
Running head: TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP 
THROUGH PLCS  
 

 
 
 
 

 
 

 
 

The Relationship between Elementary Teachers’ Perceived Self-Efficacy and Principals’ 

Facilitation of Professional Learning Communities 

A Dissertation submitted 

by 

Tracy A. Mathews 

to 

College of Saint Mary 

in partial fulfillment of the requirement 

for the degree of 

DOCTOR OF EDUCATION 

with an emphasis on  

Educational Leadership 

This Dissertation has been accepted for the faculty of 

College of Saint Mary by: 

  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 2 
 

 
 
 
 
 
 
 
 
 
 
 
 

We hereby certify that this Dissertation, submitted by your name, conforms to acceptable 
standards and fully fulfills the Dissertation requirements for the degree of Doctor of Education 

from College of Saint Mary 
 

 

Dr. Jennifer Rose-Woodward, Ed.D.  
Chair 

 
 
 

Dr. Dee Acklie, Ph.D. 
Committee member 

 
 
 

Dr. Shari Prior, Ph.D. 
Committee member 

  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 3 
 

 
 
 
 

 

 

 

 

 

 

Copyright © July, 2017 

Tracy A. Mathews 

  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 4 
 

ACKNOWLEDGEMENTS 

 I would like to sincerely thank my doctoral committee chair, Dr. Jennie Rose-Woodward, 

for providing constant support and guidance throughout this entire process.  You were the first 

person I met at College of St. Mary when I decided to embark on this journey, and you have 

been a constant source of encouragement.  Thank you for challenging me to achieve goals and 

grow in ways I never thought possible.   

To my other doctoral committee members, Dr. Dee Acklie and Dr. Shari Prior, I would 

like to sincerely thank you for your time, support, and attention to detail.  I appreciate your 

willingness to serve on my committee, and the positive affirmation you provided along the way.  

I am forever grateful for your commitment to my professional growth. 

I would also like to express sincere gratitude to the many people who made this study 

possible. Thank you to the superintendent of schools and elementary principals who granted me 

access to teachers, and to the teachers who generously provided their time and input for my data 

collection.  Also, I would like to thank David Fringer, who served as the primary point of contact 

for my research, which allowed me to anonymously collect survey data.  Without all of you, I 

would not have had the opportunity to pursue my goals. 

 Finally, a heartfelt thank you to all my family, friends, and colleagues who have 

supported me throughout my educational endeavors.  Many of you have helped me celebrate my 

smaller accomplishments along the way and offered words of encouragement as I encountered 

setbacks.  I want to specifically thank my parents for instilling in me the importance of education 

and a love of learning at an early age.  You were my first teachers, and I will be forever grateful 

for all the opportunities, love, and support you have provided me.   



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 5 
 

Last, but certainly not least, I would like to extend my deepest and most sincere gratitude 

to my amazing husband, Spencer, and our wonderful son, Atticus Jack.  Spencer, I never would 

have begun this journey if not for your unwavering support and belief in me.  At times, you 

believed in me more than I believed in myself, and your encouragement and guidance helped me 

persevere.  I appreciate all the time you devoted to reading and editing my work, even when I did 

not want to hear your feedback.  The sacrifices you made to support me and our family that 

allowed me time to study and write were truly selfless, and this accomplishment absolutely 

would not have been possible without you.  Thank you for being my partner, my best friend, and 

my biggest fan.  Atticus, you also sacrificed time away from me to allow me to pursue my 

dreams.  Although you are too young to understand right now, I hope someday you will realize I 

did this for you, too.  I aspire to be someone you can be proud to call your mom.  I love you 

more than you will ever know, and I thank you for making me a better person.  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 6 
 

TABLE OF CONTENTS 

Abstract…………………………………………………………………………………………..13 

CHAPTER 1: INTRODUCTION…………………………………………………………..........14 

 Background………………………………………………………………………………14 

 Statement of the Problem………………………………………………………………... 17 

 Purpose of the Study…………………………………………………………………….. 17 

 Significance of the Study……………………………………………………………….. 18 

 Research Questions……………………………………………………………………... 18 

 Definition of Terms………………………………………………………………………19 

 Assumptions, Limitations, and Delimitations…………………………………………… 22 

  Assumptions…………………………………………………………………….. 22 

  Limitations………………………………………………………………………. 23 

  Delimitations…………………………………………………………………….. 24 

 Summary………………………………………………………………………………… 24 

CHAPTER 2: REVIEW OF RELATED LITERATURE………………………………………. 25 

 Social Cognitive Theory………………………………………………………………… 26 

 Self-Efficacy……………………………………………………………………………...27 

  Self-Efficacy Sources……………………………………………………………. 27 

 Teacher Self-Efficacy…………………………………………………………………… 28 

 Teacher Self-Efficacy and Climate……………………………………………………… 29 

 Teacher Self-Efficacy and Student Impact………………………………………………30 

 Teacher Collective Efficacy and Collaboration…………………………………………. 32 

 Adult Learning Theory………………………………………………………………….. 34 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 7 
 

  Six Key Assumptions……………………………………………………………. 34 

   Need to Know Reasons for Learning…………………………………… 34 

   Self-Concept…………………………………………………………….. 35 

   Prior Experiences………………………………………………………... 35 

   Readiness to Learn………………………………………………………. 36  

   Orientation………………………………………………………………. 36 

   Motivation………………………………………………………………. 36 

 Professional Development………………………………………………………………. 37 

 Professional Learning Communities…………………………………………………….. 39 

  The Role of the Principal as Facilitator of Professional Learning  

  Communities…………………………………………………………………….. 41 

   Time and Infrastructure…………………………………………………. 41 

  Establish Shared Vision and Connect Learning to School Improvement  

  Initiatives…………………………………………………………………42 

  Provide Relevant, Applicable, Inquiry-Based Learning Opportunities…. 43 

Summary………………………………………………………………………………… 44 

CHAPTER 3: METHODOLOGY………………………………………………………………. 45 

 Research Design………………………………………………………………………… 45 

 Participants and Sample…………………………………………………………………. 45 

 Setting ……………………………………………………………………………………46 

 Data Collection Instruments…………………………………………………………….. 47 

 Demographics ……………………………………………………………………………49 

 Data Collection Procedures………………………………………………………………50 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 8 
 

 Data Analysis Procedures……………………………………………………………….. 51 

 Data Quality Measures…………………………………………………………………... 51 

 Ethical Considerations……………………………………………………………………53 

 Summary………………………………………………………………………………… 55 

CHAPTER 4: REPORT OF THE FINDINGS………………………………………………….. 56 

 Research Questions………………………………………………………………………56 

 Demographic Data of Participants………………………………………………………. 57 

 Findings…………………………………………………………………………………. 60 

  Question 1………………………………………………………………………..60 

  Question 2………………………………………………………………………..61 

  Question 3……………………………………………………………………….. 63 

  Question 4………………………………………………………………………..69 

 Summary…………………………………………………………………………………71 

CHAPTER 5: DISCUSSION AND SUMMARY………………………………………………. 72 

 Purpose of the Study……………………………………………………………………..72 

 Discussion of the Findings……………………………………………………………….72 

Question 1………………………………………………………………………..72 

Question 2………………………………………………………………………..77 

Question 3………………………………………………………………………..80 

Question 4………………………………………………………………………..82 

 Implications/Recommendations for Education………………………………………….. 84 

  Implications for Teacher Supervision and Growth………………………………84 

  Implications for Principal Supervision and Growth…………………………….. 85 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 9 
 

 Limitations and Delimitations……………………………………………………………86 

  Limitations………………………………………………………………………. 86 

  Delimitations……………………………………………………………………. 86 

 Future Research…………………………………………………………………………. 86 

 Summary………………………………………………………………………………… 88  

References………………………………………………………………………………………..89  

 

  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 10 
 

LIST OF APPENDICES 

Appendix A: Change of Protocol Request Form………………………………………………... 96 

Appendix B: Teacher Sense of Efficacy Scale, Long Form…………………………………...... 97 

Appendix C:  Permission to Use Teacher Sense of Efficacy Scale……………………………... 98 

Appendix D:  Professional Learning Community Assessment Questionnaire – Revised………. 99 

Appendix E:  Permission to Use Professional Learning Community Assessment  

 Questionnaire……………………………………………………………………..102 

Appendix F: Demographic Information………………………………………………………... 104 

Appendix G:  Request for Institution Permission………………………………………………105 

Appendix H:  Request for Principal Permission……………………………………………….. 106 

Appendix I:  Participant Online Informed Consent……………………………………………. 107 

Appendix J: The Rights of Research Participants………………………………………………109 

Appendix K: Institutional Review Board Approval…………………………………………… 110 

  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 11 
 

LIST OF TABLES 

Table 1: Demographic Characteristics of Teachers……………………………………………...59 

Table 2: Descriptive Statistics of TSES…………………………………………………………. 61 

Table 3: Descriptive Statistics of PLCA-R……………………………………………………… 63 

Table 4: Relationship Between Overall TSES and Overall Perceptions of Principal as  

 Instructional Leader……………………………………………………………………..64 

Table 5: Relationship Between Overall Perceptions of Principal as Instructional Leader and  

 Teacher Efficacy in Student Engagement……………………………………………...67 

Table 6: Relationship Between Overall Perceptions of Teacher Sense of Efficacy and Beliefs 

 that Supportive Structures Exist………………………………………………………. 67 

Table 7: Relationship Between Overall Perceptions of TSES and Domains of PLCA-R 

 and Overall PLCA-R and TSES Domains…………………………………………….. 68 

Table 8: Mean Scores of TSES and PCLA-R by School………………………………………... 70 

Table 9: Relationship Between Mean TSES and Mean PLCA-R by School…………………… 71 

Table 10: Comparison of Mean Scores on TSES from Current Study and Previous Study……. 73 

 

  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 12 
 

LIST OF FIGURES 

Figure 1: Funneling from Theories to Concepts………………………………………………… 25 

Figure 2: The Team Learning Wheel……………………………………………………………. 40 

Figure 3: Overview of Data Collection Instruments…………………………………………….. 49 

Figure 4: Overview of Data Quality Measures…………………………………………………...53 

Figure 5: Overview of Pearson Correlation Coefficient Tests Conducted for Professional 

 Learning Communities Assessment – Revised………………………………………... 65 

Figure 6: Overview of Pearson Correlation Coefficient Tests Conducted for Teacher Sense 

 of Efficacy Scale………………………………………………………………………. 66 

  



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 13 
 

Abstract 

This quantitative correlation survey study investigated the relationship between teachers’ 

perceptions of the effectiveness of school principals as instructional leaders in professional 

learning communities (PLCs) and self-efficacy beliefs of teachers.  Social Cognitive Theory, 

self-efficacy concept, and Adult Learning Theory were at the core of this research study design.  

Data was collected from 52 elementary classroom teachers from seven schools in an urban 

school district in Iowa.  Two data collection tools were utilized to examine the research 

questions.  The first tool was the Teacher Sense of Efficacy Scale created by Tschannen-Moran 

and Woolfolk Hoy (2001), and the second data collection tool was the Professional Learning 

Community Assessment – Revised developed by Olivier, Hipp, and Huffman (2010).  Data was 

collected on teachers’ perceptions of their own efficacy and their beliefs about their principals’ 

effectiveness as instructional leaders in PLCs.  Data analysis consisted of descriptive statistics 

and a series of Pearson correlation coefficients to analyze results of the survey and questionnaire.  

Results of the study indicate teachers who believe their principals are effective in facilitating 

PLCs have a higher sense of self-efficacy in the domain of Student Engagement.  Also, teachers 

who reported a high sense of overall self-efficacy also believed in their principals’ abilities to 

effectively create supportive conditions and structures for PLCs.  Although a statistically 

significant relationship between collective efficacy beliefs and perceptions of principals’ 

effectiveness as instructional leaders in PLCs did not exist, a strong and positive relationship was 

evident. 
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CHAPTER 1: INTRODUCTION 

Background 

Individuals learn behavior through cognitive processes via environment and observation, 

which is called Social Cognitive Theory (Bandura, 1977a).  At the center of Social Cognitive 

Theory is the theory of self-efficacy, which is an individual’s belief that a given behavior will 

lead to a certain desired outcome (Bandura, 1977a).  Individuals’ self-efficacy, or perceived 

belief in ability, impacts the amount of effort they will exert (Bandura, 1977a) and situations in 

which they will become involved (Pas, Bradshaw, & Hershfeldt, 2012).  These theories are 

especially important to educators because self-efficacy can impact the amount of effort 

produced, goals that are set, and levels of motivation in teachers and instructional leaders. 

 The theory of teacher self-efficacy emerged shortly after Bandura’s self-efficacy theory 

and is specifically the extent to which teachers expect their personal efforts to impact student 

outcomes (Fuller, Wood, Rapoport, & Dornbusch, 1982; Tschannen-Moran & Woolfolk Hoy, 

2001).  Individual teacher’s sense of self-efficacy can greatly contribute to or severely impede 

organizational change within a school (Fuller et al., 1982).  When teachers believe in their 

abilities to improve student achievement, they seek the means necessary to increase student 

outcomes because they are motivated by their belief in their own ability to produce desired 

results.  Relationships between school climate and teacher self-efficacy have been identified.  A 

school environment where teachers feel supported by administrators and parents has been shown 

to positively correlate with teacher self-efficacy (Hoover-Dempsey, Bassler, & Brissie, 1992; 

Stipek, 2012).  When teaching efforts were supported by principals and teachers believed their 

administrators involved them in decision-making, encouraged team members, and recognized 

teachers for positive contributions, they reported higher levels of teacher self-efficacy (Lee, 
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Dedrick, & Smith, 1991; Stipek, 2012).  The aforementioned findings suggest the importance of 

the school principal in shaping the climate of the school and impacting teacher self-efficacy.  

In addition to school climate, students are also greatly impacted by teachers’ levels of 

perceived self-efficacy.  Teachers with high levels of self-efficacy yielded better student 

achievement results (Bandura & Locke, 2003), had more positive attitudes toward the teaching 

profession (Cayci, 2011), and were more satisfied with their jobs and less likely to be stressed 

(Klassen & Chiu, 2010).  More positive classroom environments and higher levels of 

instructional quality were also present when teachers had a higher sense of self-efficacy (Guo, 

Connor, Yang, Roehrig, & Morrison, 2012; Holzberger, Philipp, & Kunter, 2013).  Based on this 

evidence, it is imperative for principals to establish a supportive school climate in order to 

positively impact teacher self-efficacy, which in turn positively influences students in a myriad 

of ways. 

Collective efficacy, a group’s shared beliefs in their ability to successfully produce 

outcomes after planning and implementing a set of actions (Bandura, 1997), is closely related to 

an individual’s sense of self-efficacy (Calik, Sezgin, Kavgaci, & Kilinc, 2012; Chong, Klassen, 

Huan, Wong, & Kates, 2010).  Through purposeful collaboration, both individual teacher self-

efficacy and collective efficacy could be positively impacted within a school organization.  

Bandura and Locke (2003) reported collaboration in schools played an important role in 

increasing teacher self-efficacy.  Increased collaboration and opportunities for shared decision-

making also led to higher levels of student achievement (Bandura & Locke, 2003). 

Adult learning can have a significant impact on teacher self-efficacy.  Knowles (1988) 

sought to examine how adults learn differently than children, so he presented a new theory called 

andragogy, the art and science of teaching adults.  Andragogy takes into account assumptions of 
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adult learners that differ from children, such as previous and varying experiences, self-

directedness, applicability of learning experiences, and extrinsic motivation (Knowles, 1988).  It 

is important to understand how adults learn when creating a professional development model.  

Professional development should address teachers’ specific needs, allowing them to apply what 

has been learned within their classrooms (Jones, West, & Stevens, 2006; Kent, 2004).  Teachers 

perceived opportunities for modeling, practice, and feedback as effective strategies for 

professional development (Quick, Holtzman, & Chaney, 2009). These findings supported 

Bandura’s (1977b) theory, which suggested the cognitive nature of learning through modeling 

and observation, and could lead to teachers feeling more efficacious in their ability to achieve 

desirable student outcomes through the use of the methods modeled.   

