing
the quality of all three strands of school effectiveness research (Teddlie & Reynolds,
2000).
Research during this period focused on identifying those schools deemed
effective and comparing the characteristics with those deemed less effective or
ineffective. The case studies traditionally concentrated on elementary schools and
utilized effective school correlates regarding leadership, performance expectations,
environment or climate, skill development, and student evaluation (Claudet, 1993).
More recent issues being studied within the framework of organizational effectiveness
include deductive/inductive approaches to theory development, quantitative and
qualitative research methodologies, statistical and design concerns, and continued
school effectiveness conceptualization (EUett, et aL, 1997).
Utilizing the framework of organization effectiveness in effective school
research necessitates consideration of the structure of the organization. School
organizations have transformed from being viewed as closed systems in which the
15
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organization was closed off from the outside work! to open systems. A key concept of
the open-systems theory is the effectiveness and quality ofthe organization. School
organizational theory has primarily been centered on the use o f the goals model or
system resource model (Hoy & Miskel, 1996). Organizational effectiveness can be
defined in terms of degree of goal attainment in which a school is deemed effective if
the outcomes meet or exceed its goals. Thus, a school or organization is deemed
effective if it achieves its goals.
Another model that has been utilized is the system-resource model in which
effectiveness has been defined as the ability of the organization to secure a beneficial
bargaining position in its environment and to thus profit from that status in order to
secure valued resources. Because of the complexity of the organization, definite goals
are not specified in this model Thus, evaluation is based on the internal consistency of
the organization, the efficient use of its resources, and its success with coping (Hoy &
Ferguson, 1985; Hoy & Miskel 1996).
A model that has extended this concept of organizational effectiveness was
proposed by Paul E. Mott (1972). Mott’s model of perceived organizational
effectiveness combines and integrates the goal and system-resource models by
addressing performance outcomes including the quantity and quality of organizational
products and organizational efficiency, adaptability, and flexibility. According to Mott,
these five criteria “define the ability of an organization to mobilize its centers of power
for action to achieve goals to adapt” (Hoy & Miskel 1996, p. 255). Mott’s model
draws from the integrated goal and system-resource model of organizational
16

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

effectiveness and deems an effective organization as one that produces higher
achievement, more positive student attitudes, adapts better to the environment, and
deals more formidably with internal problems (Hoy & Miskel, 1996). Mott’s (1972)
model considers the capability ofthe organization to mobilize its centers of power for
action to achieve goals and to adapt. Mott also refers to effective schools (those able to
achieve goals and adapt) as producing high student achievement and having a positive
valence (holding power). According to Mott’s model, an effective school organization
produces a higher quality of product, generates more positive attitudes, adapts better to
environmental constraints, and deals more directly with internal problems (Hoy &
Miskel, 1991).
Perceived organizational effectiveness is “the subjective evaluation of a school’s
productivity, adaptability, and flexibility” (Miskel, Fevurty, & Stewart, 1979, p. 98).
Effective schools are thereby perceived to produce products and services in greater
quantity and better quality, while aflowing for flexibility and adaptability than
ineffective schools (Miskel, et al, 1979).
The behavior of the organization (school) encompasses a set of interactive
elements consisting of individuals, structural, cultural, and political These elements
combine to meet performance outcomes or accomplishment of goals. The “degree to
which actual outcomes are consistent with expected outcomes” (Hoy & Miskel, 1996,
p. 41) establishes the level of organizational effectiveness.
Claudet (1993) additionally refers to Hoy and Fergurson’s synthesis of the goal
model and system model as emphasizing both organizational means and ends and adds
17
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to the organizational effectiveness definition "the extent to which any organization as a
social system, given certain resources and means, fulfills its objectives without
incapacitating its means and resources and without placing undue strain upon its
members” (Hoy & Ferguson, 1985, p. 121). Schools, when viewed as open systems,
are seen as social systems consisting of“a set of interacting elements that acquire
inputs from the outside, transforms them, and produces outputs for the environment”
(Hoy & Miskel, 1996).
This research study is not designed in the classical sense of many of the school
effectiveness studies. This study is designed to link variables in order to define a good
school by determining the effectiveness of the organization in terms other than the
traditional accountability of achievement tests data. A primary focus of the study does
include a traditional variable of effective school research, holding power. Holding
power in this study is conceptualized as teachers’ intentions to remain in the teaching
profession. Schools as professional learning communities attempt to develop schools as
good schools in order to enhance the productivity. The organizational effectiveness of
schools may best be understood as the product of a combination of teacher personal
and school culture characteristics. Thus, good schools, as discussed by Glickman
(1987), may indeed be distinguished from effective schools. Glickman supports a call
for school change to first be concerned about producing good schools, and only
subsequently, to be concerned about producing effective schools.
Goodlad (1994) also addresses the concept of schools being judged as
effective based on the most common yardstick of comparative academic achievement as
18
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measured by standardized tests. Referencing the Coleman thesis that the most
significant contributor to a child’s success in school is what he brings there from home
and then encounters at school, Goodlad cautions that while schools and individual
diligence can make significant differences, these outside contributors greatly influence
schools seeking to be excellent He cites schools perceived to be excellent, based upon
criteria of percentile ranks on standardized tests, as not necessarily characterized by
conditions of educational goodness. In summarizing some of the generalizations about
good schools, Goodlad highlights that “a good school is self-conscious o f its culture”
(p. 212) and that within good schools teachers view their peers as professionals,
consciously acknowledge the importance of quality teaching and learning, and maintain
a culture that builds in dialogue, decision making, and ongoing actions. This study
assessed linkages between the stated variables, seen as characteristics of good schools,
and organizational effectiveness.
Conceptual Framework
The conceptual framework guiding this study viewed the school as a complex
social, organizational community embedded within a larger school culture which frames
learning environment opportunities for teachers and other professionals. Sergiovanni
(1994a) proposed that the school needs to be viewed as a community with shared
ideas, bonding between people and control being exercised through norms, purposes,
values, professional socialization, coDegiality and natural interdependence. Implicit
within this notion of community is the concept of culture. “The culture of a learning
community is manifested, developed, maintained and transformed by the sharing of
19
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beliefs, values, and norms amongst teachers resulting in commonality of purpose and
actions intended to improve the learning of both students and teachers” (Cavanagh,
1997, p. 183). School culture results from interpersonal interactions between teachers,
groups of teachers, administrators and others, and common perceptions of these
groups, detailing collective beliefs, attitudes and values of school personnel (Cavanagh,
1997). Thus, school culture frames a sense among administrators, teachers and others
of who we are and what we do around here. This study utilized the School
Improvement Model of School Culture (Cavanagh & Dellar, 1997) based upon the
assumption that the culture of a learning community is shaped by interpersonal
interactions and social processes. The values and norms of individuals are then
transformed into the collective values and norms constituting the culture.
Due to the various constructs that w oe incorporated into the study, it was
indeed important to address those theories or models within which these constructs
operate. Getzels and Guba’s (1957) social-system model of organizations served as the
framework for viewing the school as an open system that is concerned with both
structure and process. To survive, the organization must adapt and to adapt, it must
change. This model was useful in understanding school organizational environments in
terms of both institutional and individual dimensions and for explaining organizational
behavior as an outcome of the interaction between these dimensions (Loup, 1994).
Social learning theories place emphasis on the complex nature of the individual
learning process as it occurs in the environment. A conceptual model that has evolved
from theories of social learning is Lewin’s (1947) field theory. This model of learning
20
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viewed behavior as a function o f the individual and the environment [B = f(P , E)] and
it has been useful in explaining the complexity and dynamics of interactions in schools
and their subsequent effect on the learning process. Though learning is a highly
individual process, it occurs within a larger environment. Learning is thus mediated by
an individual’s interactions with and perceptions of the external environment (Loup,
1994).
This study used Loup’s (1994) Model of School Change and Effectiveness
(MSCE) to initially conceptualize linkages of various school learning environment
constructs, teacher personal constructs and multiple indices of school organizational
effectiveness and productivity. The model was based on a set of assumptions that
suggested that: “(1) the school is a total learning community and learning environment
that is influenced by internal and external factors; (2) change in schools requires new
learning and high self-efficacy of individual organizational members and high
organizational efficacy among members of the school; (3) changes in school
organizational effectiveness are necessary but insufficient conditions for increasing
school productivity (e.g., student achievement) and holding power (e.g., student
attendance); and (4) meaningful school change and resultant organizational and school
effectiveness occur best in school-wide learning environments that are grounded in
social norms of professionalism and the ethics/values of professional practice” (Loup,
1994, p. 22).
Loup’s conceptual model was developed as a framework for understanding
school change and learning in schools, facilitated through communication of cultural
21
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norms and beliefs. The model assumes that adult learning occurs within a larger
environment, even though it is a highly individual process. Additionally, the teaming
that occurs within the organizational setting is mediated by numerous variables,
including self-efficacy betiefi (Bandura, 1977). Thus, teaming in a social organization is
"a contingent, social process which occurs through interactions among characteristics
of individuals, and factors, events, and conditions in the total school environment”
(Loup, 1994, p. 24). This model was incorporated into this research study in order to
consider the mediating variables of teacher self-efficacy and organizational efficacy as
they link with the learning opportunities with the school culture. This study did not
consider other variables presented in the MSCE including receptivity to change and the
school effectiveness elements of holding power and productivity as defined in the
MSCE.
Although professional learning communities are comprised of many different
components, the Professional Learning Community Model that was developed to serve
as the conceptual framework for this study focused on teacher personal and school
characteristics as measured through the specific constructs of professional school
culture, self-efficacy, collective efficacy and human caring. The PLC model is
illustrated on the foBowing page in Figure 1. Rather than assessing PLC characteristics
through the utilization of a single measure, this study assessed each of the mentioned
variables in order to examine the relationships and integration of these variables as they
exist within schools that function as professional learning communities. This research
study thus proposed a measurement system of a PLC that is indeed more complex than
22
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a single measure. The PLC Model operationally defines multiple characteristics within a
professional learning community. The operation ofthese variables assists in determining
the level or quality of those attributes deemed essential in determining the school level
as a learning organization.
This PLC model viewed specific variables as operating both independently and
integrally and focused on personal characteristics of individuals and the school as an
organization, as well as the professional school culture. Each of the variables was
perceived as directly impacting teacher retention at the school level (intent to remain in
the teaching profession). The Model also perceived a relationship between the variables
of school culture, efficacy, and human caring and perceived organizational effectiveness
of the school.
The PLC model operates as a dynamic system, rather than a unidirectional
process, in order to produce the products of the school As it develops and evolves, the
variable interaction occurs through this dynamic system. The double arrows suggest
bidirectional effects and interactions of the variables with each other. This occurs
among those variables characterized as professional learning characteristics with intent
to stay and intent to stay with organizational effectiveness.
The effective school outcomes were conceptualized as achievement and
attendance as measured through the Louisiana School Performance Scores (SPS). The
SPS is a weighted index consisting o f the school’s average daily attendance rate
(school holding power), LEAP 21 Tests (criterion-referenced tests) results, and the
Iowa Test of Basic Skills (ITBS) (norm-referenced tests) results (Louisiana
24
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Department of Education, 1999). Connectors tmk the subelements of professional
learning community (culture, efficacy, and human caring), intent to stay, and
organizational effectiveness with the concept ofgood schools, while effective schools
are connected to effective school outcomes defined in terms of achievement and
attendance. This model thus provided: (I) an interactive system; (2) within school
process factors; (3) outputs created by multiple indices in schools; (4) a focus on
proximal variables within the school that influence effectiveness; (5) a focus on teacher
characteristics; and (6) a multiplicity of factors.
The PLC model indicates that an indirect relationship exists between the
combined characteristics of the professional learning community and those outcomes
that are viewed as critical in determining effective school status. The model posits that
culture, efficacy, and human caring are not directly linked to effective school outcomes,
as measured by the Louisiana School Performance Scores, but are indirectly linked.
Their influence on the effective school outcomes is through professional learning
community variables impacting teachers’ intentions to remain in teaching (holding
power) and linking to perceived organizational effectiveness. Furthermore, these
variables do not have any direct linkage to school outcomes, but only indirectly through
their linkages of intent to stay and perceived organizational effectiveness. This model
differed from Loup's (1994) Model of School Change and Effectiveness in which
organizational effectiveness was conceptualized as an aspect of school effectiveness
outcomes, while this PLC model conceptualized organizational effectiveness as a
mediating variable that is linked to the good school concept rather than the effective
school concept (Glickman, 1987).
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The PLC Model was tested through person outcomes, organizational outcomes,
and school outcomes. This theory of schooling proposed that the outcomes are
dependent upon the organization being effective as a collectivity. It also suggested that
school holding power is a necessary condition for organizational effectiveness.
Organizational effectiveness served as an antecedent of productivity (student learning
and achievement). The model proposed that the relationships among the variables were
grounded within framework as a school operating as a professional learning
community. The major focus of this study was on the variables of culture, efficacy, and
human caring and the relationships that existed between these PLC variables and
teachers’ intentions to remain employed in teaching. In turn, intent to stay was linked
to perceived organizational effectiveness.
A secondary focus of this study was the relationship between the PLC variables
and effective school outcomes as operationalized by the School Performance Scores. In
addition, the study considered the linkage that exists between intent to stay and
effective school outcomes and the linkage that exists between perceived organizational
effectiveness and effective school outcomes. The model incorporated PLC
characteristics and relationships with teacher retention and perceived organizational
effectiveness as pertaining to a description ofgood schools versus a portrait of effective
schools as determined by externally imposed criteria.
The model can also be examined as a functional equation by viewing the
variables as an interactive set. This functional equation can be illustrated as:
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School Performance Sores =
f (Culture X Efficacy X Human Caring X Intent to Stay XOrganizatiooal Effectiveness)

This equation indicates that each variable serves as a necessary, but not a sufficient,
condition for productive, effective schools and that each variable cannot operate
sufficiently on its own. The equation indicates that as any variable approaches zero, the
output will also approach zero. The variables are not independent of each other, but
affect and interact with each other. For example, as the richness of the school culture
decreases and increases, there will be a resulting net effect on school outcomes.
Increasing any of the factors on the right side of the equation will have a resulting
effect on all of the other variables, as well as the school performance score. The
equation depicts the complexity of the personal and organizational factors relating to
school productivity. Thus, this equation suggests the necessity of attending to
numerous variables when attempting to increase school productivity. This equation
model is similar to Walberg’s Theory of Educational Productivity (1982).
Statement of the Problem
This research study incorporated teacher personal and school culture variables
interacting with teachers’ intentions to remain in teaching, organizational effectiveness,
and effective school outcomes, operating within the framework of a professional
learning community model In incorporating the multiple variables, this study addressed
the specific need to (a) enhance the theory base for understanding of schools as
professional learning communities, (b) provide empirical research based on multiple
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indices of constructs within professional learning communities, (c) examine various
measures that can assess characteristics of professional learning communities, and (d)
address the issue ofgood versus effective schools by examining the relationships that
exist among the school constructs within the study.
With the current educational focus on change, educational reform initiatives,
and increased school accountability, there is a need to expand the research and theory
base derived from studies of schools as professional learning communities. The
complex nature of schools serves as a viable topic for many educational discussions.
However, few studies are known that examine the complexity of schools functioning as
professional learning communities by considering the interaction of specific embedded
characteristics within the PLC including culture, efficacy, and human caring.
Current research provides descriptive means that characterize the attributes of
these learning organizations and a few qualitative studies have produced ideas about
how individuals operate within PLCs, through the presentation of case studies (Boyd &
Hord, 1994; Hord, 1998). This study predominately dwelled within one context, the
school as a professional learning community. Little empirical research has been
completed and few studies are known that have attempted to develop a model of a
professional learning community, develop and adapt measures for the model, and
examine relationships among variables in the model
Although school characteristics that support the development of schoolwide
professional learning communities have been examined, few have been measured. There
is a critical need to utilize multiple measures that can adequately assess the operational
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level o f the school organization as a professional learning community, with focus on the
cultural context ofthe schooL
Another issue that was addressed in this study is the controversial debate
between good versus effective schools (Glickman, 1987). Although current state
reform efforts target student academic achievement, as measured through criterionreferenced and norm-referenced tests, in order to determine effective schools, there is
little consideration being given those characteristics of a school that serve to develop a
good school. In this study, these characteristics included school culture, self-efficacy
levels of teachers, organizational or collective efficacy of staffi and human caring about
students and co-workers. Most would contend that these study variables would affect
teachers’ intentions to remain in teaching and perceptions of organizational
effectiveness, thus contributing to producing schools that are both effective and good.
Carl Glickman promotes the concept that “effective schools can be good schools, and
good schools must be effective schools - but the two are not necessarily the same
(1987, p. 624). A recent synthesis reiterated the importance of differentiating between
good and effective schools. This synthesis clearly suggested that for schools to be
productive and effective they must develop and maintain quality learning environments
and be organizationally effective (Ellett, et aL, 1997).
Purpose of the Study
This study was exploratory in nature and its purpose was fivefold. First, a
conceptual framework was developed to link characteristics of professional learning
communities with the variables of intent to stay employed in teaching, perceived
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organisational effectiveness, and effective school outcomes. Second, the study

conducted a large scale survey of teacher personal and school culture characteristics in
school viewed as professional teaming communities. Third, it examined the relationship
between the variables in the PLC model in order to test the viability of the proposed
model Fourth, an initial exploration of multiple notions regarding schools as learning
communities was conducted. Fifth, multiple measures were utilized, rather than one
single measure, within the context of a conceptual framework in viewing schools
characterized as good and effective schools.
Importance/Significance of the Study
This study was important and significant from a variety of empirical theoretical
and practical perspectives. First, the study developed, adapted, and adopted
psychometrically sound means of measuring teacher personal and school organizational
characteristics believed to be important elements of professional learning communities.
Since the research on schools as professional teaming organizations primarily are
qualitative in nature, presented through case studies or explorations of the PLC
attributes, this study provided support for multiple measures of characteristics of
schools as professional learning communities.
This study was also important and significant because it integrated in a single
study relationships within school organizations pertaining to school culture, teacher
self-efficacy, collective efficacy, and human caring. While numerous studies have
presented findings on teacher self-efficacy, fewer studies have focused on the
organizational or collective aspect of efficacy. These findings contributed to the theory
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of self-efficacy as it applies to schools as professional teaming communities, both
measuring teachers’ self-efficacy beliefs and teachers’ beliefs in the strength of the
collective efficacy beliefs of their faculty.
Additionally, data analyses provided findings on various attributes within a
professional learning community, including the issue of leadership and its contribution
toward teachers’ intentions to remain employed in teaching, thus contributing to the
base of theories of leadership by moving beyond the concept of transformational
leadership to leadership as a state that permeates throughout the learning organization.
The study yielded information important for continuing to develop a conceptual
theoretical model for understanding complex relationships of professional learning
communities embedded within the cultural context of the school. Additionally, the
study was designed to investigate variables operating within the PLC including school
culture, teacher efficacy (self- and collective), and human caring and the relationships
that result in outcomes pertaining to teachers’ intents to remain employed in teaching,
perceived organizational effectiveness, and effective school outcomes as measured by
the Louisiana School Performance Scores.
From practitioner-oriented and policy making perspectives, this study provided
information pertaining to the development of teacher personal and school culture
characteristics of teacher self-efficacy, collective efficacy, and human caring as they
exist within the cultural context of the schooL
This information is of value to schools focusing on the transformation of their
school toward operating as a professional learning community, thus fostering
characteristics deemed important to be both a good school and an effective school.
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Research Questions and Hypotheses
Research Questions
Since this study focused on both existing theories in the literature, as well as on
exploration of a conceptual framework, a series of primary research questions and
hypotheses was developed. Supplemental questions emerged through the data analyses.
This research study focused on the development of a conceptual framework of
professional learning communities and the utilization of new measures. The primary
research questions used to guide data analyses are presented in the following section.
Primary Research Questions
Research Question 1
What is the latent structure of the Revised School Culture Elements
Questionnaire?
Rationale
The culture survey that was utilized for this study is one that has been revised
from the original School Culture Elements Questionnaire (Cavanagh, 1997). The initial
adaption revised and increased the number of items from 64 to 78 and resulted in a five
factor solution. A later revision study which included additional item revisions, resulted
in a three factor solution. Since the form that is being utilized for this study is a 20 item
abbreviated form, there is a need to empirically examine the nature of the constructs
measured.
Research Question 2
What is the latent structure of the Teacher Efficacy Beliefs Scales?
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Rationale
Since these measures used to investigate teacher efficacy beliefs are new, there
was a need to empirically examine the nature of the construct that it has been
developed to measure. The measures included both teacher self-efficacy and teacher
collective efficacy items.
Research Question 3
What is the latent structure of the Human Caring Inventory - Teacher Form?
Rationale
Since this inventory was an abbreviated form of the HCI-Teacher Form (Ellett,
1996) that was originally adapted from the Human Caring Inventory - Nurses Form
(Mofiett, 1993), there was a need to empirically examine the nature of the construct
that it was developed to measure.
Research Question 4
What is the latent structure o f the Intent to Stay Questionnaire?
Rationale
This questionnaire was an adapted version of an Intent to Stay Questionnaire
that was utilized with social workers (Ellett, 2000) and was modified for use with
teachers (Ellett, 1996). Although the questionnaire was short in length, it had not been
utilized with teachers and there was a need to examine how the items as a set measured
the intent to stay variable.
The following three research questions are grouped together since they are
related to each other within the Professional Learning Community ModeL A collective
rational is given for the three questions as a group.
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Research Question 5
What relationships exist between teachers’ perceptions o f school culture as
measured bv the Revised School Culture Elements Questionnaire and teachers’ selfefficacy as measured by the Teacher Efficacy Beliefs Scale?
Research Question 6
What relationships exist between teachers’ perceptions o f school culture as
measured by the Revised School Culture Elements Questionnaire and teachers’
perceptions of human caring as measured bv the Human Caring Instrument
- Teacher Form.
Research Question 7
What relationships exist between teachers’ perceptions of self-efficacy as
measured by the Teacher Efficacy Beliefs Scales and teachers' perceptions of human
caring as measured by the Human Caring Inventorv-Teacher Form?
Rationale

The previous three research questions are important to answer because if it can
be shown that the relationships between the variables included in the Professional
Learning Community Model are positive in direction and statistically significant, then
an initial family of teacher, personal, and school culture variables will support the
viability of the PLC Model
If it can be shown that the relationship between culture and self-efficacy is
positive and statistically significant, then a strong professional school culture would
fester an environment which provides rich sources of selfefficacy. The professional
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school culture provides the principal sources of information from which expectations
of personal efficacy are derived: performance accomplishment, vicarious experience,
verbal persuasion, and physiological states. School cultures that foster foe development
of professional learning communities offer opportunities for individuals to be
successful and to learn from these successes (performance accomplishment). Rich
school cultures offer opportunities for teachers to work coHaboratively, thus learning
through vicarious experiences. Social cognitive learning theory serves as the very basis
of human efficacy theory. The culture of the professional learning community provides
for increased opportunities for learning both on the individual and organizational levels
and thus can positively affect both teacher efficacy and the collective efficacy of the
staff.
Human beings are not bom with levels of caring; human caring, like other
characteristics is learned. Learning occurs within an environment and the cultural
norms, beliefs, and values in school environments help frame the context in which
individuals interact with each other. If those norms are strongly reflective of individuals
working together and collaborating with each other, there is a fostering of the spirit of
sensitivity and responsivity to others and professional commitment which results in
stronger caring beliefs on the part of individuals, than in schools where culture is weak
and individuals do not learn from each other.
Individuals who care about others will interact in ways that would be consistent
with the manner in which efficacy is developed, such as modeling for others,
reinforcing positive behavior, persisting with others, and verbal persuasion. Schools
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that are characterized by high caring are more likely to create a work environment in
which the sources that strengthen efficacy are stronger than in schools where human
caring is low.
Hypotheses
The section that follows presents formal research hypotheses linking the
independent and dependent variables within the study. The following section presents
each research hypothesis stated in predictive form followed by a conceptual rationale.
Hypothesis 1

There is a statistically significant, positive relationship between teachers’
perceptions of school culture as measured by the Revised School Culture Elements
Questionnaire and teachers’ intentions to

remain employed in teaching as measured by

the Intent to Stay Questionnaire.
Rationale

Deliberate changes in a school’s culture can make the school a place in which
teachers feel positive about their work and in which students are motivated to learn. It
stands to reason that schools characterized by a rich professional culture would be
strong in professional commitment, leadership, and collaboration, thus, strengthening
teachers’ intentions to remain in teaching. A positive school culture is associated with
higher student motivation and achievement, increased teacher collaboration, and
improved attitudes among teachers toward their jobs (Stolp & Smith, 1995). A
positive school culture fosters supportive conditions that may enhance the level of
satisfaction in the job position, thus strengthening teachers’ intentions to remain in
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teaching. Schools with strong characteristics indicative of professional teaming
communities may serve to strengthen teachers’ intention to remain in teaching, thus
lowering teacher turnover.
Hypothesis 2
There is a statistically significant, positive relationship between teacher selfefficacy as measured by the Teacher Efficacy BeKefe Scales and teachers’ intentions to
remain emnloved in teaching as measured bv the Intent to Stay Questionnaire

Rationale
According to Bandura’s (1997) self-efficacy theory, individuals with strong
efficacy beliefs are different from individuals with weak efficacy beliefs in a variety of
ways. For example, individuals with strong efficacy beliefs are persistence in their
endeavors. These individuals are strongly motivated, persist in the face of barriers, and
continue to persist to accomplish future tasks, despite feeing failures. Given that these
individuals have higher levels of persistence and motivation, they are more likely, when
experiencing difficulty on the job, to persevere and persist, despite the barriers. These
strong level of self-efficacy will more than likely increase teachers’ intentions to
remain. Teachers with weak efficacy beliefs related to school would be more likely to
become frustrated and not persist, thus not be successful, thus more likely to leave.
Hvnothesis 3

There is a statistically significant, positive relationship between teachers’ levels
o f human caring as measured bv the Human Caring Tnventorv-Teacher Form and

teachers’ intentions to remain employed in teaching as measured by the Intent to Stay
Questionnaire
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Rationale
Strength in human caring implies a sensitivity and responsivity to the needs and
feelings of others, as well as strength in professional commitment as a personal aspect
of caring. When individuals are strong in these beliefs, they are more likely to be
satisfied in their work, possess more patience and tolerance with others, and thus
handle difficulties with students and/or teachers. When teachers invest in caring, they
are more likely to handle stress and frustration, therefore, more likely to be motivated
to remain in teaching, due to the value they place on individuals and their work. Those
who are low in human caring would not invest as much personalty in their schooling,
thus their professional commitment would be decreased and, therefore, more likely to
have stronger intentions to leave teaching.
Human caring is viewed as integral to both personal and professional contexts.
Teachers with a strong sense of human caring will not only develop a good relationship
with their students, but will also form a supportive and collaborative relationship with
their colleagues. School cultures in which teachers possess high levels of caring would
most likely provide a work atmosphere that is pleasant, professional, and conducive to
learning for both students and teachers. This type of school learning environment will
provide greater teacher satisfaction in job employment and thus increase the level of
intentions to remain in the teaching. Recent studies of caring professionals, including
social workers and teachers, support increased employee retention in those
environments in which human caring is a strong variable (Ellett, 2000; Ellett, 1996).
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Hypothesis 4
There is a statistically significant, positive relationship between teachers’
✓

perceptions of school culture as measured by the Revised School Culture Elements
Questionnaire and teachers* perceptions of organizational effectiveness as measured by
the Index o f Perceived Organizational Effectiveness.
Rationale

Miskel, McDonald, and Bloom (1983) note the common assumption that
“organizational effectiveness is a multidimensional concept” and that “virtually every
phase, process, or outcome variable can be and has been used as an indicator of
effectiveness” (p. 55). Accordingly, “perceived organizational effectiveness is the
subjective evaluation of a school’s productivity, adaptability, and flexibility” (p. 55).
Miskel, et aL (1983) found that effective schools produce more/better products and
services and are more flexible and adaptable than less effective schools. Ultimately,
they found that “the structure of schools may appear to be linked loosely to the criteria
of organizational effectiveness, but school outcomes may be, and certainly perceptions
of effectiveness are, tied to the structure through cultural and social orientations”
(p. 77).
Culture ultimately refers to the basic norms, beliefs, interests, values, and
assumptions that are collectively shared by members of the organization. Culture
serves to bind members of the organization together and as a strong culture serves to
mediate individuals’ work, it tends to enhance collaboration, a common sense of
purpose, and a common set of beliefs about work and the tasks needed to be
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accomplished. When there are strong profession norms, individuals work collectively
for the organization, thus resulting in a more productive, adaptable, and flexible
organization. If an organization has a shattered culture, then collective work toward
common goals and sense of purpose in the organization does not exist.
Hypothesis 5
There is a statistically significant, positive relationship between teacher selfefficacy as measured by the Teacher Efficacy Beliefs Scales and teachers’ perceptions
o f organisational effectiveness as measured by the Index of Perceived Orpanizational

Effectiveness.
Rationale
Bandura (1982) affirms “the strength of groups, organizations, and even
nations lies partly in people’s sense of collective efficacy that they can solve their
problems and improve their lives through concerted effort. Perceived collective
efficacy will influence what people choose to do as a group, how much effort they put
into it, and their staying power when group efforts fail to produce results” (p. 143).
Bandura also reiterates that knowledge of personal efficacy is related to perceived
group efficacy, that “collective efficacy is rooted in self-efficacy” (p. 143).
Efficacy within this study was examined both individually and collectively.
Effectiveness of organizations is enhanced when individuals are working collectively.
When individuals have strong self-efficacy beliefs, they have strong beliefs in their
capabilities to accomplish tasks. Teachers often work in groups in schools and when
group efficacy is high, they are more likely motivated to accomplish common goals
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that would be reflected in the effectiveness of the organization and its productivity,
adaptability, and flexibility.
Hypothesis 6
There is a statistically significant, positive relationship between human caring
as measured hv the Human Caring Inventnry-Teacher Form and teachers’ perceptions

of organizational effectiveness as measured bv the Index of Perceived Organizational
Effectiveness.
Rationale
When individuals are high in responsivity and receptivity to the needs and
feelings of others (colleagues), they have strong commitments as professionals and
strong investments in caring, thus it is more likely they would work well with others in
groups. It is more likely that they would be sensitive to those needing help, be good
listeners, and believe in the importance in assisting others having difficulty. When
individuals do not care about others, they are less likely to be motivated to assist and
interact with others, especially when there are difficulties.
The caring qualities that emanate from teachers serve to help increase the
perception of organizational effectiveness, thus contributing to a more productive
school environment. Caring about others, including students and teacher colleagues,
can positively impact the level of perceived organizational effectiveness. When teachers
care about interactions with students and colleagues and are sensitive to the feelings
and needs of others, they may tend to become more flexible, adaptable, and more
focused on the quality of the product.
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Supplemental Questions
In addition to the research hypotheses and primary research questions, a variety
of questions were answered through supplemental analyses of the data. Based on the
results ofbivariate correlations, additional supplemental research questions were
developed. Following are some of the supplemental questions.
Supplemental Question 1
Is there a statistically significant relationship between perceived organizational
effectiveness and effective school outcomes as measured by the Louisiana School
Performance Scores?
Supplemental Question 2
Are there statistically significant relationships between the Louisiana School
Performance Scores and any of the other variables in the study?
Supplemental Question 3
How much of the variation in the Louisiana School Performance Scores, the
Index of Perceived Organizational Effectiveness, and the Intent to Stay Questionnaire
can be predicted by other variables (school culture, self-efficacy, collective efficacy,
and human caring) in the study beyond that predicted tty school socioeconomic status?
Conceptual and Operational Definitions
The section that follows provides conceptual and operational definitions for the
major variables of the study.
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Professional Culture
Conceptual Definition

Professional culture represents the assumptions, beliefs, values, and habits that
constitute the norm for the school and that shape how the staff thinks, feels, and acts.
Culture can be defined as “the way we do things around here” and uthe stories we tell
ourselves'' (DuFour, 1998). School culture results from interpersonal interactions
between individual teachers, groups of teachers, administrators and others, and
common perceptions of these groups, detailing collective beliefs, attitudes, and values
of school personnel (Cavanagh, 1997).
Operational Definition
Professional culture was operationally defined by teacher scores on the Revised
School Culture Elements Questionnaire (Appendix A).
Efficacy
Conceptual Definition
Perceived self-efficacy, as a theoretical construct in theories of human behavior,
refers to “beliefs in one’s capabilities to organize and execute the courses of action
required to produce given attainments” (Bandura, 1997, p. 3). Perceived collective
efficacy is defined as “a group’s shared belief in its conjoint capabilities to organize and
execute the courses of action required to produce given levels of attainment”
(Bandura, 1997, p. 477).
Operational Definition
Self-efficacy and collective efficacy were operationally defined by teacher
scores on the Teacher Efficacy Beliefs Scales (Selfand Collective Forms! (Appendix A).
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Human Caring
Conceptual Definition

The construct of human caring in this study was derived from Moffett’s (1993)
studies of human caring characteristics of nurses. Moffett conceptualized human caring
as consisting of both affective components (caring about others), and professional
knowledge and technical skills (to carefor others). These components interact to
produce the care giving behavior of professional in human services settings. This study
only included measurement of the affective component of caring (Le., caring about
others).
Caring is viewed as a complex psychological variable that is a critical aspect in
terms of sensitivity and responsivity to the needs and feelings of others and thus in the
ensuing actions that occur. This study focused on the caring construct in terms of
teachers caring about students, as well as teachers caring about their fellow co
workers.
Operational Definition

Human caring was operationally defined by teacher scores on the Human
Caring Inventory - Teacher Form (Appendix A)
Intent to Remain Employed in Teaching
Conceptual Definition
The conceptual definition of intent to remain employed in teaching was derived
from an understanding of the personal, psychological, and work context factors that
have cognitive, affective, and behavioral elements that contribute to the determination
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of employees (teachers) staying in the teaching field (Ellett, 2000). From this
perspective, individuals who desire to remain employed in teaching, make a decision to
persist in teaching based on career benefits centered on professional commitment,
professional growth and self actualization, professional purpose, professional needs
gratification, and the importance of their work, as being more valued than other job
related factors, such as financial incentives, characteristics of the general work
environment and associated work frustration (Ellett, 2000). Thus the benefits of
continuing in teaching outweigh the loss with leaving.
Operational Definition
Intent to remain employed in teaching was operationally defined by teacher
scores on the Intent to Stay Questionnaire (Appendix A).
Organizational Effectiveness

Conceptual Definition
Perceived organizational effectiveness is viewed as a multidimensional and
complex concept. Organizational effectiveness is defined as “the extent to which
organizational members are able to establish and accomplish organizational goals in a
manner that is efficient, adaptable, and flexible to the needs of the organization, and
that ensures a high quantity and quality level or organization product” (Claudet, 1993,
p. 16).
Operational Definition
Organizational effectiveness was operationally defined by teacher scores on the
Index of Perceived Organizational Effectiveness (Appendix A).
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Effective School Outcomes
Conceptual Definition

Conceptually, effective schooling is grounded in notions of holding power and
school productivity. School holding power is the extent to which the school can attract
and hold the clientele that it serves and the extent to which the school is successful in
producing outcomes that are considered core elements of school effectiveness (e.g.,
teaming and achievement). The holding power of the school is a very holistic
construct, but it typically is operationalized by proxy measures such as student
attendance, teacher attendance, lack of sick days, and parent involvement. While
productivity can be viewed in many ways, it is typically defined by student related
outcomes such as scores on achievement test (Loup, 1994).
Operational

Definition

The Effective School Outcomes measure for this study was the Louisiana
School Performance Score (SPS). This score is operationalized as a weighted index
consisting of each primary/elementary schools average daily attendance rate, LEAP 21
Tests (criterion-referenced test) results, and Iowa Test of Basic Skills (ITBS) (normreferenced tests) results. The LEAP 21 is administered at grades 4 and 8, while the
ITBS is administered to students in grades 3,5,6, and 7. The School Performance
Score can range from 0 to beyond 100 and is utilized to label the school. Schools with
a score of 30 or below are deemed academically unacceptable; scores ranging from
31-99 label schools as below average; scores of 100-124 are used for schools
considered as academic achievement, schools earning scores of 125-149 are labeled
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academe (Bstinctiorr, and schools scoring above ISO are considered schools of
academic excellence. The composite score also includes the variable used to define
school holding power (attendance). School holding power is used as an effectiveness
indicator measuring the positive attraction schools have fi>r students (Louisiana State
Department of Education, 1999) (Appendix E).
Assumptions
This study was based upon the following assumptions:
1.

Self-report data were collected from teachers for use m this study. As a result,
it was assumed that respondents were reasonably honest in reporting their
perceptions of their school environment and self-assessments.

2.

Respondents of participating elementary schools were a representative teaching
sample for the study.

3.

The requirement of voluntary participation of teachers within schools generated
sufficient responses to establish valid and reliable school means on the various
construct measures used.

4.

Personal perceptions of survey respondents were assumed to be valid and
reliable indicators of the events occurring in the everyday life of their schools.
Limitations
The study was based upon the following limitations:

1.

The generalizability of the results from this study may be limited by the nature
of the schools and the characteristics of the teachers from which the data were
obtained.
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2.

Responses elicited from the teachers were voluntary. Therefore, those teachers
who choose to complete and return the survey instruments might be viewed as
mote conscientious or interested in the study than those who did not return the
surveys.
Chapter Summary
This chapter provided an overview of the complexity of change in schools, the

emergence of profession teaming communities, relevant literature upon which the
study was developed, a conceptual framework for the study variables, the problem to
be addressed, the purpose and significance/importance of the study, research questions,
predictive research hypotheses and their rationale, conceptual and operational
definitions of the major study variables, and assumptions and limitations of the study.
The section that follows presents a more detailed review of literature pertinent to the
context of the study and the study variables.
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CHAPTER 2: REVIEW OF LITERATURE AND RESEARCH
Introduction
The literature refers to the term “learning community” to define a variety of
practices including extension of the classroom into the community, bringing,
community members into the school to enhance the curriculum, or simultaneous
learning by administrators, teachers, and students (Hord, 1997a; Hord, 1997b). The
concept of the learning community stems from the blueprint of learning organizations
described by Senge as being comprised of people who see themselves as connected to
each other and the world, where creative thinking is nurtured and “where people are
continually learning how to leam together” (Senge, 1990, p.3). “The idea of a school
as a learning community suggests a kind of connectedness among members that
resembles what is found in a family, a neighborhood, or some other closely knit group,
where bonds tend to be familial or even sacred” (Sergiovanni, 1992a, p. 47). Kruse and
Louis, (as cited in Hord, 1997b) discuss a related concept of a “school-based
professional community.” This concept is highlighted by teachers engaging in reflective
dialogue, deprivatization of practice, collective focus on student learning, and shared
norms and values. Additionally, Calderon (1998) embraces the term “Teachers
Learning Communities” and based on the notion of teaching as a craft, the TLCs serve
as the “context for teachers’ collective synergy, imagination, spirit, inspiration, and
continuous learning” (p. 1).
While similarities exist among the various definitions and characteristics when
describing learning organizations or communities, this study will focus on the
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community as defined by Astuto, et aL (1993) as a professional community of learners,
in which the teachers in a school and its administrators continuously seek and share
learning, and act on their learning. The goal of the actions ofthe community members
is to enhance professional effectiveness for the benefit of the students. This
professional community of learners may also be termed a “community of continuous
inquiry and improvement” (Hord, 1997a).
The term professional learning community must be clearly delineated in order
to develop a clear vision of what this community of learners represents. Conceptual
definitions of professionalism in teaching are unclear and primarily lacking in the
concept of professional learning. Many educators consider professionalism in terms of
philosophical views of the nature of teaching and the teaching profession. These views
included references such as authenticity, empowerment, knowledge, informed
judgement, reflective practice, flexibility, research in action, collegiality, individualism,
and autonomy. Thus, views of professionalism in teaching seem to “collectively define
professionalism in terms of function rather than being grounded in more theoretical
bases such as those underlying views of learning as a process of pedagogical reasoning
and action” (Loup, 1994, p. 9). However, these perspectives fail to address the
complexity of reasoning processes which imply higher levels of comprehension,
transformation, instruction, evaluation, reflection, and formulation of new perspectives.
Darling-Hammond and Goodwin (in Loup, 1994) have suggested that “professionalism
in teaching should not be considered an end state, but rather should be thought of as a
continuous process of defining and redefining goals” (p.10). This aspect of
50

