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Abstract

The purpose of this study was to investigate characteristics associtited wi
resilient school leaders. Principals juggle multiple responsibilities ariduwnaler
increasingly stressful conditions. Despite recent role changes, addedgohgibilities,
and increased accountability, some principals remain remarkably resihdatworking
in a tumultuous environment. Using Henderson and Milstein’s (2003) definition,
principal resiliency was described as “the capacity to spring back, rebowodssfully
adapt in the face of adversity, and develop social, academic, and vocational compete
despite exposure to severe stress or simply to the stress that is inherent swtodd”

(p- 7). This empirical study tested the theory that principals with highds lefpb
satisfaction and work commitment would also likely have higher levelsibéres.

This study also investigated whether years of experience, school location, schoiyl pove
rate, school level, principal salary, and student enroliment shared a significa
relationship with principal resilience.

This study used a questionnaire to measure participants’ levels of resijancy
satisfaction, and work commitment. The survey consisted of three reseaech-ba
established psychometric tools: 1) the abbreviated Connor-Davidson Resilielece Sca
(CD-RISC 10) (Connor & Davidson, 2003); 2) Brayfield-Rothe Job Satisfactiox Inde
(JSI) (Brayfield & Rothe, 1951); and 3) Three-Component Model (TCM) of commitment

(Meyer & Allen, 1991).



viii
An analysis of 627 surveys completed by public school principals from the state
of Florida revealed that years of experience, school location, school povertgctzool
level, principal salary, and student enrollment shared no significant relapomishi
principal resilience. However, results from this empirical study inelicthat there was a
significant relationship between job satisfaction and resiliency for pafeas well as a

significant relationship between affective work commitment and resitie



Chapter 1:

Introduction to the Study

Statement of the Problem

Principals work in extremely tumultuous environments (Friedman, 2002; Pounder
& Merrill, 2001; Whitaker, 1996, 2003). From instructional leader to facility manager
community leader, the scope of a principal’s duties seem limitless. Routypaa
never describes a principal’s day, since no two days ever look the same. Undoubtedly,
the principal’s pace may seem frantic at times as he or she moves abeum s c
meeting the demands of students, teachers, parents and superiors. The fatlacy of a
administrator sitting behind a desk, sipping coffee, and waiting for the neilichiary
referral is a fanciful caricature at best. In reality, principadsk under an increasing
amount of stress that takes its toll both physically and emotionally (Jazxigio&zine,
2006).

In addition to the daily obstacles encountered by principals, state and national
reform efforts contribute to this formidable work environment. In the spring of 2010,
President Obama unveiled his plan to amend the NCLB law to improve student
education. The new plan emphasized rewarding performance while providing oadre lo
control. President Obama’s proposal also acknowledged measuring other vauielbles s
as school climate and working conditions with surveys (Klein & McNeil, 2010).

Although short on details, the President’s plan required states to develop their own



definition of teacher effectiveness and establish procedures to corretatst
achievement with the performance of teachers and principals.

As efforts to reform the Elementary and Secondary Education Act continue one
axiom remains: teachers and educational leaders are accountable forathdsm@ment.
Annual standardized testing along with a myriad of other assessments brihggeaode
data for educators and legislators to dissect, analyze, and chart. Thespalasa
become the basis for local, state, and federal authorities to reward threnaerde of
educators. Similarly, students’ test results are used to sanction those sdterels w
performance stagnates. As a result, school boards pay closer attentioeteraent
gaps as well as the performance of schools with urban, impoverished, and nzadjinal
populations. It also means that principals face even more scrutiny asdhdyfee
ways to increase student achievement.

Given this turbulent environment, a principal’s capacity for resiliency bezome
critical. How can principals mitigate these stressors so as not to foldthisderounting
pressure? Why can some principals navigate these twists and turns morsfsilicces
than others? Why do some principals seem to bounce back from adversity more rapidly
than their peers? Many answers to these questions stem from the growing body of
literature related to resiliency. Using the lessons learned from pgsstyedology and
focusing on people’s strengths, this dissertation investigated various profactors
that act as pathways toward resilience.

Conceptual Under pinnings
Henderson and Milstein (2003) defined resiliency as “the capacity to spring back,

rebound, successfully adapt in the face of adversity, and develop social, agahemi



vocational competence despite exposure to severe stress or simply to shinatnss
inherent in today’s world” (p. 7). Resiliency theory is affiliated with thatjes
psychology movement. According to Martin Seligman and Mihaly Csikszengmnihal
(2000):

Psychology should be able to help document what kinds of families result in

children who flourish, what work settings support the greatest satisfaction among

workers, what policies result in the strongest civic engagement, and how people's

lives can be most worth living. (p. 5)

A strong belief in recognizing the good life resulted in a new field calleitiy@os
psychology. Positive psychology recognizes individual traits such as subjeetive

being, optimism, happiness, and self-determination. This field of psychology also
promotes positive experiences and attempts to expand communities and organizations
around these positive qualities.

Positive psychology stands as the antithesis of the deficit theory. Commonly used
in schools and sometimes referred to as deficit thinking, this model posits “thetstude
who fails in school does so because of internal deficits or deficiencies. Suwtsdefi
manifest, it is alleged, in limited intellectual abilities, linguisiortcomings, lack of
motivation to learn, and immoral behavior” (Valencia, 1997, p. 2). Subscribers to this
model believe that marginalized populations such as low income or minority groups
perform poorly, compared to their white middle-class counterparts, due to their own
shortcomings. In other words, proponents of deficit thinking view poor, disabled, or
other “at-risk” groups, responsible for their own failures while ignoring alltpolitical,

economic and social constructs.
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Descriptions of the deficit theory changed over time. For example, a review of
the literature pertaining to desegregation in 1975 summarized the culturdl mefial in
the following manner:

The cultural deficit literature is concerned with explaining why it se@atdaw-

income minority groups have not acquired American middle-class attitudes,

values, and behaviors. The problem, according to that literature, arises from the
lack of contact low-income minority group children have with the American
middle-class, especially within the schools during the children's formatars.y

It is assumed that this contact will alleviate the problem. (Kirk & Goon, 1975, p.

600)

However, thirty-two years later, researchers described the defideélnmoa less
favorable manner.

The deficit model is based on the normative development of students whose

homes and communities have prepared them for schooling long before they enter

school. Children who come to school without that preparation, and without the
continuing home support of family members who can reinforce the goals of
schooling, face expectations that they have not had the opportunity to fulfill. All
too quickly the students become candidates for suspected “disability.” &arry

Klingner, 2007, p. 18)

Both descriptions of the deficit model address normative behavior, school goals
and the dominant culture. Critics of the deficit model argue that culturaletitfes are
devalued as underserved students are forced to adapt to hegemonic ideologiesia Val

(1997) went a step further and depicted deficit thinking as a model “rooted in ignorance
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classism, racism, sexism, pseudoscience and methodologically flawacthége. xiii).
Clearly, the constructs associated with resiliency stem from a wekbpgsoach like
positive psychology rather than a pathological or “pharmacological model”r{ixson
on Children at Risk, 2003) like deficit theory.

Authentic leader ship.

Focusing on what worked rather than agonizing over what went wrong aligns with
an authentic leadership style (Walumbwa, Avolio, Gardner, Wernsing, & Peterson,
2008). Scholars defined authentic leadership as:

a pattern of leader behavior that draws upon and promotes both positive

psychological capacities and a positive ethical climate, to fostategreelf-

awareness, an internalized moral perspective, balanced processing of imioymati
and relational transparency on the part of leaders working with followers,
fostering positive self-development. (Walumbwa, Avolio, Gardner, Wernsing, &

Peterson, 2008)
Once again, this emphasis on positive psychological capacities encompasséd severa
constructs associated with resiliency. The theoretical perspective ontauksadership
advanced by Walumbwa, Avolio, Gardner, Wernsing, and Peterson (2008) provided the
philosophical framework to build a developmental model of principal resiliency. In othe
words, principals described as resilient may also be characterized laisirexlain
authentic leadership style.

Protective factors.

In consideration of the characteristics mentioned above, this study saleetsd

protective factors that fall on the resiliency trait-state continuum (Luthagelgesang,



& Lester, 2006): 1) relationships; 2) self-efficacy and self-esteempB)gm-solving
and professional development; 4) autonomy; 5) meaning; 6) positive affect; and 7) hope
and optimism. Using physics, the metaphor of a bouncing ball provides a conceptual
visualization of resiliency theory. Physics explains why a bouncinddmporarily
loses its shape when it hits a hard surface.
When you drop a ball, gravity pulls it toward the floor. The ball gains energy of
motion, known aginetic energy When the ball hits the floor and stops, that
energy has to go somewhere. The energy goes into deforming the balitsfrom
original round shape to a squashed shape. When the ball deforms, its molecules
are stretched apart in some places and squeezed together in others. (Doherty,
1991)
Due to its resilient nature, a rubber ball loses its shape only momentarily, akly qui
springs back to its original round shape. Similar to a bouncing ball, when a resilient
person encounters adversity, he or she employs protective factors to overcome the
hardship. Figure 1 illustrates these seven characteristics of resiliency
Purpose of the Study
The purpose of this study was to investigate characteristics associtted wi
resilient school leaders. This empirical study tested the theory thaipaisaiith higher
levels of job satisfaction and work commitment will have higher levels dierese.
This study also investigated whether years of experience, school location, schoiyl pover
rate, school level, principal salary, and student enrollment were relgteddipal

resilience.
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Another objective of this dissertation was to advance a developmental and
multidisciplinary model of resiliency within the context of educational |esiuler
Namely, how is resiliency defined and operationalized when considering theff eole
school principal? Thus, this dissertation studied the feelings and thoughtsrbgatsi
experience, and how they relate to the ways they perform in their jobs. Thiscampiri
study analyzed the relationship between job satisfaction, work commitment, and a
principal’s resiliency.

Another goal of this dissertation was to enhance the generalizability atylaftili
the resiliency construct. So far, a majority of the resiliency relsdacused on children
or corporate management. The few studies linked to schools mostly investigated eithe
student or teacher resiliency. Hence, the findings from this study contoliie t
literature and expand notions of resiliency through its application to school leadershi
Fourth, this study analyzed the resiliency levels of principals acrossathettFlorida.
The survey collected data such as school level, size, student demographics, p@verty ra
job experience, and more. These data offered a deeper contextual understanding of
resiliency by comparing and contrasting principals in different schoahgetti

Examining the resiliency levels of principals also provided greater insight
self-righting mechanisms that promote the most effective leadership. obedrythe
school (students, teachers, parents, and community members) benefit wHentame ef
principal remains committed to his duties and satisfied with his profession.
Resear ch Questions
This study attempted to examine the following relationships:

e Is there a relationship between job satisfaction and resiliency for pisitipa
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e Is there a relationship between work commitment and resiliency for piszipa
e Are there significant differences in resiliency levels among principalarious
school settings? By isolating independent variables such as school level, size,
principal demographics, and student demographics, this study investigates the
relationship of these variables with principals’ resiliency levels.
Null hypotheses.
Table 1 summarizes the null hypotheses tested in this study:
Table 1

Null Hypotheses

Ho Null Hypothesis

Ho 1la No relationship between job satisfaction and resiliency for principals

Ho2a No relationship between work commitment and resiliency for
principals

Ho 3a No relationship between work commitment (affective, continuance,
and normative), job satisfaction and resiliency for principals

Ho4a No relationship between years of experience and resiliency for
principals

Ho 5a No relationship between school location and resiliency for principals

Ho 6a No relationship between school poverty rate and resiliency for
principals

Ho 7a  No relationship between school level and resiliency for principals

Ho 8a No relationship between salary and resiliency for principals

Ho9a No relationship between student enrollment and resiliency for
principals

Note. Ho= Null hypothesis
Significance of the Study

Post NCLB, accountability and expected job tasks for principals grow
exponentially, yet, at the same time, increased standardization and 'Mdi2atiah' of
school systems (Broome, 2008) diminish professional autonomy and input into
educational policy creation. Given these conflicting ideas, it seems Iduatgbb stress

for principals would also greatly increase. Although the resiliencytiteravould



indicate that resiliency for principals could assist in navigating moreuwiffivork
environments, the literature thus far does not address resiliency and schoohlpaders

Bruner and Greenlee (2000) describe culture as a prominent charaadéastic
quality organization. Principals can influence school culture and expectatraalb f
instructional staff, students, and even communities (August& Waltman, 2004y Brune
Greenlee, 2000; Hanchey & Brown, 1989; Hughes, 1995; Sparks, 2007; Patrick, 1995;
Taylor & Tashakkori, 1994; Weiss, 1999; Youngs, 2007). Theoretically, an effective
principal who remains committed to their duties and is satisfied with theirsgrofecan
impact outcomes for all parties connected to the school. While no scholarship links work
commitment and job satisfaction to a principal’s resiliency, doing so may provide be
insight into both choosing effective public school leaders, and providing professional
growth opportunities to assist principals during these challenging times.

District leaders stand to benefit once they determine what principals o wel
identify their strengths, and develop their skills to help them overcome advérkity
involves a positive approach to unraveling different facets of human behavior. Indeed,
this positive outlook is quite different from the traditional methodology, espetiall
fields such as education and psychology in which the practitioner attempts to diagnos
problem, a disorder, or a disability.

This shift toward a positive orientation continues to gain momentum in the fields
of psychology, organizational management, and education (Boyle & Woods, 1996;
Coutu, 2002; Gu & Day, 2007; Henderson & Milstein, 2003; Howard & Johnson, 2004;
Luthans, Norman, Avolio, & Avey, 2008; Patterson, Collins, & Abbott, 2004; Rockwell,

2006; Seligman, & Csikszentmihalyi, 2000; Youssef, & Luthans, 2007). Considered a
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highly valued and developable commodity, the ability to bounce back after facing
adversity distinguishes the survivors from the defeatists. Resilient studeEslient
teachers, and resilient school leaders serve as the building blocks fontrssitieol
organizations.

M ethodology

This nonexperimental exploratory study utilized a questionnaire to measure a
purposive sampling of principals’ self-reported levels of resiliency, josfaetion, and
work commitment. The questionnaire also included items to collect demographic
information about the participant and the school where the participant worked. Psincipal
completed the online survey anonymously on a website that utilized secure sgeket la
technology (SSL) encryption to secure data.

The survey consisted of three research-based, established psychomstrit) tool
the abbreviated Connor-Davidson Resilience Scale (CD-RISC 10) (Connor & Davidson,
2003); 2) Brayfield-Rothe Job Satisfaction Index (JSI) (Brayfield &BRp1951); and 3)
Three-Component Model (TCM) of commitment (Meyer & Allen, 1991). Previous
reliability and validity testing confirmed the consistency, dependaldlityg relevance of
these instruments.

A combination of descriptive, bivariate, and multivariate statistics wee tas
analyze the principals' scores on the CD-RISC, TCM, and JSI. Linear regress
utilized to determine the relationship between the dependent variable rimgikad the
multiple independent predictor variables (various demographic variables). l|Cheise
analyses provided a means to make inferences about the relationships betseen t

multiple variables.
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Limitations, Assumptions, and Design Controls

The results on this research include certain delimitations, limitations, and
assumptions. Certain inquiries fall outside the scope of this research. Although the
survey collects demographic information about the participants, such as gendeityethni
and age, the study will not employ correlational analysis to examine thienshap
between these variables and job satisfaction or work commitment. Furthermore, this
research will not attempt to identify relationships between work commitmerola
satisfaction among principals. The exploration of these relationships is beyondpbe s
of this research.

Alternatively, this study includes limitations that place constraints on the
generalizability and utility of the findings. First, the sample for ttudysincluded only
public school principals from the state of Florida. Participation in the studgtvietty
voluntary. This non-randomized sample limits the generalization to a national or
international population of public and private school principals. Similarly,
generalizations about corporate management must also be excluded since all of this
research originates in a public school setting.