Within the context of professional development, the more specific setting of Professional 

Learning Communities, or PLCs, was examined.  PLCs are a specific type of professional 

development that include a group of people who have a shared vision and collaborate with a 

focus on improved student learning (DuFour, 2004; Stoll, Bolam, McMahon, Wallace, & 

Thomas, 2006).  Teachers should be provided the opportunity to collaborate with peers in PLCs 

in order to publicly reflect on their viewpoints, develop shared meaning of a selected topic, 

jointly plan action steps, and coordinate action to carry out the plan (Senge, Kleiner, Roberts, 

Ross, & Smith, 1994).  In order to accomplish effective PLCs, teachers need guidance from their 

principals as facilitators.  Principals need to provide job-embedded time for teachers to 

collaborate with members of their PLCs within a structure that is focused on improved student 

learning (Choi Fung Tam, 2015; Wood, 2007).  As instructional leaders, principals are also 

charged with establishing a shared vision within the school community and connecting 

professional development practices, including PLCs, to the shared vision and larger school 
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improvement initiatives (Dougherty Stahl, 2015; Graczewski, Knudson, & Holtzman, 2009; 

Hallinger, 2005).  Finally, principals are responsible for providing teachers with inquiry-based 

learning opportunities that will be applicable to classroom practices within the PLCs (Attard, 

2012; Battersby & Verdi, 2015; Choi Fung Tam, 2015; Linder, Post, & Calabrese, 2012; Owen, 

2015).  The highly involved nature of facilitating PLCs outlined above is indicative of the 

importance of a school principal as an instructional leader. 

Statement of the Problem 

While much research has been conducted demonstrating a positive relationship between 

teacher self-efficacy and student achievement (Bandura & Locke, 2003; Guo et al., 2012; 

Kennedy & Smith, 2013; Pas et al., 2012), factors which contribute to a higher sense of teacher 

self-efficacy have not been as widely studied.  The problem seemed to be limited research 

existed in the area of the relationship between the school principal as an instructional leader in 

PLCs and a teacher’s sense of self-efficacy.  The specific focus on the principal’s effectiveness 

as an instructional leader in the context of PLCs distinguishes this study from others previously 

conducted on the topic of self-efficacy.  

Purpose of the Study 

The purpose of this quantitative correlation survey study was to investigate the 

effectiveness of school principals as instructional leaders in PLCs and the relationship to self-

efficacy beliefs of teachers.  The study specifically focused on elementary teachers’ perceptions 

of their own sense of self-efficacy and their perceptions of their principal’s leadership abilities 

within PLCs.  Finally, the relationship between these perceptions was examined. 

 

 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 18 
 

Significance of the Study 

 Although correlation studies do not determine cause and effect relationships, where 

significant relationships were identified between teacher self-efficacy and principals’ 

effectiveness as instructional leaders in facilitating PLCs, future studies with experimental 

designs could be conducted with controlled variables to determine causation (Creswell, 2014).  

In the areas where significant positive relationships existed between teacher self-efficacy and 

principals’ effectiveness as instructional leaders in facilitating PLCs, school administrators could 

potentially change the infrastructure of their schools in an attempt to increase teacher self-

efficacy, which in turn, could increase quality of instruction.  Again, because correlation studies 

do not determine causation, further studies would be needed to ensure the correlation was not the 

result of an unknown variable. 

 The results of this study provide educators and administrators with information that could 

lead to potential shifts in professional development and leadership that are correlated with 

teacher self-efficacy.  The study illustrates teachers’ current beliefs about their abilities to impact 

students in a variety of specific scenarios as outlined in the Teacher Sense of Efficacy Scale 

(Tschannen-Moran & Woolfolk Hoy, 2001).  Raising teachers’ awareness about their own 

attitudes and perceptions could potentially influence their beliefs. 

Research Questions 

The aim of this study was to explore relationships between teachers’ perceived sense of 

self-efficacy and teachers’ perceptions of their principals as effective instructional leaders in 

their facilitation of PLCs.  The central question was consistent with Creswell’s (2014) 

description of quantitative research questions being an inquiry of relationships.  The following 

questions were examined: 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 19 
 

(1) What are urban Iowan elementary teachers’ perceptions of their sense of self-efficacy in 

one school district as measured on the Teacher Sense of Efficacy Scale (Tschannen-

Moran & Woolfolk Hoy, 2001)? 

(2) What are urban Iowan elementary teachers’ perceptions of their principal as an 

instructional leader in facilitating PLCs in one school district as measured by the 

Professional Learning Community Assessment – Revised (Olivier, Hipp, & Huffman, 

2010)? 

(3) What is the relationship between elementary teachers’ perceptions of principals’ 

effectiveness as instructional leaders in PLCs and self-efficacy beliefs of elementary 

teachers in an urban Iowa school district? 

(4) What is the relationship between elementary teachers’ perceptions of principals’ 

effectiveness as instructional leaders in PLCs and the collective self-efficacy beliefs of 

elementary teachers in an urban Iowa school district? 

Definition of Terms 

The following section contains a list of terms used throughout the study, accompanied by 

definitions to provide consistency and clarity of understanding.  Definitions without citations 

were developed by the researcher. 

Adult.  Adults in this study were college graduates who were licensed teaching 

professionals and at least 21 years of age. 

Andragogy. Andragogy is the art and science of teaching adults, which relies on 

assumptions that adults learn differently than children in some ways (Knowles, 1988). 
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Collaboration.  Collaboration is what occurs when members of a group share and create 

knowledge, producing work in conjunction with one another that they would not be able to 

produce independently (Brufee, 1999). 

Collective efficacy.  Collective efficacy is a group’s shared beliefs in their ability to 

successfully produce outcomes after planning and implementing a set of actions (Bandura, 

1997).   

Coordinated action. Each member of the team carries out the plan of action established 

in joint planning (DuFour, DuFour, Eaker, & Many, 2010). 

Elementary classroom teacher. A classroom teacher is a licensed educator serving in the 

capacity of delivering instruction to students.  For this study, an elementary classroom teacher 

was a full-time teacher who met the Iowa licensure requirements to teach kindergarten through 

fifth grade. 

Instructional leadership. Instructional leadership is the role a principal possesses in 

defining the school’s mission, managing the instructional elements within a school, and 

providing a positive learning environment (Hallinger, 2005) as measured by the Professional 

Learning Community Assessment – Revised (Olivier et al., 2010). 

Joint planning. Joint planning is when a team creates action steps together in order to 

test their shared meaning of a topic of inquiry (DuFour et al., 2010).  

Licensed educators: For the purposes of this study, licensed educators in the state of 

Iowa are those who met the following criteria:  Graduates from Iowa institutions must have a 

baccalaureate degree from a regionally-accredited institution; completed a state-approved teacher 

preparation program in Iowa, including required assessments; and recommendation for licensure 

from the designated recommending official where the program was completed.  Graduates from 
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non-Iowa institutions must meet these same requirements and also have a valid or expired license 

from another state and completed the required Iowa assessments if the applicant has fewer than 

three years of teaching experience on a valid license in another state (Iowa Board of Educational 

Examiners, 2017). 

Principal. A principal is the leader of the school who is responsible for performing duties 

related to political, organizational, managerial, and instructional leadership (Hallinger, 2005).  

For this study, a principal was an individual who held an Iowa administrator license and met the 

following requirements: held or was eligible for an Iowa teaching license; completed three years 

of verified teaching experience; completed the requirements for an administrative endorsement; 

and completed a Master’s degree (Iowa Board of Educational Examiners, 2017).  

Professional development. Professional development is a group of colleagues learning 

together and working to achieve the same learning goals through a sustained process directly 

related to everyday teaching (Kent, 2004; Saylor & Johnson, 2014).   

Professional learning community (PLC). A professional learning community is a group 

of people who have a shared vision and collaborate with a focus on improved student learning 

(DuFour, 2004; Stoll et al., 2006). 

Public reflection. Public reflection is part of the learning team process when team 

members discuss their assumptions and beliefs about a topic of inquiry (DuFour et al., 2010).  

Reciprocal determinism. A person’s cognition, environment, and behavior mutually 

influence one another (Bandura, 1977b).  

Self-efficacy. Self-efficacy is an individual’s belief in his or her ability to produce 

desirable outcomes as a direct result of his or her actions (Bandura, 1997).  
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Shared meaning.  Shared meaning is when team members share insights and develop 

common understanding of a topic of inquiry (DuFour et al., 2010). 

Teacher self-efficacy.  Teacher self-efficacy is the extent to which a teacher expects his 

or her personal effort to impact student outcomes, regardless of factors beyond his or her control 

(Fuller et al., 1982; Tschannen-Moran & Woolfolk Hoy, 2001), as measured by the Teacher 

Sense of Efficacy Scale (Tschannen-Moran & Woolfolk Hoy, 2001). 

Team Learning Wheel. The Team Learning Wheel describes a cyclical process through 

which effective teams engage that includes public reflection, shared meaning, joint planning, and 

coordinated action (Senge et al., 1994).  

Urban school district. For this study, an urban school district is one that serves 4,000 or 

more students, or serves 3,000 students with 40% or more of the student population identified as 

eligible for free or reduced-price lunch (Urban Education Network of Iowa, 2006). 

Vicarious reinforcement. Vicarious reinforcement is the result of observing a 

consequence of a behavior and using that information to determine whether or not to replicate 

the behavior based on the observed consequence (Bandura, 1977b). 

Assumptions, Limitations, and Delimitations 

Assumptions.  Although PLCs have been a trending topic in education for over a decade 

(DuFour, 2004), it is possible not all teachers have participated in these focused, collaborative 

groups.  One major assumption of this study was teachers were engaged in professional learning 

with their peers, focusing on improved student learning.  In order to address this assumption, a 

definition of PLCs was provided at the beginning of the survey, and participants were asked 

about their involvement in PLCs prior to completing the Teacher Sense of Efficacy Scale and the 
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Professional Learning Community Assessment - Revised.  Had participants indicated no 

involvement in PLCs, they would have been excluded from the study.  

Another assumption of the study was all principals facilitated PLCs within their schools 

to some degree.  Given the shift of the role of the principal from manager to instructional leader 

(Andrews, Basom, & Basom, 1991), it was plausible to assume principals coordinated PLC 

efforts.  Some principals may have chosen to share leadership with their teachers, but the 

assumption of this study was PLCs were not operating without some form of guidance from the 

principal.  Had participants indicated their principals were not involved in PLCs, they would 

have been excluded from the study. 

Limitations.  Because this study focused on a specific sample of the population, an urban 

district in Iowa, a limitation was that generalizations could not be made to the larger population.  

If a similar study were conducted in rural areas or larger urban areas outside the state of Iowa, 

results could drastically change.  Also, despite using proportional sampling, participants were 

chosen on a voluntary basis, and not truly at random.  This could have skewed the results 

because a group of people with similar characteristics may be more inclined to participate in a 

voluntary study.  Finally, correlations can provide valuable information, but they do not suggest 

causation, so further research would be necessary to determine potential causes of increased 

teacher self-efficacy. 

Delimitations.  Teachers from rural districts were intentionally excluded from this study 

in an effort to generalize data to urban Iowa school districts.  This population was of particular 

interest to the researcher as those were the conditions in which the researcher worked at the time 

of the study. Qualitative research methods, such as observations and interviews, were not used in 

this study.  Quantifiable data provided a more concrete measure for determining relationships 
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among variables, which was the purpose of this study. Although additional information could be 

gleaned from conducting interviews and themes could be identified, that was not the aim of this 

research. 

Summary 

Chapter one provided background information about the problem, as well as the problem 

itself, and the purpose and nature of the study.  Additionally, the research questions were 

outlined, the theoretical framework was provided, and terms were defined.  Assumptions, 

limitations, and delimitations were also addressed in chapter one.  The purpose of this study was 

to examine relationships between teacher self-efficacy and teachers’ perceptions of principals’ 

effectiveness as facilitators of PLCs.  This information is significant because the results of this 

study have provided urban Iowa educators and administrators with information that could lead to 

potential shifts in professional development and leadership when relationships between the 

variables were present.   
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 CHAPTER 2: REVIEW OF RELATED LITERATURE  

 This chapter presents a theoretical overview of Social Cognitive Theory, self-efficacy, 

and Adult Learning Theory, as well as a review of literature related to self-efficacy beliefs of 

teachers, including relationships between teacher self-efficacy and other variables.  Adult 

learning and the role of the principal as a facilitator of Professional Learning Communities were 

also examined, as they were directly related to the study’s research questions.  A gap in literature 

regarding the relationship between the principal’s effectiveness in facilitating PLCs and teacher 

self-efficacy is highlighted in chapter two. 

 

Figure 1: Funneling from Theories to Concepts 

 

 
 

 
 
 
 
 
 
 
 

 
 

 
 
 
 
 
Figure 1: This figure, created by the researcher, shows how the review of literature narrows from 
the originating theories to the more focused concepts.  The interest in learning more about the 
relationship between the two concepts is also represented.  
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Social Cognitive Theory 

 Studying behaviors and how behaviors are processed, learned, and reinforced is not a 

new concept in the field of education.  With a continued focus on school improvement, it has 

become increasingly important to understand how behaviors of teachers can be influenced in an 

effort to impact student achievement.  Bandura (1977a) developed a theory of social learning 

based on the cognitive processes of individuals that emphasized learned behavior through 

environment and observation, rather than strictly through direct reinforcement.  Due to the 

prominence of the role of cognition in learning, this theory was later renamed the Social 

Cognitive Theory (Bandura, 1986).  Social Cognitive Theory highlights the role of social context 

as a setting for learning, where one learns through observation of a behavior and also through 

observing consequences of a behavior, otherwise known as vicarious reinforcement (Bandura, 

1977b).  The modeling of the desired behavior can occur through a live model, such as a family 

member or teacher; through verbal instruction, where the desired behavior is explained in detail 

and then taught; or through symbolic modeling, such as one might observe on television, movies, 

or other forms of media (Bandura, 1977b).  It is important to consider the context in which 

learning occurs for adults in schools, as well as opportunities to learn from modeling. 

Another important principle of Social Cognitive Theory is the idea of reciprocal 

determinism, which is the belief that one’s behavior, environment, and cognition are mutually 

influenced by one another (Bandura, 1986).  In an educational setting, it is important to 

understand environment can influence teachers and instructional leaders, but teachers and 

instructional leaders can also influence the environment.  For the purposes of this study, it was 

important to consider this concept in the context of Professional Learning Communities and the 

effectiveness of the instructional leader in shaping the environment. 
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Self-Efficacy 

At the center of Social Cognitive Theory is the concept of self-efficacy.  Self-efficacy is 

an individual’s beliefs about his or her abilities to produce desired outcomes (Bandura, 1977a).  

This is different from outcome expectancy, which is an individual’s belief that a given behavior 

will lead to a certain outcome; the main difference between the two is the perception of ability 

(Bandura, 1977a).  Self-efficacy is more closely related to self-concept, which is the positive or 

negative perceptions one has about his or her abilities (Cayci, 2011).  More specifically, self-

efficacy is the extent to which one believes he or she can control outcomes and events in his or 

her life (Cayci, 2011).  Self-efficacy can impact individuals’ choices in activities and settings 

because they are less likely to become involved in situations where they fear they cannot produce 

desirable outcomes (Cayci, 2011).  Perceived ability also impacts the amount of effort 

individuals will exert because “the stronger the perceived efficacy, the more active the efforts” 

(Bandura, 1977a, p. 194).  Individuals are more likely to engage in situations when they feel 

well-prepared, competent, and confident in their abilities (Pas et al., 2012).  Individuals’ 

perceived ability to produce outcomes is essential to their efforts and level of involvement in 

various situations.  Social Cognitive Theory and self-efficacy are especially important in the 

educational field because self-efficacy can impact the amount of effort produced, goals that are 

set, and levels of motivation in teachers and instructional leaders. 