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

professionalism as a process closely adheres to literature whkh defines learning as a
process in a state of constant flux. Therefore, learning may be an important interactive
element useful in defining “professionaF school environment for teachers (FuOan,
1991).
On an individual level, a professional may be viewed as representing someone
that exhibits expertise in a specialized field, possesses advance training, and fulfills the
expectation to remain current in the necessary knowledge base. Professional
symbolizes commitment, thus fostering the creation of a community of commitment
Professionals adhere to a code of conduct.
Sergiovanni (1992b) contends that professionals enjoy privileges because they
can be trusted. “It takes more than competence to earn trust - it takes virtue.
Professionalism, therefore, is defined by competence plus virtue” (p. 43). Professional
virtue is an idea much more at home in schools understood as communities than in
schools considered formal organizations. Sergiovanni (1992b) delineates four
dimensions of professional virtue in teaching: a commitment to practice in an
exemplary way; a commitment to practice toward valued social ends; a commitment
not only to one’s own practice but to the practice itself; and a commitment to the ethic
of caring. Increasingly, researchers and policy analysts contend that teacher
professionalism must increase if education is to improve. While the enhancement of
individual professionalism is important, attention must be given to the development of
professional community in which there exists teachers’ collective engagement in
sustained efforts to improve practice (Louis, Marks, & Kruse, 1996).
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Learning suggests continual action and unending curiosity. The term teaming in
Chinese is symbolized by two Chinese characters, one representing to study or to
accumulate knowledge, new information, or new ideas, and the second is to practice
constantly. The symbolism implies that learning should mean “mastery of selfimprovement” (Senge, Kleiner, Roberts, Ross, & Smith, 1994, p. 49). Senge et al
(1994) define learning in organizations as “the continuous testing of experience, and
the transformation of that experience into knowledge - accessible to the whole
organization, and relevant to its core purpose” (p. 49). Senge additionally stresses the
necessity of creating some kind of learning process that occurs over time whereby
people’s beliefs, ways of seeing the world, and ultimately their skills and capabilities
change. He contends that learning must be integrated into our lives. Fullan (1991)
contends, professional “learning” for teachers can be seen as a continuous process
consisting of formal and informal opportunities for learning along with elements of
personal motivation. School environment characteristics strongly focusing on
professional learning can be characterized by various factors such as norms of
communication for learning, emphasis on individual and group reflection, development
of goal consensus and cultural norms and beliefs that emphasize learning, the
availability of professional learning opportunities, and group peer learning interactions
that enhance learning equity for teachers (Loup, 1994).
Ongoing learning must occur for participants to continually improve the
education being offered throughout the school Learning processes are ongoing and
iterative. By establishing collaborative forums for the exercise of decision-making
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policies, teachers may find ways to collaborate for a specific purpose, which may in
turn lead to further changes in coordination and organization that then support new
approaches to teaching and learning. This iterative process makes possible ongoing
learning and continual change (Wohlstetter, Van Kirk, Robertson, & Mobrman, 1997).
It is important to understand how metaphors influence how we think and
organize our lives. This understanding is enhanced when we critically examine how and
where guiding metaphors enter into our everyday lives, and thus, how they shape our
values, beliefs, and actions (Lakoff& Johnson, 1980). Accordingly, since metaphors
guide and often determine our practice as administrators and teachers, understanding
why and how the metaphor works can indeed be helpful (Scribner & Hager, 2000).
The metaphor “community” suggest a group linked by common interests where
emphasis exist on relationships, shared ideals, and a strong culture - all factors that are
critical to school improvement (DuFour & Eaker, 1998). The word community has
roots going back to the Indo-European base mei, signifying change or exchange, joined
with another root, kom, meaning with, producing the Indo-European word kommein,
meaning shared by alL This description is fairly close to the sense of community in
organizations today. Community building is a core strategy for sharing among all its
members the burdens and benefits of change and exchange (Senge, et a l, 1994).
Sergiovanni (1994b) proposes changing the metaphor for the school from
organization to community changes what is true regarding how schools should be
organized and run, what motivates teachers and students, and what leadership is, and
how it should be practiced. Communities are socially organized around relationships
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and the interdependencies that nurture them, bonding people together in special ways,
and binding them to concepts, images, and values that comprise a shared idea
structure. Communities are defined by their centers which, are repositories of values,
sentiments, and beliefs that provide the needed cement for uniting people in a common
cause. These centers govern the school values and provide norms that guide behavior
and give m ining to school community life (Sergiovanni, 1992b).
Westhenner and Kahne (1993) describe a community as a process marked by
interaction and deliberation among individuals sharing interests and commitment to
common goals. These goals are pursued collectively, building on the talents and
capacities of members while valuing consensus. Meaningful interaction among
members leads to a sense of shared responsibility for both the process and its
outcomes. Communities are shaped by experience.
Learning communities are essentially communities of inquires. “Learning
communities value the collective process of discovery and people within them value
living with their questions. These communities are sustained by a continued
commitment to share this journey of exploration with one another on matters that
people care deeply about” (Ryan, 199S, p. 280).
Driscoll (cited in Caine & Caine, 1997) describes a cohesive school community
as one that has “a system of values that are shared and commonly understood among
the members of the organization; a common agenda of activities that marks
membership in the organization; and teachers [who] engage in collegial practices...[so]
that they perceive other teachers as sources of help and support when faced with
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academic problems...[and] tbs broadly based connection with other teachers is also
manifest in their relation with students” (p. 195).
Adhering to the conceptualization of each word within the term professional
learning community, this study wQl focus on the school community as defined by
Astuto, et a l (1993) as a professional community of learners, in which the teachers in a
school and its administrators continuously seek and share learning, and act on their
learning. The goal of the actions of the community members is to enhance professional
effectiveness for the benefit of the students. This professional community of learners
may also be termed a “community of continuous inquiry and improvement” (Hord,
1997a). Hord identifies five attributes of professional learning communities including
supportive and shared leadership, shared values and vision, collective learning and
application of learning, supportive conditions, both physical conditions and people
capacities, and shared personal practice. These elements do not constitute a hierarchy
and schoolwide professional community demands at least a minimal level of each of the
elements. The presence or absence provides a method for distinguishing a professional
learning community that is schoolwide from other forms of school cultures (Louis,
Marks, & Kruse, 1996).
Evolution of the Professional Learning Community
Historical^, American education has evolved through a cyclical whirlwind of
public concern followed by attempts at school reform. America's public schools have
been cited as the responsible force, or lack of, resulting from the launching of Sputnik
to the rise of Japan as a economic power. With each challenge to America’s position, a
renewed demand for school reform was initiated (DuFour & Eaker, 1998).
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Emphasis on innovations aimed to improve schooling outcomes was the focus
in the 1960s, while the 1970s caDed for fiscal accountability on educational spending,
and the 1980s sought educational excellence through a multitude of federal and state
commission reports (Weller & Weller, 1997). In 1983, the National Commission on
Excellence in Education issued A Nation at Risk. The Commission’s report, citing
American public schools as a substandard education system, ensued in numerous
school improvement initiatives known as the Excellence Movement. This movement
resulted in the implementation of numerous reform programs all with a central,
consistent theme o f intensification of existing practices. The idea of schools simply
needing to do more - earn more graduation credits, offer more rigorous courses,
assign more homework, institute more and longer school days, incorporate more
testing - provided direction, but no new ideas (DuFour & Eaker, 1998).
After the realization that the Excellence Movement had no significant nor
lasting impact on public education, there was a call for the development of national
educational goals and standards. President George Bush convened the nation’s
governors for an education summit resulting in the identification of six national goals
for education, Goals 2000. The goals were later amended by Congress to include two
additional goals concerning professional development and parental involvement and
finally the standards movement transferred from the federal to the state level (DuFour
& Eaker, 1998). Simultaneously, emphasis was placed on site-based reform. This
Restructuring Movement symbolized school reform in the early 1990s and focused on
common features such as site-based management, shared decision making, faculty
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teams, shared planning and shared responsibility, and advisory groups (Newman and
Associates, 1996).
The Restructuring Movement generated considerable hope evoked by visions
of comprehensive redesign and systemic school transformation. There was anticipation
that teachers and principals would readily embrace the opportunity to creatively and
more effectively serve students and schools. However, the Restructuring Movement
anticipated results have still not become reality. Studies have indicated that rather than
targeting core issues of teaching and learning, the focus has shifted to outlying issues
instead of addressing the quality of student learning (Newmann & Wehlage, 1995).
The school improvement agendas of restructured schools have revolved around nonacademic, administrative issues. Rather than a dialogue of teaching and learning, topics
of conversation center on issues such as student discipline, need for increased parental
involvement, and faculty morale (Cockrell, Scribner, & Cockrell, 1999; DuFour &
Eaker, 1998; Scribner, Madrone, & Hager, 1999).
The inability of the Restructuring Movement to fulfill the high expectations for
significant school reform has caused educators to cite barriers outside of the school
environment as the reasons for the minimal progress. Many educators consider the
limitations for increased productivity in schools due to outside issues such as the
students lack of responsibility for their learning, societal problems, and lack of parental
involvement. Additionally, many educators address the criticism of the educational
system by challenging the premise that schools are ineffective (DuFour & Eaker,
1998). However, if educators agree that schools can not be responsible for students’
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learning until societal problems are solved or if educators profess that schools are

currently operating in an acceptable maimer, then the hope of creating schools as
learning organizations or communities that are capable of achieving continuous
improvement is dismal
As the various reform movements sparked interests within the educational
arena, few efforts accomplished sustained organizational improvement. However, in
the evolution of the learning community, attention became focused on the influence of
the work settings on workers, both within and outside of the educational realm and
teacher workplace factors were considered in teacher quality discussions. Rosenhohz
(1989) maintained that teachers who felt supported in their ongoing learning and
classroom practice were more committed and effective than teachers perceiving little
or no support. Most noted means of support for increased teacher efficacy for meeting
students’ needs included teacher networks, cooperation among colleagues, and
expanded professional roles. Additionally, Rosenhohz noted that teachers with a high
sense of their own efficacy were more likely to institute new classroom behaviors and
also tended to remain in the teaching profession. Similarly, in Fullan’s (1991) message
regarding the future of educational change, he focused on the teacher workplace and
stressed the necessity to “redesign the workplace so that innovation and improvement
are buflt into the daily activities of all teachers” (p. 353).
Rosenholtz’s findings were confirmed by McLaughlin and Talbert (1993) in
which they suggested that when experienced teachers were given opportunities for
collaborative inquiry and related learning, the resulting factor was a sharing of ideas
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about teaching that were gathered from their experiences. Additionally, DarlingHammond (1996) cited shared decision making as a curriculum reform factor that
resulted in the transformation o f teaching roles in schools. Such schools provided time
for teachers to work together in planning instruction, observing their colleagues’
classrooms, and sharing feedback.
Researchers began to note that school stalls were becoming more engaged in
more collaboration and collegial conversation than before. Darling-Hammond (1996)
observed an increase in attention to redesigning the way teachers spend their time, as
well as rethinking teacher responsibilities. McGreal (in Brandt, 1996) also observed
viewing more collaboration and more collegial conversation among school staffthan
ever before and stated his beliefthat schools are improving as a result
In addition to the educational realm, the business world has focused on the
workplace and cultural factors to bring about change with staff. The business sector
has adopted the concept of learning organizations in which organizational theorists
stress the “importance of nurturing and celebrating the work of each individual staff
person and of supporting the collective engagement of staff in such activities as shared
vision development, problem identification, learning, and problem resolution” (Hord,
1997a, p. 4).
Although the literature review includes limited empirical data on professional
learning communities, emerging studies pertaining to “learning organizations” are
providing information about the nature of organizational learning and the dynamics
that must be established in order for an organization to learn. Seven dynamics essential
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for organizations to team appear throughout the literature: dialogue about purpose,
rich connectedness among participants, holistic thinking, learning from experience,
connection to external environment, personal mastery, and involvement of all
participants in teaming processes (Duffy, 1997; Senge, 1990; Wohlstetter, Van Kirk,
Robertson, & Mohrman, 1997).
Senge (1990) describes learning organizations as “organizations where people
continually expand their capacity to create the results they truly desire, where new and
expansive patterns of thinking are nurtured, where collective aspiration is set free...”
(p. 3). Due to the increasing complexity and dynamics of the (business) world, it is
necessary that work become more “leamingfuT and that learning is seen as a
responsibility of all individuals at all levels. Of the dynamics that are stressed for
building learning organizations, Senge narrows the focus to five essential disciplines of
learning organization including systems thinking, personal mastery, mental models,
building shared vision, and team learning (Isaacson & Bamburg, 1992; O’Neil, 1995;
Senge, 1990; Senge, 1996). Of these disciplines, Senge deems the concept of systems
thinking as the Fifth Discipline and views this capacity as the cornerstone of change.
He stresses that unless a system is changed, the same results will be produced.
Regardless of personal differences, individuals in a given system are likely to behave
similarly (Isaacson & Bamburg, 1992; Senge, 1990). The ideas offered by Senge will
be seen as equally important within the building of schools as learning organizations.
Walker and Sackney (1999) propose that schools as learning communities
serve as a substitute for school accountability. Their study suggests that educational
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leaders and policy makers need to view the dements of pedagogical effectiveness,
school development, and cognitive and affective mastery as interconnected. When
these elements are interconnected, “the resultant synergy, symbiosis, and synchronicity
creates an accountability-like function, or substitute, for the community” (p. 23).
Attributes of Professional Learning Communities
If educators are indeed persuaded that transforming schools into professional
learning communities offers the best strategy for school improvement, a clear vision of
what a community looks like and how people operate within this community must be
established. In order to visualize the culture in which PLCs exist, a portrait of learning
communities can be sketched through detail characteristics that form the professional
learning community. Each word within the PLC phrase is symbolic of the operations of
the community. A professional represents someone that exhibits expertise in a
specialized field, possesses advance training, and fulfills the expectation to remain
current in the necessary knowledge base. Learning suggests continual action and
unending curiosity, symbolized by two Chinese characters representing to study and to
practice constantly. The term community suggests a group linked by common
interests. When these three words are joined together, the phase represents a learning
organization in which professional educators utilize research findings as a basis of
collaborative investigation in order to better achieve established goals. Personnel
within professional learning communities readily recognize that staff must engage in
ongoing study and constant practice as a vital aspect of the organization’s commitment
to continuous learning and improvement. The community provides an environment
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that fosters mutual cooperation, emotional support, and personal growth as the staff
works together, rather than in isolation, in order to achieve goals that have beenjointly
established (DuFour & Eaker, 1998). Whereas the term organizations suggests
partnerships enhanced by efficiency, expediency, and mutual interests, community
stresses emphasis on relationship, shared ideals, and a strong culture, all of which are
necessary for school improvement (DuFour & Eaker, 1998).
The literature provides various characteristics that describe the operations of a
professional learning community. Calderon (1998) documents five purposes in which
the teachers learning communities operate including: to improve/adjust existing
instructional programs; to integrate complex instructional processes; to construct new
programs; to cope with structural barriers, isolation and limitations imposed by
schools; and for critical pedagogy and research. These purposes are viewed as
opportunities to collaborative^ examine, question, study profoundly, experimentimplement, evaluate, and change.
The characteristics of professional learning communities as delineated by
DuFour and Eaker (1998) include shared mission, vision, and values, collective inquiry,
collaborative teams, action orientation and experimentation, continuous improvement,
and results orientation. Ancess and Leithwood (as cited in Hord, 1997a) identify eight
professional learning community dimensions as: shared beliefs and values, a new vision
or disaffection with the status quo, a committed core, leadership for community, a web
of relationships, a supportive infra-structure, {earning in community, and student focus.
While many of the defined characteristics possess unique labels, the intent and the
focus are quite similar.
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For the purpose of this study, exploration focused on the five attributes of
professional learning communities defined by Hord (1997a) including supportive and
shared leadership, shared values and vision, collective learning and application of
learning, supportive conditions, both physical conditions and people capacities, and
shared personal practice. The attributes collapse and comprise the majority of
characteristics cited within the literature. Although these attributes were the focus for
developing a clear image of the functions within and around schools that operate as
PLCs, other dimensions referred to in the literature were included. An overview of the
five attributes of professional learning communities follows.
Supportive and

T/ta/Wshtp

Educational leadership and school change literature acknowledges the role of
the principal or chiefadministrator as critical in the transformation of the school
organization into a learning organization. The principal must actively nurture the staffs
development as a community and must become an active participant in ongoing
transition that is occurring. Kleine-Kracht (1993) suggested that administrators,
alongside teachers, must be active learners: “questioning, investigating, and seeking
solutions” (p. 393) for school improvement. This new relationship between
administrators and teachers as co-learners leads to a shared and collegial leadership
within the school, where they collectively grow professionally and consider themselves
as “all playing on the same team and working toward the same goal: a better school”
(Hoerr, 1996, p. 381).
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Supportive leadership of principals was identified as one of the necessary
human resources required for transformation into a PLC (Louis and Kruse, 1995).

Pristine (1993) describes principals in restructuring schools as having “a willingness to
share authority, the capacity to facilitate the work of staffi and the ability to participate
without dominating” (p. 2). The campus leader must be able to release power and
share the leadership o f the school. Leithwood’s (in Hord, 1997a) studies indicate that
leadership contributions are indeed significant to school conditions in order to foster
the organizational learning process. Sergiovanni (1994b) explains that “the sources of
authority for leadership are embedded in shared ideas” (p. 214), rather than the power
of the position. According to Senge (in O’Neil, 1995), the principal must create an
environment in which the staff can continuously learn and the superintendent must
reinforce and provide support for this environment. Additionally, the importance of the
beliefby the principal that teachers have the capacity to respond to the students’ needs
“provides moral strength for principals to meet difficult political and educational
challenges along the way” (Snyder, Acker-Hocevar & Snyder, 1996, p. 19).
The literature suggests that leaders must indeed cease functioning as top-down
change agents or as the corporate’s sole visionary, but instead “leaders must be
regarded as democratic teachers” (Hord, 1997b). These findings stress the
necessity of the school district’s chiefexecutive offering support and encouragement
for continuous learning among all professionals.
Shared Values and Vision

An essential condition of a learning community is shared understandings and
common values resulting in “the collective commitment to guiding principles that
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articulate what the people in the school believe and what they seek to create” (DuFour
& Eaker, 1998, p. 25). These principles are embedded in the hearts and minds of all
individuals throughout the school DuFour and Eaker (1998) view values and vision as
two o f the four building blocks that support and give the school direction; the other
two discussed are mission and goals. Vision instills the organization with a sense of
direction and vividly portrays the future of the organization. This vision must indeed be
collective. A statement o f core values asks people to clarify how they intend to make
their shared vision a reality. In the context of organizational development, the values
question of “how does the school intend to make the shared vision a reality?”
challenges the organizational staff to identify specific attitudes, behavior, and
commitments that are necessary in order to pursue the vision. Senge (1990) contends
that “you cannot have a learning organization without shared vision” (p. 209).
Isaacson and Bamburg (1992) warn that vision can be commonplace and at
various times it refers to “mission, purpose, goals, objectives, or a sheet of paper
posted near the principal’s office (p. 42). Sharing vision should be a specific mental
image of what is important to an individual and to an organization. In addition to
becoming involved in the process of developing a shared vision, staff are encouraged
to use that vision as a guidepost in making decisions regarding teaching and learning in
the schooL
Louis and Kruse (1995) maintain that a core characteristic of the professional
learning community is an undeviating focus on student learning. The staff should
envision learning environments as supportive and designed to realize each student’s
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potential achievement These shared values and visions should produce binding norms
of behavior shared by all staff The learning community is comprised of individuals that
maintain a caring relationship as supported by open communication and trust (Fawcett,
1996). Newmann (cited in Brandt, 1995) asserted that the concern ofthe adults in the
school for the ‘intellectual quality of student learning, in contrast to concern for
techniques...” (p. 73) makes the difference in the values and visions that the staffbrings
to teaching and teaming. Newmann further explained that the key to student success is
determined by the level to which the staff develops into a professional community and
thus engages and develops the commitment and talents of all individuals into a group
effort that “pushes for learning of high intellectual quality” (p. 73). The vision of the
professional learning community is further defined by Martel (1993, p. 24) as “the
quality of life, quality of work, quality of learning - in short, a total quality focus.”
Thus, natural outcomes of the learning community are quality and excellence.
Collective Learning and Application nf Tiaminp
Peter Senge’s book The Fifth Discipline entered the scene of corporate
America in 1990. This book caught the attention of the educational environment with
descriptions of “learning organizations” designed to foster increased organizational
capacity and creativity. The idea of a learning organization “where people continually
expand their capacity to create the results they truly desire, where new and expansive
patterns of thinking are nurtured, where collective aspiration is set free, and where
people are continually learning how to leam together” (Senge, 1990, p. 3) offered
educators an option for planning and implementing reform. The use ofthe term
“learning organizations” soon became labeled by educators as “learning communities.”
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The learning community is exemplified in schools when individuals from
multiple constituencies at all levels collaboratively and continually work together
(Louis & Kruse, 1995). This collective and continual effort results in “enhancing their
capacity to create things they really want to create” (Senge, in O’Neil, 1995, p. 20).
This type of collaborative work is grounded in what Newmann (in Brandt, 1995) and
Louis and Kruse (1995) termed “reflective dialogue,” where conversations are
conducted by staff in terms of identifying issues and problems of students, teaching,
and learning. These activities are referred to by Griffin (cited by Sergiovanni, 1994a, p.
154) as “inquiry” and
believes that as principals and teachers inquire together they create community.
Inquiry helps them to overcome chasms caused by various specializations of
grade level and subject matter. Inquiry forces debate among teachers about
what is important. Inquiry promotes understanding and appreciation for the
work of others....And inquiry helps principals and teachers create the ties that
bind them together as a special group and that bind them to a shared set of
ideas. Inquiry, in other words, helps principals and teachers become a
community of learners.
DuFour and Eaker (1998) utilize the term “collective inquiry” and view this
characteristic as the “engine of improvement, growth, and renewal in a professional
learning community (p. 25). Individuals within these communities are persistent in
questioning the status quo, seeking new methodology, testing and analyzing those
methods, and then reflecting on the results. Community members maintain an acute
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sense of curiosity and remain open to new possibilities, while they collectively benefit
from the process of searching for answers.
Ross, Smith, and Roberts (1994) refer to the collective inquiry process as “the
team leaming wheel” and identify four steps in that process including public reflection,
shared meaning, joint planning, and coordinated action. This process fosters what
Senge et aL (1994) has called “the deep teaming cycle...the essence of the learning
organization” (p. 18). Team members are able to develop new skills and capabilities
through collective inquiry, leading to new experiences and awareness, promoting shifts
in attitudes and beliefs, ultimately resulting in significant changes in the organizational
culture (DuFour & Eaker, 1998).
Supportive Conditions
Certain factors that characterize a professional learning community must be
addressed in order to provide opportunities for the staff to regularly function as a unit
to do the learning, decision making, problem solving, and creative work. Two types of
conditions are necessary for the productive functioning of learning communities: the
physical or structural conditions and the human qualities and capabilities of the people
involved (Boyd, 1992b; Louis & Kruse, 1995).
Physical Conditions
The following physical factors that support learning communities are identified
by Louis and Kruse (1995): time to meet and talk, small school size and physical
proximity of the staffto one another, interdependent teaching roles, well-developed
communication structures, school autonomy, and teacher empowerment. The staffs
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input in teacher and administration selection for the school serves as an additional
factor linked with the possibility of encouraging staffwho are not in tune with the
program to seek employment elsewhere.
A similar list o f physical factors that result in an environment conducive to
change and improvement is presented fay Boyd (1992b). These factors include: the
availability of resources; schedules and structures that reduce isolation; and policies
that encourage greater autonomy, foster collaboration, enhance effective
communication, and provide for staffdevelopment. Time is clearly a resource and
“time, or more properly lack of it, is one of the most difficult problems faced by
schools and districts” (Watts & Castle, 1993, p. 306). Time has been noted as a
significant issue for faculties who wish to work together collegially. It has been cited
by staffs engaging in school improvement as both a barrier when it is not available, as
well as a supportive factor when it is available (Hord, 1997a; Hord, 1997b; Olivier,
Cowan, & Pankake, 2000). Donahoe (1993) maintained that a prime issue to be
addressed by restructuring schools is the formal rearranging of the use of time in these
schools so that support exists for staff in their interactions. Raywid (1993) also
addressed the need for providing meaningful time for staffto engage in the work of
learning and acting in behalfof improvement for students.
People Capacities
Louis and Kruse (1995) cite a willingness to accept feedback and to work
toward improvement as one of the first characteristics of individuals in a productive
learning community. Additionally, qualities that are necessary include: respect and trust
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among colleagues at the school and district level, possession of an appropriate
cognitive and skill base that enables effective teaching and teaming, supportive
leadership from administrators and others in key roles, and relatively intensive
socialization processes. Boyd (1992b) identifies very similar characteristics of people
or human factors including: positive teacher attitudes regarding schooling, students,
and change; students’ enhanced interest and engagement with learning; norms of
continuous critical inquiry and continuous improvement; a widely shared vision or
sense of purpose; a norm of involvement in decision making; collegial relationships
among teachers; positive, caring student-teacher-administrator relationships; and a
sense of community in the school. A recent study found that the degree of trust and
communication existing at the school was mentioned frequently by teachers as essential
for supportive conditions (Olivier, et al., 2000). Two additional factors noted exist
beyond the school staff and include supportive community attitudes and parents and
community members serving as partners and allies.
Boyd (1992b) stressed that the physical and people factors are highly
interactive. Boyd and Hord (in Hord, 1997a) grouped the factors into four functions
that establish a context conducive to change and improvement: reduction of staff
isolation, increase in staffcapacity, provision of a caring and productive environment,
and improvement ofthe quality ofthe school’s programs for students.
Although individual growth is necessary for organizational growth to occur, it
does not guarantee organizational growth. Building a school’s capacity to learn is
therefore, a collaborative effort rather than an individual task. Individuals participating
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in collaborative team learning are able to learn from one another, thus generating
momentum to stimulate continued improvement. Through collaborative team learning
the focus is on “organizational” renewal linked with a willingness to work together
through continuous improvement processes (DuFour & Eaker, 1998).
Shared Personal Practice

Louis and Kruse (1995) maintain that review of a teacher’s behavior by
colleagues is the norm in the professional learning community. This practice is not an
evaluative practice, but serves as a part of the “peers helping peers” process. Teachers
regularly conduct these reviews by visiting their colleagues classrooms in order to
observe, script notes, and discuss their observations. The basis of this process is the
desire for individual and community improvement and is rendered capable by the
mutual respect and trustworthiness of staff members.
Wignall (cited in Hord, 1997a) portrays a high school in which teachers share
their practice and enjoy high levels of collaboration in their daily work life. The
fundamental requirements for this kind of workplace culture are mutual respect and
understanding. This culture fosters an environment in which teachers find help,
support, and trust as a result of the development of warm relationships with each
other. Teachers participate in debate, discussion, and disagreement; they share their
successes and their failures. Teachers are involved in the process of interviewing,
selecting, and hiring new teachers. They feel committed to their selections and to
ensuring the effectiveness ofthe entire staff
Providing an appropriate learning environment for students is one of the goals
of reform. However, teachers also need “an environment that values and supports hard
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work, the acceptance of challenging tasks, risk taking, and the promotion of growth”
(Midgley & Wood, 1993, p. 252). Creating such a setting is enhanced by sharing their
personal practice.
A New Model: The School as a Professional Learning Community
American public schools were originally organized according to the
assumptions ofthe factory model which served as the prevalent organizational model
of the late nineteenth and early twentieth centuries. This “one best system” relied on
centralization, standardization, hierarchal top-down management, a rigid sense of time,
and accountability evaluated on adherence to the system. The philosophy of the factory
model incorporated reliance on management to identify the one best way, a small
group of people to think for the entire organization, uniformity and bureaucracy, focus
on procedures rather than results, and preoccupation with time and design (DuFour &
Eaker, 1998;Tyack, 1974).
At its inception, the factory model may have been deemed to meet the
educational needs ofthe times. However, the factory model is deplorably inadequate
for addressing the national education goals of today. These goals and standards are
designed for all students to succeed at mastering more rigorous content, learn how to
learn, pursue productive employment, and to be competitive in a global economy
(DuFour & Eaker, 1998). In order for today’s educators to meet these challenges, they
must abandon this outdated model and embrace a new conceptual model for schools.
The model proposed, a school as a professional learning community, may indeed offer
the best hope for significant, continual, and lasting school improvement. This model is
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fundamentally different based on significantly different assumptions, beliefs, and
behaviors. The PLC is neither a program nor a prescription, but rather an
infrastructure for professional development, school improvement, and change. This
infrastructure increases the capacity of teachers to inquire deeply into factors affecting
student learning and to develop new strategies for continuous improvement that find
their way into classrooms. In doing so, these schools become learning organizations
(Cowan, Leo, & Olivier, 2000).
In order to create a clear vision of what a learning community looks like, how
people operate within it, and what are the steps to transform a school into a learning
community, discussion will focus on the characteristics of a PLC, a description of the
conduct of people within the community through a synthesis of case studies, the
process for development, anticipated outcomes, reculturing of the school, and
sustaining the school improvement efforts through the PLC process.
Summary o f Attributes of Professional Learning Communities

The literature review provided numerous characteristics or attributes ofPLCs
that have been offered by various researchers. Although the numbers of characteristics
that were cited by the researchers varied, the themes remained the same. The
conceptual framework that serves as the basis for this research study utilizes the five
attributes as identified by Hord (1997a) that were previously detailed. These attributes
are summarized as a review. The requirements that are necessary for organizations to
produce academically successful outcomes that can be attributed to the transformation
to professional learning communities include (Hord, 1997a):
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•

supportive and shared leadership - collegial and facffitative participation
ofthe principal who shares leadership, power, and authority through
involving staffin decisionmaking

•

shared values and vision-shared vision that is developed from a
steadfast commitment on the part o f staffto students’ teaming and one
which is consistently articulated and referenced for the stalls work

•

collective learning and application of teaming - collective learning
among staff and teaming application to solutions for addressing the
needs of the students

•

shared personal practice - visitation and review of each teacher’s
classroom behavior by colleagues as feedback and assistance activity to
actively support both individual and community improvement

•

supportive conditions - physical conditions and human capacities that
continually support the operation of a professional learning community.
Outcomes o f Professional T. e a m m p Communities

Factors that are supportive of the growth, development, and self-esteem of
students are precisely those that are critical in order to gain similar outcomes for the
school’s staff There exists a tight coupling of staff and students resulting in a cultural
environment where staffare communally organized. Lee, Smith, and Croninger (in
Hord, 1997a) report studies that indicate that in schools that have been characterized
by professional learning communities, there was evidence that the staff worked
together and changed classroom pedagogy. This change resulted in engaging students
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in high intellectual learning tasks and increased achievement in core subject areas.

Additionally, these schools’ results indicated that achievement gaps between students
from varying backgrounds were smaller and students learned more. Schools viewed as
PLCs in the study promoted a setting in which staffwore committed to the mission and
the school, viewed themselves as responsible for the total development ofthe students,
and shared a collective responsibility for student success. In these schools, satisfaction
and morale ranked high, with few students dropping, and an evident reduction in
absenteeism for both staffand students.
The support of colleagues in a professional community that is nurtured and
developed both within and outside of the school is recommended for inclusion in
teacher learning contexts by Lieberman (1995). She reports in The Work of
Restructuring Schools (in Hord, 1997a) that providing avenues for teachers to publicly
talk with colleagues regarding their work causes a reduction in the isolation of
teachers. Darling-Hammond (1993) maintains that teachers need to be provided with
opportunities to share what they know, to confer and consult with peers regarding
problems, and to observe peers teaching. These activities in professional learning
communities strengthen teachers’ professional understanding.
Bryk, Easton, Kerbow, Rollow, and Sebring (1994) agree that schools with
strong democratic practices and enhanced local participation are the most likely to
undergo systemic change. They maintained that in order for the full potential of reform
to be reached, schools transforming into professional learning communities will be able
to provide learning environments for adults, as well as students. A powerful form of
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teacher learning emerges from participation in professional communities that extend
beyond classrooms and school campuses (Darling-Hammond & McLaughlin, 1995).
These communities engage individuals in collective work and provide opportunities for
teachers to critically reflect on then practice, evolving in the stimulation of new
knowledge and beliefs pertaining to teaching and learning (Hord, 1997a).
Schools are cautioned against forcing individual teachers to develop new skills
rather than building communities of teacher/learners. The PLC can offer an invaluable
resource for teachers by providing insight into problems of practice (Lieberman &
McLaughlin, 1992; Sykes, 1996). Teachers need opportunities for colleagues to
observe them in a nonevahiative manner in an effort to enhance their understanding of
subject matter and their role in facilitating learning. The PLC can offer an environment
that encourages and supports the transformation of teaching and the adaptations for
meeting the needs ofthe students (Hord, 1997a).
Boyer’s research (in Hord, 1997a) determined that the most essential factor in
a successful school is “connection” that results when learning occurs by teachers
effectively teaching in their own rooms, but connecting with colleagues to find
solutions. Teachers operating in this manner function as team members by sharing
goals and routine collaboration.
Hord (1997a) reports conclusions generated by results of four studies
conducted through the Center on Organization and Restructuring of Schools. The
results indicated that comprehensive redesign of schools does indeed improve student
learning. Four interconnected factors leading to improved student outcomes were
identified including:
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•

student learning-through a vision ofauthentic and high quality intellectual
work for students;

•

authentic pedagogy - high quality student learning is achieved through
authentic pedagogy of instruction and assessment, resulting hi benefits for all
students;

•

organizational capacity - teachers helped one another, took collective
responsibility for student learning, and worked continuously toward
improvement; and

•

external support - essential financial, technical, and political support are needed
from all levels within and outside ofthe school.
Additionally, Hord (1997a) cited similar features in a review of school-based

reform reported in a national study (Quellmalz, Shields, & Knapp, 1995 in Hord,
1997a). The key features that were noted include “challenging learning experiences for
all students, a school culture that nurtures staffcollaboration and participation in
decision making, and meaningful opportunities for professional growth (p. 27).
The research studies presented indicate positive outcomes for both staffand
students when they are engaged together in the transforming to professional learning
communities.
For staf£ the results observed include (Hord, 1997a):
•

reduction o f isolation of teachers

•

increased commitment and strengthening of the mission and goals of the school

•

shared responsibility for the total development of students and collective
responsibility for the success of students
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•

powerful learning defining good teaching and classroom practice and creating
new knowledge and beliefs about teaching and learning

•

increased meaning «md understanding nf the subject content and the role in

helping all students achieve
•

increased likelihood that teachers will be better informed, professionally
renewed, and inspired to inspire students

•

more satisfaction, higher morale, and lower absenteeism rate

•

significant strides in adapting teaching to the students

•

commitment to making significant and lasting changes and

•

higher likelihood of undertaking fundamental, systemic change (p. 29).

For students, the results include:
•

decreased dropout rate and fewer classes “cut”

•

lower rates of absenteeism

•

increased learning that is distributed more equitably in the smaller high schools

•

larger academic gains in math, science, history, and reading than in traditional
schools and

•

smaller achievement gaps between students from different backgrounds (p. 30).
Processes for Developing Professional Learning Communities

In discussing the transformation of a school into a learning organization, Senge
(in O’Neil, 1995) outlined that as a principal charged with this task, he would begin by
finding teachers who were interested in doing things differently, who possessed a real

commitment and passion to do it, and he would have these teachers to begin talking
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witheachother. He also recognized the necessity of planning how to include all staff
members, rather than only the core committee. Senge additionally stressed the need to
initiate an ongoing visioning process based on reflection within a safe environment, in
order for staffto share what they realty care about
A school must decide what it stands for and where it is going, before change
can be planned and implemented (Ashby, Maid, & Cunningham-Morris, 1996).
Through the communication of personal visions, individuals can begin to develop a
shared vision, based on trust and mutual understanding. Garmston and Wellman (1995)
caution that an organization must not only develop and communicate its vision, but
must utilize its vision in decision-making, thus providing evidence of the commitment
by the organization. Senge concludes his interview with O’Neil (1995) by noting that
nothing in schools will change unless some kind of a learning process is created. “A
learning process is a process that occurs over time whereby people’s beliefs, ways of
seeing the world, and ultimately their skills and capabilities change” (p. 23).
The literature provides little information in the establishment and guidance in
creating and developing professional learning communities. The process is described
through a review of case studies of schools that have emerged as schools of continuous
inquiry. Boyd and Hord (1994) detailed a case history of a school that entered the
transformation process. This transformation involved several significant changes that
began with a focus on children and the reshaping of the school to fit the needs of the
students. The vision included the staff becoming actively involved in decision-making,
with teacher development becoming a priority. Teachers then began identifying
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problems of learners and resolving these issues. Activities were designed to help the
staffto budd an atmosphere of trust and caring relationships. The next goal enabled the
staf£ students, and parents to participate more fully and to contribute their expertise to
the benefit ofthe entire school Special events designed to recognize the teachers and
their talents became the norm and teachers began to feel valued. Teachers were
supported in extra activities, administrative procedures were streamlined, and teachers
served on a management team. A new emphasis on students’ learning tasks was added,
along with a peer mediation program for the students. Staff learned how to
constructively provide feedback to each other.
In this school the steps utilized in developing a community of learners were
similar to those proposed by Senge (1990): pull interested, willing stafftogether,
involve them in constructing a shared vision, establish trust and relationships, and
nurture a program of continuous learning.
A Synthesis of Five Case Studies
Louis and Kruse (1995) reported the finding from a set of multi-year studies of
five urban schools. In analyzing the information derived from these schools in
transformation, the authors organized their findings into two categories: those
pertaining to principals and/or other campus-based leaders and those significant to
individuals providing leadership outside the school. These findings wDl be briefly
reviewed.
In linking the role of school leadership to the development of the professional
learning community, Louise and Kruse (1995) identified the following six issues
pertaining to campus-based leadership:
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•

Leadership at the center-School leaders clearly positioned themselves in the
center of the staffrather than at the top. The role of coordination was
downplayed and emphasis was placed on the role of supporter and provider of
assistance. Leading from the center requires being at the center, with
accessibility as the key. It becomes necessary to give up some of the expected
leadership behaviors in favor of sharing behaviors with others. It is necessary to
take advantage of all opportunities to stimulate conversation regarding teaching
and learning and to focus the staffon issues of students and instruction.

•

Teacher’s classroom support - There were persons available to provide
support to individual teachers. Teachers were available as a whole group to
discuss problems with teaching and learning with the intent of assisting in
problem solving. This strategy was used to enhance individual teacher growth
and to reinforce the community’s responsibility for teaching and for all
colleagues. Leaders assisted teachers in improving their classroom
performance.

•

A vision of professional community - Leaders model the behaviors of a
professional community, keeping the community’s vision visible. The PLCs
functioned as democratic communities, thus allowing debate among colleagues,
resulting in increased understanding and learning of the members.

•

A culture of high intellectual quality - Leaders supported a culture of inquiry
through constant scanning and introducing new ideas and people to assist
teachers in reflecting on their teaching practice, thus developing increased
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skills. The need for information and data was emphasized, generation of new
knowledge by teachers was supported and promoted, and leaders took action in
making connections to research.
•

The management o f conflict - A reflective organization is one in which the
members question its activities and challenge its values, leading to conflict This
conflict is addressed by providing an environment in which teachers resolve
their dissension through discussion, debate, and exploration

•

An inclusive community - The community must include all staffof the school.
If the initiative is not extended beyond the enthusiasts, the community will be
fragmented. The message for leaders derived from the studies is the necessity
to provide foresight and personal involvement in nurturing the expansion
process.
In addition to the strategies suggested for campus-based leaders in the

promotion of school wide professional communities, Louis and Kruse (1995) offered
inferences regarding actions to be taken by those outside the school in order to
promote community development. The additional data analyzed beyond the initial set
of cases include the following actions for support beyond the school:
•

School-based management support - District policies and actions frequently
distract schools from the localized work that they are expected to accomplish,
thus distracting the school staff from their identification of students’ needs. It is
essential to establish some two-way understanding and accommodation
between the schools and the external governance at both the district and state
levels.
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•

Effective school leadership - A key factor in all the case study reports
examined in the section addressing support beyond the school is the role of
campus-based leadership. Due to the recurring focus on the role of school
leadership, a necessary task of district- and state-level school improvement is to
adequately target the issue of leadership.

•

Information and assistance - The studies addressed the issue of budgetary
constraints leading to a dependance on inventive and resourceful principals. It
is essential for a district to address the problems of resources and support for
schools and their leaders.

•

Community attention to teachers’ needs - There is a need for community
voices to direct attention not only to the needs of students and learning, but
also to the needs of teachers.
Integral Concepts in the Professional Learning Community Model
Although the attributes of a professional learning community have been

detailed, there are certain critical factors that must be individually explored due to the
integral nature of each variable. These concepts are discussed in relation to their
function within the professional learning community. The depth of the discussions was
limited with the intent of further exploration in future research.
New Images of Leadership
“Learning organizations demand a new view of leadership” (Senge, 1990,
p. 339). In learning organizations, leaders are responsible for “building organizations
where people continually expand their capabilities to understand complexity, clarify
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vision, and improve shared mental models - that is, they are responsible for teaming”
(p. 340). This shift toward a new imago of leadership transforms the rofe(s) of
leadership into becoming a facilitator, moral architect, coach, steward, relationship
builder, designer, creator and sustainer of community, enabler, change agent, care
giver, nurturer, servant, translator, visionary, democratic teacher, and/or paradox
(Ackerman, Donaldson, & van der Bogert, 1996; Deal & Peterson, 1994; DuFour &
Eaker, 199S; Fawcett, 1996; FuHan, 1993; Johansson & Bredeson, 1999; Koffinan &
Senge, 1995; Lee, 1993; Leithwood, 1999; Rolls, 1995; Semak, 1998; Speck, 1999).
Leadership takes on new meanings in learning organizations. The leadership
must inevitably become collective. Traditional theories of school leadership assume a
bureaucratic model of school organization in which lines of authority are clearly
delineated. These theories attempt to explain traditional school patterns. Conventional
notions of leadership theory are embedded in myths of heroes and leadership styles that
serve to accommodate the developing programs. Research details the transition of
leadership models. Early leadership reports identified great man studies comprised of a
set of one-way directive behaviors (Short & Greer, 1997), followed by the traits model
o f leadership in the early twentieth century, characterized by a distinct difference
between leaders and foDowers, to the situational and behavior approaches, in which
the focus was either on the group or social setting or the behavior of the leader,
respectively. The contingency models of the 1960-70s theorized that leadership
depended on several variables, including the situation, task, leader-member relations,
leader personality, and the maturity of the group. The 1980s centered on leaders
84

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

versus managers, while the 1990s decade of leadership research focused on
transformational leadership styles (Hord, 1992; Liontos, 1992; Mendez-Morse, 1992;
Short & Greer, 1997). This style of leadership represented a shift from the significance
of the leader as manager to an emphasis on leadership as a form of empowerment
(Blase & Anderson, 199S).
Transformational leadership centers on sharing a vision and sharing
responsibility, involving staff in developing and maintaining a collaborative,
professional school culture, fostering teacher development, and helping teachers to
solve more effectively (Hord, 1992; Liontos, 1992; Mendez-Morse, 1992). The
movement from the more traditional notions of transactional leadership to
transformational leadership empowered followers to become leaders and served a
critical role required in school restructuring. Fullan (1995) cautions that transforming
schools into professional learning communities requires radical reculturing. In this
change process, the leader’s role as change agent is critical (Fullan, 1991). Although
organizational culture is neither created nor changed solely by leaders, culture and
leadership are “conceptually intertwined” (Schein, 1985, p. 5). As change agents,
leaders are bound to culture through “dynamic processes of culture creation and
management” (Schein, 1985, p. 1). Several studies have presented findings that
reinforce the influence of the school principal in the development of a professional
learning community (Cockrell, Scribner, & Cockrell, 1999; Mohr, 1998; Scribner,
Madrone, & Hager, 1999) acknowledging that change oriented leadership is pivotal to
the development of a professional teaming community. Transformational approaches to
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school leadership are especially appropriate to the current challenges facing schools.
School restructuring creates new expectations of those who offer leadership to
schools. Transformational leadership practices in schools provide promise for schoolrestructuring contexts (Leithwood, 1994).
School change and school reform studies have recognized that teacher
leadership is emerging in schools. Teacher leadership can be viewed as teachers leading
“within and beyond the classroom,” influencing “others toward improved educational
practice,” and identifying with and contributing to a “community of teacher leaders.”
This incorporation of teacher leadership into and beyond the realm of transformational
leaders promotes a “community of leaders within a school” (Katzenmeyer & Moller,
1996). Within the professional learning community, teacher leadership surfaces as an
important element in addressing school improvement. Teachers assume both formal
and informal roles while maintaining direct contact with the classroom. They are
problem solvers, staffdevelopers, and powerful influences in their work with
colleagues (Moller, et al, 2000).
More recently there has been a movement away from the image of the principal
as instructional leader and the concept of instructional leadership focused on hierarchy,
supervision, and technical solutions to problems of instruction and management (Lee,
1993). Sergiovanni (1992) has proposed that the metaphor of “schools as
communities” would better serve educators as the dominant conceptual frame for
thinking about their work.
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Leadership can be viewed as a social process that occurs within a social system
and is shared among its members (Hoy & Miskel, 1996); thus it is a process o f the
organization rather than a property of a lone individual. Although the transformational
leadership model does incorporate some aspect of "shared leadership,” the nucleus of
this visionary leadership style still remains centered on a leader who possesses a vision
for the organization and translates that vision into reality by sharing the vision with
members ofthe organization (Mendez-Morse, 1992). Shared leadership can give added
weight and support to the role within the organization. Goodlad (1994, p. 112) in
discussing the translating of leadership as empowerment and shared responsibility,
states “the more leadership is spread around, the better off the partnership will be.”
The concepts of transformative and collaborative processes, interaction through
leadership, shared decision making, and shared leadership have been adapted to reflect
changing and developing approaches to leadership. A construct designed to reflect
these changing organizational needs and styles is “leadership density.” Sergiovanni
(1989, p. 221) defines leadership density as “the extent to which leadership roles are
shared and leadership broadly exercised.” Ellett (1996) incorporated the idea of density
into a social/organizational context and applied this concept to leadership in schools.
He has suggested that among the characteristics incorporated within the school
organization, leadership density: (1) is not vested in one individual (principal) nor
selected groups alone; (2) is shared; (3) exists among all individuals in the
organization, including all levels; (4) exists m varying amounts indifferent schools; (5)
exists in varying amounts in sub-units within organizations (district, school,
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classrooms); (6) can be transferred from one organgatfonal member to the next; (7)
can be developed from the organization or by external means; (8) is enhanced by the
quality of communications among organizational members; (9) is enhanced by shared
decision making in schools, at all levels; and (10) is part of and reflected in the core
individual and reflected in the beliefs, values, roles, norms, interests, and expectations
in schools, thus it is culturally embedded.
Hord (1997a) summarizes the research findings by maintaining that leaders
must work to create learning communities in which the entire staffworks together to
solve the problems confronting it. Leaders create and sustain learning communities by
sharing decisions, nurturing a common vision, and providing support for staff learning.
Leaders operate collegially, leading from the center, placing themselves physically and
psychologically among the faculty, stimulating discussion of teaching and learning at
every opportunity.
Johnson and Pajares (1996) offer Foster’s critical model as a theoretical
framework for leadership in restructuring schools. This model is one in which all
members of the school community may at times be followers and at times leaders. In
this model, “leadership does not reside in roles or positions of authority but in
leadership acts,” defined as “acts that enable others and aUow them, in turn to become
enablers” (p. 602).
Lambert (1998) maintains that school leadership needs to be a broad concept
that is separated from person, role, and a discrete set of individual behaviors.
Leadership must be embedded in the school community as a whole, suggesting shared
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responsibility for a shared purpose of community. Lambert terms the concept of
leadership as “being broader than the sum total of its leaders” (p. 5) involving an
energy or synergy generated by those who choose to lead. Leadership is about learning
together, constructing meaning and knowledge collectively and coDaboratively. The
type of leadership that must be continuously sought involves “the capacity to
collectively learn ourselves toward purposeful action so that a school community can
keep moving when current leaders leave” (Lambert, 1998, p. 8). The role of
leadership, regardless of the position within the organization, has indeed changed and
the new image of leadership is now one of “leading change.”
Culture and Reculturing of Schools
Reform efforts have generally overlooked the culture of the school due to
preoccupation with structure. Culture represents the assumptions, beliefs, values, and
habits that constitute the norm for the school and that shape how the staff thinks, feels,
and acts. Culture can additionally be defined as “way we do things around here,” and
“the stories we tell ourselves” (DuFour, 1998). Deal and Peterson (1990) refer to
culture as deep patterns of values, beliefs, and traditions that have been formed over
the course of the school’s history, consisting of “stable, underlying social meanings
that shape beliefs and behavior over time (Deal & Peterson, 1999, p. 3). School
cultures are complex webs of traditions and rituals that have evolved over time
(Deal & Peterson, 1990; Schein, 1985). Senge et aL (2000) stress that a school’s
culture is not static, but is a continual process in which attitudes, values, and skills
continually reinforce each other. In high performing schools, “a nurturing professional
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community seems to be the container that bolds the culture. Teachers feel invigorated,
challenged, professionally engaged, and empowered,just because they teach there”
(p. 326).
In a study on school reform commissioned by the U. S. Department of
Education, researchers found that establishing a school culture in which teachers
worked collaborative^ is a necessary component of school success (Quellmalz,
Shields, & Knapp in Allen, Rogers, Hensley, Glanton, & Livingston, 1999). If teachers
aren’t true colleagues, they can't learn from each other. In studying the change
process, David (in Allen et al) concludes that “it is about transforming the culture of
an organization from one that is bureaucratic and isolates teachers to one that fosters
and values collaboration, problem-solving, and continuous improvement.”
Culture offers ways to address issues of togetherness and community. The
dominant organizational tradition of interpersonal relationships in schools as
impersonal, contractual, and self-interested are criticized by Sergiovanni (1994b). He
suggests that the community metaphor encourages researchers to examine the
contribution of shared values and commitments. Culture encourages the same
sensitivities as his preferred metaphor of community.
Culture offers administrators ways to bring meaning and effectiveness to
schools (Firestone & Louis, 1999). Students learn more in schools where their peers
and teachers make academics the top priority and maintain high expectations for all
students, and when the culture supports adult as well as student learning (Heck &
Marcoulides, 1996 in Firestone & Louis, 1999; Teddlie & Stringfield, 1993).
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This stuffy utilises Cavanagh's (1997) conception o f culture in which he
maintains that school culture results from interpersonal interactions between individual

teachers, groups of teachers, administrators and others, and common perceptions of
these groups, detailing collective beliefs, attitudes, and values of school personnel
Thus, school culture frames a sense among administrators, teachers and others o f who
we are and what we do coroundhere. Cavanagh (1995) stresses the importance of the
school itselfas the unit of change when considering the relationship between school
culture and school improvement
Culture can be observed in the attitudes, beliefs and values of the people within
the school; the relationships among colleagues; and the norms that govern school
activities. Norms built on the values and relationships of the school sustain momentum
for school improvement (DuFour, 1998; DuFour & Eaker, 1998; Hord & Boyd, 1995).
Changing culture or reculturing can be difficult. Altering beliefs, expectations,
and habits can be a very challenging task. Existing culture serves as a representative of
the status quo and typically resist change attempts. If school reform through a change
initiative is to be sustained, the elements of the change must be embedded within the
culture of the school (DuFour & Eaker, 1998). To develop or alter relationships is to
reculture the school (Hargreaves, 1995). Reculturing the school to create collaborative
cultures among teachers and with the wider community breaks the dynamics of
cultures of individualism, where teachers work largely in isolation, and balkanized
cultures, where teachers work in self-contained subgroups. Both types of these
cultures tend to fragment professional relationships and to limit trust and collaboration
(Hargreaves, 1995).
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The norms or informal rules that govern behavior, exert influence on change
efforts. Researchers have found specific cultural norms that facilitate school
improvement including: a norm of continuous critical inquiry; a norm of continuous
improvement; a widely shared sense of purpose; and a norm of involvement in

decision-making (Boyd, 1992a). Cunningham and Gresso (1993) stress that people
commit their energy only to what they believe in and that culture serves as a selfperpetuating counterforce to effectiveness. A challenge for school leaders is to
“develop a consensus around values that constitute an effective culture, such as high
expectations, commitment, mutual respect, confidence, improvement, experimentation
and risk-taking, and an insistence that students will leam” (Stolp & Stuart, 1995, p. 15).
If this occurs within a school and the members of the school adopt these beliefs,
values, and behavior, then the school as an organization will succeed.
DuFour and Eaker (1998) detailed effective strategies for shaping the culture of
a school including:
•

Articulating, modeling, promoting, and protecting the shared values that have
been identified.

