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ABSTRACT 

 

This study examines teacher academic optimism and teacher perception of collaboration 

with parents as they correlate with parent trust in school, parent perception of collaboration, 

parent involvement, and school effectiveness.  

The sample included 240 teachers and 214 parents from 7 elementary schools located in 

Northern Alabama. The research methodology utilized in this study included correlation analysis 

and regressions to test the effects of the independent variables separately and collectively with 

the dependent variables. The findings were that teacher academic optimism is significantly 

correlated to parent trust in the school, parent involvement, and school effectiveness even while 

controlling for percent of free and reduced lunch and years of teaching experience.  

Implications from the study may provide school administrators with new insights into 

ways teacher academic optimism and teacher perception of collaboration work within the 

organization to promote parent involvement, parent perception of collaboration, parent trust in 

the school, and school effectiveness.  
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LIST OF ABBREVIATIONS AND SYMBOLS 

a  Cronbach’s index of internal consistency 

df  Degrees of freedom: number of values free to vary after certain restrictions have been 

placed on the data 

 

F  Fisher’s F ratio: A ration of two variances 

M  Mean: the sum of a set of measurements divided by the number of measurements in the 

set 

 

p  Probability associated with the occurrence under the null hypothesis of a value as 

extreme as or more extreme than the observed value 

 

r  Pearson product-moment correlation 

t  Computed value of t test 
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CHAPTER I: INTRODUCTION 

This study examines teacher academic optimism and teacher perception of collaboration 

with parents as they relate to parent trust in school, parent perception of collaboration, parent 

involvement, and school effectiveness. In this chapter the background of the study is presented, 

the need and purpose outlined, key concepts and terms are defined. Finally, the research 

questions guiding this empirical study are stated and limitations are specified. 

Background of Study 

Personal and social considerations mix deeply in the day-to day operations of a school.  

These interactions are bound by various rules, roles, and prevailing practices, in combination 

with technical resources, constitute schools as formal organizations. Distinct role (Bryk & 

Schneider, 2002, p. 5) relationships characterize the social exchanges of schooling: teachers with 

students, teachers with other teachers, teachers with parents, and all groups with the school 

principal. In a sense, almost everything interacts with everything else. All participants remain 

dependent on others to achieve desired outcomes and feel efficacious about their efforts. A 

rudimentary practice in this regard is how discourse is structured within a role set relation and 

more generally across a school community. Respectful exchanges are marked by a genuine sense 

of listening to what each person has to say, and in some fashion, taking this into account in 

subsequent actions or conversations.  

The need to improve the culture, climate, and interpersonal relationships in schools has 

received too little attention according to the Center on School Organization and Restructuring at 
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The University of Wisconsin at Madison (Bryk & Schneider, 2002, p.8). Therefore, the 

researcher will investigate the context of teacher academic optimism and teacher perception of 

collaboration with parents as it relates to the parent trust in the school, parent perception of 

collaboration, parent involvement, and school effectiveness. Human resources such as openness 

to improvement trust and respect, supportive leadership, and socialization are more critical to the 

development of professional community than structural conditions. Therefore, if there is a strong 

sense of teacher academic optimism and collaboration and trust are evident; does the school 

represent an effective school? 

  The conceptual framework of Hoy and his colleagues, Epstein, Bryk & Schneider, and 

Tschannen-Moran are utilized to support several major concepts: Teacher academic optimism, 

teacher perception of collaboration with parents, parents trust in school, parent involvement, 

parent perception of collaboration, and school effectiveness. Several hypotheses are formulated 

to test the theory. The researcher will determine how these concepts work collectively and 

independently in organizations such as schools.  

Comer (1996) demonstrated by strengthening the connection between urban school 

professionals and parents of low socioeconomic status could improve the students’ academic 

success. During his school development project, Comer found by developing social cohesion 

among parents, parents became engaged in school activities, school planning, and serving on the 

parent and student support team. To extend the idea of interconnectedness, parent- teacher 

meetings were held in local neighborhoods and community centers verses the local school. 

These activities increased the level of social cohesion with the parent group, creating a 

foundation for stronger social action among parents and teachers.  Meier (1995) argues 

persuasively that building trust among teachers, school leaders, students, and parents is an 
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essential component to advancing the academic mission of school, which is to provide 

challenging intellectual work for all students.   

Fukuyama (1996) used social capital framework to examine the contributions of social 

trust in the efficient operation of national economies. For this study, social capital is defined as 

the collective interaction among people within a social system. He argues that variations in 

national culture, in particular their degree of “spontaneous sociability,” contribute to their 

capacity to sustain complex economic relations. Specifically, high levels of social trust among 

individuals and institutions create more efficient production arrangements than in situations 

where it is necessary to rely on direct monitoring and extensive legal mechanisms to regulate 

economic transactions. This argument raised by Fukuyama suggests the quality of social ties 

across the community might directly influence the effectiveness of the school’s operation.   In 

particular, where there are high levels of social trust, the cooperative efforts necessary for school 

improvement should be easier to initiate and sustain (Bryk & Schneider 2002, p.13).  

Bryk (2002) proposed relational trust as a central role for building effective school 

communities. Relational trust believes all parties in the school have expectations that the other 

party will behave in ways which are right and good. He launched a systemic longitudinal 

investigation of four hundred elementary schools in Chicago during the 1990’s to study the 

internal  workings and external community conditions that distinguished improving elementary 

schools from those that failed to improve. Bryk believed improving schools entail five essential 

supports: a coherent instructional guidance system, professional capacity, strong parent-

community-school ties, a student-centered learning climate, and leadership that drive change. 

Bryk (2010) found when schools strengthened their ties to parents and the community, 

attendance improved over time. Schools used those ties as a core resource for enhancing safety 
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and order across the school. A variety of initiatives aimed at decreasing the power imbalance 

between poor parents and school professionals were undertaken by schools in an effort to engage 

parents in the local school. The principal engaged parents and other community members in 

activities that enabled participants to contribute to the school, advanced learning of their own 

children, and thus experience a sense of efficacy. “Small wins” gradually build a school 

community’s capacity for greater challenges and higher-risk social exchanges that may lie ahead. 

Communities with strong institutions, especially religious institutions are more supportive 

context for school improvement. These institutions afford a network of social ties that can be 

appropriated for other purposes. These initiatives included starting a parent center at the school, 

designing instructional support activities that parents could do at home to assist student learning, 

and developing parent and family programs in response to local needs. Bryk & Schneider (2002; 

2010) stressed the importance of the leadership in building a culture of trust.  Organizations with 

strong social bonds can improve the density of relationships within a school group. Social bonds 

and bridges need to be balanced to foster cooperation between school groups. Having a shared 

understanding among group members within the groups is a precondition for establishing 

sustainable social connections across groups and with that connection, this limits individuals and 

groups access to additional resources and opportunities.  

Collaboration 

 Amplifying the importance of parental involvement in the school and efforts to increase 

academic learning standards in the United States, the federal government and national 

accreditation programs (National Council for Accreditation of Teachers, 1994) developed 

standards that require preservice teachers to be trained to collaborate with parent. Legal edicts 

such as The No Child Left Behind Act of 2001 (NCLB; 2002) and the Goals 2000 Educate 
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America Act mandate all schools to promote parent partnerships. Administrators, teachers, and 

parents must collaborate to meet the challenging demands of educating students successfully or 

face losing federal monies. Underlying these policies and programs is a theory of how social 

organizations connect; a framework of the basic components of school, family and community 

partnerships for children’s learning; a growing amount of literature, discussed in chapter two, on 

the positive and negative results of these connections for students, families, and schools. 

School administrators may choose to conduct only a few communications and 

interactions with families and communities, keeping the three spheres of influence relatively 

separate. Otherwise, they might conduct many high- quality communications with interactions 

designed to bring the three spheres of influence together. Epstein (2010) wrote that schools 

should welcome all families, not just those that are easy to reach. Teachers (Hoover-Dempsey, 

Bassier, & Brissie, 1987) are often reluctant to involve parents in school matters because of the 

time investments required for productive parent participation, fear of parents, and the belief that 

parents often question teachers’ professional competence. From parents’ perspectives, several 

factors may mitigate against productive involvement in school: lack of time, minimal 

opportunities for involvement, and indifferent or antagonistic attitudes as part of school 

personnel.  

 Epstein’s (1995) theory of overlapping spheres of influence consists of an external and 

internal model. The external model of overlapping spheres of influence recognizes the context in 

which children learn and grow- the school, family, and community. The internal model of 

interaction (Epstein, 1995) shows where and how complex and essential interpersonal relations 

and patterns of influence occur between individuals at home, at school, and in the community.  
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Epstein (2010) identified two common approaches to involving families in schools and 

their children’s education. One approach emphasizes conflict and views the school as the 

battleground. These conditions and relationships create an environment fueled by power 

struggles and disharmony. The other approach emphasizes partnership and views the school as 

the homeland. The conditions and relationships in this environment invite power sharing and 

mutual respect and allow energies to be directed towards activities to foster student learning and 

development. Epstein believed by forming a collaborative partnership with parents this would 

improve the school climate, provide family services and support, provide parental skills and 

leadership, connect parents with others in the school and the community, and help teachers with 

their work.  

Collaborative partnerships view parents, teachers, community, and the local school as 

partners in education with a shared interest in and responsibilities for children. Collaboratively, 

they work together to create better programs and opportunities for students. Teachers and 

administrators create more family-like schools where each child is recognized for their 

individuality and makes each child feel special and included. Parents create more school-like 

families that recognize each child as a student and reinforce the values of school, homework, and 

activities that build student skills and feelings of success. In order for schools to be effective in 

educating children, there must be interconnectedness between the school, parents, and the 

community in which they dwell. 

Hoy, Tarter, &Woolfolk Hoy (2006) focused on academic optimism as a catalyst for 

strengthening the home and school relationship. Academic optimism is an academic environment 

comprised of three dimensions: academic emphasis, collective efficacy, and faculty trust. For 

this study, the researcher will focus on the individual teacher level or teacher academic 
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optimism. Hoy and his colleagues insisted that when the faculty trusts in the parents, teachers 

can insist on higher academic standards with confidence that parents will not subvert them.  

 Hoy (2002) proposed two plausible and complimentary explanations of how collective 

faculty trust functions to influence student learning. Hoy’s first explanation is trust; trusting 

others is an important element in human learning is often a cooperative process. Distrust, 

according to Hoy, makes cooperation virtually impossible, so teachers must trust parents if they 

are to achieve common learning goals. Second, Hoy linked collective trust and student learning 

indirectly because student learning is mediated by the collective efficacy of the school. The 

process of school, faculty, and community collaboration will not come about in an authentic 

form if people do not trust one another (Tschannen-Moran, 2001).  

A significant factor (Tschannen-Moran, 2001) in constructing a climate that supports 

collaboration is trust. Trust may influence student academic achievement because of its role in 

establishing and maintaining collaborative relationships between the home and school, and trust 

may shape parents’ attitude towards educational systems and influence their engagement in their 

children’s educational programs. Baier (1986) implied that trust is necessary for effective 

cooperation and communication, which are the bases for productive relationships and productive 

relationships build effective schools.  

Collaboration requires parties to come together and to share both responsibility and 

accountability. This process places individuals in a vulnerable position (Tschannen-Moran, 

2001). Although, collaboration (Tschannen-Moran, 2001) is increasingly considered an 

important element in the effectiveness of a school, there is not much empirical literature on the 

conditions favorable to its development. Because collaboration involves relationships, as well as 

in school effectiveness, how does it concern faculty trust in parents and parent trust in the 
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school? Is trust, the essence of relationships, a necessary component of collaboration? If so, 

collaboration and trust then should set the stage for effective student learning, and overall school 

effectiveness. Few studies have examined these relationships.  This study intends to test teacher 

sense of academic optimism, and teacher perception of collaboration with parents as antecedents 

to parent trust in the school, parent perception of collaboration, parent involvement, and school 

effectiveness.   

Effectiveness 

Parsons (1960) calls adaptation, goal attainment, integration, and latency four problems 

social systems must be able to solve if they are to be effective. Inherent in the Parsonian 

emphasis on the integration of members into the organization is the idea effective organizations 

will have members who share in the value of the organization, are willing to exert extra effort in 

their roles and desire to continue their membership or partnership in the organization; 

commitment is central to the organizational life (DeCotitis & Summers, 1987). In the absence of 

these characteristics, members will in all likelihood drift away from the organization. 

Problem Statement and Purpose of Study 

The purpose of this study is to fill the gaps in the literature and present a clear picture of 

possible correlations between teacher academic optimism, teacher perception of collaboration 

with parents, parent trust in the school, parent perception of collaboration, parent involvement, 

and school effectiveness.  Researchers have argued that trust is critical in facilitating 

cooperation, (Deutsch, 1958; Tschannen-Moran, 2001), collaboration (Tschannen-Moran, 2000), 

academic optimism (Hoy, Tarter, & Hoy, 2006), improving the quality of schooling (Hoy & 

Sabo, 1998) and school effectiveness (Hoy & Ferguson, 1985). Research studies show the 

connection between academic optimism, trust, collaboration, and school effectiveness, but for 
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practical reasons.  However, few studies have been conducted to test the concept of teacher 

academic optimism.  What is the probability of a teacher’s sense of academic optimism being a 

force for school effectiveness, just as school academic optimism was found to be at the collective 

level (Hoy, Tarter, Woolfolk Hoy, 2006)? 

Definition of Concepts 

Academic Optimism of schools is a collective construct that includes the cognitive, 

affective, and behavioral facets of collective efficacy, faculty trust, and academic emphasis (Hoy, 

Tarter, Hoy, 2006). 

 Collective efficacy is the perception of teachers in a school that the efforts of the 

faculty as a whole will have a positive effect on students. Collective Efficacy is a 

belief or expectation; it is cognitive. 

 Faculty trust in students and parents is based upon a feeling that the students and 

their parents are benevolent, reliability, competent, honest, and open (Hoy & 

Tschannen-Moran, 2003). Trust is an affective response. 

 Academic emphasis is a focus on learning and a press for particular behaviors in 

schools. 

 

Collaboration in this study is defined as teachers’ and parents’ perception of the extent of 

parent involvement and influence over school and classroom –level decisions” (Tschannen-

Moran, 2001). 

 Collective trust is defined as a stable group property rooted in the shared perceptions and 

affect about the trustworthiness of another group or individual that emerges over time out of 

multiple social exchanges within the group (Forsyth, Adams, Hoy, 2011). 
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Faculty Trust is defined as “ the extent to which the faculty as a group is willing to be 

vulnerable to another party based on the confidence that the latter party is benevolent, reliable, 

competent, honest, and open” (Hoy & Tschannen-Moran, 1999). 

Parental Involvement is described as (a) the basic obligation of parents to provide for 

their children’s general wellbeing and readiness for school, (b) the basic obligations of school to 

communicate with parents about school activities and requirements, as well as individual student 

progress, (c) schools make a place for parents to volunteer in school and attend performances and 

workshops at the school, (d) parents involved in learning activities at home and, (e) types of 

involvement that includes parents in decision-making roles in governance of the school ( Epstein, 

1987b, 1991).  

Parent Trust is defined as the parents’ willingness to be vulnerable to the school based on 

the confidence that the latter party is benevolent, reliable, competent, honest, and open (Adams, 

Forsyth, & Mitchell, 2009).  

 School Effectiveness is a complex topic that can be defined as both goal attainment and 

efficiency (Hoy & Ferguson, 1985).  The two concepts are based on student achievement and 

School Effectiveness Index (SE). Overall school effectiveness is subjectively determined by how 

people relate to one another to accomplish a common goal. Goal attainment in school is student 

achievement. An Index of Perceived Organizational Effectiveness (IPOE) is given to the 

organizational members.  

Teacher Academic Optimism - is a construct that includes cognitive, affective, and the 

behavioral dimensions at the teacher level. The teacher’s sense of academic optimism includes; 

teacher sense of self- efficacy, teacher trust in parents and students, and teacher academic 

emphasis (Hoy, Woolfolk Hoy, & Kurz, 2008; Beard, Hoy, & Woolfolk Hoy, 2010) 
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Research Questions 

1. What is the relationship between teacher academic optimism and parent trust? 

2. What is the relationship between teacher academic optimism and parent perception of 

collaboration? 

3. What is the relationship between teacher academic optimism and parent involvement? 

4.  What is the relationship between teacher academic optimism and teacher perception 

of school effectiveness? 

5. What is the relationship between teacher perception of parent collaboration and 

parent perception of collaboration?  

6. Does teacher academic optimism and teacher perception of parent collaboration effect  

parent perception of collaboration, parent trust, and parent involvement? 

 

Limitations of Study 

This study is only a snapshot or a one-time view of the variables. The researcher does not 

know how generalizable Alabama elementary schools are to schools in other regions or states. 

The concepts explained in this study may not work in other settings. Some elementary schools 

may have similar organizational styles, characteristics, and practices much like those mentioned 

in this study. If that is recognized, the principal may be able to simulate portions of this study to 

meet the goals of the school or extend this research into other areas.  
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Summary 

Organizations, like public schools, are made up of role groups that are interdependent on 

one another (Bryk & Schneider, 2002), which contributes to their complexity and 

unpredictability. As role group members interact through multiple social exchanges, 

relationships are established and trust is enhanced in the school. As group members observe one 

another’s values, beliefs, attitudes, and expectations, the cohesions within the school community 

becomes stronger forming an effective system for educating children. This study will test 

whether teacher academic optimism and teacher perception of collaboration with parents are 

predictors of parent trust in school, parent perception of collaboration, parent involvement and 

school effectiveness. Concepts are defined, research questions established, rational formed, 

hypotheses given and limitations provided. Years of teaching experience and free and reduced 

lunch percentage are the controlled variables in this study. 
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CHAPTER II: REVIEW OF THE LITERATURE 

This chapter presents the research history of the elements teacher academic optimism, 

collaboration with parents, parent trust in school, parent collaboration, parent involvement, and 

school effectiveness. A theory linking the concepts is presented. Hypotheses that test the theory 

will be given.  The literature review for the concepts of:  Teacher academic optimism, teacher 

perception of collaboration with parents, parent trust in the school, parent perception of 

collaboration, parent involvement, and school effectiveness is provided. General knowledge of 

trust and academic optimism are included: however, the focus of the literature will be on faculty 

trust in clients from the teachers’ perspective and academic optimism at the individual teacher 

level. 

Conceptual Framework 

The common view of achievement in schools is that success is a function of talent and 

motivation; the talented and motivated excel. Seligman (1998) offered a third factor for success-

optimism. He conceived optimism as an individual variable, but Hoy and his colleagues 

conceived of academic optimism as a collective property, which may be an even more powerful 

for achievement because it has the power of the group and taps into both the social structure and 

potent norms of the school.  