Self-efficacy sources.  Creating an environment and purposefully selecting activities 

where teachers feel empowered to produce desirable student achievement outcomes is an 

important charge of instructional leaders.  Bandura (1977a) suggests there are four main sources 

of efficacy expectations.  The first source is through personal accomplishments, where previous 

success raises efficacy and failure lowers it (Bandura, 1977a).  In other words, if one was able to 
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produce desirable results in the past, he or she is more apt to believe in his or her ability to 

replicate those successes.  Another source of efficacy expectations is through vicarious 

experiences, where an individual sees others perform activities successfully, which can create a 

sense of efficacy in one’s own ability to succeed at a similar task (Bandura, 1977a).  This notion 

supports educational models where teachers learn by observing one another in identified areas of 

strength.  A third source of efficacy expectations is verbal persuasion, where one individual 

convinces another of his or her ability (Bandura, 1977a).  Verbal persuasion is less effective than 

performance accomplishment and can be easily negated if the individual being persuaded is 

ultimately unsuccessful in his or her endeavors (Bandura, 1977a).  Finally, emotional arousal can 

impact one’s self-efficacy expectations in that elevated levels of anxiety can decrease an 

individual’s sense of self-efficacy (Bandura, 1977a; Bandura & Adams, 1977).  These elevated 

levels of fear can contribute to individuals’ lack of effort or willingness to attempt activities 

because it reduces their sense of perceived ability to succeed.   

Teacher Self-Efficacy 

 A few years after the theory of self-efficacy emerged, the premise was applied to 

teachers.  Teacher self-efficacy, similar to self-efficacy, is specifically the extent to which 

teachers expect their personal efforts to impact student outcomes (Fuller et al., 1982; Tschannen-

Moran & Woolfolk Hoy, 2001).  A high sense of teacher self-efficacy is essential to school 

improvement initiatives because an individual teacher’s sense of self-efficacy can greatly 

contribute to or severely impede organizational change (Fuller et al., 1982). Bandura and Locke 

(2003) argued the belief in ability to achieve outcomes through personal effort was more 

important than actually possessing the skills necessary to produce the results.  Bandura and 

Locke (2003) found that higher self-efficacy increased motivation and focused individuals on 
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setting and achieving goals, which compensated for initial deficiency in skills.  In other words, if 

teachers believe they can raise student achievement, they seek the means necessary to increase 

student outcomes because they are motivated by their belief in their own ability to produce 

desired results. 

Teacher Self-Efficacy and Climate   

An important relationship to understand is that between teacher self-efficacy and climate.  

Referring back to Bandura’s (1986) principle of reciprocal determinism, it is essential to examine 

how teacher self-efficacy can impact school climate, and also how the school climate can impact 

teacher self-efficacy.  A school environment where teachers felt supported by administrators and 

parents was shown to positively correlate with teacher self-efficacy (Hoover-Dempsey et al., 

1992; Stipek, 2012).  When teachers perceived high levels of parental support and involvement 

in their children’s education, the teachers also reported a higher sense of self-efficacy (Hoover-

Dempsey et al., 1992).  These supports included time parents spent with their children on 

homework, volunteering in the classroom, participating in educational activities with their 

children outside of school, and participating in conferences with the teachers.  Stipek (2012) also 

noted teachers had a higher sense of self-efficacy when parents felt confident in their abilities to 

help children at home and were involved in their children’s learning.  When teachers viewed 

their own values regarding the education of their students as different from the parents’ values, 

teachers had lower expectations for students’ academic performance (Hauser-Cram, Sirin, & 

Stipek, 2003).  This information indicated teachers believed their abilities to produce desirable 

outcomes with these children were lower due to external barriers perceived to be created by 

parents’ values. 
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 A school climate where teachers felt supported by administrators was also found to 

positively correlate with teacher self-efficacy (Brissie, Hoover-Dempsey, & Bassler, 1988; Lee 

et al., 1991; Stipek, 2012).  Lee et al. (1991) proposed teachers who felt administrators supported 

their teaching efforts by providing necessary resources and handling outside distractions had a 

higher sense of self-efficacy than those who did not feel such supports were made available by 

their principals.  Similarly, over two decades later, Stipek (2012) found higher perceived efficacy 

in teachers when they believed their administrators provided them opportunities to be involved in 

decision-making for the school, encouraged staff members, and recognized teachers for positive 

contributions.  Consistent with Stipek’s (2012) findings, teachers who viewed their principals as 

responsive to their needs and willing to collaborate in order to improve performance also had a 

higher sense of self-efficacy and were less likely to experience teacher burnout (Brissie et al., 

1988).  A supportive school environment is an important factor when considering teacher self-

efficacy beliefs.  

Teacher Self-Efficacy and Student Impact 

In addition to school climate, students are also greatly impacted by their teachers’ levels 

of self-efficacy.  Numerous researchers have reported a positive and significant correlation 

between teacher self-efficacy and student achievement (Bandura & Locke, 2003; Guo et al., 

2012; Kennedy & Smith, 2013; Pas et al., 2012), yet students benefitted from teachers with a 

higher sense of self-efficacy in other respects, too (Cayci, 2011; Guo et al., 2013; Holzberger et 

al., 2013; Klassen & Chiu, 2010).  In a study of teacher candidates that examined their perceived 

senses of self-efficacy and attitudes toward the teaching profession, participants who reported a 

higher sense of self-efficacy also reported more positive attitudes about the profession (Cayci, 

2011).  In other words, candidates who were seeking to become teachers had a stronger belief in 
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their abilities if they also had a positive attitude about the teaching profession.  These changes in 

individuals’ attitudes can lead to changes in behaviors and beliefs due to the interaction among 

attitudes, behaviors, and beliefs (Bandura, 1986).  With previous research demonstrating a 

positive relationship between teacher self-efficacy and student achievement, it is beneficial to 

study teachers’ attitudes that could impact their behaviors and beliefs.   

 Another study examined the relationships between practicing teachers’ job satisfaction 

and their perceived self-efficacy (Klassen & Chiu, 2010).  Teachers who reported higher self-

efficacy in classroom management and instructional strategies were more satisfied with their jobs 

and less likely to be stressed (Klassen & Chiu, 2010).  This is significant because teachers who 

are satisfied with their jobs are more likely to believe in their abilities to create a classroom 

environment conducive to students’ needs as well as deliver instruction using high-quality 

strategies (Klassen & Chiu, 2010).  A more positive classroom environment was also positively 

correlated with higher sense of self-efficacy in a study of fifth grade teachers (Guo et al., 2012).  

Teachers were more likely to engage in pleasant conversation with their students and create an 

environment of laughter and enthusiasm if they reported a higher sense of self-efficacy (Guo et 

al., 2012).  A positive classroom environment and job satisfaction are two additional important 

reasons to study teacher self-efficacy.   

 Students were also positively impacted in classrooms where teachers had a higher sense 

of self-efficacy because the quality of instruction tended to be higher (Guo et al., 2012; 

Holzberger et al., 2013).  When teachers and students were surveyed, both groups reported 

higher levels of teacher instructional quality when teachers also reported higher levels of self-

efficacy (Holzberger et al., 2013).  According to the students and teachers, teachers were better 

equipped in the areas of classroom management and providing individualized learning support 
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for students when teachers had higher beliefs in their abilities (Holzberger et al., 2013).  

Teachers also demonstrated more supportive characteristics, such as providing high-quality 

feedback to students, when they had a higher sense of self-efficacy (Guo et al, 2012).  These 

various studies demonstrate the significant impact teacher self-efficacy had on students due to 

the relationships between teacher self-efficacy and student outcomes, teacher attitudes, 

classroom environment, and instructional quality.  Based on this evidence, it is imperative for 

principals to establish a supportive school climate in order to positively impact teacher self-

efficacy, which in turn positively influences students in a myriad of ways. 

Teacher Collective Efficacy and Collaboration   

While teacher self-efficacy is specific to an individual teacher’s beliefs in abilities, 

collective efficacy is a group’s shared beliefs in their ability to successfully produce outcomes 

after planning and implementing a set of actions (Bandura, 1997).  As members of a school 

organization, teachers’ shared beliefs are “associated with tasks, level of effort, persistence, 

shared thoughts, stress levels, and achievement of groups” (Goddard, Hoy, & Woolfolk Hoy, 

2000, p. 482), rather than simply individual performance.  Their shared beliefs dictate how they 

would respond to challenging situations and persist when faced with difficulties or the potential 

for failure (Bandura, 1997).  Teachers maintain perceptions about the degree to which colleagues 

in their school organization collectively are capable of producing desirable student outcomes, 

which can have a great impact on the organization as a whole (Goddard et al., 2000).  The 

benefits of high collective efficacy in schools warrant further examination of the topic. 

Teachers with a higher sense of self-efficacy also have a higher sense of collective 

efficacy (Calik et al., 2012; Chong et al., 2010).  This would indicate that increasing individual 

teachers’ sense of self-efficacy could positively impact the collective efficacy of the school as an 
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organization.  Goddard et al., (2000) found collective teacher efficacy was a significant predictor 

of student achievement in both mathematics and reading.  When teachers believed in their 

group’s collective ability to produce student outcomes in the areas of mathematics and reading, 

students were more likely to produce positive results.  Also, when teachers felt they were being 

supported and developed by their principals as instructional leaders, they also reported a higher 

sense of collective efficacy (Calik et al., 2012).  The impacts on self-efficacy and collective 

efficacy related to perceptions teachers maintain regarding their colleagues’ abilities to produce 

desirable student outcomes indicated a need to foster collaboration within schools. 

The opportunity to collaborate with peers has also been studied in relation to teacher self-

efficacy and can contribute to the overall efficacy within a school organization (Bandura & 

Locke, 2003; Chong & Kong, 2012).  When groups of teachers were provided the opportunity to 

collaborate in a lesson study, not only did they report improved content knowledge and 

application of new pedagogy and innovative instructional materials, they also demonstrated 

efficacy traits of persistence and encouragement (Chong & Kong, 2012).  The teachers reported 

more logistical support and increased time for collaboration would have been beneficial (Chong 

& Kong, 2012), which indicated a need for an infrastructure within the school organization that 

fostered cooperation and teamwork.  Bandura and Locke (2003) supported this notion by 

reporting collaboration in schools played an important role in increasing teacher self-efficacy.  

Increased collaboration and opportunities for shared decision-making also led to higher levels of 

student achievement (Bandura & Locke, 2003).  Through purposeful collaboration, both 

individual teacher self-efficacy and collective efficacy could be positively impacted within a 

school organization. 
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With previous research highlighting the positive relationships between teacher self-

efficacy and climate, teacher self-efficacy and students, and teacher self-efficacy and collective 

efficacy, it was essential to understand variables that could potentially increase teacher self-

efficacy.  When teachers felt more competent and confident, they were more likely to have a 

high sense of self-efficacy.  Examining how adults learn and studying best practices in 

facilitating adult learning has led to suggested leadership practices that could potentially increase 

teachers’ sense of self-efficacy.   

Adult Learning Theory 

 Understanding how adults learn is a complex task that has been given a great deal of 

attention.  Knowles (1988) sought to examine how adults learn differently than children, which is 

important for educators of adults to understand in order to effectively teach adult learners in 

ways that best meet their needs.  Knowles (1984, 1988) presented a new theory called 

andragogy, the art and science of teaching adults, which opposed traditional adult learning 

theories that were based on research related to the art and science of teaching children, or 

pedagogy. 

 Six key assumptions. Six key assumptions of adult learners provided the foundation for 

Knowles’ theory of andragogy (Knowles, Holton, & Swanson, 2005).  These assumptions were 

developed by Knowles based on his own experiences.  The following section provides more 

details about each of the assumptions Knowles makes about adult learners.  

Need to know reasons for learning. The first assumption of andragogy is adults need to 

know why they need to learn something (Knowles et al., 2005).  Unlike children, who generally 

accept what is taught to them as important, adult learners require understanding potential benefits 

of the new learning or possible negative consequences if the new learning is not acquired 
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(Knowles, 1988; Knowles et al., 2005).  For example, when facilitating the learning of teachers 

who are acquiring skills to implement a new instructional model, it may be beneficial to 

demonstrate how the new model will positively impact student achievement outcomes.   

Self-concept. Another key assumption of andragogy is adult learners possess a “self-

concept of being responsible for their own decisions, their own lives” (Knowles et al., 2005, p. 

65).  In pedagogy, it is common practice for teachers to take primary responsibility for the 

learning of children, but in andragogy, teachers facilitate adult learners’ independence and 

autonomy by encouraging self-directedness and decreasing levels of dependence on instructors 

(Knowles, 1988).  If adult educators attempt to impose their will upon adult learners and treat 

them as though they are children, a natural conflict occurs due to the adult learners’ inherent 

need to be self-directed (Knowles, 2005).  It is important to be mindful of this difference 

between adult learners and children, as adult learners do not have the same levels of dependence 

on their instructors as children. 

 Prior experiences. The third assumption is adults have a variety of experiences from their 

lives that impact their learning (Knowles et al., 2005).  Life experiences of adults can positively 

impact their learning because more meaning is attached to new understanding gained through 

experience and adults recognize their experiences as shaping their identities (Knowles, 1988; 

Knowles et al., 2005).  These are reasons adult education should focus on experiential learning 

opportunities, such as group discussions and problem-solving activities (Knowles, 1988; 

Knowles et al., 2005).  Along with the benefits of previous experiences, challenges can also arise 

with a wide range of experiences in any group of adult learners (Knowles et al., 2005).  There is 

a greater need to individualize education for adult learners due to the wide range in quantity and 

quality of experiences within the group (Knowles et al., 2005).   Potential preconceived notions 
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and biases based on adult learners’ previous experiences may also need to be addressed in order 

to “open their minds to new approaches” (Knowles et al, 2005, p. 66).  Effective facilitators of 

adult learners skillfully incorporate prior experiences into the education of adults, building upon 

those experiences to further enhance the learning opportunities.  They also acknowledge and 

address previous experiences that led to erroneous beliefs of adult learners. 

Readiness to learn and orientation. The next two assumptions, readiness to learn and 

orientation to learning, coincide with one another.  Readiness to learn assumes adults become 

ready to learn what is necessary in order to manage real-life situations or problems more suitably 

(Knowles, 1988; Knowles et al., 2005).  Orientation to learning is based on the premise that 

adults value learning experiences that will further their potential in life and be applicable to real-

life situations in the immediate future (Knowles, 1988; Knowles et al, 2005).  It is the educator’s 

responsibility to appropriately time learning opportunities for adults.  This allows learning 

opportunities to be relevant and applicable to adult learners’ lives so they are ready to learn and 

see the value in what is being taught (Knowles, 1988; Knowles et al., 2005).  Based on these 

principles, learning opportunities that can be applied in the classroom will be seen as relevant 

and applicable.  If teachers are given the opportunity to explore real-life problems that need to be 

addressed in the classroom, they are more likely to see the value in their learning. 

Motivation. The final assumption of andragogy concerns the motivation of adult learners 

and was added to Knowles’ adult learning theory in 1984 (Knowles, 1984; Knowles et al., 2005).  

Although adults can still be motivated by external factors, the most effective motivators of adult 

learners are internal (Knowles, 1984; Knowles et al., 2005).  Typical adults are motivated to 

continue learning and growing without external incentives, such as promotions or salary 

increases, but barriers, such as lack of time and resources, can impede their ability to develop 
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(Knowles et al., 2005).  These six assumptions clearly demonstrate how adults learn differently 

than children, thus indicating a need to instruct them in a different manner to appropriately meet 

their needs and advance their development. 

