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ABSTRACT 

LORETTA E. DENMARK 
THE RELATIONSHIP BETWEEN ELEMENTARY SCHOOL TEACHERS' 
PERCEPTIONS OF LEADERS' BEHAVIORS AND TEACHERS' SENSE OF 
EFFICACY 
Under the direction of OLIVIA M. BOGGS, Ed. D. and MARY H. O'PHELAN, Ph. D. 

The purpose of this study was to analyze the relationship between elementary 

school teachers' perceptions of leaders' behaviors and teachers' sense of efficacy. The 

study utilized the Teachers' Sense of Efficacy Scale (long form) (TSES) developed by 

Tschannen-Moran and Hoy (2001) and the School Leadership and Management survey 

(SLM) developed by Leithwood, Aitken, and Jantzi (2006). Seventy-six teachers in 

randomly selected elementary schools participated in the study. Using the Pearson 

Product-Moment correlation coefficent, the researcher identified seven statistically 

significant, positive relationships between leaders' behaviors in Helping People, 

Redesigning the Organization, and Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement, Instructional 

Strategies, and Classroom Management as measured by the TSES. 

Recommendations for future research include replicating the study in other levels 

of schools and in different types of school districts. Further investigation into additional 

variables that influence the relationship between teachers' perceptions of leaders' 

behaviors and teachers' sense of efficacy is recommended. Since a significant 
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relationship between Setting Directions and teachers' sense of efficacy was not 

identified; therefore, it is recommended that future research investigate this relationship. 

xiv 



CHAPTER 1 

INTRODUCTION 

General Introduction 

School leadership is multifaceted (Whitaker, 2003) and requires a multitude of 

desired behaviors from an individual (Brock & Grady, 2004). Principals set the tone in 

their buildings (Whitaker, 2003) and recognize the necessity of positive relationships 

with individuals in the building (Grady, 2004). 

Principals are charged with the task of leading teachers to achieve high levels of 

student success. In the midst of the movement to improve public education, reform 

efforts are enforced in every state through mandates and regulations (Darling-Hammond, 

2004). According to the No Child Left Behind Act of 2001, all schools are required to 

have a "highly qualified teacher" in all core content classrooms if the schools expect to 

continue receiving federal funds (Public Law 107-110, 2002). The Act also states that 

100% of students must meet proficiency standards by 2014. Teachers' sense of efficacy is 

one of the personal characteristics of teachers that is correlated with student achievement 

(Hoy & Hoy, 2006). 

Academic literature indicates a positive relationship between teacher efficacy and 

student achievement. A teacher's sense of efficacy is the belief the teacher has in his/her 

ability to develop an effective teaching and learning environment (Gibson & Dembo, 
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1984; Kyriakides, Campbell, & Christofidou, 2002; Nir & Kranot, 2006, Ross & Gray, 

2006a). A review of literature reveals studies of the relationship between a teacher's 

sense of efficacy and teacher performance, teacher persistence in efforts to teach all 

students, teacher openness to different and innovative strategies and techniques, and 

student achievement (Gibson & Dembo, 1984; Hoy, 2000). 

Teacher characteristics account for a portion of the variance in student 

achievement (Tuerk, 2005). Early research on the relationship between a teacher's sense 

of efficacy and student achievement indicates a positive relationship. Teachers with high 

expectations for students and with a strong belief in the ability to teach all students have a 

high sense of efficacy (Allinder, 1995). Highly efficacious teachers more often believe in 

their ability to teach all students without regard to the students' motivation or background 

(Armor et al., 1976). Teachers with a high sense of personal efficacy tend to set higher 

expectations for self and students, place more emphasis on teaching and learning, possess 

an awareness of student successes, exhibit more determination in assisting lower 

achieving students, and are more willing to implement new instructional strategies 

(Allinder, 1995). Teachers with a low sense of teaching efficacy more often believe it is 

doubtful that efforts of educators have much effect on low achieving students and are less 

persistent in aiding low achieving students (Bandura, 1993; Kyriakides et al., 2002). 

Teachers with a high sense of efficacy tend to have positive beliefs about the 

academic success of students who exhibit learning difficulties or disruptive behaviors 

(Tournaki & Podell, 2005). Teachers with a low sense of efficacy are more likely to make 
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a special education referral for children who are struggling with learning or behavior 

problems (Podell & Soodak, 1993), whereas, teachers with a high sense of personal 

efficacy are less biased in referring students to special education and are more likely to 

recommend continued placement in a regular education classroom (Podell & Soodak, 

1993). Teachers with a high sense of efficacy are more likely to make positive 

predictions about the academic success of students with learning difficulties or behavioral 

problems than teachers with a low sense of efficacy (Tournaki & Podell, 2005). 

A teacher's sense of efficacy is an attribute that is associated with student 

achievement (Tucker et al., 2005). Teachers with a higher sense of efficacy accomplish 

more in the classroom and have better coping skills (Nir & Kranot, 2006). Ross and Gray 

(2006a) suggest that teachers with a high sense of efficacy produce higher student 

achievement because the teachers exert more effort. Research indicates that the teacher's 

personal and general teaching efficacy influence the teacher's behavior in the classroom. 

Further review of the literature suggests leaders' behaviors may influence 

teachers' sense of efficacy (Leithwood, 1992). Leadership practices have transformed in 

conjunction with the political, social, and industrial forces in the United States. The role 

of educational leaders has evolved from the era of bureaucratic inspection in which 

leaders inspected the physical facilities of the school to the current age of accountability 

in which leaders supervise instruction and student achievement (Sullivan & Glanz, 2005). 

There are many leadership theories (Marzano, Water, & McNulty, 2005); 

however, instructional leadership and transformational leadership have been the 
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predominant models of educational leadership during the past two decades (Hallinger, 

2003; Marks & Printy, 2003). Instructional leadership emerged in the 1980s from the 

effective schools movement, while transformational leadership emerged from 

dissatisfaction with instructional leadership and the call for school restructuring 

(Hallinger, 2003). 

Researchers suggest that instructional leadership and transformational leadership 

are multidimensional. Instructional leadership requires strong focus on the content of the 

adopted curriculum, learning principles for students, and teacher practices occurring in 

the classroom (Hallinger, 2003; Sergiovanni & Starratt, 2007). Effective instructional 

leaders utilize a broad array of strategies to promote teacher reflection and professional 

growth (Blase & Blase, 1999). Transformational leaders focus on influencing followers 

to set aside self-interests for the greater good of the organization (Hallinger, 2003; 

Northouse, 2004). Transformational leadership characteristics include: charisma to 

inspire followers, intellectual stimulation of others to increase understanding, and 

individual consideration of professional growth and development (Ross & Gray, 2006a). 

Marks and Printy (2003) suggest that transformational and instructional behaviors 

are two of the main models of leadership demonstrated by educational leaders over the 

past two decades. Transformational leaders seek to raise the level of commitment of 

teachers to the organization and facilitate school improvement. Instructional leaders work 

with teachers to enhance teaching and learning. Marks and Printy (2003) recommend the 

integration of transformational influence while collaborating with teachers to improve 
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teaching and learning. Hoy and Hoy (2006) suggest that teachers in schools where leaders 

support them in instructional and management matters have a higher sense of personal 

efficacy. Higher levels of teacher efficacy are associated with improved student 

achievement (Andrews & Soder, 1987). 

A further review of the literature suggests leaders' behaviors may influence 

teachers' sense of efficacy (Hoy & Hoy, 2006; Leithwood, 1992). Since leaders' 

behaviors may influence teachers' sense of efficacy, these behaviors may also have some 

bearing on student achievement. 

Statement of the Problem 

The study addresses the lack of current research documenting teachers' 

perceptions of leadership behaviors and their relationship to teachers' beliefs in their 

abilities to influence student learning. Teacher efficacy is the belief a teacher has in his or 

her ability to teach students regardless of the students' background and environment 

(Tschannen-Moran & Hoy, 2001). Teacher efficacy is one characteristic of the 

effectiveness of the teacher (Yeo, Ang, Chong, Huan, & Quek, 2008), and it is one of the 

few personal characteristics of teachers that is positively correlated with student 

achievement (Hoy & Hoy, 2006). A review of the literature reveals that elements of the 

school environment influence a teacher's sense of efficacy, which in turn affects student 

success and achievement. 

Ross and Gray (2006a) suggest that transformational leaders have the opportunity 

to improve the beliefs of the staff; however, Yukl (2006) states most research on 
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transformational leadership concentrates on the relationship of leader behavior and 

follower motivation, satisfaction, and performance. Tschannen-Moran and Barr (2004) 

report that supportive leaders create a positive environment that contributes to teachers' 

beliefs in their teaching efficacy; however, specific leadership behaviors that allow the 

leader to create the positive environment are not identified. Hipp (1997) reports the 

existence of empirical studies that verify the influence of leadership behaviors on 

teachers' sense of efficacy; however, studies from the teachers' perspectives into the 

relationship between specific leader and behaviors and teacher efficacy are scarce. Ross 

and Gray (2006a) recommend further research to link particular leadership behaviors and 

teachers' sense of efficacy. 

With the implementation of the No Child Left Behind Act of 2001 mandating 

accountability for all schools, it is important for school districts to employ teachers who 

have a positive impact on student achievement. Research indicates a positive relationship 

between teachers with a high sense of efficacy and student achievement (Hoy & Hoy, 

2006). It is essential for leaders to recognize leadership behaviors that support and 

facilitate a high sense of efficacy in teachers. Therefore, the researcher proposes to study 

the relationship between teachers' perception of leaders' behaviors in elementary schools 

and the teachers' sense of efficacy. 

Purpose of the Study 

The purpose of the study is to analyze the relationship between teacher's 

perception of leaders' behaviors in elementary schools and teachers' sense of efficacy. 
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This study examined how teachers' perceptions of the principal and assistant principals' 

leadership behaviors in Setting Directions, Helping People, Redesigning the 

Organization, and Managing the Instructional Program in elementary schools correlate 

with teachers' efficacy in student engagement, instructional strategies, and classroom 

management. 

Research Questions 

To address the purpose of the study, the following research questions guided the 

study: 

1. Is there a relationship between the mean scores of teachers' perceptions of 

overall leaders' behaviors as measured by the School Leadership Management (SLM) 

survey and the mean scores of teachers' overall sense of efficacy as measured by the 

Teachers' Sense of Efficacy Scale (long form) (TSES)? 

2. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Setting Directions as measured by the SLM and teachers' sense of Efficacy for Student 

Engagement as measured by the TSES? 

3. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Student 

Engagement as measured by the TSES? 

4. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Student Engagement as measured by the TSES? 
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5. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Student Engagement as measured by the TSES? 

6. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Setting Directions as measured by the SLM and teachers' sense of Efficacy for 

Instructional Strategies as measured by the TSES? 

7. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Instructional 

Strategies as measured by the TSES? 

8. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Instructional Strategies as measured by the TSES? 

9. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Instructional Strategies as measured by the TSES? 

10. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Setting Direction as measured by the SLM and teachers' sense of Efficacy for Classroom 

Management as measured by the TSES? 

11. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Classroom 

Management as measured by the TSES? 
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12. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Classroom Management as measured by the TSES? 

13. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Classroom Management as measured by the TSES? 

Hypotheses 

To further address the purpose of the study, the following hypotheses were tested: 

Hoi: There is no statistically significant relationship between the mean scores of 

teachers' perceptions of overall leaders' behaviors as measured by the SLM and the mean 

scores of teachers' overall sense of efficacy as measured by the TSES. 

HAi: There is a statistically significant relationship between the mean scores of 

teachers' perceptions of overall leaders' behaviors as measured by the SLM and the mean 

scores of teachers' overall sense of efficacy as measured by the TSES. 

H02: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

HA2: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Setting Directions as measured by the SLM and teachers' sense 

of Efficacy for Student Engagement as measured by the TSES. 
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H03: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM survey and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

HA3: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Helping People as measured by the SLM survey and teachers' 

sense of Efficacy for Student Engagement as measured by the TSES. 

H04: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

HA4: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of efficacy in Efficacy for Student Engagement as measured by 

the TSES, 

H05: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement as measured by the 

TSES. 

HAS: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement as measured by the 

TSES. 
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Ho6: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

HA6: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

H07: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

HA7: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

H08: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

HAS: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Redesigning the Organization as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

H09: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 
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the SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

HA9: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

Hoio: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Direction as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

HAio: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Setting Direction as measured by the SLM and teachers' sense of 

Efficacy for Classroom Management as measured by the TSES. 

Hon: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

HAii: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

H012: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 
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SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

HAi2: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

H013: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

HAB: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

Conceptual Framework 

The conceptual framework of this study is based upon theories of personal 

efficacy (Bandura, 1977b; Tschannen-Moran & Hoy, 2001), instructional leadership 

(Blase & Blase, 1999; Hallinger, 2003; Marks & Printy, 2003; McEwan, 2003), 

transformational leadership (Leithwood, Aitken, & Jantzi, 2006; Leithwood & Beatty, 

2008; Ross & Gray, 2006a; Yukl, 2006), and the relationship between leaders' behaviors 

and teacher efficacy (Hipp, 1996, 1997; Nir & Kranot, 2006). Self-efficacy is 



14 

conceptualized in Rotter's (1975) social learning theory and Bandura's (1977b) social 

cognitive theory. Research reveals a strong relationship between high levels of teacher 

efficacy and high levels of student achievement (Andrews & Soder, 1987; Leithwood & 

Beatty, 2008). 

Tschannen-Moran and Barr (2004) report that supportive leaders create a positive 

environment that contributes to teachers' beliefs in their teaching efficacy. However, 

extant literature includes conflicting studies about the extent of the relationship between 

leaders' behaviors and teachers' sense of efficacy. Further review of the literature reveals 

direct and indirect relationships between leadership behaviors and classroom instruction 

(Hipp, 1996, 1997; Leithwood & Beatty, 2008; Nir & Kranot, 2006). 

Student achievement has a positive relationship with teacher efficacy. Hipp (1996, 

1997) reports that teachers feel efficacious when they perceive their leaders as exhibiting 

certain behaviors. Leaders want teachers to perceive these behaviors because they want 

teachers to feel capable of handling all situations and to feel support. When teachers feel 

efficacious, they believe in their abilities to teach all students. These beliefs are 

associated with student achievement. 

Importance of the Study 

Scholarly literature is rich in references for instructional supervision, instructional 

leadership, transformational leadership, and teacher's sense of efficacy. However, the 

review of the literature suggests limited research relating the relationship between 

teachers' perception of leaders' behaviors and teachers' sense of efficacy (Hipp, 1997). 
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Extant literature presents many lists of characteristics of effective school leadership 

behaviors; however, the literature neglects to address how effective leaders put the 

characteristics into action (McEwan, 2003). 

The findings of this study may provide school leaders with information about the 

relationship between leadership behaviors and teachers' sense of efficacy. These insights 

may aid current and potential school leaders in gaining an awareness of the relationship 

between behaviors they exhibit and the teacher efficacy of their staff. Central office 

personnel may benefit from the findings of the study when developing professional 

growth opportunities for school leaders that lead to the identification of behaviors that are 

associated with teacher efficacy. Additional information about leaders' behaviors and 

teachers' sense of efficacy may be useful for school district personnel during the 

interview process of prospective candidates for principals' positions. The findings of this 

study contributed to the current body of literature by providing further information about 

the relationship between elementary school teachers' perception of specific leader 

behaviors and the teachers' efficacy. While this correlational study cannot infer that 

leaders' behaviors influence teachers' sense of efficacy, the results may serve as a 

springboard for future research. 

Procedures 

The researcher did a quantitative study of the relationship between teachers' 

perceptions of the principal's leadership behavior and the teacher's sense of efficacy. The 

researcher surveyed teachers in randomly selected elementary schools in a large, 
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suburban school district in northeast Georgia. The researcher used the TSES developed 

by Tschannen-Moran and Hoy (2001) and the SLM survey developed by Leithwood et al. 

(2006). Questions regarding demographic data about teachers' schools were distributed 

with the TSES and the School Leadership and Management survey in an effort to obtain a 

description of the sample participants and the work environment. The researcher 

administered electronic surveys through a Web site that was sent to the sample 

population via e-mail. 

The data was analyzed using the Pearson Product-Moment Correlation 

Coefficient (Pearson r) component of SPSS version 16.0 for Windows. Data collection 

included the teacher responses on the TSES, the School Leadership and Management 

survey, and demographic questions. The researcher constructed bivariate scatter plots to 

determine if the scores on each dimension of both instruments were linearly related, to 

determine if the distributions were normal, and to examine if the relationship was positive 

or negative. A correlation matrix was used to display the correlation coefficients of the 

study. Data analysis was the same for all research questions. 

Limitations 

This study examined the relationship between teachers' perceptions of the 

principal's and assistant principals' leadership behaviors and teacher efficacy in 

randomly selected public elementary schools in a large, suburban school district in 

northeastern Georgia. Therefore, the generalizability of the results of the study is limited 

to districts with similar characteristics. 
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An additional limitation of the study included the number of completed research 

instruments returned to the researcher within the specified data collection period. Two 

research instruments were distributed to potential participants via an electronic link to a 

Web site. A reminder e-mail was sent to potential participants as a reminder of the end of 

the data collection period in an effort to ensure a higher response rate from participants. 