 Seligman (1998) argued and provided evidence that learned optimism gets people over 

the “wall of learned pessimism” and not just as individuals but also as organizational 

participants. In the same way that students and parents can develop learned helplessness, schools 
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can be seduced by pervasive pessimism. Pessimism communicates the general message, these 

kids can’t learn, and there is nothing I can do about it, so why worry about academic 

achievement? Such a view is reinforcing, self-fulfilling, and defeating. 

Building on Seligman’s views, school academic optimism is seen as a collective view of 

the following: teachers as capable, students as willing and able, parents as supportive and 

reliable, and the learning as achievable. Norms of confidence, optimism, and efficacy are 

powerful motivators of achievement. Why is academic optimism such a strong predictor for 

achievement? Consider the functions of the three underlying elements. Collective efficacy gives 

teachers confidence that they can be successful working with students regardless of the 

difficulties. It motivates teachers to set challenging academic goals and persist until they are 

attained (Goddard et al., 2006); Hoy, Sweetland, & Smith, 2002). Collective faculty trust in 

parents and students liberates teachers to experiment with new techniques without the fear of 

retribution if things do not go as planned, and perhaps even more important, it encourages 

cooperation and support between teachers and parents (Bryk & Schneider, 2002; Goddard et. al., 

2001).  

Further, an academic emphasis is enacted because students and parents trust the teachers. 

Not only do both teachers and parents push for academic success, (Forsyth et al., 2011 p. 94) but 

students also come to value working hard, succeeding, getting good grades, and achieving. In the 

end, academic optimism produces a powerful synergy that engenders motivation, creates hope, 

encourages persistence, promotes resilience, and channels behavior toward the accomplishment 

of high academic goals. 
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Academic Optimism 

Academic Optimism of Schools 

Researchers have been challenged to go beyond socioeconomic status in the search for 

school-level characteristics that impact student achievement which is considered a descriptor of 

an effective school.  Hoy, Tarter & Woolfolk Hoy (2006) identified a new construct, tightly 

woven together, academic emphasis, faculty trust, and collective efficacy forms a general latent 

construct called academic optimism. The construct evolves from the general work on positive 

psychology, which goes beyond the traditional focus of illness and pathology to look at areas of 

human experience that include well-being, hope and fulfillment; academic optimism is rooted in 

human psychology (Beard, Hoy &  Woolfolk Hoy, 2009). The theoretical foundations of 

academic optimism are Bandura’s social cognitive and self- efficacy theories (Bandura, 1987), 

Coleman’s social capital theory (1990), Hoy and his colleagues’ work on culture and climate 

(Hoy, Tarter, Kottkamp, 1991), and Seligman’s study (1998) of learned optimism.  

 Academic optimism is one of the few organizational characteristics of schools in the 

United States that influence student achievement when socioeconomic status and previous 

achievement are controlled. This construct, a latent collective property, of schools, has been 

linked to school achievement in a number of studies. 

   Utilizing a diverse sample of 96 high schools located in a Midwestern state, Hoy, Tarter, 

& Hoy (2006), identified a new construct, academic optimism, which explained student 

achievement while controlling for socioeconomic status, previous achievement, and urbanicity. 

The researchers hypothesized that academic emphasis, collective efficacy, and faculty trust in 

students and parents would form a general latent construct labeled academic optimism. They also 

hypothesized that student academic achievement would be a function of academic optimism after 
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controlling for SES, urbanicity (population density) and previous student achievement. Their 

third hypothesis was that SES and previous student achievement would make direct contribution 

to achievement, as well as indirect contribution through academic optimism. The hypotheses 

were tested using structural equation modeling with the dependent variables being math, science, 

reading, social studies, and writing achievement. 

 As hypothesized, the test of the model for math and science revealed that SES was related 

to student achievement directly (.20) as well as indirectly through academic optimism (.19). 

Likewise, prior achievement was related to student achievement directly (.60) and indirectly 

through academic optimism (.61). Finally, as predicted, academic optimism was directly related 

to achievement (.21).  

The test of the model for reading, social studies, and writing achievement revealed also, 

SES was related to student achievement directly (.23) as well as indirectly through academic 

optimism (.23). Prior achievement was related to student achievement directly (.44) and 

indirectly through academic optimism (.27). The proposed theoretical model was supported in 

both tests and the results supported that the properties of academic emphasis, collective efficacy, 

and faculty trust in students and parents work together in a unifying fashion (Hoy, Tarter, and 

Hoy, 2006) to form the latent construct labeled academic optimism. Bringing these three streams 

of theory and research together provided a richer and yet more direct explanation of how schools 

enhance student learning.  

           In a two-fold study in 2007, Smith & Hoy continued the research on academic optimism 

by examining the impact of academic optimism on achievement in a sample of urban elementary 

schools. Smith and Paige’s study focused on poor urban schools. Their research was guided by 

two hypotheses: First, academic optimism is a general construct composed of academic 
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emphasis, collective efficacy, and faculty trust in clients (parents and students) and second, 

academic optimism predicts student achievement even when controlling for socioeconomic 

status and school size. 

           The researchers selected 99 urban elementary schools in Texas classified as either “major 

urban” or major suburban” by the Texas Education Agency. Elementary schools sizes ranged 

from 289 to 1,251 students with an average size of 682. Data were collected from teachers during 

scheduled faculty meeting. The surveys instrument was administered to a random sample of 

teachers in the school. The three basic concepts were collective efficacy, faculty trust in clients, 

and academic emphasis of schools. Each concept was assessed using valid and reliable measures.           

          The first finding of this study revealed, just as expected, that academic optimism explained 

student achievement in mathematics even controlling for SES and school size. The participating 

schools varied in terms of SES, but in general, the sample composed mostly of poor elementary 

urban schools, those with more than half of the students on free or reduced price lunch. The 

findings stress that academic optimism is just as important as SES in explaining achievement is 

important because, although not simple, it is easier to improve academic optimism than it is to 

change socioeconomic factors of the school community. 

          Second and most appealing part of the findings were within the concept itself because it 

suggests that schools can improve in spite of low socioeconomic status by cultivating an 

optimistic perspective that is shared by teachers. That brings this research to the next point of 

academic optimism at the individual level. 

        Previously, all of the research on academic optimism had been examined as a school 

property made up of collective efficacy, trust in parents and students, and academic emphasis 

(Hoy, Tarter, Woolfolk Hoy, 2006). However, Hoy, Woolfolk Hoy, and Kurz, (2007) suspected 
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that academic optimism also may be an important individual teacher characteristic because 

efficacy, trust, and academic emphasis have parallel meaning at the individual teacher level. The 

researchers’ tested academic optimism at the individual level and identified important predictors 

of teachers’ sense of academic optimism.  

           Teachers’ sense of optimism (Hoy et al., 2007) is about a teacher’s positive belief that 

she/he can make a difference in the academic performance of students by emphasizing 

academics and learning, by trusting parents and students to cooperate in the process, and by 

believing in his/ her own capacity to overcome difficulties and react to failure with resilience and 

perseverance.  

           One reason may be that if teachers believe they are able to affect student learning, then 

they set higher expectations, exert greater effort, and persist in the face of difficulties. Bandura 

(1997) theorized that humans exercise control over their lives through agentic actions. Simply 

stated, people act, reflect on those actions, and change their behaviors accordingly. Through the 

process, classroom teachers proactively create mental plans to deal with events as they arise; In 

other words, they are agentic and according to social cognitive theory, self-efficacy plays a major 

role in human agency. 

        Similar to teachers’ sense of efficacy, effective teachers must be able to form trusting 

relationships with their students and parents. Trusting relationships (Hoy & Tschannen-Moran, 

2003) includes feelings of benevolence, reliability, competence, honesty, and openness. In 

general, teachers must trust that their students possess openness to learn, capability to grasp 

concepts, and honesty. Teachers set high expectations for students they trust and rely on the 

students’ parents for support. 
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       Academic emphasis and academic press are used interchangeably to refer to teachers’ beliefs 

about academic success and their focus on academic tasks. Academic emphasis should expand 

the time students spend successfully and actively engaged in academic task, which relates 

positively to student learning (Woolfolk, 2007). Academic emphasis captures the behavioral 

enactment of efficacy and trust. Hoy et al., 2008 graphically (see figure 1) projected the 

relationship between three major dimensions of academic optimism as a triadic set of 

interactions with each element functionally dependent on the other. 

                                                      Academic Emphasis (Behavioral) 

 

Teacher Trust (Affective)                                                              Teacher’s Sense of Efficacy (Cognitive) 

 

 

 

Figure 1: Relationships of Academic Emphasis, Teacher's Trust, and Teacher's Sense of Efficacy 

in Reciprocal Causality with Each Other. 

This construct encompasses teachers’ beliefs about themselves, their students, and their 

instruction. In brief, the researchers proposed that teachers who believe in the potential of all 

students, will make management and instructional decisions aligned with these expectations, and 

will be committed to the success of their students and will be more academically optimistic. 

         Participants from 220 schools within the Ohio Department of Education’s database with 3rd 

and/or 4th grade classes participated in the study.  A total of 351 teachers were randomly selected 

to receive a questionnaire assessing the variables in the study. Only 205 teachers returned 

useable questionnaires after a two month period. Teachers completed anonymous 71-item survey 

assessing academic optimism (teacher efficacy, trust, and academic emphasis), beliefs about 
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instruction and management, individual citizenship, and demographic questions about their 

background and their classroom characteristics. 

          As expected, Hoy et al. (2008), found one strong factor, which they labeled academic 

optimism accounted for 67% of the variance in achievement. The three scales loaded .86, .85, 

and .73, respectively, on the first component (academic optimism). The researchers’ theory that 

efficacy, trust, and academic emphasis would form a second-order latent construct of individual 

teacher academic optimism was supported. Also, there was a significant relationship between 

dispositional optimism and academic optimism (r=.30, p < .01). Neither teacher years of 

experience nor highest degree attained was related to teacher academic optimism. In terms of 

classroom context variables, SES of students in the teacher’s class (defined by the percent of 

students qualifying for free/reduced lunch) and percentage of students from minority 

backgrounds both were significantly negatively related to academic optimism (r = - .43 p. < .01 

for SES and r = -.21 p< .01 for minority) but percentage of students with accommodations in the 

class was not related to optimism. 

       Teachers’ (Hoy et al., 2008) sense of academic optimism was positively related to the 

teachers’ estimates of how their students would perform on the state achievement/ proficiency 

test (r = .24, p< .01). Therefore, when teachers possessed a sense of academic optimism, they 

believed that their students would score higher on the state examinations, which suggest that 

academic optimism may be related to student achievement (Hoy et al., 2006, McGuigan & Hoy, 

2006).  

       Beard, Hoy, & Woolfolk Hoy, (2010) theorized that three basic elements of academic 

optimism operate in the same way at the individual level as they do at the collective level. A 

sample of 260 elementary school teachers was selected from 14 schools in central Ohio school 
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districts. The participants were from three settings (urban, rural, and suburban) within the state of 

Ohio with elementary school licensure. They researchers predicted that the teacher’s sense of 

efficacy, trust in parents and students, and academic emphasis for a general latent concept called 

individual optimism. Next, they proposed that the academic optimism of the teachers will be 

moderately correlated with a general disposition to be optimistic. Their final hypothesis 

predicted the teacher perception of enabling school structure is positively correlated with 

individual academic optimism.   

      The primary hypothesis yielded as hypothesized academic optimism of the individual 

teachers is a second –order factor composed of trust, efficacy, and academic emphasis. 

Moreover, teacher trust in parents and students, teacher sense of self-efficacy, and teacher 

academic emphasis are first order factors measured reliably by the items predicted and used to 

measure each of the concepts. Next, the two secondary hypotheses of the study were tested to 

add some predictive validity to their measure of academic optimism. As predicted, the stronger 

the degree of academic optimism (r=.50, p< 0.001). Test of the third hypothesis was computed 

and the results supported the hypothesis: the more teachers perceived an enabling a school 

structure, the greater a teacher’s degree of academic optimism (r=.30, p <0.01). 

Trust  

Trust appears frequently in discussion of leadership, change, and cooperative 

interpersonal relationships. Clearly, it is a characteristic that seems highly desirable in personal, 

social, and organizational relationships (Hoy & Kuppersmith, 1985). Articulating a precise 

definition of trust has proved challenging.  

Psychologists framed trust at a micro level in terms of individuals who trust and are 

trusted and emphasized the internal cognition that leads to such trust (Deutsch, 1962; Rotter, 
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1967). By contrast, sociologists conceive of trust as a macro- or meso-level property of social 

relationships among people, groups, and institutions (Coleman, 1990; Granovetter, 1985).  

 Erikson’s (1953) broad use of the concept trust was described as a central ingredient in 

“the healthy personality”. Expanding the definition of trust (Rotter, 1967) to interpersonal trust, 

to include the expectancy held by an individual or group that the word, promise, verbal or written 

statement of another individual or group can be relied upon.  

Rotter developed an instrument that asked participants to make judgments about the 

trustworthiness of various societal actors such politicians, doctors, the media, and parents.   

Because much of the informal and formal learning that human beings acquire is based on the 

verbal and written statements of others, and what they learn must be significantly affected by the 

degree to which they believe their informants without independent evidence.  Therefore, trust 

becomes a fundamental concept in our lives, relationships, everyday social transactions, 

interactions, and in our language. Although vital and necessary, trust is a rather fragile part of 

human relationships.   

 Baier (1986) asserts that “trust is the reliance on others’ competence and their 

willingness to look after, rather than harm, things one cares about which are entrusted to their 

care.” According to Baier, what we care about may be either tangible, such as our children and 

money, or it may be something intangible such as ideals of democracy or norms of respect and 

tolerance. Schools look after all of these in society, and consequently the issue of trust becomes a 

major concern for school organizations positioned to help students learn. Therefore, the nature 

and meaning of trust has taken on added importance in schools.  

 

Hoy & Tschannen-Moran’s (1999) conceptual measure captures ideas that are amenable 

to studying schools and has a robust research history. Hoy & Tschannen-Moran (1999) identified 
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a number of common threads in most discussions of trust. Their definition of trust builds on the 

work of Mishra (1996) who defined trust as “one party’s willingness to be vulnerable to another 

party based on the belief that the latter party is (a) competent, (b) open, (c) concerned and (d) 

reliable” (p.265). Tschannen Moran & Hoy (2000) noted in their review of diverse trust literature 

spanning forty years, that regardless of the context whether individual, organizational, or 

behavioral, most scholars (Deutsch, 1962; Fukuyama, 1996; Mishra, 1996; Tschannen-Moran & 

Hoy, 1998) agree that trust has the following attributes: multiple levels, different  referent roles, 

multiple facets, vulnerability, risk, and interdependence. 

At the most basic level, vulnerability is the belief in those who trust will act in ways that 

are not harmful or detrimental to them; vulnerability and confident expectations of outcomes are 

crucial aspects of trust. Vulnerability often leads to risk defined as “perceived probable loss” 

(Chiles & McMacking, 1996) and risk- taking behaviors that create an opportunity to trust. 

Finally, there can be no trust without interdependence, this is the interest of one party cannot be 

achieved without reliance upon another (Rousseau, Sitkin, Burt, & Cramer, 1998).  

Along with a general willingness to risk vulnerability, five facets of trust emerged: 

benevolence, reliability, competence, honesty, and openness. Hoy & Tschannen Moran (1999, 

p.189) proposed trust as “an individual’s or group’s willingness to be vulnerable to another party 

based on the confidence that the latter party is benevolent, reliable, competent, honest, and 

open.” Tschannen-Moran summarized these dimensions as: Honesty-telling the truth, having 

integrity, keeping promises, accepting responsibility, which speaks to character. The most 

common condition of trust is benevolence or the confidence that the trusted person or group will 

protect one’s interests. Example would be extending good will, supporting teachers, guarding 

confidential information, etc. Openness is the extent to which relevant information is shared and 
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actions and plans are transparent. Reliability is grounded in predictability. Competency is the 

ability of an individual or group to be dependable and efficient in a particular skill (Hoy & 

Tschannen-Moran, 2004: 34) 

Trust can exist at a variety of levels: between individuals, among group members, and 

between groups (Webber, 2002). Interpersonal trust refers to trust that a single individual has for 

another in a situation that carries risk. The formation of interpersonal trust is often accompanied 

by the formation of positive affect such as “liking”. This cognitive process begins with the 

observation of another’s behavior and has meaning only insofar as it affects the subsequent 

dispositions and behaviors of the trustor towards the trustee.  

From a sociological perspective, (Lewis & Weigert, 1985, p. 968) trust must also be 

conceived as a property of collective units, ongoing dyads, groups, and collectivities, not of 

isolated individuals. In their landmark study of school trust, Bryk and Schneider (2002, 2003), 

explored a kind of social trust (relational trust) based on the social interactions, mutual 

dependencies, asymmetry among school members. School level trust emerges from individual 

discernments and interpersonal exchanges within role sets (e.g. principal-teacher).  

Relational Trust 

Relational trust according to Bryk & Schneider (2002, 2003) is a joining together of 

individual discernments and entails much more than just making school staff feel good about 

their work environment and colleagues. A school cannot achieve relational trust simply through 

some workshop, retreat, or form of sensitivity training, although all of these activities can help.  

Schools build relational trust in day-to-day social exchanges. Through words and actions, school 

participants show their sense of obligations towards others, and others discern these intentions. 

Trust grows through exchanges in which actions validate these expectations. Even simple 



 
                                                                                                

 

25 
 

interactions, if successful, can enhance collective capacities for more complex subsequent 

actions. In this respect, increasing trust and deepening organizational change support each other. 

Obviously, interpersonal trust has importance when learning about human behavior,  

but collective trust is viewed as an organizational and sociological perspective rather than a 

psychological one (Rousseau et al., 1998) that is typical of groups.   

Collective Trust 

Collective trust, (Forsyth, Adams, Hoy, 2011, p. 22), is defined as a stable group property 

rooted in the shared perceptions and affect about the trustworthiness of another group or 

individual that emerges over time out of multiple social exchanges within the group. These 

socially constructed shared trust beliefs define the group’s willingness to be vulnerable to 

another group or individual.  Collective trust in school organizations exist in multiple school 

groups and between different relational dyads. Trustor groups include the primary members of 

schools: the principal, teachers, students, and parents.   