Secondly, limitations to the collection of data through anonymous online surveys
included the inability to verify the job description of the individual who completed the
survey. To increase the likelihood that principals are the only respondents to the survey,
a state level database of principal's names and email addresses wasl dtuien the
Florida Department of Education. This database was assumed the most accurate a

reliable source of names and email addresses.
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Thirdly, without knowing what influences a person’s behavior, self-reported data
may be skewed. The answers provided by the participants in this survey werech8sum
be genuine and accurate. However, this study never addressed the chaadetrsits
of the person who elected to respond to a survey. For example, did principals with
primarily positive responses participate at a higher or lower rate tharvtiibseore
negative thoughts and feelings? Although these questions fell outside the parameter
this study, their impact imposed limitations on the study. With this in mind, theysurve
used existing instruments with established reliability and validity messu

This restrictive methodology did not allow personal insight or suggestions within
its design. Finally, this study surveyed roughly 2,900 K-12 public school prinaipals
Florida. Hence, the sample size required to be representative of this population was 338
(Krejcie & Morgan, 1970). A smaller sample size places limitations outility and
generalizability of the results.

Definition of Key Terms

Authentic L eader ship: “a pattern of leader behavior that draws upon and
promotes both positive psychological capacities and a positive ethical gliméister
greater self-awareness, an internalized moral perspective, balancessong of
information, and relational transparency on the part of leaders working with éofpw
fostering positive self-development” (Walumbwa, Avolio, Gardner, Wernsing, &
Peterson, 2008).

Job Satisfaction: “. . . a pleasurable or positive emotional state resulting from the
appraisal of one’s job or job experiences” (Locke, 1976, p. 1304) and measured using six

items from the Brayfield-Rothe Job Satisfaction Index (JSI) (fRxaly& Rothe, 1951).



13

Positive psychology: a field of psychology that recognizes individual positive
traits, promotes positive experiences and attempts to expand communities and
organizations around these positive qualities.

Protective Factors. “Protective Factors modify (ameliorate, buffer) a person’s
reaction to a situation that in ordinary circumstances leads to maladapteenest
(Werner & Smith, 1992, p. 5).

Resiliency: “the capacity to spring back, rebound, successfully adapt in the face
of adversity, and develop social, academic, and vocational competence despilieeexpos
to severe stress or simply to the stress that is inherent in today’s worlttigiden &
Milstein, 2003, p. 7).

Trait-State Continuum: the continuous extent to which resiliency is described as
dispositional and trait-like versus state-like and open to development (Luthans,
Vogelgesang, & Lester, 2006).

Work Commitment: “a psychological link between the employee and his or her
organization that makes it less likely that the employee will voluntarilxel&ze
organization” (Allen & Meyer, 1996, p. 252). Meyer and Allen (1991) described this
multidimensional construct as an employee’s mindset or feelings aboutatisnsthip
with an organization and further subdivided this psychological state into threetdistinc
categories: a desire (affective commitment), a need (continuance ttoemt)i and an

obligation (normative commitment).
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Organization of the Dissertation

This dissertation is organized into five chapters. Chapter One introduced the
study, presented the statement of the problem, outlined the conceptual underpinnings and
explained the historical relevance of resiliency theory. Chapter One alsuasized the
methodology, listed the limitations of the study and the definitions of key termqteCha
Two presents a literature review of the protective factors a persorgéorination) uses
to mitigate risk factors in the environment. Chapter Two covers seven sections: 1)
relationships; 2) self-efficacy and self-esteem; 3) problem-solving rafelsgional
development; 4) autonomy; 5) meaning; 6) positive affect; and 7) hope and optimism.
Chapter Three presents the design, measures, and methodology of the study. Chapter
Four presents a statistical analysis of the data collected during tlye §hdpter 5
provides the summary of the findings, conclusions, implications, suggested practica

applications, limitations, and future research recommendations.
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Figure 1.ResiliencyBouncing Ball Protective Fact. Bouncing back from adversi
involves these sevasomponents of resilien along a traitstate continuur
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Chapter 2:

Literature Review

In general, the purpose of this research is to study the feelings and thoughts that
principals experience, and how they relate to the ways they perform ijotheir
Specifically, this study examines:

e Is there a relationship between job satisfaction and resiliency for pisitipa

e Is there a relationship between work commitment and resiliency for pais@i

e Are there significant differences in resiliency levels among principalarious
school settings?
Theoretical Perspective

In this study, positivism informs the methodology used in my study and
objectivism is the epistemology foundation of my research. Crotty (2003) destirédoe
philosophical stance that lies behind a methodology as the theoretical peespAstia
set of assumptions, the theoretical perspective “provides a context for thes@odes
grounds its logic and criteria” (Crotty, 2003, p. 7).

The theoretical perspective for this study draws from the emergingmneyil
framework as well as the theories embedded in positive psychology and authentic
leadership. Major responsibilities of a principal include identifying, hjramgl retaining
the most effective classroom teachers. Although the qualities oftaepeher are too

many to list (and often debated in the research) one component of an effectiee ieac
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resiliency or “the capacity to bounce back from adversity, adapt to pressute

problems encountered, and develop the competencies — social, academic, and vocational
— necessary to do well in life” (Henderson & Milstein, 1996, p. 11). Resiliency is an
important trait since teachers continuously face setbacks and multiplengealies they

meet students’ individual needs, conference with parents, and meet the demands of
administrators and the public at large during an era of heightened accouyntabilit
Principals, in turn, face similar setbacks in terms of the emotional and ghdrsicathe

position places on a person. Therefore, both principal and teacher must remaint resili
during these most challenging times.

In a growing body of research, resilience literature analyzes tlwisgrotective
factors of people who possess this ability to get up, brush themselves off, and bounce
back from a difficult situation. Researchers still debate the notion of wheetreglaptive
construct is more trait-like (fixed) or state-like (malleable)rt Bthe answer involves
the concept of a trait — state continuum, in which some constructs behave nubthdixe
others. This continuum also allows researchers to view resiliency as délkelopa
(Luthans, Vogelgesang, & Lester, 2006). In fact, in an attempt to opexidm
resiliency, researchers measured certain pathways to resilieficthevihopes of
increasing employee performance (Youssef & Luthans, 2007). Hendersorsi&imil
(1996), stated, “The process of resiliency development is, in fact, the procdss of li
given that all people must overcome stress and trauma and disruption in the process of
living” (p. 4). For the purpose of my study, | acknowledge the trait — state continuum

when describing the various protective factors that relate to resiliency.
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Other theoretical frameworks related to resiliency already extbe literature.
For example Henderson and Milstein (2003) proposed a Resiliency Wheel. The
Resiliency Wheel divides this concept into six themes: 1) increase bonding; [Rgset c
and consistent boundaries; 3) teach life skills; 4) provide caring and support; 5) set and
communicate high expectations; 6) provide opportunities for meaningful participation.
The first half of the wheel (or themes one, two, and three) involve three stsdtagie
mitigating risk factors a person encounters during life. The second halfwhde (or
themes four, five and six) involve the steps necessary for fostering resilienc

A large portion of this review is devoted to the teaching profession. Since most
educational leaders began their careers in the classroom, many lessalisgega
resiliency directly or indirectly involve these experiences. Althougarlyl implied,
researchers acknowledge the lack of resiliency research affordecctiiedal
institutions and in particular school leadership (Giles, 2008; Gu & Day, 2007)wikiée
the previous resiliency studies focused on the benefits that certain protactors had
on children. Youssef and Luthans (2005) drew a connection between resiliensyrasset
the child psychotherapy context and positive psychology and resiliencyrrthts i
leadership context. Henderson and Milstein (2003) argued, “the process ehogsili
building is similar for children and for adults” (p. 5). This connection becomes the

starting point of this literature review.



19
Historical Relevance

The story of resilience theory began with children. While some reseswrelied
on a reductionist, pathological, problem-oriented, or a deficit approach when describing
failure, others decided to follow a wellness model that focused on the protects fa
that ultimately contributed to success. This began the first wave oénesilinquiry:
research focused on health promotion and wellbeing and shifted emphasis away from
pathology and problem-orientation way of thinking (Richardson, 2002). By the 1970s,
research focused on the individual differences in children’s responses to witulati
Considered a pioneer in resilience research, Norman Garmezy studied childremts par
who suffered from schizophrenia. His novel investigation resulted in groundbreaking
research during the 1970s. Garmezy wanted to know why some children coped
successfully despite their exposure to the same psychopathological rigkdqpath
schizophrenia) as other children who coped poorly. Eventually, Garmezy and other
investigators, including Michael Rutter and Emmy Werner, began studyingerhidro
succeeded in the face of adversity.

Rutter (1985) dismissed genetics as a universal explanation for individual
differences since environmental factors also influence a person's respatiess. This
prompted the search for protective factors. During this time, researcleerthe term
invulnerable to describe "children so constitutionally tough that they could not give w
under the pressures of stress and adversity" (Rutter, 1985, p. 599). Eventually, the term
resilient replaced the absolute notion of invulnerable.

Emmy Werner and Ruth Smith developed a longitudinal study of the children

living on one of the Hawaiian islands, named Kauai. A cohort of 505 people born in
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1955 was followed from birth to adulthood. Many individuals in this cohort faced
daunting challenges such as perinatal stress, chronic poverty, troubled hoarellife
exposure to parental alcoholism or mental illness. Despite these hazardous
environmental conditions, the researchers noticed that some of the childred saess
resistant to various biological and psychosocial risk factors. Scholars considautie
Longitudinal Study a landmark investigation into the long-term effects of cluttiho
adversity as well as the protective factors that led to successful amtaptadulthood
(Werner & Smith, 1992).

Research began on a similar concept, hardiness, in 1975 when Salvatore Maddi
launched a twelve-year longitudinal study to analyze the stress levelnafena
working at lllinois Bell Telephone (IBT). Maddi (2002) and other researcherswiired
that certain managers possessed attitudes that served as protects/aganost stress-
related illnesses. Eventually, these stress buffers were labelethastment, control,
and challenge. Maddi (2002) referred to these attitudes as the 3Cs of hardiness.

Protective factors can be positive or negative and “refer to influenceas iy,
ameliorate, or alter a person's response to some environmental hazareldisabpes to
a maladaptive outcome" (Rutter, 1985, p. 600). Although, Rutter (1985) was careful
when generalizing the influence protective factors have on resilience ghedo$everal
characteristics. For example, Rutter (1985) suggested that quality ematiopattsas
in a secure relationship with another individual, positive self-concept, positive self-
esteem, belief in one's own self-efficacy, a repertoire of social prololemgsstrategies,

and humor fostered resiliency during challenging times.
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Garmezy (1991) also suggested that certain characteristics operatedegtive
factors in an adverse environment. He grouped these characteristics intordlcke
categories called variables. The first variable involved an individual’'s tameat and
addressed activity levels, cognitive skills, and social skills. The secormdbleainvolved
family support, cohesion, and support from family members as substitutes for absent
parents. Finally, Garmezy (1991) cited external support such as a teachayriym
member, or institution (school, church, or agency) as the third variable used to modify
stressful situations.

During this first wave of resiliency research, researchers continuedut® dac
phenomenological descriptions of protective factors and resilient qualitiediatiuals.
For example, Benson (1997) identified 40 developmental assets (external and)internal
External assets included feeling a sense of empowerment (valuing).al@tesets
included positive values, positive identify (self-esteem, sense of purpose).

Coutu (2002) cited three qualities she deemed as essential to reach tierecyesil
1) realistic optimism; 2) the search for meaning; and 3) ritualized ingenuiten\&/
resilient individual encounters adversity, the person remains optimisticuwith
pretending everything will just work out. Maintaining a sense of realism iagust
important as maintaining a sense of optimism. Facing reality from a positiipstat
allows a person to search for solutions whenever a difficult situation ariseglyClos
related, Coutu’s (2002) second resilient quality is making meaning out of misfortune.
This quality is the opposite of seeing yourself as a victim. According to Coutu (2002)
meaning making is "the way resilient people build bridges from presentaddstips to

a fuller, better constructed future. Those bridges make the present managealig, for |
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of a better word, removing the sense that the present is overwhelming” (p. 50).
Typically, a resilient person relies on his or her core value system to fimdngeda hus,
Coutu (2002) underscored the importance of an individual or organization’s strong value
system because they “offer ways to interpret and shape events” (p. 52)y, Fasdlent
people (and organizations) invent creative ways to solve problems. They imagine
possibilities and get the job done. Coutu (2002) used the word "bricolage" coined by
French anthropologist Claude Levi-Strauss to describe improvisation and ingeheity
solving a problem without access to common tools. Creativity alone, however, does not
fully describe the third quality of resilience. In fact, creativity restshe shoulders of

rules and routines, which anchor ideas and provide a common direction and purpose.
When used in harmony, these three qualities promote resilience during the most
challenging times.

Resiliency acquisition.

How are resilient characteristics acquired? The second wave of rgstheacy
attempted to answer this question. Richardson (2002) created a model to describe the
resiliency process. When a person is in biopsychospiritual homeostasis, he or she has
adapted to life’s events or situations. Biopsychospiritual homeostasigesl alte
disrupted by life changes, stressors, challenges, adversity and otheofatistsiption.

Once this occurs, a resilient individual draws upon previous experiences and utilize
strategies to cope with the current hardship. After the disruption, the reiivegrat
process begins. “A person can reintegrate resiliently, attempt to return to

biopsychospiritual homeostasis, reintegrate with loss, or dysfunctionaltggeate”
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(Richardson, 2002, p. 312). Successful or unsuccessful adaptation to life’s disruptions
determines a person’s resiliency or his/her ability to cope with stress.

The third wave of resiliency theory involved physics, biology, psychology,
theology, and mysticism. This interdisciplinary approach allowed the mesfidgas
from multiple academic fields. Richardson (2002) referred to resiliency fasce
within everyone that drives them to seek self-actualization, altruism, mjsaiad
harmony with spiritual source and strength” (p. 313). The third wave sought to
understand the source of energy for this force. Various hypotheses includedadeas fr
guantum physics, Eastern medicine, spiritualization, psychology, and philosophy.
Richardson (2002) suggested the use of meditation, Tai Chi, prayer, yoga, Aikido and
other therapies to strengthen an individual’s resilience. This multidisciphrew
marks the current stage of resilience research.

Protective Factors.

Recognizing the state — trait continuum mentioned earlier, the protecttoesfa
person (or organization) uses to mitigate risk factors in the environmemitdedaven
broad categories: 1) relationships; 2) self-efficacy and self-es8gmpblem-solving
and professional development; 4) autonomy; 5) meaning; 6) positive affect; and 7) hope
and optimism.

In order to conceptualize resiliency, the ensuing sections seek answers to the
following questions:
e What is the operational definition of resiliency?

e What protective factors or constructs are associated with resiliency?
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e How does the research colligate these adaptive constructs with leadership
resiliency?
Relationships.
“Do not wait for leaders; do it alone, person to person.”
~ Mother Teresa (Kleiser, 2005, p.42)

A common theme throughout the resiliency literature emphasizes the central role
that relationships play in overcoming adversity (Rutter, 1985; Boyle & Woods, 1996;
Coutu, 2002; Wayman, 2002; Howard & Johnson, 2004; Patterson, Collins, & Abbott,
2004; Rockwell, 2006). Resilient individuals possess a keen awareness of their socia
surroundings and adeptly bond to others for support. Generally speaking, researchers
subdivide this protective factor into three broad sections: social skill development,
mentoring, and emotional support. This section of the literature review sumsitaegze
information regarding this protective factor and examines how the resediightes
relationship building with leadership resiliency.

Neuropsychologists study the relationship between the brain and human behavior.
These scientists revealed that close, positive, and meaningful connectionss@fbéoer
human behavior from a very young age. In other words, people’s brains are hatdwire
connect to other people (Commission on Children at Risk, 2003). Scientists interested in
emotional development, regulation, attachment theory, and brain function recognized the
connection between relationships and resilience. Schore (2001) describedaesili
factors for coping with psychobiological stressors and the importance dinguil

relationships with others.
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The orbital cortex matures in the middle of the second year, a time when the
average child has a productive vocabulary of less than 70 words. The core of the
self is thus nonverbal and unconscious, and it lies in patterns of affect regulation.

This structural development allows for an internal sense of security andnesilie

that comes from the intuitive knowledge that one can regulate the flows and shifts

of one’s bodily-based emotional states either by one’s own coping capacities or

within a relationship with caring others. (Schore, 2001, p. 42)

Hence, the ability to form relationships with others serves as a protestioe from as

early as infancy. Social competence and the capacity to form attachmetiters

remain important throughout adulthood. It is no surprise, then, that the literaturs reveal
that resilient leaders know how to connect with coworkers and use their so¢saicskil
advance through turbulent times.