The findings of the study were limited by the accuracy and honesty of the 

participants' self-reported responses using the Likert-type scales on the TSES and the 

SLM survey. The investigation was limited to the teachers' perceptions of leaders' 

behaviors in Setting Directions, Helping People, Redesigning the Organization, and 

Managing the Instructional Program in elementary schools and the teachers' Efficacy for 

Student Engagement, Instructional Strategies, and Classroom Management. The Likert-

type scales on the instruments limited the participants' ability to report in-depth answers. 

Delimitations 

The researcher's employment in the targeted school district delimited the study of 

teachers' perceptions of leaders' behaviors in elementary schools and the relationship 

with the teachers' sense of efficacy. Employment in the school district provided the 

researcher with access to current e-mail addresses of leaders in the randomly selected 

schools. 

Another delimitation of the study included conducting the study in one school 

district. Generalizability of the study was delimited since the study was only conducted in 

a large, suburban school district in the Southeastern United States. 
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An additional delimitation of the study included conducting the study in one 

school level. The generalizability was delimited because the study was only conducted in 

elementary schools. 

Data collection of the study was delimited by the services provided by the 

Information Technology Department of Mercer University. At the end of the data 

collection period, the Information Technology Department compiled the raw data in a 

spreadsheet and sent it to the researcher. The researcher was able to upload the raw data 

directly into SPSS 16.0; therefore, eliminating the risk of human error in data entry. 

Definition of Terms 

To maintain consistency, terms used in the study are defined as follows: 

General Teaching Efficacy (GTE) represents a teacher's belief about the general 

relationship between teaching and learning (Woolfolk, Rosoff, & Hoy, 1990). 

Instructional leadership is a style of leadership involving active collaboration 

between the principal and the schools' stakeholders and focuses on the curriculum, the 

principles of learning, and teaching practices (Marks & Printy, 2003; Sergiovanni & 

Starratt, 2007). 

Instructional supervision is the function or process of providing "assistance for 

the improvement of instruction" (Glickman, Gordon, & Ross-Gordon, 1998, p. 8) that 

enables teachers to grow and develop professionally while improving classroom 

instruction (Zepeda, 2007). 
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Locale code is a measure of geographic status on an urban continuum that 

describes characteristics of a school system. (National Center for Education Statistics, 

2008). 

Personal teaching efficacy (PTE) represents a teachers' belief in his or her ability 

to affect student learning (Gibson & Dembo, 1984 ). 

Efficacy refers to "people's beliefs about their capabilities to produce designated 

levels of performance that exercise influence over events that affect their lives" (Bandura, 

1977b, p. 2). 

SPSS 16.0 is a comprehensive, statistical computer program used to analyze data 

(Kranzler, 2007; Warner, 2008). 

Suburb, Large is the urban-centric locale code describing the "territory outside a 

principal city and inside an urbanized area with population of 250,000 or more" (National 

Center for Education Statistics, 2008). 

Teacher efficacy is a teacher's "judgment of his or her capabilities to bring about 

desired outcomes of student engagement and learning" (Tschannen-Moran & Hoy, 2001, 

p. 783). 

Transformational leadership is a style of leadership in which the leader raises the 

level of commitment and interest of followers and inspires followers to look beyond their 

own interests to the good of others (Leithwood & Duke, 1999; Schermerhorn, Hunt, & 

Osborn, 2005). 



Summary 

The practice of school leadership has evolved from an inspectional ritual of 

examining the physical school facilities to standards-based supervision seeking to 

determine if teachers are meeting specified objectives of the curriculum and increasing 

student achievement. The effective schools research identifies characteristics and traits of 

effective instructional leaders in the school. Checklists of the characteristics and traits are 

presented in educational literature. However, the lists do not inform the reader how to put 

the characteristics into action or their relationship with teachers' sense of efficacy. 

Current federal legislation mandates higher accountability for schools and 

increases the necessity of higher student achievement. Teachers with a sense of high 

efficacy believe students are capable of learning and tend to exhibit behaviors that 

facilitate increased student achievement. A review of the literature reveals direct and 

indirect relationships between leadership behaviors and the classroom instruction 

provided by teachers. However, few studies link the relationship of leadership behaviors 

and teachers' sense of efficacy. A review of current literature investigated the theoretical 

background of teacher efficacy, descriptions of instructional and transformational 

leadership, and the relationship of educational leaders' behaviors and teachers' efficacy. 



CHAPTER 2 

REVIEW OF THE RELATED LITERATURE 

The purpose of this study is to analyze the relationship between teachers' 

perceptions of the leaders' behaviors in elementary schools and teachers' sense of 

efficacy, so the review of current literature examines the theoretical background of 

teacher efficacy, descriptions of instructional and transformational leadership, and the 

relationship of educational leaders' behaviors and teachers' efficacy. The chapter 

discusses teacher efficacy's foundation in the work of Julian Rotter's Social Learning 

Theory (1966) and Albert Bandura's (1977b) social cognitive theory. Following the 

review of the foundation of teacher efficacy, the chapter includes an analysis of teacher 

efficacy studies. Instructional leadership and transformational leadership have been the 

predominant models of educational leadership during the past two decades (Hallinger, 

2003; Marks & Printy, 2003); therefore, the review of literature focuses on instructional 

and transformational leadership. To address the purpose of the research, the last section 

describes the results of current studies examining the relationship between leaders' 

behaviors and teacher efficacy. 
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Efficacy 

A review of literature attributes the foundation of efficacy to the work of several 

scholars. Guskey and Passaro (1994) reported that the definition of teacher efficacy is 

based on the early psychological research of Heider or White. However, 

earlyconceptualizations and measures of teachers' efficacy are grounded in the work of 

Rotter (1966), whereas, more recent instruments are based on Albert Bandura's Social 

Cognitive Theory (Shaughnessy, 2004; Wolters & Daugherty, 2007). 

Successes and failures in people's lives influence their beliefs and decisions. 

Behavior can be predicted by a person's beliefs about perceived abilities rather than by 

actual knowledge and skills. Efficacy beliefs lead an individual to expect specific 

outcomes of behaviors. Highly efficacious, confident individuals expect successful 

accomplishments, but individuals with low-efficacy beliefs and less confidence expect 

less successful outcomes. 

Rotter's Social Learning Theory 

Early studies of efficacy are based on Rotter's Social Learning Theory 

(Tschannen-Moran, Hoy, & Hoy, 1998). The theory involves both process and content 

theory. The process theory is "necessary in order to study the effects of new experience 

and to apply general laws to individuals" (Rotter, 1982, p. 3). The content theory is 

"necessary to achieve some efficiency in relating experience with one individual to the 

case of another who is similar in some important respect, and to describe in broader terms 

the effects of experience" (Rotter, 1982, p. 3). 



23 

Rotter's Social Learning Theory has three main constructs: behavioral potential, 

expectancy, and reinforcement values. Behavioral potential is the probability of a 

behavior occurring in relation to a reinforcer (Rotter, 1982). Expectancy is based on 

former experiences, and it is the probability that a given behavior will lead to a specific 

reinforcement. Persons with high expectations believe their behavior will result in a 

desired outcome. In contrast, persons with low expectations believe their behavior may 

not result in the desired outcome. Reinforcement value is the level of the desirability of 

the outcomes of behavior if all outcomes have an equal chance of occurrence. Desirable 

events have a high reinforcement value, and less desirable events have a lower 

reinforcement value. Life experiences affect the desirability of events; therefore, 

individuals may interpret the same outcome of a behavior differently (Rotter, 1975). 

Rotter's (1975) locus of control concept emerged from the social learning theory. 

Rotter reported that some scholars refer to locus of control "as the major or central 

concept in social learning theory. It is not" (p.56). 

Personality results from an individual's interaction with the environment (Rotter, 

1975). Personality and behavior are viewed as variable aspects of an individual's life. If 

the environment changes, the individual's behavior changes (Rotter, 1975). Brissett and 

Nowicki (1973) reported that Rotter "conceptualized behavior as being a function of how 

much a person values a goal and his subjective expectancy of achieving that goal (p. 35). 
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Bandura's Efficacy Theory 

Albert Bandura's Social Cognitive Theory provides the theoretical framework for 

additional research on teacher efficacy (Henson, 2002; Tschannen-Moran, Hoy, & Hoy, 

1998; Yeo et al., 2008). The Social Cognitive Theory is based "on the principal 

assumption that psychological procedures, whatever their form, serve as means of 

creating and strengthening expectations of personal efficacy" (Bandura, 1977a, p. 193). 

Outcome expectancy and efficacy expectancy affect human behavior. Bandura 

hypothesized that "through life experiences persons develop a generalized expectancy 

about action-outcomes contingencies, as well as a more specific belief in their own 

coping abilities, or efficacy" (as quoted in Dembo & Gibson, 1985, p. 174). Outcome 

expectancy is as a person's belief that certain actions lead to specific outcomes. Efficacy 

expectation refers to the belief that an individual can successfully complete the action 

required to produce an outcome (Yeo et al., 2008). However, caution must be used when 

basing the prediction of behaviors on outcome expectations. Highly efficacious 

individuals may not engage in actions that could result in undesirable outcomes even 

when the individual possesses the necessary skills and knowledge necessary to 

successfully accomplish the task (Pajares, 2002b). 

Bandura (1994) defined perceived efficacy as "people's beliefs about their 

capabilities to produce designated levels of performance that exercise influence over 

events that affect their lives" (p. 2). An individual's perceived efficacy determines the 

amount of effort expended and the amount of time spent on challenging activities or in 



25 

various situations (Bandura, 1982b). For example, Bandura (1982b) reported individuals 

with a high sense of perceived efficacy "exert greater effort to master the challenges" and 

"feel little need to invest much preparatory effort" (p. 123). Individuals with less 

perceived efficacy "dwell on their personal deficiencies and imagine potential difficulties 

as more formidable than they really are" (Bandura, 1982b, p. 123). 

Efficacy beliefs influence choices an individual makes, courses of action taken, 

the amount of effort expended on tasks, perseverance, and individual thoughts and 

emotions (Pajares, 2002a). Highly efficacious individuals set challenging goals and 

persevere in efforts to achieve successful results. Failures to attain the desired results are 

accredited to a lack of sufficient effort or the need to improve the necessary skills 

required in becoming successful. The level of efficacy possessed by an individual 

influences how tasks are approached and the resulting feelings of accomplishment. High 

beliefs of efficacy may lead to increased performance, which in turn, leads to increased 

confidence and morale. Conversely, low efficacy beliefs may lead to lower levels of 

performance, which may lead to lowering confidence and morale (Pajares, 2002a). 

Bandura (1977a) suggested four major sources of efficacy expectations: (a) 

mastery experiences, (b) vicarious experiences, (c) social persuasion, and (d) 

physiological and emotional states. Mastery experiences are the individual's 

interpretation of previous performance accomplishments. Vicarious experiences occur 

through observing of others model tasks. Verbal judgments from other people influence 

an individual's efficacy beliefs. Physiological and emotional states experienced by 
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individuals when facing a task affect efficacy beliefs (Bandura, 1977a; Pajares, 2002a). 

Individuals create and develop efficacy beliefs through four sources of efficacy 

expectations. 

Mastery experiences are the most influential source of efficacy expectations (Hoy, 

2000; Pajares, 2002a). Mastery experiences are outcomes of an individual's experiences 

and affect the sense of efficacy expectations (Bandura, 1994). Outcomes of an 

individual's performance are used in developing beliefs of competence. If the outcomes 

are interpreted as successful, efficacy beliefs increase. Conversely, less than successful 

outcomes lower efficacy beliefs (Bandura, 1994). 

Perceived efficacy increases through vicarious experiences when individuals learn 

by observing similar individuals model activities and perform tasks (Bandura, 1994; 

Pajares, 2002a). Vicarious experiences are less influential in forming efficacy beliefs than 

mastery experiences. However, efficacy beliefs increase if the vicarious experience 

teaches the individual new methods to accomplish tasks. Observing the success of others' 

performance of tasks may contribute to higher efficacy beliefs when the observer and the 

person modeling the skill have similar attributes (Hoy, 2000; Pajares, 2002a). 

An individual's sense of efficacy increases through social persuasion when the 

individual receives specific feedback on performances from a supervisor or colleagues 

about the individual's ability (Bandura, 1994; Hoy, 2000). Verbal judgments made about 

an individual's performance may influence the individual's efficacy beliefs if the 

judgments are perceived as genuine. However, negative judgments may lessen the 
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individual's efficacy beliefs (Pajares, 2002a). The influence of social persuasion depends 

upon the "credibility, trustworthiness, and expertise of the persuader" (Hoy, 2000, p.4). 

Social persuasion by itself is limited in contributing to efficacy; however, social 

persuasion plays a role in an individual's efforts to try new strategies and perseverance 

(Hoy, 2000). 

Physiological and emotional states play an important role in perceived efficacy to 

"the extent to which performances can be attributed to internal or controllable causes, not 

simply luck" (Ebmeier, 2003, p. 115). Levels of anxiety or excitement, personal 

characteristics, and perceived causes of success or failure contribute to efficacy beliefs 

(Hoy, 2000). If an individual feels fear, stress, or anxiety about an anticipated task, 

efficacy beliefs may decrease. Emotional reactions to tasks may contribute to further 

anxiousness and exacerbate lower beliefs of efficacy (Pajares, 2002a). 

Interpretations of an individual's performance outcomes serve as sources of 

efficacy judgment beliefs. Successful performances raise efficacy, while failures may 

lower efficacy if efficacy beliefs are not previously established (Bandura, 1994). 

Teachers' Sense of Efficacy 

The interchangeable terms efficacy, sense of efficacy, and self-efficacy mean "the 

extent to which a teacher believes that he or she can affect student performance" (Hipp, 

1996, p. 2). Bandura (1993) stated, "Teachers with low perceived efficacy tend to avoid 

dealing with academic problems" (p. 134). Gibson and Dembo (1984) indicated that 

teachers with a high sense of efficacy spend more time in whole group instruction, in 
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monitoring and checking seatwork of students, in preparation, and in leading students to 

correct answers to questions. Ware and Kitsantas (2007) reported that teachers with high 

sense of efficacy tend to take personal responsibility for successes and failures, while 

teachers with a lower sense of efficacy are more "likely to attribute their successes or 

failures to outside factors" (p. 303). Kyriakides et al. (2002) stated that teachers with low 

efficacy "have been linked to low expectations of students which is a significant factor 

predicting student achievement" (p. 299). According to Ware and Kitsantas 

(2007),"Schools can influence teacher efficacy and collective efficacy beliefs by 

cultivating and providing organizational support through positive collaboration within the 

teaching staff and administrators via supervision" (p. 304). 

The study of teacher efficacy "began with RAND researchers' evaluation of 

whether teachers believed they could control the reinforcement of their actions" (Henson, 

2002, p. 137). Early researchers with the RAND Corporation based their study of teacher 

efficacy on Rotter's Social Learning Theory (Tschannen-Moran, Hoy, & Hoy, 1998; Yeo 

et al., 2008). Using Rotter's concepts of internal locus of control and external locus of 

control, the researchers explain teacher efficacy as the teacher's beliefs that factors under 

their control have a greater influence on student performance than the student's 

environment or background. Factors under the teacher's control relate to Rotter's internal 

locus of control ideas, and the outcomes of teaching compare with Rotter's external locus 

of control (Yeo et al., 2008). 



Hoy (2000) indicated that teacher efficacy is associated with student achievement, 

student motivation, teacher innovation, ratings of teacher competence, classroom 

management, the amount of time spent on teaching specific subjects, and teacher referrals 

of students for special education services. However, "much remains to be learned about 

this important aspect of efficacy and how it develops in teachers" (Hoy, 2000, p. 2). 

A 1976 RAND study measured teachers' sense of efficacy in working with 

minority students in selected schools in the Los Angeles school district (Armor et al., 

1976). Armor et al. utilized two items to measure the teachers' sense of efficacy in 

teaching minority children: 

1. When it comes right down to it, a teacher really can't do much 

(because) most of a student's motivation and performance depends on his or her 

home environment. 

2. If I really try hard, I can get through to even the most difficult or 

unmotivated students, (p. 23) 

The theoretical basis of the RAND teacher efficacy instrument is J. B. 

Rotter's work (Armor et al., 1976; Gibson & Dembo, 1984; Hoy, 2000). 

Combining teacher responses on the two items into a single measure of efficacy, 

the researchers report a significant relationship between high teacher efficacy and 

student achievement in reading (Armor et al., 1976). The RAND study "guided 

most teacher efficacy research during the late 1970s and early 1980s" (Henson, 

2002, p. 139). 
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Gibson and Dembo (1984) sought to develop an instrument to measure teacher 

efficacy, to validate the construct of teacher efficacy, and to investigate the relationship 

between classroom teacher behaviors and teacher efficacy. Gibson and Dembo's Teacher 

Efficacy Scale was based on teacher interviews and an analysis of previous studies of 

teacher efficacy. Factor analysis of the Teacher Efficacy Scale reveals two "substantial" 

factors (Gibson & Dembo, 1984, p. 573): personal teaching efficacy and teaching 

efficacy. Personal teaching efficacy is "the belief that one has the skills and abilities to 

bring about student learning" (Gibson & Dembo, 1984, p. 573). Gibson and Dembo 

related this dimension of teacher efficacy to Bandura's self-efficacy dimension. Teaching 

efficacy is the "belief that any teacher's ability to bring about change is significantly 

limited by factors external to the teacher, such as the home environment, family 

background, and parental influences" (Gibson & Dembo, 1984, p. 574). Gibson and 

Dembo reported that teaching efficacy is consistent with Bandura's outcome expectancy 

dimension. 