Trust is embedded in relationships, and the referents of trust influence the meaning. In 

this study, the three referents of trust that are of interest are: faculty trust in principal, faculty 

trust in colleagues, and faculty trust of clients. Faculty trust in clients is comprised of the parents 

and students. Trust relationships appear to vary across schools (Hoy & Tschannen-Moran, 2001) 

and are thought to be linked to other important school properties. Trust is crucial in facilitating 

cooperation (Deutsch, 1958; Tschannen-Moran, 2001), in developing open school cultures 

(Hoffman, Sabo, Bliss, & Hoy, 1994), in promoting group cohesiveness (Zand, 1971, 1997) in 

school leadership (Sergiovanni, 1992), in student achievement (Goddard, Tschannen-Moran, & 

Hoy, 2001), and in increasing the quality of schooling (Hoy & Sabo, 1998) as cited in ( Hoy & 

Tschannen-Moran, 2007). Trust begins with the leadership of the local school. 
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Faculty Trust 

Faculty Trust is defined as “ the extent to which the faculty as a group is willing to be 

vulnerable to another party based on the confidence that the latter party is benevolent, reliable, 

competent, honest, and open” (Hoy & Tschannen-Moran, 1999) . Initiating trust in organizations 

takes a period of commitment to observe one’s willingness to accept risk and not to exploit the 

vulnerability of the other for personal gain. To cultivate an atmosphere of trust, a relationship 

must be established first between the principal and faculty.  

Faculty Trust in the Principal 

 The faculty’s trust in the principal may be considered a fundamental element in the 

sustainability, efficiency, and productivity of the establishment. The behavior the principal 

exhibits in his daily interpersonal interactions often dictates the level of trust between the faculty, 

students, parents, and the community. Clark & Payne (2006), who studied the development of 

trust in leaders from several organizational settings, concluded that leader behaviors that 

demonstrate the facets of fairness, openness, ability, and integrity are salient with respect to 

leader trustworthiness.  

 As the leader, he or she sets the tone in the school, and is responsible for building and 

maintaining trusting relationships as in Whitener, Brodt, Korsgard, & Werner’s study (as cited in 

Forsyth, Adams & Hoy, 2011 x).  As an attempt to demonstrate how a principal may fulfill this 

responsibility, Tschannen-Moran (2004) offered a three dimensional Trustworthy Leadership 

Matrix. The researcher stressed the importance of considering not only the five facets of trust, 

the five constituencies of schools which include: administration, teachers, parents, students, and 

the public, but also the five functions of the school leadership. The functions of school leadership 
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can significantly influence the development of trusting relationships, and affect changes in the 

school climate and culture. 

The school administrator or principal, (a) serves as a role model for trustworthiness 

through his or her language and actions, (b) develops a vision for a trustworthy school, (c) 

facilitates teacher competence through effective coaching, (d) improves school discipline among 

students and teachers through effective management, (e) and mediating conflict and repair in a 

constructive and honest manner. 

  A major challenge (DiPaola & Hoy, 2005) of all principals is to create and nurture a 

climate in which teachers and staff members identify and affiliate with the school and its 

mission. The ability to fulfill the school’s mission may be attributed somewhat to the principal’s 

leadership style which is critical in setting goals, driving highly effective teaching practices, 

collaboration among stakeholders, and most importantly building trust. 

 The transactional leadership style takes the form of contingent reward in which the 

leader rewards the followers if they perform in accordance with contracts and expends the 

necessary effort. This type of leader also avoids giving directions and allows followers to do 

their jobs as always if performance goals are to be met (Bass, Avolio, & Goodheim, 1987). In 

stark contrast with the transactional leadership behavior, the transformational leadership style 

(Podsakoff, Mackenzie, Moorman, & Fetter, 1990) behaviors are believed to augment the 

transactional leadership behaviors on employee outcomes behaviors because followers “feel trust 

and respect towards the leader” and this prompts the followers to perform “above and beyond the 

call of duty.”  The leader makes the followers more aware of the importance and value of the 

task outcomes, activate higher order needs, and induce them to transcend self-interests for the 

needs of the organization.  
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Dirks and Ferrin (2001) completed a rigorous meta-analysis of three decades of research 

related to trust in leadership. The analysis demonstrated that trust in leadership has multiple 

significant and positive outcomes, including its ability to elicit from employees, altruism, civic 

virtue, conscientiousness, courtesy, organization commitment, and satisfaction, belief in 

information provided by the leader and commitment to decisions. These findings concur with 

Tyler and Degoey’s (1996) assertion that “attributions about trustworthiness are central to the 

willingness to accept decisions” of the leaders (p.335). Dirks and Skarlicki (2004) concluded that 

trust is related to “bottom line effects in terms of group and organizational performance.”  

As the instructional leader, (Hoy, Tarter, & Hoy, 2006) also recognized the importance of 

celebrating the achievement of the students, teachers, and the community, especially academic 

achievement. Behaviors that foster academics include honor roll, national honor society, and 

exemplary student work of all kinds. In conjunction with academic success, the principal’s task 

is to build efficacy and trust with teachers. Then, what is the faculty’s perception and expectation 

of the principal?  

Teachers are dependent on the school administrator, especially principals, to provide a 

safe clean and orderly school wide environment which teaching and learning are possible.  

Teachers are more likely to trust and invest in the goals and outcomes of the organization, when 

the principal is authentic, competent, demonstrates consistency, communicates effectively, 

exhibits integrity, and shares controls.  

Hoy & Henderson (1983) conceptualized and measured the extent to which the behavior 

of a principal is perceived by teachers as authentic. They identified three basic aspects of leader 

authenticity: accountability, non-manipulation of others, and saliency of self over role. 

Accountability is behavior for which the leader accepts responsibility, including admitting 
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mistakes and errors. The leader accepts the responsibility for not only his or her behavior, but 

also for the mistakes of subordinates; there is no “scapegoating or “passing the buck.” Blame 

alienates teachers, undermines professional practices, and evokes feelings of powerlessness (Cox 

& Wood, 1980) all of which fuel distrust and lead to noncompliance.   

 Authentic leaders do not manipulate people; they treat others with respect and as 

individuals rather than inanimate objects that are pawns in a game. Principals have powers to 

create a better workplace for teacher growth as well as student learning through trust and honest 

communication.  Faculty members will visualize the principal as trustworthy when the 

communication is accurate and forthcoming. By providing adequate explanations and timely 

feedback on decisions, trust levels between the principal and the faculty is increased within the 

school. Waiting an extended amount of time to respond to decisions, problems, questions, or new 

ideas often leads to a level of distrust in the principal.  

 Louis (2007) conducted studies within educational settings that have associated leader 

trust with positive workplace-relevant teacher attitudes and favorable school-leveled outcomes. 

He  studied districts engaged in total quality management initiatives, suggested that trust in 

administration leads teachers to more positively interpret administratively created visions, (Bryk 

& Schneider, 2002) to teachers’ orientation to innovate, commitment to the school community, 

outreach to parents, and professional community.  

Trust in the principal has been associated with faculty perception of organizational justice 

that center on issues of workplace fairness (Hoy & Tarter, 2004), middle –level teachers focus on 

instruction (Wahlstrom & Lewis, 2008), as well as school effectiveness at the middle school 

level (Tarter, Sabo, & Hoy, 1995).  
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 Trust in administrative leadership appears salient in turbulent times of conflict, crisis, 

change, accountability, and school reform. Of importance, organizational changes not only 

appear more easily initiated (Louis, 2007) but, more easily sustained (Bryk & Schneider, 2002) 

in schools where administrative trust is high, as compared to schools where administrative trust 

is low. Both directly and indirectly administrative behavior is important in setting the general 

tone of school trust, but teacher behavior will have a more direct impact on student learning. 

 Faculty Trust in Colleagues   

 Trust in colleagues is vital to fulfilling the mission of educating children successfully. 

Tschannen-Moran and Hoy (2000) suggested that the facets of benevolence, caring, and 

openness are important antecedents to trust formation among colleagues. Faculty trust in 

colleagues helps to accomplish the goals of the school by sharing ideas to meet the changes in 

conditions and expectations of schools brought on each day by the group of students within the 

organization.  

Likewise, Bryk and Schneider (2002) who point to integrity as an important facet of 

collegial trust also argued that collegial trust is grounded in a common understanding about what 

students should learn, how instruction should be conducted, and how teachers and students 

behave with one another. For teachers to sense integrity among colleagues, a faculty must not 

only share these views but, also perceive that the actions taken by other teachers are consistent 

with them. 

Trust within groups has a positive impact on the efforts that group members expend 

(Dirks, 2000), organizational citizenship behaviors, team satisfaction, teacher retention, teacher 

attendance, teacher commitment, and conflict resolution is made “easier and more productive”. 

In relationships with high levels of trust, teachers are more likely to express their differing 
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perceptions of viewpoints, ideas, and opinions than in low trusting relationships where group 

members may disagree in ways more likely based on personal attack rather than on intellectual 

arguments. 

Cosner (2010) cited Edmondson (2004) research concluded that in the context of work, 

individuals who feel psychologically safe when “putting themselves on the line” are more likely 

to engage in five important team learning behaviors. Those behaviors included feedback seeking, 

help seeking, speaking up about concerns, and mistakes, innovation, and boundary spanning.  In 

schools, these behaviors are necessary for a creative learning environment where teachers are not 

hindered but, actively engaged in teaching and learning.  When teachers are supportive of one 

another the learning community as a whole grows.  

Working with other teachers within the context of mutual respect also encourages a 

productive level of debate, challenge, and conflict, and has the potential to invigorate teaching 

with increased intellectual stimulation (Tschannen-Moran, 2001).  Productivity without dialogue 

is almost impossible in schools. Unfortunately, teachers have few opportunities to engage in 

substantive dialogue and exchange of information with other teachers even though (Conely, 

Schmiddle, & Shedd 1988) pointed out, “their pedagogical knowledge, skills, and information 

about students are arguably a school system’s most valuable resource”.    

Teachers, who trust colleagues, support risk taking and the struggle entailed in 

transforming practice. Faculty trust in colleagues causes teachers to value their co-workers 

educational expertise, reduce teacher isolation, share  teaching strategies, promote collaborative 

decision making, and overcome barrier to teaching and learning to increase adaptability and 

productivity. Collaboration without teacher trust in their co-workers just doesn’t seem possible. 
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Faculty Trust in Clients 

 If teachers are to help students make maximum use of the opportunities that schooling 

can provide (Stanton-Salazar, 1997 cited in Goddard) trust is essential. Trust is at the heart of 

strong relationships that help children learn, particularly disadvantaged children. Other 

individuals such as, principals, guidance counselors, extended family members, and other student 

peers each uniquely influence the decisions children make daily and the success they experience 

in schools. Yet, teachers are in daily contact with students and the first line of communication 

between the school and the family. Because trust grows out of favorable experiences (Forsyth, 

Barnes, & Adams, 2006), teacher trust is a key to the relationships that connect students and their 

families to schools.   

Trusting (Rotter, 1967) that others can be believed, is a vital element in human survival, 

learning, and functioning in a complex society. If trust is established between teachers, parents, 

and students then it is possible to cooperate in accomplishing a common goal of educating 

children successfully. Without trust in one another, all participants seek to minimize their 

vulnerability.  

Teachers and parents alike must be explicit in demonstrating their concerns for students.  

Schools can assist overwhelmed parents in finding constructive ways to care for and discipline 

their children. Teachers who persuade parents that they are caring and competent, fosters student 

learning (Goddard, et al., 2001). Openly discussing different teaching methods with parents 

invites parents to become partners in the educational process. The faculty’s openness about 

teaching, learning, and school decisions signals to the parents that they are valued, and parents 

often share personal information that could benefit the teacher and the student. 
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When teachers believe their students are reliable and competent, they create learning 

environments that facilitate students’ academic success.  Since trust is reciprocal, students who 

trust their teachers are more likely to take the risk that new learning entails. In the classroom, 

contemporary teaching methods require teachers to trust in their students. For example, 

collaborative learning may reduce students’ alienation by giving them a greater voice in their 

lives at school, but the change to more active styles of learning implicitly requires teachers to 

trust that students will participate in meaningful ways (Johnson & Johnson, 1999 cited in 

Goddard, et al., 2001).   

It is much more difficult for schools to effectively educate children without parental 

support. Parents are dependent on schools to prepare their children for future academic and 

personal success (Epstein, 2001). A collaborative effort must be established and maintained 

between teachers, students and parents and trust is essential. As a result, the researcher 

hypothesized that teacher trust in parents, collaboration, and school effectiveness are inter-

correlated as stated below.  

Parent Trust in School 

 Adams, Forsyth, & Mitchell, (2009), identified parent trust in the school as the parents’ 

willingness to be vulnerable to the school based on the confidence that the latter party is 

benevolent, reliable, competent, honest, and open.  The seemingly simple approach of building 

interdependent relationships with parents is often a daunting challenge, but one of unlimited 

possibilities. 

 Traditional framework of (Etzioni, 1961) viewed parents as clients, operating outside the 

organizational structure with low criteria of involvement, subordination, and performance 

obligation.  Conceptualizing schools as relational social networks is one framework (Adams et 
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al., 2009) that identifies parents as critical internal partners. Epstein and colleagues at John 

Hopkins also recognized that this networking has the potential to enhance school effectiveness.  

 Creating a learning environment that is more collaborative and inclusive rather than 

fractured and exclusive is a factor in the level of trust in the school. The latter conception is 

remarkably different because parents are expected to do more. Bringing parents into the 

operating core of schools requires a degree of trust to facilitate the transition from parent-school 

independence to interdependence. Parents trust educators to provide a quality of education 

through teaching, guiding, counseling, and protecting a valuable asset: their children.  Parents are 

often confident that teachers will act with the best interests of the child in mind and that their 

child will be treated not only with fairness, but with compassion (Hoy & Tschannen-Moran, 

2007). Fostering an atmosphere of trust between the faculty, parents, and students pays 

significant dividends for schools.   

Forsyth, Barnes and Adams (2006) used a canonical correlation approach to examine the 

relationship between the predictors (parent and teacher trust with SES) and collective teacher 

efficacy, enabling school structure, and academic performance. The study produced four distinct 

polar patterns of collective trust and consequences. First,  classic ineffective schools where there 

is low parent trust, low faculty trust, and low SES resulting in low collective teacher efficacy 

beliefs, hindering school structures, and low academic performance. The second pattern, classic 

effective, describes schools with converse conditions, that is, schools with high parent trust, high 

faculty trust, and high SES, resulting in high collective teacher efficacy beliefs, enabling school 

structures, and high academic performance . The third pattern, bunker, describes schools where 

high faculty trust and low SES predicts enabling school structures and low academic 

performance. This is where school professionals have despaired of succeeding with students and 
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parents but make school work internally for themselves. Finally, internal dysfunctional, where 

low faculty trust and high SES predict high hindering structures and high academic performance. 

In this environment, high academic performance seems to flow from external social economic 

advantage despite the schools failure as an institution. The latter two patterns are not 

hypothetical; they exist.  The findings reveal that parents trust adds explanatory power over and 

above faculty trust for the predominant effectiveness pattern; however, parent trust plays no 

significant role in bunker and internal dysfunctional patterns of school effectiveness. Clearly 

parent trust appears to be critical (Forsyth, Barnes, and Adams, 2006) to the effectiveness 

structural patterns of schools. 

Barnes, Mitchell, Forsyth, & Adams (2005) studied how parent trust affects parent school 

involvement. The sample was evenly distributed across elementary, middle, and high schools. 

The data demonstrated that parent trust in school directly predicts parent involvement and parent 

perceptions of their influence on school decisions; but the latter perception did not affect parental 

involvement in school. Interestingly, parent trust in principal did not predict either parent 

involvement or parent influence. 

Mitchell & Forsyth (2004) investigated the relationship between student and parent trust 

in the principal and student identification with school. The first study explored the simple 

relationship between parent and student trust and student identification, taking into consideration 

SES and school level. Student identification was conceptualized and measured as having two 

components: (1) feelings of belongingness and (2) valuing school and school related outcomes 

(Voelkl, 1997). Trust of the principal (student and parents) declined by school level, elementary 

trust of the principal being the highest. SES was not significantly related to other variables in the 

study. Examining the effects of school level and parent trust in the principal on student 
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identification, only school level proved to be a significant factor. Students’ trust in the principal 

and school levels were both related to student identification. 

A second study explored the direct effects of SES, school level, external trust 

(combination of parent trust in school, parent trust in the principal, and student trust in the 

principal) and internal trust ( combination of faculty trust in the principal, faculty trust in clients, 

and faculty trust in colleagues) on academic performance. The mediation effect of student 

identification was explored (Mitchell & Forsyth, 2005). Academic performance was directly 

predicted by SES, external trust, and internal trust. Student identification was directly predicted 

by school level and external trust, but not internal trust or SES. In turn, student identification 

directly predicted academic performance. The research suggests that enhancing parent and 

student trust may have potential for overcoming the negative effects of poverty on school 

effectiveness. For this study the researcher hypothesized that trust in clients is a stronger 

predictor of parent trust in school than trust in colleagues or principal. 

Collaboration 

 

Tschannen-Moran (2001) defined collaboration as “teachers and parents perception of the 

extent of parent involvement and influence over school and classroom –level decisions”. All 

schools have similar characteristics but, no two schools are exactly alike. The productivity and 

adaptability of schools can be enhanced by the principal creating structures that facilitate 

collaboration. 

Collaboration is one practice that can generate synchronistic relationships by bringing 

different agents (schools, families, and the community) together for a universal purpose and by 

fostering collective ownership in the educational mission (Tschannen-Moran, 2001).  Epstein 

(2001) refers to such initiatives as the overlapping of the social spheres that influence children’s 
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lives. This moves parents from the periphery of the school’s operating core to the center. Parent-

school partnerships do not occur in isolation, but in community and cultural contexts.  

Families, (Adams & Christenson, 2000) provide the informal education that is an 

essential prerequisite to children’s success in formal educational setting. Home forms the first 

and most important micro-system (Bronfenbrenner, 1991) and socialization environment. When 

children enter school, at the same time they enter another important socialization environment 

where the rules, norms, and expectations may be slightly different from the home setting. The 

connection between the home and the school then becomes essential for the growth and 

productivity of the student from childhood through adulthood.   

Lightfoot, (1981) acknowledged that parents from all socioeconomic levels bring to 

schools valuable insights and unique perspectives, which serve to enhance home-school 

relationships, student behavior, and academic achievement (Haynes, Comer, and Hamilton-Lee 

1989, p. 87).  Researchers have identified six types of school related parent involvement or 

opportunities in schools: (1) assisting parents in child rearing skills, (2) school-related 

communication, (3) involving parents in school volunteer opportunities, (4) involving parents in 

home-based learning, (5) involving parents in school decision-making, and (6) involving parents 

in school community collaborations (Epstein, 1992; 1994).   

Similarly to Epstein, Vosler-Hunter, (1989) translated his idea of collaboration into five 

often-quoted key elements of collaboration identified by teachers and parents of children with 

emotional and behavioral disabilities and the same process should hold true for all children: 

mutual respect for skills and knowledge, honest and clear communication, open and two-way 

sharing of information, mutually agreed-upon goals, and shared planning, and decision making. 