Professional Development 

Understanding the principles of adult learning is necessary when implementing 

professional development models for teachers because professional development requires a 

group of adult learners to work together to achieve the same learning goals through a sustained 

process directly related to everyday teaching (Kent, 2004; Saylor & Johnson, 2014).  According 

to Saylor and Johnson (2014), professional development should be focused on a particular 

content or subject area and how students learn that subject.  Teachers should be actively involved 

in the learning through peer collaboration, discussions, and observations, rather than taking a 

passive role in their development (Saylor & Johnson, 2014).  The learning opportunities 

provided through professional development should be aligned with school improvement plans as 

well as knowledge and beliefs of the teachers (Saylor & Johnson, 2014).  Also, in order for 

teachers to adequately learn and grow, necessary time needs to be provided for successful 

professional development models (Kent, 2004; Saylor & Johnson, 2014).  Finally, professional 

development should involve collective participation of colleagues who are provided new 

learning opportunities based on common goals (Saylor & Johnson, 2014).  Collaborative learning 

opportunities that actively involve teachers and are aligned with school improvement initiatives 

are essential elements of quality professional development models. 

Kent (2004) also suggested specific needs of teachers should be identified and addressed 

through professional development in order to improve teacher quality and lead to an increase in 

student success.  Kent’s (2004) proposition supported Knowles et al.’s (2005) assumptions that 
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adults need to know why they need to learn something, in this case to increase student success, 

and their learning needs to be relevant and applicable to real-life situations.  Teachers also 

desired professional development to be applicable, with opportunities to put the new learning 

into practice (Jones et al., 2006).  More specifically, if teachers were asked to learn about theory 

in professional development, they determined it necessary to directly connect theory and practice 

in order to recognize the professional development as beneficial (Jones et al., 2006).  If the 

learning needs of teachers are first identified, the professional development becomes relevant 

because it is tailored to authentic needs of the adult learners, which they will be able to apply in 

their classrooms.   

In a study that emphasized designing professional development models based on 

teachers’ needs, teachers provided input on what they believed effective professional 

development should entail (Lee, 2005).  Teachers suggested more access to hands-on activities, 

teaching strategies, and research-based best practices would improve their professional 

development experience (Lee, 2005).  Again, this supported Knowles et al.’s (2005) principle of 

relevant and applicable learning opportunities for adult learners.  After implementing the needs-

based professional development model based on teacher suggestions, teachers reported a better 

understanding of the content standards they were expected to teach (Lee, 2005).  The participants 

were also able to demonstrate teaching strategies that actively involved their students in the 

classroom by using hands-on activities modeled for them during professional development and 

learning explicitly about the teaching strategies utilized to implement the activities in the 

classroom (Lee, 2005).  Quick et al. (2009) also uncovered similar findings when examining 

interviews from teachers and leadership members who believed professional development was 

effective when opportunities were provided for modeling, practice, and feedback and the 
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professional development was based on teachers’ needs.  These findings supported Bandura’s 

(1977b) theory, which suggested the cognitive nature of learning through modeling and 

observation, and could lead to teachers feeling more efficacious in their ability to achieve 

desirable student outcomes through the use of the methods modeled.   

Professional Learning Communities  

Professional Learning Communities (PLCs) are a specific type of professional 

development that include a group of people who have a shared vision and collaborate with a 

focus on improved student learning (DuFour, 2004; Stoll et al., 2006).  Schools with effective 

PLCs have created a collaborative culture in which teachers work in teams to engage in deep 

levels of learning that will improve practice in their classrooms (DuFour, 2004).  The process 

causes students to achieve at higher levels (DuFour, 2004).  This results-oriented collaboration 

becomes routine for schools that truly function as professional learning communities who “work 

together to achieve their collective purpose of learning for all” (DuFour, 2004, p. 8).  The key 

component of PLCs is a relentless focus on students, individually and collectively, achieving at 

higher levels as a result of the adult learning that occurred collaboratively. 

Senge et al. (1994) developed a Team Learning Wheel, depicted in Figure 2, which 

highlighted the cyclical nature of the work and learning accomplished in a PLC.  The Team 

Learning Wheel included four stages of learning that occurred continuously in a learning team or 

PLC: public reflection, shared meaning, joint planning, and coordinated action, which then leads 

back to public reflection (Senge et al., 1994).   
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Figure 2: The Team Learning Wheel 

 

 
Figure 2: The Team Learning Wheel, developed by Senge et al., 1994, depicts the cyclical nature 
of the four stages of learning that occur in a PLC. 
 

 

During public reflection, team members openly described their current beliefs and challenged 

one another’s viewpoints in a respectful, yet persistent, manner (Senge et al., 1994).  After all 

participants had an opportunity to reflect, the team strived to develop common understanding, or 

shared meaning, of the topic at hand.  This stage in the cycle was important in assisting teams to 

refocus and refine their shared vision (Senge et al., 1994).  Once shared meaning had been 

established, the team participated in joint planning, which included developing action steps for 

team members to implement either individually or as a group (Senge et al., 1994).  Upon 

completion of joint planning, the action steps were carried out in the coordinated action phase of 

the Team Learning Wheel.  Again, the coordinated action can be completed individually because 

the stages that led to the action caused it to be a collaborative initiative (Senge et al., 1994).  In 
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order for teams to function effectively as PLCs and work through the stages of the Team 

Learning Wheel, other factors came into play that are explored in the remainder of this section. 

 The role of the principal as facilitator of professional learning communities. A 

principal is the leader of the school who is responsible for performing duties related to political, 

organizational, managerial, and instructional leadership (Hallinger, 2005).  Principals as 

supervisors of teachers were traditionally viewed as managerial leaders, however, over the past 

25 years, attention has shifted to focus on the instructional leadership role of principals to 

support and develop teachers (Andrews et al., 1991; Hallinger, 2005).  Sahin (2011) found 

teachers who had positive perceptions of their principals’ instructional leadership styles also had 

positive beliefs about the culture of the school.  Because school culture has been positively 

associated with teacher self-efficacy (Hoover-Dempsey et al., 1992; Stipek, 2012), it is essential 

for principals to establish supportive instructional leadership styles within the context of PLCs.   

 Time and infrastructure.  One responsibility of principals as facilitators of PLCs is 

providing time and an infrastructure within the school day for focused adult learning to occur 

(Choi Fung Tam, 2015; Wood, 2007).  The organizational structure of PLCs allows teachers time 

to interact with colleagues meaningfully and supports professional growth (Choi Fung Tam, 

2015).  Providing teachers time to meet with PLCs as part of their everyday professional work 

communicates a message that collaboration and sharing expertise are valued as part of the school 

culture (Wood, 2007).  When teachers were given job-embedded time to collaborate within a 

PLC, they felt empowered to increase capacity and make improvements to instructional quality 

and student outcomes (Choi Fung Tam, 2015).  Teachers especially appreciated the time to plan 

together and share their views, as well as learn from one another and solve problems they 

encountered in their classrooms (Choi Fung Tam, 2015).  The principal could increase structural 
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support by leading teachers through the Team Learning Wheel, ensuring a more systematic 

approach to teachers’ reflection, shared meaning, planning, and action (Senge et al., 1994).  An 

infrastructure that leads to action in the classroom would also be viewed as relevant and 

applicable, which is imperative to adult learners (Knowles, 1988; Knowles, 1984; Knowles et al., 

2005).  If a connection between learning in PLCs and student learning does not exist in the 

structure of the teams, it will be difficult to sustain learning communities as a viable option for 

professional development (Graczewski et al., 2009; Wood, 2007).  As instructional leaders, 

principals need to link adult learning in PLCs to student learning and school improvement 

initiatives in order to impact teachers as learners.   

 Establish shared vision and connect learning to school improvement initiatives.  As 

instructional leaders, principals are also charged with establishing a shared vision within the 

school community and connecting professional development practices, including PLCs, to the 

shared vision and larger school improvement initiatives (Dougherty Stahl, 2015; Graczewski et 

al., 2009; Hallinger, 2005).  The school vision should be centered on the needs of the students, 

and also articulated in terms of teachers and instruction (Graczewski et al., 2009).  Before 

beginning PLCs, Dougherty Stahl (2015) recommended beginning with one or two whole-group 

professional development sessions, during which the school vision, typically related to school 

data and/or curriculum changes, is shared.  Williams (2013) agreed that learning opportunities 

should be based on school data and the focus of the work should be on curriculum, instruction, 

and student learning.  Mombourquette and Bedard (2014) also reported stakeholders had an 

increased sense of responsibility for student learning due to the emphasis placed on data-driven 

decision-making.  Strategies used to facilitate all professional development opportunities should 

be connected to larger school improvement initiatives with the goal of improving instruction and 
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student learning (Graczewski et al., 2009; Hallinger, 2005).  When teachers were engaged in 

reflective dialogue through PLCs, they reported feeling a greater sense of shared purpose among 

their colleagues (Choi Fung Tam, 2015).  Owen (2015) noted teachers perceived their learning 

teams to be important in changing their practices and beliefs when they developed joint values 

and participated in practical activities focused on students with the support of their principals. 

 Provide Relevant, Applicable, Inquiry-Based Learning Opportunities.  Finally, 

principals are responsible for providing teachers with inquiry-based learning opportunities that 

will be applicable to classroom practices within the PLCs (Attard, 2012; Battersby & Verdi, 

2015; Choi Fung Tam, 2015; Linder et al., 2012; Owen, 2015).  Teachers were able to provide 

evidence of an effect on student learning as a result of their work in PLCs when they had the 

opportunity to use inquiry to drive their learning and shared leadership opportunities were 

available (Owen, 2015).  Linder et al. (2012) found teachers valued the opportunity to select a 

topic of their choice to study in depth, then implement, share, and discuss the results of the 

activities with colleagues.  Moreover, teachers felt empowered when they were able to make 

decisions about their PLC learning and the development of instruction (Choi Fung Tam, 2015).  

They felt a sense of membership and belonging, and believed the “social support increased the 

commitment of teachers” (Choi Fung Tam, 2015, p. 29).  These findings support Knowles’ 

(2005) assumptions that adults have an inherent need to be self-directed and strong desire to 

apply their learning in a relevant manner.  

 Previous research suggested important components of effective professional development 

within the setting of PLCs.  Teachers value the time provided to collaborate with their peers in a 

structured setting with a focus on improved student learning.  They also believed it necessary to 

have a shared vision within their learning communities, and that vision needed to be aligned to 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 44 
 

larger school improvement initiatives.  Additionally, when teachers are provided learning 

opportunities that are relevant and applicable to their classroom practices, they are more likely to 

find the PLC to be beneficial.  The prior research did not examine the effectiveness of the 

principal in facilitating PLCs in a manner that could impact teacher self-efficacy. 

Summary 

This chapter provided a theoretical overview of Social Cognitive Theory, self-efficacy, 

and Adult Learning.  Additionally, chapter two presented a comprehensive literature review 

related to self-efficacy beliefs of teachers and the roles of administrators in developing 

efficacious teachers through the context of professional development, and more specifically 

within the setting of Professional Learning Communities.  While a great deal of research has 

been conducted on self-efficacy of teachers and professional learning communities separately, 

there was limited research on the relationship between the effectiveness of the principal as the 

facilitator of PLCs and teacher self-efficacy.  This lack of literature validated the need to further 

explore the role of the principal in facilitating PLCs in an effective manner, which could 

potentially impact teacher self-efficacy. 
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Chapter 3: METHODOLOGY 

 Chapter three outlines the research methods that were used to explore the relationship 

between teachers’ perceived self-efficacy and their perceptions of principals’ instructional 

leadership in PLCs for elementary teachers in an urban Iowa school district.  This chapter 

provides information about the research design, participants, and setting.  Additionally, data 

collection instruments, methods, and analysis are discussed. 

Research Design 

 In order to examine the relationship between perceived self-efficacy and perceptions of 

instructional leadership in PLCs, a descriptive correlation survey design was utilized.  Survey 

designs are appropriate to use when the researcher is interested in collecting numeric data and 

making generalizations about opinions provided by a sample of a population (Creswell, 2014; 

Leedy & Ormrod, 2010).  This study specifically examined the relationship between two 

variables: teachers’ perceived self-efficacy and teachers’ perceptions of their principals as 

instructional leaders in PLCs. For the purpose of this study, a survey design was selected because 

it is a cost-effective means to collect data from many participants in a short amount of time 

(Creswell, 2014).  A cross-sectional approach was used to collect the data, meaning the data was 

collected one time, through online questionnaires with rating scales.  The data collection 

methods and instruments are described in more detail later in this chapter. 

Participants and Sample 

 The participants of this study were a single-stage purposive sample of elementary 

classroom teachers from nine elementary schools in an urban school district in Iowa.  Excluding 

specialized teachers (art, music, special education, physical education, etc.) and focusing only on 

elementary classroom teachers assisted in attaining a homogeneous sample.  A homogeneous 
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sample allowed for more precise generalizations to be drawn about the larger population of 

elementary classroom teachers in an urban Iowa school district (Leedy & Ormrod, 2010).  The 

entire population of elementary classroom teachers in the nine elementary schools who met the 

inclusion criteria was approximately 165, and teachers at seven of the nine elementary schools 

had the opportunity to participate in the study.  The principals of two schools elected not to 

participate in the study, but due to the anonymity precautions taken, the researcher has no way of 

knowing which schools opted out of the study or why.  With an alpha level of .05, and effect size 

of .50, and a power criterion of .80, 65 participants were needed for this study (Creswell, 2002).  

Access to the participants was granted from the superintendent of the school district, with the 

support of the elementary principals in seven of the nine schools.  The superintendent was 

emailed directly by the researcher, and once permission was received, the principals were 

emailed by a third party.  If the building principals approved, they sent the survey link directly to 

the elementary classroom teachers in their buildings.  After one attempt at sending the survey, 

the desired 65 participants had not been achieved.  The researcher requested a change of protocol 

to the original proposal, and permission to send the survey a second time was granted (Appendix 

A).  Despite the second attempt, the desired number of participants still was not reached, which 

is addressed as a limitation of this study.  There were a total of 52 participants in this study. 

Setting 

 The setting for this study was seven elementary schools in a mid-sized urban school 

district in Iowa.  The district is home to eleven elementary schools, but two of the schools were 

intentionally excluded from the study in order to avoid conflict of interest for the researcher, who 

worked directly with the teachers in those schools.  Also, the two schools intentionally excluded 

served a small number of students, and therefore, had significantly fewer teachers than the other 
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schools in the district.  Even after the third party coded the school names, it would have been 

easy to identify which data was provided from teachers at those schools, so excluding them was 

also an ethical consideration.  Additionally, the principals of two elementary schools opted not to 

participate in the study, resulting in teachers from seven of the eleven schools participating in the 

study. The school district where the study took place served over 9,000 students in preschool 

through twelfth grades at the time of the study, with over 4,750 students attending the eleven 

elementary schools.  Approximately 70% of the students enrolled in the district qualified for free 

or reduced-price lunches.  Some of the teachers at the remaining seven elementary schools may 

have known the researcher, but they did not directly work with one another, nor had the research 

study been discussed with any of them.   

It was the expectation within the district that all classroom teachers participated in PLCs 

with their teaching partners and principal.  The study was conducted in the natural setting of the 

participants rather than a laboratory or simulated environment in order to increase validity 

(Leedy & Ormrod, 2010).  Participants were allowed to complete the questionnaires on their own 

time and in their preferred environment.  The online questionnaire was expected to take 

approximately 20-30 minutes to complete.  According to Leedy and Ormrod (2010), allowing 

participants to complete studies in comfortable environments increases validity. 

Data Collection Instruments 

 In order to answer the research questions, two previously constructed data collection 

tools were utilized. The first question explored teachers’ perceptions of their sense of self-

efficacy.  The Teacher Sense of Efficacy Scale (TSES) (Appendix B), created by Tschannen-

Moran and Woolfolk Hoy (2001), was used to collect data from classroom teachers from an 

urban Iowa school district with permission from the developers (Appendix C).  Two versions of 
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the TSES were available.  One version, the long form, consisted of twenty-four questions 

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

classroom management.  The short form was comprised of twelve questions in the same 

domains.   The researcher’s decision to use the long form was made to gather more 

comprehensive information from the respondents.   