Classroom observations of teacher behaviors related to academic focus, feedback, 

and persistence as related to levels of teacher efficacy reveal different patterns of 

behavior in highly efficacious teachers and low efficacious teachers (Gibson & Dembo, 

1984). Highly efficacious teachers spend more academic time in whole group instruction, 

while teachers with a low sense of efficacy spend more time in small group instruction. 

Teachers with a high sense of efficacy spend more time monitoring and checking 

seatwork when compared to teachers with a low sense of efficacy. High efficacy teachers 
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also spend more time preparing for class and doing paperwork than teachers with low 

efficacy. Results of the study indicate only a small difference in the amount of praise 

provided by teachers with different levels of efficacy; however, teachers with higher 

levels of efficacy praise students slightly more than teachers with low efficacy. When 

given an incorrect response from a student, teachers with a high sense of efficacy tend to 

be more persistent in assisting the student in discovering the correct response by 

providing additional questions. Teachers with low efficacy tend to give the correct 

response or call on another student to give the correct response (Gibson & Dembo, 1984). 

Gibson and Dembo suggested that teacher efficacy influences behaviors and persistence 

of teachers. 

The results of Gibson and Dembo's research indicated that teacher efficacy is 

multidimensional. However, personal teaching efficacy and teaching efficacy are 

moderately correlated. The researchers suggested further study of teacher efficacy from a 

multidimensional approach (Gibson & Dembo, 1984). 

A teacher's sense of efficacy influences the quality of instruction and teacher 

practices. Tschannen-Moran and Hoy (2001) defined teacher efficacy as a belief of the 

teacher's "capabilities to bring about desired outcomes of student engagement and 

learning, even among those students who may be difficult or unmotivated" (p. 783). 

Collier (2005) reported that teacher efficacy "has been identified as perhaps the most 

important belief system in terms of its effect on the behavior of teachers and subsequently 

student performance" (pp. 351-352). 
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Teachers who believe "in their ability to teach difficult or unmotivated 

students evidence a belief that reinforcement of teaching activities lies within the 

teacher's control or is internal" (Tschannen-Moran & Hoy, 2001, p. 784). On the 

other hand, teachers who believe that "the influence of the environment 

overwhelms a teacher's ability to have an impact on a student's learning exhibit a 

belief that reinforcement of their teaching efforts lies outside their control or is 

external to them" (Tschannen-Moran, 2001, p. 784). 

Tschannen-Moran and Hoy (2001) reported measurement problems with 

teacher efficacy instruments. The researchers cite questions about validity and 

reliability of teacher efficacy instruments, the meaning of the personal teaching 

efficacy and teaching efficacy factors, and the lack of knowledge about the 

specificity of teacher efficacy across contexts. Tschannen-Moran and Hoy sought 

to investigate the problems and develop a new instrument to measure teacher 

efficacy to address existing problems. 

Proposing a new measure of teacher efficacy, Tschannen-Moran and Hoy (2001), 

developed the Ohio State Teacher Efficacy Scale (OSTES). The instrument includes two 

forms divided into three subscales: Efficacy for Student Engagement, Efficacy for 

Instructional Strategies, and Efficacy for Classroom Management. The researchers 

indicate that they prefer calling the instrument the Teachers' Sense of Efficacy Scale. 
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Teacher Efficacy and Classroom Management 

Teachers deal with management of student behavior every day. The level of a 

teacher's efficacy influences the teacher's beliefs about students in the classroom 

(Gordon, 2001). In a study comparing elementary school teachers with a high sense of 

efficacy and elementary school teachers with a low sense of efficacy, Gordon reported, 

High efficacy teachers are less likely to perceive their difficult students as 

having chronic behavior problems, are more likely to expect behavior 

improvement, are less likely to feel angry, embarrassed, or guilty about 

student misbehavior, are more likely to like problem students, and are 

more likely to feel confident about being able to manage student 

misbehavior, (p. 62) 

Highly efficacious teachers also report having: fewer problem students, less stress, better 

relationships with their principals, and academically above average students. Conversely, 

low efficacy teachers 

are more likely to perceive their difficult students as having chronic 

behavior problems, are less likely to expect student behavior 

improvement, are more likely to feel angry, embarrassed, and guilty about 

student misbehavior, are less likely to like problem students, and are less 

likely to feel confident about being able to manage student misbehavior. 

(Gordon, 2001, p. 63) 
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Teachers with a low sense of efficacy use a higher amount of negative consequences and 

severe punishments, report having more problem students in their classrooms, describe 

more stress, convey worse relationships with their principals, and are likely to describe 

their students as academically below average (Gordon, 2001). Teachers' sense of efficacy 

influences the thoughts and reactions of the teachers within the school environment. 

Misbehavior interferes with the learning environment within the classroom and 

negatively affects student-teacher relationships (Morin & Battalio, 2004). In a research 

study investigating whether teacher efficacy in classroom management and discipline is 

distinct from other dimensions of teacher efficacy, Emmer and Hickman (1991) reported 

that the results of the study support the idea that teacher efficacy includes more than 

personal teaching efficacy and general teaching efficacy as measured by Gibson and 

Dembo's (1984) Teacher Efficacy Scale. Emmer and Hickman (1991) indicated 

"classroom management/discipline efficacy and personal teaching efficacy subscales are 

positively correlated with preference for positive strategies" (p. 763). However, general 

teaching efficacy is negatively correlated with preference for positive strategies (Emmer 

& Hickman, 1991). 

Morin and Battalio (2004) suggested that personal teaching efficacy may be one 

of the most influential factors in interpreting and dealing with student misbehavior. When 

a student misbehaves, teachers with high personal teaching efficacy try to interpret the 

underlying cause of the behavior and decide how to respond; however, teachers with a 

low sense of personal teaching efficacy tend to believe that students willingly misbehave 
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(Morin & Battalio, 2004). Teachers with a high sense of personal teaching efficacy utilize 

classroom management strategies that have been successful in the past and have had a 

positive impact on students. If the strategy continues to be effective, the success 

contributes to the teacher's sense of personal teaching efficacy (Morin & Battalio, 2004). 

In a study of student teachers, findings reveal that motivation to improve teaching 

receives high ratings as a source of teaching efficacy (Poulou, 2007). Analysis of student 

teachers' perceptions for classroom management reveal high efficacy in making clear 

expectations about student behavior and establishing routines for the classroom. 

However, student teachers do not feel as efficacious in establishing a classroom 

management system that is appropriate for all students (Poulou, 2007). 

Teacher Efficacy and Instructional Strategies 

In a study of student teachers' efficacy, Poulou (2007) reported that teacher 

perceptions of competence, personal characteristics, and motivation contribute to teacher 

efficacy. Findings reveal that motivation to improve teaching receives high ratings as a 

source of teaching efficacy (Poulou, 2007)..Analysis of student teachers' perceptions for 

instructional strategies indicate high efficacy for gauging student comprehension of what 

they have taught and providing an alternative explanation or an example when students 

are confused. Student teachers did not feel as efficacious in providing challenges for very 

capable students (Poulou, 2007). 

In a study investigating self-efficacy beliefs and choices of instructional strategies 

of student teachers, findings indicate that student teachers with a higher sense of personal 
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efficacy were willing to use a variety of instructional strategies to support learning 

(Wertheim & Leyser, 2002). However, the results do not reveal a significant relationship 

between teaching efficacy and any of the instructional approaches for willingness to use 

and perceived effectiveness of the strategies. Student teachers with higher personal 

teaching efficacy use more individualized and diagnostic instructional strategies, adapt 

teaching strategies to meet the needs of the students, have more supportive attitudes, and 

perceive themselves as more successful in teaching students with diverse needs 

(Wertheim & Leyser, 2002). 

Highly efficacious teachers are more likely to implement challenging instructional 

strategies and have higher student achievement (Ross & Bruce, 2005). Ross and Bruce 

reported that participation in a professional development program influences sixth-grade 

mathematics teachers' beliefs about their instructional capacity. Results of the study 

indicate that teachers who participated in the math in-service report higher levels of 

teacher efficacy in student engagement efficacy, instructional strategies efficacy, and 

classroom management efficacy (Ross & Bruce, 2005). 

Teacher Efficacy and Student Engagement 

In the student engagement dimension of teacher efficacy, Poulou (2007) reported 

that student teachers feel higher efficacy for facilitating student belief in their ability to 

do school work and fostering student creativity. Conversely, student teachers feel less 

efficacious at aiding families in supporting their child's success in school (Poulou, 2007). 
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Student teachers receive the highest ratings in the student engagement dimension of the 

TSES (Poulou, 2007). 

Teachers in high performing schools believe in students' active engagement in the 

learning process, while teachers in low performing schools report that student difficulty 

in reading and taking tests necessitate accommodations to the curriculum, instruction, and 

assessments (Brown, Anfara, & Roney, 2004). Teacher structure and autonomy support 

have a significant relationship with student engagement, while teacher involvement is a 

significant predictor of student engagement (Tucker et al., 2002). When asked to self-

report about student engagement, students report higher levels of student engagement 

when teachers are more interested and involved in their lives (Tucker et al., 2002). 

Leithwood and Jantzi (2000) reported that school leaders have weak but 

significant effects on student engagement. Leithwood and Jantzi (2000) identified two 

dimensions of student engagement: participation and identification. Findings of 

Leithwood and Jantzi's (2000) study revealed that school leaders have weak but 

significant indirect effects on the student identification dimension of student engagement 

but not the participation dimension of student engagement. 

Leadership 

"The effectiveness of schools in educating students is highly dependent upon the 

nature of leadership within the individual school" (MacNeill, Cavanagh, & Silcox, 2003, 

p. 14). The quality of teacher instruction and student interest and participation in the 

learning process are based on the outcomes of school leadership (MacNeill et al., 2003). 



38 

Marks and Printy (2003) reported that principals are in the position to transform schools 

or maintain them. 

A variety of meanings of leadership is reported in the literature. Northouse (2004) 

described several views of leadership: (a) the leader is the center of group activity; (b) the 

leader possesses special traits that facilitate the influence of others; (c) the leader's 

behavior causes change; (d) the leader has power over others that causes change; (e) the 

leader is supportive of followers' achievement of goals through "vision setting, role 

modeling, and individualized attention" (p. 2); and (f) the leader has the necessary 

knowledge and skills. McEwan (2003) described leadership as "interpersonal influence 

directed through the communication process toward the attainment of some goal or 

goals" (p. 3). 

Northouse (2004) identified four common components in the varied definitions of 

leadership. All descriptions of leadership agree that leadership is a process, involves 

influence, occurs within a specific framework, and involves goal realization. The process 

of leadership suggests that leadership is interactive and not limited to a single person. 

Both leaders and followers influence one another, and leadership occurs in a group 

setting in which individuals seek to accomplish common goals (Northouse, 2004). 

During the past 2 decades, new conceptual models of educational leadership have 

emerged; however, instructional leadership and transformational leadership studies have 

dominated the number of empirical studies investigating educational leadership 

(Hallinger, 2003; Marks & Printy, 2003). Both models of educational leadership focus on 
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the approach school leaders and teachers utilize in improving teaching and learning in 

school (Hallinger, 2003). 

Early ideas of educational leadership focused on managerial responsibilities of the 

principal. Instructional leadership emerged in the 1980s in response to the effective 

schools movement (Hallinger, 2003; Marks & Printy, 2003). School restructuring and the 

call for teacher empowerment led to the emergence of transformational leadership in the 

late 1980s (Hallinger, 2003; Marks & Printy, 2003). 

Instructional Leadership 

Instructional leadership models surfaced in the early 1980s in response to the 

effective schools movement (Hallinger, 2003). Effective school research identifies 

"strong, directive leadership focused on curriculum and instruction from the principal as 

a characteristic of elementary schools" effectively teaching children in poor, urban 

communities (Hallinger, 2003, p. 329). Researchers studying change implementation, 

school effectiveness, school improvement, and program improvement report skillful 

leadership as an essential factor in successful schools (Hallinger, 2003). 

An instructional leader's job includes many roles and responsibilities. Duties of 

the principal include supervision of classrooms instruction, coordination of the 

curriculum, and examination of student progress (Marks & Printy, 2003). The "primary 

responsibility, however, is to facilitate effective teaching and learning with the overall 

mission of enhancing student achievement" (O'Donnell & White, 2005, p. 56). 

Conceptualizations of instructional leadership indicate that instructional leaders: focus on 



coordinating, controlling, supervising, and developing curriculum and instruction in the 

school"; serve in a "unitary" leadership role; are "strong, directive leaders"; lead with 

charisma and expertise while collaborating with teachers to improve teaching and 

learning; are goal-oriented and focused on improving student achievement; and create a 

school culture that has high expectations and standards for students (Hallinger, 2003, pp. 

331-332). 

Hallinger (2003) reported that the multidimensional construct of instructional 

leadership includes: "defining the school's mission, managing the instructional program, 

and promoting a positive school-learning climate" (p. 332). In defining the school's 

mission, the leader establishes the goals focused on student achievement and 

communicates the goals to the staff. Managing the Instructional Program requires the 

leader to be involved in instructional development and includes "supervising and 

evaluating instruction, coordinating the curriculum, and monitoring student progress" 

(Hallinger. 2003, p. 332). The instructional leader promotes a positive school climate 

with high standards and expectations by "protecting instructional time, promoting 

professional development, maintaining high visibility, providing incentives for teachers, 

and providing incentives for learning" (Hallinger, 2003, p. 332). 

In a review of 125 empirical studies of instructional leadership conducted 

between 1980 and 2000, Hallinger (2003) reported the following conclusions: 

1. Instructional leaders indirectly affect school effectiveness and student 

achievement. 
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2. School context influences the development of the school's mission. 

3. Alignment of school structures with the mission influences school outcomes. 

4. Few studies identify a relationship between supervision, teacher effectiveness, 

and student achievement. 

5. School context and level influence instructional leadership. 

Marks and Printy (2003) reported that principals are the primary source of 

educational expertise in schools; however, Hallinger (2003) indicated that instructional 

leadership is limited by the fact that many leaders have less expertise than the teachers in 

the school, and leaders have to "adjust their performance" based upon the needs of the 

school (Hallinger, 2003, p. 334). 

Citing Fullan (2001), O' Donnell and White (2005) reported leadership is 

essential to the successfulness of schools. Instructional leaders set "high expectations for 

students and teachers and assist teachers in designing and implementing learning 

experiences that inspire, interest, and actively involve students" (O'Donnell & White, 

2005, p. 68). Instructional leaders strive to meet the needs of the stakeholders of the 

school by establishing trusting relationships and a positive climate that aids student 

learning (O'Donnell & White, 2005). However, MacNeill et al., (2003) contended the 

traditional view of instructional leadership narrowly facilitates the improvement of 

student learning. 

O'Donnell and White (2005) described two views of instructional leadership. The 

narrow view defines leadership as "a separate component of the principal's 
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responsibilities and actions that affects curriculum, teacher instruction, staff development, 

and supervision" (p. 58). The broad view of instructional leadership includes activities 

that affect student learning. Southworth (2002) suggested instructional leadership is more 

effective when viewed more broadly because of the direct and indirect effects of the 

principal's behaviors. 

Leithwood and Duke (1999) explained that instructional leadership "focuses on 

the behaviors of teachers as they engage in activities directly affecting the growth of 

students" (p. 47). In addition to the influence of the leader's behaviors, school culture and 

other variables affect teachers' behaviors. Leithwood and Duke (1999) described the 

model developed by Hallinger and his associates as "the most fully tested" contemporary 

model of instructional leadership (p. 48). The model includes "three broad categories of 

leadership practice: defining the school mission, Managing the Instructional Program, 

and promoting school climate" (Leithwood & Duke, 1999, p. 48). Southworth (2002) 

indicated that Hallinger and Heck refined three broad categories of instructional 

leadership into three principal effects: 

1. Direct effects-Where the principal's actions influence school outcomes. 

2. Mediated effects-Where principal actions affect outcomes indirectly 

through other variables. 

3. Reciprocal effects-Where the principal affects teachers and teachers 

affect the principal and through these processes outcomes are affected. ( as 

cited in Southworth, 2002, p. 77) 
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The direct effects model is criticized for neglecting the influence of variables external to 

the instructional leader (Southworth, 2002). 