 
                                                                                                

 

38 
 

Genuine collaboration with parents is an outward signal to parents that school faculty value their 

knowledge and understanding of their child’s educational needs.  

An extensive and growing amount of literature documents the importance of the family 

and school connections for increasing student success in school and for school programs. The 

theory of overlapping spheres of influence of families and schools, as mentioned beforehand, 

could possibly have an impact on students’ learning and development and on family and school 

effectiveness.  

Becker & Epstein (1982) surveyed 3,700 teachers in about 600 schools in Maryland. 

Several major issues related to parent involvement were discussed in the comments by over 

1,000 teachers on the survey of teachers’ practices. The theme of the surveys were viewed from 

two perspectives-there are potential advantages, but there are also potential problems with any 

parent-involvement technique. The crucial question in parental involvement is whether the time 

required by the teacher is worth the trouble. This question feeds into the inkling of expectancy 

motivation theory discussed later in the literature review of Miskel, McDonald, and Bloom 

(1983). 

 Teachers’ data and comments expressed the importance of parents being involved in 

education, but academic task at home can cause the parents and children psychological stress as 

the pressure to perform vies with the child’s need for help and the parents desire to help. Many 

teachers described benefits they perceived or expected for their students and the parents from 

parental involvement: better basic skills, and greater retention of skills over the summer because 

of work conducted at home during vacation; better behavior of students in class; greater number 

and variety of classroom materials developed by parents at home; enrichment in areas the teacher 
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could not direct; and improved parent self-image because of successful cooperation with the 

school. 

Baker & Stevenson (1986) used a nationally representative sample of American 

households to examine the relation between parental involvement in schooling and the child’s 

school performance. The researchers used a sample of 179 children, parents and teachers to 

investigate three hypotheses (1) the higher the educational status of the mother the greater degree 

of parental involvement in school activities (2) the younger the age of the child the greater 

degree of parental involvement, and (3) children with parents who are more involved have 

children that perform better in school than those parents who are less involved in schooling.  

The mothers included in the sample had a range of educational backgrounds; almost 35% 

of the mothers had only a high school education or less, 23% had a college education or 

advances degree. The school-aged children ranged from 5 to 17 years old and were well 

distributed through this range. The measures of parental involvement, performing in school, and 

performing to ability were rated on a scale from 1 to 5, with 5 being highest. Parental 

involvement in school activities occurred from the beginning of the year and continued 

throughout the year. Data were drawn from the teachers’ questionnaires about schooling 

activities and the child’s school performance.  Teachers were asked “to what extent did his/her 

parents get involved in activities such as P.T.O., parent- teacher conferences?” This measure had 

the advantage of tapping specific parental actions about the child’s schooling.       

The findings suggest educated mothers tended to have more information about school and 

were more likely to take action to address their child’s school problems than less educated 

mothers. Also, educated mothers selected more college preparatory courses for their child’s 

school curriculum than less educated mothers regardless of the gender. Another important 
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finding was the age and the gender of the child influence the degree of parental involvement and 

its relation to school performance. Parents of younger children tend to be more involved in 

school activities than parents of older children. The researchers speculate that parents understand 

the importance of early schooling and value their involvement at the elementary level. Parents 

might disengage from school activities once the child is on “track” or possibly parents feel more 

competent to help younger children. 

Hoover-Dempsey, Bassier, & Brisse (1987) hypothesized that varying levels of teacher 

involvement with parents in elementary schools would be related to variations in qualities of 

school settings, specifically school socioeconomic status, teacher degree level, grade level, class 

size, teachers’ sense of efficacy, principal perceptions of teacher efficacy, organizational rigidity, 

and instructional coordination.  

They selected five indicators of involvement common to most elementary programs: 

parent-teacher conferences, parent in classroom volunteer work, parent involvement in “tutoring” 

at home (assisting with homework, drill etc.) and parent involvement in carrying out home 

instruction programs designed or suggested by teacher to supplement regular classroom 

instruction. In addition, the researchers examined the teacher perceptions of support from 

parents.  

The sample included 66 schools with participating principals in mid-Southern states; they 

served urban, suburban, and rural populations. Schools within the district varied in size and SES 

of families served. The number of teachers in participating schools in the study ranged from 6 to 

43; the total number of teachers who participated was 1,003. The average rate of participation 

per school was 69%. 
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Data were collected from (a) information provided by teachers on aspects of their 

background, classroom conditions, and parent involvement through the Teacher Information 

Questionnaire); (b) Principals provided information about school conditions on the School 

Information Questionnaire); (c) teacher and principal responses were also collected from a 

questionnaire designed to assess their perceptions of selected school variables (Teacher Opinion 

Questionnaire; Principal Opinion Questionnaire). The Teacher opinion Questionnaire consisted 

of 164 items constructed mostly on a five-point Likert Scale with responses ranging from 

strongly agree to strongly disagree, or from almost always to never. Both negatively and 

positively worded items were utilized throughout the instrument.  

The results from the study revealed an inter-correlations between criterion variables were 

all significant (p<.05). Teacher efficacy scores were significantly correlated with all five 

criterion variables, most notably perceptions of parent support (r=.60; p<.0005) and parent-

teacher conferences (r =.49; p < .0005). School SES also significant correlations with all 

criterion variables, especially parent-teacher conferences (r = .53; p < .0005) and parent 

volunteers (r = .42; p < .0005). Instructional coordination was significantly associated with all 

criterion variables, most strongly with perceptions of parent support (r = .39, p < .01). Principal 

perceptions of teacher efficacy were significantly correlated with four criterion measures, the 

highest being parent tutoring (r =.37; p < .005). Schools with higher efficacy, higher SES, higher 

instructional coordination, higher principal perceptions of teacher efficacy, and higher average 

degree levels were schools with higher rates of parent involvement. As parents receive useful 

information from teachers and as parents are invited to ask questions and contribute information, 

rather than listen only –they are likely to feel that participation is productive and worth its cost in 

time.  A teacher’s sense of efficacy, or judgment about his or her capability to influence student 
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engagement and learning, even among those students who may be difficult or unmotivated 

(Tschannen-Moran & Woolfolk Hoy, 2001),  may become a barrier that often influence parental 

involvement as discussed in the next literature review.  

Epstein & Dauber (1991) study consisted of 171 teachers, in 8 inner-city elementary and 

middle schools in Baltimore on the teachers’ attitudes, and the practices of parent involvement. 

The eight schools were randomly selected from a comparable Chapter 1 schools in economically 

and educationally disadvantaged neighborhoods to begin a 3 year initiative to improve parent 

involvement programs and practices. The study compares school programs and teacher practices 

of parental involvement in elementary and middle schools.  

Teacher questionnaires were organized into 10 questions with many sub-questions that 

obtained 100 pieces of information on teachers’ general attitude towards parental involvement: 

teachers’ general practices of communicating with students’ families; use of school and 

classroom volunteers (including the numbers, frequency, task, and training of volunteers); 

strength of school programs on the five types of parental involvement; importance of specific 

practices of five types of parent involvement to the teacher for his/her grade level and subjects 

taught; teachers’ expectations of parents; the level of support for parent involvement of teacher, 

other school staff, parents, and community; the characteristics of student population; and 

classroom organization. Open-ended comments about parent involvement practices and problems 

were also solicited from teachers. 

Overall, teachers in the inner-city elementary and middle schools in this sample had 

strong, positive attitudes about parent involvement. A 10-item scale scored 1-4 for negative to 

positive attitudes on each item, had an average mean score of 3.07 with a standard deviation of 

.32 indicating strong agreement overall and little variation in teachers’ attitudes. Compared to 
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other teachers, attitudes are more positive for teachers who teach in self –contained classrooms 

(correlation coefficient, r =.234) and for those who perceive high support for parent involvement 

from their colleagues and students’ parents (r = .336). As a final analysis, the researchers 

reported that teachers who believed that they share similar beliefs with parents about 

involvement make more contacts with parents about involvement and conduct more types of 

activities to involve families. Teachers who have feelings of isolation or separateness, more than 

likely will not contact parents or attempt to involve the parents in at-home activities to benefit 

the student.  

Adams & Christenson (2000) study included 1,234 parents and 209 teachers from a first-

ring suburban school district in a large Midwestern metropolitan area. The district was comprised 

of six schools, accounting for its 303 teachers, 2,843 families, and 4,061 students. In the district 

overall, 23% of students received free or reduced –price lunch; approximately 25% of students 

were children of color; 75% identified their ethnicity as Caucasian. Parents and teachers 

completed parallel forms of the Family-School Relationship Survey, consisting of the following 

scales: Trust, Frequency and Nature of Parent-Teacher Interaction, Recommendations for 

Improving Trust, and Demographic Variables.  Teachers and parents rated 17 to 19 items that 

began with the sentence stem “I am confident that teachers” or “I am confident that 

parents/guardians” followed by different statements that reflected a variety of behaviors often 

performed by parents and teachers to enhance students’ school performance.  

The researchers hypothesized that parent trust would be a significant correlate of four 

indicators of school performance for students: attendance, credits earned towards graduation, 

GPA, and standardized test scores. The expectations were that students of parents displaying 

higher levels of trust for teachers to attain higher levels of performance in school. Three 
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achievement indicators emerged as significantly related to parent trust, all for high school 

students: credits earned per year (r=.21, p=.006), GPA (r=.22, p=.000), and attendance (r=.18, 

p=.01). Standardized achievement test scores were not significantly related to parent trust in this 

sample. Results from this descriptive study found (a) within-group differences for both parents 

and teachers, with trust being significantly higher for both at the elementary and high school 

level, (b) between-group differences for teachers and parents at elementary and high school 

levels, with parent trust being significantly higher; and (c) teacher trust levels remained fairly 

constant across the grade-level categories, whereas parent trust levels declined between 

elementary and junior high school. Improving home-school communication was identified as a 

primary way to enhance trust in the family-school relationship. However, results of the multiple 

regression analysis were important for the variables that did not predict trust. Parent involvement 

did not emerge as a significant predictor for either parents or teachers.  

  Hill & Craft (2003) examined whether the often –positive influence of parental 

involvement on children’s achievement outcome can be explained partially or wholly by its 

influence on children’s academic or social competence and whether these relations are similar 

across ethnic groups. The researchers randomly selected three ethnic diverse elementary schools 

in a southeastern semi suburban city. As a result, 103 kindergarten children and their mothers 

were interviewed in their homes during the late spring of the kindergarten year. For 93 of the 103 

children, their kindergarten teachers (n=17) evaluated mothers’ involvement in school.  

Mothers and teachers reported on parental involvement using three subscales of the 

Parent Teacher Involvement Questionnaire (Conduct Problems Prevention Research Group, 

1995). As expected, academic behavior skills mediated the relation between parent-school 

involvement and school achievement. Specifically, parents’ involvement at school including 
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volunteering in the classroom and sending materials to school, improved children’s academic 

skills, which in turn improved math performance for African American children. This data is 

consistent with the underlying process expected based on previous research demonstrating that 

parental involvement increases academic skills (e.g.Thurston,1989) and that academic skills 

improve school performance.  At the school level, teachers are likely to support the concept of 

parent involvement; some educators encourage and guide parents to participate in their children’s 

mathematics education and learning. Those efforts are supported also by additional reports of 

positive relationships between parent involvement and diverse student outcomes including, but 

not limited to mathematics (Epstein, 1991).  

Sheldon & Epstein (2005) utilized longitudinal data from elementary and secondary 

schools to examine the connections between specific family and community involvement 

activities and student achievement in mathematics at the school level. Three research questions 

guided this study: 

(1) What is the level of mathematics achievement in a sample of schools in which the 

school community (staff, parents, and community members) work to involve families 

and community members in student’s mathematics education?  

(2) How do the schools perceive the effectiveness of specific school, families, and 

community partnership activities to improve student achievement in mathematics? 

(3) What is the relationship between the implementation of specific family and 

community mathematics involvement activities and changes over time in school 

reports of student performance on mathematics achievement test? 

The schools selected were members of the National Network of Partnership Schools 

(NNPS) working to improve the quality of family and community involvement and the effects on 
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specific student outcomes, such as attendance, behavior, and reading and math achievement. 

Participating schools were offered incentives of publications and items to help the schools 

advance their work on school, family, and community partnerships.  

 Eighteen small, yet diverse, schools from states including Ohio, Maryland, Wisconsin, 

Minnesota, Michigan, Kansas, and California participated in both baseline and follow-up 

surveys. About half of the schools in the study were elementary schools (n=10), and the rest were 

middle or high schools (n=8). The schools were located in inner city (n=7), urban (n=4), 

suburban (n=3), and rural (n=4) areas and ranged in size from 124 to 1,280 students. About 75% 

of the schools were targeted and received Title 1 funding indicating that the school served a large 

numbers of economically disadvantaged students. Respondents reported whether their schools 

implemented 14 partnership practices focused on mathematics. The school action team members 

were asked to rate how helpful each involvement practice was or, if they did not implement the 

activity, how helpful they thought the practice could be for improving student’s achievement in 

mathematics. Schools rated effectiveness (if they implemented the practice.) of each practice on 

a 4-point Likert-type scale that ranged from (1) cannot do at this school to (2) very helpful.  

Data were collected on achievement test results for the same grade level for 2 consecutive 

school years (1997 & 1998). Respondents also reported estimated the percentage of students in 

the selected grade in the fall and spring semesters who received mostly A’s, mostly B’s, or 

mostly C’s and mostly D’s and F’s on their report cards in mathematics.  Using descriptive 

analyses, the first research question revealed an overall average of 51% of the students met or 

exceeded satisfactory levels of proficiency on standardized mathematics achievement test. Also, 

from 1997 to 1998, participating schools reported an average increase of 6% more students at the 

selected grade levels who met or exceeded satisfactory proficiency levels in mathematics. The 
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average changes in achievement-test performance varied across schools, ranging from 18% 

decline to a 27% improvement in student’s achievement test performance; standard deviation 

was 11%. 

The second research question tapped the effectiveness of specific school practices of 

involving families in mathematics and the related outcomes at the school level. Three activities 

repeatedly were used and rated as the most effective for helping students by all schools (a) giving 

parents information on how to contact mathematics teachers, (b) scheduling conferences with 

parents who were struggling in mathematics and (c) providing information about student 

progress and problems in mathematics on report cards.  

The final research question focused on whether mathematics-related family and 

community involvement activities affected measures of student mathematics achievement. The 

analyses indicated that only one type of involvement (Type 4-learning –at-home activities) 

consistently related to improvements in students’ performance on mathematics achievement test. 

The percentage of students who attained satisfactory mathematics scores were higher in schools 

that more effectively assigned homework that required parent-child interactions (pr=.60) or 

offered mathematics materials for families to take home (pr=.59).The positive effects of 

involving families in students’ education may suggest that fostering these types of interactions 

can help lessen the extent to which adolescents’ transitions into middle school coincide with their 

declines in motivation and achievement. 

 The results reinforce the fact that schools must advance beyond a belief that any parent 

involvement activity will produce important results. The researchers found that the quality of 

implementation was strongly and consistently associated with changes in levels of student 

mathematics achievement. The finding supports and extends previous research that shows 
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schools need to go beyond the basic steps when developing programs of partnership in order to 

affect student achievement test scores (Sheldon, 2003). Creating goal-oriented, subject-specific 

involvement activities to help students attain goals may mobilize family involvement and 

contribute to students’ attention to mathematics at home and to success in school. 

Parental involvement in schooling also sends a strong message to the child about the value of 

education. Parents who are involved in their children’s education in ways that create or reinforce 

direct experiences of educational success offer verbal persuasions intended to develop attitudes, 

behaviors, and efforts consistent with school success, and create emotional arousal that 

underscores the personal importance of doing well in school. Those students are more likely to 

develop a strong, positive sense of efficacy for successfully achieving in school-related task than 

students whose parents are not involved (Hoover-Dempsey & Sandler, 1995). Therefore, as 

schools increase trust and collaboration, the schools should be more effective. 

School Effectiveness 

School effectiveness has been difficult to conceptualize because it is a complicated and 

multifaceted construct.  It is not one thing, but many things. The challenge with finding a 

workable definition of organizational effectiveness is that it is constantly changing. Hoy & 

Miskel recognized that as constituents change, constraints and expectations evolve to define 

school effectiveness in new ways. 

 Where schools are concerned, the measures used most are standardized test of student 

achievement because virtually everyone agrees that a mastery of basic skills is an important 

component of effective schools (Uline, Miller, & Tschannen-Moran, 1998). Since schools are 

open social systems, it is assumed that all schools attempt to achieve certain objectives and to 
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develop group products through the manipulation of material and human resources; hence, the 

study of school effectiveness is concerned with both organizational means and ends.  

Mott (1972, p. 17) defined organizational effectiveness as “the ability of an organization 

to mobilize its centers of power for action-production and adaptation.” Mott (1972) constructed a 

model of organizational effectiveness that alludes to Parsons’s conception of organizational 

functioning.   Mott’s model identified three ways in which organizations mobilize centers of 

power; productivity, adaptability, and flexibility. According to Mott, the construct of 

productivity is couched in the tradition of bureaucratic theory. It assumes that the arrangement 

roles, responsibilities, power, authority, and other devices of routinized formal organizational 

structures are related to productivity: quantity, quality, and efficiency.   

Mott argued that effective organizations are those that produce more and higher quality 

outputs and adapt more effectively to environmental and internal problem than do other, similar 

organizations. The quantity and quality of the product are important for the relative survival 

capabilities of an organization. In schools these products and services for the community are 

recognized in terms of instruction, learning, and extracurricular activities.  

  Miskel, Fervurly, and Stewart (1979) constructed a dynamic model of school 

effectiveness. They investigated the influence of organizational structures and processes on three 

organizational outcomes: perceived organizational effectiveness, teacher loyalty, and job 

satisfaction. They followed Mott by using the index as a measure of instrumental functions of 

production, adaptation, and flexibility. However to encompass a broader definition of 

performance (effectiveness), they related measures of organizational climate (teacher loyalty, 

and job satisfaction) which are expressive functions. The researchers found moderate to high 

relationships between perceived organizational effectiveness and loyalty (r=.61); between 
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perceived organizational effectiveness and job satisfaction (r=.54); and between loyalty and job 

satisfaction (r=.58). 

 Miskel, McDonald, and Bloom (1982) utilized a social processing theory to integrate the 

contextual concepts of structural and expectancy linkage factors with important perceptual 

dimensions of organizational effectiveness and empirically describing the relationships could 

produce significant insight for practitioners and scholars. Therefore, their investigation focused 

on the effects of informal structural and expectancy linkage on three indicators of school 

effectiveness and to access the stability of the patterns and magnitude of relationships during a 

school year. Work interdependence, communication, and teacher expectations define 

mechanisms and norms, or linkages in schools that guide individual interactions. These two 

organizational concepts also provide important informational flow to individuals in schools. 