 The second research question examined teachers’ perceptions of their principals’ ability 

to be an instructional leader in the context of PLCs.  In order to answer that question, the 

Professional Learning Community Assessment - Revised (PLCA-R) questionnaire (Appendix 

D), developed by Olivier et al. (2010) was administered to classroom teachers from an urban 

Iowa school district with permission (Appendix E).  The PLCA-R used a four-point scale with 

forty-five statements related to school practices within a PLC.  The forty-five statements were 

categorized into six domains: shared and supportive leadership, shared values and vision, 

collective learning and application, shared personal practice, supportive conditions - 

relationships, and supportive conditions – structures.  Respondents indicated the degree to which 

they agreed or disagreed with each statement using the four-point scale.  The results of both the 

TSES and PLCA-R were used to answer the third and fourth research questions regarding the 

relationship between teacher self-efficacy and collective efficacy and teacher perceptions of their 

principal’s effectiveness in facilitating PLCs.  Figure three shows an overview of the two 

instruments selected to be used in this study. 
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Figure 3: Overview of Data Collection Instruments 

 

Figure 3: This figure, developed by the researcher, provides an overview of the two data 
collection instruments that were used in this study. 
Demographics 

 In order to better understand the characteristics of the participants being surveyed, 

demographic information was collected.  For this study, demographic information regarding 

current place of employment (the school name was coded after it was collected), grade level 

currently being taught (K-2, 3-5),  years of experience (1-2, 3-5, 6-10, 11-20, 21 and greater), 

highest level of degree obtained (Bachelors, Masters, Doctorate), age in years (21-25, 26-30, 31-

40, 41-50, 51 and greater), and gender (male or female) were collected (Appendix F).  This 

information was collected so further analysis could be conducted based on participant 

demographics. 
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Data Collection Procedures 

 In order to collect data, permission from many individuals or groups needed to be granted 

(Creswell, 2002).  First, the permission of the superintendent of the urban Iowa school district 

was requested (Appendix G).  After the superintendent agreed to allow access to participants, the 

permission of elementary school principals within the district was sought (Appendix H).  An 

identified third party sent the letter requesting permission from the principals.  The researcher’s 

name was not attached to the study in communication with the principals to eliminate any 

possibility of perceived coercion in recruiting participants because the researcher worked in the 

district at the time of the study.  When principal permission was received, the third party sent the 

survey link to the principals, who forwarded it to the elementary classroom teachers in their 

schools.  Finally, participants completed an online acknowledgement form (Appendix I) to 

indicate their informed consent to participate in the study.  Informed consent statements are 

provided when conducting research with human participants in order to explain and protect the 

rights of the members of the study (Creswell, 2002).  The rights of participants (Appendix J) 

were provided in conjunction with the online informed consent. 

The two surveys being utilized for this study were transferred to an online survey tool, 

Typeform, which anonymously collected participants’ responses in a spreadsheet.  Because the 

participants were asked to report demographic information, including the name of their school, 

the form was sent via email to the participants’ school/work email addresses by a third party.  

After receiving the data, the third party coded the school names before giving the results to the 

researcher in order to protect the identity of the school principal who was the subject of the 

PLCA-R questionnaire.  The third party was given direction to randomize the school names, non-

alphabetically, and code them as School A, School B, School C, etc., so the researcher could not 
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identify the school from which the data was reported.  Conducting the surveys online was the 

chosen method due to the convenience of collecting data from many participants in a cost-

effective and timely manner (Leedy & Ormrod, 2010).  

Data Analysis Procedures 

 After the survey window closed, the third party anonymously coded the school names in 

the spreadsheet, keeping the identity of each school’s data confidential from the researcher.  The 

spreadsheet was then shared with the researcher, who organized and imported the data into the 

SPSS database.  Simple descriptive statistics were utilized to determine the range, mean, median, 

and mode scores for teacher self-efficacy and teachers’ perceptions of instructional leadership 

abilities of principals in PLCs.  Descriptive statistics were also computed to calculate the mean, 

median, and mode of each domain of the TSES and PCLA-R to answer research questions one 

and two. The third and fourth research questions explored relationships between two variables, 

so a Pearson correlation coefficient was utilized to determine whether relationships existed.  

When studying relationships, researchers are interested in the distribution of two sets of data 

(Creswell, 2014).  Correlation coefficients also provide information about the direction and 

strength of the relationships (Urdan, 2010).  For the purposes of this study, correlation 

coefficients between .20 and .50 in either the positive or negative direction were considered a 

moderate relationship, and correlation coefficients larger than .50 were considered a strong 

relationship (Urdan, 2010).  

Data Quality Measures 

 The TSES, also known as the Ohio State Teacher Efficacy Scale, was tested in three 

studies.  Through the studies, it was reduced from 52 items to 32, then to 18, and then finally 

revised again to create a 24-item long form and a separate 12-item short form.  The instrument 
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was categorized into three factors: efficacy for instructional strategies, efficacy for classroom 

management, and efficacy for student engagement.  Factor analyses were conducted on both the 

24-item and 12-item forms with pre-service and in-service teachers.  The factor analyses 

revealed both a total score of all items, as well as sub-scores for each category of efficacy were 

appropriate measures of a teacher’s sense of self-efficacy.  Correlations between the TSES and 

other measures of efficacy were tested, and the results suggested the TSES was a valid and 

reliable measure of teacher efficacy (24 items; α = .94) (Tschannen-Moran & Woolfolk Hoy, 

2001).  

 The PLCA-R was divided into six components of effective PLCs: shared and supportive 

leadership, shared values and vision, collective learning and application, shared personal 

practice, supportive conditions – relationships, and supportive conditions – structures.  Cronbach 

Alpha reliability coefficients confirmed the internal reliability of the instrument for each 

subscale.  The weakest coefficient was in the subscale of supportive conditions – relationships, 

with a .82, which was still considered a strong relationship as previously defined in this chapter 

(Olivier et al., 2010).  Figure four provides a side-by-side overview of the data quality measures 

for both instruments used in this study. 
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Figure 4: Overview of Data Quality Measures 

Teacher Sense of Efficacy 
Scale

Professional Learning 
Community Assessment -
Revised

� Tested in three studies
� Reduced from 52 items to 32, then 18, 

and finally revised to create a 24-item 
form

� Three factors (efficacy for instructional 
strategies, classroom management, and 
student engagement)

� Factor analyses conducted and revealed 
total score of all items and sub-scores 
for each category were appropriate 
measures of teacher self-efficacy

� Correlations between the TSES and 
other measures of efficacy suggest 
TSES is a valid and reliable measure of 
teacher efficacy (24 items; α = .94) 
(Tschannen-Moran & Woolfolk Hoy, 2001)

� PLCA-R is divided into six components 
of effective PLCs (shared and 
supportive leadership, shared values 
and vision, collective learning and 
application, shared personal practice, 
supportive conditions - relationships, 
supportive conditions - structures)

� Cronbach Alpha reliability coefficients 
confirmed the internal reliability for 
each subscale

� Weakest coefficient was in the subscale 
of supportive conditions - relationships 
(α = .82); still considered strong 
relationship under previously defined 
parameters (Huffman & Hipp, 2003)

Data Quality Measures

 

Figure 4: This figure, developed by the researcher, provides an overview of the data quality 
measures for the two instruments used in this study. 
 

Ethical Considerations 

When conducting research, it is the responsibility of the researcher to adhere to ethical 

principles (Shamoo & Resnik, 2009).  The first step in ensuring appropriate ethical 

considerations are taken was having the research proposal thoroughly reviewed by the 

Institutional Review Board (IRB).  All IRB procedures and policies were followed, and research 

was not conducted until permission was granted (Appendix K).  

One important ethical principle is respect for research subjects (Shamoo & Resnik, 2009). 

Many steps were taken by the researcher in order to protect the participants of this study.  Prior 
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to beginning the study, the researcher sought permission from the superintendent of the 

represented school district, as well as the principals of each participating school.  The researcher 

also took into consideration the participants may have been concerned their perceptions would be 

shared with district leaders. As a result of this issue, the names of the participants were not 

collected.  To further protect anonymity, a third party coded the school names as School A, 

School B, School C, etc. so the data could not be traced back to each individual school, but 

trends within each school could still be identified and analyzed.  The researcher thoroughly 

explained the purpose of the study and received online consent (Appendix I) from each 

participant before collecting data.  The subjects were also informed of their rights (Appendix J) 

and that there were no perceived risks or direct benefits to participating in this study through 

online informed consent.   

The researcher did not minimize the responsibility of properly and securely storing data 

to protect the participants of the research study.  The data was collected through an online 

questionnaire.  The questionnaire was created on a password-protected website, and only the 

researcher and the third party had access to the information.  Names were not collected on the 

questionnaire, so even the researcher did not know who participated in the study.  Hard copies of 

participant responses were printed and stored in locked file cabinets.   

Respecting others’ intellectual property was another important ethical consideration.  The 

researcher received permission from the developers of the survey and questionnaire for use in the 

study.  Credit was given to the creators of the instruments used in the study, and a summary of 

the results will be shared with the developers per their request.  The results of this study were 

reported honestly and with the intention to promote positive outcomes in educational settings 

(Shamoo & Resnik, 2009).  
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Summary 

 Chapter three outlined the research methods that were used to explore the relationship 

between teachers’ perceived self-efficacy and their perceptions of principals’ instructional 

leadership in PLCs for elementary teachers in urban Iowa school districts.  The research design, 

participants, and setting were described in detail.  Additionally, information about the data 

collection instruments and methods for collecting and analyzing data were provided.  Finally, 

ethical considerations and precautions taken by the researcher were described. 
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Chapter 4: REPORT OF THE FINDINGS 

 This chapter contains the results obtained from the survey instruments and analyses of the 

data.  Following a review of the research questions and a brief discussion of the demographic 

information of participants, a combination of descriptive and inferential statistics related to the 

research questions are presented.  The results were analyzed and are supported by a brief 

narrative to answer the research questions. 

Research Questions 

 Four fundamental research questions were proposed in chapter one to guide the study and 

focus the data collection and analysis process.  These questions need to be reviewed in order to 

fully understand the findings of this study. 

(1) What are urban Iowan elementary teachers’ perceptions of their sense of self-efficacy in 

one school district as measured on the Teacher Sense of Efficacy Scale (Tschannen-

Moran & Woolfolk Hoy, 2001)? 

(2) What are urban Iowan elementary teachers’ perceptions of their principal as an 

instructional leader in facilitating PLCs in one school district as measured by the 

Professional Learning Community Assessment – Revised (Olivier, Hipp, & Huffman, 

2010)? 

(3) What is the relationship between elementary teachers’ perceptions of principals’ 

effectiveness as instructional leaders in PLCs and self-efficacy beliefs of elementary 

teachers in an urban Iowa school district? 

(4) What is the relationship between elementary teachers’ perceptions of principals’ 

effectiveness as instructional leaders in PLCs and the collective self-efficacy beliefs of 

elementary teachers in an urban Iowa school district? 
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The answers to questions one and two were used to then answer questions three and four.  It was 

important to first examine teachers’ perceptions of the two variables, sense of self-efficacy and 

principals’ effectiveness as instructional leaders, before studying the relationship between the 

two.  The fourth question was also examined by analyzing the collective efficacy of teachers at 

different schools and its relationship to elementary teachers’ perceptions of principals’ 

effectiveness as instructional leaders in PLCs. 

Demographic Data of Participants 

 In order to better understand the characteristics of the participants surveyed, demographic 

information was collected.  For this study, demographic information regarding grade level 

currently being taught (K-2, 3-5),  years of experience (1-2, 3-5, 6-10, 11-20, 21 and greater), 

highest level of degree obtained (Bachelor’s, Master’s, Doctorate), age in years (21-25, 26-30, 

31-40, 41-50, 51 and greater), and sex (male or female) was collected (Appendix F).  A 

frequency analysis was conducted using the Statistical Package for the Social Sciences (SPSS) to 

analyze this information. 

 A total of 52 participants responded to the survey.  The number of participants needed to 

achieve statistical significance based on the original 165 teachers who would have met eligibility 

requirements was 65.  Twenty-three (44.2%) of the respondents taught kindergarten, first, or 

second grade at the time of the survey.  Twenty-nine (55.8%) of the respondents taught third, 

fourth, or fifth grade at the time of the survey.  Seven (13.5%) participants were in either their 

first or second year of teaching, five (9.6%) teachers had 3 to 5 years of experience, 13 (25%) 

had taught 6 to 10 years, 20 (38.5%) had 11 to 20 years of experience, and seven (13.5%) had 21 

or more years of teaching experience at the time of the survey.  There were 16 (30.8%) 

respondents who held Bachelor’s degrees, while 36 (69.2%) had obtained Master’s degrees.  No 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 58 
 

participants in this study reported earning a Doctorate. Five (9.6%) participants were between the 

ages of 21 and 25, 10 (19.2%) participants were 26 to 30 years of age, 18 (34.6%) were between 

the ages of 31 and 40, 11 (21.2%) were 41 to 50 years of age, and 8 (15.4%) were 51 years or 

more.  There were 49 (94.2%) female participants and 3 (5.8%) male participants in this study of 

elementary teachers. 
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Table 1 

Demographic Characteristics of Teachers 

 n % 

Grade Currently Taught 

K-2 

3-5 

 

23 

29 

 

44.2 

55.8 

Years of Teaching Experiences 

1-2 

3-5 

6-10 

11-20 

21+ 

 

7 

5 

13 

20 

7 

 

13.5 

9.6 

25.0 

38.5 

13.5 

Highest Degree Earned 

Bachelor’s Degree 

Master’s Degree 

Doctorate 

 

16 

36 

0 

 

30.8 

69.2 

0 

Age 

21-25 

26-30 

31-40 

41-50 

51+ 

 

5 

10 

18 

11 

8 

 

9.6 

19.2 

34.6 

21.2 

15.4 

Sex 

Female 

Male 

 

49 

3 

 

94.2 

5.8 

Note. Not all percentages sum to 100.0% due to rounding. 
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Findings 

 Question 1. To fully examine relationships between teachers’ perceived sense of self-

efficacy and teachers’ perceptions of their principals as instructional leaders, the study first had 

to investigate teachers’ perceptions of their sense of self-efficacy.  Participants were given the 

long form of the Teacher Sense of Efficacy Scale, which consisted of 24 questions regarding 

teachers’ beliefs about their ability to influence students.  Sample items include: 

• How much can you do to get through to the most difficult students?  

• How much can you do to control disruptive behavior in the classroom? 

• How much can you do to adjust your lessons to the proper level for individual students? 

Participants were asked to rank their beliefs about their level of influence on a scale from one to 

nine, with one being “nothing” and nine being “a great deal.”  Descriptive statistics were used to 

examine teachers’ overall perceived sense of self-efficacy, as well as their perceived sense of 

self-efficacy in each of the following areas: student engagement, instructional strategies, and 

classroom management.  There were eight questions from each category of self-efficacy on the 

long form of the TSES.  The mean, median, and mode of the items that load on each factor, as 

well as the overall efficacy scores, were computed.  The descriptive statistics of the responses to 

the Teacher Sense of Efficacy Scale were summarized in Table 2.   

 Analysis of the descriptive statistics suggests the participants have a high sense of overall 

self-efficacy (M = 7.3, SD = .84, n = 52).  The descriptor for the ranking of seven on the nine-

point scale was “quite a bit,” which suggests participants believe in their own ability to positively 

influence student outcomes within their classrooms.  Based on the mean scores, teachers had the 

highest sense of self-efficacy in the area of instructional strategies, and there was also the 

smallest standard deviation in responses to those questions (M = 7.5, SD = .78, n = 52).  This 
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indicates teachers had the greatest efficacy regarding their beliefs about instructional strategies, 

and their responses were most consistent in this domain.  Teachers felt least confident in their 

ability to positively influence student engagement (M = 7.1, SD = .98, n = 52), but still believed 

they had “quite a bit” of influence in that domain. 