Authentic leaders spend a great deal of time building relationships with others.
fact, one of the tenants of authentic leadership is transparency, the abilitytaima
openness and self-disclosure. “Authentic leaders act according to their, aililets
relationships that enable followers to offer diverse viewpoints and build socialrketw
with followers” (Hughes, 2005, p. 86). Leaders who place a premium on relationships
identify with their followers on a personal level, recognize and nurture talerd, buil
strong social networks, and foster trust with stakeholders (Hughes, 2005). atsatl
transparency displayed among authentic leaders supports the resiliencyeatihreals
well as the entire organization.

Successful principals spend a great amount of time building relationships

throughout the school. The effective principal places a premium on the bonds and



26

partnerships fostered with students, parents, faculty, staff, superiors, bushess pa
and community members. Furthermore, a principal’s leadership style insphotd
culture and climate (August& Waltman, 2004; Hanchey & Brown, 1989; Hughes, 1995;
Sparks, 2007; Patrick, 1995; Taylor & Tashakkori, 1994; Weiss, 1999; Youngs, 2007).
In other words, a principal’s influence is far-reaching and global in natur@ugtntheir
actions, effective principals use trust building, support, communication, praissg sha
leadership and other human relation skills to build relationships and a healthy culture
within the school (Blase & Kirby, 2000; Sparks, 2007). Staff development, collaboration
and patrticipatory leadership foster greater teacher loyalty ardiedly influence
teachers at high performing schools (Blase & Kirby, 2000; Sparks, 2007). Rdigtions
building acts as a protective factor and promotes resiliency.

Hughes (1995) studied this phenomenon by analyzing three pairs of schools with
similar demographics but with different student achievement results.calbgetion
included site visits to seven schools and 50 interviews with administrators, temathers
parents. Hughes (1995) also surveyed 632 parents, 670 students, 82 teachers, and seven
administrators. Differences in staff morale, staff commitment andajdfaction were
observed between high poverty and low poverty schools. “The greatest differetate i
morale between the two schools appeared to relate to the working relationstaprbetw
the faculty and the administration” (Hughes, 1995, p. 34). The study concluded that
effective schools shared the following characteristics: low teacher tuyriogle faculty
morale, high job satisfaction, strong teacher accountability, strong studkntar
effective student services program, an instructional leader, and principal support.

According to this research, a principal yields a great deal of influence omnibr-
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workings of the school. Hughes (1995) study suggested that a positive relationship
between the principal and teachers improved morale and fostered increasesareather
such as job satisfaction. Thus, a principal’s style and ability to foségioredhips sets
the tone for the school’s culture and acts as a protective factor to bolster indandual
organizational resiliency.

Later empirical research concurred with Hughes (1995) findings. Albredht et a
(2009) surveyed 776 teachers and related faculty to determine risk factors adseitiat
teacher burnout and resiliency factors related to teacher retention. Fooubed
working conditions of Emotional Behavioral Disorders (EBD) teachers, részarasked
participants to rate the climate of the school, administrative support, cbegort,
and access to professional development, consultants, and technology. Albrecht et al
(2009) cited administrative support and accessing that support daily as “siginific
factors” in a teacher’s retention and job satisfaction (p. 1017). Teachers veyeeht
administrative consultation and distinguished this type of communication apart from
sparse contact. The latter included only communicating with an administratay dur
crisis or at someone’s request. The use of a nonrandomized design may have abntribute
to a sampling bias and therefore limited the generalization of the relsioligever,
Albrecht et al (2009) replicated Hughes’ (1995) results, which used a randomizgéd.sa

Since relationships matter, researchers study how resilient indiviéhaksnr
mentors as a protective factor. For example, a study involving 95 college-boundsstudent
who struggled academically revealed that these students pursued a relatidgtinship w
counselor for support and academic assistance. Social support from supervisors and

peers increased for the same sample of participants (Clauss-Ehletséwaki, 2007).
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Overall, Clauss-Ehlers and Wibrowski’'s (2007) study purported significarct®fia

resiliency using the Connor-Davidson Resilience Scale (CDRISC). Howesersé of
a nonrandomized design and the omission of a control group limited the utility of this
research. Nonetheless, the results align with a substantial body o@ifg@eraintaining
the correlation between resiliency and positive relationships.

One such study surveyed 44 young adults who were in foster care as children
(Hass & Graydon (2009). The researchers characterized the particpdmsstudy as
resilient and hoped to learn what protective factors promoted their wellbeingy-Eight
four percent declared other people “who provided various forms of social support”
important to their success (p. 459). These other people included family members,
counselors, and mentors. In return, most of the participants expressed a pitoclivity
volunteer and mentor others. The relatively small and nonrandomized sample size
limited the interpretation of these results. Furthermore, Hass and Graydon (2009)
acknowledged the limitations of self-reported data as well as their narfioutiole of
success. Nevertheless, mentoring plays a crucial role in supportingn@sili

In most cases, principals rely on mentoring to help them in their current position
(Farkas, Johnson, & Duffett, 2003), and they serve as mentors to others; especially those
who just started their career. In a study similar to Howard and Johnson’s (2004)
research, Patterson, Collins, and Abbott (2004) analyzed interview transcrigshwrte
and teacher leaders. Their analysis reported that participants usedmgesttategies to
build their personal resilience (Patterson, Collins, & Abbott, 2004). Instead ofdeavin
struggling teachers behind, resilient leaders felt responsible for nmentbdse in need

and provided professional and emotional support to their coworkers.
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In addition to mentoring, resilient individuals seek emotional support from
individuals and the community at large. For example, an individual’s perception of
support from the community affects overall psychological well-being (R&hdlartin,

2008). Scientists refer to the behavior patterns of groups, whether from an atiganiz

a community, or an entire society, as social structure. According to Rohallatid M
(2008), scientists “apply this understanding of social structure to the studylieinee

by examining the various ways in which social structure may affectoreships between

life events or conditions and a broad spectrum of behavior and associated life outcomes
(p- 302). Social structure influences relationships with family and friends.e Bbegl
conditions also influence the way a person perceives and manages stressfuhsitua
(Rohall & Martin, 2008). Resilient individuals use social resources, suckatisnghips

with loved ones, friends, and community members, as a buffer against stressful or
traumatic events.

For instance, the results of a survey involving more than 17,500 respondents,
demonstrated lower depression rates among individuals who expressed a strs®er se
of community. Rohall and Martin (2008) concluded that “positive perceptions of social
structural and community conditions may help to reduce the risk of depression” (p. 314).
Since respondents were limited to married, active duty service members Vvibrsaiity
of these results comes into question. Furthermore, the researchers usedemnly sev
guestions based on the CES-D to measure the respondents’ depression levels. Even with
these limitations in mind, the results of Rohall and Martin’s (2008) empiricdy straws

attention to social structural conditions and their impact on resilience. Theiginaliso
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parallel other studies related to family and community resilience (Be&zidéychasiuk,
20009).

In fact, a qualitative study reported similar results. Howard and Johnson (2004)
interviewed ten resilient teachers who worked in highly challenged neighborhoods
These challenges included poverty, violence, drugs, and family instabiitedRwvith
these immense stressors, Howard and Johnson (2004) reported that every teadher in the
study relied on support networks inside and outside the school as a safeguard against
burnout. Most importantly, the researchers identified “strong caring leadeeship”
central to the resilient teachers’ support network (p. 412). Even though the snpddl sam
size limits the generalization of these conclusions, the rich details i@mterview
transcripts offered insight into how these adaptive behaviors acted as a baiffst ag
stressors. Howard and Johnson’s (2004) findings also paralleled other conclusions found
in the literature (Rutter, 1985; Waymen, 2002; Bogar & Hulse-Killacky, 200@®ari9|
the ability to foster relationships and build support networks serve as a protactore f

In order to foster a worthwhile relationship, a resilient person instingtivews
how to bond with another person. Authentic leaders adeptly utilize their sociatskills
promote relationships and transparency within the organization. A review of the
literature underscored the importance of relationships, connectedness, andhgnentor
within the school setting. Principals who harbor these strategies standrachatice at

overcoming adversity.
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Self-efficacy and self-esteem.

“Psychological freedom, a firm sense of self-esteem, is the most pbwedpon
against the long night of physical slavery.”

~ Martin Luther King, Jr. (King, 1968, p. 44)

This section addresses the significant role self-esteem and sedfegffilay in the
resiliency literature. Both self-related constructs share a stetetgpnship with
autonomy and offer greater insight into the resiliency theoreticakfremk. How do
scholars define self-esteem and self-efficacy? How do these cosistlate to human
agency, autonomy and resiliency? This section of the literature reesg answers to
these questions and discusses implications regarding educational leadership and
resiliency theory.

Conventional wisdom used a “more is better” approach when describing the
attributes of self-esteem. Recent research, however, took exception toitms not
suggesting that too much self-esteem led to egotistical illusions, aggreskavior, and
even low performance (Deci & Ryan, 1995). In fact, scholars redefinedssetire by

differentiating between contingent self-esteem and true sedragieeci & Ryan, 1995).

Deci and Ryan (1995) defined contingent self-esteem as “feelings about oneself

that result from — indeed , are dependent on — matching some standard of exoellence

living up to some interpersonal or intrapsychic expectations” (p. 32). A principal who
feels successful and worthy only when raising test scores exespbirtingent self-
esteem. This type of self-esteem involves social comparison becaussisherbself-
worth is an external measuring stick outwardly imposed by society. An eleinent

narcissism exists within contingent self-esteem since these peopkedn their own
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goals and measure success by comparing themselves to others (Deci & Ryan, 1995)
Therefore, Deci and Ryan (1995) link negative mental processes such as selbdecept
and rationalization to contingent self-esteem.

On the other hand, true self-esteem measures a person’s own self worth, which in
turn, correlates to positive psychological outcomes such as higher self-regene a
secure sense of self, and greater internalized behavior. For example, alpsiricipae
self-esteem acts autonomously within the school system to build a team of
philosophically aligned professionals. Even as a principal strives towardsres
aspirations, the principal’s own self-worth is not tied to accomplishing theteegoa
even worse, living to someone else’s standards. Instead, this principal wemksalty
and remains true to himself while leading the school.

Deci and Ryan (1995) associated true self-esteem with the three fundamental
psychological needs outlined in the Self-Determination Theory: autonomy, conmgetenc
and relatedness. Individuals experience true self-esteem whergyeatisfy these
three psychological needs. Hence, a clear distinction exists betwemgennself-
esteem and true self-esteem.

The point, then, is that people develop more of a true self and have truer self-

esteem when they are supported and loved as they behave agentically from thei

own perspective, whereas they develop more of a false self and have more

contingent self-esteem when they are pressured to meet others’ standaads a

loved only for matching those standards. In turn, true self-esteem is theobasis f

further agentic activity, whereas contingent self-esteem is the basisifig
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controlled by the demands placed on people by the social world (or by
internalized versions of those demands). (Deci & Ryan, 1995, p. 34)
A construct closely related to self-esteem, self-efficacy, desdiigebelief in
one’s ability to successfully complete a task in order to produce the intended outcome
(Bandura, 1977). Although used interchangeably in much of the literature, setgffi
differs from self-esteem. Where self-esteem measures the degvbih an individual
likes himself; self-efficacy measures personal competence or judgaismit one’s
ability to complete a task. This lack of distinction between these constrticis miuch
of the literature slightly muddles this area of the resiliency resediowever, most
scholars include one or both constructs when describing protective factorstagsocia
with resilient individuals (Rutter, 1979; Werner & Smith, 1982; Rutter, 1985; Bandura,
1990; Benson, 1997; Bobek, 2002; Wayman, 2002; Richardson, 2002; Howard &
Johnson, 2004; Gu & Day, 2007).
In 1977, Albert Bandara described self-efficacy’s affect on an individahildgy
to cope when faced with adversity.
Not only can perceived self-efficacy have directive influence on choice of
activities and settings, but, through expectations of eventual success, itecan aff
coping efforts once they are initiated. Efficacy expectations deterhaw much
effort people will expend and how long they will persist in the face of obstacles
and aversive experiences. (Bandura, 1977, p. 194)
Although Bandura (1977) never specifically refers to resiliency in hidgrcholars

who study resiliency depict self-efficacy as an antecedent consitbot thhe resiliency
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theoretical framework (Rutter, 1985; Bandura, 1990; Benson, 1997; Bobek, 2002;

Richardson, 2002; Howard & Johnson, 2004; Gu & Day, 2007).

During a time when forty percent of teachers in America appear digheddad
disappointed with their careers, notions of self-esteem and self-efficamybec
especially poignant (Yarrow, 2009). These frustrated teachers reportécbé sapport
from administration, multiple disciplinary issues, and testing as the negjsoms for
their discontent (Yarrow, 2009). Do high levels of self-efficacy support tesaaHer
face adversity? For example, does teachers’ self-belief in theirlmiity B0 manage
stressful events in classrooms increase their resiliency? Rbe ahswer resides in
research studies completed outside the education field.

Researchers wondered what allows some people to overcome distressing
conditions while others suffer lingering negative reactions to the same disasvents.
Recent research indicated the beneficial function of individuals' affirenbélrefs in
controlling certain events that affect their lives (Bandura, 1997; Benighin&lBa,

2004).

People’s beliefs in their coping efficacy influence vigilance toward potentia

threats and how they are perceived and cognitively processed. People who

believe they can exercise control over threats do not conjure up calamities and
distress themselves. But those who believe that potential threats are
unmanageable view many aspects of their environment as fraught withr.dange

They dwell on their coping deficiencies, magnify the severity of possiblatthre

and worry about perils that rarely if ever happen. (Benight & Bandura, 2004, p.

1132)
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Research revealed this type of self-enhancing cognition acts as aipedi@ottion
against various types of trauma including posttraumatic recovery, miligarma,
aftermaths of natural disasters, terminal iliness, terrorism, sessellg and spousal
bereavement (Benight & Bandura, 2004). Hence, perceived self-effictscgsaa
protective factor and plays a significant role in overcoming hardship and trauma.

Research revealed similar results within the education profession. Building on
Bandura's (1977) theory of self-efficacy, educational researcheredthéi relationship
between teacher efficacy and student achievement. For instance, sveasd that
teachers with high levels of self-efficacy devoted more instructional pnovided more
support to struggling learners, and offered more academic praise (Bandura, 1993).
Teacher perceived self-efficacy also influenced their educatippabach. Those
teachers with higher perceived self-efficacy discovered ways to builchsstohrinsic
motivation and agency. In contrast, teachers with low perceived selfegftmaded to
rely on extrinsic incentives and negative consequences to motivate themtstude
(Bandura, 1993). Described as a dynamic process, “the development of teachers’ sel
efficacy consistently interacts with the growth of their resilient ¢geafi(Gu & Day,
2007, p. 1312).

In addition to the positive outcomes mentioned above, a review of the literature
linked teacher and student perceived self-efficacy to resiliency. Thenpeesf this
powerful construct relates to students persisting during challenging rafmug learning
episodes (McTigue, Washburn, & Liew, 2009), better job satisfaction among teachers
(Caprara, Barbaranelli, Borgogni, & Steca, 2003), lower levels of deaduatvior

among vulnerable African American urban youth living in poverty (Nebitt, 2009), and
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higher levels of resiliency among teachers who encountered setbackscaitdiffi
circumstances (Wahlstrom & Louis, 2008).

Is there a link between perceived self-efficacy and principal |eaigers
effectiveness? General consensus among scholars acknowledges a strtatgoorre
between teacher effectiveness and student achievement (Nye, Konstantopoulous, &
Hedges, 2004). Researchers also acknowledge the importance of principedga
Hence, as the instructional leader of the school, a successful principghirss
effective teaching strategies using frequent classroom visits, tooestructive
feedback, worthwhile professional development, and support networks to promote
collaboration. In fact, the deeper the principal's pedagogical knowledgetdrehieeor
she builds the school's instructional capacity. In addition to these direegstsat
researchers studied the indirect methods principals employed to promotg stude
achievement and overall school success. This research included the influence of school
climate, leadership style, and teacher efficacy.

Despite the extensive amount of research examining student and teachey effic
(Tschannen-Moran, Woolfolk-Hoy, & Hoy, 1998; Pinquart, Juang, & Silbereisen, 2003;
Pajares, 2005), few studies evaluated the impact of principals’ perceivedfiselfy and
its influence on schools, teachers, and student achievement. This gap in thediigratur
rather surprising given the recent attention paid to data driven decision making
collaboration, and a renewed interest in leadership styles (Nir, 2006)eshmgly, a
literature search revealed no studies associated with principal leadsedfiefficacy,

and resiliency.
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The small number of studies that investigated the relationship betweepalrinci
leadership and efficacy used a broader construct of efficacy. In additiamnigle
teacher's perception of his or her own self-efficacy, researchers studiatbanghen
known as collective school efficacy. “Perceived school efficacy is thd bélie
individual school staff members in their school’s capacity as a contexfifmogfous
task performance” (Imants & DeBrabander, 1996, p. 181). Various investigations
referred to this construct as collective efficacy, school efficacy, andajeficacy.