•

Systematically engaging an individuals within the school in reflective dialogue
that requires them to search for discrepancies between the values they have
endorsed and the daily operations of the schooL

•

Inundating staffwith stories that reflect the culture at work; the stories we ten
ourselves.

•

Celebrating examples of shared values and progress in the improvement
process through school ceremonies and rituals.
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Schools have previously focused their improvement efforts on the structural
aspects ofthe school, such as policies, procedures, and rules. Focusing on culture does
not mean that structure will be ignored. Although changes in structure do not
necessarily result in changes in attitudes, beliefs, assumptions, and habits of personnel,
these changes can indeed affect the culture of the school (DuFour & Eaker, 1998).
Fullan (1993) describes this relationship in which:

Reculturing leads to restructuring more effectively than the reverse. In most
restructuring reforms new structures are expected to result in new behaviors
and cultures, but mostly foil to do so. There is no doubt a reciprocal
relationship between structural and cultural change, but it is much more
powerful when teachers and administrators begin working in new ways only to
discover that school structures are ill-fitted to the orientation and must be
altered, (p. 68).
Structural change thus requires cultural change. Too often, those who initiate
change by changing the structure of the school, foil to appreciate the link between
structure and culture (Schlechty, 1990). After much change aimed at the organization’s
structure, it becomes evident that very little of substance has actually changed. Thus
culture, as well as structure, is an integral part of the system and must be considered
for systemic change and systemic reform. “To change the system, we must alter the
rules, roles, and relationships that define it. To make an lasting change in the structure,
corresponding changes must occur in the shared beliefs, commitments, meanings,
values, lore, and traditions in which structure is embedded and from which it gains it
permanence and stability” (Schlechty, 1997, p. 135).
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Sergjovanm (1996) agrees that culture is obviously an important factor in
school improvement. He feels that the connection between culture and theory is less
obvious. He believes the factors of culture, what people believe, the assumptions they
make about how schools work, and what they consider to be true and real, provide a
theory o facceptability that lets people know how they should behave. “Underneath
every school culture is a theory, and every school culture is driven by its theory.
Efforts to change school cultures inevitably involve changing theories of schooling and
school life” (Sergiovanni, 1996, p. 3).
A professional learning community is attentive to both the structure and the
culture in an effort to create the best climate of improvement. To the extent that school
reform creates a new culture of learners, structural changes will follow. “To
restructure is not to reculture, but to reculture is to restructure” (Fullan, 1993, p. 131).
The initiation of a learning community within a school m which all members
share good practice, share their vision for the school, maintain a sense of community,
foster coHegiality and collaboration is a necessity in the development and continuation
of a positive school culture over time (Teddlie & Reynolds, 2000).
Sustaining the School Improvement Process through the
Professional Learning Community
“It is much easier to initiate change than to sustain it to fruition” (DuFour &
Eaker, 1998). Until initiated changes represent “the way we do things around here,”
they remain fragile. The challenge o f sustaining the change effort to transform schools
into professional learning communities is the challenge ofdeveloping a critical mass of
teachers prepared to function as change agents (Fullan, 1993).
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DuFour and Eaker (1998) describe the three Cs of sustaining an improvement
initiative - communication, collaboration, and culture. Effective communication is an
essential component of the change process. Success or M ure of an initiative can
depend on the extent of communication. Inattention to communication is a leading
cause of change efforts M ure, while the most effective strategy of communication is
attention. Schools that are working toward becoming a professional learning
community must examine what they are being attentive to: “what do they plan for,
what do they monitor, what questions do they ask and investigate, what do they model,
what do they celebrate, what are they willing to confront, and how do they allocate
their time?” (DuFour & Eaker, 1998, p. 130). Schools must keep their message simple
and must continue to communicate daily the significance of the mission, vision, values,
and goals.
The second **C*of sustaining an improvement initiative is through
collaboration. The isolation of teachers offers one of the most formidable barriers in
this creation of a learning community. Transforming a school into a professional
learning community is a collective endeavor. Creating a collaborative environment has
been characterized as “the single most knportant factor” for successful school
improvement and the initial steps for those seeking to enhance the effectiveness of their
schooL It is essential that meaningful collaboration be embedded into the daily life of
the schooL One of the most effective ways to promote collaboration is through the
creation of teams. Key issues to consider in promoting a collaborative environment
include the provision for collaborative time, collaborative purpose must be clearly
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defined and structures provided, training must be provided to the staff in order to
become effective collaborators, and educators must accept individual and collective
responsibilities

for working together as professional colleagues (DuFour & Eaker,

1998).
The third C of sustaining a change initiative is culture and addresses the
assumptions, beliefs, values and habits that constitute the school norm and the
necessity for school improvement initiatives to be embedded within the culture of the
schooL The cultural norms represent shared expectations for behavior and serve as a
guide for what is to be done, how it is to be done, and by whom (DuFour & Eaker,
1992).
Efficacy
The primary conceptualizations of human efficacy during the last twenty years
have been associated with the works of Albert Bandura (1977; 1978; 1982; 1986;
1993; 1995; 1997). Perceived self-efficacy refers to “beliefs in one’s capabilities to
organize and execute the courses of action required to produce given attainments”
(Bandura, 1997, p. 3). Self-efficacy is posited as an important self-perception construct
that mediates linkages between cognition and behavior. Bandura (1977) hypothesized
that “expectations of personal efficacy determine whether coping behavior wfll be
initiated, how much effort will be expended, and how long it will be sustained in the
face o f obstacles and aversive experiences” (p. 191).
People’s beliefs in their efficacy have varying effects and according to Bandura
(1997, p. 3) such beliefs influence
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courses of action people choose to pursue, how much effort they put forth in
given endeavors, how long they will persevere in the face of obstacles and
failures, their resilience to adversity, whether their thought patterns are
self-hindering or self-aiding, how much stress and depression they experience in
coping with taxing environmental demands, and the level of accomplishments
they realize.
With the publication of Social Foundations o f Thought and Action: A Social
Cognitive Theory, Bandura (1986) advanced the concept that individuals possess
beliefs that enable them to exercise a measure of control over their thoughts, feelings,
and actions, that “what people think, believe, and feel affects how they behave”
(p. 25). These beliefs consist of a self-system with symbolizing, forethought, vicarious,
self-regulatory, and self-reflective capabilities, and human behavior is the result of the
interaction between this personal system and the external sources of influence. This
self-system serves a regulatory function for behavior by providing individuals with the
ability to alter their environments and influence their own cognitive processes, thus
their courses of action (Pajares, 1996). Thus, self-efficacy serves as a primary mediator
of behavior and behavioral change, determines whether a given behavior will be
initiated, the amount of effort that will be expended, and how long the behavior will be
maintained. Individuals will avoid certain task or behavior is they possess low selfefficacy regarding that specific task or behavior; however, if the level of self-efficacy is
high, the attempts to address the task or behavior will usually increase (Bandura,
1977). Thus, by undertaking activities and choosing situations that wejudge to be
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within our capabilities to successfully complete and avoiding those activities where we
expect to fail, we make fife decisions according to our perceived self-efficacy
(Bandura, 1993).
Bandura (1997) contends that beliefs of personal efficacy constitute the key of
human agency. People are said to be agents when they act on the environment but
objects when they reflect and act on themselves. In social cognitive theory, human
agency operates within an interdependent causal structure involving triadic reciprocal
causation (Bandura, 1986). This relationship exists among three major classes of
determinants including behavior, the internal personal factors in the form of cognitive,
affective, and biological events, and the external environmental events. Within this
causation or functional dependence between events, all three classes of determinants
influence one another bidirectional^; however, the reciprocity does not mean that the
three sets of interacting determinants possess equal strength (Bandura, 1997). The
amount of influence that each possess varies according to the activities and
circumstances. Thus, how people interpret the results of their own performance
accomplishments provides them with information to be utilized to alter their
environments and their self-beliefs, which in turn, informs and alters subsequent
performance (Pajares, 1999).
As described by Bandura (1977), self-efficacy serves as an important cognitive
mediator of the acquisition and regulation of behavior and it is grounded in cognitive
processes that lead to teaming from the observation of response consequences.
Bandura (1986) describes self-efficacy as a multi-dimensional trait and differentiates
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between outcome and efficacy expectations, in that individuals can believe that certain
actions will produce certain results (outcome expectations); however, if they do not
believe they are capable of performing such actions, they will neither initiate nor persist
in them (efficacy expectations). This distinction describes how self-efficacy mediates
linkages between cognition and behavior. Additionally, the personal efficacy construct
encompasses a personal competence/capability component that interacts with outcome
expectancies (Loup, 1994).
In clarifying the construct self-efficacy, Bandura (1997) identified both
dimensions and sources of efficacy expectations. The three dimensions of efficacy
expectations that affect performance include magnitude, generality, and strength.
Magnitude refers to the level of task difficulty and differs among individuals in terms of
their perceptions of simple to complex tasks. Generality refers to the degree to which
experiences affect an individual’s mastery expectations from limited to more general
situations. The third dimension, strength of efficacy expectations, refers to a person’s
mastery expectations varying in strength from strong to weak. Depending on whether
or not an individual’s mastery expectations are strong or weak, discontinuing
experiences can either dimmish or motivate one’s persistence to cope with a given set
of circumstances.
Bandura’s (1977) model cited four principal sources of information from which
expectations of personal efficacy are derived: performance accomplishment, vicarious
experience, verbal persuasion, and physiological states. This source of efficacy
information, performance accomplishment, also referred to as enactive attainment or
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mastery experiences, is considered the most influential source because it is based on
actual personal mastery experiences. These experiences provide the most authentic
evidence of whether one can exert the necessary effort to succeed. While successes
raise mastery expectations, failures lower them. By developing strong efficacy
expectations through repeated successes, the influence of occasional failures is
minimized. Successes build a robust belief in one’s personal efficacy. Self-efficacy
beliefs also tend to generalize from one experience to another. To develop a sense of
efficacy through mastery experiences one must acquire the cognitive, behavioral, and
self-regulatory tools for creating and executing the appropriate courses of action in
order to manage ever-changing life circumstances (Bandura, 1995).
Another source of efficacy information is vicarious experience, or exposure to
the efforts, successes, and failures of others. This source focuses on an individual’s
exposure to others modeling the performance of a task or behavior, which impacts on
the individual’s belief in personal abilities to perform the same task or behavior.
Observing others similar to themselves succeed by perseverant effort increases the
observers’ beliefs that they, too, possess the capabilities to master similar activities
(Bandura, 1986; Schunk, 1984; Schunk, 1991). This source of efficacy information is
not as strong as enactive attainment. The effects of modeling are important in this
context, especially when the individual has limited prior experience with the task,
however, Bandura (1977) argued that even those individuals who are self-assured will
raise their perceived self-efficacy when models teach them better methods of doing
things.
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Verbal persuasion is widely used as a source of efficacy information to
influence human behavior because o f its availability and ease. Verbal or social
persuasion is receiving feedback from others, thus the persuaders play an important
role in the development of an individual’s self-beliefs. Individuals who are persuaded
verbally that they possess the capabilities to master given tasks or behaviors are likely
to summon greater effort and sustain it than if they hold selfdoubts and focus on
personal deficiencies when problems arise (Bandura, 1995; Schunk, 1985; Schunk,
1991). Bandura (1997) suggests that it is easier to undermine efficacy beliefs by means
of verbal persuasion than to enhance or create them through these same means.
Efficacy expectations brought about through verbal persuasion are likely to be weaker
than those arising from one’s own accomplishments because they “do not provide an
authentic experiential base for them” (p. 198).
The fourth source of self-efficacy information is emotional arousal or
physiological factors, including stress, arousal, fear reactions, fatigue, and aches and
pains. Individuals rely partly on their state of physiological arousal and emotional states
in judging their anxiety and vulnerability. They interpret stress reactions and tensions as
signs of vulnerability to insufficient performance (Bandura, 1977; Bandura, 1995).
Since high arousal usually diminishes performance, individuals are more likely to
expect success when they are not distressed by aversive arousal, since fear reactions
generate further fear of the task or behavior. Mood also affects people’s judgments of
their personal efficacy. A positive mood enhances perceived selfefficacy, while
despondency diminishes it. Thus efficacy beliefs can be altered through enhancement of
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physical status, reduction of stress and negative emotional proclivities, and correcting
misinterpretations of bodily states (Bandura, 1995).
Bandura (1995) also proposes that efficacy beliefs regulate human functioning
through four major processes. These processes, including cognitive, motivational,
affective, and selection, usually operate in concert, rather than isolation, in regulation
of human functioning. The effects of efficacy beliefs on cognitive processes are evident
in various forms. Most courses of action are initially formed in thought. The cognitive
processes then guide the actions. People’s beliefs about their efficacy influence their
perceptions of the situations and the goals they will establish. They can visualize the
successful or foiled outcome of the tasks, depending on their level of efficacy for that
specified task or behavior. Efficacy beliefs also play a key role in the self-regulation of
motivation. Most motivation is generated cognitively, thus perceptions of future
accomplishments can be used to generate motivation and regulators ofbehavior. Thus,
individuals anticipate the likely outcomes and thus set goals for themselves, aid in
determining the degree of effort to be expended, the length of perseverenee, and the
resilience to failure. The third major process centers on affective processes in which
people’s beliefs in their coping abilities affect the degree of stress and depression
experienced in certain situations. Their perceived self-efficacy to exercise control over
stress serves as a central role in anxiety arousal The fourth and final process for
regulation of human functioning is the selection process. Individuals have influence on
the selection of their environments and choices are influenced by beliefs of personal
capabilities. Thus, beliefs of personal efficacy play a critical role in shaping the courses
of lives and influencing selected activities and environments (Bandura, 1995,1997).
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Teacher self-efficacy has been the topic of investigation in numerous studies
(Ashton & Webb, 1986; Chester & Beaudin, 1996; Gibson & Dembo, 1984;
Greenwood, Olejnik, & Parkay, 1990; Hipp & Bredeson, 1995; Loup, 1994;
Raudenbush, Rowan & Cheong, 1992; Ross, 1995; Taylor, 1992; Woolfolk & Hoy,
1990) and various instruments have been developed to assess teachers’ perceptions of
self-efficacy, primarily assessed relative to teacher behaviors to students at the
classroom level (Hunt, 1999; Lee & Bobko, 1994; Loup, 1994). Fewer studies have
focused on self-efficacy and organizational efficacy as they pertain to teachers’
perceptions and behaviors within the school learning organization. Lawson and
Ventriss (1992) have proposed that organizations undergoing culture change, the
establishment of specific organizational goals and the commitment to these goals may
serve as enhancement for both shared beliefs and values regarding the ability of the
organization to achieve the established goals and to additionally influence the
perceptions of members’ level of effectiveness within the organization.
Regarding collective efficacy, Bandura (1993) has reported that teachers who
collectively perceive themselves capable of promoting student academic success
develop within their school a positive culture for achieving academic goals. With these
finding, Bandura has added the dimension of collective efficacy to his research by
focusing on two approaches for determining collective efficacy as it relates to
organizational performance using schools as the units of analysis. Collective efficacy as
it relates to organizational performance can be determined by aggregating teachers’
efficacy beliefs in their efficacy to promote learning in their own classroom at the
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school level and/or by aggregating teachers’ beliefs in their schools' capabilities as a
whole to promote learning (Bandura, 1993). Collective efficacy can be seen as a
vehicle to school-wide improvement (Hersh, 1985). Loup (1994) and Loup, Clarke,
Ellett, & Rugutt (1997) extended the understanding of the efficacy construct as an
organizational level variable through the development of the Teacher Selfand
Ortrflnirational

Assessment (TSOEA) instrument The findings indicated the efficacy

construct in schools to be multi-dimensional and complex and the construct was
empirically verified at the individual teacher, “Me” level, the teacher organizational,
“Thee” level and a “We” level when the “Me” and “Thee” were merged in view of
teacher responses to repeated M ures to accomplish school goals. Loup and Ellett
(1993) developed and validated the TSOEA instrument in public schools, while Ellett
(1995) has recently developed an adapted version of the instrument for use with a large
sample of child welfare workers.
According to Armor (as cited in Tschannen-Moran et al, 1998), the first
measure of teacher efficacy included two items grounded in Rotter's social learning
theory that were added to the Rand Questionnaire. Gibson and Dembo (1984) then
created a 30-item teacher efficacy scale, which was later modified in Woolfolk and
Hoy’s 22-item scale (Guskey, 1998).
Guskey and Passaro (1994) identified an anomaly in the items on the two scales
of the Woolfolk and Hoy instrument in which personal efficacy items were positive and
used the referent “I,” while teaching efficacy items were negative and used the referent
“teachers.” The instrument was then revised by balancing item characteristics and
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administered to a sample o f342 teachers. These revisions resulted in findings that

moved from the dimensions of personal and general teaching efficacy, to a difference
that was more an internal versus external distinction (Guskey, 1998). Accordingly,
internal efficacy measures the extent to which teachers believe they can/do have
personal influence, power, and impact on students’ learning, while external efficacy
measure teachers’ perceptions of the influence, power, and impact of factors outside
the classroom and beyond their immediate or direct control (Cowley, 1999; Guskey
1998).
Guskey (1998) asserts that the internal/external classification is not the same as
Rotter’s “locus of control” measures. Instead of factors representing opposite ends of
a bipolar scale, the two factors were viewed as distinct and operating fairly
independent. Guskey and Passarro (1994) noted that due to the structure of the scales,
the internal factor reflects a positive and optimistic perspective, while the external
factor tends to emphasize a negative impact. Guskey and Passarro’s (1994) teacher
efficacy instrument, containing 21 items, therefore, measure the extent of internal and
external teacher efficacy (Cowley, 1999).
Loup (1994) developed a measure of teacher self and organizational efficacy
beliefs, Teacher Self and Organizational Efficacy Assessment, that assesses the
consequences of efficacy and addresses levels of effort expended, persistence, and
effort in the face of failure. Her findings indicated that the efficacy construct can not
only be conceptually and empirically verified at the individual teacher (self/personal or
“Me”) level and the teacher organizational (all other teachers in a school or “Thee”)
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level, but also at the “We” level when the “Me” and “Thee” are merged in view of
teacher responses to repeated Mures to accomplish school goals. This finding posits
the efficacy construct is more complex than previously described in the literature and
results in a multi-dimensional construct
There is a need to continue to develop an understanding oftbe construct of
efficacy and to continue to investigate and develop measures of efficacy. Deemer and
Minke (1999) revisited Woolfolk and Hoy modified version of the Teacher Efficacy
Scale (TES) and the findings by Guskey. While the two previous studies resulted in 2fector structures, thus indicating a multidimensional construct, the study by Deemer
and Minke showed that although the teacher efficacy construct may be
multidimensional, the TES appeared to be unidimensional. A need for researchers to
continue to investigate both the definition of efficacy and measurement was stressed. A
more specific measure, linked to specific outcomes (Le., teacher behaviors), may be the
key for improving understanding ofhow teacher efficacy promotes student learning
and how to encourage high levels of efficacy in all teachers (Deemer & Minke, 1999).
Others studies have continued to research the issue of efficacy measurement (Pajares,
Hartley, & Valiante; 2000; Tschannen-Moran, 2000; Woolfolk-Hoy, 2000).
Human Caring
Increased attention has been focused on the human caring aspect as an essential
component of the helping professions, including teaching. At one time, it was a logical
assumption that individuals “called” to certain helping professions had internal
affective characteristics associated with caring (Sarason, 1985). With increased
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emphasis on mastery levels, standards, and benchmarks for both students and teachers,
there is a concern that the critical component of caring is no longer apriority.
Theories of caring and the study of the caring construct have only recently
emerged. The initial studies focused on the medical professions, including nursing, and
gradually included other helping professions such as teaching and social work (Moffett,
1993). The literature reflects a multitude of definitions of the interchangeable terms of
care and caring. Leininger (1984) defines caring through a variety of behaviors ranging
from nurturant activities to therapeutic interventions. He describes caring in a generic
sense as “those assistive, supportive, or facQitative acts toward or for another
individual with evident or anticipated needs to ameliorate or improve a human
condition or lifeway” (Leininger, 1984, p. 9). Valentine (1989) considers caring as
context-specific in which the meaning of caring varies depending upon the group
involved. Kitson and Phil (1987) note that caring, whether from a lay-caring or
professional standpoint, requires commitment, respect for others, and appropriate
knowledge and skills.
Various theoretical perspectives related to caring have emerged initially in the
nursing literature, followed by other disciplines. Fry (1990) grouped the emerging
conceptual models of caring into three types of theories: cultural, feminist, and
humanistic.
The cultural models have focused on cultural meanings of care thus resulting in
the development of a theory of cultural care diversity and universality (Leininger,
1980; 1988). This cultural theory is based on anthropological and sociological studies
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and proposes caring as a universal trait. This theory also acknowledges the care/caring
practices as culture-specific, with the idea that each culture has diverse meanings
attached to the term caring and to caring practices (Moffett, 1993). Nel Noddings
(1984; 1988; 1992; 199S; 2000) purports the feminist model and bases the
development of this theory on ethics and social psychology. Noddings (1984)
maintains that caring is essentially an attitude, and is derived from the feminine
perspective, grounded in receptivity, relatedness, and responsiveness. This model
views caring as related to choices based on ethics and values, and presumes that caring
can be learned and nurtured (Gaut, 1981). Watson (1985) bases the theory of human
care upon caring as a humanistic and interpersonal process. In this model, the
emotional, psychosocial, moral and spiritual aspects of caring are emphasized in which
caring begins as an attitude, developing into a commitment, and resulting in concrete
acts (Moffett, 1993).
In reviewing the literature findings, it is evident that numerous
conceptualizations of the construct of caring have surfaced. There appears to be very
little consensus regarding definitions of caring, components of care, or the process of
caring. Findings indicate that many conceptual models of caring differentiate the
attitude of caring and the activity of caring. Caring “abouF implies an attitude or
affective state of mind characterized by a sense of concern and regard for an individual.
Caring “fof* indicates the taking of responsibility for, or providing for, an individual by
the use of specific knowledge or skills (Moffett, 1993). Noddings (2000) cautions that
much of school reform today faHs into the pattern of“caring about” and many new
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programs actoally undermine caring relations. She warns that our caring about is only
effective if it eventuates in caring for. Pearfin, Multan, Semple, and SkafF(1990)
distinguish between caring and caregiving. They define caring as the affective

component of one’s commitment to helping another and caregiving as the behavior
expression of that commitment
It is possible for an individual to feel concern and fad to initiate activity related
to this feeling of concern and also possible to go through the motions of activities, but
to feel indifference. These two scenarios raise the issue of quality of performance
resulting when helping professionals care about the recipients of their service (Moffett,
1993).
This study focused on the findings in current theoretical perspectives that
human caring exist in all individuals to some extent. It is proposed that caring in
specific professional contexts requires additional attitudes and values not necessarily
inherent in all human caring. The conceptual model that is utilized in this study is
proposed by Moffett (1993) and depicts human caring as a necessary condition for
effective caregiving to occur in context-specific situations, in which variations occur
according to the particular group involved. This conceptual model depicts human
caring as integral to both personal and professional contexts.
Personal contexts consist of caring relationships within families or other social
groups. Professional contexts that require caring relationships include traditional
helping professions such as teaching, nursing, social work and others. The professional
context tends to vary the essential attitudes and values (Moffett, 1993). Moffett’s
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(1993) conceptual model of caring envisions caring in the professional context as
consisting of cognitive, affective, and behavioral components. The affective
components of caring include receptivity, responsivity, moral/ethical consciousness,
and professional commitment and are viewed as interactive with knowledge and skills
acquired through the cognitive domain. While the values and attitudes serve as
motivators to acquiring the knowledge and skills, the knowledge may be reciprocal in
reinforcing or modifying the attitudes and values.
Within the affective component, receptivity is characterized by warmth,
interest, concern, empathy, and sensitivity to others. The responsive individual is one
who is nurturing, supportive, compassionate, and altruistic. The characterizations of
the moral/ethical consciousness is respect for others, acceptance, tolerance, and the
tendency to assume responsibility for one’s own actions and for the welfare of others.
Professional commitment is acknowledged through responsibility, persistence, and
endurance in using specialized knowledge and skills to assist others.
Those activities in the professional setting, motivated by the affective
component of caring and utilizing specialized knowledge and skills for assisting others
in meeting their needs, are considered caregiving behaviors (Moffett, 1993). Within the
teaching context this implies assisting students in meeting their educational needs while
maintaining individual worth and dignity.
Provided the professional environment is one of support, it is presumed that
effective caregiving will facilitate positive affective, cognitive, and behavioral outcomes
for students. The positive outcomes will serve as feedback to reinforce affective and
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cognitive factors in the teacher. Ineffective caregiving behaviors, which may minimize
the positive outcomes, serve as motivation for altering knowledge, skills, or affect.
Thus, a caring attitude is considered a necessary, but not sufficient, condition for
effective performance in the helping professions (Moffett, 1993). This study involves
the utilization of a caring measure which is designed to assess the affective component
of caring, conceptualized as both attitudes and values which characterize human caring
in the specific context of professional teaching. The dimensions of a caring affect
addressed by the measure include receptivity, responsivity, and professional
commitment.

These areas reflect the literature findings regarding attitudes and values

associated with caring and additionally include the inclination to be sensitive and
attentive to the needs of others (students and coworkers), the tendency to offer
assistance when needed, and a feeling of responsibility and dedication to helping others
(Moffett, 1993).
With attention to school improvement, a caring approach to schooling has
gamed attention. Caring is a way of relating to others (Noddings, 1992). This relational
approach to school reform attempts to improve schooling fay attending to the social
contact in which academic learning occurs. RelationaQy oriented approaches foster the
development of caring relationships among children and teachers at school as the
means of affecting children’s intellectual, social, and emotional growth (Baker, Terry,
Bridger, & Winsor, 1997). This movement toward the inclusion of an ethic of caring
and “caring for” others, students and colleagues, has received attention through
various methods and strategies that can be incorporated into the school (Agne, 1992;
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Battistich, Solomon, Watson, & Schaps, 1997; Beck, 1992; Newberg, 1995;
Noddings, 1988,1995; Pajares, & Graham, 1998; Swick, 1999).
Sergiovanni (1994a) proposes that the heart of the professional ideal in teaching
may be a commitment to the ethic of caring. He views caring as doing everything
possible to enhance the learning, developmental, and social needs of students as
persons. “The heart of caring in schools is relationships with others (teachers, parents,
and students) characterized by nurturance, altruistic love, and kinshiplike connections”
(p. 145). Caring serves an end in itself Sergiovanni posits that caring equals obligations
that emerge from a commitment to shared community values and a commitment not
only to one’s own practice of teaching but to the practice itself.
Intent to Stay
Personal, psychological, and work context factors that have cognitive, affective,
and behavioral elements that contribute to the determination of employees (teachers)
remaining in the teaching field must be considered in order to define the concept of
teacher intent to stay. From this perspective, individuals who desire to remain employed
in the teaching field, make a decision based on the benefits of continuing in teaching
outweighing the loss with leaving.
The development of new teachers and continuing to contribute in the ongoing
growth and continual learning of all teachers through numerous collaborative
opportunities for staff can be fostered in schools that operate as professional learning
communities. The attributes that exist within a school learning community offer an
opportunity for the dilemma of teacher attrition to be addressed in a productive manner.
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The topic of teacher attrition has generated interest due to the concern of
teacher shortages throughout the United States (Murnane, Singer, and Willett, 1989).
Louisiana has a high teacher attrition rate, proportion of newly hired teachers, and
percentage of non-certified or partially-certified teachers (Frantz, 1994). Frantz,
Kochran-TeddKe, Tashakkori, and Pierce (1992) concluded that the Louisiana teacher
attrition rate was greater than 13% per year, which is more than twice the national
annual rate of 6%. Additionally, Louisiana ranks near the bottom of newly hired
teachers and percentage of all full time equivalent teachers who are certified to teach the
courses they are teaching. Findings from the Louisiana State Department of Education
indicated that the teacher attrition problem in the state was becoming increasing worse
(Frantz, 1994). More recently, the Blue Ribbon commission on Teacher Quality
reported that 13.1% ofLouisiana teachers did not possess certification in the area(s) in
which they taught. Louisiana data indicated that universities are not graduating a
sufficient number of certified teachers in those areas of teacher shortage (e.g.,
mathematics, science, and special education) to address existing needs. Ofteachers
receiving certification in Louisiana, approximately 33% of these teachers do not teach
within public schools in Louisiana. Ofthose teachers who do teach within Louisiana
public schools, approximately 11-15% leave by the end oftheir first year of teaching
and approximately 27% leave by the end of their fifth year of teaching (Bums, 2000).
The Carnegie Forum on Education and the Economy (1986, p. 98) concluded
that “teaching is a high turnover, early exit occupation.” Murnane, Singer, and Willett
(1988) concluded that resignations are most common during teachers’ early years on
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thejob. Grissmer and Kirby (1987) found attrition rates among young, inexperienced
teachers to be in the 20-25% range as compared to a 1-5% range for teachers in then
mid-career years. It has been reported that some school districts have approximately
40% of new teachers leaving the profession within the first two years (Wise, DarlingHammond, & Berry, 1987). Jacobson (1988) similarly concluded the most vulnerable
period for new teachers was within the first five to seven years of their teaching career.
Additionally, findings indicate younger teachers, upon leaving the teaching profession,
are less likely to return to teaching than older teachers who leave the profession
(Beaudin, 1993).
Organizational Effectiveness
Theoretical approaches to school organizational effectiveness have primarily
focused on either goal models or systems resource models as models for assessing
elements of organizational effectiveness. One model for integrating organizational
constructs in school organization research was developed by Paul E. Mott (1972).
Mott’s model is based on organizational outcomes and is consistent with the integrated
goal system resource model of social systems derived from the Parsonian framework
(Parsons, 1954). Mott’s model addresses the four basic problems of adaptation, goal
attainment, integration, and latency that Parsons describes as necessary for growth and
development in all social systems. The ability of an organization to mobilize its centers
of power for action to achieve goals and to adapt is determined through five
components within Mott’s model: quality and quantity of product, efficiency,
adaptability, and flexibility. Thus, according to Mott’s model, effectiveness of an
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organization in terms of each o f the five components is determined by consideration of a

variety of organizational outcomes. When applied to schools, the model implies that an
effective school organization produces a high quantity and quality of various products,
not only student achievement, generates more positive attitudes, adapts well to
environment constraints, and deals more potently with internal problems (Hoy &
Miskel, 1991; Loup, 1994).
Another model that has been utilized is the system-resource model in which
effectiveness has been defined as the ability of the organization to secure a beneficial
bargaining position in its environment and to thus, profit from that status in order to
secure valued resources. Because of the complexity of the organization, definite goals
are not specified in this modeL Thus, evaluation is based on the internal consistency of
the organization, the efficient use of its resources, and its success with coping (Hoy &
Ferguson, 1985; Hoy & Miskel, 1996).
The behavior of the organization (school) encompasses a set of interactive
elements consisting of individuals, structural, cultural, and political. These elements
combine to meet performance outcomes or accomplishment of goals. The “degree to
which actual outcomes are consistent with expected outcomes” (Hoy & MiskeL, 1996,
p. 41) establishes the level of organizational effectiveness.
Claudet (1993) refers to Hoy and Fergurson’s synthesis of the goal model and
system model as emphasizing both organizational means and ends and adds to the
organizational effectiveness definition “the extent to which any organization as a social
system, given certain resources and means, fulfills its objectives without incapacitating
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its means and resources and without placing undue strain upon its members'* (Hoy &
Ferguson, 1985, p. 121). Schools, when viewed as open systems, are seen as social
systems consisting o f“a set of interacting elements that acquire inputs from the outside,
transforms them, and produces outputs for the environment” (Hoy & Miskel, 1996).
School effectiveness research (SER) can be categorized into three major
strands: school effects research, effective schools research, and school improvement
research (Reynolds, Teddlie, Creemers, Scheerens, & Townsend, 2000). School effects
research incorporate studies of the scientific properties of school effects evolving from
input-output studies to current research utilising multilevel models. Research concerned
with the processes of effective schooling is categorized as effective schools research.
This strand has evolved from case studies of outlier schools through to contemporary
studies simultaneously incorporating qualitative and quantitative methods within
classrooms and schools. School improvement research examines the processes whereby
schools can undergo change through the use of models ranging from simple applications
of school effectiveness knowledge to sophisticated ‘multiple lever’ models (Reynolds, et
aL, 2000).
This research study is not designed in the classical sense of many of the school
effectiveness studies. This study is designed to link variables in order to define a good
school by determining the effectiveness of the organization in terms other than the
traditional accountability of achievement tests data. A primary focus of the study does
include a traditional variable of effective school research, holding power. Holding
power in this study is conceptualized as teachers’ intentions to remain in the teaching
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profession. Schools as professional learning communities attempt to develop schools as
good schools in order to enhance the productivity. The organizational effectiveness of
schools may best be understood as the product of a combination ofteacher personal and
school culture characteristics. Thus, good schools, as discussed by Glickman (1987),
may indeed be distinguished from effective schools. Glickman supports a call for school
change to first be concerned about producing good schools, and only subsequently, to
be concerned about producing effective schools.
Goodlad (1994) also addresses the concept of schools being judged as effective
based on the most common yardstick of comparative academic achievement as
measured by standardized tests. Referencing the Coleman thesis that the most
significant contributor to a child’s success in school is what he brings there from home
and then encounters at school, Goodlad cautions that while schools and individual
diligence can make significant differences, these outside contributors greatly influence
schools seeking to be excellent. He cites schools perceived to be excellent, based upon
criteria of percentile ranks on standardized tests, as not necessarily characterized by
conditions of educational goodness. In summarizing some of the generalizations about
good schools, Goodlad highlights that “a good school is self-conscious of its culture”
(p. 212) and that within good schools teachers view their peers as professionals,
consciously acknowledge the importance of quality teaching and learning, and maintain
a culture that builds in dialogue, decision making, and ongoing actions. This study
assessed linkages between the stated variables, seen as characteristics of good schools,
and organizational effectiveness.
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Chapter Summary
Chapter 2 presented a review of the literature and research on professional
learning com m unities including the evolution, attributes, outcomes, processes, and
integral concepts of professional learning communities. Perspectives in the literature on
efficacy, human caring, and intent to stay were presented. The chapter that follows
provides a description of the methodology for the study.
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CHAPTER 3: METHODOLOGY AND PROCEDURES
This section includes a briefdescription o f the research design and methodology
for the study to measure teachers’ personal and school culture characteristics in
effective schools as important variables in the development of a model of a professional
learning community. This research study was a quantitative study. The research
methodology explored the relationship between and among the study variables in formal
hypotheses and primary and supplemental research questions. Included is a description
of the sampling that was utilized for the study, the measures developed and used, and
data collection and analysis procedures.
Sampling Design
The sampling for the research study included schools representing various
school districts within the state ofLouisiana. The participating schools were all
elementary leveL Initial contacts to the school districts were directly through the district
superintendent. Upon agreement by the superintendent, the principals of requested
elementary level schools were contacted for permission for school participation. A
district level contact person was requested for the purpose of continuity in the data
collection procedures and for follow-up assistance. Sixteen districts were initially
contacted including districts within designated categories o f rural, small town, and mid
size city districts. The district selections included schools with K-6 combinations;
middle schools were not included in the selection.
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Study Measures
Teacher Measure Packet
The initial aspect of the study focused on the collection and quantitative data
analyses of the study constructs including culture, self-efficacy and collective efficacy,
human caring, intent to stay, and organizational effectiveness. Paper and pencil

measures were utilized to assess each of these variables.
A teacher self-report packet was distributed to each teacher in all participating
schools. The packet of materials contained measures of school culture (actual and
preferred), perceptions of teacher efficacy (self and collective), human caring, intent to
remain in teaching, and perceived organizational effectiveness, followed by teacher
demographic information (e.g. school level, grade taught, degree level, gender, race,
size of school, years in teaching, years at school site, etc.). Each of these measures is
briefly described in the following sections.
Revised School Culture Elements Questionnaire
The Revised School Culture Elements Q uestionnaire (RSCEQ) (Olivier,
Bobbett, Ellett, & Ruggett, 1998) was utilized to measure elements of school culture.
This measure is a revision and extension of the School Culture Elements Questionnaire
(SCEQ) (Cavanagh, 1997). The original instrument was designed to measure teacher
beliefs and behaviors regarding elements o f culture in Western Australia (Cavanagh,
1997). The initial classification of SCEQ items was into eight domains: professional
values, teachers as learners, co&egiality, mutual empowerment, collaboration, shared
vision, school-wide planning, and transformational leadership.
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The RSCEQ adapted the original Australian SCEQ measure for use in the
United States and added an additional 14 items to the original 64-item instrument for a
total of 78 items. The original survey was replicated, edited, and extended using factor
analysis m several studies with various populations (Bobbett, Olivier, Ellett, Ruggett, &
Cavanagh, 1998; Olivier, Bobbett, Ellett, & Ruggett, 1998; Olivier et aL, 1998). This
initial replication resulted in identification of five subscales including shared leadership
and vision, professional values, professional growth, professional commitment, and
professional relationships. A subsequent revision resulted in a study of 1,500 teachers
utilizing a 70 item measure (Davis, Ellett, & Rugutt, 1999). The most recent study
maintained 54 items from the factor analysis and resulted in the identification of three
scales: vision and leadership, collegial teaching and learning, and professional
commitment.

The Revised School Culture Elements Q uestionnaire (RSCF.OI utilized in this
study consisted of 20 items that represent teachers perceptions of school culture
grounded in norms, beliefs, and values reflecting professional behavior in schools. The
20 items selected were those items with the highest loadings that most represented the
conceptual definition of professional school culture. The RSCEQ utilized a four-point,
forced choice Likert scale ranging from 1 - Strongly Disagree to 4 = Strongly Agree.
The questionnaire consisted of two sections: actual and preferred. The actual survey
addressed “how I and my school actually are...” and required participants to respond to
the statements according to how things actually occur in their schools. The preferred
survey indicated participants’ opinions about the school in which they wish to work thus
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detailing th eir p references for characteristics of an ideal school The complete list of

RSCEQ items is included in Appendix A.
V alidity

T he School Culture Elem ents O nestinnnflire exam ined th e concentnal elem ents

o f teacher behaviors within the professional school culture in order to establish face
validity (Cavanagh* 1997; Cavanagh & DeOar* 1997). The structure of the subscales
representing the professional school culture dimensions had been established through
the use of factor analysis in various subsequent studies (Bobbett, Olivier, Ellett, &
Rugutt, 1998; Davis, et aL, 1999; Ellett, Rugutt, & Cavanagh, 2000; Olivier, Bobbett,
Ellett, & Rugutt, 1998; Olivier et aL, 1998). Modification have occurred in the structure
of the RSCEQ due to analyses from various studies. The RSCEQ utilized in this
research study identified three factors: Leadership and Vision, Collegial Teaching and
Learning, and Professional Commitm ent. (Davis, et aL, 1999).
ReHabilitv
Extensive research use with the SCEQ and the RSCEQ has resulted in the
acceptance of psychometric properties of the subconstructs being measured. Cronbach
alpha coefficients have improved as a result of measure refinements. The initial study
that utilized the RSCEQ, after modifications from the SCEQ, used orthogonal
(Varimax) rotation to establish a five factor solution o f the subscales: shared leadership
and vision (.91), professional values (.87), professional growth (.83), professional
commitment (.81), and professional relationships (.74) (Bobbett, et aL, 1998). A followup revision and study also resulted in a five-factor solution: vision/leadership (.93),
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collegial teaching and learning (.89), professional commitment (.87),
openness/collaboration (.75), and professional relations/interactions (.76) (Olivier,
Bobbett, Ellett, & Rugutt, 1998). A more recent study resulted in alpha reliability
coefficients for a three factor solution which included the following: Vision/Leadership
(.97), Collegial Teaching and Learning (.91), and Professional Commitment (.88)
(Ellett, etaL, 2000).
The results of this research study showed that a three-factor, orthogonal
solution represented the best statistical and conceptual analysis of the RSCEQ data. The
alpha reliabilities coefficients for the three factor solution included the following: Shared
Leadership (.96), Collegial Teaching and Learning (.88), and Professional Commitment
(.88).