 

Table 2 

Descriptive Statistics of Teacher Sense of Efficacy Scale 

 Mean Median Mode SD 

N 52 52 52 52 

TSES (Overall) 7.3 7.4 7.4 .84 

Engagement 7.1 7.2 7.6 .98 

Instruction 7.5 7.5 7.8 .78 

Management 7.4 7.5 7.3 1.0 

 

 Question 2. The next step in examining relationships between teachers’ perceived sense 

of self-efficacy and teachers’ perceptions of their principals as instructional leaders was to 

analyze descriptive statistics of teachers’ perceptions of their principals as instructional leaders.  

To answer this second question, participants were given the Professional Learning Communities 

Assessment – Revised, which consisted of 45 statements that teachers were asked to rate on a 

four-point scale.  There were six domains on the instrument, and one sample item from each 

domain of the PLCA-R is provided below: 

• The staff is consistently involved in discussion and making decisions about most school 

issues.  (Shared and Supportive Leadership) 
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• A collaborative process exists for developing a shared sense of values among staff 

members. (Shared Values and Vision) 

• The staff works together to seek knowledge, skills, and strategies and apply this new 

learning to their work. (Collective Learning and Application) 

• Opportunities exist for staff to observe peers and offer encouragement. (Shared Personal 

Practice) 

• A culture of trust and respect exists for taking risks. (Supportive Conditions – 

Relationships) 

• The school schedule promotes collective learning and shared practice. (Supportive 

Conditions – Structures) 

Participants were asked the extent to which they agreed with each of the 45 statements, with 

the descriptors transferred to numerical values, as outlined: 

1 = Strongly Disagree  

2 = Disagree 

3 = Agree 

4 = Strongly Agree 

The descriptive statistics of the responses to the Professional Learning Community Assessment - 

Revised are summarized in Table 3.   

When analyzing the results, the mean scores in all areas and for the survey as a whole 

were aligned most closely with agreeing with the statements.  This indicates teachers mostly 

agree there is a sense of shared and supportive leadership in their schools (M = 2.8, SD = .41, n = 

52), they have shared values and vision within their schools (M = 2.9, SD = .49, n = 52), and they 

have opportunities for both collective learning and application (M = 3.0, SD = .44, n = 52) and 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 63 
 

shared personal practice (M = 2.9, SD = .46, n = 52).  Finally, teachers mostly agree there are 

supportive conditions in place for relationships (M = 2.9, SD = .52, n = 52) and structures (M = 

2.8, SD = .42, n = 52).  Examples include recognizing and celebrating achievement regularly and 

providing time to collaborate with others in the school. 

 
Table 3 
 
Descriptive Statistics of Professional Learning Communities Assessment – Revised 
 
 Mean Median Mode SD 

N 52 52 52 52 

Overall 2.9 2.9 1.9* .41 

Shared and 
Supportive 
Leadership 

2.8 

 

2.8 

 

3.0 .55 

Shared Values 
and Vision 

2.9 2.9 2.9 .49 

Collective 
Learning and 
Application 

3.0 3.0 3.0 .44 

Shared Personal 
Practice 

2.9 2.9 3.0 .46 

Supportive 
Conditions – 
Relationships 

2.9 2.9 3.0 .52 

Supportive 
Conditions - 
Structures 

2.8 2.8 2.8 .42 

 
*Multiple modes exist. The smallest value is shown. 

 
 Question 3.  To answer the third research question in this study, the data from the first 

two questions were correlated and analyzed.  First, the overall mean of each individual 

participant’s responses for sense of self-efficacy and perceptions of their principals’ 
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effectiveness as an instructional leader were examined for relationships.  Pearson correlation 

coefficients were used to study how the two variables are related. 

 When each participant’s mean of the TSES was compared as a whole to each 

participant’s mean of the PLCA-R as a whole using the Pearson bivariate correlation coefficient 

test, no significant relationship was found (r(50 = 0.249, p = 0.075).  The results of that test are 

summarized in Table 4.  Based on this analysis of data, higher levels of teacher efficacy were not 

proven to be statistically associated with higher teacher perceptions of their principals as 

instructional leaders.  Alternately, lower levels of teacher efficacy were also not proven to be 

statistically associated with lower teacher perceptions of their principals as instructional leaders.  

Although a statistically significant relationship did not exist, a positive and moderate relationship 

was found between the two variables.  

 

Table 4 

 
Relationship between Overall Teacher Sense of Self-Efficacy and Overall Perceptions of 
Principal as Instructional Leader 
 

 Correlation p 

Overall TSES Mean and PLCA-R Mean 0.249 0.075 

 
Next, each domain from one survey instrument was correlated with the mean score of the 

opposite survey instrument.  For example, the mean score of the eight questions on the TSES 

related to student engagement was correlated with the overall mean score of the PLCA-R.  The 

Pearson bivariate correlation coefficient test was conducted separately for each of the three 

domains of the TSES (student engagement, instructional strategies, and classroom management) 

to analyze relationships with the overall mean of the PLCA-R, shown in Figure 5.  Also, the test 
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was conducted for each of the six domains of the PLCA-R (shared and supportive leadership, 

shared values and vision, collective learning and application, shared personal practice, supportive 

conditions – relationships, and supportive conditions – structures) to analyze relationships with 

the overall mean of the TSES, shown in Figure 6.   

 
Figure 5: Overview of Pearson Correlation Coefficient Tests Conducted for PLCA-R 
 

 
 
Figure 5: This figure, developed by the researcher, provides a graphic to represent which 
Pearson Correlation Coefficient tests were conducted to show relationships between domains of 
the TSES and the PLCA-R overall mean score. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

PLCA-R

Efficacy in 
Student 

Engagement

Efficacy in 
Instructional 

Strategies

Efficacy in 
Classroom 

Management
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Figure 6: Overview of Pearson Correlation Coefficient Tests Conducted for TSES 
 

 
Figure 6: This figure, developed by the researcher, provides a graphic to represent which 
Pearson Correlation Coefficient tests were conducted to show relationships between domains of 
the PLCA-R and the TSES overall mean score. 

 

When further examining each domain from one survey instrument and correlating it with 

the mean score of the opposite survey instrument, two positive relationships were discovered.  

There was evidence to conclude a statistically significant positive correlation between teachers’ 

perceptions of their self-efficacy related to student engagement and their overall perceptions of 

their principals as instructional leaders (r(50 = 0.298, p = 0.032).  These results are summarized 

in Table 5.  According to the analysis in this study, higher levels of teacher self-efficacy in the 

area of student engagement were proven to be statistically associated with higher levels of 

teachers’ perceptions of their principals as instructional leaders.  Lower levels of teacher self-

efficacy in the area of student engagement were proven to be statistically associated with lower 

levels of teachers’ perceptions of their principals as instructional leaders. 

 

TSESShared and 
Supportive 
Leadership

Shared 
Values and 

Vision

Collective 
Learning and 
Application

Shared 
Personal 
Practice

Supportive 
Conditions, 

Relationships

Supportive 
Conditions, 
Structures
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Table 5 

 
Relationship between Overall Perceptions of Principal as Instructional Leader and Teacher 
Efficacy in Student Engagement 
 

 Correlation p 

Overall PLCA-R Mean and Student Engagement Efficacy Mean 0.298 0.032* 

 
*Correlation is significant at the 0.05 level. 
 
 
 The results of the Pearson bivariate correlation coefficient test used to measure the 

relationship between teachers’ overall sense of self-efficacy and teachers’ perceptions of their 

principals as instructional leaders under the domain of Supportive Conditions – Structures are 

summarized in Table 6.  There was evidence to conclude a statistically significant positive 

relationship between teachers’ sense of self-efficacy and teachers’ beliefs in their principals’ 

abilities to establish structures for supportive conditions within their schools (r(50 = 0.356, p = 

0.010).  Higher levels of teacher self-efficacy were proven to be statistically associated with 

higher beliefs related to supportive structures.  For example, teachers with a higher sense of self-

efficacy also reported stronger agreement that time was provided to facilitate collaborative work 

and communication systems were in place to promote a flow of information among stakeholders.   

Table 6 

 
Relationship between Overall Perceptions of Teacher Sense of Efficacy and Beliefs that 
Supportive Structures Exist 
 

 Correlation p 

Overall TSES Mean and Supportive Conditions-Structure Mean 0.356 0.010** 

 
**Correlation is significant at the 0.01 level. 
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 After careful analysis of the correlations of all domains of one instrument related to the 

opposite instrument’s overall mean, no other statistically significant relationships exist.  The 

results of the Pearson bivariate correlation coefficient test are summarized in Table 7.   

 

Table 7 

Relationship between Overall Perceptions of TSES and Domains of PLCA-R, and Overall  
PLCA-R and TSES Domains 
 

 Correlation p 

Overall TSES Mean and Relationship to PLCA-R Domains   

Shared Leadership 0.272 0.051 

Shared Values 0.184 0.191 

Collective Learning 0.195 0.166 

Shared Personal Practice 0.027 0.847 

Supportive Conditions – Relationships 0.172 0.222 

Supportive Conditions – Structures  0.356     0.010** 

Overall PLCA-R Mean and Relationship to TSES Domains   

Instruction 0.120 0.398 

Engagement 0.298  0.032* 

Management 0.233 0.096 

 
*Correlation is significant at the 0.05 level. 
**Correlation is significant at the 0.01 level. 
 

It is important to note the relationship between teachers’ overall perceived sense of 

efficacy and their perceptions of shared leadership was 0.001 point over the threshold for 

significance at the 0.05 level (r(50 = 0.272, p = 0.051).  This suggests that although a significant 

relationship did not exist between these two variables, there was a stronger relationship between 
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teacher sense of self-efficacy and shared leadership than any domain other than supportive 

conditions – structures.  Also, according to this study, there was a weaker relationship between 

teachers’ overall perceptions of their principals as instructional leaders in PLCs and teachers’ 

sense of self-efficacy related to instruction (r(50 = 0.120, p = 0.398) than the other two domains 

of teacher efficacy, engagement (r(50 = 0.298, p = 0.032) and management (r(50 = 0.233, p = 

0.096).  

Question 4.  To answer the fourth research question in this study, the relationship 

between the collective beliefs of teachers regarding self-efficacy at different schools were 

correlated with the beliefs of those same teachers regarding their principals’ effectiveness as 

instructional leaders in PLCs.  First, the mean scores of teachers’ perceptions of self-efficacy 

were calculated to determine a mean efficacy score for each of the eight participating schools.  

This mean represents the teachers’ collective self-efficacy beliefs for the school.  Then the mean 

scores of the PLCA-R were calculated for each of the seven participating schools.  Table 8 

shows the mean scores of each instrument by school, as well as the number of participants from 

each of the seven schools.  According to the analysis in this study, higher levels of teacher self-

efficacy in the area of student engagement are proven to be statistically associated with higher 

levels of teachers’ perceptions of their principals as instructional leaders.   
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Table 8 

Mean Scores of TSES and PLCA-R by School 

 N Mean 

School A   

TSES 8 7.48 
PLCA-R 8 2.76 

School B   

TSES 9 7.57 
PLCA-R 9 3.08 

School C   
TSES 7 7.44 

PLCA-R 7 2.69 

School D   

TSES 11 7.31 
PLCA-R 11 2.98 

School E   
TSES 4 7.37 

PLCA-R 4 3.00 

School F   

TSES 9 7.14 
PLCA-R 9 2.94 

School G   
TSES 4 6.74 

PLCA-R 4 2.30 

 
 To study the relationship between the collective self-efficacy of teachers at a school to 

the same teachers’ beliefs about their principal’s effectiveness as an instructional leader, the 

mean scores of the TSES and PLCA-R by school were correlated using the Pearson bivariate 

correlation coefficient.   The statistical test was conducted and analyzed using SPSS.  When each 

school’s mean of the TSES was compared as a whole to each school’s mean of the PLCA-R as a 
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whole using the Pearson bivariate correlation coefficient test, no significant relationship was 

found (r(5 = 0.721, p = 0.068).  The results of that test are summarized in Table 9.  Based on this 

analysis of data, higher levels of collective teacher efficacy were not proven to be statistically 

associated with higher teacher perceptions of their principals as instructional leaders.  

Alternately, lower levels of collective teacher efficacy were also not proven to be statistically 

associated with lower teacher perceptions of their principals as instructional leaders.  For the 

purposes of this study, correlation coefficients greater than 0.50 were considered strong 

relationships, so a strong relationship exists between the two variables, even though it was not 

considered a statistically significant relationship. 

Table 9 

 
Relationship between Mean TSES and Mean PLCA-R by School 
 

 Correlation p 

TSES Mean and PLCA-R Mean by School 0.721 0.068 

 

Summary 

 This chapter explained the results used to answer the four research questions that guided 

this study.  Descriptive statistics were used to analyze teachers’ perceptions of their sense of self-

efficacy, and also teachers’ perceptions of their principals as instructional leaders in PLCs.  The 

descriptive statistics were then used to correlate data to analyze the relationship between the two 

variables.  The correlations between teacher sense of self-efficacy and teachers’ perceptions of 

their principals’ effectiveness as instructional leaders in PLCs revealed two positive, significant 

relationships.  Also, higher levels of teacher self-efficacy were proven to be statistically 

associated with higher beliefs related to supportive structures in schools.   
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CHAPTER 5: DISCUSSION AND SUMMARY 

This chapter discusses the purpose of the study, interpretation of results, and relationships 

to the literature theoretical context.   Implications for the field of education and future research 

are discussed in this chapter.  Limitations and delimitations of the study, as well as suggestions 

for future research, are also examined. 

Purpose of the Study 

The purpose of this quantitative correlation survey study was to investigate the perceived 

effectiveness of school principals as instructional leaders in PLCs and the relationship to self-

efficacy beliefs of teachers.  The study specifically focused on elementary teachers’ perceptions 

of their own sense of self-efficacy and their perceptions of their principals’ leadership abilities 

within PLCs.  Finally, the relationship between these perceptions was examined.  Each of the 

four research questions were thoroughly explored through the participants’ responses to survey 

instruments.  As the statistical tests were conducted and resulting data analyzed, valuable 

implications for the field of education related to the four research questions were considered.  

The insight gained from the data analysis and findings formed the basis for the following 

discussion in chapter five. 

Discussion of the Findings 

 Question 1: What are urban Iowan elementary teachers’ perceptions of their sense 

of self-efficacy in one school district as measured on the Teacher Sense of Efficacy Scale 

(Tshcannen-Moran & Woolfolk Hoy, 2001)?  To fully examine relationships between 

teachers’ perceived sense of self-efficacy and teachers’ perceptions of their principals as 

instructional leaders, the study first investigated teachers’ perceptions of their sense of self-

efficacy.  When using the long form of the Teacher Sense of Efficacy Scale to measure teachers’ 
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perceptions of their sense of self-efficacy, participants reported beliefs in their own ability to 

positively influence student outcomes within their classrooms.  Participants’ responses to the 

TSES indicated levels of self-efficacy within the range of previous research (Tschannen-Moran 

& Woolfolk Hoy, 2001), and even slightly elevated in two of the three areas.  The data in Table 

10 displays the mean scores for the overall sense of self-efficacy and perceived self-efficacy in 

each domain (student engagement, instructional strategies, and classroom management) for 

participants in this study compared to Tschannen-Moran and Woolfolk Hoy’s (2001) results 

when developing the instrument. 