In an early study, Hipp (1996) investigated the relationship between principal
leadership and teacher efficacy. This study attempted to answer threergues) Are
certain principal leadership behaviors related to teacher efficacy® @jizipals
influence general and personal teacher efficacy? 3) What obstaclesrenteith
principals’ leadership behaviors on teacher efficacy?

Hipp (1996) used Hoy and Woolfolk’s (1993) two-dimensional self-efficacy
construct to measure general teacher efficacy and personal ted@bamye General
teaching efficacy examined “a general belief about the power of teachiegah
difficult children” (Hoy and Woolfolk, 1993, p. 357). This particular conceptualization
conveyed resiliency schema (bouncing back from adversity) due to the emphesis pl
on difficult children. Personal teaching efficacy, on the other hand, considerdi¢fie be
in one’s own competence to improve student achievement.

This study surveyed ten principals and 280 teachers. Teachers responded to a 16-
item scale related to efficacy, a 34-item survey related to principhrgap, and
participated in one interview. Principals completed the 34-item leadership sundey

participated in one interview. Statistical analysis indicated diffesebetween the two
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efficacy dimensions, yet found no significant relationships between priridifalence
on general or personal teaching efficacy. However, Hipp (1996) furthgzadahe
interview transcripts and reported that the transformational style of éagleelated to
teacher efficacy. Finally, constraints such as “unfocused priorities jveegat
environmental indicators, and decreasing public support for education” interfigned w
principals’ leadership behaviors on teacher efficacy (Hipp, 1996, p. 23).

Ten years later, Nir (2006) questioned Hipp’s (1996) results based on the low
sample size, and the fact that the study only looked at one leadership style,
transformational leadership. Furthermore, Nir (2006) criticized the stathgence of
control variables and the use of a teacher-based analysis rather than-®asbdo
analysis. Hence, Nir (2006) devised his own study to reanalyze the relationshiprbetwe
principal leadership and teaching efficacy using a larger sample sizelleahvariables,
and a school-based analysis.

Nir's (2006) study revealed no relationship between general teacher etiudcy
principal leadership style and a “complex” relationship between personalrteffotecy
and principal leadership style (p. 212). However, further analysiseceHfipp’s (1996)
postulation linking transformational leadership to personal teacher effiddicy2006)
asserted that these results emphasized “the significance of the positixpgakreces
that promote individuals’ satisfaction on the job and the potential contribution of the
transformational leadership style for the shaping of these experigpc243). Even
without a causal relationship, the presence of self-efficacy along withagaiis
transformational leadership helps promote a more positive school climate, arateliti

may enhance job satisfaction. This relatively new area of researchesefyuther inquiry
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in order to connect the dots between leadership style, self-efficacy, andelitima
resiliency.

Leithwood and Jantzi (2008) examined various aspects of principals’ leadership
efficacy and their effects on the entire school organization as well as studiemines.
While Nir (2006) analyzed principals’ influence on teacher efficacy, waitd and
Jantzi (2008) investigated the relationship between principals’ efficacy hodl snd
classroom conditions. They measured a moderate effect of leader efficackool
conditions and a weak but significant effect of principal efficacy on the pestent
students meeting or surpassing state proficiency levels. Although beithand Jantzi
(2008) referred to a leader’s resiliency in their Framework and Liters¢ateon, their
investigation excluded this matter. Once again, this absence of rgsdisnourse
points to a knowledge gap in the literature.

Although self-esteem and self-efficacy constructs act as impodgnitive
mechanisms used to ward off stressors and adversity (Rutter, 1985), less is known about
the relationship between principals’ leadership behaviors, self-efficadythair ability
to bounce back after adversity. Subsequent research involving these construshganay
light on protective factors associated with principals’ resiliency.

Professional development and problem solving.

"Imagination is more important than knowledge."

~Albert Einstein (Isaacson, 2007, p. 387)

Professional development.

By definition, self-efficacious principals believe in their ability to sssfully

complete a task in order to produce the intended outcome (Bandura, 1977). Accessing
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education, training, and problem solving skills reveals yet another stratunthieom
resiliency theory’s multiple constructs. How important is subject-mkttewledge for
principals and district administrators? Does this type of knowledge suppader’s
resiliency? A review of the literature demonstrates that this typesefrch is in its
infancy. This section brings together the research analyzing relapsristtiveen
resiliency, professional development, and problem solving skills.
Common sense tells us that educators must possess a wealth of knowledge of the
subjects they teach. However, researchers devoted little time to thapem (Stein
& Nelson, 2003). Shulman (1986) recognized this research gap and labeled it the
“missing paradigm” (p. 6).
Policymakers read the research on teaching literature and find it regilete
references to direct instruction, time on task, wait time, ordered turns, doder-
qguestions, and the like. They find little or no references to subject matter, so the
resulting standards or mandates lack any reference to content dimensions of
teaching. Similarly, even in the research community, the importance ohtonte
has been forgotten. Research programs that arose in response to the dominance of
process-product work accepted its definition of the problem and continued to treat
teaching more or less generically, or at least as if the content rofciin®h were
relatively unimportant. (Shulman, 1986, p. 6)
One reason for this missing paradigm may result from the principal’s predeieenc
pedagogy over content knowledge. Farkas, Johnson, and Duffett (2003) reported that
most principals and superintendents were comfortable with the level of newrstache

content knowledge. Interestingly enough, in the same survey, only 16% of
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superintendents rated their principals as excellent at matching proféssvalmpment
to the needs of their teachers.

Shulman’s (1986) spotlight on this obvious omission led researchers to study
teachers’ knowledge of subjects. Stein and Nelson (2003) advanced this resedrch tre
by studying a relatively new construct called leadership content knowl&tdlen its
infancy, a review of the literature demonstrated a vague construas @btistruct. For
example, when examining school leaders, researchers struggled with rexgptivez
differences between subject matter content and knowledge about leadership.

Knowledge about subject matter content is related in complex ways to knowledge

about how to lead. In some cases, subject matter knowledge appears to be

transformed for the purposes of providing leadership for instructional reform. In
other cases, administrators' knowledge of how to lead, how to build the culture of

a school community, how to use professional development programs and other

resources well, how to conduct a curriculum selection process so that it is

perceived as legitimate and politically viable, how to plan for the systemaig a

of interventions that will be needed in order to successfully reform a system'’

academic program, and so on — appears to be transformed by newly learned

subject matter. And, in still other cases, the two appear to be so tightly fused tha

they need to be actively disentangled. (Stein & Nelson, 2003, p. 424)

What is further unclear is the relationship between principal resiliencyeaddrship
content knowledge. Stein and Nelson (2003) argued that principals with content
knowledge profit over others without this subject knowledge depth. However, they

guestioned the practicality of expecting administrators to know content knowledbe in a
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subject areas, especially at the secondary level. Deep knowledge in one cate subje
along with a reliance on distributive leadership may resolve this dilemtea &d
Nelson’s (2003) qualitative study analyzed three interview transcrgtsgrevious
research projects. Clearly, this new construct requires more teseacamine the
significance of leadership content knowledge along with correlations togainci
resiliency. In the meantime, topics aligned with professional developmentasuc
mentoring and induction, appear in the literature and warrant review.

Not surprisingly, several studies have determined that teachers’ jdacadis
increases when principals effectively mentor, train and support teacherss{&ug
Waltman, 2004; Sparks, 2004; Tillman, 2005; Weiss, 1999). Many times a brand new
teacher doesn’'t know what he or she doesn’t know. This early stage of development for
new teachers can be an extremely frustrating time for the admtioiistdao is trying to
implement a support plan and equally as frustrating for the teacher who isistyumgl
unsure where to begin. In other words, a teacher must be taught how to reflect on his/her
practice in order to internalize strengths and limitations as well asooneradversity.
Sparks (2004) differentiated between staff development leaders and stédpdesat
providers. “The principal as professional development leader must understand deeply
how changes take place in the structure and culture of the school organization and create
a culture that understands and values high-quality professional development” (Sparks
2004, p. 4). In terms of resiliency, professional development acts as a protcive f
for both the principal and faculty. When a principal relinquishes professional
development responsibility or simply encourages teachers to attend traithogtwi

follow through, a clear message is sent to faculty: “Professional devehbpsryour
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responsibility.” It becomes even more troublesome when the message ietetégs,
“Professional development is not important at this school.” A new teaches ityplei of
school culture may not get the proper support and ultimately become frustrated and
burnout. However, principals promote resiliency in themselves and others by endorsing
training and remaining directly involved in the professional development process.
Research confirms that a principal can influence the induction of a brand new
teacher. According to Youngs (2007), a principal’'s background, philosophy and
interactions with new faculty can directly influence new teachers. In odg, Stillman
(2005) followed the practices and experiences of a new teacher, mentor andpalprinc
during the teacher’s first year. The study tried to determine whatqasttad to better
teacher competence, teacher retention and increased student achievethenghAl
severely limited by a small sample size, Tillman (2005) still gerzex@dlihe results of her
study and offered several recommendations. First, principals should be direchiyed
with the mentoring process at the school, especially with African Ameteeahers in
the urban school setting. Backgrounds and experiences must be considered when
developing mentoring plans for a new teacher. Tillman (2005) also argued that fgincipa
must consider opportunities for new teachers to work with a team in order to avoid
teaching in isolation. Obviously, mentor selection is also critical during théeoney
process. Finally, principals must be sure to make teachers feel wélopemveying
the message that they are valued members of the school community, and that as
instructional leaders, principals will take the time to support every neWwaegdillman,
2005, p. 627). Although the limitations of Tillman’s (2005) study call into question the

generality of her results, her commonsense recommendations remain useful.
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Youngs (2007) reported that principals can positively promote professional
growth when they meet regularly with new teachers, directly facil&ietor programs,
demonstrate a keen understanding of district and state induction policies and have
backgrounds in curriculum and instruction. The school’s professional culture also had a
direct impact on new teachers’ induction. Effective principals “promoted inéelyrat
professional cultures in which experienced teachers were aware of neerscaeeds
for assistance and were actively involved in induction” (Youngs, 2007, p. 127).
Professional development as a protective factor acts as a layer of sumppoolsiers
teacher and principal resiliency.

Principals’ professional training assists their performance and itlglisepports
student achievement (Knoeppel & Rinehart, 2008). Curiously, principals show little
regard for their educational leadership training. A quantitative studyingamnore than
1000 public school superintendants and more than 900 public school principals analyzed
these educational leaders’ perspective regarding their professional raheatss
Limitations of this study included the reliance on self-reported datarrrstof their
own professional development, principals viewed graduate school programs poorly.
Only two percent of principals surveyed described their educational leadershignprog
as “most valuable” in preparing them for their profession. Instead, principats oa
mentoring and previous on-the-job experiences to help them prepare for their current
position (Farkas, Johnson, & Duffett, 2003). Nonetheless, training and professional
development remains important. Principals exposed to the latest approadkdsaoela
curriculum and accountability reform outperform principals who lack this training

(Knoeppel & Rinehart, 2008). Unfortunately, principal evaluation tools raredgsisise
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attributes most commonly associated with improving student achievenwdti(@,
Cravens, Murphy, Porter, Elliot, & Carson, 2009). Clearly, these concepts requée m
research to tease out the relationship between principal resiliency angipredes
training.

Problem solving.

In addition to a principal’s formal education and professional development, a
successful leader relies on practical knowledge and real-world erperin order to
problem solve (Germain & Quinn, 2005). Although the most experienced and effective
principal places a premium on the proactive approach, the best plans déGuit \ait
moment’s notice. A principal fills a majority of the day maneuvering at@lrstacles
and resolving various problems. Student discipline, paperwork, presentations, classroom
visits, deciphering NCLB, scheduling, attending parent conferences, and iexpluat
employees represent just the tip of the iceberg when describing a tygycad @
principal. In fact, the words “typical” or “routine” fall short whenever dixsieg the role
of principal. Nearly 75% of principals surveyed believed that daily emergencies
prevented them from spending time on matters related to classroom teachkiag,(Fa
Johnson, & Duffett, 2003). In addition to responding to these daily school demands, a
principal must consider the overall school climate, pedagogy, content knowledge, and
reform efforts. The overlap of these demands creates a uniquely intense ¢yimamic
with quandaries and puzzles for the principal to untangle. How does the resilient
principal persevere?

The resilient leader relies on ingenuity and creativity to bounce back from the

toughest situations. In his bodkye Savage Mind,évi-Strauss (1966) coined the word
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bricolage to describe the process of creating something from the tools wétin &
bricoleur gathers all available resources and uses them to create neturgppsror

solve problems (Lévi-Strauss, 1966; Coutu, 2002; Freeman, 2007; Aagard, 2009; Reilly,
2009). They imagine possibilities and get the job done. For example, facing declining
student achievement, the bricoleur principal garners human resources, empaucles t
leaders to action plan, involves parents and the community to align resources, agsl utiliz
every available tool to meet students’ needs. Imagination, ingenuity, andameas

befit the resilient principal who pursues solutions rather than excuses.

Perhaps the most inspiring illustration of bricolage comes from Viktor Feankl’
(1992) classicMan’s Search for MeaningA Holocaust concentration camp survivor,
Frankl (1992) recalled how he exchanged cigarettes for soup to avoid starvation. And
although Frankl (1992) provided other examples of how he physically and shrewdly
defied the odds and survived, it was his mental bricolage that constituted thendéfere
between life and death. After admonishing himself for preoccupying his mihdiaily
and hourly living conditions, he wrote:

| forced my thoughts to turn to another subject. Suddenly | saw myself standing

on the platform of a well-lit, warm and pleasant lecture room. In front of me sat

an attentive audience on comfortable upholstered seats. | was givingra tat

the psychology of the concentration camp! All that oppressed me at that moment

became objective, seen and described from the remote viewpoint of science. By

this method | succeeded somehow in rising above the situation, above the

sufferings of the moment, and | observed them as if they were already ofthe pa

(p-82)
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Clearly, these mental exercises kept Frankl (1992) looking toward the éumdire
ultimately contributed to his remarkable resiliency.

Problem solving skills among educational leaders received littleiattentthe
literature. However, two studies analyzed tacit knowledge as a means to stidynpr
solving skills of principals (Nestor-Baker and Hoy 2001; Germain & Quinn, 2005)t Tac
knowledge refers to intuition or implicit knowledge grounded in experience (Germain &
Quinn, 2005). Tacit knowledge differed between successful and typical superintendents
(Nestor-Baker and Hoy 2001), and between expert and novice principals (Germain &
Quinn, 2005). Although Germain and Quinn (2005) never directly addressed a
principal’s resiliency, they described differences in reactions to atiwveEsxperienced
principals relied on their past experiences and handled “unanticipated obistaries
effectively than their novice counterparts.

They had an internal sense of the organization's mission and used it as a guide

when confronting obstacles. Expert principals were less likely to feedesties

during potentially hostile situations. They engaged in more if-then thinking than

did novice principals, and were not stymied by perceived roadblocks to their

intended course of action. (Germain & Quinn, 2005, p. 85)

While novice principals tend to avoid conflict, expert principals embrace obelle
Besides utilizing the if-then problem solving approach, Germain and Quinn (2005)
asserted that expert principals rely on extensive initial problem analgsigher words,
as bricoleur, the effective principal continuously searches for options, sali@s
repertoire of accumulated experiences, and utilizes tacit knowledge to overcome

adversity.
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The adage, “knowledge is power” comes to mind when describing professional
development and problem solving as a protective factor. Although very few studies
connect professional development with a leader’s resiliency, the lie@daarly depicts
the benefits of subject-matter knowledge as well as creative thinkingad#ssand
challenges epitomize a principal’s passage through each school day., tHerresilient
principal must rely on his or her experience, tacit knowledge, and problem solving skills
to bounce back from hardship. More inquiries studying this protective factor from a
principal’s perspective will advance resiliency research in the future.

Autonomy.