Teacher Efficacy Beliefs Scales
The Teacher Efficacy Beliefs Scale (TEBS) was developed jointly with
colleagues for the purpose of this research study. Bandura’s (1997) Guide for
Constructing F .ffira ry S r a k s was utilized in developing the response format. Two forms
of the TEBS were developed, a self-efficacy beliefs form and a collective efficacy beliefs
form.
An initial pilot measure of the TEBS-SelfForm was administered to 470
teachers. A factor analysis was completed and the revised measure was reduced from 70
items to 51 items. The second analysis was conducted through an Expert Survey
Questionnaire administered to a group of 46 educators, consisting of teachers,
principals, central office personnel, State Department personnel, and university faculty
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members. The Expert Survey Questionnaire requested that readers rate each item on the
importance of each task as an item to be included in a measure of beliefin teaching
ability- Most items were rated as high in importance by 75% of the respondents;
however, some items did not perform well and were deleted doe to unimportance or
redundancy. From the pool of 51 tasks, 30 items with foe greatest percentage ofhigh
ratings were chosen for a final item pool
The revised TEBS-SelfForm requested that teachers make judgments about the
strength of their personal beliefs in their capabilities to organize and successfully carry
out teaching tasks in then: school In assessing their strengths of their personal beliefs,
they were asked to consider their abilities within the context of their current school.
They were to consider job roles and responsibilities, available resources and support,
current policies, and help from colleagues. The TEBS-Collective Form requested that
teachers make judgments about the collective strength of beliefs of faculty members at
their school in their capabilities to organize and successfully carry out work tasks. Each
item was rated on a four-point Likert scale ranging from 1 = weak beliefs in my/our
capabilities, 2 = somewhat strong beliefs in my/our capabilities, 3 = strong beliefs in
my/our capabilities, and 4 = very strong beliefs in my/our capabilities. The TEBS-Self
Form and TEBS-Collective Form can be found in Appendix A.
Validity
Characteristics of the TEBS-Selfand Collective Forms were empirically
examined using a series of factor analysis procedures to explore/define the TEBS
subscale constructs. Face validity was established during the measure development
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process through reviews of literature related to self-efficacy and collective efficacy
beliefs and through the phases of measurement development
Reliability
Cronbach Alpha internal consistency reliability coefficients were computed for
each of the TEBS-Selfsubscales identified through factor analyses of data collected in
this study and also with the TEBS-Collective Form.
Human Caring Inventory - Teacher Form

According to Moffett (1993), affective components ofhuman caring {caring
about) can be distinguished from more technical/professional components of the human
caring construct {caringfor). The Human Caring Inventory - Teacher Form (HCI-TF)
(Moffett, 1993), originally developed for use with nurses, focuses on the affective
component of caring {caring about). The HCI-TF consisted of 36 items designed to
measure four affective components of the caring construct: Responsivity (to others),
Receptivity, Professional Commitment, and Moral/Ethical Consciousness. The
conceptual definitions of the four factored subscales are (1) Receptivitv...the tendency
to be sensitive and to show concern and empathy for others; (2) Resoonsivitv...the
tendency to provide support and to be nurturing and altruistic; (3) Professional
Commitment...feelings of personal responsibility for the specific professional context of
teaching; and (4) Moral/Ethical Consciousness-..the unconditional acceptance of others
and tolerance and respect for the personal beliefs of others (Ellett, et aL, 1996).
Each item on the HCI-TF is judged using a four-point Likert scale ranging from
I = Strongly Agree to 4 = Strongly Disagree. Items ask teachers about their beliefs,
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behaviors, and values (e.g., “It is important for students to know that the teacher cares
about them”). The HCI-TF instrument also included six items selected from the
Crowne/Marlowe scales (Crowne & Marlow, 1964) to check on the social desirability
of teacher responses (e.g., “I have sometimes taken unfair advantage o f another
person”). This study used a form that was adapted from the HCI form for nurses to a
HCT form for teachers by changing the word patient(s) to student(s). A complete copy
of the HCI-TF measure can be found in Appendix A.
Validity
The teacher form of the human caring measure used in this study was a further
adaptation from previous studies (Ellett, 1996,2000; Moffett, 1993). Factor analysis
results were used from prior studies and reexamination and modification of item content
for fit with the current study relative to the total length of the entire survey packet was
considered. The Human Caring Inventory for Nurses by Moffett (1993) also included
items to measure the tendency to control for the social desirability of responses
(Crowne & Marlowe, 1964) as reflected in prior studies with this human caring
measure. Thus, the HCI-TF adapted for this study was designed to measure three
affective components of caring as follows: Professional Commitment, Receptivity,
Responsivity, and Personal Involvement. Four social desirability items were also
included on this measure. Face validity was established during the measure development
process, including modifications and adaptations following reviews of the literature
related to the affective component o fh uman caring.
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An abbreviated form of this survey was utilized in which 28 items were retained.
These items retained were those with the highest loadings and most reflective of the
conceptual definition of the construct A copy of the inventory can be found in
Appendix A.
Reliability
Cronbach Alpha internal consistency reliability coefficients were computed for
each of the HCI-TF subscales identified through factor analyses of data collected in this
study.
Intent to

Stay Q uestionnaire

The Intent to Stay Questionnaire (ISQ) was a newly developed measure that
was developed specifically for this study. It was modified from the Child Welfare Intent
to Remain Index (CWIRI) (Ellett, 2000). There was no existing measure to assess

teachers' intentions to remain employed in the teaching profession at the time of this
study. The CWIRI was studied and modified to include terminology pertaining to the
teacher field. It was designed to measure teachers’ intentions to remain in teaching in an
effort to study the relationships that exist between variables of professional learning
communities including culture, efficacy, and human caring and the intent to remain in
the teaching profession.
The Intent to Stay Questionnaire used a four-point Likert response format
ranging from 1 = Strongly Disagree to 4 = Strongly Agree applied to a pool of 10
items. Items numbers 3 ,5 ,7 , and 10 asked respondents about intentions to leave
teaching and were reverse coded for subsequent data analyses. A complete copy of the
ISQ measure can be found in Appendix A.
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Validity
Validity characteristics o f the ISQ were empirically examining using a series of
factor analysis procedures to explore/define the intent to stay construct Face validity
was established during the measure development process through review of literature
related to teachers’ intentions to remain in the teaching profession.
Reliability
Cronbach Alpha internal consistency reliability coefficients were computed for
the ISQ identified through factor analyses of data collected in this study.
Index o f Perceived O rganizational Effectiveness
The Index of Perceived Organizational Effectiveness (IPOE) (Miskel, Fevurly,
& Stewart, 1979) is a derivative of Mott’s (1972) Index of Opaniyatinnal Effectiveness
and is a widely used, outcomes measure of organizational effectiveness designed for use
in studies of schools. Mott’s model of organizational effectiveness reflects
organizational outcomes which are consistent with the goal-system resource model of
social systems derived from the Parsonian (Parsons, Bales, & Shils, 1953) conceptual
framework. Parson’s framework consists of four basic organizational functions:
adaption, goal attainment, integration, and latency. These four basic functions are
deemed essential for all social systems to grow and develop. Components of the model
are deemed appropriate for use in school organization studies. In accordance with
Mott’s model, the IPOE is an outcomes measure of the overall effectiveness of the
school as an organization. School organizational effectiveness is rated by respondents
along four dimensions consistent with Parson’s conceptualization of key organizational
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functions related to effectiveness: (1) quantity and quality of product; (2) efficiency; (3)
adaptability; and (4) flexibility.
Validity
Face validity ofM ott’s (1972) measure of organizational effectiveness was
established in a series of studies conducted during the 1960s. Mott added four items
(production quantity; production efficiency; adaptation of anticipation/solving problems;
and adaptation of awareness of potential solutions) to four effectiveness items that were
included in an earlier study of hospitals (Georgopoulos & Mann; 1962). The earlier
items included production quality, adaptation of promptness of adjustment; adaptation
of prevalence of adjustment; and flexibility. Subsequent studies used these same eight
effectiveness items.
Use of these same IPOE items, modified for use in educational settings, began
with Miskel et aL’s (1979) study of formalization and complexity of school structure.
More recently the measure’s validity has been confirmed in studies by Hoy & Ferguson
(1985), Logan (1990), Johnson (1991), Claudet (1993), Loup (1994), and Clarke
(1997).
Reliability

Initial studies reported high reliability coefficients for data collected with the
EPOE (r=.89) (MiskeL, Fevurly, & Stewart, 1979). More recent studies with large
samples of teachers and schools, have indicated further documentation of the replicated
high reliability of the IPOE (Claudet, 1993; Logan, 1990; & Johnson, 1991). The four
IPOE dimensions are operationalized by two items each for a total of eight instrument
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items. For each item, respondents select one from among five alternatives tbat best
characterizes personal perceptions ofthe extent to which the school attains objectives
and accomplishes tasks defining the lour key organizational functions. Total instrument
scores range from 8 to 40. Higher IPOE scores indicate greater perceived school
organizational effectiveness than tower IPOE scores. The internal consistency reliability
for the IPOE was reported at .89 by Miskel et aL (1979) and .87 by Hoy and Ferguson
(1985). Further documenting the high reliability of the data collected from the IPOE are
the internal consistency coefficients reported by Johnson (1991) (.97), Claudet (1993)
(.90), Loup (1994) (.90), and Clarke (1997) (88). A copy of the IPOE used in this study
is included in Appendix A.
Data Collection and Processing
Prior to dissemination of the survey, approval was sought and received from the
Louisiana State University (LSU) Institutional Review Board that this study met the
conditions of survey research with human subjects including full disclosure, voluntary,
and confidential for exemption from institutional oversight Arrangements were made
with the LSU Measurement and Evaluation Center to print electronically scannable
survey forms.
In order to secure permission for school participation, the initial point of contact
was the superintendent’s office. Once the superintendent granted permission, a central
office administrator was designated as the ongoing contact. After permission was
received at the district level, each school principal was contacted regarding participation
in the study. An explanation of the research study, including the nature and purpose of
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thestudy, was provided to all school personneL Individual paper and pencil packets
with return postage envelopes were prepared, packaged, and salt to each participating
schooL A questionnaire packet was provided to each teacher participant Participants
were informed as to participant anonymity and confidentiality of responses.
Figure 2 illustrates a flow chart representing the data collection procedures that
were used to maximize participation in the study.
District Superintendent Contact O Central Office Designee Contact O
Principal Contact O School Designee Contact O Correspondence/Survey to
Teachers O Reminder Notices to Teachers at End of Second Week
Central Office Designee Contact <> Pick Up of Materials by Central Office
Contact O Return all Materials to Researcher
Figure 2. Data Collection Flow Chart
The measures included in the packet were the Revised School Culture Elements
Questionnaire (RSCEQ), Teacher Efficacy Beliefs Scales (TEBS), Human Caring

Inventory - Teacher Form (HCI-TF), Intent to Stay Questionnaire (ISQ), and the Index
o f Perceived Organfcafonai Effectiveness (IPOE1. Also included in the packet were
forms designed to obtain demographic data from respondents and the school
organization.
Participants were requested to anonymously complete the survey measures
within a two-week work period (ten school days). The designated contact person at
each school received reminder notices regarding the timeline at the end of the first week
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and when necessary, at the end o f week two. As survey response forms w oe received
by the researcher, they were electronically scanned to a computer-based data file and
transferred to a computer disk for subsequent analyses.
Data Analyses
A variety of quantitative analyses were completed in the study to examine the
psychometric characteristics of the study measures, test the proposed research
hypotheses, and answer the primary and supplemental research questions. Included in
the analyses were:
•

Summary of descriptive statistics for characteristics of the sample, including all
pertinent demographic information and descriptive statistics for items and
subscales of the various measures including the mean, standard deviation, range,
and percentages of the maximum possible scores for each factored subscale;

•

Factor analyses using principal components and Varimax rotation procedures to
examine and establish the construct validity and latent structure of the RSCEQ,
TEBS - Selfand Collective, HCI-TF (Promax), ISQ, and the IPOE;

•

Cronbach Alpha reliability analyses were used to examine the internal
consistency reliability of identified subscales of the six measures using both
school means and teachers as the units of analysis;

•

A series ofbivariate correlations utilizing Pearson product moment procedures
examined correlations among the variables in the study using schools as the units
of analysis;
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•

Regression analyses to examine the extent to which variation in school
o rganisational effectiveness and school productivity was accounted for by

school culture, self and collective efficacy, and human caring;
•

Supplemental analyses examining the relationships among the study variables
and the School Performance Scores, including both with and without the
socioeconomic status of the school
Differences are observed when comparing analyses based on teachers as the unit

of analysis with data that uses schools as the unit of analysis. When using the school as
the analysis unit, the data are more stable and reliable due to masking any error that may
exist within schools. When computing a school mean using schools as the unit of
analysis, there is no source of error since all of the variation is eliminated, thus resulting
in a mean that is not sensitive to individual differences or characteristics within schools.
The school level analyses provide pertinent data to study the hypotheses and
certain research questions that are designed to ascertain the relationship that exist
between these variables across schools. The teacher level data analysis provides
information relative to the variability of the instruments that allow for differentiation
among teachers, as well as offering heuristic value. Additionally, while the teacher level
analysis is critical in determining the latent constructs of the measures and providing
important information regarding the variance among teachers, the school level analyses
provides pertinent information in drawing inferences in relation to schools as
organizational units.
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This study used individual teachers as the unit of analyses for summaries of
descriptive statistics for whole sample and factor analyses for the various measures of
the study. To provide answers to research questions pertaining to bivariate and
multivariate relationships between and among study variables, school mean scores were
used as the unit of statistical analysis.
Chapter Summary
This chapter described the sampling design of the study, the development of the
study measures, data collection procedures, and data analyses used to address the
research hypotheses and the primary and supplemental research questions.
Chapter Four that follows presents descriptive and inferential statistical results
of the various data analyses. In addition, results of analyses for research hypotheses and
primary and supplemental research questions initially posed in the study are provided.
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CHAPTER 4: RESULTS OF ANALYSES PERTAINING TO
THE STUDY MEASURES
This chapter presents the results of the data analyses for the study. Included are
descriptive statistics for characteristics of the sample and for items comprising the
various measures used within the study. Results are also included for the analyses
completed to refine and examine the validity and reliability of the data. Of particular
importance are the results summaries for the analyses completed to answer the research
questions framing the study. Results related to the analyses are presented in tables
throughout the chapter. The order of results presented is as follows: (a) descriptive
statistics for the study measures for the total sample; (b) factor analyses of the study
measures; (c) descriptive statistics for factored variables; and (d) reliabilities of the data
for each of the factored measures.
Although a few of the analyses presented utilize the one-factor, uni-dimensional
measures of the study variables, culture (RSCEQ), efficacy (TEBS-S and TEBS-C),
intent to stay (ISQ), perceived organizational effectiveness (IPOE), and human caring
(HCI), the majority of the analyses incorporate multi-factor subscales of these measures.
Summaries of descriptive statistics for demographic variables, RSCEQ,
TEBS-S, TEBS-C, ISQ, IPOE, and HCI items presented in this chapter can be crossreference for item content with the instrument packets administered to teachers included
in Appendix A.
Summary of Descriptive Statistics for Survey Sample
The sample for the study was drawn from elementary schools in twelve school
districts from Louisiana. One hundred and twenty three schools, representative of state
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and district demographic characteristics (e.g., school grade configuration, community
type description, and school performance category) were invited to participate in the
study. District policy and study guidelines mandated that individual school participation
in the study must be voluntary. Table 1 provides a summary of the number of
participating districts, schools, and professional staff The twelve participating districts

were derived from invitations submitted to sixteen district superintendents for a total of
75% participation by district leveL Ninety-five schools or 77.24% of the schools
selected volunteered to participate in the study.
Table 2 provides a summary of district level participation in the study including
participation rate of each of the twelve districts. Ofthe twelve participating districts,
only those schools that included elementary grade configurations of grades K-6 were
selected. The rate of participation of selected schools within each of the twelve districts
ranged from a high of 100% in five districts to a low of 40.9% in one district.
The participants surveyed in the study include all teachers, exclusive of
administrative personnel Teacher participation within each school was also on a
voluntary basis. Table 3 summarizes the teacher response rate for the schools within
each district. The rate of teacher participation in each of the 95 participating schools,
ranged from a high o f 100% in five schools to a low of I l.l 1%. The return rate for
teacher participation among the ninety-five participating schools was 54.50%. This
teacher rate of participation does not include figures from seven unidentified schools
within one specific district. The complete set of all teacher response data was
incorporated into those analyses that used teachers as the units of analysis. Inspection of
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Tabfel

Summary ofSamnle of Participating Districts and Schools *
Characteristics

Number

Percentage

Districts Selected to Participate

16

—

Districts Volunteering to Participate

12

75.00

123

—

95

77.24

Schools Selected to Participate
Schools Volunteering to Participate
Teachers Surveyed

2468

—

Teacher Surveys Returned

1444

58.51

Usable Teacher Surveys

1437

58.23 b
99.52*

Mean School Size
Teachers
Student

26
386

1 All schools selected for participation were elementary level configurations.
b Percentage of total usable teacher surveys returned.
e Percentage of usable teacher surveys of the total staff surveys returned.
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Table 2
Summary o f Partlcmatmy D istricts

District

Selected Schoob* Survey Schoob"

Percentage*

District A

7

7

100.0

DistrictB

32

28

87.5

District C

5

4

80.0

DistrictD

22

19

86.4

District E

2

2

100.0

District F

5

5

100.0

District G

22

9

40.9

District H

14

10

71.4

District I

9

7

77.8

District J

3

2

66.7

District K

1

1

100.0

District!,

1

1

100.0

* Schoob that received an invitation for participation within the study.
" Schools that volunteered to participate in the study.
c Percent of schools within each district that agreed to participate in the study.
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Table 3
Summary of Teacher Response Rates for Participating Schools

District
District A

Survey
Schools

Average Teacher
Response Rate

Response
Schools as Unit
Rate Range * o f Analyses1* Percent6

7

52.76

20.0-84.6

5

71.43

28

53.85

17.9-100

17

60.17

District C

4

60.55

43.5-91.7

4

100.00

District D

19

54.57

24.0-100

13

68.42

DistrictE

2

70.73

58.0-90.6

2

100.00

District F

5

81.58

57.5-96.4

5

100.00

DistrictG

9

41.77

17.0-85.0

5

55.56

District H

10

55.65

15.8-100

8

80.00

District I

7

43.19

11.1-75.0

3

42.86

District J

2

65.79

14.3-77.1

I

50.00

DistrictK

1

50.00

50.00

1

100.00

District L

1

95.80

95.84

1

100.00

65

68.42

DistrictBd

Total

95

* Response rate range includes the percentage o f teacher response rates by schools
within the district.
b Schools that had a response rate below 40% were not included in analyses that
utilized the school as the unit of analysis.
e Percent indicates the percentage of schools within the district that were incorporated
into analyses based on the school as the unit of analysis.
i School District B had 7 schools within the 28 returned that were not identified by the
specific school ID, thus the responses were utilized for teacher as the unit of analysis
but were excluded in analyses based on the school as the unit of analysis.
139

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

the raw data fife identified seven cases that were deleted because of extreme amounts
of missing data. All survey instruments were examined individually. A total of 1,444
teachers participated in completing the survey packet, with usable data received from
1,437 teachers or 99.5% of the cases.
A teacher participation criterion response rate of at feast 40% of those teachers
surveyed within each of the 95 participating schools was used to construct the sample
for school level data analyses. This criterion resulted in a subsequent sample of 65
schools representing 68.4% of the original 95 participating schools used in school
means analyses. Ofthe 30 schools excluded for analyses using the school as the unit of
analysis, seven schools were eliminated due to non-identification of the school site,
resulting in the inability to determine a participant response rate. Therefore, only 23 of
the 95 schools foiled to achieve a least a 40% teacher response rate.
Descriptive statistics (sample sizes, frequencies, means and standard deviations)
were computed on all categories of variables for the demographic information form and
for each survey measure item.
A total of 1444 responses was received and scanned in order to compute an
initial set of descriptive statistics. An inspection of the preliminary data revealed that
some respondents had foiled to complete certain measures in their entirety. The raw
data was closely scrutinized in order to determine the amount of data that had been
omitted. Cases in which a substantial portion of one or more of the measures had been
left blank were deemed aberrant and were thus excluded from the sample. A total of 7
responses were eliminated leaving a total of 1437 usable responses from teachers from
the 95 schools.
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Table 4 presents a summary of descriptive statistics for demographic
characteristics of the total sample including personal and professional characteristics.
The frequency of responses and percentage of the total for each ofthe demographic
variables. Percentages in the table do not always total 100% due to missing data.
Additionally, frequencies and percentages shown for some categories may be somewhat
inaccurate because of response errors. For example, some respondents M ed to report
education level or degrees. Others may have checked more than one degree or age
category.
A total of 97% percent ofthe elementary teacher respondents were female with
the largest percent of participants in the 31 to 40 age bracket. Percentages of responses
by age were 21.4%, 30 years or younger, 36.8% between 31 and 40,21.0% between 41
and SO, and 20.6% of the participants over 50 years of age. By ethnicity, percentages of
responses were as follows: 80% Caucasian, 15.8% African American, 1.8% Native
American, and 4.1% other. The majority of the teachers sampled (88.8%) heki either a
baccalaureate degree (66.6%) or a masters degree (22.2%). Of the total number of
participants, 96.1% were certified teachers, 94.1% currently teaching in their area of
certification and 31.5% were currently pursing continuing education. Approximately
44% responded positively when surveyed on retirement plans within the next ten year,
with a majority, 84.1% indicating a desire to remain in the school in which they were
currently teaching. In responding to the number of years employed as a teacher, 23.2%
had been teaching for five or less years; 20.7% between 6 and 10 years; 14.7%, 11 to
15 years; 12.5%, 16-20 years; 12.4%, 21-25 years; 12.8%, 26-30 years; and 3.7% for
141

Reproduced with permission o fth e copyright owner. Further reproduction prohibited without permission.

Table 4
Summary ofDescriPtive Statistics fhr Demnoranhic nharacterisrica of Total Sample

(df1437)
Characteristic

Frequency

Percentage of Total *

Gender
Male
Female
Frequency Missing

42

3.0

1358

97.0

37

Ace
20-30

285

21.4

31-40

489

36.8

41-50

279

21.0

51-60

252

18.9

60 +

23

1.7

Frequency Missing

109

Kthmcitv
African American, Not Hispanic

214

15.8

Hispanic/Latino

6

.4

Asian/Pacific Islander

2

.1

25

1.8

Native American
Caucasian, Not Hispanic

1086

80.0
(table continues)
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Characteristic________________ Frequency__________ Percentage o f Total *

Other

24

Frequency Missing

80

1.8

Education/Degree Level
Less than baccalaureate degree

6

.4

Baccalaureate degree

923

66.6

Master’s Degree

308

22.2

Master’s Degree +30

128

9.2

Educational Specialist

19

1.4

2

.1

Doctorate
Frequency Missing

SI

Are you certified as a teacher?
Yes

1373

96.1

No

56

3.9

Frequency Missing

8

Are vou certified in vour current teaching area?
Yes

1345

94.1

No

84

5.9

Frequency Missing

8

(table continues)
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Characteristic

Frequency__________ Pereqitagp qfTotal ‘

Yes

622

43.8

No

799

56.2

Frequency Missing

16

Do vou nlan on remaining in the school in which vou are currently teachim
Yes

1186

84.1

No

225

15.9

Frequency Missing

26

Are vou currently nursuine continuing education?
Yes

446

31.5

No

970

68.5

Frequency Missing

21

Number of vears emoloved as a teacher?
0 - 5

327

23.2

6 -10

292

20.7

11-15

210

14.7

16-20

177

12.5

21-25

174

12.4

26-30

181

12.8
(table continues)
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Percentage of Total *

Characteristic

Freauencv

31-35

45

3.2

36-40

5

.3

40 +

2

2

Frequency Missing

24

Number of vears emnloved as a teacher at this school?

0 - 5

650

46.0

6 -10

331

23.3

11-15

196

13.9

16-20

115

8.1

21-25

69

4.9

26-30

43

3.1

31-35

7

.4

36-40

1

.1

40 +

1

.1

Frequency Missing

24

*Percentage of total respondents include percent of the total usable data. Frequency
missing percentages are not included in percentage of total
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31 or more years. The percentage ofteachers employed at their particular school for a
time period indicated that nearly halfj 46.0%, had only been teaching at their school for
5 or less year, 23.3% between 6 and 10 years, 13.9% for 11 to IS years, and almost
17% for 16 or more years.
Summary of Descriptive Statistics for Instrument Items
Descriptive statistics were computed for each measure used to operationalize
the variables in the study. Tables of descriptive statistics for each measure (RSCEQ,
TEBS-S, TEBS-C, ISQ, IPOE, and HCI) are included in the following pages.
These tables report means, standard deviation and the percentages ofthe maximum
possible score for each item, as well as response totals for each measure. These tables
include only the number of each measure item. Cross-referencing item numbers for item
content can be done by utilizing the item lists for the measures included in Appendix A.
Actual item response totals varied for each measure. Data were examined prior
to the analyses for missing responses which were substituted with item grand means in
order to maximize the number of usable responses for the subsequent factor analyses.
Teacher (n=1437) item response totals ranged from a high of 1432 for TEBS-S item
# 12 and HCI item # 1 to a low of 1410 for RSCEQ item# 1.
RSCEQ Descriptive Statistics
Table 5 includes a summary of item means, standard deviations, percentages of
maximum possible scores, and mean differences (preferred mean minus actual mean) for
the Revised School Culture Elements Questionnaire (RSCEQ) (actual and preferred
perceptions). Item numbers for the RSCEQ (20 items) can be cross-referenced with the
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Table 5
Summary of Item Mean*

Standard D eviations. Percentaygg nfM avimum P ossible
Scores, and Mean Differences for fog F«vi<a»H School Culture Elements Q uestionnaire
fRSCEO) (Actual andPreferred Perceptions') for tb e Total Sam nle (n=1437) *
Item
Numberb

Me

Actual
SD %M axd

M

Prefetred
SD %Max

Mean
Difference6

1

333

0.70

83.3

3.77

0.41

94.3

0.44

2

3.43

0.66

85.8

3.87

0.33

96.8

0.44

3

3.22

0.62

80.5

3.80

0.40

95.0

0.58

4

2.99

0.87

74.8

3.83

037

95.8

0.84

5

3.30

0.69

82.5

3.82

037

95.5

0.52

6

3.08

0.66

77.0

3.64

0.47

91.0

0.56

7

3.01

0.80

753

3.74

0.43

93.5

0.73

8

3.18

0.74

79.5

3.61

0.51

90.3

0.43

9

3.17

0.77

79.3

3.72

0.47

93.0

0.55

10

333

0.77

83.3

3.85

0.34

963

0.52

11

3.26

0.69

81.5

3.80

0.39

95.0

0.54

12

3.31

0.65

82.8

3.79

039

94.8

0.48

13

3.01

0.83

75.3

3.73

0.43

93.3

0.72

14

3.23

0.67

80.8

3.71

0.44

92.8

0.48

15

3.15

0.71

78.8

3.76

0.42

94.0

0.61

16

2.99

0.79

74.8

3.78

0.41

943

0.79
(table continues)
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Item
Number1*

Mc

Actual
SD %Maxd

M

Preferred
SD % Max

Mean
Difference6

17

2.8S

0.79

71.3

3.62

0.50

90.5

0.77

18

2.85

0.77

713

3.57

032

893

0.72

19

2.59

0.88

64.8

3.52

0.55

88.0

0.93

20

2.88

0.84

72.0

3.60

0.49

90.0

0.72

* Response rate varied for actual from 1410 (item 17) to 1427 (item 6); for preferred
from 1279 (item 8) to 1307 (item 19).
b Item numbers can be cross referenced with the item statements included in
Appendix A.
e Item scores on the RSCEQ range from 1 (Strongly Disagree) to 4 (Strongly Agree).
d Percentage of maximum is calculated by dividing the item mean score by the
maximum possible score for the item. AHRSCEQ items have a maximum possible
score of four (4).
e Mean difference scores computed by subtracting actual mean score from preferred
mean score.
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item statements included in Appendix A. Items for the RSCEQ were rated using a fourpoint Likert scale (l=Strongly Disagree to 4^=Strongly Agree). For all items, the
preferred score was greater than the actual score. Additionally, standard deviations for
the preferred score were smaller for every item, indicating greater cohesiveness among
respondents in their perceptions of preferred elements of professional organizational
culture when compared to actual perceptions.
For the total sample and the RSCEQ-Actual measure, the highest mean was
3.43 for item# 2 (teachers are willing to help each other when problems arise), while
the towest mean was 2.59 for item# 19 (leadership roles are equally shared by teachers
and administrators). Although, all means for the RSCEQ preferred perceptions were
higher than the actual perceptions, the preferred responses resulted in the same items
for the high and tow means; 3.87 for item #2 and 3.52 for item# 19. The mean
differences scores (preferred mean minus actual mean) shown in Table 5 ranged from
.43 for item # 8 (teachers openly share problems with each other) to .93 for item #19
(leadership roles are equally shared by teachers and administrators. Additional items in
which there were relatively large mean difference scores, between actual and preferred
included item # 4 (.84) (administrators are sympathetic with problems and difficulties
encountered by teachers in their work) and item # 16 (.79) (teachers receive the
assistance they need from administrators and colleagues to enhance the quality of
teaching and learning in their classrooms). The three items showing the greatest mean
difference scores were for the subscale of shared leadership.
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TF-RS Descriptive Statistics
Two teacher efficacy measures were used. The first measure- assessed the
strength of an individual teacher’s beliefin his/her capabilities to and the second
measure assessed the collective strength of the beliefs of the faculty members within the
school. Table 6 includes a summary of item means, standard deviations, and item means
expressed as percentages ofthe maximum possible score for the Teacher Efficacy
Beliefs Scale-SelfForm (TEBS-S). Item numbers for the TEBS-S (30 items) can be
cross-referenced with the item statements included in Appendix A. Items for the
TEBS-S were rated using a four-point Likert scale (l=Weak Beliefs in my capabilities
to 4=Very Strong Beliefs in my capabilities).
For the total sample, the highest mean was 3.71 for item #9 (maintain a
classroom climate that is fair and impartial) and the lowest mean was 3.09 for item # 2
(plan evaluation procedures that accommodate individual differences among students).
Item # 2 also attributed to the largest standard deviation (.78) indicating the least
agreement among teachers regarding accommodation of individual student differences.
The standard deviation (.54) for Item # 15 (communicate to students content
knowledge that is accurate and logical) indicated the area in which there was the
greatest amount of teacher agreement.
Table 7 provides a summary of item means, standard deviations, and item means
expressed as percentages of the maximum possible score for the Teacher Efficacy
Beliefs Scale-Collective Form (TEBS-C) for the total sample. Item numbers for the
TEBS-C (10 items) can be cross-referenced with the item statements included in
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Table 6
Summary o f Item M eans. Standard D eviations, and Percentages nfM axtm um Possible
Scores for th * T ea r.W F ffioarv BeHefe Scale-Self-Form fTRBS-S) for the Total

Sample ftF=1437V
Item Numberb

Mc

SD

%Maxd

1

3.22

0.74

80.5

2

3.09

0.78

773

3

3.42

0.62

85.5

4

3.48

0.61

87.0

5

3.59

0.55

89.8

6

3.43

0.62

85.8

7

3.53

0.60

88.3

8

3.64

0.57

91.0

9

3.71

0.50

92.8

10

3.48

0.62

87.0

11

3.53

0.60

88.3

12

3.38

0.64

84.5

13

3.41

0.65

85.3

14

3.40

0.65

85.0

15

3.59

0.54

89.8

16

3.49

0.58

87.3

17

3.50

0.60

87.5

18

3.45

0.62

86.3
(table continues)
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Item Numberb

Mc

SD

%Maxd

19

3.25

0.73

81J

20

3.39

0.68

84.8

21

329

0.71

823

22

3.58

0.55

89.5

23

3.59

0.56

89.8

24

3.53

0.66

88.3

25

3.31

0.69

82.8

26

3.52

0.62

88.0

27

3.34

0.74

83.5

28

3.36

0.67

84.0

29

3.59

0.55

89.8

30

3.56

0.60

89.0

* Response rates varied from 1423 (item 19) to 1432 (hem 12).
b Item numbers can be cross referenced with the hem statements included in
Appendix A.
c Item scores on the TEBS-SelfForm range from I (weak beliefs in my capabilities) to
4 (very strong beliefs in my capabilities).
d Percentage of maximum is calculated by dividing the item mean score by the
maximum possible score for the hem. All TEBS-Selfitems have a maximum possible
score of four (4).
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Table 7
Strnimaiv o f Item Mean* Standard Deviations and Percentage of Maximum Possible
Scores for the Teacher Efficacy Beliefs Scale-Collective Form (TEBS-Ci for the Total

Sample fn=143T>‘
Mc

SD

%Maxd

1

3.16

0.77

79.0

2

3.23

0.72

80.8

3

3.17

0.81

79.3

4

3.20

0.80

80.0

5

3.14

0.80

78.5

6

3.26

0.77

81.5

7

2.97

0.86

74.3

8

2.98

0.92

74.5

9

3.08

0.85

77.0

10

3.06

0.86

76.5

Item Number1*

1 Response rates varied from 1421 (item 6) to 1428 (item 2).
b Item numbers can be cross referenced with the item statements included in
Appendix A.
c Item scores on the TEBS-CoIIective Form range from 1 (weak beliefs in our
capabilities) to 4 (very strong beliefs in our capabilities).
d Percentage of maximum is calculated by dividing the item mean score by the
maximum possible score for the item. All TEBS-C items have a maximum possible
score of four (4).
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Appendix A. Items for the TEBS-C w oe rated using a four-point Likert scale (1-Weak
Beliefs in our capabilities to 4=Very Strong Beliefs in our capabilities). The range of
means varies from a high of 3.26 for item# 6 (maintain a school environment in which
students feel good about themselves) to a fow of 2.97 for item # 8 (effectively
communicate with the school administration). There exists a similarity between the high
means for both the TEBS-S and the TEBS-C in that both items address the need for a
positive classroom and school environment
HCI Descriptive Statistics
Table 8 presents the summary of item means, standard deviations, and
percentages of maximum possible scores for the Human Caring Inventory (HCI) for the
total sample. Item numbers for the HQ can be cross-referenced with the item
statements included in Appendix A. As identified in the table, item numbers 4,8,10,11,
14, IS, 19,21,23,26, and 27 were reverse coded. Four of the eleven reverse coded
items (numbers 4,11,15, and 27) were Crowne-Marlowe Social Desirability items.
Items for the HCI were rated using a four-point Likert scale (1-Strongly Disagree to
4=Strongly Agree). The highest mean was 3.89 for item # 6 (it is important for students
to know that the teacher cares about them) and the lowest mean was 2.59 for item #12
(I would continue to work in education even if I didn’t need the money). Responses for
item # 6 also indicated agreement among teachers with the smallest standard deviation
(.33).
ISO Descriptive Statistics
Descriptive statistics for each item of the Intent to Stay Questionnaire used in
the study is illustrated in Table 9 for the total sample of teachers. Item numbers can be
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Table 8
Summary o f Item M eans. Standard Deviations, and Percentages o f Maximum Possible
Scores for the Human Caring Inventory (HCD for the Total Sample (n=1437) •

Item Numberb

Mc

SD

%Maxd

1

3.24

0.68

81.0

2

3.09

0.62

77.3

3

3.16

0.62

79.0

3.39

0.69

84.8

5

3.28

0.64

82.0

6

3.89

0.33

97.3

7

2.67

0.83

66.8

3.40

0.70

85.0

3.12

0.57

78.0

4

8

* **

*

9
10

*

3.05

0.78

61.0

11

* **

3.45

0.71

86.3

12

2.59

0.93

64.8

13

3.24

0.57

81.0

14

*

3.12

0.71

78.0

15

* **

3.05

0.76

76.3

16

2.99

0.71

74.8

17

2.67

0.87

66.8

18

3.12

0.69

78.0
(table continues)
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Item Number6

SD

%Maxd

3.08

0.69

77.0

3.54

0.54

88.5

3.05

0.79

76.3

3.38

0.61

84.5

3.08

0.61

77.0

24

3.08

0.61

77.0

25

3.61

0.53

90.3

3.55

0.61

88.8

3.04

0.67

76.0

3.33

0.62

83.3

19

Mc

*

20
21

#

22
23

*

26

*

27

*

28

**

* Response rate varied from 1413 (items 22 and 24) to 1432 (item 1).
b Item numbers can be cross referenced with the item statements included in
Appendix A.
e Item scores on the HCI range from 1 (strongly disagree) to 4 (strongly agree).
d Percentage of maximum is calculated by dividing the item mean score by the
maximum possible score for the item. All HCI items have a maximum possible
score of four (4).
* Reverse coded.
** Social Desirability hems.
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Table 9
Sunmnaiv o f Item Means Standard Deviations, and Percentages ofM mtinnmi Possible
Scores for the Intent to Stay Q uestionnaire rtSO) for the Total Sample (hf1437) *

Item Number b

Mc

SD

%Maxd

1

338

0.78

84.5

2

2.67

1.01

66.8

2.67

1.06

66.8

2.61

0.91

65.3

3.42

0.77

85.5

2.96

0.86

74.0

3.14

1.02

78.5

8

3.35

0.68

83.8

9

2.56

0.78

64.0

3.16

0.97

79.0

3

*

4
5

*

6
7

10

*

*

* Response rates varied from 1413 (item S) to 1430 (item 6).
1 Item numbers can be cross referenced with the item statements included in
Appendix A.
b Item scores on the Intent to Stay range from 1 (strongly disagree) to 4 (strongly
agree).
c Percentage of maximum is calculated by dividing the item mean score by the
maximum possible score for the item. All Intent to Stay items have a maximum
possible score of four (4).
* Reverse coded.
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cross-referenced for foe ISQ (10 items) in Appendix A. As identified in foe table, item
numbers 3,5, and 10 were reverse coded. Items for the ISQ were rated using a fourpoint Likert scale (l=Strongly Disagree to 4=StrongIy Agree). The highest mean was
3.42 for item # 5 (I am actively seeking other employment other than teaching) and the
lowest mean was 2.56 for item# 9 (my intention to remain employed in teaching is
stronger than that of most of my colleagues). Item # 5 was reverse coded with only
10% of the respondents indicating intent to seek other employment. Of interest was the
feet that the item with the second highest mean (3.38), item# 1 (I intend to remain in
the teaching profession as my long-term professional career) supported the same
intention to remain in teaching with only approximately 12% indicating an interest in
leaving the teaching profession. Additional support was evident in the similar standard
deviations, item # 5 (.77) and item #1 (.78).
IPOE Descriptive Statistics
Table 10 includes a summary of item means, standard deviations, and percentage
of maximum possible scores for the Index of Perceived Organizational Effectiveness.
Item means for the IPOE (8 items) can be cross-referenced with the item statements
included in Appendix A. Items for the IPOE were rated using a five-point Likert scale
ranging from a low of 1 to a high of 5. The content of each of the five scale points
varies from one item to the next. Each response set was designed to reflect degrees of
organizational effectiveness (relative to the content of the item) ranging from
l=Inefifective to 5=Highly Effective. The higher the score, the greater the perception of
organizational effectiveness. For the total sample of the IPOE, the highest mean was
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Table 10
Summary o f Item Mean* Standard Deviations, and Percentages o f Maximum Possible
Scores fo r ttv»- Inifey o f Perceived O rganizational Effectiveness flPOEl for the Total
Sflirmle (n=1

Item Number b

Mc

SD

%Maxd

1

3.87

0.79

77.4

2

4.14

0.67

82.8

3

3.75

0.77

75.0

4

3.74

0.87

74.8

5

3.78

0.91

75.6

6

3.35

0.86

67.0

7

3.93

0.94

78.6

8

4.15

0.84

83.0

* Response rate varied from 1423 (item 3) to 1430 (items 2 and 4).
b Item numbers can be cross referenced with the item statements included in
Appendix A.
e Item scores on the IPOE range from 1 to 5. High scores reflect greater perception of
organizational effectiveness.
d Percentage of maximum is calculated by dividing the item mean score by the
maximum possible score for the item. All IPOE hems have a maximum possible
score of five (5).
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4.1S for item # 8 (how good a job do the people in your school do in cooing with
emergencies and disruptions) and the lowest mean was 3.35 for item # 6 (when changes
are made in methods, routines, or equipment, how quickly do the people in your school
accept and adjust to the changes). Responses to item # 2 (how good is the giMlftv of the
products or services produced by the people you know in your school) resulted in the
smallest standard deviation (.67), as well as a high mean score (4.14), thus indicating
the greatest agreement among teachers in their perception of acknowledging the
products or services produced as being of good quality.
Summary of Results of Factor Analyses
Data for each of the measures used in the study were analyzed in a series of
factor analysis procedures to identify the nature of latent constructs. This procedure
was completed prior to conducting analyses relevant to the primary research hypotheses
and secondary research questions in this study. The series of factor analysis procedures
was completed for the RSCEQ (actual only), TEBS-SelfForm and Collective Form,
IPOE, Intent to Stay, and HQ in order to empirically identify conceptual dimensions of
the measures. The results of these analyses for each of the study's measures are
reported in the following sections.
Of the six measures, two were specifically developed for this study (TEBS-Self
Form and TEBS-Collective Form), three were modified from previous studies (RSCEQ,
HCI, and Intent to Stay), and one measure was incorporated with no revisions (IPOE).
A series of exploratory factor analyses was completed for the total sample of
respondents (n=1437), using principal components procedures and orthogonal or
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Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

oblique rotations of factors, depending upon the particular measure. For each measure,
unconstrained solutions to extract as many factors as possible (using the default option
of only retaining factors that explained at least 1.00% of the total item variance) were
followed by iteratively extracting and rotating from one to multiple factors. Factor
loadings and the variance explained by factors identified in the various solutions were
examined. The solutions deemed most conceptually appropriate were those containing
the fewest number of factors relative to the total variance explained by the solution and
still m aintaining the conceptualization of the constructs.
The following general decision rules were used to retain items on particular
factors:
1.

The minimum item/factor loading to consider retaining an item on a
factor was 33.

2.

Items loading at least .33 on more than one factor were retained on the
factor with the highest loading.

3.