Table 10 

 
Comparison of Mean Scores on TSES from Current Study and Previous Study 
 

 Current Study     
                                   

Mean Scores 

Previous Study (Tschannen-
Moran & Woolfolk Hoy, 2001) 
Mean Scores 

Overall TSES 

Student Engagement 

Instructional Strategies 

Classroom Management 

7.3 

7.1 

7.5 

7.4 

7.1 

7.3 

7.3 

6.7 

 

This data indicates the teachers in the current study have a slightly higher sense of self-efficacy 

overall than the scores reported from Tschannen-Moran and Woolfolk Hoy’s (2001) study 

conducted at Ohio State University for reliability purposes.  The largest discrepancy in scores 

between the two studies is in the domain of classroom management, where elementary teachers 

in the Iowa schools had a mean score of 7.4, while teachers in the Ohio State University study 

had a mean score of 6.7.  One possible contributing factor for the difference in scores could be 
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the participant sample in each study.  In the current study, only presently practicing teachers, also 

known as in-service teachers, participated.  In the study conducted by Tschannen-Moran and 

Woolfolk Hoy (2001), a combination of pre-service and in-service teachers was used in the 

sample.  The pre-service teachers may have a lower sense of self-efficacy in the domain of 

classroom management due to lack of experience.  As Bandura (1977a) suggests, one source of 

efficacy comes through personal accomplishments, where individuals are more apt to believe in 

their ability to produce desirable outcomes if they have had success in this area previously.  

Because pre-service teachers may not have experienced previous success in classroom 

management, simply by not having the experience or opportunity, their efficacy in that domain 

could be slightly lower than in-service teachers.  This is one possible explanation for the 

difference in self-reported efficacy in the area of classroom management. 

 Another possible explanation for the difference in self-efficacy scores in the current study 

compared to Tschannen-Moran and Woolfolk Hoy’s (2001) study could be the climate of the 

schools in which the participants teach.  Previous studies have found when teachers felt 

supported by their administrators, they reported a higher sense of teacher self-efficacy (Brissie et 

al., 1988; Lee et al., 1991; Stipek, 2012).  Again, lack of experience of pre-service teachers who 

participated in the Ohio State University study may have contributed to a lower sense of self-

efficacy if administrator support had not been experienced.  Higher perceived self-efficacy in 

teachers existed when teachers believed their administrators provided them opportunities to be 

involved in decision-making for the school, encouraged staff members, and recognized teachers 

for positive contributions (Stipek, 2012).  The current study uncovered data from the PLCA-R 

that showed the teachers in this study mostly agreed their administrators provided opportunities 

for shared leadership, which is discussed in more detail later in this chapter.  There is no way of 
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knowing whether the participants in the Ohio State University study had a similar sense of 

shared leadership and administrator support.  Without that support, it is possible teachers in the 

Ohio State University study would have reported a lower sense of self-efficacy overall, and 

especially in the area related to classroom management.  If the school climate does not provide 

opportunities for shared decision-making and encouragement of staff members, it would be 

difficult to feel success in ensuring clear expectations about student behavior and eliminating 

disruptions to learning in the classroom. 

 Participants in this study held the strongest beliefs in their ability to influence 

instructional strategies within their classrooms.  For example, they believed in their ability to 

respond to difficult questions asked by their students, adjust lessons to the proper level for 

individual students, and gauge student comprehension of what they have taught.  As Bandura 

(1977a) suggested, one key source of self-efficacy is personal accomplishments.  If teachers had 

previous success with adjusting their lessons or monitoring student understanding of what was 

taught, their sense of efficacy would be raised.  Because the statements related to instructional 

strategies on the TSES are solely dependent upon the teacher, and do not specifically mention a 

direct change in student behavior, beliefs, or motivation, it is not surprising teachers perceived 

their abilities to influence instructional strategies to be higher than the other domains.  Also, 

shifts in the role of principal from manager to instructional leader have resulted in more time 

being spent in schools focusing on student achievement, academic success, and instructional 

strategies (Andrews et al., 1992; Hallinger, 2005).  This could have contributed to a higher sense 

of self-efficacy in the area of instructional strategies.  The professional development of teachers 

is largely focused on understanding the content standards they are expected to teach (Lee, 2005), 

so it is logical that teachers would report a higher sense of self-efficacy in the area of 
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instructional strategies.  This would also suggest a need for broadening the focus of professional 

development, offering differentiated professional development to meet the needs of teachers in 

improving practice in all areas, not just instructional strategies.  

 The area where teachers felt they had the least ability to influence student outcomes 

through personal effort was in the area of student engagement.  When asked the extent to which 

teachers believed they could influence factors such as motivating students, helping students 

value learning, and assisting families in helping their children do well in school, participants of 

this study were less efficacious than in the other two domains of self-efficacy.  These statements 

are all dependent upon the participant’s belief that he/she is able to specifically change or 

influence behavior, beliefs, or motivation of students and/or families.  A contributing factor to 

lower scores in this domain are consistent with Stipek’s (2012) findings that teachers had a 

higher sense of self-efficacy when parents felt confident in their own abilities to help children at 

home.  When teachers perceive an external barrier is created by parents who lack the value of 

education, their sense of self-efficacy tends to be lower (Hauser-Cram et al., 2003).   While 

teachers value parental support and involvement in their children’s education (Hoover-Dempsey, 

et al., 1992), they do not necessarily feel as confident in their abilities to influence those 

behaviors, or related student behaviors that may result in lack of parental support, according to 

the results of this study.   

The two questions under the domain of Student Engagement with the lowest scores were, 

“How much can you do to motivate students who show low interest in school work?” and “How 

much can you assist families in helping their children do well in school?” (Tschannen-Moran & 

Woolfolk Hoy, 2001).   This suggests a need for increasing shared responsibility and 

accountability for student learning amongst all stakeholders.  A school culture that values 
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students and parents as partners in education could increase teacher self-efficacy in the area of 

student engagement.  Additionally, relevant and applicable professional development focused on 

student engagement strategies would be beneficial.  This could take shape through the Team 

Learning Wheel, which was illustrated in Figure 2 (Senge et al., 1994).  Teachers who have 

proven success in engaging students in learning could be observed as part of the professional 

learning community, and public reflection after the observation could assist in shaping shared 

meaning in strategies that are beneficial in enhancing student engagement.   Once shared 

meaning is developed, the PLC could engage in joint planning, where student engagement 

strategies are intentionally planned throughout a series of lessons.  Teachers would individually 

implement those plans in their classrooms, which would be the coordinated action portion of the 

Team Learning Wheel (Senge et al., 1994).  Finally, the team would reconvene and publicly 

reflect on the strategies they used, and analyze data to support the effectiveness of the strategies.  

The principal would play a key role in facilitating structures that would allow for the 

observations and joint planning to occur, and would also be able to assist in collecting data on 

student engagement before and after the joint strategies are implemented in the classrooms.  

Based on the findings for question one, a professional development focus beyond instructional 

strategies and content is warranted. 

 Question 2: What are urban Iowan elementary teachers’ perceptions of their 

principal as an instructional leader in one school district in facilitating PLCs as measured 

on the Professional Learning Community Assessment – Revised (Olivier et al., 2010)?  The 

next step in examining relationships between teachers’ perceived sense of self-efficacy and 

teachers’ perceptions of their principals as instructional leaders was to determine teachers’ 

perceptions of their principals as instructional leaders using the PLCA-R.  The mean scores for 
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each domain of the PLCA-R ranged from 2.8 to 3.0.  The numerical value of three was 

associated with the descriptor of “agree” on the instrument, which indicated participants mostly 

agreed with their principals’ effectiveness as an instructional leader in each domain.  This 

suggests overall, teachers believe their principals are able to facilitate shared and supportive 

leadership, shared values and vision, collective learning and application, and shared personal 

practice.  Teachers also mostly agreed their principals were able to establish supportive 

conditions through relationships and structures within the school.   

The two lowest mean scores of 2.8 were in the domains of Shared and Supportive 

Leadership and Supportive Conditions – Structures.  Based on the nature of the statements under 

Shared and Supportive Leadership, some teachers do not agree their principals involve them in 

decision-making processes and shared responsibility for actions taken within the school.  The 

statement under the domain of Shared and Supportive Leadership with the lowest overall mean 

score was “stakeholders assume shared responsibility and accountability for student learning 

without evidence of imposed power and authority” (Olivier et al., 2010).  This implies teachers 

believe stakeholders would not be held accountable or responsible for student learning if not for 

leaders in positions of power.  The term “stakeholders” was not defined for participants, so they 

were left to interpret the meaning based on their own background knowledge and previous 

experiences.  This could mean teachers do not believe they have shared leadership themselves, or 

they may believe other stakeholders, such as parents, students, and community members, do not 

have shared leadership within their schools.  This was consistent with previous research that 

suggests teachers have a higher sense of self-efficacy when parents felt confident in their own 

abilities to help children at home and were involved in their children’s learning (Stipek, 2012).  

Based on the data for the aforementioned statement under the domain of Shared and Supportive 
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Leadership, it is essential for principals to understand the importance of shared leadership and 

consider how to involve all stakeholders in the education of students without imposing power. 

The domain of Supportive Conditions – Structures was the other low-scoring domain on 

the PLCA-R.  Based on the statements under this domain, teachers did not feel they received 

adequate time, resources, or communication to effectively collaborate.  The lowest scoring item 

under this domain was “time is provided to facilitate collaborative work” (Olivier, et al., 2012).  

This is important because previous research has found when teachers were given job-embedded 

time to collaborate within a PLC, they felt empowered to increase capacity and make 

improvements to instructional quality and student outcomes (Choi Fung Tam, 2015).  It would be 

important to gather more information from teachers about what would be considered adequate 

time for them to facilitate collaborative work.  Further data collected from teachers and 

administrators could also help identify perceived barriers in allowing for time to collaborate so 

solutions could be proposed.   

 Another significant point of interest about this data was the highest mean score existed in 

the domain of Collective Learning and Application.  Referencing Table 3 in Chapter 4 provides 

mean scores for each domain.  The survey items under this domain are as follows: 

• The staff works together to seek knowledge, skills, and strategies that apply this new 

learning to their work. 

• Collegial relationships exist among staff that reflect commitment to school improvement 

efforts. 

• The staff plans and works together to search for solutions to address diverse student 

needs. 
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• A variety of opportunities and structures exist for collective learning through open 

dialogue. 

• The staff engages in dialogue that reflects a respect for diverse ideas that lead to 

continued inquiry. 

• Professional development focuses on teaching and learning. 

• School staff and stakeholders learn together and apply new knowledge to solve problems. 

• School staff is committed to programs that enhance learning. 

The data related to the domain of Collective Learning and Application is of interest due to the 

nature of these statements all focusing on professional development or continuous improvement 

efforts through collaborative learning and application.  These findings are consistent with other 

research, in which teachers who participated in relevant and applicable PLCs felt a sense of 

membership and belonging that led to beliefs that “social support increased commitment of 

teachers” (Choi Fung Tam, 2015, p. 29).  Owen (2015) also found teachers perceived their 

learning teams to be important in changing their practices and beliefs when they participated in 

activities focused on students with the support of their principals.  This has important 

implications for the work of the principal, who needs to support professional learning 

communities through facilitation of activities and teacher learning opportunities that focus on 

students.  Ensuring teachers are participating in relevant and applicable PLCs correlates with a 

higher likelihood that teachers will believe in their own abilities to produce desirable student 

outcomes. 

 Question 3: What is the relationship between elementary teachers’ perceptions of 

principals’ effectiveness as instructional leaders in PLCs and self-efficacy beliefs of 

elementary teachers in an urban Iowa school district?  To answer the third research question 
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in this study, the data from the first two questions were correlated and analyzed.  Two positive 

and significant relationships were found between the survey instruments.  First, teachers who 

perceived their principals to be effective instructional leaders in PLCs as measured by the PLCA-

R also reported a higher sense of self-efficacy in the area of Student Engagement as measured by 

the TSES.  Additionally, teachers who reported a higher sense of overall self-efficacy on the 

TSES perceived their principals to be effective instructional leaders in PLCs under the domain of 

creating Supportive Conditions – Structures as measured by the PLCA-R. 

 Referencing data from the first research question, the domain of Student Engagement was 

the area where teachers had the lowest perceptions of their self-efficacy in this study.  While 

correlation studies do not show cause and effect relationships, this finding was still of interest to 

the researcher.  Teachers who were more confident in their ability to help students think 

critically, foster student creativity, and get students to believe they can do better in their 

schoolwork were also teachers who perceived their principals to be more effective instructional 

leaders in PLCs.  This could be, in part, due to the fact that participants with high self-efficacy in 

Student Engagement also perceived their principals to establish shared values and vision that 

focused on student learning beyond test scores and grades, and also led with shared leadership.  

Teachers who were able to make decisions about their PLC learning felt a sense of membership 

and belonging (Choi Fung Tam, 2015), which could explain why teachers who felt strongly 

about their principals’ effectiveness in facilitating PLCs also had a higher sense of self-efficacy 

in the area of Student Engagement.  Those teachers would have felt empowered to make 

instructional decisions based on data to support their students’ needs (Choi Fung Tam, 2015; 

Linder et al., 2012), which would likely lead to a belief in one’s ability to engage students in 

their learning. 
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 Teachers who reported a high overall sense of self-efficacy also perceived their principals 

to be effective instructional leaders in the area of Supportive Conditions – Structures.  Two of 

the survey items under this domain were related to providing time to facilitate collaborative work 

and a schedule that promotes collective learning and shared practice.  Not only do principals 

need to be thoughtful about scheduling time to promote collaboration, they also need to prioritize 

collaborative learning in their own schedules in order to facilitate the work of PLCs.  Providing 

teachers time to meet with PLCs as part of their everyday professional work communicates a 

message that collaboration and sharing expertise are valued as part of the school culture (Wood, 

2007).  When teachers were given job-embedded time to collaborate within a PLC, they felt 

empowered to increase capacity and make improvements to instructional quality and student 

outcomes (Choi Fung Tam, 2015).  It is the principal’s responsibility to ensure a systematic 

approach and infrastructure for PLCs that leads to action that will improve learning outcomes in 

the classroom. 

 Question 4: What is the relationship between elementary teachers’ perceptions of 

principals’ effectiveness as instructional leaders in PLCs and the collective self-efficacy 

beliefs of elementary teachers in an urban Iowa school district?  To answer the fourth 

research question in this study, the relationship between the collective beliefs of teachers 

regarding self-efficacy at different schools were correlated with the beliefs of those same 

teachers regarding their principals’ effectiveness as instructional leaders in PLCs.  Collective 

efficacy is a group’s shared beliefs in their ability to successfully produce outcomes after 

planning and implementing a set of actions (Bandura, 1997).  Due to the effect collective 

efficacy can have on an organization as a whole (Goddard et al., 2000), this was a topic worthy 

of further study.  High levels of collective efficacy have been associated with the amount of 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 83 
 

effort teachers will exert, the achievement of groups within a school, and the persistence of 

students and teachers (Goddard et al., 2000).  

A significant relationship at the 0.05 level between the collective efficacy of teachers at 

school and their perceptions of their principals as instructional leaders in PLCs did not exist (r(5 

= 0.721, p = 0.068).  One reason for this could be due to the lower number of participants from 

each school, with as few as four participants and up to eleven participants responding from each 

school.  This is discussed further in the limitations section of this chapter.  Additionally, 

demographic information could further be analyzed to determine whether age, experience, or 

education levels were predictive of teachers’ levels of self-efficacy.  For the purposes of this 

study, correlation coefficients greater than 0.50 were considered strong relationships, so a strong 

relationship existed between the two variables, even though it was not considered a statistically 

significant relationship.  This strong, positive relationship suggested when teachers at one school 

collectively reported a higher sense of efficacy, they also reported a higher belief in their 

principal’s effectiveness in facilitating PLCs.  This aligns with previous research that suggests 

when teachers felt they were being supported and developed by their principals as instructional 

leaders, they also reported a higher sense of collective efficacy (Calik et al., 2012).  Further 

research on the topic of collective efficacy would be warranted to determine what specific facets 

of support from principals contributed to higher senses of collective efficacy. 