“No person is free who is not master of himself.”
Epictetus, Greek philosopher

As a political entity, the purpose of public education changes as our nation’s
agenda changes. Consequently, public schools act as “an agency for the exprdssion of t
public philosophy” (Johannigmeier & Richardson, 2008, p. 4). Currently, public
education is consumed with the notion of accountability. Federal mandates such as N
Child Left Behind (NCLB) Act of 2001, (U.S. Department of Education, 2002), focus
attention on student achievement via standardized assessments, merit pahéos,teac
and appraisal ratings for schools (Adequate Yearly Progress). Ibsbeas rule-bound,
uniform and bureaucratic, the accountability era ushered in an educational sgdteon
data collection, benchmarks, and high-stakes testing. Obviously, these standard-dri
policies altered the landscape of classrooms, as schools responded by reducing

curriculum variation, teaching the standardized test content, and implementsigra sy
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of rewards and sanctions based on students’ high stakes test performance (Broome,
2008).

Many argue that these state and federal mandates undermine the autonomy of
teachers and school leaders. To this end, Broome (2008) used the formal rationalizati
theory and the McDonaldization phenomenon to demonstrate how institutionalized
bureaucracies limit options and dictate people’s choices.

Ritzer suggested that the goals of fast food restaurants, such as McDonald's

might serve as a better metaphor for explaining current trends in ratadmoali

Specifically, Ritzer illustrated how the ideals of fast food restauraffits€acy,

calculability, predictability, and the use of technology to control situations) have

become pervasive standards for many professions and in other areas of modern
life. Ritzer labeled this phenomenon, McDonaldization, and offered evidence that
the health care industry, sports, higher education, recreation, and news media

outlets are becoming increasingly McDonaldized. (Broome, 2008, p. 21)

Clearly, McDonaldized instructional leaders function with less autonomy than
their predecessors. From a resiliency perspective, what is autonomy arglthiby
construct important? How does autonomy connect to the Self Determination Theory,
Cognitive Evaluation Theory, and Empowerment theory? This next section seview
literature related to autonomy and its bearing on resiliency.

Gagné and Deci (2005) defined autonomy as “acting with a sense of volition and
having the experience of choice” (p. 333). The antonym of autonomy, heteronomy,
“refers to regulation from outside the phenomenal self, by forces experienaleehasr

pressuring, be they inner impulses or demands, or external contingenciearof aed
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punishment” (Ryan & Deci, 2006, p. 1562). Autonomy differs from independence or

individualism since an autonomous individual need not feel detached, selfish, or
independent from the community (see Figure 2). On the contrary, autonomous behavior
is positively related to collectivistic experiences (Ryan & Deci, 2000jact, an

individual operates autonomously within a domain of rules and mandates if and when
that person concurs with and endorses those external influences and pressurés (Ry
Deci, 2006). Therefore, endorsement and ownership, not independence, are requisite
behaviors for an act to be deemed autonomous.

Philosophers and psychologists also consider a person’s motives when analyzing
autonomy. Intrinsic motivation is an inherent construct in which an individual pursues
challenges, creativity, and continues to learn and explore (Ryan & Deci, 260®)si¢
motivation exemplifies autonomy since intrinsically motivated individuals find
satisfaction from the task itself and chooses to continue by their own voldagné &

Deci, 2005). Autonomous motivation differs from controlled motivation. Controlled
motivation involves extrinsic rewards to pressure or cajole an individual into damgple

an activity. The Self-Determination Theory distinguishes between thesggesdf
motivation and measures extrinsic motivation on a continuum between autonomous and
controlled behavior. Hence, many types of extrinsic motivation exist alang thi
continuum. For example, Gagné and Deci (2005) referred to external, intlpjecte
identified, and integrated regulation to differentiate among these varions &r

extrinsic motivation. Although describing these terms is beyond the scope efvikis,r

this key distinction demonstrates the important connection between intrinsic toativa

and autonomy.
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Gagné and Deci (2005) defined internalization as the transformation of values,
attitudes, or regulatory external structures into internal regulation, imisating the
need for external contingencies. In other words, an internalized behavior comes from
within a person’s own sense of self (Ryan & Deci, 2000). Researchers discoveeed thr
elements associated with the highest levels of internalization: amgéameason for
completing the activity, the recognition of uninteresting tasks, and an emphadisice
rather than control. This significance of choice frames one of the condéiaiasmomy)
associated with resiliency. Furthermore, Self-Determination Viustulates that
people must feel autonomous, competent, and connected to others (relatedness) in order
to maintain the highest levels of intrinsic motivation (Ryan & Deci, 2000; Gagbécs,
2005). Of these needs, “autonomy support is the most important social-contexaral fac
for predicting identification and integration, and thus autonomous behavior” (Gagné &
Deci, 2005, p. 338). Studies reported that autonomous motivation yielded greater
performance outcomes that included interesting, complex tasks as wedl esrigsex,
controlled activities (Gagné & Deci, 2005). These three needs defined by the Self-
Determination Theory also emerge as key components of resiliency theory.

Much of the early research surrounding autonomy used a mini-theory within the
Self-Determination Theory known as Cognitive Evaluation Theory (CET). sSdies
proposed that self-efficacy did not augment intrinsic motivation unless itougéed
with a feeling of autonomy. Later research determined that tangibledgwigadlines
and mandates decreased intrinsic motivation whereas choice, self-direction, and
autonomy increased intrinsic motivation (Ryan & Deci, 2000). For example, Flink,

Boggiano, and Barrett (1990) analyzed autonomy supportive behaviors among teachers
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and its relationship to intrinsic motivation and achievement. In this empituchi,she
researchers distinguished between teachers’ behaviors used to presgtwband
regulate students versus teachers’ behaviors used to guide and support students. The
results of this study revealed that children performed significantlyrlveitte non-
controlling teachers. In sum, “performance impairment was evidenced whenrchildre
were taught by pressured teachers who used controlling strategies abde¢hee of
choice options” (Flink, Boggiano, &Barrett, 1990, p. 922). A dearth of autonomy
negatively impacts intrinsic motivation as well as student achievement.

Another motivational construct, psychological empowerment, utilizes four other
cognitions as the basis of its broad definition: meaning, competence, selfidatinm
and impact. Meaning refers to the value an individual places on a task and suggests a
relationship between a person’s beliefs and the requirements of the task. &wa et
self efficacy refers to a person’s belief in his or her ability to perfotask. Self-
determination refers to people’s autonomy and control over their own work. Finally,
impact measures a person’s influence on organizational outcomes (SpiS@sr
Spreitzer (1995) defined psychological empowerment as a set of cognitionslioplde
the work environment. Researchers measured psychological empowerment on a
continuum specific to the work domain rather than as an ostensible, globalized trait
(Spreitzer, 1995).

The significance of psychological empowerment resides in this spgctdibe
work environment. In particular, Spreitzer (1995) established a positivenslaip
between locus of control and psychological empowerment. Locus of control fexplai

the degree to which people believe that they, rather than external forces, netehai
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happens in their lives” (Spreitzer, 1995, p. 1446). Additionally, empowerment’s focus on
the work environment allowed researchers to turn their attention to organizational
behavior, job level strain, and leadership effectiveness. For example, as part of the
psychological empowerment research, Spreitzer, Kizilos, and Nason (1997¢devea
empirical evidence linking self-determination with increased job effewdss® increased

job satisfaction, and decreased job-related strain.

Managerial effectiveness is generally defined as the degree to whiaegena

fulfills or exceeds work role expectations. Because, by definition, empowered

managers see themselves as competent and able to influence their jobs and work

environments in meaningful ways, they are likely to proactively execute their job
responsibilities by, for instance, anticipating problems and acting indepbndent
and hence are likely to be seen as effective. More specifically, Thowhas an

Velthouse (1990) argued that empowerment will increase concentratiorivigjtia

and resiliency and thus heighten managerial effectiveness. (Spreitzer, 1995, p.

1448)

Although Spreitzer’s (1996) research on psychological empowerment provided
organizational leaders with valuable insight in terms of its four cognition(nga
competence, self-determination, and impact), she advised leaders to use &eonsnge
approach rather than a piece meal implementation.

The findings reported in our research indicate that organizations must create mor

complex empowerment interventions; in addition to providing decision-making

autonomy to facilitate self-determination, organizations must create a suppor

organizational culture, design jobs that are meaningful to employees, provide
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training and development to enhance feelings of competence, and allow

employees to have impact in their work unit through involvement in strategic goal

setting and shared governance. (Spreitzer, Kizilos, & Nason, 1997, p. 701)

Not everyone endorses autonomy, choice and free will. Some question its
existence while others suggest an individual could possess too much autonomy. For
example, many behavioralists discounted the notion of autonomy and instead emphasized
the use of external influences and reinforcement contingencies to control choice and
behavior. To this end, Eisenberger and Cameron (1996) challenged the conventional
wisdom purporting that the use of external pressures, such as rewards, reducéd intrins
motivation, creativity, and productivity. Do pizza parties, ice cream cones, amds™poi
for correct answers on reading quizzes really squash a student’s desa@ to re
recreationally? Eisenberger and Cameron (1996) claimed no and described these popul
ideas as myth. To prove their point, they reviewed several empirical studies tha
demonstrated the benefits of rewards. However, Ryan and Deci (20063 exlitici
Eisenberger and Cameron’s (1996) meta-analysis for its numerous errad tela
control groups, calculations, and classifications.

Schwartz (2000) argued that too much autonomy creates negative circumstances.
In his argument, Schwartz (2000) used the words autonomy and freedom as synonyms to
define self-determination. A person who seeks full self-determination raakesake
because when self-determination is carried too far, “it leads not to freeddroiceg but
to tyranny of choice” (Schwartz, 2000, p. 81). Schwartz (2000) warned without

constraints or rules, unchecked freedom leads to “self-defeating tyranny” (200Q, p. 81)
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Rules allow us to function within parameters and socially accepted guidelioeer to
maximize our potential.

For example, a principal with total autonomy creates a problematic sceimamo w
he refuses to honor standardized testing procedures established by the sfadim&Ent
of Education. A principal’s philosophical alignment must not guide the implena@ntati
of the state’s mandated assessment program. Like them or not, the principal maist ope
within the established boundaries developed within the education system. To disregard
the rulebook altogether eventually leads to the tyranny described by Sc(RQ0).
Conversely, Ryan and Deci (2006) stated that autonomy is not defined by the absence of
rules or mandates and instead underscored the importance of ownership and endorsement
Therefore, principals can still act autonomously within the educationainsysthey
concur with or endorse these external demands.

In view of this research, one could hypothesize that “conveying the importance of
tasks and providing autonomy-supportive work climates would promote internalization of
extrinsic motivation and benefit all employees” (Gagné & Deci, 2005, p. 355). From a
principal leadership perspective, this premise remains crucial. Unfotyyrhie
underscores a major limitation of this research since no evidence supports this
hypothesis. Conversely, Gagné & Deci (2005) cited evidence demonstrating that
managers enhance intrinsic motivation and autonomous extrinsic motivation when they
provide employees with more choices, respect their point of view, and promete self
initiation. Whether theorists can extrapolate these trends to construdtingmbieory to
promote autonomy-supportive work climates for principals remains a question.

However, from a wellness model perspective, promoting autonomy as a protactore f
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to promote resiliency promises to yield positive psychological and performance
enhancing outcomes.
Meaning.
“What does not destroy me, makes me stronger.”
~ Friedrich Nietzsche (Shapiro, 2006, p. 553)
A great majority of principals started their careers as teachérss, ®ne must
consider the teaching profession when studying educational leaders. Koofrttzase
individuals, the idea of teaching is much more than a job or work. Instead, they describe
their motives as a calling or a vocation. In the literature, Hansen (1994) c@hnecte
another protective factor from the previous section, autonomy, with the significiince
finding meaning in the world.
To describe the inclination to teach as a budding vocation also calls attention to
the person’s sense of agency. It implies that he or she knows something about
himself or herself, something important, valuable, worth acting upon. One may
have been drawn to teaching because of one’s own teachers or as a result of other
outside influences. Still, the fact remains that now one has taken on that interest
oneself. The idea of teaching “occupies” the person’s thoughts and imagination.
Again, this suggests that one conceives teaching as more than a job, as more than
a way to earn an income, although this consideration is obviously relevant.
Rather, one believes teaching to be potentially meaningful, as the way to
instantiate one’s desire to contribute to and engage with the world. (Hansen, 1994,

p. 267)
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Howard and Johnson (2004) studied resilient teachers and found that a majority of them

possessed a “moral purpose” because they chose to work in disadvantaged schools.
The chance of ‘being able to make a difference’ in children’s lives and the
confidence they could do this was a strong feature of the teachers’ tatkoriar
being naive, zealous crusaders, our participants seemed to have a realistic
understanding of what and how much they could do. (Howard & Johnson, 2004,
p. 411)

Other studies reported similar results. Teachers and teacher lelztifeed as resilient

referred to their endeavors as a “calling” (Gu & Day, 2007; Patterson, Collins, and

Abbott, 2004). The participants frequently used the terms commitment, compassion, and

responsibility during the interviews. The common thread woven throughout thetga

stories was “strength and determination to fulfil their original cak&ch and to manage

and thrive professionally” (Gu & Day, 2007, p. 1314). As discussed earlier, limitations

existed in both qualitative studies. Small sample sizes and genevakzatiout

successful teaching practices place limitations on this research. Hotheveogent

analyses of the transcripts delivered elaborate descriptions of sceekaied to

protective factors within the resiliency domain.
A portion of the resiliency literature intertwines spiritualitytwittelief systems as

a person searches for meaning during difficult times. As discussed daidlerdson

(2002) described his third phase of resiliency as “a force within everyone that theve

to seek self-actualization, altruism, wisdom, and harmony with spiritual sandce

strength” (p. 313). Patterson (2007) advised principals to strengthen theinogdiie

clearly communicating their belief systems and acting “decisivespitiethe risks, when
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your deepest values are at stake” (p. 22). Along the same vein, Coutu (2002) aagued th
the values of the organization were more worthwhile than an organization comprised of
resilient employees. However, very little empirical data suppohtereitaim. Even so,
recent articles discussed spirituality and its bearing on leadership.

For example, Dent, Higgins, and Wharff (2005), analyzed 20 randomly selected
articles about spirituality and leadership and developed eight categoessarBhers
used open coding “to immerse themselves in the data, discuss and debate among
themselves, and be open for patterns and themes to come in to view” (p. 629). The
researchers used Cohen’s Kappa to calculate the agreement betweeT retiers
analysis revealed multiple definitions of spirituality in the workplace. Mdstles
linked workplace spirituality to religion without the auspices of scholarship tonadva
the theory. Dent, Higgins, and Wharff (2005) encouraged readers to exercise caut
when studying spiritual leadership and warned, “researchers may want tockémba
their passion about their work and evaluate whether they are promoting a cause or
proselytizing their own values and beliefs, rather than advancing sciéntifidedge”

(p. 643).

Dent, Higgins, and Wharff's (2005) category, entitled “epiphany,” discussed the
transforming experience that immediately follows trauma or gretersng. Peering
through a resiliency lens, some researchers described organizatiohahsyias
discontinuous resulting from a defining moment or a calling. Connections to
transformational leadership, relational leadership, and even positive psychelegy w
evident. Overall, however, this category received negligible attention litetzgure

(Dent, Higgins, & Wharff, 2005).
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One such spiritual study reported a relationship between equanimity and
leadership. Researchers defined equanimity as “an ability to find ngaarhardships,
feeling at peace or centered, and experiencing a strong bond to humanity” (26bfke
p. 352). Gehrke (2008) claimed that these results indicated a similarityenespieitual
development and leadership development but provided little detail. Although implied,
resiliency and more specifically, making meaning, was not addressed. mantbethe
use of a nonrandomized sample along with a narrow focus on social leadership placed
limitations on Gehrke’s (2008) findings.

Attaching meaning to an unfortunate event and learning from that experience
occurs at both the individual and organizational level. The resilient principal turns
inward in a reflective posture after suffering through a major hardship athttbels A
certain amount of internalization results in which the principal learns from gegiemce
in order to avoid a similar pitfall. On the contrary, the vulnerable principal felple$s
acts like a victim, and seeks to blame others for the misery. The resiliempgrmoves
forward while the other stagnates and loses ground.