Informal structural linkages bind the parts of a school organization together. In addition, 

the structural linkages form a portion of the information environments of school. As such, the 

linkage concept can be coupled to schema theory because they clearly are capable of affecting 

the perceptual cycle of individuals through the content of communication and cooperative 

planning with other educators and students. 

Expectancy, which refers to the subjective probability between behavior and performance 

levels, has long been incorporated into cognitive approaches to motivation for both teacher and 

student behavior. In a school setting, expectancy is high if the educator believes that high efforts 

will yield outcomes such as high student achievement and positive attitudes. The basic postulate 

of expectancy motivation theory is that force of motivation is a product of expectancy, valence, 

and instrumentality.   Teachers with high force of motivation may initiate new techniques, 

organizational configurations, and curricula based on the expectation that high effort levels and 
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new technologies will yield or improve student performance and attitudes. If the outcomes are 

positive and the teachers are rewarded, high levels should continue. However, if the outcomes or 

rewards vary across student groups effort levels will decline or become more focused. In some 

cases, students with learning disabilities may not perform as well as expected, even when high 

teacher effort is made. The result is a loss of motivational force by the teacher towards this group 

of students.  From the perspective of social information theory, Salancik and Pfeffer (1978) 

observed that expectancy theories represent the formal usage of three verbs: Individuals will do 

what they can do when they want something. Expectations are meaningful because they link 

behavior and the job environment through information-processing activities.  

The researchers used three concepts as indicators of school effectiveness which included 

student attitudes towards school, perceived organizational effectiveness, and teacher job 

satisfaction. The concept of student attitudes and perceptions of school is one of the more 

ambiguous concepts in education. The researchers’ defined perceived organizational 

effectiveness as a subjective evaluation of a school’s productivity, adaptability, and flexibility. 

Job satisfaction is “the pleasurable emotional state resulting from appraisal of one’s job as 

achieving or facilitating one’s values. Student attitudes are their understanding of the behavior of 

teachers and administrators towards them, of certain relationships in school and of the students’ 

actual motivations and feelings about school. 

Miskel et.al selected 89 public schools in Kansas; ten students from each school were 

selected and completed the student attitude measure. Miskel et al. used a concept of motivation 

called expectancy theory which argued that motivation depends on the judgment that the teacher 

is able to perform and the performance is worth the work. The researchers found that teacher 

expectations about student success play an important role in how teachers reinforce student 
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behavior. Therefore, the structure of schools may appear to be linked loosely to the criteria of 

organizational effectiveness, but school outcomes may be, and certainly perceptions of 

effectiveness are, tied to the structure through the cultural and social orientations such as 

informal relationships and the expectancy linkage. As an important indicator of quality, student 

attitudes are affected by both structural and expectancy linkages in schools and also affects the 

views that their parents hold of the school.  

Using the Parsonian framework,  (Hoy & Ferguson, 1985)  proposed conceptualization of 

organizational effectiveness  subsumes the following  four general dimensions: (1) 

organizational adaptation in the form of successful accommodation to internal and external 

forces, (2) organizational productivity in terms of the extent to which the organization is 

successful in setting and accomplishing its internal goals, (3) organizational cohesiveness in the 

form of the absences of intra-organizational conflict, and (4) organizational commitment in the 

form of members motivation and commitment to the organization (Hoy & Ferguson, 1985).  

Organizational adaptability (Hoy & Ferguson, 1985) in the context of the school can be 

measured in terms of the flexibility and innovativeness of the school as depicted by both 

administrators and teachers. Goal attainment defined in school effectiveness studies as 

achievement on standardized test and in organizational studies as production.  Student 

achievement remains one important goal in virtually all schools. Integration can be evaluated by 

the cohesiveness of the faculty-the spirit of cooperation and collaboration among faculty and 

among faculty and administration that contributes to the satisfaction of both individual and 

organizational task. Latency deals with the problem of creating and maintaining the motivational 

and value patterns of school. As such, it can be measured by the extent to which the faculty is 
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committed to the school. If schools are to be recognized as effective organizations, there must be 

not only the teachers’ responsibility but, the principal’s as well.  

     Hoy, Tarter, & Witkoskie (1992) examined the principal’s role in influencing school 

effectiveness. Hoy and his colleagues’ inquiry addressed three questions concerning leadership 

in elementary schools: (a) What kind of leadership elicits teacher trust in the principal and each 

other? (b) How are these aspects of trust related to effectiveness? and (c) How are leadership, 

trust, and effectiveness linked? The results were both puzzling and surprising about how 

complex relationships can be. The results showed a supportive leadership does not have a direct 

relationship with effectiveness: its influence is indirect. A supportive leadership contributes to a 

culture of trust. Surprisingly, it is not the culture of trust per se that influences school 

effectiveness. Rather it is only faculty trust in colleagues that produces effectiveness. Collegiality 

and trust in the principal are unrelated to the effectiveness of the school. Faculty trust is linked to 

school effectiveness. 

 Unlike the earlier investigation of effectiveness in elementary schools, Hoy, Sabo, & 

Tarter (1995) analyses of middle school climate, faculty trust, and effectiveness in 87 middle 

schools in New Jersey yielded a much different result. Hoy et al hypothesized that: (a) supportive 

principal behavior is positively related to faculty trust in the principal. (b) Collegial teacher 

behavior is positively related to faculty in colleagues. (c) Trust in colleagues is related to school 

effectiveness. (d) Trust in principal is related to school effectiveness and (e) Supportive principal 

behavior is positively related to collegial teacher behavior. What is arresting in the findings is the 

complex web of variables that produce effectiveness. 

 Hoy et al. found that supportive principal behavior does not promote trust in colleagues 

and yet trust in colleagues is the key connection to effectiveness. Collegial relationships among 
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teachers promote trust in colleagues, but not faculty trust in the principal. What is important to 

effectiveness in middle school appear to be a culture of trust, a pervasive atmosphere of trust 

where teachers not only have confidence in the principal, but also rely on each other as well. 

Manifestly, the path to effectiveness is more differentiated in middle schools than in elementary 

schools. Yet, the critical variables are the same. Professional skill without trust likely limits 

initiative and creativity. In middle schools, the exercise of professional judgment rest on 

teacher’s conviction that they can depend upon each other and the principal even in difficult 

situations. 

Uline, Miller, & Tschannen-Moran (1998) combined Parsons’s (1960) adaptation and 

achievement into one function, instrumental activities; and combined integration and latency into 

a second function, expressive activities. The researchers identified these two functions as aspects 

of school effectiveness and should be related to Mott’s subjective measurement of effectiveness. 

Expressive activities include trust and health within the school.   

Distrust causes people to feel uncomfortable and ill at ease, provoking them to expend 

energy on assessing the actions and potential actions of others. Where there is trust, individuals 

are focused on the task at hand, and therefore, they work and learn more effectively. Healthy 

interpersonal relationships have been related to both faculty trust and to student achievement 

(Hoy, Sabo, & Barnes, 1996). 

A healthy school is a place where it feels good to be and where the school has the 

capacity to fulfill its mission. The faculty places strong emphasis on academic achievement and 

sets high expectations for their students. The faculty enjoys friendly and supportive relationships 

with one another. The principal also has a positive, collegial relationship with the rest of the 

staff. Studies have also linked the organizational health of a school to such important outcomes 
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as higher student achievement (Hoy, Tarter, & Bliss, 1990), increased faculty commitment, and 

school effectiveness (Hoy et al., 1991). 

Instrumental activities focused on student achievement in schools. When school 

effectiveness is reduced to one single variable, it is generally student achievement. If students are 

not performing at a high level it is difficult to make a convincing case that the school is a high-

performing organization. School effectiveness is also related to many other outcomes such as 

social –emotional growth of students, satisfaction of teachers, efficient use of resources, 

innovativeness, adaptability, and goal accomplishment (Cameron &Whetten, 1993, 1995; Hoy & 

Miskel, 1992, 1996). Clearly, expressive activities and instrumental activities go hand in hand 

with student achievement in effective schools. 

To test their model of effectiveness, Uline et al. tapped two dimensions; the perceptions 

of teachers and the outcomes of students. Data was examined from a wide cross section of 86 

middle schools in New Jersey. Schools with grades of 5-8, 6-8, and or7-8 configuration were 

included in the sample and faculty members of 15 or more. The study consisted of schools from 

varies socioeconomic status: 28% of the schools came from the lowest level, 37% came from the 

middle levels, and 35% came from the highest levels. The researchers found that effectiveness 

correlates highly with both instrumental and expressive functions. Instrumental as well as 

expressive activities help to make schools effective. Student achievement, faculty trust, and 

organizational health all are indicators of a school’s effectiveness. If schools attempt to achieve 

greater school effectiveness, leaders must address both expressive and instrumental elements in 

school life. To focus on one at the expense of the other is dangerously limiting.  

Tarter & Hoy (2004) argued that the systems approach was necessary for effectiveness of 

schools. Their theoretical and empirical analysis of the critical properties that make for 
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organizational success stems from (Bolman & Deal, 2003) research. Bolman & Deal proposed 

four frames that are important in organizational functioning-structure, human resources 

(individuals), politics, and symbols (organizational culture). Tarter & Hoy inquiry tested the 

usefulness of key elements of school organizations in explaining student achievement (SA) and 

teachers’ assessment of organizational effectiveness. Their framework composed of an 

environmental constraint, the four major systems elements, and two aspects of organizational 

performance. Hoy & Tarter also examined the socioeconomic status (SES) of the environment, 

defined the dimensions of structure, individual, culture, and politics and the effectiveness of 

school performance.  The analysis included examining the collect efficacy of teachers, culture of 

trust in the organization, politics, and organizational performance.  Hoy & Tarter used two 

constraining means to assess performance. First, state proficiency test for schools gauge the 

extent to which basic skills are taught in reading and math. Second, to get a broader measure of 

the effectiveness of schools, teachers were asked to assess the general level of productivity, 

flexibility, adaptability, and efficiency in their schools (Hoy & Miskel, 2001; Mott; 1972; Uline 

et., 1998). These two conceptions of performance (Tarter & Hoy, 2004) provided both an 

objective appraisal of achievement and a subjective overall evaluation of the quality of school 

operation. Data were collected from a sample of 145 elementary schools in Ohio. The study 

revealed that all school performance was related to socioeconomic status (SES), Enabling School 

Structure (ES), Collective Efficacy (CE), a Culture of Trust (CT), and illegitimate politics. 

Student achievement was best explained by collective efficacy and enabling school structure. 

Highly motivated teachers in a structure of support directly improves student learning. Teachers 

who are self-efficacious are more likely to exert more effort, persist in teaching, use multiple 

methods of instructions and are less likely to become discouraged with initial disappointment 



 
                                                                                                

 

57 
 

(Ross, 1998;Tschannen-Moran et.al., 1998) as cited in (Tarter & Hoy, 2004). Therefore, for this 

study the researcher hypothesized faculty trust, parent trust, and collaboration jointly and 

individually predicts effectiveness. 

 The social systems analysis of (Tarter & Hoy, 2004) provides the elements and functions 

of a quality school in terms of inputs (SES), internal systems elements (structure, individual, 

culture, politics), and performance outcomes (SA and overall school effectiveness). SES 

constrains the system; the internal elements promote the coordination, effort, persistence, 

resilience, cooperation, innovation, and diminish personal agendas; and the outcomes of SA and 

school harmony demonstrate success.  The social systems model fosters system thinking, that is, 

thinking of the organization in its entirety. 

Theory Development 

 All organizations confront different challenges and the local school must be able to adapt 

to their external conditions. As organizations adjust to environmental demands, transforming 

external conditions may be necessary. The organization must keep motivated and directed in 

order to meet the goals and increase the outcome. This requires the loyalty of participants, so 

organizations strive to maintain a strong internal culture and value system (Uline, Miller, & 

Tschannen-Moran, 1998).   

     Increasingly, trust is seen as a vital element in well-functioning organizations and the 

foundation (Cunningham & Gresso, 1993) as cited in (Uline, et al., 1998) on which effectiveness 

is built. Trust is necessary for effective cooperation and communication, which are the bases for 

productive relationships (Baier, 1986). Productive relationships build effective schools.  Trust 

(Lewicki and Bunker, 1996) is the glue that holds most cooperative relationships together. 

Organizational research suggest that relationships, and by extension organization effectiveness 
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suffer without this “glue” and with the glue operational processes are more efficient and 

organizational productiveness increases. 

Relationships within the school often signify the health or effectiveness of the school and 

the productiveness of the participants. A school where the principal is supportive, considerate, 

and genuinely concerned about the welfare of the teachers creates a more cohesive organization. 

The instructional leader uses his or her influence with the school district hierarchy to help the 

school accomplish its goals and secure financial resources necessary for the smooth operation of 

the school. At the same time, the principal lets the faculty know what is expected of them 

(DiPaola & Hoy, 2005).  

 Setting and attaining goals, defining objectives and mobilizing the resources to obtain 

them is a collaborative effort that involves the administrator, teachers, parents, and students. The 

administrator is flexible, listens and is open to exploring all sides of the topic, admits that 

divergent opinions exist, and is willing to make changes. Therefore, there is a spirit of 

cooperation and collaboration among faculty members and among faculty and administration 

that contributes to the satisfaction of both individual needs and organizational tasks (Hoy & 

Ferguson, 1985). Teachers are willing to go beyond their job description requirements by 

investing time and energies to accomplish the school’s goals. The faculty’s commitment to its 

students causes the teachers to implement innovative teaching practices, resolve conflict quickly, 

place a strong emphasis on academic achievement, and set high expectations for all students, 

which leads to a more effective organization.  

  If school effectiveness was reduced to a single variable, it is generally student 

achievement. Schools are recognized as productive based on the level of student achievement on 

standardized test. In Alabama, schools are recognized as effective in meeting the needs of its 
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students based on a Performance Index provided by the ACT Aspire. If students are not 

performing at a high level it is difficult to make a convincing argument that the school is a high 

performing organization.  

A second conception of effectiveness is the overall effectiveness of the organization. This 

is a subjective judgment by the faculty of the overall effectiveness of the school along five 

dimensions: quantity and quality of product, efficiency, adaptability, and flexibility. The 

teachers’ perception of the quantity and quality of the instruction, learning, extracurricular events 

of the school, as well as the school’s efficient operation and its ability to adapt. Adaptation 

involves anticipating problems, developing timely solutions and staying current with new 

educational processes. Trust contributes to both conceptions of organizational effectiveness.  The 

quality of communication in the relationship is based upon the level of trust. Individuals with a 

greater degree of trust are likely to collaborate, get involved, disclose more accurate, relevant, 

and complete data about problems, as well as their thoughts, feelings, or ideas (Wrightsman, 

1974; Zand, 1971) as cited in Tschannen-Moran, 2001). Collaboration enables all participants to 

work together to solidify the organization and protect its greatest resource, the students. 

Administrators, teachers, and parents, trust each other to do what is necessary to meet each 

student’s need and increase student achievement. Where there is a sense of teacher academic 

optimism, a strong emphasis on academics and higher standards, students are more likely to 

work harder to succeed in school.  In schools, teacher and parent collaboration, parent trust, and 

parent involvement, all set the stage for effective student learning, which should lead to overall 

school effectiveness.  Therefore, to test this theory, the researcher rationale and hypotheses are 

presented: 
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Theoretical Rationales and Hypotheses 

Thus:  

H1:   Teacher Academic optimism will be significantly correlated with parent trust.  

          Empirical evidence supports the notion of teacher academic optimism as a catalyst for 

parent trust. Woolfolk Hoy, Kurz, & Hoy, (2008) found that a teacher’s positive belief that he or 

she can make a difference in the lives of the students by emphasizing academics and learning, by 

trusting parents and students to cooperate in the process, and by believing in his or her own 

capacity to overcome difficulties and react to failure with resilience and perseverance. This study 

hopes to confirm this correlation. 

Thus: 

H2:  Teacher academic optimism will be significantly correlated to parent collaboration. 

When a faculty has strong norms that support teacher’s trusting and working with 

parents, the group will strive for cooperation and collaboration (Hoy, Tarter, &Woolfolk Hoy, 

2006).   Hoy & Kupersmith (1985) proved that both teacher trust and collaboration have been 

shown to improve organizational efficiency and effectiveness.  

Thus: 

H3: Teacher academic optimism will be significantly correlated with parent involvement. 

Since teacher academic optimism includes a teacher sense of efficacy, Epstein & Dauber, 

(1991) reported that teachers who believe that they share similar beliefs with parents about 

involvement make more contacts with parents and conduct more types of activities to involve 

families.  Hoover-Dempsey, Bassier and Brissie (1992) reinforced a positive correlation between 

teacher efficacy and teacher reports of parent involvement.  
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Thus: 

      H4: Teacher academic optimism will be significantly correlated with teacher perception of  

             school effectiveness.  

Forsyth, Barnes, and Adams, (2006) believed that effective schooling relies upon  

cooperation and support between the home and school. Patterns of school success (effectiveness) 

and survival appear to hinge on a variety of contextual conditions, including parental wealth, 

parent trust, teacher efficacy beliefs,  teacher trust, and school structure (Forsyth et al., 2006). 

DiPaola, Tarter, and Hoy said effective schools are efficient, flexible, adaptable, and 

innovative. Mott (1972) believed that the quantity and quality of the product (instruction), 

efficacy, adaptability, and flexibility were important attributes that define the ability of an 

organization to mobilize its centers of power for action, to achieve goals, and to adapt.  

Thus:               

H5: Teacher perception of parent collaboration will be significantly correlated with parent 

 perception of collaboration.  

In elementary schools, parents generally have one teacher with whom to communicate, 

build a relationship, and develop trust. As students move to secondary schools, parents and 

students are faced with the challenge of communicating and building relationships with several 

teachers.   

 H6: Teacher academic optimism and teacher perception of collaboration will have a 

significant effect on parent perception of collaboration, parent trust in school, and parent 

involvement while controlling for percent of free and reduce lunch and years of teaching 

experience. 
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Teachers who are optimistic are more likely to collaborate with parents therefore parents 

are willing to collaborate and get involved with the school. 

The chart below identifies the research questions, hypotheses, and type of analysis 

involved in this research study. 

Research Question Hypotheses Variables Type of Analysis 
1. 
What is the relationship 
between teacher academic 
optimism and parent trust? 

 
Teacher academic 
optimism will be 
significantly 
correlated to 
parent trust. 

 
Independent: Teacher 
Academic Optimism 
Dependent: Parent Trust 

 
Correlation Analysis 

2. 
What is the relationship 
between teacher academic 
optimism and parent 
perception of 
collaboration? 

 
Teacher academic 
optimism will be 
significantly 
correlated with 
parent perception 
of collaboration. 