If an item loaded at or above .33 on more than one factor, the item was
retained on the factor with the highest loading, only if the difference
between the two highest squared loadings (coefficients of determination)
were at least .10 (ten percent greater item/factor communality for the
highest loading item than for the next highest loading item).
RSCEQ Factor Analyses

The RSCEQ was a revision and extension of the School Culture Elements
Questionnaire (SCEQ) (Cavanagh, 1997) that was originally designed to measure
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teacher beliefs and behaviors regarding elements of culture in Western Australia. The
RSCEQ edited the original Australian version by adding an additional 14 items to die
original 64-item instrument The original survey was replicated, edited, and extended
using factor analysis in several studies resulting in retention of 54 items and
identification of three subscales (EUett, et aL, 2000). The revised version utilized in this
stucfy consists of 20 hems that represent teachers perceptions o f who we are and what
we do around here and measures school culture grounded in norms, beliefs, and values
reflecting professional behavior in schools. The 20 hems selected were those hems with
the highest loadings that most conceptually represented the definition of professional
school culture.
In order to further explore the conceptual dimensions of the professional school
culture as measured by the 20-hem RSCEQ, an unconstrained solution was computed
followed by series of principal components factor analysis procedures using orthogonal
(Varimax) rotation (SAS Institute, 1985), extracting from one to three factors using the
total sample of teacher data (nr=1437). Orthogonal rotations were used because of the
assumption that dimensions of school culture can be considered conceptually
independent. Examination and comparison of results of these analyses with the initial,
conceptual definitions of dimensions of school culture were completed to determine the
best conceptual and statistical alignment of items with the various subscales.
Results of these analyses were interpreted considering the independence of
factor structure, the best conceptual fit of the items loading on various
subscales/dimensions of the RSCEQ, and examination of eigen values and percentages
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of variance explained by each of the solutions, as well as by each factor within each of
the various solutions. Examination of the results showed that the three-factor,
orthogonal solution represented the best statistical and conceptual analysis of the
RSCEQ data.
Table 11 presents a summary of item communalities and factor loadings for a
retained one-factor, principal components solution for the RSCEQ measure. Factor
loadings are item/factor correlations. Communalities are sums of all squared item/factor
loadings for each item. The eigen value shown is the sum of all squared item/factor
loadings for a factor. The total variance explained is the eigen value divided by the total
number of items comprising the measure. All 20 of the measurement items were
retained in this one-factor solution utilizing the minimum criteria for item retention. The
factor loadings ranged from .S3 (Item # 8) to .72 (Item #13 and Item #16). This onefactor solution accounted for 40.81% of the total item variance. Subsequent orthogonal
solutions were computed because of the initial conceptualization of RSCEQ constructs
and in an attempt to arrive at a solution which meaningfully explained a larger
percentage of variance in the data.
An initial unconstrained solution identified three salient factors that retained 19
of 20 items accounting for 56.97% of the total variance of the solution. Subsequently,
from one to three factors were extracted and associated results were examined for the
number of factors, patterns of loadings, and variance explained by each factor. The final
solution considered most representative of the data and that best operationalized school
culture constructs was a three-factor solution.
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Table 11
Summary nf Factor Structure Cnefficiente for Items Retained for the One-Factor
Solution for the Revised School Culture Elements Questionnaire (RSCEQ') (n=1437)

RSCEQ Item

Comrminality

1 Factor *

1

.33

.58

2

34

.58

3

.38

.62

4

.33

38

5

.41

.64

6

.40

.63

7

.50

.71

8

38

33

9

35

.59

10

.43

.65

11

.50

.70

12

.45

.67

13

.52

.72

14

.45

.67

15

.37

.61

16

.52

.72
(table continues)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Commonality

1 Factor*

17

.43

.65

18

.40

.63

19

.41

.64

20

.36

.60

RSCEQ Item

Eigenvalue
Variance Explainedb

8.16
40.81%

Bold type indicates item loadings which meet criteria established for item retention.
*Principal components solution.
bPercentage of item variance explained by the one-factor solution.
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The results of the three-factor, orthogonal solution presented in Table 12 were
ultimately determined to be the most acceptable multiple factor representation of the
Hfltfl, Table 12 is a summary of rotated factor structure coefficients for the three-factor
orthogonal solution for the RSCEQ including communalities and factor structure
coefficients (item/factor correlations), as well as the amount of variance in the solution
explained by each factor extracted The factor loadings are factor structure coefficients
and, since the solution is orthogonal, can be interpreted as Pearson product-moment
correlations. The higher an individual loading, the stronger the relationship between a
particular RSCEQ item and a RSCEQ factor.
This three-factor solution accounted for a total o f56.97% of the total item
variance. Items retained on factors are shown in bold type. Factor structure coefficients
for this three-factor solution ranged from .48 to .79. Only one item (# 14) did not load
on any of the three factors due to double loadings. An item location index for the
factored subscales of the RSCEQ can be found in Appendix B (Table B.l). Item
numbers can be cross-referenced with hem content using the RSCEQ instrument which
is located in Appendix A.
Factor I, identified as Shared Leadership (SL), consists of hems reflecting
administrative support, as well as sharing ofleadership roles. Factor I was defined by 7
hems that loaded from .61 (hem # 19) to .79 (hem # 4 and hem # 7) and accounted for
21.33% of the variance in the data. The second factor was defined by 6 hems with
loadings ranging from .62 (hem # 9) to .76 (hem # 15). Factor II accounted for 19.33%
of the total variance in the solution and was termed Collegial Teaching and
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Table 12
Summary o f the Rotated Factor Structure Coefficients for Items Retained for the
Three-Factor Orthogonal Snfatfon for the Revised School Culture Elements
Questionnaire (RSCEQ) (n=1437)

RSCEQ
Item

CommunaKty
Estimates *

I

Factor Coefficients
II

m

I

.33

.77

.16

.03

2

.34

.18

.18

.70

3

.38

.19

.68

.19

4

.33

.79

.03

.15

5

.41

.17

.31

.67

6

.40

.23

.63

.21

7

.50

.79

.19

.23

8

.28

.12

.08

.78

9

35

.20

.62

.20

10

.43

.72

.27

.11

11

.50

.18

39

.68

12

.45

.19

.69

38

13

.52

.72

.30

.20

.45

.20

.52

.45

15

37

.12

.76

.14

16

.52

.73

.26

.24

14

*

(table continues)
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RSCEQ
Item

Commonality
Estimates*

I

Factor Coefficients
n

m

17

.43

.20

.41

35

18

.40

.22

.63

23

19

.41

.61

22

21

20

36

26

33

.48

2133%

1933%

1631%

Variance Explained b
Eigenvalue
Total Variance Explainede

11.40
56.97%

Bold type indicates item/factor location.
* Item loadings do not meet criteria established for item retention on factor.
* Sum of squared loading for this three-factor solution.
b Percentage of item variance explained by each factor.
c Percentage of total item variance explained by the three-factor solution.
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Learning (CTL). The third factor that was extracted retained 6 items with loadings
ranging

from .48 (item # 20) to .78 (item # 8). Factor m accounted for 16.31% of the

total variance in the solution and was termed Professional Commitment (PC). The
conceptual definitions and items that operationalize the three dimensions of the RSCEQ
resulting from the factor analyses completed in this study are included in Appendix C.
TEBS Factor Analyses
Two measures were utilized to measure teacher efficacy beliefs. The TEBS-Self
Form assessed individual teacher’s strength in personal beliefs, while the TEBSCollective Form measured the collective strength of the school faculty. Reviews of the
factor analyses procedures as previously described, led to the determination that a fivefactor, orthogonal solution represented the best statistical and conceptual, multiple
factor interpretation of the data for the Teacher Efficacy Belief Scale-Self Form (TEBSS). Results of the one-factor solution are summarized in Table 13. All 30 items loaded
on a single factor with item loadings ranging from a low of .58 (item # I) to a high of
.72 (item # 16). The one-factor solution explained 43.48% of the variance in the data.
An initial unconstrained solution identified five salient factors that retained 25 of
30 hems accounting for 67.90% of the total variance of the solution. Subsequently,
from one to five factors were extracted and associated results were examined for the
number of factors, patterns of loadings, and variance explained by each factor. The final
solution considered most representative of the data and that best operationalized the
teacher efficacy construct was a five-factor solution.
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Table 13

Summary of Factor Structure Coefficients fhr Items Retained for the One-Factor
Solution for the Teacher Efficacy Beliefs Scale-SelfForm (TEBS-S) (if=1437)
TEBS-SelfItem

Communality

1 Factor *

1

33

.58

2

35

.59

3

.41

.64

4

38

.61

5

.39

.62

6

.48

.69

7

.39

.62

8

.39

.63

9

.41

.64

10

.44

.66

11

.44

.67

12

.47

.69

13

.43

.66

14

.47

.69

15

.41

.64

16

.51

.72

17

.48

.69
(table continues)
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TEBS-Selfltem

Conmmnality

1 Factor *

18

.49

.70

19

.42

.64

20

.43

.66

21

.45

.67

22

.50

.70

23

.47

.69

24

37

.61

25

.45

.67

26

.46

.68

27

.41

.64

28

.47

.68

29

.50

.71

30

.45

.67

Eigen Value
Variance Explainedb

13.05
43.48%

Bold type indicates item loadings which meet criteria established for item retention.
*Principal components solution.
bPercentage of item variance explained by the one-factor solution.
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Results of the five-factor, orthogonal solution are summarize in Table 14. Item
loadings for this solution ranged from a low of .49 (item # 14) to a high of .81 (item
# 1). The percentage of total variance explained by the five-factor, orthogonal solution
is 61.90%. In all, 24 of the 30 TEBS-S items were retained in the five-fector solution.
Twenty-three of the 24 items had loadings of .50 or higher. Ofthe six items not retained
in the final five-fector solution, all six were double-loaded.
Factor I, Comimmk^tmn/narHicatinn (CC), consisted of six items and
accounted for 14.45% of the variance for the solution. Items retained on this factor
suggested a need to clearly communicate to students and to monitor teaching and
learning in order to provide clarification. The second factor, Manayement/Climaie
(MC), was comprised of six items and accounted for 13.26% of the variance for the
solution. Each of these items relates to maintaining procedures that maximize learning,
as well as establishing and maintaining a positive classroom environment in which the
students feel comfortable. Factor HI, Accommodation of Individual Differences (AID),
contained five items and accounted for 12.50% of the variance for this solution. Items
retained on Factor m depicted the accommodation of individual needs through
planning, implementation, and evaluation procedures. Factor IV, Motivation of
Students (MS), consisted of three items and accounted for 11.00% of the variance in
the data for this solution. These items illustrate the need to provide a learning
environment through which students can maximize their learning potential Four items
were retained on the fifth factor, Higher Order Thinking Skills (HOTS), accounting for
10.69% of the variance for the solution. These items focus on the involvement of
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Table 14
Summary of the Rotated Factor Structure Coefficients for Items Retained for the FiveFactor Orthnonnal Solution for the Teacher F.fficaev Rebels Scale-SelfForm (TBbS-S)

(nr=1437)
TEBS-Self Communality
Item
Estimates*

I

Factor Coefficients
II
HI
IV

V

1

.74

.03

20

.81

.11

.17

2

.71

.09

.19

.79

.09

.19

3

.58

.16

.59

.40

.09

.18

4

.64

21

.73

.20

.08

.11

5

.57

.39

.62

.13

.10

.09

6

.54

.23

.52

.23

28

.30

.45

.30

.41

.17

.39

.11

8

.67

.12

.63

.09

.49

.06

9

.56

.25

.58

.11

.38

.10

7

*

10

*

.59

.48

.49

.12

.03

.32

11

*

.57

.51

.44

.11

.06

.32

12

.60

.40

21

.58

.17

.15

13

.58

.29

.19

.63

.18

.18

14

.54

.31

.19

.49

.21

.34

15

.54

.61

31

.11

.10

.22

16

.64

.66

29

.15

.24

.18

(table cootiaues)
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TEBS-Self Comnrunalhy
Estimates1
Item

I

Factor Coefficients
n
IH
IV

V

17

.67

.72

.18

.17

23

.17

18

.64

.68

.14

.20

21

27

19

.50

J5

.16

29

.17

.50

20

.77

.24

.16

.18

.15

.80

21

.77

26

.16

.20

.16

.78

22

.54

£2

.31

.26

JO

.15

23

.54

.53

.20

.28

.34

.15

.61

.08

.50

.06

.56

.19

25

.79

.17

.16

.20

.26

.79

26

.62

.25

.16

.22

.63

.28

24

*

27

♦

.70

.24

.01

.56

.57

.09

00

•

.69

34

.02

.52

.54

.12

29

.61

.40

.20

.23

.56

.19

30

.61

.17

.35

.12

.60

.29

Variance Explainedb
Eigen Value
Variance Explainede

14.45% 13.26% 12.50% 11.00% 10.69%
18.60
61.90%

Bold type indicates item loadings which meet criteria established for item retention.
* Item loadings do not meet criteria established for item retention on factor.
*Sum of squared loading for this five-factor solution.
bPercentage of item variance explained by each factor.
c Percentage of total item variance explained by the five-factor solution.
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students in the development of higher order thinking skills. Table B.2 (Appendix B)
presents an item location index for the TEBS-S factored subscales that can be crossreferenced with the TEBS-S original instrument items (Appendix A) for item content.
Table IS presents a summary of item communalities and factor loadings for a
retained one-factor, principal components solution for the Teacher Efficacy Beliefs
Scale-Collective Form (TEBS-C). All ten of the measurement items were retained in
this one-factor solution. The factor loadings ranged from .72 (item # 9) to .83
(item #3). This one-factor solution accounted for 61.37% of the total variance.
Although a two-factor solution for the TEBS-C accounted for more variance (68.69%),
the second factor was comprised of only two items and relatively low internal
consistency reliability (.79). Additionally, when compared to the one-factor solution, the
two-factor solution reduced the strength of the item factor loadings on seven of the
eight items loading on Factor 1. Therefore, given the small number of items and a
reduced reliability coefficient, the decision was made to accept and maintain the onefactor solution in subsequent data to test the study hypotheses. The TEBS-C measure
was used in all subsequent analyses as a uni-dimensional measure of the teacher’s
perception of the strength of the faculty’s collective beliefs in their capabilities. Items
can be cross-referenced with the TEBS-C original instrument items (Appendix A) for
item content.
HCI Factor Analyses
Data for the total sample of respondents for the Human Caring Inventory (HCI)
were subjected to a series of principal components analyses using oblique rotation of
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Table IS

Summary of Factor Structure Coefficients for Items Retained for the One-Factor
Solution for the Teacher F.fficaey Beliefs Scale-Collective Form fTEBS-O (if=1437)
Communafity

1 Factor*

1

.61

.78

2

.61

.78

3

.69

.83

4

.60

.77

5

.67

.82

6

.67

.82

7

.63

.79

8

.58

.76

9

.52

.72

10

.56

.75

TEBS-C Item

Eigenvalue
Variance Explainedb

6.14
61.37%

Bold type indicates item loadings which meet criteria established for item retention.
*Principal components solution.
b Percentage of item variance explained by the one-factor solution.
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factors. Oblique rotation was used because of the a priori theoretical assumption of
moderate intercorrelations among any identifiable subconstructs in a theory of the
affective elements of human caring.
Table 16 presents a summary of factor structure coefficients for items retained
for the one-factor solution for the HCI. The 28 item measure included four social
desirability hems (hems #s 4,11, IS, and 27) that were not included in the factor
analysis. Of the remaining 24 hems, 22 hems loaded on the one-factor solution with a
range from .33 (hem # 14) to .59 (hem # 5). The total amount of variance accounted
for with the one-factor solution was 18.85%.
An initial unconstrained solution identified five salient factors that retained 20 of
24 hems (excluding the four social desirability hems) accounting for 44.28% of the total
variance of the solution. Subsequently, from one to five factors were extracted and
associated results were examined for the number of factors, patterns of loadings, and
variance explained by each factor. The final solution considered most representative of
the data and that best operationalized the human caring construct was a four-factor
solution.
The results of the four-factor, oblique solution presented in Table 17 were
ultimately determined to be the most acceptable multiple factor representation of the
data. Table 17 is a summary of rotated factor structure coefficients for the four-factor
oblique solution for the HCI including communalities and factor structure coefficients
(item/factor correlations), as well as the amount of variance in the solution explained by
each factor extracted.
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Table 16

Summary of Factor Structure Coefficients for Items Retained for the One-Factor
Solution for the Human Carinp Inventory fHCD (ir=1437)
HCI Item

CommunaKty

I Factor *

1

.17

.41

2

.13

36

3

2A

.49

5

35

39

6

.17

.42

.00

.00

8

.31

.55

9

.21

.46

.10

.32

12

.21

.46

13

.23

.48

14

.11

33

.10

.32

17

.24

.49

18

.14

37

19

.18

.42

7

10

16

*

*

*

(tables continues)
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HCI Item

Communality

I Factor*

20

.22

.47

21

22

.47

22

.13

36

23

20

.45

24

.19

.44

25

23

.48

26

.17

.41

28

.26

.51

Eigen Value
Variance Explainedb

4.52
18.85%

Bold type indicates item loadings which meet criteria established for item retention.
* Item loadings do not meet criteria established for item retention on factor.
1 Principal components solution.
b Percentage of item variance explained by the one-factor solution.
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Table 17
Summary of the Rotated Factor Structure Coefficients for Items Retained for the FourFactor Oblique Solution for the Human Caring Inventory (HCD (if=1437)

HCI
Item

Commonality
Estimates *

1

.42

.15

.63

.12

.18

2

.42

.07

.64

.18

.02

3

.46

.21

.67

26

.11

5

.68

.82

.24

26

.10

6

.33

.25

.13

.55

.09

7

.37

.04

.07

.21

.49

8

.52

.66

.14

.24

.40

.26

.19

.43

.40

.15

10

.37

.12

.16

.12

.60

12

.55

.73

.18

.15

.01

.30

.24

.49

.39

.10

14

.34

.07

.10

.25

.57

16

.17

.14

.13

.41

.13

17

.63

.78

.16

.20

.00

.17

20

32

.34

.06

.36

.14

.27

.25

.57

9

13

18
19

*

*

*

Factor Coefficients
I
II
DI
IV

(table continues)
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HCI
Item

Communalhy
Estimates *

20

.44

.17

.18

.66

.19

21

.51

.68

.05

.17

29

22

36

.03

.17

.59

.13

23

.37

.14

.24

.36

.56

24

.44

.04

.64

.25

.25

25

.34

.14

J3

.56

.20

.35

.31

.00

.36

.47

.38

.11

.44

.55

.24

26

♦

28

Variance Explained b
Eigenvalue
Variance Explainedc

Factor Coefficients
I
II
IH
IV

13.44% 12.10% 13.08% 9.88%
9.56
48.49%

Bold type indicates hem loadings which meet criteria established for hem retention.
* Item loadings do not meet criteria established for hem retention on factor.
* Sum of squared loading for this five-factor solution.
b Percentage of item variance explained by each factor.
c Percentage of total hem variance explained by the five-factor solution.
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The four-factor solution in which 20 of the 24 items (excluding four social
desirability items) were retained, accounted for a total o f48.49% of the total item
variance. Items retained on factors are shown in bold type. Factor structure coefficients
for this four-factor solution ranged from .41 (item# 16) to .82 (item# 5). All four of
the items that were not retained were due to double loadings. An item location index
for the factored subscales of the HCI can be found in Appendix B (Table B.3). Item
numbers can be cross-referenced with item content using the HCI instrument which is
located in Appendix A.
Factor I, identified as Professional flnmmitnaent (PC), consists of items
reflecting a commitment to the teaching profession. Factor I was defined by 5 items that
loaded from .66 (item # 8) to .82 (item # 5) and accounted for 13.44% of the variance
in the data. The second factor was defined by 4 items with loadings ranging from .63
(item # 1) to .67 (item # 3). Factor II accounted for 12.10% of the total variance in the
solution and was termed Recentivitv (RECP). The third factor that was extracted
retained 6 items with loadings ranging from .41 (item # 16) to .66 (item # 20). Factor
m accounted for 13.08% of the total variance in the solution and was termed
Resoonsivitv (RESP). Factor IV, Personal Involvement (PI), consisted of five items and
accounted for 9.88% of the variance in the data for this solution. These items depict
situations of involvement in the both a professional and collegial aspect of the teaching
profession. The conceptual definitions and items that operationalize the four dimensions
of the HCI resulting from the factor analyses completed in this study are included in
Appendix C.
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ISO Factor Analyses
An initial unconstrained solution identified two salient factors that retained nine
of the ten items accounting for 54.11% of the total variance of the solution. These
results initiated concern for the small number of items (2) defining the second subscale
and the interpretability of the items defining this factor. Subsequently, from one to three
factors were extracted and associated results were examined for the number of factors,
patterns of loadings, and variance explained by each factor. The final solution
considered most representative of the data and that best operationalized the teacher’s
intent to stay construct was the one-factor solution.
Table 18 presents a summary of hem communalhies and factor loadings for a
retained one-factor, principal components solution for the Intent to Stay Questionnaire
(ISQ). All ten of the measurement hems were retained in this one-factor solution. The
factor loadings range from .42 (hem # 9) to .72 (hem # 1). Seven of the ten items
exceeded .60 (70%). This one-factor solution accounted for 39.24% of the total hem
variance. The Intent to Stay measure was used in all subsequent analyses as a uni
dimensional measure of employee’s intentions to remain in the teaching profession.
Items can be cross-referenced with the ISQ original instrument hems (Appendix A) for
hem content.
IPOE Factor Analyses
Table 19 is a summary of hem communalhies and factor loadings for a retained
one-factor, principal components solution for the Index of Perceived Organizational
Effectiveness (IPOE). All eight of the measurement hems were retained in this
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Table 18

Summary of Factor Structure Coefficients for Items Retained for the One-Factor
Solution for the Intent to Stay Questionnaire (TSOI (n=1437)
Intent to Stay Item

Comrnunalhy

1 Factor*

I

31

.72

2

.50

.71

3

.41

.64

4

.40

.63

5

.44

.66

6

38

.62

7

33

.58

8

.48

.69

9

.18

.42

10

38

.53

Bigen Value
Variance Explained b

3.92
39.24%

Bold type indicates hem loadings which meet criteria established for hem retention.
*Principal components solution.
bPercentage of item variance explained by the one-factor solution.
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Table 19
Summary o f Factor Structure Coefficients for Items Re^«ngfl fhr the One-Factor
Solution for the Index o f Perceived Organisational Effectiveness (IPOE) (0=1437)

IPOE Item

Communality

1 Factor*

1

.59

.77

2

.58

.76

3

.56

.75

4

.61

.78

5

.55

.74

6

.60

.78

7

.56

.75

8

.56

.75

Eigen Value
Variance Explainedb

4.61
57.61%

Bold type indicates item loadings which meet criteria established for item retention.
*Principal components solution.
bPercentage of hem variance explained by the one-factor solution.
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one-factor solution. The factor loadings ranged from .74 (item # 5) to .78 (items # 4
and item # 6). This one-factor solution accounted for 57.61% of the total variance. The
IPOE measure was used in all subsequent analyses as a uni-dimensional measure of the
perception of the effectiveness of the organization. Items can be cross-referenced with
the IPOE original instrument items (Appendix A) for item content
Descriptive Statistics for Factored Dimensions of Measures
In addition to the raw score descriptive statistics computed for each instrument
item (Tables 5-10), descriptive statistics were computed on all factored subscales.
Table 20 presents a summary of descriptive statistics for factored subscales of the study
measures for the total sample by reporting the range in item means and standard
deviations for each instrument and subscale. Five of the six measures included a
maximum item rating of four, while only the IPOE measure had a maximum rating of
five. The HCI was the instrument with the greatest range in means (2.59-3.89), while
the TEBS-C was the instrument with the smallest range in item means (2.97-3.26). The
standard deviations among all factored subscales indicate the greatest agreement among
respondents on the factored subscale of HOTS/TEBS-S, while the greatest variance
among respondents was for the areas of ISQ and RECP/HCI.
Table 21 reports the means, standard deviations, minimum, maximum, and
percentages of the maximum possible score for each measure based on the total sample
of teachers. The percentage of the maximum possible score was computed for each
measure so the results coukl be more easily interpreted across the various measures
since the number of items on each measurement subscale differed from one subscale to
186

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Table 20
Summary o f Ranges m Item Means and Standard Deviations <hr AH Factored Measures
and Suhscales (n=1437)

Instrument/
Subscale

Maximum
Item Rating

Ranges
Means

Standard Deviations

RSCEO

4

2.59 - 3.43

0.62-0.88

SL

4

2.59-333

0.70-0.88

CTL

4

2.85-331

0.62-0.77

PC

4

2.85-3.43

0.66 - 0.84

TEBS-S

4

3.09-3.71

0.50-0.78

CC

4

3.45-3.59

0.54 - 0.62

MC

4

3.42-3.71

0.50 - 0.62

AID

4

3.09-3.41

0.64 - 0.78

MS

4

3.52-3.59

0.55 - 0.62

HOTS

4

3.25 - 331

0.68 - 0.73

TEBS-C*

4

2.97-3.26

0.72 - 0.92

Ha

4

2.59-3.89

0.33 - 0.93

PC

4

2.59-3.40

0.64-0.93

RECP

4

3.08 - 3.24

0.61-0.68

RESP

4

2.99-3.89

033 - 0.71

PI

4

2.67-3.12

0.61 -0.83
(tables continues)
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Instrument/
Subscale

Maximum
Item Rating

Ranges
Means

Standard Deviations

IPOE*

5

335-4.15

0.67-0.94

ISO*

4

2.56-3.42

0.68 -1.06

* One-factor solution for the measure.

188

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Table 21
Summary o f Means. Standard TVviatinns. Mmimum/Maximuni. and Percentages o f
Maximum Possible Scores for AH Tnstrnmenta/Subscafes (n=1437)

Mean

Standard
Deviation

Minimum

or

Instrument/
Subscale

21.25

4.40

7.0

28.0

75.89

CTL (6)

18.77

3.06

6.0

24.0

78.21

PC (6)

18.91

3.22

6.0

24.0

78.79

CC (6)

21.20

2.68

11.0

24.0

88.33

MC(6)

21.28

2.61

9.0

24.0

88.67

AID (5)

16.49

2.74

5.0

20.0

82.45

MS (3)

10.67

1.47

3.0

12.0

88.92

HOTS (4)

13.24

2.36

4.0

16.0

82.75

TEBS-C riO'k

31.25

6.38

10.0

40.0

78.13

PC (5)

14.99

2.92

5.0

20.0

74.95

RECP (4)

12.57

1.73

5.0

16.0

78.56

Maximum M%Ma>

3

r

RSCEO

TEBS-S

HCI

(table continues)
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Instrument/
Subscale

Mean

Standard
Deviation

Minimum

RESP (6)

20.75

1.96

12.0

24.0

86.46

P 1(5)

15.00

1.83

8.0

20.0

75.00

IPOE (8)

30.71

5.05

11.0

40.0

76.78

ISO (101

29.92

5.50

10.0

40.0

74.80

Maximum M% Max*

* M% Max = Subscale M score/Max possible score.
b Number of items on subscale.
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the next Means as percentages of the maximum possible score varied from74.80%
(ISQ) to 88.92% (MS). The five factored subscales of the TEBS-S resulted in die
highest percentages of the means across all instruments (82.45%-88.92%).
Table 22 identifies items with the lowest and highest mean scores on each
measures. Across all measures, the ISQ item# 9 (2.56) represents the lowest mean and
addresses teacher intention to remain employed, while the highest mean is seen on item
# 4 of the HCI and pertains to the need for students to know that teachers care about
them.
Additional analyses of descriptive statistics for all factored subscales using the
school as the unit of analysis were reported including the means, standard
deviations, minimum and maximum values, and percentages of the maximum possible
score for each measure. By aggregating to the school level analyses, results indicate a
reflection of the perceptions of the school as an organizational unit. The range of the
item means expressed as percentages of the maximum possible score is from 74.95%
(PI) to 89.08% (MS/TEBS-S). Although the summary data presented in Table 23
indicates similar mean scores and maximum possible scores when compared to results in
Table 21 (teacher as unit of analysis), the standard deviations for the school level
analyses are significantly smaller, ranging from .44 (MS/TEBS-S) to 2.64 (TEBS-C).
Summary of Reliability Analyses
Cronbach Alpha internal consistency reliability coefficients were computed for
all factored subscales of the measures used in the study (RSCEQ, TEBS-S, TEBS-C,
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Table 22
Summary o f Itens with Highest and I-nwesf M eans for AH Measures (11=1437)

Instrument

Maximum
Rating Mean Item

RSCEQ (Actual)
RSCEQ (Actual)

4

Item Content

2.59

19

Leadership roles are equally shared by
teachers and administrators.

3.43

2

Teachers are willing to help each other
when problems arise.

RSCEQ (Preferred)

4

3.52 19

Leadership roles are equally shared by
teachers and administrators.

RSCEQ (Preferred)

4

3.87

2

Teachers are willing to help each other
when problems arise.

TEBS-S

4

3.09

2

In my present teaching situation, the
strength of my personal beliefs in my
capabilities to plan evaluation procedures
that accommodate individual differences
among students.

TEBS-S

3.71

9

In my present teaching situation, the
strength of my personal belieis in my
capabilities to maintain a classroom
climate that is fair and impartial.

TEBS-C

2.97

7

The strength of our faculty’s collective
beliefs in our capabilities to provide input
in making important school decisions.

TEBS-C

3.26

6

The strength of our faculty’s collective
beliefs in our capabilities to maintain a
school environment in which students feel
good about themselves.
(table continues)
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Instrument

Maximum
Rating Mean Item

Item Content

Ha

4

2.59

12

I would continue to work in education
even if I didn't need the money.

na

4

3.89

6

It is important for students to know that
the teacher cares about them.

ISQ

4

2.56

9

My intention to remain employed in
teaching is stronger than that of most of
my colleagues.

ISQ

4

3.42

5

I am actively seeking other employment
other than teaching.

IPOE

5

3.35

6

When changes are made in methods,
routines, or eauroment how quicklv do
the people in your school accept and
adjust to the changes?

IPOE

5

4.15

8

How good a job do the people in your
school do in coping with emergencies and
disruptions?
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Table 23
Summary o f M eans. Standard TVyjations. Minimum/Maximum. and Percentages o f the
Maximum Possible Scores for AH Tnstmments/Snhscales (n=65 Schools)

Instrument/
Subscale

Mean

Standard
Deviation

SL(7)b

21.47

1.97

1838

25.55

76.68

CTL (6)

18.86

1.09

15.88

21.69

78.58

PC (6)

19.00

1.25

14.00

21.40

79.17

CC(6)

21.29

0.77

1938

23.08

88.71

MC(6)

21.31

0.73

19.01

22.80

88.79

AID (5)

1637

0.76

13.56

17.79

81.85

MS (3)

10.69

0.44

9.48

11.60

89.08

HOTS (4)

13.23

0.64

11.23

14.63

82.69

iBS-C (10)

31.49

2.64

23.86

3637

78.73

PC (5)

15.09

1.01

12.88

17.79

75.45

RECP (4)

12.54

0.62

10.00

13.90

78.38

Minimum

Maximum M% Max*

RSCEQ

TEBS-S

2

(table continues)
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Instrument/
Subscale

Mean

Standard
Deviation

Minimum

RESP(6)

20.70

0.60

19.53

22.00

86.25

PI(5)

14.99

0.57

13.75

16.54

74.95

IPOE (8)

30.87

2.40

24.50

35.73

77.18

ISQ (10)

30.14

2.18

25.35

34.22

75.35

Maximum M% Max1

* M% Max = Subscale M score/Max possible score.
b Number of items on subscale.
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IPOE, ISQ, and H d) (Table 24). Cronbach alpha reliability procedures were initially
used for each factored measurement dimension using the entire sample of respondents
(n=1437) with teachers as the units of analysis (Table C.1, Appendix C), followed by
computation using the school as the unit of analysis (nN>5). Table C.2 (Appendix C)
presents summaries of alpha (if item deleted) coefficients for each item retained on each
of the study measures for the total sample. The reliability coefficients reported are based
upon item/scale aggregations resulting from the factor analyses completed on each
measure.
Table 24 presents the Alpha reliability coefficients across all schools. For all
factored subscales, the Alpha coefficients ranged from a low of .47 (Personal
Invotvement/HCI) to a high of .96 on two subscales (Shared Leadership/RSCEQ and
TEBS-C). The majority of the Alpha reliabilities, 78.95%, were at or above .80. The
Alpha reliability for each item of the HCI Personal Involvement subscale was examined
due to lower levels of Alpha coefficients. It was determined that of the five items in the
subscale, one particular item (item # 7, “My goal is to complete a task as quickly as
possible without wasting time on conversation”) could easily have multiple
interpretations and thus varying responses by teachers agreeing on the scale selection.
Statistical procedures indicated that the deletion of this item would result in an increase
in the Alpha coefficient for the subscale from .47 to .67. It is recommended that this
item either be deleted from the instrument or revised prior to utilizing the instrument in
the future, in order to clearly define the construct.
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Table 24
Summary of StunrfarrifaMd rm n hach Alpha Reliability Coefficients for All
Tnstmments/Subscales and One-Factor Solutions fn=fvS Schools)

Instrument/Subscale

Alpha Coefficient

Revised School Culture Elements Questionnaire (RSCE01 (20) *
Subscales:
Shared Leadership (SL) (7)b

.96

Collegial Teaching and Learning (CTL) (6)

.88

Professional Commitment (PC) (6)

.88

One-Factor Solution to the RSCEQ (20)

.95

Teacher Efficacy Beliefs Scale - Self Form (TEBS-S> (301
Subscales:
Communication/Clarification (CC) (6)

.89

Management/Climate (MC) (6)

.84

Accommodation of Individual Differences (AID) (5)

.84

Motivation of Students (MS) (3)

.80

Higher Order Thinking Skills (HOTS) (4)

.85

One-Factor Solution to the TEBS-S (30)
Teacher Efficacy Beliefs Scale - Collective Form (TEBS-O (10^

.95
.96

(table continues)
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Instrument/Subscak

Alpha Coefficient

Human raring Inventory (HCD (281

Subscales:
Professional Commitment (PC) (5)

.85

Receptivity (RECP) (4)

.79

Responsivity (RESP) (6)

.65

Personal Involvement (PI) (5)

.47

Social Desirability (4)

.58

One-Factor Solution to the HCI (21)

.86

Intent to Stay Questionnaire <TSn~>(10)

.88

Index of Perceived Organizational Effectiveness (IPOE) (8)

.95

* Total number of items for the factor-analyzed version of the instrument in this study.
b Number of items on the subscale.

198

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

The Alpha coefficients for the three one-factor solution measures were.88 for the
Intent to Stay Questionnaire fISOT .95 for the Index of Perceived Organizational
Effectiveness flPOEl. and .96 for the Teacher Efficacy Beliefs Scale-Collective Form
(TEBS-C). Only the subscales of the HCI included predominately moderate correlations.
These one-factor solution Alpha coefficients were generally higher than the Alpha
coefficients computed for instrument subscales. For example, the Alpha coefficient for
the one-factor solution of the TEBS-S was .95, where as the Alpha coefficients for the
five subscales of the TEBS-S range from .80 to .95.
Table C.l (Appendix Q shows that the Alpha coefficients using teachers as the
units of analysis adhere to a similar pattern regrading high and low levels of coefficients
for the factored subscales. The higher levels of Alpha coefficients predominately occur
at the school level analysis. The intercorrelations and Alpha coefficients for
items/subscales using teachers as the units of analysis are presented in Table C.2
(Appendix C).
Chapter Summary
A summary of the results of the data analyses of the study measures completed
in this study has been presented in this chapter. These summaries included: descriptive
statistics for the survey sample for demographic and study variables; extensive factor
analyses for the Revised School Culture Elements Questionnaire: Teacher Efficacy
Beliefs Scales-SelfForm. Teacher Efficacy Beliefs Scale-Collective Form. Intent to Stay
Questionnaire. Index o f Perceived Organizational Effectiveness, and Human Caring

Inventory: and reliability analyses for all factored subscales of the measures. In addition,
a summary of the results pertinent to the research questions is included.
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Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Chapter 5 presents results of analyses pertaining to the research hypotheses and
supplemental research of the study. These summaries include: bivamte correlation
analyses, intercorrelations among measurement subscales, and stepwise regressions on
the IPOE and ISQ on all factored subscales. The supplemental research is supported by
the presentation of supplemental data analyses.
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CHAPTER 5: RESULTS OF ANALYSES PERTAINING TO
RESEARCH QUESTIONS AND HYPOTHESES OF THE STUDY
This chapter presents the results summaries of data analyses completed to
answer the research questions and hypotheses framing the study. Results related to the
analyses are presented in tables throughout the chapter. The order of results presented
is as follows: (a) bivariate correlation analyses; (b) intercorrelations among the factored
measures and their factored subscales; (c) regression analyses of the Intent to Stay
Questionnaire and the Index of Perceived Organizational Effectiveness measures on the
factored measures and their factored subscales; (d) analyses pertinent to the major
research hypotheses; and (e) analyses pertinent to the supplemental research questions.
Bivariate Correlation Analyses
Pearson product moment correlation analyses were computed among all
factored subscales of the study measures to examine interrelationships among the
various subscales and to test selected hypotheses framing the study. Table 25 presents
bivariate correlations between the factored subscales of the RSCEQ, TEBS-S, TEBS-C,
and the HCI with the Intent to Stay Questionnaire (ISQ) and the Index of Perceived
Organisational Effectiveness (IPOE).

The intercorrelations among all factored subscales with the ISQ ranged from
-.01 (Accommodating Individual Differenees/TEBS-S) to .77 (Professional
Commitment/HCI). The Shared Leadership subscale (.62) of the RSCEQ, positively and
strongly correlated with the ISQ, while somewhat weaker relationships were evident for
the remaining two subscales of the RSCEQ [CTL (.33) and PC (.25)]. Three of the five
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Table 25
Summary of Intercorrelations Between Multiple Factor Snbscales of the RSCEQ.
TEBS-S. TEBS-C. a n d HCT with the Intent to Stay Q u e s tio n n a ire (TSfft a n d the Tnriex
of Perceived Organizational Effectiveness (IPOE) (g=65)

Instrument/Subscale

ISQ (10) * IPOE (8)b

RSCEQ
Subscales:
Shared Leadership (S/L) (7)e

.62 ****

.65 ***♦

Collegial Teaching and Learning (CTL) (6)

.33 *

.74 ****

Professional Commitment (PC) (6)

.25 *

.63 ****

Communication/Clarification (CC) (6)

.28*

.15

Management/Climate (MC) (6)

.27 *

.35 *

TEBS-S
Subscales:

Accommodation of Individual Differences (AID) (5) -.01

.00

Motivation of Students (MS) (3)

.29 *

.03

Higher Order Thinking Skills (HOTS) (4)

.18

.28 *

.49 ****

.87 ****

TEBS-C

Ha
Subscales:
Professional Commitment (PC) (5)

.77 ****

.31 *

(table continues)
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Instrument/Subscale

ISQ (10)*

IPOE (8) b

Receptivity (RECP) (4)

.16

.06

Responsivity (RESP) (6)

.29*

.24*

Personal Involvement (PI) (5)

.23

.32*

* Number of items on ISQ.
b Number of items on IPOE.
e Number of items on subscales.
*
♦♦

p<.05
p<.01

***

iK .001

**** p<.0001
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subscales of the TEBS-S indicated positive, yet weak relationships, while the TEBS-C
showed a positive, relatively strong relationship (.49).
Nine of the 13 factored subscale correlations with the ISQ (6923%) were
statistically significant (3 at the p<.05 and 6 at the p<.0001). The results in Table 25
show that the Professional Commitment dimension of the human caring measure has the
strongest relationship to teachers intentions to remain employed in teaching (r=.77).
Two additional factored subscales showed moderately strong, positive correlations with
the ISQ, Shared Leadership/RSCEQ (.62) and TEBS-C (.49).
The intercorrelations among the RSCEQ subscales with the IPOE ranged from
.00 (Accommodating Individual Difierences/TEBS-S) to .87 (TEBS-C). AQthree
RSCEQ subscales were positively and strongly correlated with the IPOE [SL (.65),
CTL (.74), and PC (.63)]. Only two of the five subscales of the TEBS-S showed
statistically significant correlations with the IPOE and these were rather weak in
magnitude [MC (.35) and HOTS (.28)]. While the subscales of the TEBS-S did not
indicate strong relationships with the IPOE, the correlation between the TEBS-C and
the IPOE was positive and rather strong (.87, p<.0001). Three of the four subscales of
the HCI were statistically significant and positively correlated with the IPOE [PC (.31),
RESP (.24), and PI (.32)], though these relationships were rather moderate in
magnitude.
Nine of the 13 (69%) of the factored subscales correlated with the IPOE were
statistically significant (5 at the p<.05 and 4 at the p<.0001). Overall, the results in
Table 25 show the TEBS-C measure has the strongest relationship to teachers’
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perceptions ofthe effectiveness of the school organization (r=.87). The three factored
subscales of the RSCEQ showed moderately strong, positive correlations with the IPOE
[Shared Leadership (.65), Collegial Teaching and Learning (.74), and Professional
Commitment (.63)]. These results suggest rather strong linkages between the school
culture and teachers’ perceptions ofthe effectiveness ofthe school as an organization.
Ofthe three fectored RSCEQ subscales, only the Shared Leadership subscale was
strongly correlated with both the ISQ and the IPOE.
Figure 3 illustrates the bivariate linkages among the study variables. The results
displayed in Figure 3 show a pattern of relationships between the variables with the
Intent to Stay Questionnaire, the Index of Perceived Organizational Effectiveness, and
the Louisiana School Performance Scores. The figure includes only those subscales in
which there were statistically significant correlations are included.
Pearson product moment correlations among the fectored subscales with the
ISQ and the IPOE are also presented in Table D.l (Appendix D) using teachers as the
units of analysis.
Intercorreiatlons of Multiple Factored Subscales
Table 26 presents Pearson product moment correlations between fectored
subscales of the RSCEQ, TEBS-S, TEBS-C, and the HCI using the school as the unit
of analysis. The results in Table 26 indicate that 35 of the 78 correlations (45%) were
statistically significant (p<.05). Sixteen of these were significant at the p<.000l leveL
The strongest correlation (r=.78, p<.05) was between two fectored subscales of the
TEBS-S (Communication/Clarification with Motivation of Students). Items in these
205

Reproduced with permission o fth e copyright owner. Further reproduction prohibited without permission.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Efficacy
%

c
u

sl\

o

o>

T

Dj

----------

V 2a__

TIJ
TlC
u>

\

A.— ' ----------------V
^SL y^X

^Collective

L
IS>

,

w

R
E

Effective
Organizational
School
Intent to
—Stay 1----- -Effectiveness ,43 Outcomes
.26

pc)

( pT)
H um an
T a rin g -

Figure 3. Bivariate Linkages Among Variables
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Table 26

HCI(n=65)
Instrument/
Subscale

RSCEQ
SL CTL PC

RSCEO
SL(7)‘

1.0

CTL (6)
PC (6)

CC

TEBS-S
HQ
MC AID MS HOTS TEBS-C PC RECP RESP' PI

.68* .51* .10

23

30*

31 * .71* .16

.19

.19

38*

.13

.16

.15

.17

.69* .46* .78* .65* 33* 21 * .15

31

.19

32*

.49* 37* 31 * .00

.16

23

1.0

.73* 23

21 * .06

.17

1.0

.06

.16 -.20 -.04

1.0

TEBS-S
CC(6)
MC(6)
AID (5)

1.0

.62* .12

31 * .74* .62* .44* 23

.02

29 * .15

38* .60* .02

.08

.16

-.03

1.0 .57* .22

23

.15

30* .17

36* .15

.16

31

1.0

MS (3)
HOTS (4)

1.0

TEBS-C

1.0

HCI
PC (5)

21 * .00

.07

.02

35* 30*

1.0 34* 35* .17

RECP (4)

1.0

RESP(6)

32

39

1.0

.47*

PI (5)

1.0

* Number of items on subscales.
* p<.05
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dimensions address the strength of the teachers’ personal beliefs in their capabilities to

communicate with students, while providing a motivating learning environment. An
interesting observation derived from these analyses is the evidence of strong
relationships between all three of the factored subscales of the RSCEQ with the

TEBS-C. The correlations among the three factored subscales of the RSCEQ indicated
that the Collegial Teaching and Learning dimension was positively and most strongly
related to the Professional Commitment dimension (.76, p<.0001). The
intercorrelations among the five TEBS-S factored subscales were all positive in
direction and ranged from .37 (Management/Climate with Accommodation of
Individual Differences) to .78 (Communication/Clarification with Motivation of
Students). The Higher Order Thinking Skills subscale was the strongest in magnitude
with each of the four factored subscales [Communication/Clarification (.65),
Management/Climate (.62), Accommodation of Individual Differences (.60), and
Motivation of Students (.57)].
Results Pertinent to Primary Research Questions and Research Hypotheses
Seven research questions and six hypotheses were utilized to guide major data
analyses of this study. Four of the primary research questions explored the nature of the
empirically derived constructs measured by the Revised School Culture Elements
Questionnaire (RSCEQ), the Teacher Efficacy Beliefs Scale-Self Form (TEBS-S), the
Human Caring Inventorv-Teacher Form (HCI-TF), and the Intent to Stay Questionnaire