Blase and Blase (1998) believed that principals conceive instructional leadership 

as a combination of "supervision, staff development, and curriculum development" that 

promotes school improvement (p. 11). Citing Sheppard (1996), Blase and Blase indicated 

10 principal behaviors connected to teachers' professional growth and development. The 

behaviors included "framing school goals, communicating school goals, supervising and 

evaluating instruction, coordinating the curriculum, monitoring student progress, 

protecting instructional time, maintaining high visibility, providing incentives for 

teachers, promoting professional development, and providing incentives for learning" 

(Blase & Blase, 1998, p. 11). Different behaviors influence teacher commitment, 

involvement, and innovativeness according to the grade level taught. Maintaining high 

visibility is most influential at the elementary level, but framing school goals is reported 

as the most influential principal behavior at the high school level. Promoting professional 

development is reported as the one of the most influential behaviors at both elementary 

and high school levels (Blase & Blase, 1999). Blase and Blase added that instructional 

leaders concentrate on open communication with teachers, as well as professional 

development. 

McEwan (2003) articulated the need for instructional leaders to possess 

knowledge of learning theory, effective instruction, and curriculum; the ability to 

communicate the purpose, vision, and goals of the school to all stakeholders; and the 



competence to create a school culture that represents the defined purpose, vision, and 

goals of the school. Citing the National Association of Elementary School Principals, 

McEwan (2003) recounted six standards of instructional leadership. The standards are 

1. Lead schools in a way that places student and adult learning at the 

center. 

2. Set high expectations and standards for the academic and social 

development of all students and the performance of adults. 

3. Demand content and instruction that ensure student achievement of 

agreed-on academic standards. 

4. Create a culture of continuous learning for adults tied to student 

learning and other school goals. 

5. Use multiple sources of data as diagnostic tools to assess, identify, and 

apply instructional improvement. 

6. Actively engage the community to create shared responsibility for 

' student and school success, (p. 7) 

McEwan (2003) noted several barriers to effective leadership. Barriers include 

lack of skills and training by university preparation programs, uncooperative staff, time 

constraints, lack of support from central office and community, and lack of vision, will 

and courage. University preparation programs have been unable to prepare potential 

leaders with skills and training necessary to function effectively in "real world" settings 

forcing leaders to seek additional opportunities for professional growth. Elements in 
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teacher contracts, unions, and distrustful attitudes inhibit principals and teachers from 

developing collaborative relationships. Quoting a survey conducted by the Public Agenda 

(2001), McEwan reported time constraints are a roadblock to effective leadership. Real or 

perceived lack of support from superintendents, school boards, and the community 

presents obstacles to principals. However, the biggest barriers to effective instructional 

leadership are lack of vision, will, and courage (McEwan, 2003). 

McEwan (2003) recommended "Seven Steps to Effective Instructional 

Leadership": 

1. Establish, implement, and achieve academic standards. 

2. Be an instructional resource for your staff. 

3. Create a school culture and climate conducive to learning. 

4. Communicate the vision and mission of your school. 

5. Set high expectations for your staff and yourself. 

6. Develop teacher leaders. 

7. Develop and maintain positive relationships with students, staff, and 

parents, (p. 15) 

According to MacNeill et al., (2003), "It has been argued that the principles and 

practices of 'instructional leadership'are potentially dysfunctional in terms of genuine 

and sustainable improvement of student learning" (p. 16). MacNeill et al. advocated a 

pedagogic leadership model that entails facilitation of improvement of student 

achievement and professional growth of teachers. The pedagogic model of leadership 
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"takes into account the 'why?' 'how?' and 'when?' of learning, not just the 'what?'" 

(MacNeill, 2003, p. 16). Pedagogic leadership is based on communication of the leader 

with all stakeholders. A shared vision, purpose, and values guides the "teachers' choices 

of appropriate learning experiences for their students" (p. 16). MacNeill et al. offered the 

following traits of a school whose principal practices pedagogical leadership: 

1. Commitment to a shared vision and sense of mission about student 

learning 

2. Application of expert knowledge about student learning and 

development 

3. The engagement and empowerment of teachers 

4. Creation and sharing of knowledge throughout the school 

5. Application of a re-culturing approach towards school improvement 

6. Emphasis on pedagogic rather than administrative functions by the 

principal, (p. 16) 

Scholarly literature has recommended leadership that empowers teachers to use 

instructional practices that meet the needs of all students if school improvement resulting 

in increased student achievement is the goal (MacNeill et al., 2003). 

Marks and Printy (2003) described a shared instructional leadership model that 

includes the following characteristics: 

1. The principal supplies teachers with resources and instructional support and 

facilitates teacher growth and reflection. 
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2. The principal is not the only leader in the school. 

3. Teachers assume leadership roles by implementing school reform initiatives 

and encouraging instructional and professional growth in self and others. 

4. Teachers assume leadership for instruction through collaboration with the 

principal and colleagues. 

5. Dialogue between the principal and teacher involves alternatives rather than 

directives. 

Teachers report positive changes in instructional practices and are willing to take risks by 

trying new strategies and techniques. Shared instructional leadership builds individual 

and collective competence (Marks & Printy, 2003). 

Transformational Leadership 

During the 1980s, researchers became interested in understanding how leaders 

influenced followers to go beyond self-interests for the good of the organization (Yukl, 

2006). Theories of transformational leadership emerged as an important approach to 

leadership through the work of James McGregor Burns (1978) contrasting transactional 

leadership and transformational leadership (Northouse, 2004; Yukl, 2006). Citing Burns 

(1978), Yukl (2006) reported transactional leaders motivate others "by appealing to their 

self-interest and exchanging benefits" (p. 249). However, transformational leaders appeal 

"to the moral values of followers in an attempt to raise their consciousness about ethical 

issues and to mobilize their energy and resources to reform institutions" (Yukl, 2006, p. 

249). 
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Northouse (2004) described transformational leadership as "a process whereby an 

individual engages with others and creates a connection that raises the level of motivation 

and morality in both the leader and the follower" (p. 170). Transformational leadership 

"is concerned with emotions, values, ethics, standards, and long-term goals, and includes 

assessing followers' motives, satisfying their needs, and treating them as full human 

beings" (Northouse, 2004, p. 169). 

Ross and Gray (2006) suggested that transformational leaders are dedicated "to 

fostering the growth of organizational members and enhancing their commitment by 

elevating their goals" (p. 180). Transformational leaders contribute to teachers' 

professional growth and encourage attainment of higher personal goals (Ross & Gray, 

2006). The transformational leader is cognizant of the followers' needs and motives 

while aiding the followers in raising aspirations and aligning goals to those of the 

organization (Ross & Gray, 2006). 

Yukl (2006) reported that several theories of transformational leadership result 

from the work of Burns (1978). However, "there has been more empirical research on the 

version of the theory formulated by Bass (1985, 1996) than on any of the others" (Yukl, 

2006, p. 262). Bass revised the original works of Burns to include further attention to 

followers' needs and a description of transactional and transformational leadership on a 

single continuum (Northouse, 2004). Bass reported that transformational leaders motivate 

followers to go beyond expectations and increase performance by (a) developing an 

awareness of the importance and value of task outcomes, (b) persuading followers to set 



aside self-interests for the good of the organization, and (c) motivating followers to 

address higher order needs (Northouse, 2004; Yukl, 2006). 

Transformational leadership is a multidimensional construct (Ross & Gray, 2006). 

Bass' most current theory of transformational leadership includes four types of behavior: 

idealized influences, individualized consideration, inspirational motivation, and 

intellectual stimulation (Northouse, 2004; Ross & Gray, 2006; Yukl, 2006). 

Citing Leithwood (1993), Ross and Gray (2006) report "50% of the influence of 

transformational leadership comes from the visioning dimensions of the construct, with 

most of the remainder emanating from the leader's provision of intellectual stimulation 

and individualized support for organizational member" (p. 181). Idealized influences 

describes leader behavior that arouses follower emotions and identification with the 

leader through modeling high moral standards and charisma that makes others want to 

follow the leader's vision. Individualized consideration refers to leader behavior that 

provides encouragement and assistance to followers by listening to individuals' needs in 

a caring and unique manner thus building a supportive work environment. Inspirational 

motivation describes leaders who articulate high expectations and an appealing vision 

and motivates followers to become committed to the vision of the organization by 

focusing efforts and modeling appropriate behaviors. Intellectual stimulation represents 

leaders who encourage followers to question the beliefs and values of the organization, 

leader, and self and promote others' creativity and innovation in solving problems of the 

organization. The combination of the four leader behaviors of transformational leadership 



result in performance outcomes beyond expectations of the organization (Northouse, 

2004; Yukl, 2006). 

Transformational leadership studies have suggested positive effects on teachers 

(Ross & Gray, 2006b). Teachers in schools led by transformational leaders are more 

likely to "express satisfaction with their principal," exert more effort, exhibit a 

willingness to try new classroom strategies, and express more commitment to the school 

and school improvement (Ross & Gray, 2006b, p. 179). Transformational leaders 

facilitate the growth of teachers and their commitment to the organization (Ross & Gray, 

2006b). 

Transformational school leaders also contribute to higher collective teacher 

efficacy (Ross & Gray, 2006b). School leaders' influence on student achievement occurs 

through contributions to teachers' perceptions of their collective efficacy and 

commitment to professional values. While leaders have an indirect impact on student 

achievement, it is not statistically significant. The influence of collective teacher efficacy 

on student achievement is influenced by teacher commitment to professional values 

(Ross & Gray, 2006b). 

Leithwood and Beatty (2008) proposed that elements of transformational 

leadership are drawn from many leadership theories. It is essential for leaders to engage 

in practices that improve teacher ability, teacher motivation, and the work environment. 

To improve these three components, Leithwood and Beatty (2008) reported that it is 

important for school leaders to engage in the following practices: Setting Directions, 
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Developing People, Redesigning the Organization, and Managing the Instructional 

Program. 

Setting the directions for teachers is a motivational and inspirational function of 

the leader seeking to bring focus to the work of the staff in the school. Leaders set 

directions for the school by building a shared vision and establishing core values, 

promoting acceptance and cooperation of teachers in accepting the school's goals, and 

demonstrating and expecting high performance of all staff members. Developing people 

includes building capacity in the staff's knowledge and skills, and it contributes to 

followers' commitment and resilience in applying the knowledge and skills. Practices for 

developing people include providing individualized support/consideration, providing 

intellectual stimulation, and appropriate modeling (Leithwood et al., 2006; Leithwood & 

Beatty, 2008). Redesigning the Organization includes leadership practices that create 

collaborative cultures, provide structures to foster collaboration, and build productive 

relationships with families and communities (Leithwood et al., 2006; Leithwood & 

Beatty, 2008). Practices associated with Managing the Instructional Program "act to 

ensure implementation and follow through" of the other leadership practices in 

Leithwood and Beatty's (2008) model of transformational leadership (p. 122). Managing 

the Instructional Program includes staffing, planning, and supervising instruction, 

providing instructional support, frequent and regular monitoring school activities, and 

buffering staff from distractions. Setting Directions, Developing People, Redesigning the 
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Organization, and Managing the Instructional Program are practices at the core of 

successful leadership (Leithwood & Beatty, 2008). 

Influence of Leadership on Teacher Efficacy 

Research has indicated a significant relationship between teachers' sense of 

efficacy and student achievement (Waters, Marzano, & McNulty, 2004). "Effective 

principals convey a sense of certainty that teachers can and do influence student 

achievement and that students are capable learners" (Hipp, 1997, p. 1). Educational 

leaders make a difference in teacher performance by employing specific behaviors and 

practices (Hipp, 1997). 

To explore the relationship between principals' leadership behaviors and teachers' 

sense of efficacy, Hipp (1996) studied ten Wisconsin middle schools involved in 

significant building-level change. Findings of the study indicate a statistically significant 

relationship between total leadership behavior and personal teaching efficacy and general 

teaching efficacy. Using a modified version of Gibson and Dembo's (1984) Teacher 

Efficacy Scale and Leithwood's (1993) and The Nature of Leadership Survey, Hipp 

(1996) reported a significant difference between personal teaching efficacy and general 

teaching efficacy with personal teaching efficacy being significantly higher than teachers' 

general teaching efficacy. 

A significant relationship exists between general teaching efficacy and three 

leadership behaviors: models behaviors, provides contingent rewards, and inspires group 

purposes. Findings of the study indicate a significant relationship between personal 
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teaching efficacy and two leadership behaviors: models behavior and provides contingent 

rewards. Eight leadership behaviors reinforce and sustain teacher efficacy: models 

behavior, inspires group purpose, recognizes teacher efforts and accomplishments, 

provides personal and professional support, promotes teacher empowerment and 

decision-making, manages student behavior, creates a positive climate for success, fosters 

teamwork and collaboration, encourages innovation and continual growth, believes in 

staff and students, and inspires caring and respectful relationships. 

Building upon previous research by Hipp and Bredeson (1995) investigating the 

relationships between transformational leadership behaviors of principals and teacher 

efficacy, Hipp (1997) extended the study by exploring specific leadership behaviors 

influencing teacher efficacy within high and low efficacy schools. The study also 

examines whether or not teachers' perceptions of the influence of leaders' behaviors vary 

among high and low efficacy schools. Using structured interviews, observations, and 

field notes, Hipp (1997) teachers' perceptions of ten leadership behaviors affecting 

teacher efficacy: (a) models behavior; (b) believes in teacher capacity; (c) inspires group 

purpose; (d) promotes teacher empowerment and share decision making; (e) recognizes 

teacher efforts and accomplishments; (f) provides personal and professional support; (g) 

manages student behavior; (h) promotes a sense of community; (i) fosters teamwork and 

collaboration; and (j) encourages innovation and continual growth. 

Not all researchers agree that a positive relationship exists between the principal's 

leadership style and personal teaching efficacy. Nir and Kranot (2006) suggested several 



concerns about previous studies investigating the relationship between leadership 

behaviors and personal teaching efficacy. Citing small sample sizes, a focus on a single 

style of leadership, a focus on individual teachers, and lack of control for other role 

variables, Nir and Kranot (2006) questioned the generalizability of Hipp and Breton's 

(1995) findings of a positive relationship between the principal's leadership behaviors 

and personal teaching efficacy. Therefore, the researchers conducted a study using a 

larger sample including more schools and controlled for role variables correlated with 

personal teaching efficacy and leadership behaviors. 

Nir and Kranot (2006) explored whether personal teaching efficacy varies across 

leadership styles. The researchers administered Gibson and Dembo's (1984) Teacher's 

Efficacy Scale and the Multifactor Leadership Questionnaire (MLQ version 5X) to 755 

teachers in the Israeli school system. Teachers' job satisfaction, perceive autonomy, 

stress, and conflict were measured with previously designed scales. Findings of the study 

suggested that teachers' perceived general teaching efficacy is not statistically 

significantly related to the principal's leadership behaviors. However, data analysis 

revealed a statistically significant main effect for personal teaching efficacy. Teachers 

report higher levels of personal teaching efficacy in schools where leaders employ 

transformational leadership; however, the relationship is indirect. Data analysis indicated 

that individual consideration, active management by exceptions, and passive avoidance 

leadership styles "have no implications for personal teaching efficacy" (Nir & Kranot, 

2006, p. 211). 
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A positive relationship exists between job experiences that promotes job 

satisfaction and teacher efficacy. Nir and Kranot (2006) suggested that transformational 

leaders create work environments that promote job satisfaction that leads to increased 

teacher efficacy. Transformational leaders are "more likely to increase teachers' on-the-

job challenge and support their initiatives and, in doing so, increase their job satisfaction 

which is a significant factor in explaining their perceived teaching efficacy" (Nir & 

Kranot, 2006, p. 213). 

Summary 

A review of literature reveals a positive relationship between teachers' efficacy 

and student achievement. School leaders are responsible for ensuring student success and 

school improvement. Marks and Printy (2003) and Hallinger (2003) reported that 

instructional and transformational leadership are the two dominant models of leadership 

exhibited by educational leaders. Instructional leaders seek to enhance teaching and 

learning in the classrooms by working with the teachers. Transformational leaders seek to 

raise the level of commitment of the teachers and facilitate school improvement. A 

further review of literature indicates that leaders' behaviors affect teachers' behaviors in 

the classroom. Studies by Hipp (1996) and Nir and Kranot (2006) revealed significant 

relationships between leaders' behaviors and teachers' sense of efficacy. 



CHAPTER 3 

METHODOLOGY 

Introduction 

This study investigated the association between teachers' perceptions of leaders' 

behaviors and teachers' sense of efficacy. According to Leithwood and Beatty (2008), 

"Over 25 years of research reveals that high levels of teacher self-efficacy are strongly 

associated with higher levels of student performance" (p. 45). Tschannen-Moran and Barr 

(2004) report that supportive leaders create a positive environment that contributes to 

teachers' beliefs in their teaching efficacy. However, extant literature includes conflicting 

studies about the extent of the relationship between leaders' behaviors and teachers' 

sense of efficacy. This correlational study contributed to the current body of literature by 

providing further information about the relationship between teachers' perceptions of 

specific leader behaviors and teachers' sense of efficacy in student engagement, 

instructional strategies, and classroom management in a large, suburban school district in 

a southeastern state. 