Independent: Teacher 
Academic Optimism 
Dependent: Parent 
Collaboration 

 
Correlation Analysis 

3. 
What is the relationship 
between teacher academic 
optimism and parent 
involvement? 

 
Teacher academic 
optimism will be 
significantly 
correlated with 
parent 
involvement. 

Independent: Teacher 
Academic Optimism 
Dependent: Parent 
Involvement 

Correlation 
Analysis 

4. 
What is the relationship 
between teacher academic 
optimism and teacher 
perception of school 
effectiveness? 

 
Teacher academic 
optimism will be 
significantly 
correlated with 
teacher 
perception of 
school 
effectiveness. 

Independent: Teacher 
Academic Optimism 
Dependent:  
Teacher perception of school 
effectiveness 

 
 
Correlation Analysis 

5. What is the relationship 
between teacher 
perception of parent 
collaboration and parent 
perception of 
collaboration? 

Teacher 
perception of 
parent 
collaboration will 
be significantly 
correlated with 
parent perception 
of collaboration. 
 

Independent: Teacher 
perception of parent 
collaboration 
Dependent: 
Parent perception of 
collaboration 

Correlation  
Analysis 
 
 
T-Test 

6. Does teacher academic 
optimism and teacher 
perception of parent 

Teacher academic 
optimism and 
teacher 

Independent: Teacher 
Academic Optimism & Teacher 
perception of collaboration 
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Figure 2: Summary of the Research Questions, Hypotheses, and Type of Analysis Involved in 

this Research Study. 

 

 

 

 

 

 

 

  

collaboration effect parent 
perception of collaboration, 
parent trust, and parent 
involvement while controlling 
for percent of free and reduce 
lunch and years of teaching 
experience? 

perception of 
collaboration will 
have a significant 
effect with parent 
perception of 
collaboration, 
parent trust, and 
parent 
involvement. 

Dependent: Parent perception 
of collaboration, parent trust, 
and parent  involvement 

2 Block Regression 
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CHAPTER III: METHODOLOGY 

This chapter briefly describes the research problem, data sample and collection 

procedures, instrumentation, and data analysis procedures.  

Data Sample and Collection Procedures 

The sample for this research is selected from 7 Alabama elementary schools with 15 or 

more teachers each. All schools were classified as Title I schools. A Title one school is classified 

as any school where 50% or more of the school’s population receives free or reduced price 

lunch. The 7 schools had a free and reduced lunch percentage ranging from 50% to as high as 

80% free and reduce lunch.  

 An estimate of 40 teachers and 50 parents from each of the seven elementary schools 

were asked to participate in the research study. A total of 214 teachers and 220 parents were 

surveyed in this study. However, because the variables tap individual properties within the 

organization, the unit of analysis is the teacher. The schools were urban and selected based on 

convenience. This research study focused only on elementary schools which consist of grade 

four. Because the study is limited to elementary schools, this controlled the organizational 

structures between elementary, middle, and high schools, allowing for a constant approach to the 

measurement of   teacher academic optimism, collaboration with parents, parent trust in school, 

and school effectiveness. 
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Participants 

 Data were collected from teachers at each building during a regular scheduled faculty 

meeting. Only certified teachers under systematic evaluation who participate in decision making 

and classroom instruction participated in the survey process. The participants varied in years of 

teaching experience, gender, and subject area.  

Parents of students enrolled in kindergarten through sixth grade were recruited to 

complete the surveys. Permission was secured at the district and school level to survey all 

parents. This allowed the use of a positive consent form, asking parents to return the form only if 

they chose to participate. 

 Data Collection Procedure 

A written request to participate was mailed to one (1) school superintendent in Northern 

Alabama. The written request to the superintendent: identified the researcher, the purpose of the 

study, participants, provided copies of the survey instruments, approval of the UA Institutional 

Review Board, and a list of the researcher’s dissertation committee members. 

After acquiring permission from the superintendent and building principals, a copy of the 

letter and instruments were mailed to the local school principal. The teachers were asked to 

voluntarily and anonymously participate in this project. Principals assigned a date for the 

researcher to administer the surveys to certified teachers. The researcher explained to the staff 

that all responses to the surveys would be treated confidentially. Teachers were informed that 

they need not answer any item that made them feel uncomfortable and could cease participation 

in the study at any point. The explanation, distribution, and administration of the surveys took 30 

minutes. The researcher made no attempt to gather data from participants who were absent. 
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Parent data were collected from parents of students enrolled in Grades K-6. Parents with 

more than one child attending school within the district were asked to only complete one survey. 

Parents of elementary school students were asked to complete the survey and return it in the 

sealed envelope provided by the researcher.  

Variables 

The independent variables were teacher academic optimism, and teacher perception of 

collaboration with parents. Dependent variables were school effectiveness and parent trust in the 

school, parent involvement, and parent perception of collaboration.  In this study there will be an 

examination of relationships between teacher academic optimism and teacher perception of 

collaboration with parent and their ability to influence parent trust in school, parent perception of 

collaboration, and school effectiveness, while controlling for free and reduced lunch percent and 

years of teaching experience. The free and reduced lunch  data were gathered from the state 

department of education’s website, based on each school’s reported free and reduced lunch 

information for the 2014- 2015 academic year.  

In compliance with The University of Alabama Instructional Review Board (IRB) 

guidelines, the researcher completed the human research training requirements for students.  The 

researcher submitted an application to the IRB describing the research study, consent forms, and 

copies of all the instruments utilized to obtain data for the study. The purpose of this application 

was to assure that appropriate steps are taken to provide the safe and ethical treatment of humans 

as subjects in the research study.  Data received during the study will be anonymous. However, 

code numbers were used as identifiers for each participating school. Participants name, address, 

or I.D. was not listed on the surveys or questionnaires. The IRB approval document is located in 

Appendix F. 
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Instrumentation 

Factors from four instruments were combined to create a survey to collect the 

quantitative data for this study. The instruments from which the factors were derived included 

the following: (a) Teacher Academic Optimism Scale, (Beard, Hoy, &Woolfolk Hoy, 2009), (b) 

the School Effectiveness Index (Hoy, 2009), (c) the Collaboration Survey, (Tschannen-Moran, 

2001), and (d) the Parental Involvement Scale.  The definitions are defined next and factors for 

each instrument. 

Teacher Academic Optimism Scale (TAOS-E) 

 Teacher Academic Optimism is a set of beliefs held by individual teachers that 

they can teach effectively, their students can learn and their parents will support them so the 

teacher can press hard for learning (Beard, Hoy, & Woolfolk Hoy, 2010) 

 

The measurement of academic optimism at the individual level is comprised of three parts. First 

measure teacher sense of self-efficacy, then teacher trust in students and parents, and finally, the 

teacher's academic press for achievement. An index of teacher sense of academic optimism is the 

created by combining the measures of these three components of academic optimism. (Beard, 

Hoy, & Woolfolk Hoy, 2009). The Teacher Academic Optimism for Elementary School scale 

consists of 11 items with Likert-type responses. The teacher sense of self-efficacy subscale 

consisted of 3 items with Likert-type responses scale that range from nothing (coded as1) to a 

great deal (coded as 9). Sample items included: “How much can you get students to believe they 

can do well on schoolwork?” and “To what extent can you can you craft good questions for your 

students?”  The reliability for the measure was .73.  

 Teacher Trust in Student and Parents subscale consisted of 4 items with Likert-type 

response scale that range from never (coded as 1) to always (coded as 5).  Sample items for this 
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scale included: “I trust the parents of my students,” and “I can count on parent support.” The 

scale had an alpha coefficient of reliability of .79. The Academic Emphasis subscale consisted of 

4 items with Likert-type response scale that range from never (coded as 1) to always (coded as5). 

Sample items for this scale included: “I ask students to explain how they get their answers,” and 

“I press my students to achieve academically. The Scale had a reliability of .71.  

Hoy and his colleagues normed the scale using a sample of 72 elementary teachers who 

were enrolled in educational classes at the University of Texas in San Antonio, University of 

Alabama, and Ohio State University. Teachers were asked to respond to the 24 items. The 

sample was primarily a convenience sample that was used to examine the factor structure of the 

concepts and to refine the reliability of the measures. In keeping with their earlier simplification 

of measures, the researchers performed an exploratory factor analysis and identified three items 

of the Teacher Sense of Efficacy Scale (Tschannen-Moran & Woolfolk Hoy, 2001), one from 

each subscale, to measure teacher sense of efficacy. Four Likert items tapped teacher trust in 

parents and students; two items focused on teacher trust in parents and the other two on trust in 

students. Likewise academic emphasis was measured using the items identified in our earlier 

exploratory factor analysis to refine and improve the validity of the scale. The resulting four 

Likert items measure academic emphasis. 

Teacher scores were compared with a typical set of elementary teachers. The scores were 

standardized using the earlier formulas such that the mean of a typical elementary school teacher 

is 500 and the standard deviation is 100. Thus, a score of 650 on academic optimism represents a 

very high score just as a score of 350 depicts a very pessimistic view on academic optimism. The 

range and interpretation is based on the normal distribution. If the score is 200, it is lower than 

99% of the schools. If the score is 300, it is lower than 97% of the schools. If the score is 400, it 
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is lower than 84% of the schools. If the score is 500, it is average. If the score is 600, it is higher 

than 84% of the schools. If the score is 700, it is higher than 97% of the schools. If the score is 

800, it is higher than 99% of the schools. A copy of the instrument is located in Appendix A. 

Parent trust 

Parent trust (Adams, Forsyth, & Mitchell, 2009) is defined as an individual’s or group’s 

willingness to be vulnerable to another party based on the confidence that the latter party is 

benevolent, reliable, competent, honest, and open.” 

Parent trust is measured using the Parent Trust in School Scale. Items for the Parent Trust in 

School scale were generated using the five facets of trust. For this study, the short version of the 

parent trust instrument (Forsyth, Adams, & Barnes, 2004) as cited in (Adams et al., 2009)  

consisted of 10-items with Likert-type response set ranging from strongly disagree=1 to strongly 

agree=8. Individual parent scores ranging from 10-80 with a larger value indicate greater levels 

of parent trust. Sample items for each of the facets of trust included: “This school keeps me well 

informed,” “Kids at this school are well cared for,” “This school is always honest with me,” 

“This school has high standards for all kids,” “I never worry about my child when he or she is 

there.” Adams, Forsyth, & Mitchell (2009), utilized the Parent –School Trust instrument to 

examine school-level determinants of individual parent-school trust in their sample of 79 schools 

and 578 parents drawn randomly from a Midwestern state. Single factor loadings on all 10items 

of the parent-school trust scale were above .68. An alpha coefficient of .95 indicated strong 

internal consistency of the instrument. Validity of the Parent Trust scale is further supported by 

significant correlations with the Trust Scales developed by Hoy and colleagues. A copy of the 

instrument is located in Appendix B. 
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Collaboration 

 Collaboration is defined as the extent to which teachers and parents perception of the extent 

of parent involvement and influence over school and classroom level decisions (Tschannen-

Moran, 2001)  

Collaboration, in the current study, is measured on the level of collaboration between 

parents and teachers. The Collaboration survey (Tschannen-Moran, 2001) is a 9 -item 6 point 

Likert type scale with response choices that range from not at all (coded as 1) to very much 

(coded as 6). The survey measures teacher perceptions of collaboration with the parents and 

parent perception of collaboration with teacher on school level decisions. Teachers and parents 

were asked identical questions on the collaboration survey. Parents received the Collaboration 

Survey for Parents and the teachers received the Collaboration for Teachers. The reliability of 

the subscale in the (Tschannen-Moran, 2001) study ranged from .87 to .94. Survey sample items 

were the same for both parent perception of collaboration with teachers and teacher perception 

of collaboration with parents “To what extent do you have influence over approving 

extracurricular activities” and “To what extent do you have influence over determining school 

rules.” “To what extent do you have influence over needs of improvement?” A copy of the 

instrument is located in Appendix C.  

Effectiveness 

   School effectiveness is defined as the extent to which any organization as a social 

system, given resources and means, fulfills its objectives without incapacitating its means and 

resources and without placing undue strain upon its members. 

A global subjective measure of school effectiveness is used to gauge the overall effectiveness of 

each school. The School Effectiveness Index (SE Index) is an eight-item Likert type response set 
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ranging from strongly disagree (coded as 1) to strongly agree (coded as 6). Teachers are asked to 

describe the quality, efficiency, adaptability, and flexibility of the school. School effectiveness 

sample items included: “The quality of products and services produced in this school is 

outstanding.”  Reliability scores for the scale are typically high ranging from .87 to .89.  The 

instrument is located in Appendix D. 

Parent Involvement 

 Parental Involvement is described as (a) the basic obligation of parents to provide for 

their children’s general wellbeing and readiness for school, (b) the basic obligations of school to 

communicate with parents about school activities and requirements, as well as individual student 

progress, (c) schools make a place for parents to volunteer in school and attend performances and 

workshops at the school, (d) parents involved in learning activities at home and, (e) types of 

involvement that includes parents in decision-making roles in governance of the school ( Epstein, 

1991). Parent involvement was measured utilizing a 15-item 4 point Likert type scale. Responses 

ranged from Never (coded as 1) to Very Often (coded as 4). Survey sample items for parent 

involvement included: “Do you attend open house,” “Do you contact your child’s principal,” 

“Do you help your child with homework?”  A copy of the instrument is located in Appendix E. 

Research Questions 

(1) What is the relationship between teacher academic optimism and parent trust? 

(2)  What is the relationship between teacher academic optimism and parent 

perception of collaboration? 

(3) What is the relationship between teacher academic optimism and parent 

involvement? 
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(4)  What is the relationship between teacher academic optimism and teacher 

perception of school effectiveness? 

(5) What is the relationship between teacher perception of collaboration and 

parent perception of collaboration?  

(6) Does teacher academic optimism and teacher perception of parent 

collaboration effect parent perception of collaboration, parent trust in the 

school, and parent involvement? 

 

Data Analysis 

Quantitative methodology was used to investigate the elements of teacher academic 

optimism, and teacher perception of collaboration and its correlation with parent trust in the 

school, parent perception of collaboration, parent involvement, and school effectiveness in a case 

study of one school district. Instrument data were collected from participants at during a regular 

faculty meeting.   

Descriptive statistics including mean, standard deviation, and ranges were calculated for 

the two independent variables of teacher academic optimism, which include three subgroups 

(teacher efficacy, teacher academic optimism, and trust in the clients or parents and students),  

and teacher perception of collaboration with parents. All instruments were averaged and 

standardized for this study. The teacher academic optimism scale was normed to have a mean of 

500 and a standard deviation of 100.The dependent variables were parent trust in school, parent 

involvement, parent perception of collaboration, and school effectiveness.  
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SPSS was utilized to aggregate data from the school level to the teacher level. A total of 7 

schools participated in the study and therefore data were aggregated to the individual teacher 

level. 

 Next, descriptive statistics were calculated for all the variables in the study. Bivariate 

correlations were calculated for the variables to determine the correlation between the 

independent and the dependent variables in this study. Regression analysis tested the effects of 

the independent variables on the dependent variables.  
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CHAPTER IV: RESULTS 

Overview 

This chapter reports the findings of the data analyzing the correlations with teacher 

academic optimism, teacher perception of collaboration with parents to parent trust in school, 

parent involvement, parent perception of collaboration, and school effectiveness. The first 

section begins with a summary of the descriptive statistics for the variables in this case study. 

Data collected from seven elementary schools were analyzed to provide answers to six research 

questions and six hypotheses proposed in this study. The variables were analyzed using reliable 

measures, computation of descriptive statistics, correlation analysis, and multiple regressions. 

Years of teaching experience and free/reduced lunch percentage were treated as the control 

variables.  

Descriptive Analysis 

Sample 

One Northern Alabama school district was solicited for participation in this case study. 

The district comprised of seven elementary schools (Grades K-6) which yielded a participation 

rate of 100%. The high participation rate is probably best explained by the superintendent’s prior 

consent to participate. A total of 220 teachers and 214 parents completed surveys. A minimum of 

15 teachers and parents were required to count each school in the sample. School population, 

free/ reduced lunch percentages, and other school data were gathered from the Alabama State 

Department of education website (Table 1). The school district’s overall free and reduced lunch 
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percentage rate was 61% and the research sample had a combined free and reduced lunch percent 

rate of 60%.   

      

Table 1: 2014-2015 School District Demographics for Case Study 

 

 

School  1 
 

School 2 School 3 School 4 School 5 School 6 School 7 

Teachers 59 36 39 39 44 43 40 

Student  
Enrollment K-6 

818 514 553 535 649 605 529 

Free/ Reduce 
Lunch % 

59% 64% 57% 79% 61% 80% 50% 

Teacher 
Participants 

41/59 28/36 30/39 29/39 36/44 23/43 27/40 

Parent 
Participants 

30/50 33/50 36/50 26/50 31/50 27/50 31/50 

Ethnicity of 
Students 
(Below) 

       

White 681 466 523 285 511 461 451 

Black 90 ** ** 164 88 96 30 

Multi-Race ** ** ** 32 15 * ** ** 

Hispanic 11 ** ** 43 ** 24 36 

Asian ** ** ** ** ** ** ** 
     **Indicates a cell size of 10 or less (both male and female) in accordance with FERPA regulations  

 

Measures 

  The Teacher Academic Optimism Scale (TAOS-E),  the Parent Trust in School Scale, and 

the School Effectiveness Index (SE Index), and the Collaboration Survey were used to collect the 

quantitative data for this study. The Collaboration survey includes three subscales that measures 

teacher perceptions of collaboration with the principal on school level decisions, collaboration 
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with teacher colleagues on classroom level decisions, and collaboration with parents on school 

level decisions .  

 Data collected from all of the instruments were analyzed to determine whether there were 

correlations between and among variables. The data were analyzed to determine (a) if there was 

correlation with teacher academic optimism, parent trust, parent perception of collaboration, and 

parent involvement. (b) if there was a correlation with teacher academic optimism and teacher 

perception of school effectiveness and (c) if teacher academic optimism and teacher perception 

of collaboration with parents correlate with parent perception of collaboration and parent 

involvement; and (d) to determine if teacher academic optimism and teacher perception of 

collaboration with parent correlated with parent trust in the school, parent perception of 

collaboration with parent, parent involvement, or school effectiveness while controlling for years 

of teaching experience and percent free/reduced lunch.. Descriptive data were calculated for each 

variable. Range, minimum, maximum, mean, and standard deviation were examined (see Table 

2). 

 

Table 2: Descriptive Statistics of Research Variables 

Variables  N Range Minimum Maximum Mean 
Std. 