(ISQ). Details of the factor analyses for all measures have been previously presented in
Chapter 4, “Summary of Results of Factored Analyses (p. 152).” Conceptual
definitions and item identifications for all factored subscales are included in Appendix B.
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The final three primary research, questions concentrated on the exploration of
relationships among and between the professional culture, efficacy, and human caring

variables. Pearson product moment correlational analyses were completed to explore
these research questions using school mean scores as the units of analysis. Correlation
coefficients were computed between all factored subscales and these have been
previously presented in Table 26. Results of analyses for each primary research question
are presented in the sections that follow.
Research Question 1
What is the latent structure of the Revised School Culture Elements Questionnaire?
A variety of factor analyses was completed for the RSCEQ. The factor solution
considered most adequate given the decision rules established and the purposes of the
study was a three-factor orthogonal solution. The three factored subscales of the
RSCEQ and the number of items per subscale are as follows: Shared Leadership
(7 items); Collegial Teaching and Learning (6 items); and Professional Commitment
(6 items). These results of these analyses showed the RSCEQ was comprised of three
statistically independent dimensions of the larger construct of professional school
culture.
Research Question 2
What is the latent structure of the Teacher Efficacy Beliefs Scales?
Two measures were developed for this study to measure teacher efficacy beliefs.
The first measure, Teacher Efficacy Beliefs Scale-Self Form (TEBS-S) assessed the
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strength of an individual teacher’s beliefs in his/her capability to organize and
successfully carry out teaching tasks. The second measure, Teacher Efficacy Beliefs
Scale-Collective Form (TEBS-C) assessed the collective strength of beliefs of faculty
members within schools in their capabilities to organize and successfully cany out
selected work tasks. A variety of factor analyses was completed for both the TEBS-S
and the TEBS-C using previously reported procedures. The final solution of the
TEBS-S accounted for 61.9% of the variance and resulted in the following identified
dimensions: Communication/Clarification (6 items); Management/Climate (6 hems);
Accommodation of Individual Differences (5 hems); Motivation of Students (3 hems);
and Higher Order Thinking Skills (4 items). The results of these analyses showed that
the TEBS-S measured efficacy through five statistically independent dimensions of
teachers’ personal beliefs in their own capabilities to successfully carry out teaching
tasks.
The factor analysis procedures on the Teacher Efficacy Beliefs Scale-Collective
Form (TEBS-C) resulted in a uni-dimensional measure of the teacher’s perceptions of
the strength of the faculty’s collective beliefs in their capabilities.
Research Question 3
What is the latent structure of the Human Caring Inventorv-Teacher Form?
A variety of factor analyses was computed for the HCI resulting in a four-factor
solution that identified the following dimensions: Professional Commitment
(5 items); Receptivity (4 items); Responsivity (6 items); and Personal Involvement
(5 items). These results of the analyses showed the HCI measured four statistically
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independent dimensions of the affective domain of human caring within the teaching
profession.
Research Question 4
What is the latent structure of the Intent to Stay Questionnaire?
A variety of factor analyses was completed on the ISQ resulting in a one-factor
solution that measures the intentions of teachers to remain in the teaching profession.
Research Question 5
What relationships exist between teacher perceptions of school culture as
measured by the Revised School Culture Elements Questionnaire and teacher selfefficacy as measured by the Teacher Efficacy Beliefs Scale?
The correlations among factored subscales of the RSCEQ and the TEBS-S
showed that only 3 of 12 bivariate correlations (25%) were statistically significant,
positive in direction, and moderate in magnitude [Shared Leadership/RSCEQ with
Communication/Clarification/ TEBS-S (r=.27, p<.05), Shared Leadership/RSCEQ with
Management/Climate/TEBS-S (r=.37, p<.05), and Collegial Teaching and Learning/
RSCEQ with Management/Climate/TEBS-S (r=.27, p<.05)]. These analyses showed
weak relationships among the three factored subscales of the RSCEQ and the five
dimensions of the TEBS-S.
The collective efficacy and culture analyses showed that bivariate correlations
among the three factored subscales of the RSCEQ and the TEBS-C were statistically
significant, positive in direction, and strongly correlated [Shared Leadership with
TEBS-C (r=.68, p<.0001), Collegial Teaching and Learning with TEBS-C (r=.71,
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pc.OOOl), and Professional Commitment with TEBS-C (r= 62, pK.0001)]. While weak
relationships were shown between self-efficacy and culture, a strong relationship was
shown between teachers’ perceptions of the collective efficacy of the faculty and their
perceptions of the culture of the school.
Research Question 6
What relationships exist between teacher perceptions of school culture as
measured by the Revised School Culture Elements Questionnaire and teacher
perceptions of human caring as measured by the Human Caring Inventorv-Teacher
Form?
The correlations among the three factored subscales of the RSCEQ and the four
factored subscales of the HCI resulted in only three of 12 bivariate correlations (25%)
that were statistically significant [Shared Leadership/RSCEQ with Professional
Commitment/HCI (r=.51, p<.0001), Shared Leadership/RSCEQ with Personal
Involvement/HCI (r=.30, p<.05), and Collegial Teaching and Leaming/RSCEQ with
Personal Involvement/HCI (r= 28, p<-05)]. Although the results showed rather weak
correlations, there was a strong relationship between Shared Leadership within school
culture and the Professional Commitment scale of human caring.
Research Question 7
What relationships exist between teacher perceptions of self-efficacy as
measured by the Teachers Efficacy Beliefs Scales and teacher perceptions of human
caring as measured by the Human Caring Inventorv-Teacher Form?
The correlations among the five factored subscales of the TEBS-S and the four
factored subscales of the HCI resulted in only three statistically significant correlations.
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These correlations were all moderate in strength [Communication/Clarification/TEBS-S
with Professional Commitment/HCI (r=.27, p<.05), Management/Climate/TEBS-S with
Responsivity/HCI (r=.29, p<.05), and Motivation of Students/TEBS-S with
Responsivity/HCI (r=30, p<.05)].
The correlations between the TEBS-C and the four factored subscales of the
HCI resulted in three of four bivariate correlations that were statistically significant and
moderate in magnitude [(TEBS-C with Professional Commitment/HCI (r=.27, p<.05),
TEBS-C with Responsivity (r=.25, p.<05), and TEBS-C with Personal
Involvement/HCI (r=.30, p<.05)]. The results of these analyses showed stronger
relationship between human caring and collective efficacy than between human caring
and self-efficacy.
The hypotheses were stated in predictive form and reflected expected
relationships between various variables in the study. The first three hypotheses
concentrated on the exploration of relationships between culture, self-efficacy, and
human caring with teachers' intentions of remaining in the teaching profession. The
second set of hypotheses focused on relationships between culture, efficacy, and human
caring and teachers’ perceptions of school organizational effectiveness.
Pearson product moment correlational analyses were completed between all
factored subscales to test each research hypothesis using school mean scores as the
units of analysis. A summary of intercorrelations between multiple factored subscales of
the RSCEQ, TEBS-S, TEBS-C, and HCI with the ISQ and the IPOE was previously
presented in Table 25. Each of the study hypotheses is listed below along with
appropriate data analysis results pertinent to each hypothesis.
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Hypothesis 1
There is a statistically significant, positive relationship between teachers’
perceptions of school culture as measured by the Revised School Culture Elements
Questionnaire and teachers’ intentions to remain employed in teaching as measured by

the Intent to Stay Questionnaire.
The results of these analyses provide support for, and confirm the predicted
relationship between school culture and teachers’ expressed intentions to remain
employed in the teaching profession. The bivariate correlations between the ISQ and
each of the three factored subscales of the RSCEQ were all statistically significant and
positively correlated. Of the three factored subscales of the RSCEQ, the subscale of
Shared Leadership showed the strongest relationship with the ISQ (r= 62, p<.0001).
Although the remaining two RSCEQ factored subscales, Collegial Teaching and
Learning (r=.33, p<.05) and Professional Commitment (r=.25, p<.05) were statistically
significant and positive in direction, the relationships were rather moderate in
magnitude.
Hypothesis 2
There is a statistically significant, positive relationship between teacher selfefficacy as measured by the Teacher Efficacy Beliefs Scales and teachers’ intentions to
remain employed in teaching as measured by the Intent to Stay Questionnaire.
This hypothesis incorporated two separate teacher efficacy scales, the TEBS-S
and the TEBS-C. Correlational analyses were completed between each of the separate
efficacy scales and the ISQ.
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The results of the analyses between the factored subscales of the TEBS-S and
the ISQ, collectively provide reasonable support for the predicted relationship between
teacher’s self-efficacy and their intentions to remain employed in the teaching
profession. Results of the bivariate correlations between three of the five factored
subscales of the TEBS-S and the ISQ were statistically significant, positive in direction,
though rather moderate in magnitude [Communication/Clarification (r=.28, p<.05),
Management/Climate (r=.27, p<.05), and Motivation of Students (r=29, p<.05)]. The
remaining

two TEBS-S factors were not significantly correlated [Accommodation of

Individual Differences (r=-.01, p>.05) and Higher Order Thinking Skills (r=.18, p>.05)]
with the intentions of teachers to remain in the teaching profession.
The results of the analyses between the second efficacy scale, TEBS-C, and the
ISQ provide support for, and confirm the predicted relationships between teacher
efficacy beliefs and intentions to remain employed in the teaching profession when
teachers’ collective efficacy beliefs are considered. The bivariate correlation between
the TEBS-C and the ISQ (r=.49, pc.OOOl) was a statistically significant, positive in
direction, and moderately strong relationship between perceptions of teacher collective
efficacy beliefs and the intent to remain employed in the teaching profession.
Hypothesis 3
There is a statistically significant, positive relationship between human caring as
measured by the Human Caring Inventorv-Teacher Form and teachers’ intentions to
remain

employed in teaching as measured by the Intent to Stay Questionnaire.
Two of the four correlations between subscales of the HCI and the ISQ were

not statistically significant (p>.05) [Receptivity (r= 16) and Personal Involvement
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(r=.23)]. Of the remaining two subscales, Responsivity, was statistically significant,
positive in direction, and moderately correlated with the ISQ, while Professional
Commitment (r=.77, p<.0001), provided strong support and confirmation for the
predicted relationship between human caring of teachers and their intentions to remain
employed in the teaching profession. This relationship was the strongest among all of
the variables correlated with the ISQ.
Hypothesis 4
There is a statistically significant, positive relationship between teachers’
perceptions of school culture as measured by the Revised School Culture Elements
Questionnaire and teachers’ perceptions of organizational effectiveness as measured by

the Index of Perceived Organizational Effectiveness.
The results of these analyses provide support for, and confirm the predicted
relationship between school culture and organizational effectiveness. Bivariate
correlations were computed between the three RSCEQ factored subscales and the
IPOE. The three correlations [Shared Leadership (r=.65, p<.0001), Collegial Teaching
and Learning (r=.74, p<.0001) and Professional Commitment (r=.63, p<.0001)] were all
statistically significant and rather strong in magnitude. Of the three multi-factored
subscale measures in the study, the RSCEQ was the only measure in which all of the
factored subscales showed statistically significant relationships with the IPOE.
Hypothesis 5
There is a statistically significant, positive relationship between teacher selfefficacy as measured by the Teacher Efficacy Beliefs Scales and teachers’ perceptions of
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organizational effectiveness as measured by the Index of Perceived Organizational

Effectiveness.
Hypothesis 5 incorporated two separate teacher efficacy measures, the TEBS-S
and the TEBS-C. Correlational analyses were completed between each of the separate
efficacy scales with the EPOE.
Results of the bivariate correlations between two of the five factored subscales
of the TEBS-S and the IPOE were statistically significant, positive in direction, and
moderate in magnitude [Management/Climate (r=.35, p<.05), and Higher Order
Thinking Skills (r=.28, p<.05)]. The remaining three factors were not statistically
significant [Communication/Clarification (r=. 15, p>.05), Accommodation of Individual
Differences (r=.00, p>.05) and Motivation of Students (r=.03, p>.05)]. Although two
factored subscales of the TEBS-S were statistically significant, the results showed a
weak relationship between teacher self-efficacy (perceptions of a teacher’s personal
beliefs in their own capabilities), as measured by the TEBS-S, and perceptions of school
organizational effectiveness (perceptions of the school’s overall effectiveness).
Although the results of these analyses did not demonstrate statistical significance
between teacher self-efficacy beliefs and organizational effectiveness, there was a
statistically significant relationship between teachers’ collective efficacy beliefs and
perceptions of organizational effectiveness. These results provide support for the
predicted relationship between collective efficacy beliefs and school organizational
effectiveness. The bivariate correlation between the TEBS-C and the IPOE (r=.87,
p<.0001) was statistically significant and showed a very strong, positive relationship
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between perceptions of teachers’ collective efficacy beliefs and their perception of the
effectiveness of the organization. Among all factored subscales, collective efficacy
(perceptions of collective strength of beliefs of faculty members) showed the strongest
correlation with organizational effectiveness (perceptions of the overall effectiveness of
the organization).
Hypothesis 6
There is a statistically significant, positive relationship between human caring as
measured by the Human Caring Inventorv-Teacher Form and teachers’ perceptions of
organizational effectiveness as measured by the Index of Perceived Organizational
Effectiveness.
The results of these analyses provide support for the predicted relationship
between human caring and perceptions of organizational effectiveness. Three of the four
factored subscales of the HCI, were statistically significant, positive in direction, though
moderate in magnitude [Professional Commitment (r=.31, p<.05), Responsivity (r=.24,
p<.05), and Personal Involvement (r=.32, p<.05)]. The fourth factored subscale,
Receptivity (r=.06, p>.05), was not statistically significant
Regression Analyses
Stepwise Regressions
Two stepwise regression analyses were completed in this study. The first
stepwise regression analysis was completed to examine the extent to which
combinations of the various variables in the study predicted variation among the schools
in the expressed intentions of teachers to remain employed in the teaching profession.
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This regression was completed using the Intent to Stay Questionnaire (ISO) as a
dependent variable regressing the ISQ on factored dimensions of the other study
measures. Table 27 presents the results of this analysis for the total sample of schools
(n=65). Included in the table are the variables entered at each step in the analysis, values
for the multiple correlation at each step (R), the squared multiple correlation (R2),
change in the squared multiple correlation at each step ( aR2), the F value for the
variable entered into the regression equation, and probabilities for each F statistic for
the variable entered at each step.
The results in Table 27 indicate that professional commitment (PC/HCI)(R=.77,
F=91.20, p<.000l) was the first variable to enter the regression equation (highest
bivariate correlation with ISQ). At step two, the collective efficacy (TEBS-C) variable
entered the regression equation as the second strongest predictor, given the first, and
increased the multiple correlation to R=.82 (F= 16.27, p<.0002). No other variables met
the .OS significance level for entry into the model Thus, the results of the Stepwise
Regression procedure for the ISQ indicate that for the total school sample in the study,
teachers intentions to remain in the teaching profession are largely predicted by a
professional commitment factor accounting for 59% of the total variation in the ISQ.
A second stepwise regression analysis was completed to examine the extent to
which combinations of the various variables in the study predicted variation among
schools in teachers’ perceptions of organizational effectiveness. This regression was
completed using the Index of Perceived Organizational Effectiveness (IPOE) as a
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Table 27
Summary o f Stepwise Multiple Regression Analysis Regressing the ISO on All
Independent Variables (n=651

Step

Variable
Entered

R

R2

1

HCI/PC

.77

.59

2

TEBS-C

.82

.68

F

E

—

91.20

.0001

.09

16.27

.0002

a R 2*

* aR2=Change in R2at Step 2.
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dependent variable which was regressed on factored dimensions o f the other study
measures. Table 28 presents the results of this analysis for the total sample of schools
(n=65). The results indicate that collective efficacy (TEBS-C) (R=.87, F=202.95,
p<.0001) was the first variable to enter the regression equation (highest bivariate
correlation with EPOE). At step two, a culture variable, Collegial Teaching and
Learning, entered the regression equation as the second strongest predictor (R=.89,
F=8.95, p<.004). Three additional variables [MS/TEBS-S (R=.91, p<002), MC/TEBSS (R=.92, p<.007), and PC/HCI (R=.93, p<.0027)l entered the regression equation and
collectively accounting for 86% of the total IPOE variance among schools.
Supplemental Data Analyses
Though not part of the original study, supplemental data analyses were
completed to address additional questions of interest that emerged from the analyses of
the initial results. The supplemental analyses were completed using school means as the
units of analysis. Of particular interest in these analyses were the relationships between
the Louisiana School Performance Scores and perceived organizational effectiveness.
Additionally, there was an interest in relationships between the Louisiana School
Performance Score and school culture, efficacy, and human caring. The Louisiana
School Performance Score is a school level score that is derived from an aggregation of
student scores on state and national tests and attendance rates (Louisiana Department of
Education, 1999). The School Performance Scores (SPS) utilized in this research study
reflected school level scores at the completion of the 1998-99 school year. More
specific information on the SPS is included in Appendix E.
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Table 28
Summary o f Stepwise Multiple Regression Analysis Regressing the IPOE on All
Independent Variables ( i f 65)

Step

Variable
Entered

R

R2

I

TEBS-C

.87

.76

2

CTL/RSCEQ

.89

3

MS/TEBS-S

4
5

F

£

—

202.95

.0001

.79

.03

8.95

.0040

.91

.82

.03

10.58

.0019

MCTEBS-S

.92

.84

.02

7.72

.0073

PC/Ha

.93

.86

.02

5.14

.0270

a R 2*

*aR2= Change in R2 at Step 2 through Step 5.
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Table 29 reports the results of bivariate correlation analyses completed between
all factored subscales of the RSCEQ, TEBS-S, TEBS-C, ISQ, IPOE, and HQ and the
Louisiana School Performance Scores. These correlations were completed using school
mean scores as the units of analysis.
Eight of IS correlations between subscales of the measures used in this study
and the SPS were statistically significant (53.33%). The correlations ranged from .00
(Accommodating Individual Difierences/TEBS-S) to .73 (IPOE). The IPOE (r=.73,
p<.0001) and the TEBS-C (r=.65, p<.0001) showed the strongest correlations with the
School Performance Scores. These correlations were statistically significant, positive in
direction, and rather strong in magnitude. The strongest relationships with SPS were
measures of teachers' perceptions of effectiveness or capabilities at the school
organization level, rather than the individual teacher level
Also of interest were the statistically significant, moderately strong, positive
correlations between all three factored subscales of the RSCEQ and the SPS [(Shared
Leadership (r=.50, p<.000l), Collegial Teaching and Learning (r=.43, p<.0001), and
Professional Commitment (r=36, p<.0001)].
Only one factored subscale of the TEBS-S significantly and moderately
correlated with the SPS (Management/Climate, r=.37, p<.01). Only one factored
subscale of the HCI showed a statistically significant, rather modest, positive correlation
with SPS (Responsivity, r=.26, p<.05).
As the results of the initial analyses of the relationships between the School
Performance School and the study variables emerged, additional questions of interest
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Table 29
Summary of Interconefatinns Between Multiple Factor Subscales of the RSCEQ.
TEBS-S. TEBS-C. ISO. IPOR and HCT with the Touisiana School Performance Scores

(n=65)
Instrument/Subscale

Louisiana School Performance Score (SPS)

RSCEQ
Subscales:
Shared Leadership (S/L) (7) •

.SO****

CoDegial Teaching and Learning (CTL) (6)

.43***

Professional Commitment (PC) (6)

.36**

TEBS-S
Subscales:
Communication/Clarification (CC) (6)

.04

Management/Climate (MC) (6)

.37**

Accommodation of Individual Differences (AID) (5)

.00

Motivation of Students (MS) (3)

.04

Higher Order Thinking Skills (HOTS) (4)

.23

TEBS-C

.65****

IPOE

.73****

ISO

.44***
(table continues)
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Louisiana School Performance Score

Instrument/Subscale
Ha
Subscales:
Professional Commitment (PC) (5)

.17

Receptivity (RECP) (4)

-.15

Responsivity (RESP) (6)

26*

Personal Involvement (PI) (5)

.22

1 Number of items on subscales.
*
**
***
****

p<.05
p<.01
p<.001
p<.0001
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were formed. Stepwise regression analyses were completed using school means as the
units of analysis in order to address these emerging questions. The first series of
stepwise regression analyses was completed to examine the extent to which
combinations of the various variables in the study predicted variation among the schools
in the School Performance Scores. These regression procedures were completed using
the School Performance Score as a dependent variable regressing the SPS on factored
dimensions of the other study measures. Table 30 presents the results of these analyses
for the total sample of schools (n=65). Included in the table are the variables entered at
each step in the analysis, values for the multiple correlation at each step (R), the squared
multiple correlation (R2), change in the squared multiple correlation at each step ( aR2),
the F value for the variable entered into the regression equation, and probabilities for
each F statistic for the variable entered at each step.
The results in Table 30 report the regression of the SPS on the study variables,
followed by an additional regression of the SPS on the study variables with the
inclusion of LUNCH as a variable. Table 30-A results showed that organizational
effectiveness (IPOE) (R-.72, F-71.96, p<.0001) was the first variable to enter the
regression equation (highest bivariate correlation with SPS). No other variables met the
.05 significance level for entry into the modeL Thus, the results of this initial Stepwise
Regression procedure for the SPS showed that for the total school sample in the study,
School Performance Scores are largely predicted by the school organizational
effectiveness accounting for 53% of the total variation in the SPS.
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Table 30
A - Summary o f Stepwise Multiple Regression Analysis Regressing the SPS on AH
Independent Variables (hr=651

Step
1

Variable
Entered

R

R2

aR 2

IPOE

.72

.53

—

F

e

71.96

.0001

B - Summary nf Stepwise Multiple Regression Analysis Regressing the SPS on All
Independent Variables Adding LUNCH Variable Cff=651

Step

Variable
Entered

R

1

LUNCH

.84

.71

-

155.785

.0001

2

EPOE

.87

.76

.05

12.70

.0007

3

PC/RSCEQ

.88

.78

.02

6.22

.0153

R2

aR 2

F

e
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A second Stepwise Regression procedure was completed again using the School
Performance Scores as the dependent variable. Although the socioeconomic level of the
students within the schools was not a variable of interest within this research study, in
order to address supplemental data that emerged from the analyses regarding School
Performance Scores, a second regression procedure was completed including all the
original study variables and adding the variable LUNCH. The LUNCH variable serves
as an indicator of the socioeconomic level of the school based on the percent of
students qualifying for free and reduced hutch.
Results in Table 30-B showed that socioeconomic level of the school (LUNCH)
(R-.84, F=155.79, p<.0001) was the first variable to enter the regression equation
(highest bivariate correlation with SPS). At step two, the organizational effectiveness of
the school entered the regression equation as the second strongest predictor, given the
first, (IPOE) (R=.87, F= 12.70, p<.00l). One additional variable, a culture variable,
Professional Commitment (PC/RSCEQ) (R-.88, F=6.22, p<.05), entered the regression
equation. No other variables met the .05 significance level for entry into the model
Thus, the results of the second Stepwise Regression procedure for the SPS showed that
for the total school sample in the study, although the School Performance Score was
largely predicted by socioeconomic level organizational effectiveness of the school and
the professional commitment of the teachers within the school also served as significant
predictors of SPS. The final regression model accounted for 78% of the total variation
in the SPS.
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In studying the multiple regression results for the School Performance Scores as
the dependent variable and the final analyses in which school organization effectiveness
served as the strongest predictor when the socioeconomic level was not considered, a
final series of regression procedures were completed to measure possible predictors of
School Performance Scores when the variable of organizational effectiveness was
removed. Table 31 presents the final series of regression procedures, using the schools
as the units of analysis, regressing for School Performance Scores on all study variables,
with the exception of the variable of organizational effectiveness of the school (IPOE).
Table 31-A results showed that collective efficacy (TEBS-C) was the first
variable to enter the regression equation (highest bivariate correlation with SPS). No
other variables met the .05 significance level for entry into the modeL Thus, the results
of this Stepwise Regression procedure for the SPS, without consideration of school
organizational effectiveness, showed that for the total school sample in the study,
School Performance Scores are largely predicted by the collective efficacy of the faculty
accounting for 65% of the total variation in the SPS.
A second Stepwise Regression procedure was completed again using the School
Performance Scores as the dependent variable, still eliminating IPOE as a variable, and
adding socioeconomic level (LUNCH) as a variable within the regression procedure.
Results in Table 31-B showed that socioeconomic level of the school (LUNCH)
(R=.84, F=155.79, p<.000l) was the first variable to enter the regression equation
(highest bivariate correlation with SPS). At step two, collective efficacy entered the
regression equation as the second strongest predictor, given the first, (TEBS-C)
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Table 31
A - Summary o f Stepwise Multiple Regression Analysis Regressing the SPS on All
Independent Variables Without IPOE (ff=651

Step

Variable
Entered

R

R2

I

TEBS-C

.65

.42

aR2

-

F

E

45.61

.0001

B - Summary of Stepwise Multiple Regression Analysis Regressing the SPS on All
Independent Variahles Without IPOE Adding 1,1INCH Variable fn=65I

Step

Variable
Entered

R

1

LUNCH

.84

.71

-

2

TEBS-C

.86

.74

.03

R2

aR 2

F

£

155.78

.0001

6.61

.0125
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(R=86, F=6.61, jx.05). No other variables met the .05 significance level for entry into
the modeL Thus, the results of the second Stepwise Regression procedure for SPS,
without organizational effectiveness, showed that for the total school sample in the
study, although the School Performance Score was largely predicted by socioeconomic
level, collective efficacy of the faculty also served as a significant predictor of SPS. The
final regression model accounted for 74% of the total variation in the SPS.
The analyses of the regression procedures completed for the School
Performance Scores as the dependent variable support the need to attend to factors,
other than socioeconomic level, in order to address academic performance of students,
as measured by state and national tests and attendance rates (SPS). As reported in these
analyses, variables such as school organizational effectiveness, collective efficacy of the
faculty, and professional commitment within the school culture, serve as significant
predictors for School Performance Scores.
Chapter Summary
A summary of the results of the data analyses completed in this study has been
presented in this chapter. These summaries include: bivariate correlation analyses;
intercorrelations among measurement subscales, and stepwise regressions on the ISQ
and the IPOE measures on all factored subscales. In addition, a summary of results
pertinent to the six research hypotheses and supplemental research is included. The
supplemental research is supported by the presentation of supplemental data analyses.
Chapter 6 presents a summary of major findings and conclusions of the study.
The discussion includes theoretical, methodological, and practical implications in
addition to addressing suggestions for future research.
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CHAPTER 6: CONCLUSIONS, DISCUSSION, IMPLICATIONS
This chapter presents an overview of the study that includes its
conceptualization, purpose, design, and intended contributions to knowledge. A
summary of major findings and conclusions of the study are subsequently presented and
followed by a discussion of the implications of the findings for theory, research, and
practice.
Overview of the Study
Recent calls for educational reform and improvement have emphasized a process
in which schools become centers for educational change through continuous inquiry and
improvement (Fullan, 1991; Joyce & Calhoun, 1995; Sirotnik, 1989). The school
becomes a learning organization where people continually expand their capacity to
create desired results, where individuals are connected to each other, and where people
are continually learning in a collective manner (Senge, 1990).
This study emanated from the research literature of schools viewed as
professional learning communities (PLCs). Much of the extant literature describes
attributes of these learning organizations and a few qualitative studies have produced
ideas about how individuals operate within PLCs, through the presentation of case
studies (Boyd & Hord, 1994; Hord, 1998). Little empirical research has been completed
and few studies are known that have attempted to link teacher professional learning to
multiple constructs within professional learning communities. Furthermore, few
empirical studies have attempted to link characteristics of PLCs to indices of school
effectiveness.
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Conceptual Framework

Professional School Culture

The conceptual framework guiding this study viewed the school as a complex
social organizational community embedded within a larger school culture which frames
learning environment opportunities for teachers and other professionals. This study
utilized the School Improvement Model of School Culture (Cavanagh & Dellar, 1997)
based upon the assumption that the culture of a learning community is shaped by
interpersonal interactions and social processes. The values and norms of individuals are
then transformed into the collective values and norms constituting the school culture.
Due to the various constructs that were incorporated into the study, several
theories or models were addressed within which these constructs operate. Getzels and
Guba’s (in Hoy & Miskel, 1996) social-system model of organizations served as the
framework for viewing the school as an open system that is concerned with both
structure and process. To survive, the organization must adapt and to adapt, it must
charge. This model was useful in understanding school organizational environments in
terms of both institutional and individual dimensions and for explaining organizational
behavior as an outcome of the interaction between these dimensions (Loup, 1994).
The study also used Loup's (1994) Model of School Change and Effectiveness
(MSCE) to initially view the linkages of various school learning environment constructs,
teacher personal constructs, and multiple indices of school organizational effectiveness
and productivity. This model assumes that adult learning occurs within a larger
environment, even though it is a highly individual process. Additionally, the learning
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that occurs within the organizational setting is mediated by numerous variables,
including self-efficacy (Bandura, 1977). Thus, learning in a social organization is “a
contingent, social process which occurs through interactions among characteristics of
individuals, and factors, events, and conditions in the total school environment” (Loup,
1994,24).
Professional T.earning Community Model

A Professional Learning Community (PLC) Model served as the conceptual
framework for this specific research study. This model focused on personal
characteristics of individuals as measured through professional school culture, efficacy
(self and collective), and human caring. Each variable in the PLC Model was perceived
as linked to teachers' intentions to remain in the teaching profession, as well as the
organizational effectiveness of the school The PLC Model links school culture, selfand collective efficacy, and human caring indirectly to effective school outcomes, as
filtered through teachers’ intent to stay in teaching and organizational effectiveness of
the school.
The PLC model was explored through personal outcomes, organizational
outcomes, and school outcomes. This conception of schooling proposed that the
outcomes are dependent upon the organization being effective as a collectivity. It also
suggested that school holding power served as a necessary condition for organizational
effectiveness. Organizational effectiveness then serves as an antecedent of productivity
(student learning and achievement). The model proposed that these relationships were
grounded in the characteristics of a professional learning community. For more detailed
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information on the PLC Model, refer to

Chapter 1, Figure 1. The following sections

address the conceptualization of other interacting variables within the PLC Model
including self-efficacy, collective efficacy, and human caring.
Self-Efficacv and Collective Efficacy
The efficacy variable was grounded in social cognitive theory and the work of
Bandura (1977,1978,1982,1986,1993,1995, 1997). Bandura’s theory of self-efficacy
allows one to begin to address both personal and organizational goals. In his most
recent discussion of self-efficacy, Bandura (1997) defined perceived self-efficacy as an
individual’s beliefs in personal capabilities to organize and execute actions required to
produce given attainments. Additionally, efficacy beliefs have predictable psychological
and behavioral effects, such as how long individuals will persevere in the face of
obstacles and Mures. According to Bandura, strong self-efficacy beliefs lead to greater
perseverance and strengthen the likelihood that activities will be successful and positive
performance outcomes will be attained.
The extension of Bandura’s self-efficacy theory toward the addition of
“collective efficacy” was utilized to address the efficacy level of the school organization.
Bandura referred to “gauging groups’ perceptions of their efficacy to achieve varying
levels of results” (1982, p. 144, as cited in Lindsley, Brass, & Thomas, 1995, p. 647).
Thus, collective efficacy can be defined as “the group’s or organization’s collective
beliefthat it can successfully perform a specific task” (Lindsley, et al, 1995, p. 648).
Bandura (1993) reported that teachers who collectively perceive themselves capable of
promoting student academic success develop within their school a positive culture for
achieving academic goals.
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Human Caring

The human caring variable was grounded in the prior conceptual and empirical
work of Moffett (1993) and Noddings (1992). Theories of caring and the study of the
caring construct have only recently emerged. This study focused on current theoretical
perspectives that human caring exists in all individuals to some extent. The conceptual
model utilized in this study was proposed by Moffett (1993) and depicts human caring
as a necessary condition for effective caregiving to occur in context-specific situations,
in which variations occur according to the particular group involved. Moffett’s (1993)
conceptual model of caring envisions caring in the professional context as consisting of
cognitive, affective, and behavioral components. Moffett’s caring about implies an
attitude or affective state of mind characterized by a sense of concern and regard for
others. This model does not focus on the more technical aspect of caringfor, indicating
the taking of responsibility for, or providing for, an individual by the use of specific
knowledge or skills (Moffett, 1993). The model depicts human caring as integral to
both personal and professional contexts.
Intent to Stay and Organizational Effectiveness
The study also incorporated the variables, intent to stay and organizational
effectiveness. The conceptualization of teacher intent to stay considered the personal,
psychological, and work context factors that have cognitive, affective, and behavioral
elements that contribute to the determination of employees (teachers) remaining in the
teaching field. Thus, individuals who desire to remain employed in the teaching field,
make a decision based on the benefits and costs of continuing to teach. Organizational
236

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

effectiveness was defined in terms of degree of goal attainment by which a school is
deemed effective if the outcomes meet or exceed its goals. Thus, a school or
organization is deemed effective if it achieves its goals. The origin of the model of this
concept of organizational effectiveness was proposed by Paul E. Mott (1972). Mott’s
model of perceived organizational effectiveness combines and integrates the goal and
system-resource models by addressing performance outcomes including the quantity
and quality of the product, efficiency, adaptability, and flexibility. This model has been
advanced through various studies of school learning environments (Claudet, 1993;
Loup, 1994).
Development and/or Adaptation of Measures
A review of existing measures failed to identify any useful measures of either
self-efficacy or collective efficacy that adhered to the study’s conceptual framework.
Thus, an important aspect of this research study was the development of original,
psychometrically sound measures of the variables of teacher self-efficacy and collective
efficacy. Measures for the human caring variable and the intent to stay variable were
revisions of self-report measures that had been used in prior research in nursing
(Moffett, 1993), child welfare (Ellett, 2000), and teaching (Ellett et al, 1996). The
culture variable utilized an abbreviated form of a previously validated measure (Bobbett
et aL, 1997; Cavanagh, 1997; Olivier et al., 1998). The measure of organizational
effectiveness was a measure that has previously been used in prior studies of school
learning environments (Claudet, 1993; Loup, 1994).
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Research Questions and Hypotheses
Seven primary research questions were framed to develop and adapt measures
for this study, as well as to guide the data analyses. These questions focused on the
nature of the empirically derived measures. These primary research questions also
explored the relationships among and between the professional school culture, efficacy,
and human caring variables. A set of sot hypotheses was developed for the study that
predicted positive linkages between culture, efficacy, and human caring, and intent to
stay and organizational effectiveness. Supplemental data analyses were completed as the
initial results emerged and additional questions of interest arose.
Methodology
Data for the study were collected in the late spring of2000 from 95 elementary
schools within 12 school districts in Louisiana, using anonymous self-report teacher
surveys. A total of 1437 usable returns were available for analysis. Using a minimum
response rate of 40%, 65 schools were retained for the data analyses. Data analyses
included exploratory factor analyses of all measures, reliability analyses of factored
subscales of the measures, bivariate correlation and regression analyses to test the
research hypotheses, primary research questions, and supplemental questions of interest.
The sections that follow state the research hypotheses and primary research questions
framing the study and provide a summary of the major findings and conclusions of the
study.
Primary Research Questions and Research Hypotheses
Four primary research questions were used to explore the nature of the
empirically derived constructs measured in the study and three primary research
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questions were used to explore the relationships among and between the school culture,
teacher efficacy, and human caring variables. These primary research questions were as
follows:
Research Question 1
What is the latent structure of the Revised School Culture Elements
Questionnaire?

Research Question 2
What is the latent structure of the Teacher Efficacy Beliefs Scales?
Research Question 3
What is the latent structure of the Human Caring Inventorv-Teacher Form?
Research Question 4
What is the latent structure of the Intent to Stay Questionnaire?
Research Question 5
What relationships exist between teacher perceptions of school culture as
measured by the Revised School Culture Elements Questionnaire and teacher selfefficacy as measured by the Teacher Efficacy Beliefs Scale?
Research Question 6
What relationships exist between teacher perceptions of school culture as
measured by the Revised School Culture Elements Questionnaire and teacher
perceptions of human caring as measured by the Human Carina Inventorv-Teacher
Form?
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Research Question 7

What relationships exist between teacher perceptions of self-efficacy as
measured by the Teacher Efficacy Beliefs Scales and teacher perceptions of human
caring as measured by the Human Caring Tnventorv-Teacher Form?
Six hypotheses stated in predictive form were used to guide the design of the
study and to analyze the study data. These hypotheses were as follows:
Hypothesis 1
There is a statistically significant, positive relationship between teachers’
perceptions of school culture as measured by the Revised School Culture Elements
Questionnaire and teachers’ intentions to remain employed in teaching as measured by

the Intent to Stay Questionnaire.
Hypothesis 2
There is a statistically significant, positive relationship between teacher selfefficacy as measured by the Teacher Efficacy Beliefs Scales and teachers’ intentions to
remain employed in teaching as measured by the Intent to Stay Questionnaire.
Hypothesis 3
There is a statistically significant, positive relationship between human caring as
measured by the Human Caring Inventorv-Teacher Form and teachers’ intentions to
remain employed in teaching as measured by the Intent to Stay Questionnaire.
Hypothesis 4
There is a statistically significant, positive relationship between teachers’
perceptions of school culture as measured by the Revised School Culture Elements
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Qiiastirwmflire and then: perceptions o f organizational effectiveness as measured by the
Index o f Perceived Organizational Effectiveness.

Hypothesis 5
There is a statistically significant, positive relationship between teacher selfefficacy as measured by the Teacher Efficacy Beliefs Scales and teachers’ perceptions of
organizational effectiveness as measured by the Index of Perceived O rpani7ntinnal
Effectiveness.
Hypothesis 6
There is a statistically significant, positive relationship between human caring as
measured by the Human Caring Inventorv-Teacher Form and teachers’ perceptions of
organizational effectiveness as measured by the Index of Perceived Organizational
Effectiveness.
Major Findings and Conclusions
A large number of statistical findings from the exploration of relationships
among the study variables were reported in Chapter 4 and Chapter 5 of this study. From
these findings conclusions were drawn relative to the purpose of the study and the
additional areas of inquiry identified during the course of the study. Presented below are
the main findings and conclusions of the study that are considered most important for
subsequent discussion.
Maior Finding Number One
The measures developed and modified for use in the study to assess school
culture, teacher self-efficacy, collective efficacy, human caring, and intent to stay in the
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teaching profession demonstrated adequate psychometric qualities (validity and
reliability).
Conclusion
It is possible to develop valid and reliable measures of school culture, teachers'
self-efficacy beliefs from both the individual and collective perspective, elements of the
affective aspect of human caring, and teachers’ intentions to remain in the teaching
profession. The measures developed and modified for use in the study are interpretable
and useful and can be used in future studies. The factored structures of these measures
support the constructs they purport to measure and provide confidence that data
collected with the measures in future studies will be reasonably free of measurement
error.
Major Finding Number Two

Positive relationships were evident among and between the study variables of
school culture, teachers’ efficacy beliefs, and human caring.
Conclusion
The Professional Learning Community Model serves as a valid model for
providing support for positive relationships among the variables of school culture,
teacher self-efficacy, collective efficacy, and hum an caring.
Schools that are strong in the professional elements of school culture including
shared leadership, collegial teaching and learning, and professional commitment are
schools in which teachers possess strong individual and collective beliefs in their
capabilities to organize and execute teaching tasks. Additionally, these are schools in
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which teachers exhibit strong characteristics ofhuman caring as evidenced through their
professional commitment to the teaching profession.
Mafnr Finding Numher Three

When all the independent variables were collectively considered, the strongest
predictor of teachers’ intents to stay in the teaching profession was the professional
commitment dimension ofhuman caring. The second strongest predictor of teachers*
intents to stay in teaching was the measure of teachers’ collective self-efficacy beliefs.
Conclusion
This finding points to the importance of personal characteristics relative to
school culture in understanding the complex variable of intent to stay. Thus, it may not
be the school environment that maintains the holding power of the school for the
teacher, but rather the human caring and collective self-efficacy beliefs of teachers.
These are personal rather than school organizational variables.
Maior Finding Number Four
When all the independent variables were collectively considered, the strongest
predictor of perceptions of organizational effectiveness was the teacher collective
efficacy beliefs variable. Other variables that significantly contributed to the prediction
of organizational effectiveness were strong collegial teaching and learning (culture),
motivation of students and classroom management/climate (self-efficacy), and the
professional commitment dimension ofhuman caring.
Conclusion

The findings reported here corroborate Bandura’s (1997) speculation regarding
collective efficacy of teachers. The strength of teachers’ collective efficacy beliefs
243

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

predicts the level o f group performance (Bandura, 1997). “The stronger the beliefs
people hold about their collective capabilities, the more they achieve” (Bandura, 1997,
p. 480). This finding also points to the importance that group beliefs, shared among
teachers, are important to investigate in future studies and are perhaps a more important
concern in school effectiveness and school improvement than previously believed.
Major Finding Number Five

Positive relationships were documented between the school culture, collective
efficacy, intent to stay, and organizational effectiveness, and effective school outcomes
as defined by the Louisiana School Performance Scores. When all the study variables
were collectively considered, the strongest predictor of effective school outcomes as
defined by the Louisiana School Performance Scores was perceived organizational
effectiveness.
Conclusion
This PLC model provides a structure in which effective school outcomes are
filtered though personal and organizational variables. Within this model, perceived
organizational effectiveness is viewed as a muhidimensional and complex concept
comprised of professional personal, cultural, and social interactions within the
organization. The results of this study suggest that organizational effectiveness is
apparently a necessary, but perhaps not sufficient condition for a productive schooL
This finding points out that an apparent, important key to increasing school productivity
is enhancing organizational effectiveness which in turn is facilitated by the development
of strong collective efficacy beliefs among teachers. The positive relationship between
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organizational effectiveness and effective school outcomes, stresses the importance of
ensuring a high quality product through the accomplishment of organizational goals,
rather than solely attending to student-related outcomes as measured by achievement
tests, attendance, and dropout statistics. These findings support the necessity of school
reform and improvement as processes that recreate the organization from within rather
than only targeting the end results as measured through student performance.
Major Finding Number Six
The findings from this study provided reasonable support for the Professional
Learning Community Model as evidenced by the rather strong, positive relationships
between the study variables within the model This finding additionally provides support
for considerable discussion in the literature about the nature ofleaming communities.
Conclusion
The Professional Learning Community Model is reasonably reflective of the
literature on building learning communities and contains important variables that seem
to go hand-in-hand in high quality schools. Thus, the model as originally
conceptualized, has viability as a conceptual framework for conducting further research
on learning communities in schools.
Discussion and Implication of M ajor Findings
This section provides a discussion of the major findings and conclusions.
Conceptual and theoretical concerns, measure development, implications for future
research, and practical implications of the findings are discussed.
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This quantitative study is considered important because it offers a model for
measuring variables to provide empirical data to support the restructuring of schools as
professional learning communities. Prior to this research, professional learning
communities have been assessed primarily through qualitative studies using descriptive

characteristics. Additionally, this study is considered important because it:
(a) investigates theory-rich personal and organizational factors linked to school culture;
(b) enhances the research on teachers’ self-efficacy beliefs; (c) expands the research on
teachers’ collective self-efficacy beliefs, and (d) studies dimensions of the affective
component of caring within the teaching profession. Finally, the study was considered
important because it proposed a PLC model that incorporated measurable, personal and
organizational variables and embedded these variables within the context of theory.
The Study Measures
An initial activity in the study was the development of original measures of two
variables: teachers’ self-efficacy beliefs and teachers’ collective efficacy beliefs.
Additionally, three measures were adapted or modified for this study: (a) school culture;
(b) the affective domain ofhuman caring; and (c) intentions to remain in the teaching
profession. Results of the analyses shed considerable light on the nature of the
subelements of the efficacy construct as it applies to teacher self-efficacy and the
collective efficacy beliefs of the faculty members. Additionally, the results of the
analyses on those measures adapted or modified for the study provide additional
support for understanding the nature of school culture, dimensions ofhuman caring, and
teachers’ intentions to remain in teaching. For more detailed discussion of the measures,
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refer to Chapter 3, Instrumentation and Measures, and Chapter 4, Summary of
Descriptive Statistics and Factor Analyses.
Teacher Efficacy Beliefs Scale-SelfForm (TERS-S1
Teacher self-efficacy has been the topic of investigation in numerous studies
(Ashton & Webb, 1986; Gibson & Dembo, 1984; Loup, 1994; Woolfblk & Hoy, 1990)
and various measures have been developed to assess teachers’ perceptions of selfefficacy, most typically reflecting concern for classroom management (Loup, 1994).
Many of the past attempts to measure teacher self-efficacy beliefs have been
psychometrically and theoretically deficient (Bandura, 1997; Tschannen-Moran, et al,
1998).
The Teacher Efficacy Beliefs Scales (TEBS) developed for the study utilized
Bandura’s (1997) Guide for Constructing Efficacy Scales in developing the response
format. Two forms of TEBS were used in order to differentiate self-efficacy and
collective efficacy. Both forms of the TEBS focus on multiple elements of actual
teaching and learning. The Teacher Efficacy Beliefs Scale-SelfForm (TEBS-S)
requested that teachers make judgements about the strength of their personal beliefs in
their capabilities to organize and successfully carry out teaching tasks in their schooL In
assessing the strengths of their personal beliefs, they were asked to consider their
abilities within the context of their current school and to consider job roles and
responsibilities, available resources and support, current policies, and help from
colleagues.
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Five subelements of self-efficacy were empirically identified including
Cbmmunieation/Clarifieation, Management/Climate, Accommodation of Individual
Differences, Motivation of Students, and Higher Order Thinking Skills. These five
dimensions support and enhance Bandura’s (1997) theory of perceived self-efficacy as
“beliefs in one’s capabilities to organize and execute the courses of actions required to
produce given attainments” (p. 3). These dimensions address those daily tasks that
teachers face as part of their course of action. Additionally, these dimensions provide
evidence that self-efficacy is multidimensional, with statistically independent
subconstructs. Though these five personal efficacy elements are empirically verifiable, in
this study, they are considered to operationalize a more global construct of teacher’s
self-efficacy beliefs that show linkages to school organizational effectiveness, rather
than to effective school outcomes defined in terms of student-related variables.
Examination of the TEBS-S empirical structure and reliability collectively supported
this new measure as psychometrically sound.
This new measure is grounded in Bandura’s (1997) efficacy theory and utilizes
task specific items in order to assess the strength of the teacher’s perceived self-efficacy
beliefs regarding teaching and learning at the class leveL A major assumption upon
which the TEBS-S was constructed was that individuals possess an important selfperception construct that mediates linkages between cognition and behavior. The TEBS
is different from other measures because it asks the respondent to consider context
factors in the work environment when making judgements about capabilities to carry
out various tasks.
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The TEBS-S is the first comprehensive measure known that has been
specifically designed to assess the strength of teachers* personal beliefs in their
capabilities considering specific teaching tasks, availability of resources and support,
obstacles and barriers, and across a range of teaching activities that must be performed
at the classroom leveL Existing measures have not addressed self-efficacy within the
specific context in which the individuals are being assessed. According to Bandura’s
(1997) Model of Triadic Reciprocal Causation, the strength of efficacy beliefs are
determined within a particular context through interaction with the environment.
The TEBS-S response format is the first measurement system to account for this critical
aspect by assessing teachers according to their particular or specific context within their
teaching environment.
Teacher Efficacy Beliefs Scale-Collective Form (TEBS-Q
A second measure of efficacy was developed, the Teacher Efficacy Beliefs
Scale-Collective Form (TEBS-C). This measure is a uni-dimensional, empirically
validated and reliable measure of teacher’s perceptions of the strength of the faculty’s
beliefs in their “collective” capabilities to organize and successfully carry out work tasks
within the context of their schooL There have been few investigations regarding the
study and measurement of collective efficacy. Typically, researchers interested in
collective efficacy have addressed this issue by statistically aggregating individual
perceptions of self-efficacy (Bandura, 1993; 1997; Goddard, 2000). However, statistical
aggregation alone does not reflect the measurement of an organizational construct.
According to the literature, it appears that there are no known examples in which
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teachers* collective self-efficacy beliefs have been measured as an organizational
construct. The results of this study provide support for the TEBS-C as a unique and
initial measure of teacher collective efficacy as an organizational level construct The
development of this measure as a viable assessment of collective efficacy provides a
measure for empirically assessing teachers’ collective efficacy beliefs. This measure will
provide a tool for assessing teachers’ collective self-efficacy beliefs within the context
of the teaching environment
Revised School Culture Elements Questionnaire (RSCEQ1