Research Questions 

This study was focused on the relationship between elementary teachers' 

perception of leaders' behaviors in elementary schools and teachers' sense of efficacy in 
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a large, suburban school district in northeastern Georgia. The study addressed the 

following questions: 

1. Is there a relationship between the mean scores of teachers' perceptions of 

overall leaders' behaviors as measured by the School Leadership Management (SLM) 

survey and the mean scores of teachers' overall sense of efficacy as measured by the 

Teachers' Sense of Efficacy Scale (long form; TSES)? 

2. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Setting Directions as measured by the SLM and teachers' sense of Efficacy for Student 

Engagement as measured by the TSES? 

3. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Student 

Engagement as measured by the TSES? 

4. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Student Engagement as measured by the TSES? 

5. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Student Engagement as measured by the TSES? 

6. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Setting Directions as measured by the SLM and teachers' sense of Efficacy for 

Instructional Strategies as measured by the TSES? 
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7. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Instructional 

Strategies as measured by the TSES? 

8. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Instructional Strategies as measured by the TSES? 

9. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Instructional Strategies as measured by the TSES? 

10. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Setting Direction as measured by the SLM and teachers' sense of Efficacy for Classroom 

Management as measured by the TSES? 

11. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Classroom 

Management as measured by the TSES? 

12. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Classroom Management as measured by the TSES? 

13. Is there a relationship between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Classroom Management as measured by the TSES? 
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Hypotheses 

To further address the purpose of the study, the following hypotheses were tested: 

Hoi: There is no statistically significant relationship between the mean scores of 

teachers' perceptions of overall leaders' behaviors as measured by the SLM and the mean 

scores of teachers' overall sense of efficacy as measured by the TSES. 

HAI: There is a statistically significant relationship between the mean scores of 

teachers' perceptions of overall leaders' behaviors as measured by the SLM and the mean 

scores of teachers' overall sense of efficacy as measured by the TSES. 

H02: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

HA2: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Setting Directions as measured by the SLM and teachers' sense 

of Efficacy for Student Engagement as measured by the TSES. 

H03: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM survey and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

HA3: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Helping People as measured by the SLM survey and teachers' 

sense of Efficacy for Student Engagement as measured by the TSES. 

H04: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Student Engagement as measured by the TSES. 



HA4^ There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of efficacy in Efficacy for Student Engagement as measured by 

the TSES. 

H05'. There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement as measured by the 

TSES. 

HA5: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement as measured by the 

TSES. 

Ho6: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

HA6-' There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

H07: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

HA7: There is a statistically significant relationship between teachers' 
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perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

Ho8: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

HA8-' There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

H09: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

HA9: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

H010: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Direction as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 



HAio: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Setting Direction as measured by the SLM and teachers' sense of 

Efficacy for Classroom Management as measured by the TSES. 

Hon: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

HAii: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

H012: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

HAI2: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

H013: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 
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HAn: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Managing the Instructional Program as measured by the SLM 

and teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

Research Design 

This study was a nonexperimental, correlational study. In a nonexperimental 

study, "the researcher measures a number of variables that are believed to be 

meaningfully related" (Warner, 2008, p. 19). The correlation "refers to any statistical 

association" (Warner, 2008, p. 1004) between the two variables included in this study-

teachers' perception of leaders' behaviors and teachers' sense of efficacy. Both variables 

were measured but not manipulated. The study was concerned with investigating the 

relationship between the teachers' perception of leaders' behaviors and teachers' sense of 

efficacy. An alpha of p < .05 was used to determine statistical significance, and the effect 

size was calculated for all significant correlations to give a measure of practical 

significance to the findings. 

The researcher surveyed teachers in randomly selected elementary schools using 

the TSES (2001) and the SLM survey (2006). It was the intent of the researcher to 

administer the instruments via an online survey. Administering electronic surveys 

allowed the respondents to participate at their convenience during the specified 

timeframe. 

Population 

The target school district is one of the largest school districts in the Southeastern 

United States, and it is one of the largest employers in the county in which it is located 

(Public School Web site, 2009). The system employs over 24,000 certified personnel 
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(Governor's Office of Student Achievement, 2008). The average teacher holds a master's 

degree and has 10 years of teaching experience. The population for this study were all 

certified teachers in the target school system currently employed in an elementary school. 

The target school system includes 114 educational facilities including 69 

elementary schools, 20 middle schools, 16 high schools, 2 alternative schools, 4 special 

needs centers, 2 charter schools, and a technology high school (Public School Web site, 

2009). The district is divided into 15 clusters (attendance zones) that are determined by 

geographical boundaries. Each cluster contains three to eight elementary schools, one or 

two middle schools, and one high school. Further division of clusters into smaller 

attendance zones determines which elementary or middle school a student attends (Public 

School Web site, 2009). 

The target school system is a diverse school system serving over 155,000 

students. Enrollment as of March 17, 2009, in the elementary schools in the target school 

system is 74,677 (Public School Web site, 2009). Twenty-five out of 69 (36%) 

elementary schools are Title I schools. As of March 2009, the demographics of the school 

district include Native American/Alaskan Native 0.1%, African American 28.1%, 

Asian/Pacific Islander 10.6%, Hispanic 22.1%, Multiracial 4.4%, and White 34.7%. The 

demographics of elementary schools in the system as of March 17, 2009, include Native 

American/Alaskan Native 0.1%, African American 26.8%, Asian/Pacific Islander 10.1%, 

Hispanic 25.8%, Multiracial 5.2%, and White 31.9%. The demographics of the 

elementary schools closely resemble the demographics of the system. 
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Sample 

The participants in the study included certified teachers in randomly selected 

elementary schools in the target school system who complete the TSES and the SLM 

survey. Random sampling of each attendance zone in the target school system was used 

in the study to increase the external validity of the research to a larger population 

(Trochim, 2005). One elementary school in 13 attendance clusters in the target school 

system was randomly selected to participate in the study. All elementary schools in each 

cluster was listed on an Excel spreadsheet, and the RAND() function was used to assign 

random numbers to each school. The RAND() function assigned a random number 

between 0 and 1 in the designated cells (Trochim, 2005). The schools were arranged in 

order from smallest to largest using the computer generated random numbers. The 

elementary school in each attendance cluster with the smallest number was chosen as part 

of the sample for the study. 

Instrumentation 

Two instruments were administered to obtain information about teachers' 

perception of leaders' behaviors and teachers' sense of efficacy. The TSES developed by 

Tschannen-Moran and Hoy (2001) was used to gather data about teachers' sense of 

efficacy. The TSES includes three subscales: Efficacy for Student Engagement, Efficacy 

for Instructional Strategies, and Efficacy for Classroom Management. The SLM survey 

developed by Leithwood et al. (2006) was used to obtain data about teachers' perception 

of leaders' behaviors. The SLM survey includes in four subscales: Setting Directions, 

Helping People, Redesigning the Organization, and Managing the Instructional Program. 



Teachers' Sense of Efficacy Scale (Long Form) 

The TSES was developed by Tschannen-Moran and Hoy (2001) to measure 

teachers' sense of efficacy in instructional strategies, classroom management, and student 

engagement. The TSES was developed at Ohio State University and is sometimes 

referred to as the Ohio State Teacher Efficacy Scale (OSTES); however, the developers 

prefer the name, Teachers' Sense of Efficacy Scale. 

Work on the TSES was started in a seminar on self-efficacy in teaching and 

learning at The Ohio State University. The seminar included two teacher educators, two 

doctoral students, and four teachers. The group explored possible formats for a new 

efficacy scale and eventually decided upon a measure based on Bandura's scale. The new 

scale was examined in three separate studies for the appropriateness for both preservice 

and inservice teachers. Participants in all three studies included preservice and inservice 

teachers. 

Construct and concurrent validity of the TSES was established by correlating the 

instrument with previous instruments measuring teacher efficacy. Participants in two of 

the three studies responded to the OSTES, the Rand Items, and an adaptation of Gibson 

and Dembo's (1984) Teacher Efficacy Scale. Study 2 responses revealed positive 

correlations between the OSTES and the Rand Items (r = 0.35 and 0.28, p < 0.01), 

personal teaching efficacy (r = 0.48, p < 0.01), and general teaching efficacy {r = 0.30, p 

< 0.01). Study 3 revealed similar positive correlations between the OSTES and the Rand 

Items (r = 0.18 and 0.53, p < 0.01), personal teaching efficacy (r = 0.64, p < 0.01), and 

general teaching efficacy (r = 0.16, p < 0.01). "Positive correlations with other measures 
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of personal teaching efficacy provide evidence for construct validity" (Tschannen-Moran 

& Hoy, 2001, p. 801). 

The TSES is written in a Likert-scale format. Respondents indicated their 

opinions about 24 statements using a scale of 1 to 9. According to Tschannen-Moran and 

Hoy (2001), the instrument is designed to help gain a better understanding of the kinds of 

things that create difficulties for teachers in their school activities. The responses range 

from 1 (nothing) to 9 (a great deal). The questions are divided equally among the three 

subscales. The developers do not suggest the amount of time required for respondents to 

complete the instrument. 

The TSES includes three subscales: Teacher Efficacy in Instructional Strategies, 

Teacher Efficacy in Classroom Management, and Teacher Efficacy in Student 

Engagement. The developers, Tschannen-Moran and Hoy (2001) report the reliability of 

the complete TSES in Study 3 was .94. Tschannen-Moran and Hoy report the following 

reliability of the three subscales in Study 3: Teacher Efficacy for Instructional Strategies 

was .91, Teacher Efficacy for Classroom Management was .90, and Teacher Efficacy for 

Student Engagement was .87. 

School Leadership and Management Survey 

The SLM survey is part of a larger monitoring system for school districts 

designed to aid districts in leading "with evidence—that is to acquire data, turn it into 

useful information, and eventually into strategies for action" (Leithwood et al., 2006, p. 

105). The SLM survey is designed to measure teachers' perception of leaders' behaviors 

in Setting Directions, Helping People, Redesigning the Organization, and Managing the 

Instructional Program. The survey consists of 64 questions divided into the four 



subsections. A Likert-scale format is used. The responses on the survey range from 1 

(strongly agree) to 4 (strongly disagree). A Not applicable/don't know option is provided 

on the scale. According to Leithwood et al. (2006), the participants should be able to 

complete the survey in approximately 5 minutes. 

Reliability of the SLM survey was established from data obtained through the 

developers' work in 120 school districts that the developers were asked to assist in 

monitoring (Leithwood et al., 2006). The developers of the survey did not report further 

information about the school districts; however, they reported the reliability of the SLM 

survey was .859. The developers did not report individual reliabilities of each dimension, 

but the reported range of the reliability of the dimensions was .75 to .93 (Leithwood et 

al., 2006). A personal correspondence with Kenneth Leithwood (October 14, 2008) 

indicated that the developers' established content validity through the literature reviewed 

for their book (Making Schools Smarter: Leading with Evidence), and the SLM survey 

measured constructs linked to school improvement. 

Data Collection 

The researcher utilized the online survey services of Mercer University's 

Information Technology Department to distribute the research instruments electronically. 

A list of certified teachers in the randomly selected elementary schools was obtained 

from the district office. An e-mail that includes a link to a Web site was sent to the 

teachers in the randomly selected elementary schools in the target school district. The 

Web site included an introductory letter and invitation to participate in the study; a 

demographic data sheet that was used to describe the participants in the study; an 

electronic version of the TSES developed by Tschannen-Moran and Hoy (2001); and the 
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SLM survey developed by Leithwood and colleagues (2006). The data was retrieved 

from the Mercer University Information Technology Department at the end of the data 

collection period. Data was stored in a locked file and will be kept there for 3 years as 

required by IRB. At the end of the 3-year period, data will be destroyed. 

Response Rate 

According to Babbie (2005) "a response rate of 50 percent is adequate for 

analysis and reporting. A response rate of 60 percent is good; a response rate of 70 

percent is very good" (p. 272). Glatthorn and Joyner (2005) report that experts in the 

research field recommend that researchers should aim for a 60% return rate on surveys. 

However, Instructional Assessment Resources (2007) report that acceptable response 

rated vary according to the administration method of the survey. Instructional Assessment 

Resources suggests that a 40% response rate of an e-mail survey is average, a 50% 

response rate is good, and a 60% response rate is very good. Therefore, the researcher 

sought to obtain a 60% response rate. Respondents were encouraged to answer all 

questions on the instruments. 

Data Analysis 

The researcher inputted data obtained from the TSES and the SLM survey using 

the SPSS 16.0 software. The data was analyzed using the Pearson Product-Moment 

Correlation Coefficient (Pearson r). Warner (2008) reports some assumptions for the 

Pearson r include 

1. Each score on X should be independent of other X scores (and each 

score on Y should be independent of other Y scores). 

2. Scores on both X and Y should be quantitative and normally distributed. 
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3. Scores on Y should be linearly related to scores on X. 

4. X, Y scores should have a bivariate normal distribution. 

5. Scores on Y should have roughly equal or homogeneous variance across 

levels ofX (pp. 263-264) 

The researcher constructed bivariate scatter plots to determine if the scores on 

each dimension of both instruments are linearly related before conducting the Pearson r 

analysis. However, Warner (2008) cautions that outliers may contribute to an inaccurate 

description of the relationship between variables when using the Pearson r analysis. The 

researcher examined the scatter plot for normal distributions and outliers that may need to 

be removed from the study. Bivariate outliers may contribute to a misleading value of 

Pearson r if included in the study (Warner, 2008). Data analysis was conducted using the 

same methods for all sections of the surveys to answer the research questions. 

Statistical analyses were performed using SPSS 16.0 to compute results data 

collected from the TSES and the SLM surveys. Frequencies and percentages was 

generated from the demographic data for gender, current position, years of experience, 

grade(s) taught, years of experience in current position, years at current school, and 

highest degree earned. 

Means, standard deviations, and the number of responses were calculated for the 

total scores on the TSES and the SLM survey, the subscales of the TSES (Efficacy for 

Student Engagement, Efficacy for Instructional Strategies, and Efficacy for Classroom 

Management), and the subscales of the SLM survey (Setting Direction, Helping People, 

Redesigning the Organization, and Managing the Instructional Program). The number of 
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items and the range of possible scores on the Likert-type scales were given for both the 

TSES and the SLM survey. 

Reporting the Data 

Using respondents' data from the TSES and the SLM survey, the researcher 

reported correlations between the mean scores of the participants in the study for the 

following: (a) an overall mean for teacher efficacy and overall perception of school 

leadership, (b) Efficacy for Student Engagement and perception of Setting Directions, (c) 

Efficacy for Student Engagement and perception of Helping People, (d) Efficacy for 

Student Engagement and perception of Redesigning the Organization, (e) Efficacy for 

Student Engagement and perception of Managing the Instructional Program, (f) Efficacy 

for Instructional Strategies and perception of Setting Directions, (g) Efficacy for 

Instructional Strategies and perception of Helping People, (h) Efficacy for Instructional 

Strategies and perception of Redesigning the Organization, (i) Efficacy for Instructional 

Strategies and perception of Managing the Instructional Program, (j) Efficacy for 

Classroom Management and perception of Setting Directions, (k) Efficacy for Classroom 

Management and perception of Helping People, (1) Efficacy for Classroom Management 

and perception of Redesigning the Program, and (m) Efficacy for Classroom 

Management and perception of Managing the Instructional Program. Data in the study 

was reported using 13 scatter plots to compare the mean scores of respondents' on the 

three subscales of the TSES and the four dimensions of the SLM survey as well as an 

overall mean for each instrument. The scatter plot diagrams provided a visual 

representation of the data that allowed the researcher to determine if the scores are linear 

or curvilinear and if the relationship is positive or negative (Creswell, 2008). A 



correlation matrix was used to display the correlation coefficients of the study. The 

researcher provided an explanation of the correlation matrix to assist readers in 

understanding the relationship between teachers' perceptions of leader's behaviors in 

elementary schools and the teachers' sense of efficacy. 

Item Analysis 

The purpose of this study was to identify any relationship that might exist 

between teachers' perception of leaders' behaviors in elementary schools and teachers' 

sense of efficacy. To determine these relationships, mean scores of teachers' perceptions 

of the leaders' behaviors, as measured by the SLM survey was correlated with the mean 

scores of teachers' efficacy, as measured by the TSES. Mean scores of teachers' 

perceptions of elementary school leaders' ability in Setting Directions, Helping People, 

Redesigning the Organization, and Managing the Instructional Program was correlated 

with the teachers' Efficacy for Student Engagement, Efficacy for Instructional Strategies, 

and Efficacy for Classroom Management. 

Summary 

The study was a nonexperimental, correlational study designed to analyze the 

relationship of teachers' perception of leader's behaviors in elementary schools and 

teachers' sense of efficacy. The researcher used the TSES developed by Tschannen-

Moran and Hoy (2001) to investigate the participants' sense of Efficacy for Student 

Engagement, Efficacy for Instructional Strategies, and Efficacy for Classroom 

Management. The SLM survey developed by Leithwood et al. (2006) was used to 

identify the teachers' perceptions of elementary school leaders' ability in Setting 

Directions, Helping People, Redesigning the Organization, and Managing the 
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Instructional Program. Research instruments were sent to participants electronically. The 

data were analyzed using the Pearson Product-Moment Correlation Coefficient 

component of SPSS 16.0 software. Data were visually presented in a correlation matrix. 

Written explanations of the relationships were provided. 