Like a person, the resilient organization operates in similar fashion. dhegdo
Coutu (2002), organizations that are built on a platform of strong values are better
prepared to weather the storm of adversity. Since no company is immune to disaster, i
relies on its core set of beliefs to bounce back from catastrophe. “Stronginélisesan
environment with meaning because they offer ways to interpret and shape events”
(Coutu, 2002, p. 52). The public school system exemplifies this point. School visions,
missions and curriculums vary from town to town, however the core value of educating

every child remains at the heart of every school in America. Effectiveldeaalers
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reinforce the core beliefs that unite teachers and they promote a paditive that
supports learning for all children (Deal & Peterson, 2009). This set of valuedgsovi
meaning and unites educators in schools, especially during the darkest hours.

The connection between meaning and resiliency is demonstrated by the harrowing
stories of Holocaust survivors. Once the unimaginable suffering ended, newdydibe
Holocaust concentration camp survivors faced even more challenges as tleely battl
bitterness and disillusionment. But, as Viktor Frankl (1992) so eloquently,statn
the most horrific life experiences provide meaning and purpose to push forward and look
for opportunities in the future.

Varying this, we could say that most men in a concentration camp believed that

the real opportunities of life had passed. Yet, in reality, there was an opportunity

and a challenge. One could make a victory of those experiences, turninglife int

an inner triumph, or one could ignore the challenge and simply vegetate, as did a

majority of the prisoners. (p. 81).

Trauma, hardships, and adversity come in all shapes and sizes. Without a doubt, these
horrific experiences leave an indelible mark. However, the resilieMigiodil avoids
becoming a prisoner of these unfortunate events, trapped by bitterness, feaiyvaypas
Instead, the resilient person searches for meaning and remains hopeful.

Positive Affect.

"Against the assault of Laughter nothing can stand.”
~Mark Twain (Shapiro, 2006, p. 781)
| enjoyed a once-in-a-lifetime experience when | attended the promotion

ceremony for a Lieutenant General in the United States Army. Theaaeyancluded
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the usual pomp and circumstance expected during such a historic and formal event
involving Army rituals and traditions. However, the promotion service also embraced
something that | did not expect — humor. Throughout the ceremony, the audience was
treated to gentle teasing and humorous anecdotes as the new LieutenaaittGamezd

his colleagues, family and friends. This 3 Star General achieved rensaskabkss
throughout his career and reached the pinnacle reserved for only a specigh&ew.
significance of this occasion never escaped him throughout his speech, however he
injected humor from beginning to end. At one point, he remarked, “I don’t take myself
too seriously, but | do take the Army seriously.” This pithy statement providegweuni
window into the personality of this individual. As an extremely successful pelngon, t
Lieutenant General relies on the positive emotion, humor, as one of his many pgrsonali
traits to advance his career. Clearly, this cannot be his primary (or ordgnpéty trait,

as he is able to separate serious matters from the humorous ones.

Accordingly, research supports the notion that a positive affect, including humor
and happiness, is associated with successful outcomes in various aspects of life.
Researchers also investigated the impact of positive emotions on organizatiomairbeha
Can organizational leaders benefit from the lessons of positive psychology? cTibis se
reviews this body of research and discusses the relationship between positieagmoti
and resiliency.

The field of psychology experienced massive transformation after WonldlWa
as attention was directed to veterans returning from war in need of psychb$ogiport.
Clinicians made remarkable advancements by studying and treating rtheesal during

this time. Undoubtedly, a disease-based or pathological approach became the driving
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force behind the mission of psychology. A preponderance of research involved repairing
the damage or scars left over from divorce, drug abuse, physical and sexual aibse, de
of loved ones, brain disorders and more. According to Seligman and Csikszentmihalyi
(2000), this was not always the case. In fact, Seligman and Csikszentrfibaly)

cited the work of several psychologists interested in improving people’s lives and
nurturing genius prior to World War II.

Seligman and Csikszentmihalyi (2000) reminded us that psychology “is not just
the study of pathology, weakness, and damage; it is also the study of strengtltuand vir
Treatment is not just fixing what is broken; it is nurturing what is best” (pDdjing the
last sixty years following World War Il, psychology continues to slowly niégrawards
a wellness model. Positive psychology seeks to understand positive emotionseand fost
strength and resilience. According to Seligman (2002), positive psychologytisgmnl
three tenants. First is the study of positive emotions. Second is the studyioé posit
traits, characteristics, and abilities. Third, is the study of positiviuitshs such as
strong communities, strong families, democracy, and free press (SeligatR).
Interestingly, researchers used similar categories to breakdownidyeo$tresiliency,
including individual traits, family characteristics, and community and sd@&uctures
(Benzies & Mychasiuk, 2009). Utilizing a preventative mindset, positive psycholog
aims to build individuals’ strengths and virtues to help them flourish throughout life.

Measuring positive emotions is difficult. With only a few exceptions, most
psychological measures relate to pathological psychology rather thangositi
psychology. An intelligence test is the most obvious exception of a positive.metric

Another method used to measure positive emotions examined the differencebaolea
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smiles and whether the smiles correlated to positive outcomes thirtyiateais life.
Remarkably, picture analysis revealed that positive emotional expresshmyearbook
pictures predicted future marital status, higher marriage satisfaatidmereased
personal well-being (Harker & Keltner, 2001). However, some researcher the
difficulty of measuring other positive mental processes, such as adaptvselef
mechanisms and coping strategies (Vaillant, 2000).

In response to this need, Vaillant (2000) reviewed three longitudinal studies
related to five defense mechanisms: humor, altruism, sublimation, anticipation, and
suppression. These mechanisms are organized in a hierarchical DefensiienFiraie
as part of the Diagnostic and Statistical Manual of Mental Disorders {3MvVaillant
(2000) described these mechanisms as adaptive defenses or healthy denialtbegaus
are transformative and make the best of a bad situation. Accordingly, tiedd¢hese
five adaptive behaviors as a way to study similarities between the timpéesa Vaillant
(2000) discovered that these adaptive behaviors listed on the DSM-IV are indeed a good
metric for positive psychology. Interestingly, adaptiveness of defensemaependent
of education level, 1Q, and socio-economic status (Vaillant, 2000).

The advancement of positive psychology requires more quantitative means of
measuring various adaptive behaviors beyond intelligent quotients. Vail(2006)
work demonstrated a means to quantify positive mental health with a scatly airege.
Reliable and valid scales assist researchers with more accurataitifeiang and
analysis. These metrics proved vital as researchers study protectors falated to

resiliency.
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Positive emotions includes several attributes including “confidence, optimism,
and self-efficacy; likability and positive construals of others; socigpdittivity, and
energy; prosocial behavior; immunity and physical well-being; effectiygng with
challenge and stress; and originality and flexibility” (Lyubomirskig<& Diener, 2005,

p. 804). Many of these attributes, such as optimism and self-efficacy, ovettap wit
resiliency theory and were discussed in greater detail in other sectidis refview.

When things are going well and a person is experiencing success, he or she is
more likely to pursue other goals to replicate those positive feelings. iFootlee happy
people access a bank of past experiences, resources, and skills they built oderitighe
previous happy encounters (Lyubomirsky, King & Diener, 2005). In fact, resesarche
used cross-sectional studies, longitudinal studies, and experimental studiesttthass
causation between happiness and successful outcomes (Lyubomirsky, King & Diene
2005).

Lyubomirsky, King and Diener (2005) analyzed 225 published papers and
dissertations to study the relationship between people who experience posdtiens
and their success across various aspects of their lives. Their goal wesrordeif
positive affect produced success by focusing on five questions: 1) Are hayylg pe
successful people? 2) Are long-term happiness and short-term positiveaa$ieciated
with behaviors paralleling success (adaptive characteristics andski3lj$)oes
happiness precede success? 4) Do happiness and positive affect precede behaviors
paralleling success? 5) Does positive affect lead to behaviors pagadletcess? The
answers to these questions merit attention from both a personal and an organizational

leadership standpoint.
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Cross-sectional evidence suggested several benefits for happy people irfiework |
social relationships, and health. These benefits included better produtdsstipurnout,
more opportunities for professional advancement, as well as an increase in autonomy
Interestingly, research supported the conclusion that happy people alst foemefi
higher salaries. A review of the research also determined a strong linlebdtagpy
people and their ability to form social relationships, more fulfilling maesag
(Lyubomirsky, King & Diener, 2005). Combined, these factors seem to suggest that
happy people are successful people in terms of work, relationships, and health. Although
not specifically referred to in this study, these benefits may coneay significance
within the school culture. In other words, a happy principal may be more productive,
more resilient, and less likely to burn out. Accordingly, the literature rediéwe
Lyubomirsky, King and Diener (2005), affirmed the notion that happy people are
successful people.

Lyubomirsky, King and Diener’s (2005) meta-analysis studied long-term
happiness and short-term positive affect in order to determine if they actasss with
behaviors paralleling success. In essence, question two asked, do “succetses bols
happiness, or the reverse” (p. 825)? In other words, are positive moods associated with
desirable characteristics? To answer the question, Lyubomirsky, KahDianer (2005)
reviewed studies correlating long-term happiness with short-termyaosaffect. The
characteristics associated with happiness and positive affect aredjiatgsix
categories: 1) positive perception of self and others; 2) sociability andyg@ivi
likability and cooperation; 4) prosocial behavior; 5) physical well-beibcaping; 6)

problem solving and creativity. Lyubomirsky, King and Diener (2005) examiragd ea



66

category in their meta-analysis. Researchers purported happy peoplaeacterized by
high self-esteem and feel more positive about other people. Empiricalidgtsted

happy people are more sociable, outgoing, active, and more often describedwastextr
Happy people were deemed more likeable. Prosocial behaviors such as generosity
altruism, and philanthropy are often associated with people who exhibit positive moods.
Traits such as high self-esteem, social competence, and problem solvingskifiea
discussed in the resiliency literature.

Not surprisingly, studies linked healthier behavior and overall well-being t
positive affect. Lyubomirsky, King and Diener (2005) also cited studies irhvpleiople
with greater positive feelings benefit from enhanced immune function. Befiegc
strategies often associated with emotional and physical well-being alg® positively
correlated with positive emotionality. Finally, cross-sectionalaresepertaining to
problem solving and creativity “suggest that chronically happy people schwer loig
measures of creativity” (Lyubomirsky, King & Diener, 2005, p. 830). In fasilient
individuals use their creativity and problem solving skills to overcome adveCsityty,
2002). Several studies in Lyubomirsky, King and Diener’s (2005) meta-anedysialed
a connection between happiness and flexibility as well as creativity. diegdo
Lyubomirsky, King and Diener (2005), the attributes listed above “appear to gromot
active goal involvement, which is adaptive in many circumstances and ldctliyates
success in a broad range of life domains” (p. 831). Based on this empirical eyitienc
researchers concluded that happiness promotes success.

Question three in Lyubomirsky, King and Diener’s (2005) meta-analysis asked

what comes first, happiness or success? Researchers used longitudiesladtadt



67

work life, income, and social relationships such as marriage and friendshissver a
this question. Those who show high positive affect benefit from higher evaluations
ratings from supervisors, higher incomes, and stronger relationships. Lyskpmir
King, and Diener’s (2005) data suggested that happiness proceeds success.

The fourth question in Lyubomirsky, King and Diener’s (2005), meta-analysis
asked if happiness and positive affect precede behaviors paralleling 8u€aess again,
longitudinal investigations related to 1) positive self-perceptions; 2) sltyiamd
activity; 3) physical well-being and coping and; 4) creativity and prolsi@ining
suggested “both long-term happiness and short-term pleasant moods tend to precede the
desirable characteristics, resources, and behaviors with which theyreekated”
(Lyubomirsky, King & Diener, 2005, p. 835). The authors recognized the small number
of studies related to this question and suggested further research to substamtiate the
findings.

Finally, question five in Lyubomirsky, King and Diener’s (2005) metayesisl
addressed the question of whether positive affect lead to behaviors paralletiegssun
other words, will stimulating a person’s positive emotions cause adaptive ehiatast
to help that person flourish? According to Lyubomirsky, King and Diener (2005), “the
evidence indicates that positive affect makes people feel good about theshgelve
836). Experimental studies reported people induced to feel happy benefit from their
positive mood. These benefits included an increase in self-efficacy, bettperstaal
interactions, and higher levels of energy. Encouraging happy thoughtsaglsale

person to enjoy a task. In summary, the experimental literature supportestitdrethat
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inducing positive affects leads to behaviors paralleling success (LyubgnKisk &
Diener, 2005).

Lyubomirsky, King and Diener’s (2005) meta-analysis suggested that
positive outcomes and success proceeds and predicts happiness. “Success builds on
success” is a common proverb found throughout leadership literature. Can the same be
said for positive affect? Do positive emotions build on positive emotions? A growing
body of research supports this simple yet powerful claim that people useeosit
emotions such as joy, interest, contentment, pride, and love to “broaden and build”
personal resources leading to future cycles of success (Fredrickson, 200ddircto
Fredrickson (2001), certain thought-action tendencies “represent ways thiatposit
emotions broaden habitual modes of thinking or acting” (p. 220). This rounded response
benefits the individual by broadening personal resources that will be drawn on again in
the future especially when that individual faces adversity. Fredricksd@®04)broaden-
and-build theory of positive emotions explairev or why happiness leads to a myriad
of favorable outcomes.

To test this broaden-and-build theory, Cohn, Fredrickson, Brown, Mikels, and
Conway (2009) developed a study to examine the relationship between egaceslnd
happiness. Researchers defined ego resilience as a personalinkedito a person’s
capacity to adapt to undesirable changes in the environment and bounce back from
adversity. Cohn, Fredrickson, Brown, Mikels, and Conway (2009) researched whether
positive emotions cultivated ego resilience and ultimately predicted futute/@os
emotions. Eighty-six participants reported daily emotions on a website for onle. mont

Researchers used four scales to measure the participants’ emotidinge Easotions



69

subscale, Negative Emotions subscale, Ego Resiliency 89, and the Satisfattibifiewit
scale.

Results supported Fredrickson’s (2001) broaden-and-build theory. Specifically,
Cohn, Fredrickson, Brown, Mikels, and Conway (2009) reported the following:

¢ Positive emotions scores were positively correlated with ego resikenchfe
satisfaction scores.
e Negative emotions scores were not correlated with life satisfactioesscor
e Life satisfaction scores were not correlated with ego resiliencesscor
e Positive changes in ego resilience scores increased the correlationrbetwee
positive emotions scores and increased life satisfaction scores.
Notably, positive emotion scores were a better predictor of growth thazatiffaction
scores. According to the researchers, this finding revealed the importancmentary
positive life events as opposed to the generality of overall life satisfactiomy t€on
growth (resilience) results from specific short-term effects otipesemotions. A
person’s positive emotions broaden and build personal resources leading to future cycles
of success (Cohn, Fredrickson, Brown, Mikels, & Conway, 2009).

One positive emotion particularly associated with resilience is humor.
Psychologists described humor as multi-faceted and classified the comgtrwarious
dimensions (Martin, Puhlik-Doris, Larsen, Gray, & Weir, 2003). Some types of humor
are classified as adaptive while other types are considered dettinfemtaxample,
psychologists reported healthy psychological functioning is associateaffviative,
self-deprecating, or perspective taking humor. In fact, humor is shown to buffer the

negative effects of stressful events such as depression and anxiety (Nezu, Nezu, &
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Bissett, 1988). Conversely, sarcastic, disparaging, or avoidant humor are cadngisere
conducive to psychological well-being (Martin, Puhlik-Doris, Larsen, Gray/ei,
2003).

In order to measure the use of humor, Martin, Puhlik-Doris, Larsen, Gray, and
Weir, (2003) developed the Humor Styles Questionnaire (HSQ). The HSQ divides
humor into four dimensions: affiliative, self-enhancing, aggressive, and se#tuhef
humor. Researchers described affiliative and self-enhancing humor asipgomot
psychosocial well-being, whereas aggressive and self-defeating humleesivo
avoidance, negative or hostile feelings. The HSQ aligns with Vaill&2Q®&0)
description of humor as an adaptive defense. Additionally, self-enhancing humor items
from the HSQ positively correlated with “cheerfulness, self-esteenmispti,
psychological well-being, and satisfaction with social support, and negatilegir o
depression, anxiety, and bad mood” (Martin, Puhlik-Doris, Larsen, Gray, & Weir, 2003,
p. 71). Researchers were encouraged by their initial validity measures, htivesgver
acknowledged the necessity for further testing. Combined with temperamesuitresear
other psychological rating scales, the HSQ shows promise when examining adaptive
behaviors related to resilience.