Deviation 

Parent Involvement Scale (PIS) 220 .28 2.97 3.26 3.07 .10 

Parent Collaboration with School (PCS) 220 1.42 3.02 4.45 4.00 .43 

Parent Trust School (PTS) 220 .34 7.22 7.56 7.37 .13 

Free/Reduced Price Lunch %  
220 30.87 48.96 79.8 63.81 9.90 

Years of Teaching Experience (YOE) 
220 3.00 1.00 4.00 3.03 1.07 

Teacher Academic Optimism (TAO) 220 357.76 293.97 651.73 504.18 69.18 

Teacher Collaboration with Parent 
(TCP) 

220 4.22 1.78 6.00 3.24 .88 

School Effectiveness (SE) 220 3.25 2.75 6.00 5.13 .58 
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Reliabilities 

 Researchers utilize the Cronbach alpha coefficient as a measure of internal reliability or 

consistency, (Cronbach 1951). A reliability coefficient demonstrates the consistency in expecting 

a certain collection of items to yield interpretable statements about individual differences. The 

generally accepted coefficient value of .70 or higher is considered appropriate and reliable with 

researchers.  

Cronbach alpha coefficients of inter-item reliability, as shown in Table 3, were computed 

for the three parent scales. Parent Involvement Scale with a total of 15 items yielded a high 

Cronbach alpha coefficient of .84 and the 9-item Parent Collaboration with School had a 

Cronbach alpha coefficient of .96. The Parent Trust of School Scale with 10-items had a 

Cronbach alpha of .95. Teacher Academic Optimism Scale with 11-items had a Cronbach alpha 

coefficient of .73 and Teacher Collaboration with Parent had a Cronbach alpha coefficient of .88. 

The School Effectiveness, a subjective measure with 8 items yielded a Cronbach alpha 

coefficient of .90 for this research study. 

 

Table 3: Cronbach Alpha for Study Variables and the Number of Items Measured 

Variables Number of Items 

Cronbach 

Alpha Instrument 

 Parent Involvement 15 .84 Parent Involvement Scale 

 Parent Collaboration with School 9 .96 Collaboration Survey 

 Parent Trust in School 10 .95 Parent Trust Scale 

 Teacher Academic Optimism 11 .73 Teacher Academic Optimism 

 Teacher Collaboration with Parent 9 .88 Collaboration Survey 

 School Effectiveness 8 .90 School Effectiveness Scale 
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Correlations  

Correlation analyses were run on the eight variables as shown in Table 4. Data from the 

first four hypotheses are provided next. 

       H1:   Teacher Academic optimism will be significantly correlated with parent trust.  

 There was a significant positive correlation between teacher academic optimism and parent trust  

r = .15, p <.05). This would suggest that teachers who are optimistic are more likely to 

extend trust to parents. Optimistic teachers are confident that they are able to make a difference 

and both parties are willing to be vulnerable to the other party based on the confidence that the 

latter party is benevolent, reliable, competent, honest, and open. 

 

 H2:  Teacher Academic Optimism will be significantly correlated with parent perception of 

collaboration. 

There was no correlation found between teacher academic optimism and parent perception of 

collaboration with the school at (r =.09, p >.05).   

     H3: Teacher Academic Optimism will be significantly correlated with parent involvement 

There was a significant positive correlation between teacher academic optimism and parent 

involvement in the school (r =.20, p <.01). Teacher academic optimism was negatively related to 

the percent of free/reduced price lunch (r = -.30, p < .01). As parents receive useful information 

from teachers, invited to ask questions, or contribute information, rather than listen only, parents 

are more likely to feel that participation is productive and worth its cost in time.  

    H4: Teacher Academic Optimism will be significantly correlated with teacher perception of              

school effectiveness. The data revealed a significant positive correlation between teacher 

academic optimism and school effectiveness (r = .52, p < .01). This would suggest that teachers 
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who are optimistic are more likely committed to the goals of the organization, flexible, 

innovative in their teaching, and willing to go above and beyond expectations. 

Other Statistical Findings 

Teacher perception of collaboration with parents was negatively correlated with years of 

teaching experience (r = -.14, p <.05) and parent trust in school (r = -.22, p <.01). 

Parent perception of collaboration with school was negatively correlated with parent 

involvement (r = -.20, p <.01) and percent of free/reduced lunch(r = -.45, p <.01). Parent 

involvement with school was positively correlated with years of teaching experience (r = .15, p 

<.05) and school effectiveness (r = .20, p <.01). However, parent involvement was negatively 

correlated with percent of free/reduced lunch (r = -.21, p <.01). Lastly, school effectiveness was 

negatively correlated with percent of free/reduced lunch. 

 (r = -.25, p <.01). See Table 4 for bivariate correlations. 

  

Table 4: Correlations Matrix Among all Variables                                            

Variables PTS PCS PI FRL YOE TAO TCP SE 
Parent Trust in School                            -.58** .60** .03 .08 .15* -.22** .11 

Parent Collaboration    -.20** -.45** -.02 .07 .12 .05 

Parent Involvement          -.21** .15* .20** -.13 .20** 

Free/Reduced Price Lunch%     .19** -.30** -.02 -.25** 

Years of Experience      -.08 -.14* .09 

Teacher Academic Optimism       .12 .52** 

Teacher Collaboration        .06 

School Effectiveness        1 

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

 

H5:   Teacher perception of collaboration will be significantly correlated with parent perception 

of collaboration. Teacher perception of collaboration with the school and parent perception of 
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collaboration were not significantly correlated. However, a post hoc analysis using an 

independent T-test was conducted to determine if there was a significant difference between 

teachers’ perception of collaboration with parents and parents’ perception of collaboration with 

school as shown below in Table 5.  The Levene’s Test of Equality of Variance revealed a 

statistically significant difference between the groups. An independent t-test revealed a 

significant difference between teachers’ perception of collaboration with parents (N=220, M= 

3.24, SD=.88) and the parents’ perception of collaboration with the school (N=220, M=4.00, 

SD=.43), t (438) = -11.36., p <.001). The 95% confidence interval was -.88 to -.62. Based on the 

T-test data, parents believed that they collaborate more with the school than teachers perceive 

parent collaboration.  

 

Table 5: Independent T-Test 

Combined Scores  TCP, PCS 

Levene’s Test for 

Equality of Variances  

df 

Sig (2-

tailed) F Sig t 

 

 

 

Equal variances assumed 109.999 .000 -11.365 438 .000 

 
     

 Equal variances not 

assumed 
  -11.365 379.842 .000 

      

 

 

 H6: Teacher academic optimism and teacher perception of collaboration will have a 

significant effect on parent perception of collaboration, parental involvement, and parent trust in 

the school while controlling for percent of free and reduce lunch and years of teaching 

experience.  
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In order to test the variables in hypothesis six, block regression analyses were conducted 

to evaluate the effects of the independent variables of teacher academic optimism and teacher 

perception of collaboration with parent on the dependent variables parent involvement, parent 

perception of collaboration with school, and parent trust in school while controlling for percent 

of free and reduced lunch and years of teaching experience.  

    The first block regression analysis (Table 6) was performed to determine if the independent 

variables teacher academic optimism and teacher perception of collaboration predicted parent 

involvement with school above and beyond the effects of teacher years of experience and free 

and reduced price lunch percentage.  Step 1, the percent of free and reduced price lunch and 

years of teaching experience were entered into Block 1. Step 2, teacher academic optimism and 

teacher perception of collaboration with parents were entered in Block 2.  

Years of teaching experience was not a significant predictor of parent involvement. 

However, percent of free and reduced price lunch (b = -.14, p < .05) was a negative predictor of 

parent involvement. Next, teacher academic optimism had a significant effect on parent 

involvement (b = .18, p < .05) and teacher perception of collaboration with parents had a 

significant negative effect (b= -.13, p < .05) on parent involvement. 

 

Table 6: Parent Involvement was regressed on YOE, F/RL, TAO, TCP  

 Beta Weight           T              Significance 

Years of Teaching Experience 

Free/Reduced Lunch%  

Teacher Academic Optimism 

Teacher Collaboration with Parent 

 .12                       1.75                .08 

-.14                     -2.01                .04* 

 .18                       2.65                .01* 

-.13                     -2.04                .04* 

 
**. Correlation is significant at the 0.01 level (2-tailed). 
*. Correlation is significant at the 0.05 level (2-tailed). 
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       The second block regression analysis in (Table 7) was performed to determine if the 

independent variables teacher academic optimism and teacher perception of collaboration 

predicted parent perception of collaboration with school above and beyond the effects of teacher 

years of experience and free and reduced price lunch. Step 1, percent of free and reduced price 

lunch and years of teaching experience were entered into Block 1. Step 2, teacher academic 

optimism and teacher perception of collaboration with parents were entered in Block 2.  

Table 7 shows that the years of teaching experience and teacher perception of 

collaboration with parent did not predict parent collaboration with the school. Free and reduced 

price lunch (b = -.50, p < .01) was negatively associated with parental collaboration.  This 

implies that in low socioeconomic school, parents are less likely to collaborate with schools. 

However, teacher academic optimism was negatively associated with parent collaboration (b= -

.10, p <.01), suggesting that the stronger the teacher academic optimism the less likely teachers 

were to collaborate with parents 

 

Table 7: Parent Collaboration with School was regressed on YOE, F/RL, TAO, TCP  

 Beta Weight           T              Significance 

Years of Teaching Experience 

Free/Reduced Lunch % 

Teacher Academic Optimism 

Teacher Collaboration with Parent 

 -.11                      -1.74                  .083 

 -.50                      -7.72                  .000** 

 -.10                      -1.54                  .012** 

  .10                        1.72                  .088 

 
**. Correlation is significant at the 0.01 level (2-tailed). 
*. Correlation is significant at the 0.05 level (2-tailed). 

 

      

The final block regression analysis (Table 8) was performed to determine if the 

independent variables teacher academic optimism and teacher perception of collaboration 

predicted parent trust in the school above and beyond the effects of teacher years of experience 

and free and reduced price lunch.  Step 1, percent of free and reduced price lunch and years of 
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teaching experience were entered into Block 1. Step 2, teacher academic optimism and teacher 

perception of collaboration with parents were entered in Block 2. The dependent variable was 

parent trust in school. 

 Years of teaching experience and free and reduced price lunch were not associated with 

parent trust in the school. Teacher academic optimism had a significant effect on parent trust in 

the school (b = .09, p < .01) and teacher perception of collaboration with parent had a negative 

effect on parent trust in school (b = -.23, p <.01).This would indicate that the more optimistic the 

teachers are the more parents tend to trust in the school. However, this did not seem to have a 

positive effect on teachers’ willingness to collaborate with parents. See Table 8 for an 

explanation of this regression analysis. 

Table 8:  Parent Trust in School was regressed on YOE, F/RL, TAO, TCP 

 Beta Weight           T              Significance 

Years of Teaching Experience 

Free/Reduced Lunch % 

Teacher Academic Optimism 

Teacher Collaboration with Parent 

 .09                    1.34                    .183 

 .11                    1.56                    .119 

 .22                    3.16                    .002 *                                                        

-.23                   -3.42                   .001 *                                          

  

 
**. Correlation is significant at the 0.01 level (2-tailed). 
*. Correlation is significant at the 0.05 level (2-tailed). 

 

                                       

 

 

Unhypothesized Findings 

 

        A correlation analysis was performed using the independent variables and dependent 

variables in the study.  The first unhypothesized finding was that parent trust in the school was 

significantly correlated with parent involvement at (r = .60, p < .01).   Another unhypothesized 

finding was teacher perception of collaboration with parents was negatively correlated with years 
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of teaching experience (r = -.14, p < .05) suggesting that teachers with less experience were more 

willing to collaborate with parents. Teacher perception of collaboration with parents was 

negatively correlated with parent trust in the school (r =-.22, p < .01). This would suggest that 

when teachers are unwilling to collaborate with parents, parents are less likely to develop trust in 

the school. These negative relationships make for an ineffective school. The final 

unhypothesized finding was that parents perceived that they were collaborating more with 

teacher than teachers were collaborating with them. 

 

Teacher Years of Experience across Schools 

The descriptive data for the current research study consisted of 7 elementary schools with a total 

of 220 teachers (Table 9).  According to survey responses, teacher years of experience varied 

across the seven schools. This study did not test for school effects on individual responses, 

however, to further explore the findings that teacher years of experience was negatively 

correlated with teachers’ willingness to collaborate with parents a second post hoc analysis was 

conducted using a one – way ANOVA. 

 

Table 9: Descriptive Data for Individual School 

Schools Mean N Std. Deviation 

School 1 3.20 41 1.08 

School 2 2.80 29 1.11 

School 3 3.58 31 .720 

School 4 2.60 30 1.16 

School 5 3.16 37 .90 

School 6 2.75 24 .90 

School 7 2.96 28 1.29 

   Total 3.03 220 1.07 
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The researcher considered teacher years of experience (Table 10) across schools to determine if 

there was a likelihood of a school difference in teacher years of experience. The results indicated 

a significant difference (F=3.16, p <. 01) across schools.  It appeared that while teachers with 

more years of experience were less likely to collaborate with parents, years of experience varied 

across schools. Suggesting that this effect may have been compounded by school effects. While 

this was not hypothesized by the researcher or information included in the literature review, this 

unexpected finding may be the result of several underlying factors: the school administrator’s 

willingness to protect the teachers’ instructional time, teachers’ reputation, and teachers’ 

personal beliefs about their teaching methodology. Lastly, the superintendent’s emphasis on 

parent contact and collaboration may also influence whether teachers are willing to collaborate 

with parents. Some schools may have significantly more experienced teachers. It is likely that 

this would contribute to teachers’ tendency to protect instructional time over collaboration with 

parents, although this study was not designed to explore these effects. See Table 10 for an 

explanation of the ANOVA of years of teaching experience across schools. 

 

Table 10: Years of Teaching Experience Data 

 Sum of 
Squares 

df Mean Square F Sig. 

Between Groups    
Within Groups 
Total 
 
 

20.340 
228.437 
248.77 

6 
213 
219 

3.390 
1.072 

3.161 .005** 

**Correlation is significant at the 0.01 level (2-tailed) 

  *Correlation is significant at the 0.05 level (2-tailed) 
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Conclusion 

The results of this study did not support all six hypotheses. Hypothesis (1), which stated 

teacher academic optimism would be significantly correlated to parent trust in the school was 

confirmed. Hypothesis (2), which stated teacher academic optimism will be significantly 

correlated with parent perception of collaboration with the school was not supported. Hypothesis 

(3), which stated teacher academic optimism would be significantly correlated to parent 

involvement in the school, was confirmed. Hypothesis (4), which stated teacher academic 

optimism would be significantly correlated to teacher perception of school effectiveness, was 

confirmed. Hypothesis (5), which stated teacher perception of collaboration with parents will be 

correlated with parent perception of collaboration with the school, was not supported. Hypothesis 

(6), which stated teacher academic optimism and teacher perception of collaboration with parents 

would have significant effect on parent involvement, parent perception of collaboration with 

school, and parent trust in school was partially confirmed.  

(1) Teacher academic optimism had a positive effect on parent involvement.  

(2) Teacher perception of collaboration did not have a positive effect on parent 

involvement. 

(3) Years of teaching experience and free and reduced lunch did not have a positive 

effect on parent involvement. 

(4) Teacher academic optimism did not have a positive effect on parent perception of 

collaboration. 

(5) Teacher perception of collaboration with parents did not have a positive effect on 

parent perception of collaboration. 

(6) Years of teaching experience and free and reduced lunch did not have a positive 

effect on parent perception of collaboration. 

(7) Teacher academic optimism had a positive effect on parent trust in the school. 
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(8) Teacher perception of collaboration with parents did not have a positive effect on 

parent trust in the school. 

A more comprehensive discussion will be presented in chapter five.  
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CHAPTER V: DISCUSSION OF FINDINGS 

This chapter presents a discussion of the findings of the current study. The chapter 

summarizes the purpose and findings of the study while providing theoretical and practical 

implications of the research. Finally, recommendations for further research are provided to 

extend inquiry.  

 The primary purpose of this dissertation was to examine the possible correlations among 

the independent variables: teacher academic optimism and teacher perception of collaboration 

with parents and the dependent variables: parent trust in the school, parent involvement, parent 

perception of collaboration, and school effectiveness. The general problem of the study is the gap 

in the literature about the correlations between teacher academic optimism and teacher 

perception of collaboration and parent trust in the school, parent perception of collaboration, 

parent involvement and school effectiveness.  

Statement of Findings 

1. Teacher academic optimism was significantly correlated to parent trust in the school. 

 

2. Teacher academic optimism was not significantly correlated to parent perception of 

collaboration with the school. 

 

3. Teacher academic optimism was significantly correlated with parent involvement in the 

school. 

 

4. Teacher academic optimism was significantly correlated with teacher perception of 

school effectiveness. 
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5. Teacher perception of collaboration was not correlated with parent perception of 

collaboration. 

 

6. Parent perception of collaboration was significantly greater than teacher perception of 

collaboration. 

 

7. Years of teaching experience and percent of free and reduced lunch did not have a 

positive effect on parent involvement, parent trust in the school, or parent perception of 

collaboration. 

 

8. Teacher academic optimism and teacher perception of collaboration with parents were 

inter-correlated with parent perception of collaboration, parent involvement, parent trust, 

and school effectiveness.  

 

9.  Teacher perception of collaboration was negatively correlated with years of teaching 

experience. 

Theoretical Implications 

The hypothesized correlations guiding this research were derived from the theoretical and 

empirical knowledge about teacher academic optimism and teacher perception of collaboration 

as they correlate with parent trust in school, parent perception of collaboration, parent 

involvement, and school effectiveness. To the researcher’s knowledge, research studies 

involving teacher academic optimism are limited. This study extends the research on teacher 

academic optimism by looking at the correlation between teacher academic optimism, teacher 

perception of collaboration, and parent perception of collaboration, parent involvement, parent 

trust in the school, and school effectiveness.  Hoy, Tarter, & Woolfolk Hoy, (2006) measured 

academic optimism at the school level, not the individual teacher level.  Beard, Hoy, Woolfolk 

Hoy conceptualized the meaning and measure of teacher academic optimism in their 2009 

research study.   
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Teacher Academic Optimism 

The first hypothesis argued that teacher academic optimism would be significantly 

correlated with parent trust in the school was supported. Recall that teacher academic optimism 

is theoretically defined as a set of beliefs held by individual teachers that they can teach 

effectively, their students can learn and their parents will support them so the teacher can press 

hard for learning (Beard, Hoy, & Woolfolk Hoy, 2009). When teachers exhibit high levels of 

optimism for learning, they are more likely to trust parents to share their knowledge and skills to 

achieve the mission of educating students successfully. Also, trust relationships are predicated on 

the belief that both parties are honest, reliable, benevolent, competent, and open about doing 

what is right with students. If teachers believe that they are able to affect student learning, then 

they set higher expectations, exert greater effort, and persist in the face of difficulties.  