CHAPTER 4 

REPORT OF DATA AND DATA ANALYSIS 

Introduction 

This study explored the relationship between teachers' perceptions of leaders' 

behaviors and teachers' sense of efficacy in elementary schools in a large, suburban 

school district in northeastern Georgia. The researcher randomly selected one elementary 

school from each of the 13 attendance zones in the school district to participate in the 

study. This chapter presents data associated with the relationship of teachers' perceptions 

of leaders' behaviors in the elementary schools and the teachers' sense of efficacy. 

Data collection included participant responses on the TSES developed by 

Tschannen-Moran and Hoy (2001), the SLM survey developed by Leithwood et al. 

(2006), and a demographic data profile. The surveys were distributed to sample 

participants via an e-mail that included a link to a Web site containing electronic versions 

of the research instruments. Respondents completed the surveys online. At the end of the 

data collection period, data were retrieved, analyzed, and summarized using a report of 

means and standard deviations, scatter plot diagrams, and correlational analyses. 

74 
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Demographic Characteristics of Respondents 

The researcher surveyed one elementary school from each attendance cluster; however, 

the district Research and Evaluation department excluded all elementary schools in two 

attendance clusters. Consequently, the researcher was only able to request participation 

from teachers in 13 elementary schools. Research protocol in the school district granted 

the school principals the right to grant or refuse their staff's participation in the study. 

Out of the 13 elementary schools randomly selected by the researcher, three principals 

agreed to allow teachers in the schools to participate in the study. Therefore, the resulting 

target sample included 204 elementary school teachers. 

Of the 204 elementary school teachers sampled, 76 teachers completed the 

instruments for a response rate of 37.25%. According to the Instructional Assessment 

Resources Web site, a 40% response rate from e-mail surveys is acceptable (Instructional 

Assessment Resources, 2007). Further review of the data revealed that one respondent 

failed to complete the research instruments. The incomplete instrument was not included 

in the data analysis. 

Respondents answered demographic questions about gender, current teaching 

position, years of teaching experience, grade(s) taught, years experience in current 

teaching position, years in current school, and highest degree earned. Respondents' 

answers to the demographic questions indicated that the participants closely resembled 

the demographics of the district, and the respondents' were similar to the demographics 

of the state. Of the 76 participants, 68 females (89.5%) returned the surveys, seven males 

(9.2%) returned the instruments, and one respondent (1.3%) returned the instruments but 
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did not divulge gender. The percentage of females and males who participated in the 

study resembled the percentage of females (93.3%) and males (6.9%) in the 13 sample 

schools. Table 1 provides an overview of the demographic data related to the gender of 

the teachers in the 13 sample schools and the respondents in the sample schools. 

Table 1 
Frequency and Percentage of Gender of Teachers in Target Sample Schools and 
Respondents' Schools 

Target sample schools Respondents' schools 
(TV =13) (N=3) 

Gender Frequency Percent Frequency Percent 

Female 1056 93.3 68 89.5 

Male 78 6.9 7 9.2 

NR 1 L3 
Note. NR = No Response. 

The majority of teachers responding to the demographic question regarding their 

current position reported they were classroom teachers. The majority of the respondents 

(63.2%) indicated their current position was a classroom teacher. Information about 

respondents' current teaching position is found in Table 2. 
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Table 2 

Frequency and Percentage of Respondents' Current Teaching Position (N = 76) 

Current teaching position Frequency Percent 

Classroom Teacher 48 63.2 

Special Education Teacher 12 15.8 

Special Area Teacher (P.E., Art, Music) 7 9.2 

ESOL Teacher 3 3.9 

Reading Specialist 3 3.9 

Multiple Areas Teacher 2 2.6 

NR 1 L3 

Note. NR = No Response. 

Respondents in this research study resembled the demographics of the average 

teacher in the school district. Table 3 summarizes respondents' information about 

teaching experience. 
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Table 3 

Frequency and Percentage of Respondents' Years of Teaching Experience (TV = 76) 

Years of teaching experience Frequency Percent 

1-5 years 14 18.4 

6 - 1 0 years 17 22.4 

11-15 years 12 15.8 

16 - 20 years 8 10.5 

2 1 - 2 5 years 9 11.8 

26+ years 15 19.7 

NR 1 1.3 
Note. NR = No Response. 

Demographic data supplied by the respondents about their highest degree earned 

aligned with the school district's description of the average teacher. The majority of the 

respondents in the study (53.9%) reported they had earned a Master's degree. Table 4 

details information about the highest degree earned by respondents. 

The participants reported information about grade level(s) taught. Twenty 

teachers (26.3%) reported teaching multiple grade levels. These teachers included special 

education teachers, special area teachers (P.E., Art, and Music), ESOL teachers, and 

Reading specialists. All classroom teachers reported teaching only one grade level. Table 

5 reports the demographic data related to respondents teaching assignment. 
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Table 4 

Frequency and Percentage of Highest Degree Earned by Participants (N = 76) 

Highest degree earned Frequency Percent 

Bachelor's degree 

Master's degree 

Specialist's degree 

Doctoral degree 

NR 

12 

41 

20 

2 

1 

15.9 

53.9 

26.3 

2.6 

1.3 
Note. NR = No Response. 

Table 5 

Frequency and Percentage of Respondents' Grades Taught (N = 76) 

Grades taught Frequency Percent 

Kindergarten 

First grade 

Second grade 

Third grade 

Fourth grade 

Fifth grade 

Multiple grade levels 

NR 

5 

4 

9 

12 

7 

12 

20 

7 

6.6 

5.3 

11.8 

15.8 

9.2 

15.8 

26.3 

9.2 
Note. NR = No Response. 
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The majority of the teachers (81.6%) participating the study indicated that they 

had been in their current position less than 11 years. Table 6 describes respondents' years 

in their current position. 

Table 6 

Frequency and Percentage of Participants' Years in Current Teaching Position (N = 76) 

Years in current teaching position Frequency Percent 

1-5 years 43 56.6 

6-10 years 19 25.0 

11-15 years 4 5.3 

16-20 years 2 2.6 

21-25 years 2 2.6 

26+ years 2 2.6 

NR 4 53 
Note. NR = No Response. 

Over half (59.2%) of the teachers participating in this study indicated they had 

been employed in their current school between 1-5 years. Table 7 reports a detailed 

account of teacher responses to the demographic question about how many years they 

have been employed in their current school. 
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Table 7 

Frequency and Percentage of Respondents' Years in Current School (TV = 76) 

Years in current school Frequency Percent 

1-5 years 45 59.2 

6-10 years 16 21.1 

11-15 years 3 3.9 

16-20 years 3 3.9 

21-25 years 4 5.3 

26+ years 2 2.6 

NR 3 3j) 
Note. NR = No Response. 

Results of Data Analysis 

This study investigated the relationship between elementary teachers' perceptions 

of leaders' behaviors in elementary schools and teachers' sense of efficacy in a large, 

suburban school district in northeastern Georgia. To address the research questions and 

hypotheses of the study, SPSS 16.0 was utilized to analyze the data related to each 

question and hypothesis. An alpha of .05 was used to determine statistical significance. 

According to Cronk (2008), correlations less than 0.3 are weak, 0.4 to 0.7 are moderate, 

and greater than 0.7 are considered strong. The Pearson product-moment coefficient of 

correlation was used to analyze the degree of the relationship between teachers' 
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perceptions of leaders' behaviors, as measured by the SLM survey, and teachers' sense of 

efficacy, as measured by the TSES, in randomly selected elementary schools. 

Teachers rated their perceptions of leaders' behaviors on the 64 items on the SLM 

survey in the range of 1 (strongly agree) to 4 (strongly disagree). The SLM included a 

NA option for teachers indicating that the teachers did not know or the item was not 

applicable. The SLM survey was divided into four subscales: Setting Direction, Helping 

People, Redesigning the Organization, and Managing the Instructional Program. 

The TSES was divided into three subscales: Efficacy for Student Engagement, 

Efficacy for Instructional Strategies, and Efficacy for Classroom Management. 

Teachers rated their sense of efficacy on the TSES in the range of 1 (nothing) to 9 (a 

great deal). The researcher used the Transform option in SPSS to recode the scores on 

the TSES so that 1 represented "a great deal" and 9 represented "nothing." The researcher 

transformed the rating scale of the TSES so that the positive side of the scale 

corresponded to the smaller numbers on both surveys. Respondents who strongly agreed 

with positive statements on both instruments would have a smaller score than a person 

who strongly agreed with negative statements. 

Research Question 1: Is there a relationship between the mean scores of teachers' 

perceptions of overall leaders' behaviors as measured by the SLM and the mean scores of 

teachers' overall sense of efficacy as measured by the TSES? 

Hoi: There is no statistically significant relationship between the mean scores of 

teachers' perceptions of overall leaders' behaviors as measured by the SLM and the mean 

scores of teachers' overall sense of efficacy as measured by the TSES. 
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HAi: There is a statistically significant relationship between the mean scores of 

teachers' perceptions of overall leaders' behaviors as measured by the SLM and the mean 

scores of teachers' overall sense of efficacy as measured by the TSES. 

As illustrated by the total mean scores of teachers' perceptions of leaders' overall 

behaviors and on each of the subscales of the SLM, teachers agree that leaders exhibit the 

behaviors measured by the SLM. Table 8 provides the total mean scores and standard 

deviations of teachers' perceptions of leaders' overall behaviors and on the subscales of 

the SLM survey. 

Table 8 

Total Mean Scores and Standard Deviations of the Teachers' Perceptions of Overall 
Leadership Behaviors and Mean Scores for Each Dimension of the School Leadership 
and Management Survey (N = 75) 

Instrument or subscale Mean* Standard deviation 

SLM 1.90 .75 

Setting direction 1.80 .75 

Helping people 1.90 .78 

Redesigning the organization 1.97 .82 

Managing the instructional program 1.91 .76 
Note. SLM = School Leadership and Management survey 
* range = 1 (strongly agree) to 4 (strongly disagree) 

As illustrated by the total mean scores of teachers' overall sense of efficacy and 

on each of the subscales of the TSES, teachers report a high sense of efficacy in all areas. 
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Table 9 provides the total mean scores and standard deviations of teachers' overall sense 

of efficacy and on each of the subscales of the TSES. 

Table 9 

Total Mean Scores and Standard Deviations of Overall Teachers' Sense of Efficacy and 
Each Subscale of the Teachers' Sense of Efficacy Scale (TV = 75) 

Instrument or subscale Mean* Standard deviation 

TSES 2.41 .66 

Efficacy for student engagement 2.75 .81 

Efficacy for instructional strategies 2.33 .70 

Efficacy for classroom management 2.15 .72 
Note. TSES = Teachers' Sense of Efficacy Scale 
* range = 1 (a great deal) to 9 (nothing) 

An analysis using Pearson's product-moment correlation coefficient identified a 

correlation of r = .294, p < .05, between the mean scores of teachers' perceptions of 

overall leaders' behaviors as measured by the SLM and the mean scores of teachers' 

overall sense of efficacy as measured by the TSES. The null hypothesis was rejected 

because there was a statistically significant relationship. The relationship between 

teachers' perceptions of leaders' overall school leadership and management behaviors 

was a weak, positive relationship; however, the relationship was significant. 

Approximately 9% of the variance in teachers' perceptions of overall leaders' behaviors 

and teachers' overall sense of efficacy was common variance. Table 10 summarizes the 

results of the Pearson's product-moment correlation coefficient of the mean scores of 
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teachers' perceptions of overall leaders' behaviors as measured by the SLM and the mean 

scores of overall teachers' sense of efficacy as measured by the TSES. 

Table 10 

Pearson Product-Moment Correlation Coefficient Analysis of the Total Mean Scores of 
Teachers' Perceptions of Overall Leaders' Behaviors as Measured by the SLM and the 
Total Mean Scores of Teachers' Overall Sense of Efficacy as Measured by the TSES 

Total SLM and total TSES 

r 

.294 

P 

.010 

n 

75 

r2 

.086 

Research Question 2: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Setting Directions as measured by the SLM and teachers' sense of 

Efficacy for Student Engagement as measured by the TSES? 

H02: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

HA2: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Setting Directions as measured by the SLM and teachers' sense 

of Efficacy for Student Engagement as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient yielded a 

correlation of r = .216, p > .05, between teachers' perceptions of leaders' behaviors in 

Setting Direction as measured by the SLM and teachers' sense of Efficacy for Student 

Engagement as measured by the TSES. Therefore, the researcher failed to reject the null 
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hypothesis and concluded that there was no statistically significant relationship. Table 11 

summarizes the results of the Pearson's product-moment correlation coefficient analysis 

of the relationship between teachers' perceptions of leaders' behaviors in Setting 

Directions as measured by the SLM and teachers' sense of Efficacy for Student 

Engagement as measured by the TSES. 

Table 11 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Setting Direction as Measured by the 
SLM and Teachers' Sense of Efficacy for Student Engagement as Measured by the TSES 

r p n 

Setting directions and 

efficacy for 

student engagement .216 .062 75 

Research Question 3: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Helping People as measured by the SLM survey and teachers' sense 

of Efficacy for Student Engagement as measured by the TSES? 

H03: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM survey and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES. 
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HA3: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Helping People as measured by the SLM survey and teachers' 

sense of Efficacy for Student Engagement as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient yielded a 

correlation of r = .296, p < .05, between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Student 

Engagement as measured by the TSES. The researcher rejected the null hypothesis and 

concluded that there was a statistically significant relationship. The relationship between 

teachers' perceptions of leaders' behaviors in Helping People and teachers' sense of 

Efficacy for Student Engagement was a weak, positive relationship. Approximately 9% 

of the variability in teachers' perceptions of leaders' behaviors in Helping People as 

measured by the SLM and teachers' sense of Efficacy for Student Engagement as 

measured by the TSES was common variance. Table 12 summarizes the results of the 

Pearson's product-moment correlation coefficient analysis of the relationship between 

teachers' perceptions of leaders' behaviors in Helping People as measured by the SLM 

and teachers' sense of Efficacy for Student Engagement as measured by the TSES. 
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Table 12 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Helping People as Measured by the SLM 
and Teachers' Sense of Efficacy for Student Engagement as Measured by the TSES 

r p n r 

Helping people and 

efficacy for 

student engagement .296 .010 75 .087 

Research Question 4: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Redesigning the Organization as measured by the SLM and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES? 

H04: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

HA4: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Student Engagement as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient produced a 

correlation of r = .343, p < .05, between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 
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for Student Engagement as measured by the TSES. The researcher rejected the null 

hypothesis and concluded that there was a statistically significant relationship. The 

relationship between teachers' perceptions of leaders' behaviors in Redesigning the 

Organization and teachers' Efficacy for Student Engagement was a weak, positive 

relationship. Approximately 12% of the variance in teachers' perceptions of leaders' 

behaviors in Redesigning the Organization as measured by the SLM and teachers' sense 

of Efficacy for Student Engagement as measured by the TSES was common variance. 

Table 13 summarizes the results of the Pearson's product-moment correlation coefficient 

analysis of the relationship between teachers' perceptions of leaders' behaviors in 

Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Student Engagement as measured by the TSES. 

Table 13 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Redesigning the Organization as 
Measured by the SLM and Teachers' Sense of Efficacy for Student Engagement as 
Measured by the TSES 

r p n r 

Redesigning the organization 

and efficacy for 

student engagement .343 .003 75 .117 



Research Question 5: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Managing the Instructional Program as measured by the SLM and 

teachers' sense of Efficacy for Student Engagement as measured by the TSES? 

H05: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement as measured by the 

TSES. 

HAS: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement as measured by the 

TSES. 

An analysis using Pearson's product-moment correlation coefficient revealed a 

correlation of r = .283, p < .05, between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Student Engagement as measured by the TSES. The researcher rejected the 

null hypothesis and concluded that there was a statistically significant relationship. The 

relationship between teachers' perceptions of leaders' behaviors in Managing the 

Instructional Program and teachers' sense of Efficacy for Student Engagement was a 

weak, positive relationship, but the relationship was statistically significant. 

Approximately 8% of the variation in teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program and teachers' sense of Efficacy for Student 

Engagement was common variance. Table 14 summarizes the results of the Pearson's 
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product-moment correlation coefficient analysis of the relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Student Engagement as measured by the 

TSES. 

Table 14 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Managing the Instructional Program as 
Measured by the SLM and Teachers' Sense of Efficacy for Student Engagement as 
Measured by the TSES 

r p n r 

Managing the instructional 

program and efficacy for 

student engagement .283 .014 75 .080 

Research Question 6: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Setting Directions as measured by the SLM and teachers' sense of 

Efficacy for Instructional Strategies as measured by the TSES? 

Ho6: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 
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HA6: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Directions as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient yielded a 

correlation of r = . 184, p > .05, between teachers' perceptions of leaders' behaviors in 

Setting Directions as measured by the SLM and teachers' sense of Efficacy for 

Instructional Strategies as measured by the TSES. Therefore, the researcher failed to 

reject the null hypothesis and concluded that there was no statistically significant 

relationship. Table 15 summarizes the results of the Pearson's product-moment 

correlation coefficient analysis of the relationship between teachers' perceptions of 

leaders' behaviors in Setting Directions as measured by the SLM and teachers' sense of 

Efficacy for Instructional Strategies as measured by the TSES. 