 In a previous study, when teachers felt they were being supported and developed by their 

principals as instructional leaders, they also reported a higher sense of collective efficacy (Calik 

et al., 2012).  While a statistically significant relationship did not exist between variables based 

on the results of this study, a positive correlation was found between collective efficacy and 

beliefs about the principals’ effectiveness as an instructional leader, and the p value was only 



TEACHER SELF-EFFICACY AND INSTRUCTIONAL LEADERSHIP THROUGH PLC 84 
 

.018 greater than statistical significance.  Further study related to how teachers feel they are 

supported and developed by their principals would be beneficial in better understanding this 

relationship, as discussed in the section of this chapter on future research.  It would be valuable 

to understand specific supports and development teachers with a high sense of collective efficacy 

believe they receive from their principals in order to replicate that practice.  Previous studies 

indicated teachers value opportunities to collaborate with peers (Bandura & Locke, 2003; Chong 

& Kong, 2012), so gathering more specific information about the structures and supports 

provided to facilitate productive collaboration could be meaningful in future research on 

collective efficacy. 

Implications/Recommendations for Education 

 Implications for Teacher Supervision and Growth.  The results of this study could 

have implications for the way teachers are supervised and provided growth and professional 

development opportunities by principals.  Using the Teacher Sense of Efficacy Scale with the 

teaching staff in his or her school, a principal could better identify the perceived barriers teachers 

face when trying to influence positive student outcomes.  Data collected from this instrument 

within a school could be used to develop school improvement plans and initiatives, and also 

influence individual growth or career development plans for teachers.  Kent (2004) suggested 

specific needs of teachers should be identified and addressed through professional development 

in order to improve teacher quality and lead to an increase in student success.  Using data 

collected from teachers’ input to shape school improvement initiatives and professional 

development would make the learning more meaningful and applicable to teachers, which are 

two of the key assumptions of Knowles’ (2005) theory of andragogy.  Based on the data from 

this study, it would appear further development in the area of classroom management would be 
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needed in order for teachers to believe in their ability to maintain a purposeful learning 

environment with minimal distractions.  Facilitating professional development on this topic, 

studying model examples of classroom management, and providing specific feedback and 

support to teachers in this area could increase their self-efficacy related to classroom 

management.  Because teachers with a higher overall sense of self-efficacy perceived their 

principals to be effective in establishing these supportive conditions and structures, ensuring 

structures for collaboration, shared learning, and communication are in place is essential. 

 Implications for Principal Supervision and Growth.  Likewise, principal supervision 

and growth could be altered based on the results of this study.  The Professional Learning 

Community Assessment – Revised questionnaire could be given to a teaching staff within a 

school at the beginning of the academic year to provide a focus for a principal’s growth as an 

instructional leader.  Identifying domains of perceived strengths and weaknesses would allow a 

principal’s supervisor to target specific skills and strategies when helping to facilitate the 

professional development of the principal.  Again, this would make the learning and professional 

growth of the principal more meaningful and applicable.  The supervisor of principals could also 

establish learning communities for principals with similar needs for development, so they would 

have the opportunity to learn through peer collaboration, discussions, and observations.  These 

are effective strategies to actively involve adult learners, rather than allowing them to take a 

passive role in their development (Saylor & Johnson, 2014).  The data in this study would 

suggest principals need greater support in the areas of establishing shared and supportive 

leadership, as well as providing supportive conditions and structures within the school.  Because 

of the aforementioned positive relationship between teachers’ overall sense of self-efficacy and 

their perceptions of principals’ abilities to establish supportive conditions and structures, 
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implications from this study would suggest further development in this area could possibly 

contribute to greater perceived self-efficacy in teachers. 

Limitations and Delimitations 

Limitations.  Because this study focused on a specific sample of the population, an urban 

school district in Iowa, a limitation is that generalizations may not be made to the larger 

population.  If a similar study was conducted in rural areas or larger urban areas outside the state 

of Iowa, results could drastically change.  Also, despite using proportional sampling, participants 

were chosen on a voluntary basis, and not truly at random.  This may have skewed the results 

because a group of teachers with similar characteristics may be more inclined to participate in a 

voluntary study.  Finally, correlations can provide valuable information, but they do not suggest 

causation, so further research would be necessary to determine potential causes of increased 

teacher self-efficacy. 

Delimitations.  Teachers from rural districts were intentionally excluded from this study 

in an effort to generalize data to urban Iowa school districts.  This population was of particular 

interest to the researcher as those were the conditions in which the researcher worked at the time 

of the study. Qualitative research methods, such as observations and interviews, were not used in 

this study.  Quantifiable data provided a concrete measure for determining relationships among 

variables, which was the purpose of this study. Although additional information could be gleaned 

from conducting interviews and themes could be identified, that was not the aim of this research. 

Future Research 

 The quantitative data gathered and analyzed for this study was beneficial in 

understanding relationships between teachers’ sense of self-efficacy and their perceptions of 

their principals’ effectiveness as instructional leaders in PLCs.  In future research, it would be 
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valuable to conduct a mixed methods research study that would use the quantifiable data 

collected from these survey instruments in conjunction with qualitative data collected through 

interviews of the participants.  Many follow-up questions could be asked of participants to more 

fully understand their perceptions and beliefs related to self-efficacy and their principals’ 

effectiveness as instructional leaders in PLCs.  Having further clarity around teachers’ beliefs 

could have further implications for teacher and principal growth and development.  It would be 

beneficial for principals to have a deeper understanding of the supports and professional 

development teachers with a high sense of self-efficacy feel they receive.  This would provide 

principals and their supervisors with direction for principal professional growth, so all principals 

would be working toward improved support and development for teachers that is correlated with 

high teacher efficacy.  Principals would then use that information to shape professional 

development plans and organizational structures for professional learning of teachers. 

 To further study collective efficacy, it is recommended to select a different tool that 

focuses specifically on collective efficacy, rather than a self-efficacy tool that can then be used to 

analyze shared efficacy beliefs of a group of teachers.  The tool used for this study was effective 

in measuring a group’s shared beliefs in their ability to successfully produce outcomes, as 

defined by Bandura (1997).  It lacked in specifically addressing teachers’ beliefs about their 

colleagues’ collective ability to produce those desirable outcomes, so the use of another tool is 

recommended. 

 Additionally, future research focusing on this same topic in other regions would be 

beneficial.  Results of this study could be largely influenced by the supports provided as 

determined by state and local regulations, so results could vary greatly from state-to-state and 

also district-to-district.  Whether participants teach in rural, urban, or suburban areas may also 
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influence their responses to these survey instruments, so further study exploring different areas 

based on size and population could also be meaningful.   

Summary  

 The aim of this study was to investigate the perceived effectiveness of school principals 

as instructional leaders in PLCs and the relationship to self-efficacy beliefs of teachers.  Through 

the careful design and execution of this study, valuable insight was gained regarding the 

relationship between these two variables.  The first two research questions confirmed what was 

already known, but overall the study added to existing knowledge of teachers’ sense of self-

efficacy and principals’ effectiveness as instructional leaders through further exploration of the 

relationships.  Because we know students benefit from teachers with a higher sense of self-

efficacy in many respects (Bandura & Locke, 2003; Guo et al., 2012; Kennedy & Smith, 2013; 

Pas et al., 2012), it is imperative that researchers and educators continue to study this concept. 
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Appendix E 

Permission to Use Professional Learning Community Assessment Questionnaire 

 

    Department of Educational Foundations  
      and Leadership 
      P.O. Box 43091 
      Lafayette, LA 70504-3091 
December 2, 2015 
 
Tracy Mathews 
262 Euclid Ave. 
Council Bluffs, IA 51503 
 
Dear Ms. Mathews: 
 
This correspondence is to grant permission to utilize the Professional Learning Community Assessment-
Revised (PLCA-R) as your instrument for data collection for your doctoral study through the College of 
Saint Mary, Omaha, NE. I believe your research examining the relationship between elementary teachers' 
perceptions of their principals in facilitating the professional learning community process and teachers' 
perceived sense of self-efficacy will contribute to the PLC literature, as well as inform research related to 
teacher's sense of self-efficacy. I am pleased that you are interested in using the PLCA-R-R measure in 
your research.  
 
Although online administration of the PLCA-R-R is usually only allowed through our online host, SEDL 
in Austin, TX, in order to accommodate the need to collect data from two separate instruments, 
permission is being granted for online administration of the PLCA-R-R through an alternate source. This 
exception is allowed only for administration within this specific dissertation research.  
 
While this letter provides permission to use the measure in your study, authorship of the measure will 
remain as Olivier, Hipp, and Huffman (exact citation on the following page). This permission does not 
allow renaming the measure or claiming authorship.  
    
Upon completion of your study, I would be interested in learning about your entire study and would 
welcome the opportunity to receive an electronic version of your completed dissertation research. 
 
Thank you for your interest in our research and measure for assessing professional learning community 
attributes within schools. Should you require any additional information, please feel free to contact me. 
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Sincerely, 
 

Dianne F. Olivier 
 
Dianne F. Olivier, Ph. D. 
Associate Professor/Coordinator of the Doctoral Program 
Joan D. and Alexander S. Haig/BORSF Professor 
Department of Educational Foundations and Leadership 
College of Education 
University of Louisiana at Lafayette 
P.O. Box 43091 
Lafayette, LA   70504-3091 
(337) 482-6408 (Office)     dolivier@louisiana.edu  
 
 
Reference Citation for Professional Learning Community Assessment-Revised measure:  
 
Source:  Olivier, D. F., Hipp, K. K., & Huffman, J. B. (2010). Assessing and analyzing        

schools. In K. K. Hipp & J. B. Huffman (Eds.). Demystifying professional 
learning communities: School leadership at its Best. Lanham, MD:  Rowman & 
Littlefield.   

  

mailto:dolivier@louisiana.edu
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Appendix G 

Request for Institution Permission 

 

Dear [official title and proper name of school district Superintendent]: 
 
I am a doctoral student at College of St. Mary in Omaha, NE currently pursuing my Ed.D. with 
an emphasis in Educational Leadership. I am also an elementary administrator in a public school 
district.  I am currently working on a research study entitled: “The Relationship between 
Elementary Teachers’ Perceived Self-Efficacy and Principals’ Roles in PLCs.” The purpose of 
this descriptive survey study is to investigate the role of school principals as instructional leaders 
in PLCs and the relationship to self-efficacy beliefs of teachers. I believe the results of this study 
will provide educators and administrators with information that could lead to potential shifts in 
professional development and leadership that are correlated with teacher self-efficacy.   
 
I am interested in recruiting elementary classroom teachers working in your school district for 
participation in this study. I would like to survey all elementary classroom teachers who 
participate in PLCs at their consent and convenience. The survey will be sent to school principals 
via email, and they will be asked to send the survey to their classroom teachers.  I offer complete 
anonymity for the participants, principals, and educational institution contributing to the 
proposed research. If you are able to assist, I will provide you proof of approval from the 
Institutional Review Board at the College of Saint Mary once received. 
 
Please email me at tmathews9993@csm.edu or call me either at my office (712)545-3566 or cell 
phone number (712)360-0334 to let me know if you are able to approve your district’s 
participation in this study and to clarify any questions or concerns.  
 
Sincerely, 
 
 
Tracy Mathews      Dr. Jennifer Rose-Woodward 
Primary Researcher      Research Committee Chair Person 
tmathews9993@csm.edu     jrose-woodward@csm.edu 
 (712)360-0334 
  

mailto:tmathews9993@csm.edu
mailto:jrose-woodward@csm.edu
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Appendix H 

Request for Principal Permission 

 

Dear [official title and proper name of school Principal]: 
 
I am the point of contact for a doctoral student at College of Saint Mary in Omaha, NE currently 
pursuing her Ed.D. with an emphasis in Educational Leadership. She is also an elementary 
administrator in a public school district.  She is currently working on a research study entitled: 
“The Relationship between Elementary Teachers’ Perceived Self-Efficacy and Principals’ 
Facilitation in PLCs.” The purpose of this descriptive survey study is to investigate the role of 
school principals as instructional leaders in PLCs and the relationship to self-efficacy beliefs of 
teachers. It is the belief of the researcher that the results of this study will provide educators and 
administrators with information that could lead to potential shifts in professional development 
and leadership that are correlated with teacher self-efficacy.   
 
The researcher is interested in recruiting elementary classroom teachers working in your school 
for participation in this study. She would like to survey all elementary classroom teachers who 
participate in PLCs at their consent and convenience.  The researcher offers complete anonymity 
for the participants, principals, and educational institution contributing to the proposed research. 
Although participants are asked to provide the name of their school in the data collection 
process, the school names will be coded and remain confidential.  If you are able to assist, proof 
of approval from the Institutional Review Board at the College of Saint Mary will be provided, 
along with your superintendent’s approval to conduct research within your district. 
 
Please respond to this email at dfringer@cbcsd.org to let me know if you are able to assist in this 
study and to clarify any questions or concerns.  
 
Sincerely, 
 
 
David Fringer       Jennifer Rose-Woodward 
Point of Contact for Primary Researcher   Research Committee Chair Person 
dfringer@cbcsd.org      jrose-woodward@csm.edu 
 

mailto:dfringer@cbcsd.org
mailto:jrose-woodward@csm.edu
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Appendix I 

Participant Online Informed Consent 

 

THE RELATIONSHIP BETWEEN ELEMENTARY TEACHERS’ PERCEIVED SELF-
EFFICACY AND PRINCIPALS’ FACILITATION OF PROFESSIONAL LEARNING 
COMMUNITIES 
 
IRB # CSM 1603 

Dear Elementary Classroom Teacher, 
 
You are invited to take part in a research study because you are an elementary classroom teacher 
who participates in Professional Learning Communities along with your school principal.  The 
purpose of this study is to help the researcher measure relationships between your beliefs about 
your impact as a teacher and your school principal’s effectiveness in facilitating PLCs.  This 
research study is being conducted as part of the requirements of my doctoral program at College 
of Saint Mary. 
 
You may receive no direct benefit from participating in this study, but the information gained 
will be helpful in providing educators and administrators with information that could lead to 
potential shifts in professional development and leadership that are correlated with teacher self-
efficacy.   
 
Should you decide to participate, you are being asked to complete the following online survey 
which should take approximately 15 minutes to complete.  Your participation is strictly 
voluntary.  Furthermore, your response or decision not to respond will not affect your 
relationship with College of Saint Mary or any other entity.  Please note that your responses will 
be used for research purposes only and will be strictly confidential.  There will be no connection 
to you specifically in the results or in future publication of the results. Your school name will be 
coded before I receive the data, so that will also be anonymous to me and will not appear in 
publication.  Coding the school names will also protect the anonymity of the school principals.  
No one at College of Saint Mary will ever associate your individual responses with your name or 
email address.  The information from this study may be published in journals and presented at 
professional meetings. 
 
Your completion and submission of the questionnaire indicate your consent to participate in the 
study.  You may withdraw at any time by exiting the survey.  This study does not cost the 
participant in any way, except the time spent completing the survey.  There is no compensation 
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or known risk associated with participation.  Please read The Rights of Research Participants 
below.  If you have questions about your rights as a research participant, you may contact the 
College of Saint Mary Institutional Review Board, 7000 Mercy Road, Omaha, NE 68144 (402-
399-2400). 
 
Thank you sincerely for participating in this important research study.  If you have comments, 
problems or questions about the survey, please contact the researcher. 
 
If you are 19 years of age or older and agree to the above, please click START SURVEY. 
 
 
Sincerely, 
 
Tracy Mathews      Dr. Jennifer Rose-Woodward 
Primary Researcher      Research Committee Chair Person 
tmathews9993@csm.edu     jrose-woodward@csm.edu 
 (712)360-0334 
 
  

mailto:tmathews9993@csm.edu
mailto:jrose-woodward@csm.edu
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Appendix J 

The Rights of Research Participants 
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Appendix K 

Institutional Review Board Approval 

 