 Another fact is that parents who trust educators to care for their children exhibit 

confidence that the educators will act with the best interest of their children in mind and that 

their children will consistently be treated with fairness and compassion. Teachers want to feel 

assured that they will be treated fairly and with respect by the clients (parents and students). 

According to Tschannen-Moran, teachers are willing to go the extra mile to meet the high 

demands that parents place on them because of the level of support they receive. 

The second hypothesis stated that teacher academic optimism would be significantly 

correlated with parent perception of collaboration with the school was not supported. 

Researchers acknowledge that parents from all levels bring to schools valuable resources and 

unique perspectives which could enhance the home –school connection. This may increase 

opportunities for more parent collaboration with the school.  
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The third hypothesis stated that teacher academic optimism would be significantly 

correlated with parent involvement was supported. Aligned with Hoover- Dempsey, Bassier, & 

Brissie’s findings, some schools actively cultivate parent or family involvement, the collective 

attitude of teachers and administrators being one of openness (Tschannen- Moran, 2014, p. 204) 

and welcome. In these schools, school personnel genuinely believe that families have valuable 

contributions to make in regard to their children’s education.  

 Baker and Stevenson echoed that often educated mothers tended to have more 

information about school and were more likely to take action to address their child’s school 

problems than less educated mothers. Another finding was the age and the gender of the child 

influence the degree of parental involvement. Parents of elementary age children tend to be more 

involved in school activities than parents of high school age students. The parent’s perception of 

school involvement may not equate to the teacher’s perception of parent involvement which will 

be discussed in hypothesis five. 

Researchers verified that varying levels of teacher involvement with parents in 

elementary school would be correlated with variations in qualities of the school settings, 

specifically school socioeconomic status, teacher degree level, grade level, teacher’s sense of 

efficacy, principal’s perception of teacher efficacy, organizational rigidity,  and instructional 

coordination ( Hoover- Dempsey, Bassier, & Brissie 1987). Outside the narrowly prescribed  

indicators of parental involvement in elementary schools, parents are going beyond  parent-

teacher conferences, parent in classroom volunteer work, parent involvement in homework, and 

parent involvement in carrying out home instructional programs designed by the teacher to 

support regular classroom instruction to being active engaged in educational settings. 
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 Hoy & Tarter’s research supports the results that highly motivated teachers in a structure 

of support directly improves student learning because teachers who are self-efficacious are more 

likely to exert more effort, persist in teaching, use multiple methods of instructions and are less 

likely to become discouraged with initial disappointment. Teachers’ and school leaders’ level of 

trust in parents, whether high or low, is quite evident to parents’ trust of the school. Attitudes 

about trust are not easily faked. Therefore, the trust teachers extend to parents will set an 

important tone for those vital relationships.  

The fourth hypothesis predicted that teacher academic optimism would be correlated to 

teachers’ perception of school effectiveness was supported in this study. Studies have 

demonstrated the power of positive efficacy judgments in human learning and academic success 

(Goddard et al, 2004). Educational researchers found associations between student achievement 

and three sets of efficacy beliefs of teachers (Tschannen-Moran et al., 1998).  

Teacher academic optimism gives a rich explanation of teacher behavior in terms of the 

cognitive, affective, and behavior dimensions. These three elements of academic optimism are in 

dynamic and reciprocal relationship with each other. That is, academic emphasis facilitates 

efficacy, which in turns reinforces academic emphasis. Further, efficacy creates trust in parents, 

which promotes more trust; and finally trust nurtures academic emphasis.  

The current research finding also coincides with Hoy and his colleagues (1991) data 

which demonstrated that even when controlling for SES, teachers with a strong academic 

emphasis was positively and directly related to school effectiveness. According to Hoy and his 

colleagues (2006) a strong academic emphasis is potent force in many school effectiveness 

models. These models include teacher commitment, teachers’ judgment of the effectiveness of 

their school or the innovation, adaptability, flexibility, and efficiency of the school. Faculty trust 
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in parents and students and teacher efficacy are both constructs of academic optimism which 

serve to strengthened school effectiveness. 

Effectiveness was described by teachers’ perceptions of the quantity and quality of the 

instruction, learning and extracurricular events of the school as well as the efficient operation 

and the school’s ability to adapt (Tarter et al., 1995). In schools where teacher academic 

optimism is significant, teachers are committed to the goals of the school, efficacious, go beyond 

teaching expectations, engage students in innovative learning experiences, parents participate, 

and there is a culture of trust. Trust, in other word, is that general expectancy held by teachers 

that not only the clients, but colleagues, and the principal’s words, actions, written or verbal 

statements can be relied upon. These elements help organizations like schools to mobilize its 

centers of power for action, to achieve goals and adapt to the environmental surroundings. 

The fifth hypothesis which stated that teacher perception of collaboration would be 

significantly correlated with parent perception of collaboration was not supported in this study. 

However, pertinent information was extracted from the data. In a post hoc analysis using an 

independent t-test to test for variance, it was found that parent perception of collaboration is 

stronger than teacher perception of collaboration.  

Collaboration requires parties to come together and to share both responsibility and 

accountability. This process often places individuals in a vulnerable position (Tschannen-Moran, 

2001).  To collaborate effectively with parents, teachers must trust that the parents will behave in 

ways that are right and good. Mitchell et al. (2011) stressed that if principals, teachers, parents, 

and students are going to collaborate, they must behave in expected ways that inspire trust in 

their role group. Parent collaboration enhances the overall learning success for students from all 

backgrounds. Studies have shown that both trust and collaboration improve organizational 
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efficiency and effectiveness (Hoy & Kupersmith, 1984). Schools with high levels of trust are 

more likely to have high levels of collaboration with parents on school level decisions. Teachers 

say they want parents to collaborate with the school; however teachers must present 

opportunities for collaboration and trust parents to contribute to the overall mission of the school, 

student academic success. It is undeniable that collaboration between individuals in a school and 

community brings about an amount of risk and vulnerability. Teachers face uncertainties when 

bringing parents into the school environment. Parents and teacher expectations are not always the 

identical.  

Teachers say they want parents to assist with making curricula decision, evaluating 

programs, developing lessons, and setting goals for the school. However, teachers do not extend 

an invitation to parents when these issues arise. Parents expect teachers to be open, honest, 

respectful, and willing to extend opportunities for them to connect with teachers through 

classroom visits and participation, communicating effectively, informing parents of community 

resources or supports, listening to their concerns, and treating them with mutual respect during 

collaboration. Tschannen-Moran (2001) found that schools with high levels of trust could be 

predicted to be schools where there is a high level of collaboration. Particularly, when there was 

a high level of trust in parents and students, there was more likely to be a high level of 

collaboration with parents and among the faculty. 

Finally, hypothesis six stated that teacher academic optimism and teacher perception of 

collaboration with parents would have a significant effect on parent perception of collaboration , 

parent trust in the school, and parent involvement while controlling for free and reduce lunch and 

years of teaching experience was partially supported. However, Hoover –Dempsey, Bassier 

(1987) concluded that teacher efficacy or teacher academic optimism was significantly cor- 
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related to the teachers’ report of parents’ involvement in conferences, volunteering, and home 

tutoring, as well as teacher perception of parent support.  That correlation was grounded in the 

logical probability that teachers with a higher sense of personal teaching efficacy, being more 

confident of their teaching skills, are more likely to invite parent involvement and to accept 

parents’ initiation of involvement activities. However, the findings of this study do not support 

this. In a post hoc analysis using an independent t-test to test for variance, parent perception of 

collaboration is stronger than teacher perception of collaboration.  Teachers are often hesitant 

about collaborating with parents because parents have not been viewed as an integral part of the 

instructional decision making process. Collaboration between teachers and parents start with 

openness and transparency. Parents need information from teachers that will enable them to 

informally support their teaching efforts without the professional credentials. Creating school–

family problem solving teams to is just one example to addressing communicating mutually 

shared system or school level concerns for children (homework, discipline, expectations). Adams 

& Christianson (2000) stated that collaboration requires good communication skills on the part 

of the educator. As with other relationships, poorly planned or very negative interaction between 

the teacher and parent may be more damaging than no interaction at all. 

Parents (Dauber & Epstein, 1993) often wait to be directed by the school personal for 

ways they can help their children become more successful.  When schools create open and 

inviting environments, opportunities will be created for both formal and informal collaboration 

between the teacher and parent and trust is the key.  

The results from this study have implications for both teachers and administrators. Since 

teacher academic optimism is related to parent trust, parent involvement, and school 
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effectiveness, it is suggested that schools leaders develop innovative strategies to increase 

teacher and parent collaboration to impact the culture of the school.  

Teacher academic optimism reflects the teacher’s belief about his or her ability to predict 

a difference in the overall effectiveness of the school. Optimistic teachers set higher 

expectations, exert greater effort, and persist in the face of difficulties. Trust and mutual respect 

among constituents enable teachers to be innovative without fear of repercussion. Parents entrust 

their children into the care of the school and the teachers who serve them. Therefore, teachers are 

in day- to-day contact with student and should be committed to the goals of the organization. 

Teachers perceive collaboration with parents as an important element in meeting the student and 

parent needs. Teachers who trust parents and students are more likely to create opportunities for 

parent involvement in the school which should predict more parent trust in the school. Parents 

trust in the school and parent involvement should predict greater school effectiveness even while 

controlling for free and reduced lunch and years of teaching experience. Teacher collaboration 

with parents had no effect on years of teaching experience. Teachers were willing to collaborate 

with parents no matter the number of years of teaching experience. 

 However, the researcher explored teacher years of experience across schools to 

determine if there was a likelihood of a school difference among teacher years of experience. 

The results indicated a significant difference across schools in this study.  It appeared that 

teachers with more years of experience were less likely to collaborate with parents. This may 

reflect the administrator belief about protecting instructional time, and teachers’ personal beliefs 

about their teaching methodology. Parents are too apprehensive to approach veteran teachers 

because of their reputation. Lastly, the superintendent’s emphasis on parent contact and 

collaboration may also influence teachers’ lack of collaborating with parents. However, it is 
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likely that there may also be a school effect on teachers’ years of experience that may be 

contributing to teacher willingness to collaborate with parents although this study was not 

designed to explore those effects.  

Practical Implications 

A practical implication of this research is that schools need teachers who are 

academically optimistic. These are teachers who possess the belief that their ability will 

contribute well to student learning by effectively collaborating with students and parents and by 

trusting that their own capacity to stand against negative situations, Hoy et al. (2006). Individual   

sense of academic optimism is comprised of teacher sense of self-efficacy, teacher trust in 

parents and students, and teacher academic emphasis (Beard et al., 2010).  

 Administrators set the tone in schools and are responsible for building and maintaining 

trusting relationships. Tschannen-Moran (2004) emphasized the usefulness of considering the 

five facets of trust (benevolence, honesty, openness, reliability, and competency) in relation to 

five constituencies of schools; teachers, parents, students, principals, and the community. 

Principals play an important role in creating the context for trust to develop between parents and 

the school and between teachers and parents. Trust among school members is regarded as a 

critical component producing significant improvement in student learning (Kurz, 2006).  

Teachers can establish relationships with parents by their positive interactions with 

students. If students feel a sense of safety and security with teachers, they are more likely to 

express this sense of trust and caring to their parents. When positive teacher- client relationships 

exist, teachers can perform more effectively to increase the quality of classroom practices which 

in turn enhances teacher trust of other parties of the school. While this study this did not focus on 

students, it is likely that students become more open and motivated to learn when teachers trust 
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them (Woolfolk Hoy et al, 2008). In an atmosphere where trust between parents and students 

exist, parent involvement and collaboration become easier. 

In the current study, teacher perception of collaboration and parent perception of 

collaboration differed than what was predicted.  Collaboration with parents is essential to student 

learning. Collaboration fosters efficiency and strengthens inter-and intra-organizational ties. 

Administrator must extend opportunities for parents and teachers to engage in community and 

school activities that strengthens the trust in the school. Bryk (2010) found that when schools 

strengthened ties to parents and the community even attendance approved over time. Strong 

social ties increase the social cohesion within the school creating a more effective school. 

Administrators could host parent meetings in local communities, include parents on hiring 

committee and leadership teams.  

 To my knowledge, this is the first study that has explored the variables teacher academic 

optimism and school effectiveness. However, there are research studies linking school academic 

optimism and school effectiveness (Hoy et al, 2006). Effective schools are places where 

members share in the values of the organization, are willing to exert extra effort in their roles, 

and desire to continue their membership in the organization; teacher commitment is central to 

organization life (Hoy, Tarter, Bliss, 1990). The school leaders should be aware of the general 

level of productivity, adaptability, and efficiency of their school (Hoy & Miskel, 1972).  

Individuals inhabit organizations and their skills and motivations are critical to completing the 

mission. As faculty members view their colleagues as capable of overcoming the daily 

challenges of students’ background or difficulties in teaching, it encourages them to increase 

their efforts, persistence, and resilience in the classroom (Hoy et al., 2002).  
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Recommendations for Further Research 

To the researcher’s knowledge, this is the first study to examine the correlations between 

teacher academic optimism, teacher perception of collaboration with parents and parent trust in 

the school, parent perception of collaboration, parent involvement, and school effectiveness 

while controlling for both free and reduced lunch and years of teaching experience. 

Teacher academic optimism is a new construct that was linked to parent trust in the 

school, parent involvement, and school effectiveness in this study. This study supplied only a 

small glimpse into the research on teacher academic optimism and should be researched further.  

First, this study has the ability to contribute important elements for both theoretical and 

practical use in improving school effectiveness, increasing relationships with parents, and 

teacher academic optimism.  

Second, this study should be extended further to verify these findings and compare these 

variables with other variables. Third, the correlation between teacher academic optimism, parent 

trust in the school, and parent involvement should be further explored with parents of students 

with disabilities. Fourth, the correlation between teacher collaboration with parents and years of 

teaching experience should be further explored with parent involvement and parent collaboration 

in high schools. This study did not explore school effects due to the small sample size. Future 

research using a larger sample size to study these variables along with years of teaching 

experience in middle or high school may be more informative.  

Limitations 

There are a few limitations with this study that may prevent generalizing these results 

beyond this sample. First, the participants in this case study were from one school district which 

included 7 elementary schools. A second limitation was the sample size. A total of 220 teachers 
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and 214 parents completed surveys.  A third limitation was that the study relied upon 

participants’ honesty and accuracy in completing and returning the surveys. A fourth limitation 

was that it appeared that teacher years of experience varied across schools but this study was not 

designed to explore individual effects along with school effects.  

 Finally, this study only included elementary schools consisting of grade 4. Researchers 

should extend this study to include both middle and high school parents and teachers which may 

view parent involvement, teacher trust in parents and students, and collaboration differently. 

Studies have shown that parent involvement and collaboration wanes as students move from 

elementary to high school.  

Conclusion 

Several bodies of literature comprise the basis for this study: teacher academic optimism, 

teacher perception of collaboration with parent, parent perception of collaboration, parent trust in 

the school, parent involvement, and school effectiveness. Research on teacher academic 

optimism is worth expanding into other avenues. School communities would benefit greatly from 

the future research. This study suggests that teacher academic optimism impacts parent trust, 

parent involvement, and school effectiveness. The greater the teacher academic optimism, the 

more parents support the goals and objectives of the school, collaborate, trust, and these 

variables appear to be a catalyst for school effectiveness.     
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APPENDIX B 

                                  PTS-Scale 

Directions: The items below permit a range of responses from one extreme on the left (strongly 
disagree) to the other extreme on the right (strongly agree). Please indicate how you feel about 
your child’s school by filling in one circled number in each row. Circled numbers close to the “1” 
or “8” suggest more intense feelings. 
 

1. This school always does what it is supposed to. 

2. This school keeps me well informed. 

3. I really trust this school. 

4. Kids at this school are well cared for. 

5. This school is always honest with me.  

6. This school does a terrific job. 

7. This school has high standards for all kids. 

8. This school is always ready to help. 

9. I never worry about my child when he/she is there. 

10. At this school, I know I’ll be listened to. 

                                                                     (@ Adams and Forsyth, 2004) 
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APPENDIX C 

 

Collaboration Survey 

 

Directions: Please indicate the level of influence you perceive each of the following groups has over various decision 

domains. 

 

 

To what extent do you have influence over the outcome of these decisions? 

 

       Not at All       Very Much 

 

1.  Approving extracurricular activities         1          2          3          4          5           6 

2.  Determining areas in need of improvement  1          2          3          4          5           6 

3.  Planning school improvement    1          2          3          4          5           6 

4.  Fostering community relations    1          2          3          4          5           6 

5.  Determining how to allocate resources    1          2          3          4          5           6 

6.  Resolving problems with community groups  1          2          3          4          5           6 

7.  Determining curriculum priorities   1          2          3          4          5           6 

8.  Determining how to comply with mandates, 

     legislation, etc.                                                        1          2          3          4          5           6 

9.  Determining school rules and regulations   1          2          3          4          5           6 
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APPENDIX D 

 

              SE- Index 

Directions: Teachers produce a variety of product such as lesson plans, new curricula, student 
learning as well as numerous services including teaching advising, counseling, and parent 
conferences. Think of these products and services as you respond to each item and indicate the 
degree to which you agree with the following statements about your school. 

 
1. The quality of products and services produced in this school is outstanding. 

2. The quality of products and services in this school is high. 

3. The teachers in my school do a good job coping with emergencies and disruptions. 

4. Most everyone in this accepts and adjusts to changes. 

5. When changes are made in this school, teachers accept and adjust quickly. 

6. Teachers in this school are well informed about innovations that could affect them. 

7. Teachers in this school anticipate problems and prevent them. 

8. Teachers in this school use available resources effectively. 

                                                                                                       (Hoy, 2009) 
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APPENDIX E 

Parental Involvement Scale 
 

Directions: Please circle the number that best describes how often you are involved with the 
following. 
                                                                                                         Never   Occasionally Often Very Often 
                                                                                                                  1                2               3             4   

1. Do you attend the following: 
2. Open House……………………………………………………………………. 
3. Parent/teacher Conferences…………………………………………… 
4. Extra-Curricular Events…………………………………………………… 
5. PTA Meetings…………………………………………………………………. 
6. Do you contact your child’s teacher?................................. 
7. Do you contact the school’s principal?............................... 
8. Do you chaperone for field trips? …………………………………… 
9. Do you volunteer to help with classroom activities?..........  
10. Do you go to the library with your child?............................ 
11. Do you purchase educational materials to assist your  

child with school?............................................................... 
12. Do you read with your child?.............................................. 
13. Do you listen to your child read? ……………………………………. 
14. Do you discuss the school day with your child? ................. 
15. Do you help your child with homework?............................ 
16. Do you study with your child for upcoming test/quizzes?.. 
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APPENDIX F 

 