This review of literature related to positive psychology and humor clearly
identifies a burgeoning field with multiple prospects for future researcting-a
adversity, resilient individuals rely on positive adaptive behaviors, such as humor, to
overcome negative events. These positive experiences build on one another and broaden
the resources available to the resilient individual for use in the future. Blesesar

continue to develop valid and reliable metrics to measure these adaptive betedateds
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to resiliency theory and positive psychology. Since resiliency theormelatarely new
field, researchers urged more empirical and longitudinal studies. Thiscteseaild be
especially pertinent within the school setting. In the meantime, positiveqeygy
reminds all of us about the importance of acknowledging what is going right ivesir |
without taking ourselves too seriously.

Hope and optimism.

| wrote this literature review during one of the most challenging econoenicds
in history, so it seems rather poignant to finish with this section, realistic hdpe a
optimism — another road leading to the resiliency highway. Every orgamzatifers
during these harsh economic times. Public or private, large or small; nothing and no one
is immune from the effects of rising unemployment, decreased consumer spending, a
sluggish market, and low confidence in the overall direction of the economy. Everyone is
tightening his or her belt; and school systems are no exception. Doing moreswith le
used to sound cliché. However, the consequences of these turbulent times tcinéed cli
into reality. Hence, as the school leader, resilient principals meet thallenges
objectively and realistically, as they search for light at the end of thel t{iBowde &
Woods, 1996).

How does a person or an entire organization bounce back during these
challenging times? According to the literature, part of the answer invblee®tion of
hope. This section reviews the research concerning how the pathways of hope and
optimism share a relationship with resiliency theory. The following sanzes a body

of research that examined these relationships between hope, performancsiliandae
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Concentration camp survivor, Viktor Frankl (1992) warned against losing hope.
In his bookMan’s Search for Meanindye wrote,

The prisoner who had lost faith in the future — his future — was doomed. With his

loss of belief in the future, he also lost his spiritual hold; he let himself decline

and became subject to mental and physical decay. (p. 82)

Luthans, Vogelgesang, & Lester, (2006) defined hope as a multidimensional
construct that involves 1) setting goals and having positive expectations tthemaep)
coping when plans go awry; 3) persevering towards goals; and 4) redjrecthanging
strategies in order to succeed. Building on this goal-oriented persp¥adussef &
Luthans, (2005) described two factors associated with hope: agency (willpoer) a
pathways (waypower). Their description of these factors bear a strikerghbksice to
the theoretical perspectives linked to problem solving and bricolage discussedigevi

The term pathways refers to the capability to generate ways to agoiggeand

to create alternative routes if the original ones are blocked. Pathvikiag

develops through the systematic observation and refinement of “lessons of

correlation/causality” (Snder et al., 2002, p. 259). When one can predict and
explain events that are related in time and logical sequence, pathway thoeghts ar

developed. (Youssef & Luthans, 2005, p. 321)

Notice that in this definition, hope is not a random or fleeting thought, such as “I hope
our students learn something today.” Rather, hope requires a personal investment
(agency) and a plan of action to accomplish the task (waypower). An individual who

hopes takes ownership, reflects, and thinks creatively in order to accomplish a goal
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Similar to other constructs within the resiliency framework, hope and optilmesm a
positive, self-directed, and motivating capacities (Youssef & Luthans, 2007)

Luthans, Vogelgesang, & Lester, (2006) operationalized these concepts by
describing positive organizational behavior (POB) and outlining guidelines farhum
resource development (HRD) of resiliency. Later research examirssgbelelines to
determine if they supported resiliency and employee performance.

Luthans, Avolio, Walumbwa & Li (2005) distinguished between a trait and a
psychological state. Traits remain fixed and tied to personality whetiegas fluctuate
based on context and situation. Luthans, Avolio, Walumbwa & Li (2005) studied the
states of hope, optimism, and resiliency and their relationship to performance. When
combined, the researchers called these three states positive psycholgteal In this
study, 422 Chinese workers from three factories completed questionnairesvistupe
ratings and merit pay information generated the performance datdnred|dtates (hope,
optimism, and resiliency) along with their combination (positive psychologipéhta
related positively to supervisory performance ratings. Interegtitigd relationship
between resiliency and performance was stronger than hope or optimism alonasand w
similar to the results to that of merging all three states (positivénpgical capital).
Although the researchers used retranslation guidelines, the cross-culeaatimgsosed
limitations. Furthermore, supervisory ratings open the door to subjectivity and do not
always identify the highest or lowest performers. However, later résaddressed
some of these limitations.

For example, Youssef & Luthans (2007) used a multiple measures approach to

strengthen the objectivity and accuracy of performance ratings. Thetedela®e
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work-related attitudes for this study: job satisfaction, work happiness, and atgarak
commitment. Furthermore, Youssef & Luthans (2007) conducted their study in the
United States, thereby eliminating cross-cultural limitations. Dataat@n included
surveys from more than one thousand employees from 167 different organizations.
Researchers used reliable and valid scales to measure hope, optimism iendyestior
data analysis, they utilized correlational and stepwise regressionemallise mixed
results demonstrated that employees’ hope, optimism, and resilience weaxkelyosit
related to the work-related outcomes of job performance, job satisfaction and work
happiness. Hope and resilience showed a positive relationship to organizational
commitment. These findings underscored the importance of employees’ hope and
optimism. Results from another study showed a similar relationship (Luthamsaior
Avolio, & Avey, 2008). Collectively, these findings demonstrated that hope and
optimism, along with resilience influenced work-related outcomes.

The literature acknowledged certain risks, especially pertaiaingttmism.
Luthans, Vogelgesang, & Lester, (2006) defined optimism as “generalipedtarcy
that one will experience good outcomes in life, which will lead to persistemguain
striving” (p. 30). According to Westphal, Bonanno, & Bartone (2008), optimists view
negative events as temporary or attribute them to external factors. Amsbpeeomes
vulnerable when stress builds to the point that surpasses positive expectatigns. Thi
especially plausible once an optimist perceives the outcome as uncontrollableder outs
her locus of control. Another risk factor involves an optimist’s tendency to
“underestimate the seriousness of a potentially threatening situation arna itesst too

little effort in coping with it” (Westphal, Bonanno, & Bartone, 2008, p. 227). Hence,
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realistic optimism offers a balanced approach to expectations while maigta

positive outlook. Coutu (2002) referred to this viewpoint as “sober and down-to-earth”
(p. 48) and described Morgan Stanley’s preparedness years before the tragngladmbi
the World Trade Center as an example of “hard-nosed realism” (p.48).

Ultimately, positive capacities such as hope and optimism share a relgtionshi
with resiliency. Empirically speaking, evidence demonstrated the posifivence of
expecting things to go right. Authentic leaders are hopeful and optimistic (Avolio &
Gardner, 2005). Therefore, the resilient principal remains hopeful and relyistica
optimistic during these incredibly formidable times.

Conclusion

The resiliency constructs described in this literature review appear statbe
trait continuum (Luthans, Vogelgesang & Lester, 2006). Many of them sedhid|e
malleable, and adaptable to the current set of conditions. Other constructe@eem
fixed and stable over time. For example, a person's attachment with othéopslavae
very young age and plays a significant role in social skill development and the tabilit
form meaningful relationships (Schore, 2001). Although social skills are indeed a
learned and refined characteristic, a person who struggles sociallyrapgyegwith
relationships throughout life. Ultimately, a person's resiliency mesrgependent on the
contextual factors along with the appearance of other risk and protective fadtim®r
her life. Successful or unsuccessful adaptation to life’s disruptions de¢srpeople’s
resiliency or their ability to cope with stress. Hence, while eadyrgdts at defining

resiliency simply identified traits associated with this notion, laraech attempted to
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discover its origin and relied on other academic fields such as physics, biology
neuropsychology, and theology to learn even more.

Since resiliency theory stems from positive psychology, my researctvéado
wellness model which focuses on the protective factors that ultimately coatiobat
principal's effectiveness. In the midst of the accountability enagipals face increasing
scrutiny as they strive to meet students' needs. The ability to bouncedrackdiversity
becomes increasingly crucial as state legislators and local schods ipdeace
considerably more emphasis on student performance in the form of school grades,
performance pay, and career ladders. As an instructional leader, thpghrsets the
tone for the entire organization. Thus, cognitive elements of a principal's engédgeme
such as job satisfaction and work commitment drive this study's analysis @n@siliin
particular, this study proposes the following hypotheses:

e A relationship exists between job satisfaction and resiliency for priscipa

e A relationship exists between work commitment and resiliency for pefip

¢ Significant differences are evident in resiliency levels among prirscipalarious
school settings.

The data collection for this study included a survey distributed to prineybals
worked in public elementary, middle and high schools located in the state of Flbhda
guestionnaire measured the respondent's level of job satisfaction, worktommimand
overall resiliency using scales with established reliability and waldeasures.
Analysis of this data identified any relationships between principadmitive elements

of engagement and resiliency. School demographics such years of expesttoo]
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location, school poverty rate, school level, principal salary, and student enrollnsent wa
collected for further analysis.

Principals face an uphill battle as they continue to navigate the jagged terrain of
educational reform. Now more than ever, schools need leaders who seek these
challenges, learn from their mistakes, and move forward on behalf of their students
greater understanding of principal resiliency may encourage futureaiesesaro study
this construct in terms of principal effectiveness. Remaining focused on what wor

contributes to this reform effort.
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Chapter 3:

M ethodology

Overview

The previous chapters discussed how heightened accountability, an emphasis on
instructional leadership, and ongoing educational reforms such as performgnce pa
altered the role of the school principal during the last decade. These roleschange
resulted in greater stress and a shortage of principals (Friedman, 2002; Pounder &
Merrill, 2001; Whitaker, 1996, 2003). Stressors related to principal burnout included
conflict (poor relations with coworkers, superiors, and parents), work overload, role
ambiguity (reduced autonomy), negative perceptions related to organizatmctlire
and climate (principals transferred without consent), and increased accaoyntabil
(Friedman, 2002; Whitaker, 1996, 2003). These role changes and added job
responsibilities also contributed to a disconnect between what principals perzeiae
return toward management, and what reformers emphasized as a shift toward
instructional leadership (Whitaker, 2003).

Principals work in an extremely tumultuous environment (Friedman, 2002;
Pounder & Merrill, 2001; Whitaker, 1996, 2003). Consequently, the study of principal
resilience becomes especially relevant to these current trends iniecaidatdership.
Specifically, this study examines:

e [s there a relationship between job satisfaction and resiliency for pisitipa
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e Is there a relationship between work commitment and resiliency for pais@i
e Are there significant differences in resiliency levels among principalarious
school settings?
This chapter discusses the design of the research including samplingg rdas,
instrumentation, data collection, and data analysis.
Resear ch Design

Researchers defined survey studies or correlation studies as nonerfarime
(Marczyk, DeMatteo, & Festinger, 2005). Nonexperimental research desaymsotc
rule out extraneous variables as the cause of what is being observed because they do not
have control over the variables and the environments that they study” (Marczyk,
DeMatteo, & Festinger, 2005, p. 147). This exploratory study intended to gain a deepe
understanding of principals’ thinking and feeling about their work. Accordingly, this
study used a questionnaire to measure participants’ self-reporté&idévesiliency, job
satisfaction, and work commitment. The questionnaire also included iteméettd col
demographic information (Appendix A) about the participant and the school where the
participant worked. Figure 2 provided an overview of the research design used in this
study.

The design of this research relied on an online tool, called SurveyMonkey, to
contact participants and collect the data. Participants received antehaictuded a
short cover letter and an embedded link to the survey. The researcher promised
anonymity and confidentiality to minimize sampling bias and increase theisireeel

of the participants answering the questions.
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The use of an online tool presented several advantages. The point and click
process guaranteed a manageable, straightforward, and simple survey toecofipket
aspect was crucial since a principal’s day is unpredictable and certééawith
multiple responsibilities. If principals interpreted the questionnaiteree consuming or
complicated, their chances of completing the survey diminished. Other agh&anta
included reduction in cost and increased efficiency. Collecting datacsieetity
facilitated prompt and accurate sorting methods (Hewson, Yule, Laurentgél,Vo
2003). These conveniences allowed more time spent on data analysis rather than on data
sorting. Additionally, as the name suggests, “snail mail’ takes daysdio itedinal
destination; whereas email arrives instantaneously without the prohibitige cost
Consequently, this study delivered two follow-up notices to increase the return rat

In addition to the online advantages detailed above, survey research in general
offers several benefits. For instance, surveys provide the ability to gsthrenation
about a large group of people in a relatively short amount of time as compared to
observations or interviews. For purposes of this study, a copy of the survey was sent t
every public school principal in the state of Florida for whom the researcheablato
acquire an email address. Interviewing or observing over 2,500 people seems rathe
infeasible. Secondly, the standardization of questions and methods offered a poécise t
to gather large amounts of data, thus reducing the risk of subjectivity and vaaande f
in observer research. Finally, Schuman (2008) concluded that surveys and polés serve
positive social function because they offer members of society a broader pogwof vi

that may differ from their own.
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Nevertheless, self-reported data can be a source of invalid or unreliable data
(Ellis, 1994). For instance, participants may not understand the question or may forget
the answers to the questions. Poorly designed questions may produce bias in the
guestionnaire and thus alter the results. Moreover, unpiloted or ill-conceptualized
surveys lead to inaccurate results. In other cases, participants mag their minds
and change their answers during the course of the survey. Ellis (1994) regads thi
common during long, in-depth surveys. Finally, some participants answer questions
dishonestly, especially when the questions are more sensitive or personaler(B#igyr
1994).

Schuman (2008) warned against “survey fundamentalism” and “survey cynicism”
(p- 21). Survey fundamentalism refers to a person’s blind acceptance of treeaerdult
the tendency to apply these results to the general population. From the opposite end of
the spectrum, survey cynicism refers to the skeptic who believes the maaipafa
guestion’s wording allows the researcher to alter the results (Schuman, 2008)onatidi
criticism comes from phenomenologists, ethnomethodologists, and symbolic
interactionists who take exception to the positivist methods of data collectaysi{M
1982).

A conscious effort was made to address these disadvantages of survey research in
order to minimize any sample bias. For instance, the questionnaire indleried i
written in a simple, straightforward and easy to understand manner. The pobmise
anonymity along with limiting the number of sensitive or intimate questions smite

participants' honesty. Finally, in order to address participants' failuredib aaswers,
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the directions for the three psychometric tools asked participants to anseeiths
recent experiences within the last month.
Sampling

Surveys provide “statistical estimates of the characteristicsasfattpopulation,
some set of people” (Fowler, 2009, p. 11). This study used purposive sampling in order
to select members of a specialized population (Neuman, 1994). Some researchers
referred to this type of sampling as convenience sampling (Ellis, 1994) becanfdbhall
survey participants belonged to one group. The sample frame in this study included a
purposive sample of all public school principals (elementary, middle, high school) in the
state of Florida who agreed to complete and return an online survey. The purposive
sample also included magnet and special purpose programs if the public school tlesign fi
into one of these three categories: Elementary (PK — 5), Middle (6 — 8), and High School
(9 — 12). The sample frame omitted all private school administrators and public school
principals in those schools with a modified or non-traditional design (i.e. K — 8,
Alternative, Adult, Technical, Vocational, etc.). Finding a manageableavayass the
emails of private school principals in Florida proved too difficult, thus they were
eliminated from the sample frame. Similarly, utilizing only traditionfbst settings
and eliminating nontraditional schools designs from the sample frame provided a mor
precise definition of the population. In all, roughly 2,800 principals belong to thisesampl
frame. Hence, the sample size required to be representative of this populat@88was
(Krejcie & Morgan, 1970).

According to Fowler (2009), researchers should consider three chatartetf a

sample frame: comprehensiveness, the probability of selection, and efficien
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Comprehensiveness and probability of selection remained high since this target
population included every K — 12 public school principal in the state of Florida. This
study contacted all participants via email and used an online survey. All Florida publ
school principals have email addresses and The Florida Department of Education
publishes these email addresses. Thus, this data collection process yietftég a hi
comprehensive sample frame. Furthermore, as a purposive sampling, the highifyrobabil
of selection remained identical for each participant in the survey.