Table 15 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Setting Direction as Measured by the 
SLM and Teachers' Sense of Efficacy for Instructional Strategies as Measured by the 
TSES 

r p n 

Setting direction and 

efficacy for 

instructional strategies .184 .115 75 
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Research Question 7: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Helping People as measured by the SLM and teachers' sense of 

Efficacy for Instructional Strategies as measured by the TSES? 

H07: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

HA7: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient revealed a 

correlation of r = .223, p > .05, between teachers' perceptions of leaders' Helping People 

and teachers' Efficacy for Instructional Strategies. Therefore, the researcher failed to 

reject the null hypothesis and concluded that there was no statistically significant 

relationship. Table 16 summarizes the results of the Pearson's product-moment 

correlation coefficient analysis of the relationship between teachers' perceptions of 

leaders' behaviors in Helping People as measured by the SLM and teachers' sense of 

Efficacy for Instructional Strategies as measured by the TSES. 
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Table 16 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Helping People as Measured by the SLM 
and Teachers' Sense of Efficacy for Instructional Strategies as Measured by the TSES 

r p n 

Helping people and 

efficacy for instructional 

strategies .223 .054 75 

Research Question 8: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Redesigning the Organization as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES? 

Hc>8: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

HA8: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

An analysis using Pearson's product-moment correlation coefficient identified a 

correlation of r = .30, p < .05, between teachers' perceptions of leaders' behaviors in 
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Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Instructional Strategies as measured by the TSES. The researcher rejected the null 

hypothesis and concluded that there was a statistically significant relationship. The 

relationship teachers' perceptions of leaders' Redesigning the Organization and teachers' 

Efficacy for Instructional Strategies was a weak, positive relationship, and the 

relationship was significant. About 9% of the variance in teachers' perceptions of 

leaders' behaviors in Redesigning the Organization teachers' sense of Efficacy for 

Instructional Strategies was common variance. Table 17 summarizes the results of the 

Pearson's product-moment correlation coefficient analysis of the relationship between 

teachers' perceptions of leaders' behaviors in Redesigning the Organization as measured 

by the SLM and teachers' sense of Efficacy for Instructional Strategies as measured by 

the TSES. 

Table 17 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Redesigning the Organization as 
Measured by the SLM and Teachers' Sense of Efficacy for Instructional Strategies as 
Measured by the TSES 

r p n r 

Redesigning the organization 

and efficacy for 

instructional strategies .300 .009 75 .09 



Research Question 9: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Managing the Instructional Program as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES? 

H09: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Instructional Strategies as measured by the 

TSES. 

HA9: There is a statistically significant relationship between teachers' perceptions 

of leaders' behaviors in Managing the Instructional Program as measured by the SLM 

and teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient revealed a 

correlation of r = .222, p > .05, between teachers' perceptions of leaders' behaviors in 

Managing the Instructional Program as measured by the SLM and teachers' sense of 

Efficacy for Instructional Strategies as measured by the TSES. Therefore, the researcher 

failed to reject the null hypothesis and concluded that there was no statistically significant 

relationship. Table 18 summarizes the results of the Pearson's product-moment 

correlation coefficient analysis of the relationship between teachers' perceptions of 

leaders' behaviors in Managing the Instructional Program as measured by the SLM and 

teachers' sense of Efficacy for Instructional Strategies as measured by the TSES. 
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Table 18 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Managing the Instructional Program as 
Measured by the SLM and Teachers' Sense of Efficacy for Instructional Strategies as 
Measured by the TSES 

r p n 

Managing the instructional 

program and efficacy for 

instructional strategies .222 .055 75 

Research Question 10: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Setting Direction as measured by the SLM and teachers' sense of 

Efficacy for Classroom Management as measured by the TSES? 

Hoio: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Direction as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

HAIO: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Setting Direction as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient identified a 

correlation of r = .194, p > .05, between teachers' perceptions of leaders' behaviors in 

Setting Direction as measured by the SLM and teachers' sense of Efficacy for Classroom 
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Management as measured by the TSES. Therefore, the researcher failed to reject the null 

hypothesis and concluded that there was no statistically significant relationship. Table 19 

summarizes the results of the Pearson's product-moment correlation coefficient analysis 

of the data between teachers' perceptions of leaders' behaviors in Setting Direction as 

measured by the SLM and teachers' sense of Efficacy for Classroom Management as 

measured by the TSES. 

Table 19 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Setting Direction as Measured by the 
SLM and Teachers' Sense of Efficacy for Classroom Management as Measured by the 
TSES 

r p n 

Setting direction and 

efficacy for classroom 

management .194 .095 75 

Research Question 11: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Helping People as measured by the SLM and teachers' sense of 

Efficacy for Classroom Management as measured by the TSES? 

Hon: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 



HAH: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

An analysis using Pearson's product-moment correlation coefficient yielded a 

correlation of r = .238, p < .05, between teachers' perceptions of leaders' behaviors in 

Helping People as measured by the SLM and teachers' sense of Efficacy for Classroom 

Management as measured by the TSES. The researcher rejected the null hypothesis and 

concluded that there was a statistically relationship. The relationship between teachers' 

perceptions of leaders' Helping People and teachers' Efficacy for Classroom 

Management was a weak, positive relationship, and the relationship was statistically 

significant. Approximately 6% of the variance in teachers' perceptions of leaders' 

behaviors in Helping People teachers' sense of Efficacy for Classroom Management was 

common variance. Table 20 summarizes the results of the Pearson's product-moment 

correlation coefficient analysis of the relationship between teachers' perceptions of 

leaders' behaviors in Helping People as measured by the SLM and teachers' sense of 

Efficacy for Classroom Management as measured by the TSES. 
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Table 20 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Helping People as Measured by the SLM 
and Teachers' Sense of Efficacy for Classroom Management as Measured by the TSES 

2 

r p n r 

Helping people and 

efficacy for classroom 

management .238 .039 75 .056 

Research Question 12: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Redesigning the Organization as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES? 

H012: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

HAi2: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization as measured by the 

SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

An analysis using Pearson's product-moment correlation coefficient revealed a 

correlation of r = .297, p < .05, between teachers' perceptions of leaders' behaviors in 
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Redesigning the Organization as measured by the SLM and teachers' sense of Efficacy 

for Classroom Management as measured by the TSES. The researcher rejected the null 

hypothesis and concluded that there was a statistically significant relationship. The 

relationship between teachers' perceptions of leaders' behaviors in Redesigning the 

Organization and teachers' Efficacy for Classroom Management was a weak, positive 

relationship. About 9% of the variance in teachers' perceptions' of leaders' behaviors in 

Redesigning the Organization teachers' sense of Efficacy for Classroom Management 

was common variance. Table 21 summarizes the results of the Pearson's product-moment 

correlation coefficient analysis of the relationship between teachers' perceptions of 

leaders' behaviors in Redesigning the Organization as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES. 

Table 21 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Redesigning the Organization as 
Measured by the SLM and Teachers' Sense of Efficacy for Classroom Management as 
Measured by the TSES 

r p n r 

Redesigning the organization 

and efficacy for 

classroom management .297 .010 75 .088 



Research Question 13: Is there a relationship between teachers' perceptions of 

leaders' behaviors in Managing the Instructional Program as measured by the SLM and 

teachers' sense of Efficacy for Classroom Management as measured by the TSES? 

Hon: There is no statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

HAi3: There is a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program as measured by 

the SLM and teachers' sense of Efficacy for Classroom Management as measured by the 

TSES. 

An analysis using Pearson's product-moment correlation coefficient yielded a 

correlation of r = All, p > .05, between teachers' perceptions of leaders' Managing the 

Instructional Program and teachers' Efficacy in Classroom Management. Therefore, the 

researcher failed to reject the null hypothesis and concluded that there was no statistically 

significant relationship. Table 22 summarizes the results of the Pearson's product-

moment correlation coefficient analysis of the relationship between teachers' perceptions 

of leaders' behaviors in Managing the Instructional Program as measured by the SLM 

and teachers' sense of Efficacy for Classroom Management as measured by the TSES. 
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Table 22 

Pearson Product-Moment Correlation Coefficient Analysis of the Mean Scores of 
Teachers' Perceptions of Leaders' Behaviors in Managing the Instructional Program as 
Measured by the SLM and Teachers' Sense of Efficacy for Classroom Management as 
Measured by the TSES 

r p n 

Managing the instructional 

program and efficacy for 

classroom management .177 .129 75 

Summary 

This chapter presented the findings for the guiding research questions of the 

study. Data collected from demographic questions in the surveys provided information 

used to describe the respondents. Survey data provided information used to determine the 

strength and direction of the identified relationships between teachers' perceptions of 

leaders' behaviors as measured by the SLM and teachers' sense of efficacy as measured 

by the TSES. Seven statistically significant relationships were identified in the research: 

(a) the mean scores of teachers' perceptions of overall leaders' behaviors and the mean 

scores of teachers' overall sense of efficacy, (b) teachers' perceptions of leaders' 

behaviors in Helping People and teachers' sense of Efficacy for Student Engagement, (c) 

teachers' perceptions of leaders' behaviors in Redesigning the Organization and teachers' 

sense Efficacy for Student Engagement, (d) teachers' perceptions of leaders' behaviors in 



Managing the Instructional Program and teachers' sense of Efficacy for Student 

Engagement, (e) teachers' perceptions of leaders' behaviors in Redesigning the 

Organization and teachers' sense of Efficacy for Instructional Strategies, (f) teachers' 

perceptions of leaders' behaviors in Helping People and teachers' senses of Efficacy for 

Classroom Management, and (g) teachers' perceptions of leaders' behaviors in 

Redesigning the Organization and teachers' sense of Efficacy for Classroom 

Management. Chapter 5 presents an overview of the study, a summary of findings, 

conclusions, and recommendations for future studies. 



CHAPTER 5 

DISCUSSION, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

This chapter provides an overview of the relationships between teachers' 

perceptions of leaders' behaviors in elementary schools and teachers' sense of efficacy. 

Participants in the study included teachers in randomly selected elementary schools in a 

large, suburban school district in northeastern Georgia. The discussion of findings, 

conclusions, implications, and recommendations are based upon teacher responses on 

SLM survey (Leithwood et al., 2006) and the TSES (Tschannen-Moran & Hoy, 2001). 

Summary of the Study 

School leaders' primary responsibility is to facilitate effective teaching and 

learning (O'Donnell & White, 2005). Mandates and regulations that exist in all states in 

an effort to improve public education (Darling-Hammond, 2004) are the result of the No 

Child Left Behind Act of 2001. The Act requires all students to meet proficiency 

standards by 2014 if schools expect to continue receiving federal funds (Public Law 107-

110, 2002). Leithwood et al. (2006) report that school leaders provide the "catalyst" for 

school improvement by making goals and decisions that influence student academic 

success. 
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Efficacy is one characteristic of teachers that has a positive correlation with 

student achievement (Andrews & Soder, 1987; Armor et al., 1976; Hoy & Hoy, 2006; 

Tucker et al., 2005). Current literature reports that various elements in the school 

environment influence teachers' sense of efficacy, which in turn influences student 

achievement. Tschannen-Moran and Barr (2004) report that school leaders contribute to 

the creation of an environment that contributes to the development of teachers' sense of 

efficacy. However, there is a lack of research to document the relationship between 

teachers' perceptions of leaders' behaviors and teachers' sense of efficacy. The findings 

and conclusions presented in this chapter are based on elementary school teachers' 

responses on two research instruments investigating teachers' perceptions of leaders' 

behaviors in school leadership and management and teachers' sense of efficacy, and the 

findings contributed to the body of literature about the relationship between teachers' 

perceptions of leaders' behaviors and teachers' efficacy. 

Research about effective leadership revealed four areas of successful practices: 

setting directions, developing people, developing the organization, and managing the 

instructional program (Leithwood & Beatty, 2008). The findings of this study revealed 

statistically significant relationships between three similar leadership practices and 

teachers' sense of efficacy: Helping People, Redesigning the Organization, and Managin 

the Instructional Program. 

The purpose of this study was to analyze the relationship between teachers' 

perceptions of leaders' behaviors in elementary schools and teachers' sense of efficacy. 
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To examine the relationships, Pearson's product-moment correlation coefficients were 

computed for teachers' perceptions of leaders' behaviors as measured by the SLM 

survey (Leithwood et al., 2006) and teachers' sense of efficacy as measured by the TSES 

(Tschannen-Moran & Hoy, 2001). Data analysis revealed seven statistically significant 

relationships: (a) the mean scores of teachers' perceptions of overall leaders' behaviors 

and the mean scores of teachers' overall sense of efficacy, (b) teachers' perceptions of 

leaders' behaviors in Helping People and teachers' sense of Efficacy for Student 

Engagement, (c) teachers' perceptions of leaders' behaviors in Redesigning the 

Organization and teachers' sense Efficacy for Student Engagement, (d) teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program and teachers' 

sense of Efficacy for Student Engagement, (e) teachers' perceptions of leaders' behaviors 

in Redesigning the Organization and teachers' sense of Efficacy for Instructional 

Strategies, (f) teachers' perceptions of leaders' behaviors in Helping People and teachers' 

senses of Efficacy for Classroom Management, and (g) teachers' perceptions of leaders' 

behaviors in Redesigning the Organization and teachers' sense of Efficacy for Classroom 

Management. 

Discussion of Major Findings 

Data analysis of participant perceptions of overall leader behaviors measured by 

the SLM survey (Leithwood et al., 2006) revealed that teachers agreed that their leaders' 

exhibited behaviors in the following dimensions of the SLM: Setting Directions, Helping 

People, Redesigning the Organization, and Managing the Instructional Program. Teacher 

perceptions of leaders' behaviors as measured by the SLM survey (Leithwood et al., 



2006) were rated by a Likert-type scale in the range of 1 (strongly agree) to 4 (strongly 

disagree). The mean of teachers' perceptions of leaders' behaviors in Setting Directions 

(1.80) indicated that teachers agreed with their leaders' ability to build a shared vision, 

foster the acceptance of group goals, and demonstrate high performance expectations. 

The mean of teachers' perceptions of leaders' behaviors in Helping People (1.90) 

suggested that teachers agreed with their leaders' capacity to provide individualized 

support, consideration, and intellectual stimulation, and to lead by example. The mean of 

teachers' perceptions of leaders' behaviors in Redesigning the Organization (1.97) 

implied that teachers agreed with the leaders' competence in creating a collaborative 

culture, fostering collaboration, and building relationships with families and 

communities. The mean of teachers' perceptions of leaders' behaviors in Managing the 

Instructional Program (1.91) revealed that teachers agreed with the leaders' capability in 

planning and supervising instruction, providing instructional support, monitoring the 

school's progress, and buffering the staff from distractions to teaching and learning. The 

mean scores of teachers' perceptions of overall leadership behaviors indicated that 

teachers agreed (1.90) that leaders' exhibited these behaviors. 

Data analysis of participants' perceptions of teachers' sense of efficacy as 

measured by the TSES (Tschannen-Moran & Hoy, 2001) revealed that teachers had a 

high sense of overall teacher efficacy and in each of the subscales: Efficacy for Student 

Engagement, Efficacy for Instructional Strategies, and Efficacy for Classroom 

Management. Teachers' sense of efficacy was measured by the TSES using a recoded 

Likert-type scale ranging from 1 (a great deal) to 9 (nothing). The mean score for 



teachers' sense of Efficacy in Student Engagement (2.75) revealed a strong belief in their 

ability to motivate students and families' active participation in the learning process. A 

mean score of 2.33 for teachers' sense of Efficacy in Instructional Strategies indicated a 

strong belief in the teachers' ability to provide students with a variety of instructional 

strategies, assessments, and challenges to facilitate learning. The mean score of 2.17 for 

teachers' sense of Efficacy in Classroom Management suggested that teachers felt 

strongest in their ability to establish and maintain classroom procedures to control student 

behavior within the classroom. Overall, teachers' mean score (2.41) suggested a strong 

perception in the teachers' "capability to bring about desired outcomes of student 

engagement and learning" (Tschannen-Moran & Hoy, 2001, p. 783). Using an alpha of p 

< .05 to determine statistical significance, the researcher concluded that there was a 

statistically significant relationship between teachers' perceptions of overall leaders' 

behaviors as measured by the SLM and teachers' sense of efficacy as measured by the 

TSES. 

Teachers' perceptions of the combined leaders' behaviors in Setting Direction, 

Helping People, Redesigning the Organization, and Managing the Instructional Program 

as measured by the SLM (Leithwood et al., 2006) was significantly related to overall 

teachers' sense of Efficacy for Student Engagement, Instructional Strategies, and 

Classroom Management as measured by the TSES (Tschannen-Moran & Hoy, 2001). 