An abbreviated version of the Revised School Culture Elements Questionnaire
(RSCEQ) was utilized to measure elements of school culture. The original measure, the
School Culture Elements Questionnaire (SCEQ) (Cavanagh, 1997), had been revised
and extended through several prior studies (Bobbett et aL, 1998; Olivier et al., 1998;
Davis, Ellett, & Ruggett, 1999). The most recent study identified three scales (Davis, et
aL, 1999). While school culture can be described from many different perspectives,
culture within this study focuses on elements of professional school culture.
The results of this study provide empirical support for professional school
culture as a multiple dimensional construct The three dimensions of culture identified
were Shared Leadership, Collegial Teaching and Learning, and Professional
Commitment These dimensions were essentially the same as those reported by Davis, et
aL (1999). School culture can be understood through this study as a complex construct
having multi-dimensions rather than a unitary concept Rather strong alpha reliabilities
for these measurement dimensions of culture provided additional support for the
recommended use of the RSCEQ in future research.
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Human Caring Inventory - Teacher Form (HCD

The Human raring Inventory - Teacher Form (HCD was modified for this study
in order to measure the affective component ofhuman caring of teachers. The original
measure was developed for use with nurses and a subsequent measure was modified to
use with social workers (Ellett, 2000; Moffett, 1993). The results of an initial
adaptation for teachers indicated some face validity and assessment concerns (Ellett,
et aL, 1996). The abbreviated version of the HCI-TF that was used in this study
shortened the previous teacher measure and addressed these concerns.
The analyses of results of the HCI in this study showed four factored subscales,
as previously noted. These dimensions of the HCI included Professional Commitment,
reflecting a commitment of personal responsibility to the teaching profession;
Receptivity or focus on the tendency to be sensitive and to show concern and empathy
for others; Responsivity, involving the tendency to be supportive, nurturing, altruistic;
and Personal Involvement reflecting personal familiarity and involvement with
colleagues and students. While the Alpha reliability coefficients were fairly strong, the
Personal Involvement dimension appeared to be somewhat problematic in terms of one
weak item, thus slightly tempering the conclusions for this measure.
Results of the data analyses supported the validity of the HCI-TF and the
reliability of the data as well The analyses of the data for the HCI did show results of
strong correlations between subelements ofhuman caring of teachers with other
variables within the study.
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Recommendations for future use and development of the HQ as a personal
measure of the affective component ofhuman caring of individual teachers include the
foDowing: (1) modifications due to difficulty regarding adaptation of the measure;
(2) examination of items that appear to be ambiguous and difficult to interpret; and
(3) utilization of only those items with high Alpha reliability coefficients.
Modifications regarding adaptation of the measure should focus on the
following concerns: (a) original measures designed for the other helping professions of
nursing and social work, thus some difficulty in translating the items into a different
work context; (b) need to consider the teacher’s work settings and specific teaching
tasks/situations; (c) review of items to determine if all items are indeed appropriate in
order to assess personal beliefs of teachers; (d) need to enhance the wording of some
items so that resulting information is reflective o f responses specific to the teaching
profession; and (e) rewording of items that are generic or applicable to various helping
professions in order to be specific for the teaching profession; for example, item # 22,
“I am bothered when I can 7 honor a commitment... ” might be more appropriately
worded *7 am bothered when I can 7 honor a commitment to my students...or to my
teaching colleagues. ”
There is a need to examine all items that appear to be ambiguous and difficult to
interpret. For example, item# 7, "My goal is to complete a task a quickly as possible
without wasting time on conversation” appears to have been problematic. This specific
item may be interpreted from either an efficiency perspective or one of disinterest in
others. Additionally, the analyses of Alpha reliability coefficients for items in the
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factored subscale Personal Involvement (PI) showed that deleting item # 7 from the
subscale would increase the Alpha coefficient from .47 to .67.
Intent to Stay Questionnaire fISOI

The Intent to Sta y Q uestionnaire (TSOI w as a new m easure designed for th is
study. It was modified from the Child W elfare Intent to Remain Index (CWIRI) (Ellett,
2000). It was designed to measure teacher intent to stay in teaching. Factor analysis
results supported the ISQ as a uni-dimensional measure for linking personal and
organizational variables with intentions to remain in the teaching profession. The ISQ
showed statistically significant, positive relationships with both personal and
organizational variables. Additionally, this measure is of importance because there are
no other known measures of intent to remain in teaching. Although there has been
considerable concern in studying teacher turnover and burnout as evidenced in the
literature, there is little information regarding intent to stay in teaching (Bums, 2000;
Frantz, 1994). This research perspective would provide pertinent information for
maintaining teachers in the teaching profession, rather than information pertaining to
reasons for their departure, thus providing direction for schools regarding those critical
elements that contribute to teachers remaining in the teaching profession.
Index of Perceived Organizational Effectiveness (IPOE)
Although extensive studies had been completed to explore the validity and
reliability of the Index of Perceived Organizational Effectiveness (IPOE) (Claudet.
1993; Hoy & Ferguson, 1985; Johnson, 1991;Logan, 1990; Loup, 1994;Miskel,
Fevurly, & Stewart, 1997), there existed a need to examine the reliability of the data for
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this measure used in this study. The IPOE is designed as an outcomes measure of the
overall effectiveness of the school as an organization. The four dimensions of the
measure are consistent with key organizational functions related to general
organizational effectiveness and include quantity and quality of product, efficiency,
adaptability, and flexibility. The EPOE is utilized as a uni-dimensional measure of
organizational effectiveness. The internal consistency reliability coefficient for the IPOE
in this study was .95. This finding provided further support documenting the high
reliability of measurement in different contexts with the IPOE.
Positive Relationships Between Study Variables of
School Culture. Teacher Efficacy, and Human Caring
The results of the study showed positive relationships between certain factored
subscales of school culture, teacher efficacy, and human caring. Two of the three
subscales of school culture, Shared Leadership and Collegial Teaching and Learning,
were positively and moderately correlated with teacher self-efficacy including
Communication/Clarification, Management/Climate, and Higher Order Thinking Skills.
Additionally, all three of the culture subelements showed strong, positive relationships
with collective efficacy.
Bandura (1997) contends that beliefs of personal efficacy constitute the key of
human agency and the people become agents when they act on the environment. In
social cognitive theory, human agency operates within an interdependent causal
structure involving triadic reciprocal causation (Bandura, 1986). This relationship exists
among three major classes of determinants including behavior, the interpersonal factors
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in the form of cognitive, affective, and biological events, and events in the external
environment. Triadic reciprocal causation can be related to interactions between the
personal construct of self-efficacy and the organizational construct of culture. While
school culture is a measure of the norms, values, attitudes, and beliefs of the
organization and teacher self-efficacy is a personal measure, the findings reported here
showed positive relationships between these two constructs. School culture assists in
framing the environment for the individual or professional within the school, thus
providing an environment in which teachers* self-beliefs can be informed and altered for
subsequent performance.
The external environment is able to provide sources of information from which
expectations of personal efficacy are derived. Bandura (1977) identifies these four
principal sources as performance accomplishment (enactive mastery), vicarious
experience, verbal persuasion, and physiological states. Schools in which there is a
strong professional culture, as evidenced through shared leadership and collegial
teaching and learning, foster the production of teachers’ self-efficacy beliefs through
these sources of information. Thus, a strong professional school culture provides
opportunities for teachers to experience success through effort. With repeated success,
strong efficacy expectations are developed through these mastery experiences providing
the most influential source of efficacy development (Bandura, 1997). Schools with
professionally rich cultures provide environments that support teachers working with
each other and modeling effective teaching methods. Observing other teachers succeed
by perseverant effort increases teachers’ beliefs that they, too, possess the capabilities to
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master similar activities through these vicarious experiences (Bandura, 1986; Schunk,
1987).
Thus, norms of a strong professional school culture include opportunities for
teachers to interact with each other, support, encourage and provide feedback to
colleagues, communication regarding goal accomplishments, and recognition of
colleagues’ successes. Teachers' selfefficacy beliefs are strengthened in schools with
strong cultural norms (Bandura, 1995; Schunk, 1989).
According to social cognitive theory, if the environment is enriched through
building strong professional norms within the school, teachers in turn will be motivated
to persist in their efforts, develop strong beliefs in their own personal capabilities to
carry out and complete their tasks, and to accomplish their goals.
Although the linkage between school culture and teacher self-efficacy was
positive, the results of the study supported an even stronger relationship between school
culture and collective efficacy. Both school culture and collective efficacy represent
collective notions. Strong, positive collective norms, values, and beliefs representative
of the professional elements of culture link with the strong personal beliefs in the
capabilities of the organization to be successful. Schools with strong cultural norms that
include shared leadership and collegial teaching and learning, foster teacher
participation in decision making, goal setting, and group performance, all of which
enhance collective efficacy (Loup, 1994). The results of this study, therefore, support a
positive relationship between strong professional cultural characteristics and teachers’
collective self-efficacy. This is believed to be the first study that empirically supports
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this relationship. Thus, the overall beliefsystem of teachers within the school in toms of
what they are capable of doing as a collective group is developed through a strong
culture centered around professional norms.
The study results also showed a positive relationship between subscales of
school culture and Human caring. The strongest relationship was between Shared
Leadership (RSCEQ) and Professional Commitment (HCI). Thus, schools with a
professional culture in which leadership is collectively grounded in the norms, values,
and beliefs of cooperation, sharing, support, and encouragement have teachers with a
strong personal commitment and a feeling of responsibility to the teaching profession.
The study also considered the relationships between the study variables of
teacher efficacy beliefs (selfand collective) and human caring. Those factored subscales
that showed significant, rather moderate relationships between self-efficacy and human
caring included Communication/Clarification/TEBS-S and Professional
Commitment/HQ, Management/Climate/TEBS-S and Responsivity/HCI, Motivation of
Students/TEBS-S and Responsivity/HCI. The collective efficacy measure showed rather
moderate correlations with three of the four human caring subscales (Professional
Commitment, Responsivity, and Personal Involvement). While the TEBS-S and HCI
both measure individual personal characteristics, self-efficacy is a measure of the
strength of one’s belief system, while human caring measures an affective caring
component of an individual’s feelings toward others. The results of this study suggest
that teachers who have a strong professional commitment and feeling of personal
responsibility toward the teaching profession, exert continued effort to succeed with
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their students in the learning process. Additionally, the results support the linkage

between teachers' strong feelings ofresponsivity, in terms of supporting teacher/student
relationships, and teachers’ strong efficacy beliefe in their capabilities to maintain a

classroom environment that maximizes learning in a fair and equitable learning setting.
Additionally, the findings suggest that teachers with strong feelings of responsivity to
then: students are more persistent hi motivating their students in a positive manner in
order to influence their learning potential.
The relationships between collective self-efficacy and the subscales of human
caring support a school in which faculty members possess strong beliefe in their
capabilities as a collective group to assume the responsibility of educating students
through persistence and endurance, collectively being supportive, nurturing, and
demonstrating care about students, and getting to personalty know both students and
colleagues by providing support and assistance.
Predictors of Intent to Stay and Organizational F.ffectiveness
Intent to Stay
One of the most important findings from this study was the identification of
those variables that showed a strong relationship with teachers’ intentions to remain in
the teaching profession. Ofall the study variables, the highest predictor of teachers’
intentions to remain employed in the teacher profession was the Professional
Commitment subscale of human caring. The results using stepwise multiple regression
procedures showed that professional commitment accounted for 59% of the total
variation among schools in teachers’ intentions to remain in teaching. Thus, teachers
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with strong professional commitment to the profession ofteaching and to their students
are committed to behaving in ways that reflect this individual caring characteristic. The
results of this study suggest that feelings of personal responsibility to the teaching
profession result in persistence and endurance to assist others and contribute to
teachers’ intentions to stay in teaching. In a school where teachers collectively believe
that, as a group, they are capable of organizing, executing, and meeting the needs of
their students, they will be more likely to remain in their position and to stay in teaching,
creating a more stable faculty. A school culture which fosters teachers’ satisfied with
their school situation will be less likely to leave the teaching profession. Thus, the
results validate these variables as potentially important predictors of intent to stay in
teaching.
Results of the study additionally showed positive relationships between intent to
stay and shared leadership, teacher self-efficacy, and responsivity. The relationships of
these variables with intent to stay focus on personal, psychological, and work context
factors that have cognitive, affective, and behavioral elements contributing to the
teachers’ intent to stay in teaching. This study clearly showed that elements of
professional school culture were positively linked to intent to remain in teaching.
The findings of this study showed that schools operating as professional learning
communities contribute to the holding power of the teaching profession for teachers by
establishing and sustaining a school culture reflecting professional norms of shared
leadership, collegial teaching and learning, and professional commitment to continuous
improvement of the learning process. An implication from these findings is the need to
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build cultures within schools that are concerned about professional commitment and
policies of continuous learning. A structure for building these cultures is the
Professional Learning Community Model proposed in this study. The PLC model
provides a structure for school improvement through which interacting personal and
organizational variables foster an environment in which teachers continuously learn for
the benefit of the students.
Additionally, findings from the study showed that teacher self-efficacy beliefe
are linked to teachers’ reports of intent to remain employed in the teaching profession.
Those individuals who care about students and who have strong self-efficacy beliefe
reflecting motivation to exert continued effort and persistence in the lace of obstacles
and barriers, are those with the highest levels of intent to remain employed in the
teaching profession.
O rg a n is a tio n a l

Effectiveness

An important finding from this study was the identification of those variables
that served as predictors of the organizational effectiveness of the schooL The variable
with the highest predictive value, collective efficacy, accounted for 76% of the total
variation in organizational effectiveness. There were other predictors of organizational
effectiveness, but they were somewhat less important than collective efficacy. The
findings of the study suggest that in order to develop and maintain organizational
effectiveness, attention might first be given to variables at both the personal level (selfefficacy and human caring) and the organizational level (school culture and collective
efficacy). The findings suggest that a school perceived as having a high level of
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organisational effectiveness will likely have teachers who succeed in maximizing

students* teaming potential through positive motivation, maintaining a classroom
environment with high levels of student engagement, and teachers who are committed
to the teaching profession and their responsibility to assist students in the learning

process. Thus, considering the interacting personal and organizational variables, good
schools are seen as good schools from the class level to the larger organizational level
Supplemental Findings o f Relationships Between Variables
As study findings emerged, additional questions regarding relationships between
the variables were developed. While the primary area of study focused on linkages
between the study variables (culture, self-efficacy and collective efficacy, and human
caring) and intent to stay in teaching and relationships with organizational effectiveness,
the defined measure of effective school outcomes, became a supplemental point of
interest. This measure of effective school outcomes, the School Performance Score
(SPS), is a reflection of the national school accountability movement and more
specifically, the accountability movement in Louisiana. For more specific information on
the SPS, refer to Appendix E. Through multiple regression and bivariate correlational
analyses, relationships between specific variables and the SPS emerged.
Although the school level of socioeconomic status is still a prominent predictor
in the School Performance Score, supplemental findings showed organizational
effectiveness as a significant predictor. An additional predictor was the professional
commitment of human caring. Independent of socioeconomic status and organizational
effectiveness, collective efficacy was shown as a valuable predictor. Thus, the findings
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showed that schools that have a large percentage of low socio-economic students are
indeed abte to affect academic success of students by attending to those variables within
the school’s control These findings stress the necessity to attend to personal and
organizational factors in order to have a significant effect on the student academic
performance. Considered collectively, the results of the analyses using the SPS as a
dependent variable paint a picture of high performing schools as schools characterized
by shared leadership, collegial teaching and learning, strong collective efficacy, and
strong personal commitment of teachers in the continual improvement of the learning
process.
The Professional T.earning Community Model

While the literature is rich in terms of describing how a school operating as a
professional learning community might look, little information has been provided in the
creation and development of professional learning communities. The majority of the
studies on learning communities have been qualitative studies that offer case studies of
schools that have emerged as schools of continuous inquiry. Thus, although there has
been a lot of discussion on PLCs within the literature, there has been little empirical
research.
The Professional Learning Community Model (PLC Model) (Chapter I, Figure
1) developed to guide this study was designed to depict hypothesized linkages and
relationships between personal and organizational constructs operating within a PLC.
This Professional Learning Community Model is reasonably reflective of the
literature on building learning communities, as well as high quality schools. The PLC
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model, as originally conceptualized appears viable as a conceptual framework for
conducting further research on schools operating as professional teaming communities.
The findings of this study provided empirical support for linkages between the study
variables within the PLC model
The PLC model utilizes a dynamic system to produce the outcomes of the
school Information on the interactions of the study variables within the model can be
found in the model discussion in Chapter 1.
The PLC model indicates an indirect relationship between the PLC variables
and those outcomes that are viewed as critical in determining effective school status.
The model depicts professional culture, self- and collective efficacy, and human caring
as indirectly linked to effective school outcomes, while showing the strongest, most
direct linkages to teachers’ intents to remain in teaching and organizational
effectiveness.
In assessing the usability and adaptability of the PLC model professional
learning community literature might incorporate the findings of the relationships of the
study variables, thus providing a viable model for professional learning community
research.
Whole-school change is being emphasized as a necessity for school
restructuring (Wagner, 1998) and the need to recreate the organization from within
through continuous inquiry and improvement (Joyce & Calhoun, 1995). Fullan (1991)
stresses that school redesigning must involve new forms of leadership, collegiality, and
commitment. Findings from this study showed strong relationships among the elements
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of leadership, collegiality, and commitment and positive correlations with both intent to
stay in teaching and organizational effectiveness. Cuban (1990) has stressed that
educational reforms can no longer focus on first-order changes that are only surfacelevel changes, but must move toward second-order changes that alter the fundamental
ways in which the organization is put together. Fullan (1991) links these more
substantial second-order changes as directly affecting the culture and thus the structure
of the school.
In describing the essence of this community of professional learners, Astuto et
al (1993) state the goal of the community members is the development and
enhancement of personal and collective effectiveness for the benefit of the students.
The PLC model addresses both personal variables, self-efficacy and human caring, and
collective variables, school culture and collective efficacy beliefe.
The core characteristic of the professional learning community is seen as an
undeviating focus on student learning through a learning environment that is
supportive and designed to realize each student’s potential achievement (Louis &
Kruse, 1995).
The literature on professional learning communities offers varying views and
descriptions of characteristics or dimensions ofPLCs. This study incorporated the
most common attributes ofPLCs discussed throughout the literature which included
the following: supportive and shared leadership, shared values and vision, collective
learning and application of learning, supportive conditions, and shared personal
practice (Hord, 1997a).
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This study’s PLC Model incorporated the majority of these attributes, although
labeled differently. For example, the attribute of supported and shared leadership and
shared values and vision is collapsed in this study as one subscale of culture, Shared
Leadership.
The PLC model addresses and measures the core characteristics as teacher selfefficacy elements of management/climate focusing on maintaining a classroom
environment that maximizes learning through high levels of student engagement, and
motivation of students in a positive learning environment in order to influence student
academic development to maximize student learning potential The study findings
showed these elements as having significant, positive relationships with school culture,
as well as efficacy beliefe. The literature on shared values and vision also recognizes
that the learning community is comprised of individuals that maintain a caring
relationship as supported by open communication and trust (Fawcett, 1996).
The study analyses showed strong relationships between collegial teaching and
learning with teacher self-efficacy beliefe, collective self-efficacy beliefe, and human
caring. These results provide support for the inclusion of collaboration among
colleagues as a source for improved individual teacher self-efficacy, the collective
efficacy beliefe of the faculty, and personal involvement with colleagues and students.
The PLC Model framing this study incorporated variables derived from the
PLC literature. The study tested the viability of the model by examining linkages
among the study variables. This preliminary test of the model is unique to this study,
particularly given the number of theory-rich variables.
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Fullan (1991) has suggested that educators must “redesign the workplace so

that innovation and improvement are buSt into the daily activities of teachers... and
[adopt] institutional renewal with new forms of leadership, collegiality, commitment to,
and mechanisms for continuous improvement” (p. 353). The findings of this study
support the PLC as this model for continuous improvement While Fullan (1993)
supports the priority of reculturing as a method for restructuring, the PLC Model
focuses on those variables that address the necessary second-order changes of
reculturing in order to alter the fundamental ways in which the organization operates
(restructuring).
While the professional learning community literature presents discussion on the
concept ofPLCs primarily through qualitative findings, there has not been much
comprehensive quantitative research prior to this study. The following information
integrates the quantitative findings from this study with the qualitative research and
descriptions provided in the literature of professional learning communities. The
findings of the study provide support for a picture of a school as a professional
learning community. The study results also provide support for how the variables
might interact to produce an effective school. The findings from this study support the
following description of a school operating as a professional learning community, as
measured through the PLC Model designed for this study:
•

Norms within the school culture include shared leadership, collegial teaching
and learning, and professional commitment. These norms foster reflective
dialogue, deprivatization of practice, collective focus on student learning, and
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shared norms and values. While elements of school culture are stressed
throughout the literature, Kruse & Louis (cited in Hord, 1997b) refer to the
necessity for teachers engaging in reflective dialogue as an avenue to affect
school culture.
Shared learning among professionals exist as the norm. This finding supports
the new model ofPLCs that is described in the literature as relying upon
continuous learning o f the professionals within the school (DuFour & Eaker,
1998).
The school culture comprised of these professional norms promotes elements
of human caring in which teachers are responsive and receptive to the needs of
their colleagues and students and display characteristics of sensitivity, warmth,
interest, concern, and empathy, as well as having a tendency to be nurturing
and supportive in their relationships. This finding supports Sergiovanni’s
(1992) description of the school as a teaming community where there exists a
kind of connectedness among members that resemble a family, a neighborhood,
or a close knit group.
Teachers working within a rich PLC culture spend time getting to personally
know their colleagues and students and are dependable when needed.
Hargreaves (1995) stressed that within these collaborative cultures, emphasis
on shared learning (Collegial Teaching and Learning) is necessary, in addition
to individual teaming.
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•

Teachers within this PLC school possess a strong professional commitment to
the teaching profession and to assisting students to realize their maximum
potential The continuous process of defining and redefining goals within a
PLC represents a state of constant flux, symbolizing commitment and thus
fostering the creation of a community of commitment (DarKng-Hammond &
Goodwin, in Loup, 1994).

•

Teachers have strong seifefiBcacy beliefe in then capabilities to provide a
classroom environment that maximizes student learning. Teachers have strong
self-efficacy beliefe in their capabilities to effectively communicate to their
students and colleagues. Teachers in PLC schools have strong collective selfefficacy beliefe in the capabilities of their group or school organization to
promote student academic success. Hargreaves (1995) emphasizes that
working together in a PLC serves a way of building relationships and collective
resolve and as a source of learning.

•

Responsibility for learning is observed through professional commitment and
human caring. Sergiovanni (1992) stresses that professionalism is defined as a
commitment to the ethic of caring. The findings of this study link teacher
professionalism and elements of human caring.

•

Teacher self-efficacy beliefe are strengthened through PLC activities of
modeling and verbal persuasion through collegial teaching and learning.

•

PLC activities involve staff in developing and m a in ta in in g a collaborative,
professional school culture, fostering teacher development, and helping
teachers to solve more effectively.
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School culture within a PLC fosters shared leadership that allows for
clarification o f vision and improved shared mental models. Leadership within
the PLC is collective and is an ongoing, interactive, and interpersonal process.
The PLC moves from transformational leadership toward leadership density in
order for the school to continually extend and broaden the leadership roles.
Thus, leadership becomes culturally embedded in the school, reflected in the
beliefe, values, roles, norms, interests, and expectations of the school
community. These adaptations regarding leadership address second-order
changes, rather than only those surface level changes.
A school operating as a PLC addresses the need for school reform and
restructuring through a culture which uses the established norms, values, and
beliefe to promote change. A reculturing process provides for elements of
change to become embedded within the culture of the school in order for the
change to be successful and sustained. These findings support DuFour and
Eaker’s (1998) beliefe that to develop PLCs, it is necessary to alter the values,
beliefe, and expectations contributing to the school culture.
Teachers within PLCs have a commitment to making significant and lasting
changes and are more likely to undertake significant, systemic change.
Study findings support effective communication through elements of teacher
collective self-efficacy, human caring aspects of responsivity and receptivity,
and shared leadership.
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•

Collaboration exists through collective endeavors within the school as seen
through collegial teaching and learning, personal involvement, human caring,
and professional commitment of the staff

•

Teachers within PLCs operate as team members. PLCs build communities of
teacher leaders and teacher learners and PLCs reduce the isolation of teachers.
Teachers within PLCs share responsibility for the total development of students
and collective responsibility for students’ success. These findings support Louis
and Kruse’s (1995) contentions that PLCs are viewed as schools in which
individuals coilaborativeiy and continually work together.

•

A PLC school fosters greater satisfaction among teachers and increased
morale. Teachers within a PLC school continuously seek and share learning,
and act on their learning as supported by findings of professional commitment.
A PLC school provides an environment that is rich in the personal,
psychological, and work context factors that contribute to teachers’ intents to
remain in teaching.

•

Teachers within a PLC school have a strong professional commitment of
human caring and strong collective self-efficacy beliefe, both providing support
for teachers to remain in teaching. The organizational effectiveness of a PLC
school is supported by strong collective self-efficacy beliefe, collegial teaching
and learning, motivation of students, a positive classroom environment, and a
caring professional commitment.

270

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

•

Regardless of the socioeconomic status of the school, activities within PLCs
afifect student academic performance, as measured by effective school
outcomes, primarily through strong organizational effectiveness, teachers’
collective self-efficacy beliefe, and teachers’ intents to remain in teaching.

•

A school operating as a professional learning community maintains positive
relationships between and among the variables of professional school culture,
teacher self-efficacy beliefe, collective self-efficacy beliefe, elements of human
caring, teachers’ intents to stay in teaching, and organizational effectiveness.

•

Findings from this study clearly support the comprehensive description ofPLCs
offered by Boyd (1992b): positive teacher attitudes regarding schooling,
students, and change; students’ enhanced interest and engagement with
learning; norms of continuous critical inquiry and continuous improvement;
collegial relationships among teachers; positive, caring student-teacheradministrator relationships; and a sense of community in the school.
This study’s findings support the viability of a PLC Model that incorporates all

of these interacting variables. These quantitative findings offer support for the
qualitative discussion found in the literature on professional learning communities.
Implications for Theory, Practice, and Future Research
This study’s major findings and conclusions have previously been individually
summarized. In reviewing this study as a whole, however, there are additional
implications related to conceptual and theoretical concerns, methodological and design
issues, practice, and future research. This final section addresses these implications.
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Implications Related to Conceptual and Theoretical Concerns
SeIfcEflBcacv and Collective Efficacy
The results and conclusions of this study inform theories in a variety of ways
and provide information that has several implications for theories of self-efficacy. The
social cognitive conception of self-efficacy beliefe reflected in the work of Bandura
(1978,1986,1987,1997) and others has been extended in this study to teachers, both
individually and collectively, through the conceptual framework of schools functioning
as professional learning communities. According to Bandura, individuals with strong
self-efficacy beliefe are highly motivated and persist in their pursuit of goal attainment,
regardless of the barriers and obstacles encountered, and they persist in accomplishing
their goals, even when faced with failure. Regarding collective efficacy, Bandura
(1993) reported that teachers who collectively perceive themselves capable of
promoting student academic success, develop within their school, a positive culture for
achieving academic goals. This study documents linkages between self-efficacy and
culture in schools and faculty collective efficacy and school culture. Bandura (1993)
asserted that the collective efficacy of a faculty could be a stronger predictor of student
achievement than the socioeconomic level of the students. This study provides
quantitative evidence that supports Bandura’s assertion regarding collective efficacy as
a strong predictor of students achievement, regardless of the socioeconomic level of
the students. The study findings showed that collective efficacy was a significant
predictor of student achievement, as defined by the School Performance Score, both
when the socioeconomic status of the students was considered, as well as when the
SES level was removed from the multiple regression equation.
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There are indications, within this study, that the self-efficacy construct can be
generalized both across domains and within domains as suggested by Bandura (1997).
The factor analyses of the TEBS-S data set grouped items into factors which
conceptually related to each other within similar teaching domains. The items related to
efficacious beliefe in capabilities to carry out teaching tasks were grouped into five
factors: Communication/Clarification, Management/Climate, Accommodation of
Individual Differences, Motivation of Students, and Higher Order Thinking Skills.
Bandura (1997) suggests that mastery experiences can produce some degree of
generalized self-efficacy beliefe and that the primary mastery experience is the presence
of similar sub-skills. The teaching tasks within the domains were closely related and
had enough commonality in that similar sub-skills could be identified according to the
teaching tasks specified within the TEBS-S. The strength of the teachers’ beliefe was
based on their present school situation and their personal beliefe in their capabilities to
organize and successfully carry out specific teaching tasks. Thus, the teaching tasks
domains which factored together in this study have similar sub-skills, providing support
to Bandura’s premise.
The findings of the study also provide evidence that self-efficacy beliefe can be
generalized within domains that have cumulative properties where subcategories
contribute to a more general notion of the construct. This was evident by the factor
analyses of the setf-efficacy items with the grouping of the teaching tasks by factors
and the positive correlation among all of the five factors. These findings are consistent
with current views about how efficacy beliefe develop within and across domains
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(Bandura, 1997). Thus, the self-efficacy beliefe in a teacher’s capability to successfully
carry out teaching tasks in the domain relating to motivation of students contributes to
the teacher’s self-efficacy beliefe towards capabilities relating to development of higher
order thinking skills, and both of these contribute towards the other TEBS-S factors.
All of the TEBS-S factors contribute towards a more general notion of efficacy about
the teacher’s self-efficacy beliefe in capabilities to successfully organize and execute
teaching tasks within the schooL
The results of this study support Bandura’s (1997) position regarding the
generality of efficacy beliefe. Bandura stressed the need to recognize the transfer of
efficacy beliefe across activities or settings in order to avoid the necessity of having to
establish a sense of efficacy anew with each activity attempted, thus acknowledging no
ability to adapt. However, these findings do not support a universal acceptance of
efficacy transferal which would undermine the conceptual definition of the construct of
self-efficacy. “Efficacy beliefe are structured by experience with specific experiences
contributing to the development of specific efficacious beliefe. When experiences
contribute to the development of multiple efficacy beliefe, then a generalized notion of
efficacy can be identified which crosses capabilities and performance domains
surrounding those beliefe” (Johnson, 1999).
The findings of this study also contribute to the development of the
measurement of self-efficacy beliefe. According to Bandura (1995, 1997), the
development of an efficacy measure must draw upon the conceptual analysis and
expert knowledge of what it takes to succeed in the given pursuit. The TEBS-S
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identifies and incorporates specific teaching tasks that address daily activities that
teachers face and the challenges that exist to successfully carry out these tasks. The
study participants are presented with items portraying different levels of task demands
and they rate the strength of their belief in their capability to execute the requisite
activities. The participants are asked to judge their own capabilities as of now,
according to their present school situation, and not their potential capabilities or their
expected future capabilities. The results of this study support the guidelines established
by Bandura (1997) in constructing efficacy belief scales and thus provides a measure
designed for the purpose of gauging teacher’s self-efficacy beliefe.
Given the stressful work environment in which teachers are currently
functioning due to the high stakes testing policies and evaluations of schools based
solely on isolated academic performance of students, the findings of the study
positively linking the strength of self-efficacy and collective efficacy to intentions to
remain in teaching and to organizational effectiveness, extend social cognitive theory
into the actual practice setting. Additionally, the study findings provide support for
Bandura’s self-efficacy theory as a strong predictor of student academic success in
school. The findings add predictive validity to the measures developed to assess
teacher self-efficacy beliefe and collective efficacy of the faculty. As well, they extend
the nomological network (Cronbach & MeehL, 1955) and explanatory power of selfefficacy and collective efficacy theory to yet another applied setting of professional
learning communities.
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The factor analysis results ofthe teacher self-efficacy measure clearly identified
multiple dimensions of teacher self-efficacy. These factors reflect the teacher’s selfefficacy beliefe about specific work tasks in teaching including communication and
clarification, management and classroom climate, accommodation of individual
differences among students, motivation of students, and Higher order thinking skills.
The separation of these measurement dimensions is conceptually and operationally
consistent with Bandura’s (1997) discussion of self-efficacy beliefe, associated with
behavioral outcomes, and the theory of triadic reciprocal causation.
The results of this study provide information that also has implications for the
contributions toward the understanding of collective efficacy. While collective efficacy
is rooted in self-efficacy, Bandura (1997) stressed the need for progress in this field of
study through the development of suitable measures of groups’ shared beliefe of
efficacy, since a lack of sound measures serves as a methodological barrier to research.
Studies of perceived collective efficacy demonstrate that it exists as a group attribute
and that beliefe of collective efficacy predict level of group performance (Bandura,
1993; 1997). “The stronger the beliefe people hold about their collective capabilities,
the more they achieve” (Bandura, 1997, p. 480). Bandura (1997) cites the academic
domain as being especially well suited for studying the impact of perceived collective
efficacy on organizational accomplishments and provides research evidence in which
the stronger the faculty members’ shared beliefe in their instructional efficacy, the
better their schools performed academically. This study’s findings support this theory
of collective efficacy by providing evidence in which collective efficacy was a
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significant predictor to both organizational effectiveness and School Performance
Scores. Additionally, the findings support the development of the TEBS-C as a sound
measure of collective efficacy. The measure adhered to Bandura’s (1995,1997)
guidelines for constructing efficacy scales and documents a valid measure in which
teachers’ assess the strengths of faculty’s collective abilities regarding their capabilities
to organize and successfully carry out teaching tasks.
Additionally, the factor analysis of the collective efficacy measure clearly
identified the collective strength of teachers’ self-efficacy beliefe in their capabilities to
organize and successfully carry out work tasks. As Bandura has moved from
discussions of self-efficacy alone to consideration of collective efficacy beliefe and their
power in organizations, this study confirms this conception of efficacy theory and
extends collective efficacy to the schools. These findings from the collective efficacy
measure thus, extend the literature in the area of collective efficacy by providing
empirical evidence documenting the positive relationships between self-efficacy and
collective efficacy with the variables of culture, human caring, intent to stay, and
organizational effectiveness. Thus, the findings of this study continue to document the
rich utility of the self-efficacy construct and to extend and enrich the literature in
collective efficacy in explaining a wide variety of human behaviors in professional
contexts (Bandura, 1978; Pajares, 1996; Tschannen-Moran, Hoy, & Hoy, 1998).
Finally, this study extends the theory of self- and collective efficacy into a new
context of professional learning community. The study findings document positive,
significant correlations between the variables of self-efficacy and collective efficacy and
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the additional variables encompassed in the Professional Learning Community Model
This study documented measures in which both self-efficacy and collective efficacy
served as predictors for teachers’ intent to remain in teaching, organizational
effectiveness, and effective school outcomes. Thus, the PLC Model extends the theory
of efficacy to a new context.
Human Caring

The human caring construct examined in this study was grounded in a body of
literature that has reflected varying conceptualizations of this variable. Prior to this
study, there have only been a few attempts to develop conceptually-grounded,
psychometrically sound measures of human caring through studies in varying helping
professions (e.g., Wolfe, 1986; Moffett, 1993; EUett, 2000). Sound measurement is
essential in order to provide an empirical basis for advancing theory and to test theoryderived hypotheses. The measure used in this study was adapted from a measure
originally developed by Moffett for use with nurses. The factor analysis results of the
human caring measure clearly identified multiple dimensions of human caring among
teachers. These factors reflect the teachers’ personal attitudes and feelings about
affective elements of caring including professional commitment, receptivity,
responsivity, and personal involvement in the teaching profession.
In the present study, the dimensions of the human caring measure were
positively correlated with three dimensions of self-efficacy (professional commitment
and communication/clarification, responsivity and management/climate, and
responsivity and motivation of students). Three dimensions of the human caring
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measure (professional commitment, responsivity, and personal involvement) positively
correlated with collective efficacy.
Bandura (1997) presents the self-efficacy construct as having cognitive,
affective, and behavioral elements. The results of this study show that human caring
may be an important affective element of self-efficacy beliefe. Thus, support for the
self-efficacy theory is evident through these findings. Alternatively, theories of human
caring are informed by these study results. The findings support those with strong
individual and collective self-efficacy beliefe in their capabilities have heightened levels
of human caring. Thus, if one has no efficacy strength in their capabilities, then human
caring is likely to be low.
Dimensions of the human caring measure were also positively correlated with
subelements of school culture (professional commitment of caring and shared
leadership, personal involvement and shared leadership, and personal involvement and
collegial teaching and learning). The human caring dimension of Professional
Commitment served as the strongest predictor of teachers’ intentions to remain in the
teaching profession and also was identified as a predictor for organizational
effectiveness of the schooL These findings suggest that human caring is an important
variable within the culture of the school and in order to maintain stability within the
faculty and to positively affect the organizational effectiveness of the school, the
human caring construct should be considered as an integral aspect within the
professional learning community. Thus, the findings of this study expand and enrich the
human caring construct by informing theories of caring through evidence that supports
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the linkage between positive school culture and subelements of human caring.
Additionally, the results provide support for human caring as a predictor for teachers'

intents to stay in teaching and the organizational effectiveness of the school. The study
results provide empirical documentation of positive relationships between the variable
of caring with other variables within the Professional Learning Community Model, thus
stressing a need to foster the affective domain of teachers within professional learning
communities.
School Culture. Intent to Stay, and Organizational Effectiveness
A general theory of organizational holding power (the ability of the
organization to attract and retain its clientele) would need to accommodate the findings
from this study regarding correlations between the strength of school culture and intent
to stay. From the organizational perspective, the results of this study show how
various dimensions of professional school culture are linked to, and can predict
variation in teachers’ intentions to remain employed in the teaching profession and in
the organization effectiveness of the schooL The school culture element of Shared
Leadership was strongly and positively correlated with teachers’ intents to stay, while
Collegial Teaching and Learning and Professional Commitment were moderately and
positively correlated with intent to stay. All three of the school culture dimensions
showed strong, positive correlations with the organizational effectiveness of the
schooL These findings inform general organizational theories, including theories of
holding power and perceptions of effectiveness, by supporting the inclusion of
elements of professional school culture within the development of organizational
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theories. These findings are conceptually consistent with the Professional Learning
Community Model framework initially designed and developed for this study.
Implications for Practice

There are several implications for practice from the findings of this study for
individual teachers and the organization of the school within a professional learning
community. One of the most interesting findings relates to those elements identified as
critical for teachers remaining in the teaching profession. This finding is extremely
timely given the current rate of teacher turnover at the national and state levels. The
topic of teacher shortages has generated interest throughout the United States (Frantz,
1994; Mumane, Singer, & Willet, 1989). The Carnegie Forum on Education and the
Economy (1986, p. 98) concluded that “teaching is a high turnover, early exit
occupation” and that resignations are most common during teachers’ early years on the
job (Mumane, Singer, & Willett, 1988). Some school districts lose approximately 40%
of new teachers within the first two years of employment (Wise, Darling-Hammond, &
Berry, 1987). The most vulnerable period for new teachers is within the first five to
seven years of their teaching career (Jacobson, 1988).
Louisiana has a high teacher attrition rate, proportion of newly hired teachers,
and percentage of non-certified or partially-certified teachers (Frantz, 1994). The
Louisiana teacher attrition rate was greater than 13% per year, which is more than
twice the national annual rate of 6 % (Frantz, Kochan-Teddlie, Tashakkori, & Pierce,
1992). Louisiana currently has 13.1% of the teachers not certified in the area(s) m
which they teach. The data also show that Louisiana universities are not graduating a
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sufficient number of certified teachers in teacher shortage areas (e.g., mathematics,
science, and special education) to address existing needs. Approximately 33% of those
who become certified do not teach within Louisiana public schools. And of those
teachers within public schools, approximately 11-15% leave by the end of their first
year of teaching, while approximately 27% leave by the end of their fifth year of
teaching (Bums, 2000). Inciting Louisiana statistics, low salaries and low funding
through the Minimum Foundation Program must be considered. This current crisis
indicates the critical need to address strategies that will encourage teachers to remain
in the teaching profession.
The findings of this study showed the strongest predictor with intent to stay in
teaching was the professional commitment element of human caring. Teachers with
strong feelings of personal responsibility and commitment to the teaching profession
possess a strong sense of responsibility, as seen through their persistence in assisting
others. These teachers choose to stay in the teaching profession due to these strong
feelings of commitment and responsibility.
The study findings additionally show that a rich professional school culture is
an important organizational element contributing to teachers’ intents to remain in
teaching. Thus, the implication relating to intent to stay in teaching focuses on the
development of a positive, professional school culture that supports and engages
teachers coDaborativeiy, reflects interpersonal relationships among teachers, is
grounded in norms, values, and beliefs reflecting cooperation, sharing, support, and
encouragement, thus contributing to faculty stability.
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Practical Impliratinng

These findings have implications for developing schools as professional learning
communities that have strong professional norms and provide opportunities and
resources to facilitate individual faculty success which, in turn, is apt to lead to
collective success. Given the variables measured in the study, the results pertaining to
teacher preference in relation to professional culture showed that teachers wanted
increased participation in leadership roles, additional time allocated to informally
discuss ways to improve the school and to reflect about their work, more input in
developing new school programs and policies, and greater collaboration among
teachers regarding addressing the quality of teaching and learning.
A few practical strategies for incorporation within PLCs would be to
encourage younger, less experienced teachers through mentoring programs, structure
professional development to enhance collaboration and collegial relationships, provide
opportunities for colleagues to become personally involved with each other and their
students through informal activities, and attend to the affective component of caring
through teacher/teacher and teacher/student relationships.
Other practical considerations pertain to the teacher recruiting and interviewing
process. Administrators should be aware of characteristics of teachers that contribute
to teachers’ intent to stay in teaching and to the overall success of that teacher within
the school culture. Administrators can pursue individuals who appear to have high
levels of self-efficacy beliefs, individuals who have had success in working as a
collaborative team member or show interest in working collaboratively, and those who
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show signs of professional commitment, responsivity, and receptivity. It is important to
select employees Mix) possess characteristics that appear to be key elements of intents
to remain in teaching According to Bandura (1977,1986), self-efficacy is often a
better predictor of behavior than is past performance. Thus, when interviewing
teachers, administrators can consider both prior experience, as well as looking for signs
of individuals with strong self-efficacy beliefs regarding their teaching. Additionally,
administrators can provide new teachers with mentors within the school that will assist
in fostering collaborative and cooperative working relationships. With emphasis on
reform, educators must consider the direct impact that teachers’ selfefficacy can have
on these reform efforts. Teachers who have high levels of self-efficacy can encourage
other teachers to adopt new policies, thus positively influencing their colleagues and
assisting with school reform efforts (Weasmer & Woods, 1998).
It should be noted that school administrators may need training about these
issues and the importance of the variables of school culture, efficacy, and human caring
and the linkages with intentions to remain in teaching and organizational effectiveness.
These constructs are quite complex, multifaceted, and continue to mature conceptually
and empirically. Providing school administrators with a knowledge base regarding
these issues may well enhance the development and incorporation of strategies and
opportunities for building and strengthening these variables within the schools.
Policy Implications