However, an investigation of the individual components of the instruments revealed that 

all components were not related to one another. A correlation between the subscales of 

the SLM survey and the TSES revealed seven statistically significant relationships. 
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A statistically significant relationship was identified between teachers' 

perceptions of leaders' behaviors in Helping People as measured by the SLM and two 

efficacy subscales as measured by the TSES: Efficacy for Student Engagement and 

Efficacy for Classroom Management. Statistically significant relationships were 

suggested between leaders' behaviors in Redesigning the Organization as measured by 

the SLM and all three subscales of teachers' efficacy as measured by the TSES: Efficacy 

for Student Engagement, Efficacy for Instructional Strategies, and Efficacy for 

Classroom Management. One statistically significant relationship was revealed between 

teachers' perceptions of leaders' behaviors in Managing the Instructional Program as 

measured by the SLM and Efficacy for Student Engagement as measured by the TSES. 

Overall, the study revealed seven statistically significant relationships between teachers' 

perceptions of leaders' behaviors as measured by the SLM and teachers' sense of efficacy 

as measured by the TSES. 

Setting Direction 

Hallinger (2003) reports that leadership includes "defining the school's mission, 

managing the instructional program, and promoting a positive school-learning climate" 

(p. 332). Leithwood et al. (2006) included these leader behaviors in the SLM survey. 

Defining the school mission was measured on the SLM survey in the Setting Direction 

subscale. 

Leithwood et al. (2006) report Setting Directions is the "first critical aspect of 

leadership" (p. 61) and contributes significantly to teachers' motivation. Setting Direction 

as measured by the SLM includes identifying and articulating a shared vision, fostering 
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the acceptance of school goals, and holding high performance expectations from teachers 

and students. Although literature indicates the importance of leaders' behaviors in Setting 

Directions for the school (Blase & Blase, 1999), results of the current research did not 

reveal a significant relationship between Setting Direction and teachers' sense of Efficacy 

for Student Engagement, Instructional Strategies, and Classroom Management as 

measured by the TSES. 

Helping People 

Leaders' behaviors make a difference in teachers' performance (Hipp, 1997). 

Hipp (1996) indicated a significant relationship between leadership behaviors and 

personal and general teaching efficacy. General teaching efficacy was significantly 

related to leaders' modeling behaviors, providing contingent rewards, and inspiring group 

purpose. Personal teaching efficacy was significantly related to leaders' modeling 

behaviors and provides contingent rewards (Hipp, 1996). The findings of the current 

study support only one of Hipp's (1996) findings. Both studies identified a significant 

relationship between leaders' modeling behaviors and teachers' sense of efficacy. The 

current study indicates a statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Helping People (models behaviors) and teachers' 

sense of Efficacy for Student Engagement and Efficacy for Classroom Management. 

Findings of this research conflict with Nir and Kranot's (2006) findings that 

individualized consideration has no implications for personal teaching efficacy. The 

current study indicates that teachers' perceptions of leaders' behaviors for Helping 

People (provides individualized support/consideration) is statistically significantly related 
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to teachers' sense of Efficacy for Student Engagement and Efficacy for Classroom 

Management. 

Leaders' practices that contribute to school improvement include developing 

people in the organization (Leithwood et al., 2006). Measured within the Helping People 

subscale of the SLM survey, Leithwood et al. identify developing people behaviors as 

providing individualized support, offering intellectual stimulation, and providing an 

appropriate model. Results from the current study support the importance of the leaders' 

capacity in Helping People in the school. Helping people was related to all three 

subscales of the TSES: Efficacy for Student Engagement, Efficacy for Instructional 

Strategies, and Efficacy for Classroom Management. 

Ross and Bruce (2005) indicated that teachers who attended professional 

development programs reported higher efficacy for student engagement, instructional 

strategies, and classroom management. Blase and Blase (1999) reported promoting 

professional development in teachers is one of the most influential leader behaviors 

exhibited by leaders in elementary schools. Leaders' behaviors in Helping People 

(Leithwood et al., 2006) involve providing individualized support and providing 

intellectual stimulation. The findings of the current study support the relationship 

identified between teachers' perceptions of leaders' behaviors in Helping People and 

Efficacy for Student Engagement and Efficacy for Classroom Management. 

O'Donnell and White (2005) report that instructional leaders "set high 

expectations for students and teachers and assist teachers in designing and implementing 

learning experiences that inspire, interest, and actively involve students" (p. 68) and 
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strive to establish trusting relationships. Marks and Printy (2003) describe leadership that 

includes providing resources and instructional support, sharing leadership decisions, 

promoting collaboration among staff, and encouraging professional growth. Leaders who 

exhibit behaviors in Helping People assist staff members by providing information to aid 

them in teaching more effectively and in finding resources, supply individualized 

support, and provide intellectual stimulation (Leithwood et al., 2006). 

Redesigning the Organization 

Studies of transformational leadership suggest positive effects on teachers (Ross 

& Gray, 2006b). The multidimensional construct of transformational leadership includes 

idealized influences, individualized consideration, inspirational motivation, and 

intellectual stimulation (Northouse, 2004; Ross & Gray, 2006a; Yukl, 2006). The 

findings of this study support the idea that teachers' perceptions of leaders' who exhibit 

these transformational behaviors are related to teachers' sense of efficacy. Results of the 

study revealed a positive relationship between teachers' perceptions of leaders' behaviors 

in Redesigning the Organization and all subscales of the TSES: Efficacy for Student 

Engagement, Efficacy for Instructional Strategies, and Efficacy for Classroom 

Management. 

The statistically significant relationship between teachers' perceptions of leaders' 

behaviors in Redesigning the Organization and Efficacy for Student Engagement 

supports Tucker et al. (2002). Teacher involvement is a significant predictor of student 

engagement (Tucker et al., 2002). Students self-reported high student engagement when 
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teachers were interested and involved in their lives (Tucker et al., 2002). Leithwood 

(2000) reports leaders have significant effects on student engagement. 

Poulou (2007) reported that student teachers with a high sense of efficacy for 

instructional strategies had a higher understanding of what students learned and provided 

alternative teaching strategies as needed. Student teachers with higher personal efficacy 

were more willing to use a variety of instructional strategies to support learning 

(Wertheim & Leyser, 2002). The statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Redesigning the Organization and Efficacy for 

Instructional Strategies supports the literature. 

According to Gordon (2001), the level of teachers' sense of efficacy influences 

their beliefs. Teachers with a high sense of efficacy report having better relationships 

with their principals (Gordon, 2001). Leaders who exhibit behaviors in Redesigning the 

Organization distribute leadership broadly among the staff and ensure that staff are 

involved in decision-making about programs and instruction promote an atmosphere of 

trust and caring, and they create a collaborative culture (Leithwood et al., 2006). The 

statistically significant relationship identified between teachers' perceptions of leaders' 

behaviors in Redesigning the Organization and teachers' sense of Efficacy for Classroom 

Management support the findings of Gordon's (2001) research with elementary school 

teachers. 

Managing the Instructional Program 

Teachers with a high sense of efficacy are more likely to possess positive 

attitudes toward students and feel more confident in managing student behavior in the 
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classroom (Gordon, 2001). The statistically significant relationship between teachers' 

perceptions of leaders' behaviors in Managing the Instructional Program and teachers' 

sense of Efficacy in Student Engagement supports the importance of leaders' behaviors in 

managing the instructional program. 

The current research adds to the body of literature by revealing statistically 

significant relationships between teachers' perceptions of leaders' behaviors and the 

multidimensional construct of teachers' sense of efficacy. Limited studies investigate 

teachers' perceptions of leaders' behaviors and teachers' sense of Efficacy for Student 

Engagement, Efficacy for Instructional Strategies, and Efficacy for Classroom 

Management. 

Conclusions 

This study analyzed the relationship between teachers' perceptions of leaders' 

behaviors in elementary schools and teachers' sense of efficacy. The purpose of the study 

was to examine how teachers' perceptions of the local school administrators' leadership 

behaviors in Setting Directions, Helping People, Redesigning the Organization, and 

Managing the Instructional Program in elementary schools relate to teachers' sense of 

Efficacy in Student Engagement, Instructional Strategies, and Classroom Management. 

Overall, elementary school teachers' perceptions of leaders' behaviors were positively 

related to teachers' sense of efficacy. 

The results of the current study did not indicate a significant relationship between 

teachers' perception of leaders' behaviors in Setting Directions and any teachers' sense of 

efficacy subscale. Teachers did agree, however, that leaders' exhibit Setting Directions 
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behaviors. Teachers perceived their leaders as exhibiting behaviors associated with 

Setting Directions, such as identifying and articulating a school vision, fostering the 

acceptance of group goals, and holding high expectations, but there was no relationship 

with these behaviors and their sense of efficacy. This does that mean that leaders' 

behaviors in Setting Directions are not important. The findings just indicate that leaders' 

behaviors in Setting Direction were not related to teachers' sense of efficacy. 

The findings of the study suggested a statistically significant relationship between 

three of the four leaders' behaviors measured by the SLM and teachers' sense of Efficacy 

for Student Engagement. These leader behaviors include Helping People, Redesigning 

the Organization, and Managing the Instructional Program. Teachers' sense of Efficacy 

for Classroom Management was statistically, significantly related to two of the four 

leaders' behaviors measured by the SLM—Helping People and Managing the 

Instructional Program. Teachers' perceptions of leaders' behaviors in Redesigning the 

Organization is the sole leaders' behavior that was statistically significantly related to 

teachers' sense of Efficacy for Instructional Strategies. 

Leaders' behaviors identified in Helping People include providing: individualized 

support and consideration, intellectual stimulation, and an appropriate model. These are 

the behaviors associated with professional development. 

Teachers who believe in their abilities to engage students and have them actively 

participate in the teaching and learning process are efficacious in student engagement. 

When students are actively engaged and participate in the teaching and learning process, 

behavior issues are reduced. The findings from this study support our intuition that 
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providing individualized support for teachers is related to their Efficacy in Student 

Engagement and Classroom Management. 

Leaders' behaviors identified with Redesigning the Organization include: creating 

a collaborative culture, restructuring to foster collaboration, and building productive 

relationships with stakeholders. Providing a culture that allows teachers to work together 

provides them with an opportunity to learn new teaching strategies and implement them 

in the classroom. Using innovative and creative techniques increases the active 

participation of students in their learning, once again reducing classroom management 

issues. The findings from this study support our intuition that providing a collaborative 

culture for teachers is related to their Efficacy in Student Engagement, Instructional 

Strategies, and Classroom Management. 

Leaders' behaviors identified with Managing the Instructional Program include: 

planning and supervising instruction, providing instructional support, monitoring the 

school's progress, and buffering the staff from distractions to teaching and learning. All 

of these behaviors are important for teachers' beliefs that they can provide active student 

engagement. 

Teachers are only one aspect of education; however, research reveals a positive 

relationship between teacher efficacy and student achievement (Andrews & Soder, 1987; 

Armor et al., 1976; Hoy & Hoy, 2006; Tucker et al., 2005). In addition, Hipp (1996) 

revealed positive correlations between leaders' behaviors and personal and general 

teaching efficacy. Therefore, the understanding of the relationship between these 

variables is important to the field of educational leadership. School leaders may want to 



118 

note the results of this study as they seek to create a culture in their schools in which 

teachers' sense of efficacy flourishes. Leaders desiring to have a positive relationship 

with student achievement should seek to exhibit behaviors that have a positive 

relationship with teachers' beliefs in their abilities to teach all students. 

Recommendations for Future Research 

Researchers have established the importance of the positive relationship between 

teachers' sense of efficacy and student achievement (Andrews & Soder, 1987; Armor et 

al., 1976; Hoy & Hoy, 2006; Tucker et al., 2005). Teachers' sense of efficacy is increased 

when he or she receives specific feedback on performances from a supervisor about his or 

her abilities (Bandura, 1994; Hoy, 2000). When teachers believe that leaders recognize 

and acknowledge their talents, they develop a positive sense of efficacy (Leithwood & 

Beatty, 2008). Therefore, it is suggested that further study investigating the relationship 

between teachers' perceptions of leaders' behaviors and teachers' sense of efficacy would 

be beneficial. Using information gleaned from this research will aid local school leaders 

as they guide teachers in seeking to achieve high levels of student success required by the 

mandates and regulations of the NCLB Act of 2001. 

One recommendation for future studies would be the investigation of the 

relationship of teachers' perceptions of specific leader behaviors in other educational 

settings. This study investigated the relationships of teachers' perceptions of leaders' 

behaviors in elementary schools and teachers' sense of efficacy. It might be beneficial to 

expand the research to include teachers' perceptions of leaders' behaviors in middle 
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schools and high schools to gain further insight into the relationships with teachers' sense 

of efficacy. 

Another recommendation for further research would be the replication of the 

study in different types of school districts. It would be beneficial to investigate the 

generalizability of the study in urban and rural school districts. 

It is recommended to investigate additional variables that may influence the 

relationships between teachers' perceptions of leaders' behaviors and teachers' sense of 

efficacy. It may be informative to investigate whether a relationship exists between 

gender and years of experience of leaders, teachers' perceptions of leaders' behaviors, 

and teachers' sense of efficacy. 

Another recommendation for further research would be to conduct the study at a 

different time of the year in an effort to obtain greater participation from school and a 

larger response rate. The current study was conducted during the month of March. The 

school district participating in the study administered standardized testing during April. 

Therefore, the researcher assumed that the low response rate in the current study was due 

to school leaders' attempts to buffer their staff from distractions to teaching and learning 

during this crucial time. 

Finally, McEwan (2003) and MacNeill et al. (2003) articulate the need for leaders 

to communicate the purpose, vision, and goals of the school. Further research into the 

specific leaders' behaviors in Setting Directions and the relationship between teachers' 

sense of efficacy may provide valuable information. For example, it may be beneficial to 

investigate the relationship between teachers' perceptions of leaders' behaviors 
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goals, and high performance expectations and teachers' sense of efficacy. Future studies 

may contribute to a greater understanding of the relationships between specific leaders' 

behaviors and teachers' sense of efficacy. 

Implications 

Based on the findings of the current research, several implications for 

consideration were revealed. School leaders and school districts may gain further insight 

into the relationships of leaders' behaviors and teachers' sense of efficacy from the 

findings of this study. 

With the current school improvement reforms and efforts, it is essential that 

leaders increase student achievement for all students and close achievement gaps (Public 

Law 107-110, 2002). Knowing that highly efficacious teachers tend to have higher 

achieving students, leaders will want to make sure that teachers within the local school 

have a high sense of efficacy. Findings of this study revealed statistically significant 

relationships between teachers' perceptions of leaders' behaviors in Helping People, 

Redesigning the Organization, and Managing the Instructional Program and teachers' 

sense of Efficacy in Student Engagement, Efficacy in Instructional Strategies, and 

Efficacy in Classroom Management. Therefore, it would be beneficial for school leaders 

to provide individualized support, consideration, and intellectual stimulation, lead by 

example, create a collaborative culture, foster collaboration, build relationships with 

families and communities, plan and supervise instruction, provide instructional support, 
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monitor the school's progress, and buffer the staff from distractions to teaching and 

learning. 

It would be beneficial for local school leaders to ensure that they are providing 

individualized support/consideration, intellectual stimulation, and appropriate models for 

their teachers. These behaviors have been identified as having a positive relationship with 

Efficacy in Student Engagement and Efficacy in Classroom Management. 

It would be favorable for school districts to ensure they are providing the school 

leaders in the district with support in specific behaviors for Redesigning the 

Organization. While teachers perceived that leaders' exhibited behaviors in this area, 

Redesigning the Organization had the lowest mean score of teachers' perceptions of 

leadership behaviors as rated on the SLM. Interestingly, these behaviors were 

significantly related to all subscales of the TSES. Therefore, it is important for local 

school leaders to ensure that they create and foster collaboration in the school 

environment and build relationship with all stakeholders. School districts could use this 

information to provide support for local school leaders to ensure that the local school 

environments continue to foster a high sense of efficacy in teachers. 

Summary 

If teachers' sense of efficacy is positively related to student achievement 

(Allinder, 1995; Armor et al., 1976; Gibson & Dembo, 1984; Hoy, 2000; Tuerk, 2005), 

the identified relationships in this study support Southworth's (2002) report that 

principals' behaviors affect outcomes indirectly through other variables. The findings of 

the study add to the current body of literature by providing information about the 
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relationships of teachers' perceptions of leaders' behaviors in Setting Direction, Helping 

People, Redesigning the Organization, and Managing the Instructional Program and 

Efficacy for Student Engagement, Efficacy for Instructional Strategies, and Efficacy for 

Classroom Management. Data analysis revealed seven statistically significant 

relationships. 

Overall, elementary school teachers' perceptions of leaders' behaviors were 

positively related to teachers' sense of efficacy. Leaders' behaviors in Helping People 

were related to teachers' sense of Efficacy for Student Engagement and Classroom 

Management. Leaders' behaviors in Redesigning the Organization were related to 

teachers' sense of Efficacy for Student Engagement, Instructional Strategies, and 

Classroom Management. Leaders' behaviors in Managing the Instructional Program were 

related to teachers' sense of Efficacy for Student Engagement. The findings of the study 

imply that it would be beneficial for school leaders to exhibit behaviors in: Helping 

People, Redesigning the Organization, and Managing the Instructional Program. It is 

recommended that further studies investigate the relationship between teachers' 

perceptions of leaders' behaviors and teachers' sense of efficacy. 
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