The findings of this study have important policy implications. While school
improvement is at the forefront for the restructuring movement, not only must the
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school be addressed as a total organization, but closer observation must begin at the
classroom leveL The current trend of designating effective school outcomes according
to student academic performance on standardized tests is often viewed under the label
of schoohvide performance (e.g., School Performance Scores).
Nationally there is concern for educational accountability and school
improvement. This concern has been observed in several ways, including development
and adoption of curriculum/content standards for students. Policy makers and school
reformers have traditionally tried to change schools from “without” with top-down
mandates (Cuban, 1990). The literature on change and improvement shows this does
not work and does not lead to sustained change in any meaningful manner. Those with
a different view, such as professional learning community proponents, discuss change
from “within,” as a bottom-up movement. The literature on school culture and
reculturing schools presents a different picture ofhow to make school more
productive, thus more effective (Cuban, 1990; DuFour & Eaker, 1998; Fullan, 1991,
1993; Schlechty, 1990). Theories can be applied to practice, such as the theory of selfefficacy, as a means of changing schools. But few studies within the professional
learning community framework have provided empirical support. If schools are going
to improve, then they must attract, continuously develop, and support teachers in their
efforts to improve the learning process for students. This study showed important
variables that were linked to intent to stay in teaching and to effective school
outcomes, as defined by School Performance Scores.
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Teachers are the most important influence on students (Sanders, 1998; Wang,
Haertel, & Walberg, 1993). If schools are viewed as good places to be, teachers will be
stay in the teaching profession, contributing to more stable faculties, thus fostering
even stronger schools. This study is consistent with the view o f changing schools from
within by addressing those essential second-order changes in which the fundamental
values, norms, and attitudes are affected. The findings of the study provide support for
the Professional Learning Community Model as a structure to address these critical
second-order changes, rather than surface level change only. This model has been
tested and the results show the model as a viable model for addressing necessary
changes. The findings collectively support issues that focus on meaningful change,
rather than only attending to policies developed outside of the school culture.
While organizational variables serve as critical components in school reform,
consideration is needed for class improvement as a precursor to school improvement.
In an attempt to improve schools, it is necessary to improve what goes on at the
classroom leveL If concentration and expectations were placed on improvement at the
class level with aggregation of data at this level rather than the school level, a more
accurate indicator would be available to observe strengths and weaknesses within the
school. Currently, schootwide scores can indicate improvement due to a few very
strong teachers accounting for the gains within the schooL Using the school as the unit
of change would actually indicate the necessity for improvement of the school culture
and not only the individual academic performance of the student or the improvement of
an individual teacher. Schootwide change is only appropriate if these changes filter
down to the classroom leveL
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The study provides support for teachers within schools having strong collective
self-efficacy beliefs in their capabilities to improve student academic performance to
challenge each other to work hard toward improvement These schools differ
significantly from those in which teachers have weak collective self-efficacy beliefs and
thus use factors beyond their control (e.g., poverty level) as an excuse for lack of
success. Teachers in the later school allow outside factors to influence their attempts to
move toward improvement The results support teachers who are professionally
committed within a school culture having strong professional norms and strong
collective self-efficacy beliefs, as working toward improvement of overall academic
student performance since they work hard on improving student performance within
their classrooms. Effective and equitable educational opportunities for all children may
largely depend on teachers’ beliefs regarding students’ abilities to learn and to excel,
beliefs about their own abilities to teach difficult or challenging students, and the
assumptions of responsibility for the achievement of all their students (Miller, 1991).
These issues of access and equity to learning are concerns that need to be addressed.at
both the school level through organizational and collective changes and simultaneously
at the classroom level through individual and personal dimensions. Although the
Professional Learning Community Model designed for this study looked at variables
affecting the school as an organization, the model could be adapted to study concerns
and variables at the classroom leveL In order to research the variables at the classroom
leveL it would be necessary to use the classroom as the unit of analysis and to obtain
student academic performance by classroom leveL rather than school leveL
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Implications

to Future Research

There are several implications for future research derived from the findings of
this study. The following discussion offers suggestions for future research.
Alternate Methodnlnyv
Alternate methodologies can be considered as an avenue to continue the
examination of the study variables within professional learning communities. The use
of mixed methodologies (quantitative and qualitative) should be considered. While
correlational statistics provide extremely important information, they mask the
possibility of individual school outliers. By plotting the data according to individual
school results, differences could be noted. A school by school examination to
determine the differences that exist among all of the individual schools would result in
recognition of those outlier schools. These findings could then utilize case study
methodology as a means to investigate data from the outlier schools identified in the
study.
Case methodology could provide information relative to schools having sim ilar
socioeconomic levels but quite differing school performance scores (Bobbett, 2000).
These findings would be valuable sources in explaining the differences between these
schools in terms of school culture, efficacy, and human caring. If significant differences
still remain, then an even stronger case could be made in reference to the importance of
these variables. It may be possible to locate an individual school where a certain
variable is very strong, for instance human caring, and then to explore the relationship
of this variable with the school performance scores. The study could be taken one step
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further to examine students in classrooms of individual teachers who have a strong
sense of human caring to determine if these students* academic performance is
improving. This type of research design would provide important information for
addressing change efforts within individual schools.
Another recommendation for future studies would include confirmatory factor
analysis procedures on the study measures in order to determine the statistical
replication of the measures latent structures. The use of confirmatory factor analyses
would move this line of inquiry toward empirically validated, theoretical systems to
broadening our understanding of the complex relationships between personal and
organizational factors.
Additional implications for future research study would briefly include the
following:
•

Use of mixed methodology (quantitative and qualitative methods);

•

Further study of school innovation and change issues;

•

Broaden the PLC Model to include other variables of interest and concern;

•

Studies of within school variation at the classroom level;

•

Further refinement of the measures, such as the HCI items, applying the TEBS
to non-class settings, and utilization of an expanded measure of school culture;

•

Exploration of school level differences, including elementary, middle, and high
school levels;

•

Study pertaining to leadership within PLCs, including school principals and
teacher leaders;
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•

Exploration into teacher selection, professional recruitment, and teacher
support; and

•

Use of the PLC Model to profife schools as a means of targeting school change
and improvement.
Chapter Summary
Following a general overview of the study, Chapter 5 reiterated the research

hypotheses and primary research questions, summarized major findings and
conclusions of the study, and provided a discussion of the findings and conclusion and
their implications for theory, practice, and future research.
Dissertation Summary
This document describes a study of personal and organizational factors within
schools as professional learning communities and the relationships of these variables to
intent to stay in teaching and to organizational and school effectiveness. A Professional
Learning Community Model was developed as a conceptual framework to organize
and conceptualize linkages among school culture, teacher self-efficacy beliefs,
collective self-efficacy beliefs, human caring, intent to stay, and organizational
effectiveness and to guide data analyses of the study. The study included the
development of new, original measures to assess teacher self-efficacy and teacher
collective efficacy and revisions of measures of most of the other constructs explored
and pertinent analyses of data to establish their psychometric properties.
Seven primary research questions were framed to develop and adapt measures
for this study and to guide data analyses. These questions focused on the nature of the
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empirically derived measures developed and/or revised for the stuffy and also explored
the relationship among and between study variables. A set of six hypotheses was
developed for the study that predicted positive linkages between professional elements
of school culture, efficacy, and human caring and intent to stay and organizational
effectiveness. Supplemental data analyses were completed in order to answer
additional questions that emerged.
The study was conducted in elementary level schools using anonymous selfreport teacher surveys. Data analyses included exploratory factor analyses of all
measures, reliability analyses of factored subscales of the measures, bivariate and
multivariate correlation and regression analyses to test the hypotheses, primary
research questions, and supplemental questions of interest
The major findings of the study showed that: (1) the measures developed and
modified for use in the stuffy demonstrated psychometric qualities sufficient for their
use in future research; (2 ) positive relationships were evident among and between the
study variables of school culture, teacher self-efficacy beliefs, and human caring; (3)
the professional commitment dimension ofhuman caring was identified as the strongest
predictor of teachers’ intent to stay in the teaching profession; (4) a measure of
teachers’ collective efficacy beliefs was identified as the strongest predictor of school
organizational effectiveness; (5) school organizational effectiveness was identified as
the strongest predictor of effective school outcomes as defined by the Louisiana
School Performance Scores; and (6 ) the Professional Learning Community Model
developed for this study provided reasonable support for rather strong, positive
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relationships between the study variables within the model and empirical data to
support the literature discussions on learning communities.
The results of the study were synthesized m terms of a set of major findings and
conclusions and these in turn were discussed in view of implications for future theory
and research on the variables of culture, sel£efficacy, collective efficacy, intent to stay,
and organizational effectiveness, and implications for practice.
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Revised School Culture Elements Questionnaire

Directions: This questionnaire contains a number of statements about things which
occur in some schools. After reading each of the statements carefully, you are asked to
judge each response according to two criteria: ( 1) “how you and your school actuaUy
are... ” and (2) "howyou wouldprefer thatyou oryour school would be~. " You are
to indicate the extent to which you agree or disagree with each of the statements. The
“actual scale" applies to how “YOU AND/OR YOUR SCHOOL ACTUALLY
ARE" and the “prefer scale” describes what you would “PREFER TO BE OR
WOULD PREFER YOUR SCHOOL TO BE LIKE”
SCALE: 1= Strongly Disagree (SD) 2 = Disagree (D) 3 = Agree (A) 4 **Strongly Agree (SA)
“ACTUAL”
SCALE

STATEMENTS
SD

D

0

A

0

“PREFER”
SCALE

SA

SA

0

2.

Teachers are willing to help each other when
problems arise.

0

3.

Teachers give priority to helping their
students develop higher order thinking skills.

0

0

0

0

0

0

0

0

4.

Administrators are sympathetic with
problems and difficulties encountered by
teachers in their work.

0

0

0

0

0

0

0

0

5.

Teachers share classroom experiences with
each other to improve their understanding of
students learning.

0

0

0

6.

Teachers incorporate the findings of
educational research into their own teaching
and learning practices.

0

0

0

0

0

0

0

0

7.

Administrators work to ensure the
cooperation of teachers.

0

0

0

0

0

0

0

0

8.

Teachers openly share problems with each
other.

0

0

0

0

0

0

0

0

9.

Teachers believe that all students can learn.

0

0

0

0

0

0

0

0

10. Administrators visibly encourage teachers to
be the best that they can be in the classroom.

0

0

0

0

0

0

0

0

11. Teachers professionally share and learn from
one another.

0

0

0

0

0

0

0

0

0

0

A

Administrators provide visible, ongoing
support for new school programs and ideas.

0

0

D

1.

0

0

SD

0

0

0

0

0

0

0

0

0

0
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0

•ACTUAL"
SCALE
SD D A SA

STATEMENTS

•PREFER
SCALE
SD D A

12. Teachers are committed to professional
growth to Improve teaching and learning.

0

0

0

0

0

0

0

13. Teachers and administrators work
cooperatively in developing new school
programs and policies.

0

0

0

0

0

0

0

14.

0

0

15. Teachers adequately plan teaching and
0
learning activities to accommodate individual
differences among students.

0

0

0

0

0

0

16.

0

0

0

0

0

0

0

17. Teachers feel comfortable in providing
suggestions to colleagues about ways in
which to improve teaching and learning in
their classrooms.

0

0

0

0

0

0

0

18. Teachers spend time in professional
reflection about their work.

0

0

0

0

0

0

0

19. Leadership roles are equally shared by
teachers and administrators

0

0

0

0

0

0

0

20. Teachers spend time together to informally
discuss ways to improve the school.

0

0

0

0

0

0

0

Teachers encourage each other to use
professional judgment when making
decisions.

Teachers receive the assistance they need
from administrators and colleagues to
enhance the quality of teaching and learning
in their classrooms.

0

0

0

0

0
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Teacher Efficacy Belief Scale
Self-Form
Directions: This survey requests that you make judgments about the strength of yonr
personal beliefs in your capabilities to organize and successfully carry out teaching
tasks in your school In assessing the strengths of your personal beliefs about each
tasks, consider your abilities within the contact of your current school Consider job
roles and responsibilities, available resources and support, current policies, help from
colleagues and so on. For each item, use the scale provided below and circle one of the
corresponding numbers that best reflects the strength of your personal beliefs about
your capabilities to accomplish each teaching task.
STRENGTH OF BELIEFS SCALE: I = Weak Beliefs (WB) in my capabilities:
2 =Somewhat Strong Beliefs (SSB) in my capabilities:
3 = Strong Beliefs (SB) in my capabilities:
4 = Very Strong Beliefs (VSB) in my capabilities:
In my present teaching situation, the strength of mypersonal
beliefs in my capabilities to. . .

WB SSB SB VSB
2
3

1.

plan activities that accommodate the range of individual
differences among students...

2.

plan evaluation procedures that accommodate individual
differences among students...

3.

use allocated time for activities that maximize learning...

2

3

4.

effectively manage routines and procedures for learning
tasks...

2

3

5.

clarify directions for learning routines...

2

3

6.

maintain high levels of student engagement in learning tasks...

2

3

7.

redirect students who are persistently off task...

2

3

8.

maintain a classroom climate of courtesy and respect...

2

3

9.

maintain a classroom climate that is fair and impartial...

2

3

10.

communicate to students the specific learning outcomes of the
lesson...

2

3

11.

communicate to students the purpose and/or importance of
learning tasks...

12.

implement teaching methods at an appropriate pace to
accommodate differences among students...
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In my present teaching situation, the strength of mypersonal
beliefs in my capabilities to. . .

WB SSB SB VSB
2
3
I

13.

utilize teaching aids and learning materials that accommodate
individual differences among students...

1

2

3

14.

provide students with opportunities to team at more than one
cognitive and/or performance level...

1

2

3

15.

communicate to students content knowledge that is accurate
and logical..

1

2

3

16.

clarify student misunderstandings or difficulties in learning...

1

2

3

17.

provide students with specific feedback about their learning...

1

2

3

18.

provide students with suggestions for improving learning...

1

2

3

19.

actively involve students in developing concepts...

1

2

3

20.

solicit a variety o f questions throughout the lesson that enable
higher order thinking...

1

2

3

21.

activefy involve students in critical analysis and/or problem
solving...

1

2

3

22.

monitor students’ involvement during learning tasks...

1

2

3

23.

adjust teaching and learning activities as needed...

1

2

3

24.

manage student discipline/behavior...

1

2

3

25.

involve students in developing higher order thinking skills...

1

2

3

26.

motivate students to perform to their fullest potential...

1

2

3

27.

provide a learning environment that accommodates students
with special needs...

I

2

3

28.

improve the academic performance of students, including those
with learning abilities...

1

2

3

29.

provide a positive influence on the academic development of
students...

1

2

3

30.

maintain a classroom environment in which students work
cooperatively...

1

2

3
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Teacher Efficacy Belief Scale
Collective Efficacy
Directions: This survey requests that you makejudgments about the collective
strength of beliefs of faculty members at yonr school in their capabilities to organize
and successfully carry out work tasks. Assess the strengths of faculty beliefs, consider
the faculty’s “collective” abilities within the context of your current school Consider
job roles and responsibilities, available resources and support, current policies, help
from colleagues and so on. Considering the faculty in your school as a whole, for each
item, use the scale provided below and circle one of the corresponding numbers that
best reflects your view.
STRENGTH OF FACULTY COLLECTIVE BELIEFS SCALE:
1 = Weak Beliefs (WB) in our capabilities:
2 = Somewhat Strong Beliefs (SSB) in our capabilities:
3 = Strong Beliefs (SB) in our capabilities:
4 = Very Strong Beliefs (VSB) in our capabilities:
The strength of our faculty’s collective beliefs in our capabilities

to ...

WB SSB SB VSB
1
2
3

1.

carry out decisions and plans designed for school wide
improvement...

1

2

3

2.

produce high levels of learning with our students...

1

2

3

3.

create ways to improve the school environment...

1

2

3

4.

maintain effective communication with parents and the larger
community...

I

2

3

5.

support each other in addressing new policies, rules, and
regulations...

1

2

3

6.

maintain a school environment in which students feel good
about... themselves...

1

2

3

7.

provide input in making important school decisions...

1

2

3

8.

effectively communicate with the school administration...

1 2

3

9.

work with disadvantaged and troublesome students...

1 2

3

10. manage student misbehavior...

I

2
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3

Homan Caring Inventory - Teacher Form

Directions: This inventory asks about your personal attitudes and beliefs. Read a
statement, then use the scale below to select the scale point that best reflects your
personal degree of agreement with the statement Nod shade the appropriate oval
provided to the right of each statement Be certain to select only one response for each
statement.
SCALE: 1 = Strongly Disagree (SD) 2 = Disagree (D) 3 = Agree (A)
Agree (SA)

4 = Strongly

SD

SCALE
D
A

SA

STATEMENTS
1.

New acquaintances find it easy to start conversations with me.

0

0

0

0

2.

I find it easy to read others’ feelings.

0

0

0

0

3.

I’m usually the first to offer help when someone needs
something.

0

0

0

0

4.

I have sometimes taken unfair advantage of another person.

0

0

0

0

5.

I genuinely enjoy my profession

0

0

0

0

6.

It is important for students to know that the teacher cares
about them.

0

0

0

0

7.

My goal is to complete a task as quickly as possible without
wasting time on conversation.

0

0

0

0

8.

I find little enthusiasm for working as a teacher.

0

0

0

0

9.

I would delay personal plans in order to help someone who
needs assistance.

0

0

0

0

10.

I don’t particularly enjoy finding out about other people.

0

0

0

0

11.

1 sometimes try to get even rather than forgive and forget.

0

0

0

0

12.

I would continue to work in education even if I didn’t need the
money.

0

0

0

0

13.

I have patience with individuals when they become
emotionally upset.

0

0

0

0
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STATEMENTS

SCALE
SD

D

A

SA

0

0

0

14.

People should be able to deal with their own problems without 0
depending upon others.

15.

I sometimes feel resentful when I don't get my way.

0

0

0

0

16.

Teachers should protect the rights o f those who don’t speak
for themselves.

0

0

0

0

17.

I can’t imagine enjoying any profession as much as teaching.

0

0

0

0

18.

I would intervene if I saw a student being mistreated by a
coworker.

0

0

0

0

19. I usually try to avoid becoming involved in students’
problems.

0

0

0

0

20. Preserving a student’s dignity is as important as teaching the
student something.

0

0

0

0

21. Most days I don’t look forward to going to work.

0

0

0

0

22. I am bothered when I can’t honor a commitment.

0

0

0

0

23. When someone is in trouble, I try not to become involved.

0

0

0

0

24.

People often tell me their troubles.

0

0

0

0

25.

Maintaining eye contact is important when communicating
with others.

0

0

0

0

26. 1 don’t find teaching much of a challenge.

0

0

0

0

27. I am sometimes irritated by people who ask favors of me.

0

0

0

0

0

0

0

28. It is hard for me to see someone who is upset and not offer to
help.

0
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Intent to Stay Questionnaire

Directions: This inventory asks about your intent to stay in the teaching profession.
Read the statements below, then use the scale below to select the scab point that best
reflects your personal degree of agreement with the statement Next shade the
appropriate oval provided below each statement Be certain to select only one response
for each statement
SCALE: l=StrongIy Disagree (SD) 2=Disagree (D) 3=Agree (A) 4=Strongly Agree (SA)
1.

I intend to remain in the teaching profession as my long-term professional career.
SD
D
A
SA

O
2.

0

0

0

0

0

0

0

0

1 frequently think about quitting my job.
SD
D
A
0

8.

0

0

0

0

I feel the personal and professional gratifications o f working as a teacher to be greater
than those in other professions.
SD
D
A
SA
0

7.

0

I am actively seeking other employment other than teaching
SD
D
A
SA
0

6.

0

The personal and professional benefits outweigh the difficulties and frustrations of
working in teaching.
SD
D
A
SA

0
5.

O

I would leave teaching tomorrow if I were offered a job for the same salary but with
less stress.
SD
D
A
SA
0

4.

O

I will remain in teaching even though I might be offered a position outside o f teaching
with a higher salary.
SD
D
A
SA

0
3.

O

0

0

0

SA
0

I am committed to working as a teacher even though it can be quite stressful at times.
SD
D
A
SA

0

0

0

0
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9.

My intention to remain employed in teaching is stronger than that of most of my
colleagues.
SD

O

D

O

A

O

SA

O
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Index o f Perceived Organizational Effectiveness (IPOE)

Directions: These final eight questions are about your perceptions of your school’s
overall effectiveness. Every educator produces something during work. It may be a
“product” or a “service.” The list of “products” and “services” are just a few of the
things that result from schools:
Lesson Plans
Student Learning
Athletic Achievements
New Curricula
Community Projects
Teacher-Parent Meetings
Instruction
Art and Music Programs
Please indicate your responses by filling in the appropriate bubble.
10.

O f the various things produced by the people you know in your school, how much are
they producing?
Low Production Fairly Low
O
O
O

11.

Low Quality
Fair Quality
O
O
O

Good Quality

Excellent Quality
O

Fairly Efficiently Very Efficiently Extremely

0

0

0

How good a job is done by the people in your school in antirinating problems and
preventing them from occurring or minimizing their effects?
A Poor Job
O

14.

Very High Production
O

Do the people in your school get maximum output from the available resources
(money, people, equipment, etc.)? That is, how efficiently do they do their work?
Not Efficiently Not Very Efficiently
Efficiently
0
0

13.

High

How good is the quality of the products or services produced by the people you know
in you school?
Poor Quality
O

12.

Moderate
O

An Adequate Job
O
O

A Fair Job A Very Good Job
O

An Excellent Job
O

How informed are the people in your school about innovations that could affect the
way they do their work?
Uninformed Somewhat Informed Moderately Informed Informed
O
O
O
O

Very Informed
O
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15.

When changes are made in methods, routines, or equipment how quickly do the people
in your school accept and adjust to the changes?
Very Slowly
O

16.

Rather Slowly
O

Fairly Rapidly Rapidly
Immediately
O
O
O

How many of the people in your school readily accept and adjust to the changes?
Few, If Any Less Than Half About Half Many More Than Half Almost Everyone
O
O
O
O
O

17.

How good a job do the people in your school do in cnnhw with emergencies and
disruptions?
A Poor Job
O

An Adequate Job A Fair Job A Good Job
O
O
O
O

An Excellent Job
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March 22,2000

Dr. (Field), Superintendent
(Field) Parish School System
(Field)
(Field)
Dear (Field),
I am requesting your professional assistance to allow the primary/elementary schools
within (Field) Parish School System to participate in a research study that is being
conducted on school learning environments.
The LSU doctoral student that is conducting the dissertation study is Dianne Olivier,
who serves as the Director of Curriculum and Instruction on my staff Dianne has been
studying learning communities in schools and variables that interact within schools,
including culture, teacher self- and organizational efficacy, and human caring. Her
dissertation will also consider teacher retention or intent to stay in teaching,
organizational effectiveness, and school outcomes.
With the concentration on improving student performance, as measured by the State
accountability plan, it has become necessary to give attention to variables that might
affect learning processes in our schools. Participation in the study would involve
primary and elementary schools having any K-6 combination. Teachers within these
schools would be asked to complete a teacher questionnaire that would require
approximately 20 minutes. Although teacher participation would be voluntary and
anonymous, you are asked to encourage their participation. Questionnaires will be
distributed at the end of April. In return for your district’s participation, at the
completion of the study, Dianne will provide a report to you, with summative data for
your district, as well as school level data.
I know that you are as concerned as I am in gathering all pertinent data on our schools
that might help us to move forward to reach and surpass growth performance targets. I
encourage you to request that your schools participate in this study. This is a
professional opportunity to obtain valuable knowledge that makes a significant
contribution to the field of education. I offer my support to Dianne’s study and would
like for you to consider participation in this important research project as well. If you
have any questions about the logistics of the study, please feel free to contact Dianne at
(337) 394-6261. Thank you for your kind consideration of this request
Sincerely,
XXX, Superintendent
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May 1,2000

(Field)
Research Study Contact
(Field) Parish School Board
(Field)
Field)
Dear (Field),
Enclosed is the information that we discussed regarding the research study being
conducted on school learning environments. I am pleased that (Filed) School System
has agreed to participate in this important study and I am anxious to work with you in
order to ensure comprehensive participation.
I have included in this packet a copy of the letter of invitation sent to Superintendent
(Field), a list of the schools involved, copies of the letters being received by the school
principals and teachers, and a reminder that each school is receiving.
Please distribute the school envelopes to each designated school, as soon as possible.
They are being asked to post reminders after a one week period and to collect
completed teacher surveys after a two week period. After the school collection of
surveys, they are to return the school envelopes to you at the central office. Please
notify me upon receipt of all school envelopes and I will arrange to pick up the school
packets.
Please encourage school and teacher participation. In order to receive valid
information for the district/school reports, it is imperative that a large majority of the
teachers select to participate in the study.
If you have any questions, please do not hesitate to contact me. I appreciate your
assistance in this endeavor and thank you for your district’s participation.
Sincerely,

Dianne F. Olivier, Director
Curriculum and Instruction
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May XX, 2000

Ms. XXXXX XXXXXXXX, Principal
XXXXXXX Elementary School
820 West XXth Street
XXXXX, LA 705XX
Dear Principal XXXXXXXX:
Your Superintendent has given permission and endorsement for schools within your
district to participate in an important research study. Your school has been selected to be
part of a dissertation study of Louisiana’s elementary schools. The study examines the
influences of school culture, teacher beliefs, human caring, intent to stay in the teaching
profession, and perceived organizational effectiveness. Superintendent XXXXX has
agreed to support this study in order to improve our understanding about the influences
of school learning environments on school performance.
The surveys are being distributed through XXXXX XXXX, your district contact. Please
designate an individual at your school who will be responsible for receiving, distributing,
collecting, and returning the surveys from each teacher in your schooL The questionnaire
will have an envelope attached in which teachers are to place their responses, seal, and
return to the school contact person. These sealed envelopes should be placed in the large
school envelope and returned to the district contact. All teacher responses are due back
within two weeks from the day they are distributed. After one week, a follow-up memo
wQl be provided for the school contact person to post reminding teachers to return their
completed questionnaire.
The survey takes approximately 20 minutes to complete. All teachers are requested to
participate in the survey, regardless of the grade level or content taught. Administrators
and paraprofessionals are not included in this survey. You may request teachers complete
the surveys on their own time in the privacy of their home or for more complete returns,
you may wish to have teachers individually complete the survey during a designated
faculty meeting. Teacher participation is entirely voluntary and any teacher may withdraw
consent and terminate participationat anytime withoutconsequence. The sealed envelope
procedure helps to ensure that teacher confidentiality wQl be protected. If teachers
complete the task and return the survey, consent is then given for use of the data for
research purposes.

326

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

May XX, 2000
Page 2
With the concentration on improving student performance, as measured by the State
accountabilityplan, it has become necessaryto give attention to variables that might affect
learning processes in our schools. A potential benefit from this study is that school
administrators will receive essential information for making school improvements. A
summary of the study’s findings and implications wQl be provided to each participating
district. Please encourage teacher participation from your school in order to receive
information based on comprehensive data from your school You may wish to include
participation in this research study as an objective within your School Improvement Plan.
Your support and assistance are greatly appreciated. I encourage you to contact me
directly if you have any questions or concerns regarding the study. I look forward to
working with you to help find ways to improve schools in Louisiana.
Sincerely,

Dianne F. Olivier, Director
Curriculum and Instruction
S t Martin Parish School Board
(337) 394-6261
dianne_olivier@stmartm.kl2 .1a.us
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May XX, 2000

Dear Teacher.
I am requesting your professional assistance in a research study that is being conducted
on school learning environments. Withyour Superintendent’s approval and endorsement,
your school has been selected to participate in this important research study that examines
your beliefs about aspects related to your school’s environment Your participation is
entirety voluntary and anonymous and you may withdraw consent and terminate
participation at any time without consequence. Your professional opinion is indeed
valued. The questionnaire should take no longer than twenty minutes to complete, is
divided into seven sections, and may be completed in the privacy of your own home or
as an individual school activity.
With the concentration on improving student performance, as measured by the State
accountability plan, it has become necessary to give attention to variables that might affect
learning processes in our schools. This study offers an opportunity and a potential benefit
to gather pertinent data on our schools that might help us to move forward to reach and
surpass growth performance targets.
Please complete the teacher survey within two weeks, place it in the envelope attached,
and then return the sealed envelope to the designated contact person for your school.
Through the use of the sealed envelope, all responses will remain confidential. Upon
completion ofthe task and return ofthe completed survey in the sealed envelope, you are
giving your consent to use the data for research purposes. A summary of the study’s
findings and implications will be provided to each participating district, without any
indication of teacher identification.
I would encourage you to contact me directly if you have any questions or concerns
regarding the study. Thank you for your important contribution towards improving
Louisiana schools.
Sincerely,

Dianne F. Olivier, Director
Curriculum and Instruction
St. Martin Parish School Board
dianne_olivier@stmartin.kl2.la.us
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May 22,2000

(Field), Research Study Contact
Instructional Services
(Field) Parish School Board
(Field)
(Field)

Dear (Field),
With the school year rapidly coming to a close, I am requesting that the research study
participating elementary schools be reminded of the data collection procedures. All
schools should have had sufficient time to disseminate the teacher surveys and to collect
all completed surveys.
As previously detailed, after the school collects the surveys, they are to return the school
envelopes to you at the central office. The school is to place all individual teacher white
envelopes in the large manila school envelope. This large envelope identifies the
participating school Each school should send in a school packet with the school name
clearly indicated. The identification of the school is imperative in order to compile data
by district and school level
Please refer to the original list of participating schools in order to verify school return of
material Once you have received all ofthe school packets, please contact me for pick up
of surveys. You may reach me at (337) 394-6261 or email me at
dianne olivier@stmartin.k 12.1a.us. If you have any questions, please do not hesitate to
contact me. Thank you for your continued assistance in this project.
Sincerely,

Dianne F. Olivier, Director
Curriculum and Instruction
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APPENDIX B:
ITEM LOCATION INDICES AND
CONCEPTUAL DEFINITIONS
FOR FACTORED SUBSCALES OF THE
RSCEQ, TEBS-S, AND HCI
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Table B.l

Item Location Index for Factored Subscales o f the Revised School C ulture Elements

Questionnaire fRSCEOl
RSCEQ Subscale

Item Number

Vision/Leadership
(V/L) (7) *

1,4,7,10,13,16,19

Collegial Teaching and Learning
(CT/L) (6 )

3,6,9,12,15,18

Professional Commitment
(PC) (6 )

2,5, 8,11,17,20

* Number of items retained on subscale.
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Table B.2

Form (TEBS-S)
TEBS-S Subscale

Item Number

Communication/Clarification
(C/C) (6 )*

15,16,17,18,22,23

Management/Climate
(M/C) (6 )

3 ,4 ,5 , 6 , 8 ,9

Accommodation of Individual Differences
(AID) (5)

1,2,12,13,14

Motivation of Students
(MS) (3)

26,29,30

Higher Order Thinking Skills
(HOTS) (4)

19,20,21,25

Number of items retained on subscale.
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Table B J

Item Location Index for Factored Subscales o f the Human Caring Inventory (HCD

HCI Subscale

Item Number

Professional Commitment
(PC) (5)*

5,8,12,17,21

Receptivity
(RECP) (4)

1,2,3,24

Responsivity
(RESP) (6 )

6,16,20,22,25,28

Personal Involvement
(PI) (5)

7,10,14,19,23

* Number of items retained on subscale.
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B.4: Conceptual Definitions

REVISED SCHOOL CULTURE ELEMENTS QUESTIONNAIRE
Shared Leadership is defined as: an ongoing process to accomplish school goals that
reflect interpersonal roles and relationships among organizational members grounded
in the norms, values, and beliefs of cooperation, sharing, support, and encouragement
in work tasks and sensitivity to the problems and difficulties expressed by coDeagues.
Collegial Teaching and Learning is defined as: a continual growth process in which
teachers prioritize the need to continue to learn as an organizational member for the
purpose of enhancing teaming through collaborative efforts hi order to personally and
collectively benefit all students and staff; characterized by collaborative work, shared
planning, personal and group reflection, dialogue among teachers, incorporation of
educational research.
Professional Commitment is defined as: a continuous process that provides
opportunities to enhance the professional effectiveness of teachers through a
commitment to the continuous improvement of the learning process and a commitment
among teachers to serve as sources ofhelp and support for colleagues within the
organization.
TEACHER EFFICACY BELIEFS SCALE - SELF FORM
Communication/Clarification is defined as: one’s personal beliefs in their own
capabilities to communicate clearly to students in regard to content knowledge,
specific feedback about learning and improvement for learning, monitoring student
involvement during learning tasks, and adjusting teaching and learning activities when
needed.
Management/Climate is defined as: one's personal beliefs in their own capabilities to
maintain a classroom environment that maximizes learning through high levels of
student engagement in learning tasks for all students.
Accommodation of Individual Differences is defined as: one’s personal beliefs in
their own capabilities to plan, implement, and evaluate learning opportunities and
activities that accommodate individual differences among students.
Motivation of Students is defined as: one’s personal beliefs in their own capabilities
to provide a positive learning environment that influences student academic
development in order to maxim ize their learning potential.
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Higher Order Thinking Skills is defined as: one's personal beliefs in their own
capabilities to actively involve students in the development ofhigher order thinking
skills, such as critical analysis, problem solving, and concept development

HUMAN CARING INVENTORY - TEACHER FORM
Professional Commitment is defined as: a commitment and feeling of personal
responsibility to the teaching profession and is acknowledged through responsibility,
persistence, and endurance in using specialized knowledge and skills to assist others.
Receptivity is defined as: the tendency to be sensitive and to show concern and
empathy for others and is characterized by warmth, interest concern, empathy, and
sensitivity to the needs and feelings of others.
Responsivity is defined as: the tendency to provide support, to be nurturing,
altruistic, and support and may be observed in teacher/student relationships through
such characteristics as protecting the rights of students and demonstrating caring about
students.
Personal Involvement is defined as: getting to personally know those individuals
around you, including both colleagues and students, and becoming involved and being
dependable when those around you need support and assistance.
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APPENDIX C:
SUMMARY OF RELIABILITY ANALYSES
USING TEACHERS AS THE UNITS OF ANALYSIS
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Table C.1
Summary n f Standardized Crnnbach Abba Reliability Coefficients for all

Instniments/Subscales and One-Factor Solutions (n=1437)
Instrument/Subscale

Alpha CoefiBcient

Revised School Culture Elements Questionnaire fl?SCEQ1 (20) *
Subscales:
Shared Leadership (SL) (7)b

.89

Collegial Teaching and Learning (CTL) (6 )

.83

Professional Commitment (PC) (6 )

.83

One-Factor Solution to the RSCEQ (20)

.92

Teacher Efficacy Beliefs Scale - Self Form fTEBS-SI (30)
Subscales:
Communication/Clarification (CC) (6 )

.87

Management/Climate (MC) (6 )

.85

Accommodation of Individual Differences (AID) (5)

.85

Motivation of Students (MS) (3)

.78

Higher Order Thinking Skills (HOTS) (4)

.86

One-Factor Solution to the TEBS-S (30)
Teacher Efficacy Beliefs Scale - Collective Form (TEBS-O (10)

.95
.93

(table continues)
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Instrument/Subscale

Alpha Coefficient

Index of Perceived Organisational Effectiveness (IP0E1 (8 )

.89

Intent to Stay Questionnaire <TS(T> (10)

.82

Human Caring Inventory (HCD (281

Subscales:
Professional Commitment (PC) (5)

.80

Receptivity (RECP) (4)

.61

Responsivity (RESP) (6 )

.63

Personal Involvement (PI) (5)

.31

Social Desirability (4)

.58

One-Factor Solution to the HCI (21)

.82

* Total number of items for the factor-analyzed version of the instrument in this study.
b Number of items on the subscale.
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Table C.2
Summary of Intercorrelations and Alpha Coefficients for Items/Subscales of the

RSCEO. TEBS-S. TEBS-C. IPOE. ISO, and HQ (npl437)
Instrument/

Subscale Item

Item/Subscale
Correlation *

Alpha if Item
Defetedb

RSCEO
Shared Leadership
1c
4
7
10
13
16
19

.67
.68

.88
.88

.76
.68
.73
.73
.60

.87
.88
.87
.87
.89

.61
.59
.56
.64
.63
.57

.80
.80
.81
.79
.80
.81

.57
.64
.58
.70
.58
.51

.80
.79
.80
.78
.80
.82

Collegial Teaching and Learning
3
6

9
12
15
18
Professional Commitment
2
5
8

11
17
20

(table continues)
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Instrument/
Subscale Item

Item/Subscale
Correlation *

Alpha if Item
Deleted1*

.61
.71
.71

.86

TEBS-S
Communication/Clarification
15c
16
17
18
22
23

.84
.84
.84
.85
.85

.68

.65
.63

Management/Climate
3
4
5
6
8

9

.60

.83
.82
.82
.82
.82
.82

.66

.61
.62
.65
.62

Accommodation of Individual Differences
1
2
12
13
14

.69
.67
.64

.81
.81
.82
.81
.83

.68

.61

Motivation of Students
26
29
30

.61
.65
.61

.72
.68

.72

(table continues)
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Subscale Item

Item/Subscale
Correlation *

Alpha if Item
Deleted b

Higher Order Thinking Skills
19
20
21

25

57
.75
.77
.76

.88

.92
.92
.92
.92
.92
.92
.92
.92
.93
.92

.81
.80
.80

TEBS-Collective

8

.72
.72
.78
.71
.76
.77
.74
.70

9

.66

10

.69

1
2

.69

1
2

3
4
5
6

7

IPOE

3
4

5
6

7
8

.88
.88
.88
.88
.88
.88
.88
.88

.68
.66

.70
.65
.69
.66
.66

(table continues)
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Subscale Item

Item/Subscale
Correlation *

Alpha if Item
Deleted b

Intent to Stay Q uestionnaire

.60
.59
.52
.51
.55
.50
.48
.58
.32
.43

.80
.80
.81
.81
.80
.81
.81
.80
.83
.82

.68

12
17
21

.51
.56
.60
.53

.72
.78
.76
.75
.77

Receptivity
1
2
3
24

.40
.40
.39
38

.54
.54
.54
.55

31
.25
.40
.35
.40
.38

.58
.61
.55
.57
.55
.56

1

2
3
4
5
6

7
8

9
10
HQ
Professional Commitment
5c
8

Responsivity
6

16
20
22
25
28

(table continues)
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Subscale Item

Item/Subscale
Correlation*

Alpha if Item
Deletedb

Personal Involvement
7
10

14
19
23

.53
.23
.19
.15

.19
.19
.23
.28
.31

.12

* Pearson product moment correlation coefficient computed between item and
subscale composite (p<.01 ).
b Alpha coefficient computed for subscale with item deleted.
c Item number appearing on original instrument.
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APPENDIX D:
SUMMARY OF INTERCORRELATIONS OF
MULTIPLE FACTORED SUBSCALES
USING THE TEACHER AS THE UNIT OF ANALYSIS
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Table D.l
Summary nfTntercnrrelations Among Multiple Factored Subscales o f the RSCEO.
TEBS-S. TKBS-C. H O with the Tntent to Stay Questionnaire <TSO) and Index o f
Perceived Organizational Effectiveness flPOE) (n=1437)

Instrument/Subscale

ISQ (10) *

IPOE (8) b

Shared Leadership (S/L) (7)c

37 **

.54**

Collegial Teaching and Learning (CTL) (6 )

.14 **

.57 **

Professional Commitment (PC) (6 )

.16 **

.50 **

Communication/Clarification (CC) (6 )

.15**

.30 **

Management/Climate (MC) (6 )

.16**

.31 **

Accommodation of Individual Differences (AID) (5) .17 **

.27**

Motivation of Students (MS) (3)

.16**

.25**

Higher Order Thinking Skills (HOTS) (4)

.11

**

.29**

.29**

.71 **

.73 **

.20

RSCEO
Subscales:

TEBS-S
Subscales:

TEBS-C
HCI
Subscales:
Professional Commitment (PC) (5)

**

(table continues)
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Instrument/Subscale

ISQ (10)*

IPOE (8) b

Receptivity (RECP (4)

.13 **

.12

*♦

Responsivity (RESP) (6 )

.17**

.12

*♦

Personal Involvement (PI) (5)

.17**

.10

*♦

* Number of items on ISQ.
b Number of items on EPOE.
e Number of items on subscales.
*
**
***
****

p<.05
p<.01
p<.001
{X.0001

346

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Table D2
Summary of Intercorrclations of Multiple Factored

Subscales of the RSCEO. TEBS-S. TEBS-C. HCI

(n=l437)
Instrument/
Subscale

RSCEQ
TEBS-S
SL CTL PC CC MC AID MS HOTS TEBS-C PC

RSCEO
SL(7)*

1.0

CTL(6)
PC (6)

HCI
R
R

PI

34

27

25

23

21

22

38

29

.09

.13

.07

1.0 .66

JO

.32

31

23

31

.57

.12

.08

.11

.03*

1.0

23

21

.17

.15

20

33

.11

.13

.10

.08

1.0

.69

.63

.68

.65

.40

.16

25

23

.12

1.0

.59

.66

.56

38

.17

22

23

.13

1.0

.58

.60

34

23

25

.18

.08

1.0 .60

37

.19

26

22

.09

1.0

.38

.13

24

.18

.08

1.0 23

.12

.14

.09

1.0

.19

24

21

1.0

37

29

1.0

36

.55

TEBS-S
CC(6)
MC(6)
AID (5)
MS (3)
HOTS (4)
TEBS-C
HCI
PC (5)
RECP (4)
RESP(6)
PI (5)

1.0

* Number of items on subscales.
* pc.05
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APPENDIX E:
LOUISIANA SCHOOL PERFORMANCE SCORES
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Louisiana Department of Education
Post Office Box940641Baton Rouge, Louisiana 70804-9064
(225)342-44111Fax: (225) 342-0193

FOR MMEDtATE RELEASE
Dale: 10/18/2000
Contact: Doug Myers, (225) 342-3600, Fax: (225) 342-0193

SCHOOL PERFORMANCE SCORES SHOW IMPROVEMENT
STATEWIDE
BATON ROUGE, La. - Seventy-eight percent of Louisiana's K-8 pubfic schools are improving and 42
percent met or exceeded theirtwo-year growth targets, according to a mid-term progress report on
school performance.
The state average on annual School Performance Scores, which takes into account student
achievement, attendance and dropout rates, increased from 69.4 in 1998-99 to 77.3 for 1999-2000.
Tor the future of our children and our schools, we are demanding higher standards," Gov. Mice Foster
said. "These outstanding achievements in School Performance Scores demonstrate that schools are
rising to the chalenge. I am pleased to see the improvementstatewide. This shows our efforts are paying
off. Parents should be excited about this news because we are finally making progress in education. Our
efforts are working. I encourage schools, principals, teachers, students and parents to continue striving
for success."
Under the state's Accountability Program, schools are scored based on how their students fore on two
tests - the state Louisiana Educational Assessment Program for the 21st Century (LEAP 21) tests at 60
percent and the national Iowa Tests of Basic Skis at 30 percent - and attendance and dropout rates.
Attendance accounts for 10 percent of the score n K-6 and 5 percent ofthe score in grades 7 and 8.
Dropout rates make up the remaining 5 percent ofthe score for grades 7 and 8.
"Whle we are pleased with the gains in this first year, we want to remind people that we're only halfway
through the present two-year accountabity cycle. Schools have to maintain their growth because ifs next
year's score that counts," State Superintendent of Education Cecil J. Picard said.
Picard said he expects improvement every year, but this year's gains were inordinately high because, for
the first time, 4th and 8th graders took a high-sfokes LEAP 21 test
"Schools made two years of growth in one year. We don't expect to see the same amount of
improvement next year,” Picard said. He commended schools that have improved, saying the state must
team from them. He also urged school principals and superintendents to thoroughly examine those
schools that have declined or showed no growth, cafing the mid-point scores a "wake-up cal"
"t want to encourage Louisianians to take note of these successes when they enter the voting booth on
November 7," Foster said. "We have made tremendous strides in reforming and improving pubfic
education. Now is the time to make those same strides in funding our education system. Louisianians
can now go to the pols wfih confidence that their investment in education w3 pay off with continued
improvement in student achievement"
Picard commended students for trying harder, parents and teachers forworking with them more
intensely, and communities for being more supportive of their schools.
In addition to receiving School Performance Scores, schools received growth targets last year, which
schools must reach by fol 2001. Schools scoring below 100 w i get 10 years, broken into five two-year
intervals, to reach a score of 100. Schools have untfi 2009 to meet the state's 10-year goal of at least
100. High schools wfl receive their first SPS information in the fol 2001.
Most schools made progress toward their growth targets this year.
Last year, schools received labels based on the SPS -"unacceptable," "below average," "above
average." "school of academic achievement," "schoolofacademic distinction" and "school ofacademic
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excelence." The schools w l not receive a label this year. The next labelwfl be given to schools in the fel
2001.
What happened to the S3 ’unacceptable’ schools wth an SPS of 30 or below?
28 schools (53 percent) increased more than 5 points
19 schools (36 percent) increased up to 5 points
5 schools (9 percent) decfined up to 5 points
1 school (2 percent) decfined more than 5 points
What happened to the 486 "below the state average* schools w8h an SPS of 30.1 to 69.3?
285 schools (59 percent) increased more than 5 points
118 schools (24 percent) increased up to 5 points
53 schools (11 percent) decfined up to 5 points
30 schools (6 percent) decfined more than 5 points
What happened to the 522 "above the state average" schools with an SPS of 69.4 to 100?
266 schools (51 percent) increased more than 5 points
141 schools (27 percent) increased up to 5 points
75 schools (14 percent) decfined up to 5 points
40 schools (8 percent) decfined mote than 5 posits
What happened to the 110 schools with an SPS over 100?
35 schools (32 percent) increased more than 5 points
34 schools (31 percent) increased up to 5 points
29 schools (26 percent) declined up to 5 points
12 schools (11 percent) decfined more than 5 points
The people of Louisiana demanded better schools and education for their children. BESE responded by
implementing a comprehensive school reform effort. Now, through the School Performance Scores, we
are reaping the benefits of Accountably. Student test scores are improving and mote students are
staying it school This is good news for our state." BESE President Glenny Lee Buquet said. "If every
school improves some each year, that is one step toward a better local school system and an overall
improved education system for the state. I anticipate great progress as we strive for the 10-year and
20-year goals under the Accountability Program."
For more information on the School Performance Scores, call the Department of Education's toll-free
Helpline to answer questions aboutthe program at 1-877-453-2721. Information and results can also be
viewed on the Departments website at http:Ztoww.louisianaschools.net.
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