The efficiency of a sample frame measures “the rate at which memhbes of
target population can be found among those in the frame” (Fowler, 2009, p. 21). This
study excluded a very small percentage of public school principals from the target
population. Specifically, this study excluded principals from non-traditionadodified
schools such as K — 8, Adult, Technical, or Alternative public schools. Thus, this rather
small exclusion yielded a highly efficient sample frame. In summasysthdy met all
of Fowler’s (2009) criteria for an optimal sample frame.

This researcher attempted to minimize sample attrition and reduce sama#ing bi
by following research based methods to increase return rates as repdresiHilys
(1994). These methods included: 1) pre-notifying prospective participants; 2) \ariting
clear and concise cover letter; 3) identifying the university sponsoringgbarch; 4)
sending follow-up emails; 5) developing a well-organized and brief survey; and 6)
identifying the relevance of the survey to the participants. Ellis (1994ydtzxt
combining these suggestions yielded the highest return rates in surveghreShar
SurveyMonkey tool assisted the researcher with the facilitation of thggested

methods.
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Missing Data

Missing data in a study threatens the validity of the results, leads toatysa,
incorrect conclusions, underestimated standard errors, and compromises the overall
research (Tannenbaum, 2009). Common causes of missing data includes skipping
guestions or entire pages by accident, choosing not to answer a question if it's too
personal, or becoming bored and skipping questions to finish the survey faster (van
Ginkel, van der Ark, & Sijtsma, 2007). The researcher considered utilizing theleult
imputation (MI) method to address missing data. According to Tannenbaum (2009), Mi
is adaptable, easy to implement, produces small statistical discrepancies preferred
over the use of traditional methods such as listwise deletion and pairwiserdeleitnce
there was very little missing data, the researcher decided to ugsdigiletion rather
than MI.
I nstrumentation

The instruments used in this study were research-based, established psychome
tools, with extensive empirical support found throughout the literature. Previous
reliability and validity testing confirmed the consistency, dependatdlitg relevance of
these instruments.

Resiliency: Connor-Davidson Resilience Scale (CD-RISC).

Connor and Davidson (2003) noted the clinical relevance of resilience along with
its implications for individuals and organizations. With this in mind, the authors
developed a well-validated, reliable, and simple to use measure of resilienae &mow

the Connor-Davidson Resilience Scale (CD-RISC).
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Connor and Davidson (2003) derived the content of their scale from researchers
such as Rutter (1985) and Kobasa (1979) who studied resiliency and hardiness. The
researcher selected the CD-RISC because the resiliency chatmstésted by Connor
and Davidson (2003) entwined with the protective factors described in the previous
chapter: 1) relationships; 2) self-efficacy and self-esteem; 3) praddénmg and
professional development; 4) autonomy; 5) meaning; 6) positive affect; and 7) hope and
optimism. Table 2 lists the content of the CD-RISC.

The 25 item scale measures each item on a five point range: not true at all (0),
rarely true (1), sometimes true (2), often true (3), and true nearly all ofirithg€d). A
participant’s resiliency score ranges from 0-100. The highest score possible, 100,
indicates the highest level of resilience (Connor & Davidson, 2003).

Tests of the CD-RISC revealed, “sound psychometric properties, with good
internal consistency and test—retest reliability” (Connor & Davidson, 2003, p. 81). The
scale showed both convergent validity and divergent validity. The authors noted several
limitations, including the survey’s inability to assess the resiliency paneheory and
the lack of validation against biological measures of resilience. Although nating,
these limitations carried little relevance to this research since lwalogeasures or the

assessment of the resiliency process were never components of this study.
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Table 2

Content of the Connor-Davidson Resilience Scale (CD-RISC)

ltem # Description

1* Able to adapt to change

2 Close and secure relationships

3 Sometimes fate or God can help

4* Can deal with whatever comes

5 Past success gives confidence for new challenge
6* See the humorous side of things

7* Coping with stress strengthens

8* Tend to bounce back after illness or hardship
9 Things happen for a reason

10 Best effort no matter what

11* You can achieve your goals
12 When things look hopeless, | don’t give up

13 Know where to turn for help
14* Under pressure, focus and think clearly
15 Prefer to take the lead in problem solving

16* Not easily discouraged by failure
17* Think of self as strong person

18 Make unpopular or difficult decisions
19* Can handle unpleasant feelings

20 Have to act on a hunch

21 Strong sense of purpose

22 In control of your life

23 | like challenges

24 You work to attain your goals

25 Pride in your achievements

Note.Adapted from “Development of a New Resilience Scale: The Connor-Davidson

Resilience Scale (CD-RISC),” by K. M. Conner and J. R. T. Davidson, P@8ession

and Anxiety, 1877. *ltems 1, 4, 6, 7, 8, 11, 14, 16, 17, and 19 comprise the CD-RISC10.

This table represents an abridged form of the scale, and should not be used in place of the

CD-RISC. The CD-RISC is copyrighted and can only be obtained from the authors.
Campbell-Sills and Stein (2007) questioned the exploratory factor an&iF3 (

of the CD-RISC conducted by Connor and Davidson (2003). The methodological issues

they cited included vague factor selection criteria, the prevention ofatorgefactors

with one another, inconsistent or unclear themes, and the use of only two items to define

a factor. Consequently, Campbell-Sills and Stein (2007) reanalyzed théSTDtR
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determine "whether the CD-RISC measures resilience as a unitaggion or multiple
latent dimensions" (p. 1020) and to further validate this psychometric tool. The new
analysis reported inconsistent or non-salient loadings across two EFAsal3tiey
reported disparate themes on two items, which caused difficulties in intémqreta

Campbell-Sills and Stein (2007) addressed these problems by developing an
abridged 10-item version of the CD-RISC. Originally, a two-factor versioth ites@ms
with salient loadings for hardiness and persistence. However, further ahadlysi
Campbell-Sills and Stein (2007) to retest a single factor version of thRISO- Two
EFAs and a confirmatory factor analysis (CFA) of the shorter version esvgabd
internal consistency and construct validity. In fact, scores on the abridgsahvef the
CD-RISC correlated strongly to the scores on the original version (r = .92ceHais
study used the abridged version of the CD-RISC (CD-RISC 10) to measureltbeags
levels of principals.

Campbell-Sills and Stein (2007) reported a Cronbach Alpha reliability creeftfi
of .85 on the CD-RISC 10. Correlations with other measures supported the CD-RISC
10’s construct validity (Campbell-Sills, Forde, & Stein, 2009) as well agmgergent
and discriminant validity (Campbell-Sills, Forde, & Stein, 2009; Campbe#-&ilbtein,
2007). In a recent study, Campbell-Sills, Forde, and Stein (2009) calculated the mean
score of 31.8 (SD = 5.4) for the CD-RISC 10.

Brayfield-Rothe Job Satisfaction Index (JSI).

Locke (1976), defined job satisfaction as “. . . a pleasurable or positive emotional
state resulting from the appraisal of one’s job or job experiences” (p. 1304). In 1951,

Arthur Brayfield and Harold Rothe published an attitude scale that provided an index of
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job satisfaction (JSI). The researchers used a combination of Thurston&emd L
scaling methods to construct this index. The JSI includes both affective andveogniti
components and is widely used in business management research (Agho, Price, &
Mueller, 1992; Brooke, Russell, and Price, 1988; Curry, Wakefield, Price, & Mueller,
1986; Leong, 2001; Moorman, 1991; Mount, llies & Johnson, 2006) and educational
research (Ho & Au , 2006; Stempien & Loeb, 2002; Wu & Short, 1996). Brayfield and
Rothe (1951) developed the original instrument with 18 items measured on a 5-point
Likert scale ranging from 1 to 5. On the 18-item scale, scores ranged &rtor00 with

a neutral point at 54. Brayfield and Rothe (1951) reported strong validity andlitgliabi
with a Cronbach Alpha reliability coefficient of 0.87. In general, a tatiom coefficient
equal or greater than .80 indicates adequate reliability (Marczyk, fDed& Festinger,
2005).

Subsequent studies substantiated these results. Moormanga88ted the JSI
with confirmatory factor analysis to determine the fit of a single dimeansieasuring job
satisfaction. The comparative fit index (CFl) and the Tucker-Lewis intely yere .93
and .91, respectively. Moorman (1991) reported a chi-square score of @#2:5123,

N= 225,p <.001) of the JSI. Similarly, Petty, Brewer, and Brown (2005) reported a
Cronbach Alpha reliability coefficient of .98 on the 18-item JSI. Wu and Short (1996)
used the JSI to measure the relationship of empowerment to teacher job comatdhe
job satisfaction and reported acceptable reliability and validity.

Some researchers described the global nature of the JSI as inadequatd. Ado a
(2006) criticized the JSI for only measuring the affective state of an eegénd

ignoring the cognitive, judgmental process. While some argued the JShsonta
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cognitive components (Mount, llies & Johnson, 2006), the disagreements in the literature
about the specific factors in the JSI are not related to this study. Fustleermmile

arguing the inadequacies of the measure the researchers acknowledgittive af

nature of the measure. Since this study examined the affective levels afigbdction

and work commitment, the possible limitations in the JSI instrument are intlaatakd

not directly affect this study.

Reuvisions to the JSI included abridged five-item (Table 3) and six-itabldB)
versions with similar reliability and validity as the original 18-itemrinstent. For
instance, Curry, Wakefield, Price, & Mueller (1986) used an abridged six-iteonvef
the JSI (Price & Mueller, 1981) to investigate the relationships in eithestidin
between satisfaction and commitment over time. The six-item JSI adldey@od
reliability level during two separate trials with a Cronbach's alpha of .868 and .863,
respectively. Another study surveyed 550 employees using the six-iteamdl&thieved
a Cronbach’s alpha of .90 (Agho, Price, & Mueller, 19%tphoke, Russell, and Price
(1988) also demonstrated the validity and reliability of this six-itemfaatisn index.

The five-item JSI met similar reliability and validity standards. Rstance,
Judge, Locke, Durham, and Kluger (1998) used a five-item JSI. After sujp23/ih
employees, this satisfaction scale achieved a good reliabilitydatle Cronbach's
alpha of .88. Other studies reported good reliability and validity results faréigem
scale (Ho & Au, 2006; Bono & Judge, 2003; Mount, llies & Johnson, 2006; Saari &
Judge, 2004; llies & Judge, 2004).

The five-item JSI (Judge, Locke, Durham, & Kluger, 1998) shared three questions

in common with the six-item JSI (Price & Mueller, 1981; Curry, WakefieldieR &
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Mueller, 1986; Agho, Price, & Mueller, 1992). However, the five-item JSI included two

reverse scored items and used a different response scale range (0 —4.8judihi

utilized the six-item JSI because the five point response scaleddligimeCD-RISC

and the Three-Component Model (TCM) Employee Commitment Survey (Meyer &
Allen, 1991; 1997). This allowed for a consistent response scale throughout the entire

guestionnaire and reduced the chance of scale confusion on behalf of the participants.

Table 3

Five-ltem JSI

ltem # Question

1 | feel fairly well satisfied with my present job

2 Most days | am enthusiastic about my work

3 Each day of work seems like it will never end (reverse scored)
4 | find real enjoyment in my work

5 | consider my job rather unpleasant (reverse scored)

Note.The response scale ranged froifstdongly disagreejo 10(strongly agree)

Adapted from “Dispositional Effects on Job and L¥atisfaction: The Role of Core Evaluations,” byAT.
Judge, E. A. Locke, C. C. Durham, and A. N. Kludg€¥98,Journal of Applied Psychology, 887-34.
Adapted from “Self-Concordance at Work: Toward Umstiending the Motivational Effects of
Transformational Leaders,” by J. E. Bono and TJédge, 2003Academy of Management Journal, 46,
554-571. Adapted from “Teaching Satisfaction Scisleasuring Job Satisfaction of Teachers,” by C. L.
Ho and W. T. Au, 200&ducational and Psychological Measurements,16®@-185.

Table 4

Six-ltem JSI

ltem # Question

1 | find real enjoyment in my job

2 | like my job better than the average person

3 | am seldom bored with my job

4 | would not consider taking another kind of job
5 Most days | am enthusiastic about my job

6 | feel fairly well satisfied with my job

Note. The researcher used this six-item JSI in thidysturhe response scale ranged fro(stfongly
disagree)to 5(strongly agree) Adapted from “Professional Turnover: The Casdlofses,” by J. L. Price
and C. W. Mueller, 1981, p. 99. Adapted from “@r Causal Ordering of Job satisfaction and
Organizational Commitment,” by J. P. Curry, D. Sak#field, J. L. Price, and C. W. Mueller, 1986,
Academy of Management Journal, 887-858. Adapted from “Discriminant Validity ofédsures of Job
Satisfaction, Positive Affectivity and Negative Affivity,” by A. O. Agho, J. L. Price, and C. W. Mier,
1992,Journal of Organizational Psychology, 6885-196.
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Three-Component Model (TCM) of Commitment.

Researchers defined organizational commitment as “a psychological nédret
the employee and his or her organization that makes it less likely that theeyeenpiill
voluntarily leave the organization” (Allen & Meyer, 1996). Meyer and Allen (1991)
described this multidimensional construct as an employee’s mindset or $eshogt his
relationship with an organization and further subdivided this psychological state int
three distinct categories: a desire (affective commitment), a neetinuance
commitment), and an obligation (normative commitment). When an employee feels
aligned with the mission and vision of the organization, or personally identifiesh&ith t
organization’s values and goals, that employee displays affective commf{tiasine).
The employee who remains out of need (health benefits, retirement plan, seniority
displays continuance commitment. In other words, this employee assactatstswith
leaving or staying with the company. Finally, when an employee feelslynoloéibated
to continue working for an organization, he demonstrates normative commitment.
Normative commitment involves the measure of personal sacrifice and thefleve
loyalty associated with an employee on behalf of the organization (Meydeg, A
1991).

This multidimensional view of the work commitment construct led to
development of the Three-Component Model (TCM) of commitment (Meyer & Allen,
1991). The authors of this instrument divided the TCM into three sections (Affective,
Continuance, and Normative). The original scale is comprised of eight questions per
section and the revised scale includes six questions in each section. This stutg used

revised version (18 total items) for the purposes of this study. Although the original
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TCM utilized a seven-point response scale from 1 (strongly disagree) tong(gt
agree), Meyer and Allen (2004) reported that a five point scale works wellefdies
this study utilized a five-point response scale from 1 (strongly disatgréestrongly
agree). This decision ensured that the survey remained consistent with CR«RIEE
JSI. Based on Meyer and Allen’s (2004) recommendation, the items from the three
scales were mixed on the questionnaire. The participants’ responses withgtaac
were averaged to calculate an overall score for Affective, Continuance camatiNe
commitment. See Table 5 for sample items for work commitment scalgei(ile
Herscovitch, 2001).

Table 5

Sample items for work commitment scales

TCM Subscale Sample items

Affective | would be very happy to spend the rest of my
career with this organization.

Continuance Right now, staying with my organization is a
matter of necessity.

Normative | would feel guilty if | left this organization
right now.

Note.The response scale ranged froffsttongly disagreejo 5 (strongly agree)
Adapted from “Commitment in the Workplace: Toward a General Model,” by J. P.
Meyer and L. Herscovitch, 200Human Resource Management Reyitly 299-326.

While some researchers questioned whether the TCM really measactsratht
rather than an employee’s emotion or affect, others argued that referenoestitoats
such as happiness on the TCM do indeed relate to positive affect (Jaros, 2009). Other
criticism of the TCM described problems related to the wording or refining o$ item
better align with newer conceptualizations of commitment. Overall, théitéyiand

validity of the TCM remained strong in several studies (Meyer, Allen, &I§rmh893;

Allen & Meyer, 1996; Meyer & Herscovitch, 2001; Jaros, 2009). Allen and Meyer
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(1996) reported alpha coefficients for the Affective, Continuance, and Neanati
commitment as85, .79, and .73, respectively. Furthermore, test-retest reliabilities fell
within the acceptable range (Allen & Meyer, 1996). In summary, the 18Tit@xh

portion of this study’s questionnaire provided the means to measure work commgment a
an independent variable in order to investigate whether any relationship existedrbe

this variable and resiliency.

Data Collection

Variables.

The independent variables are manipulated, controlled, or classifying eariabl
(explanatory). Dependent variables measure the effect of the indepeadaibies
(response). The purpose of this study was to measure the relationship between
principals’ work commitment and job satisfaction (independent variables) sihdney
(dependent variables). A secondary purpose of this study was to measurditnsngia
between the participants’ demographics (independent variables) andhogsilie
(dependent variable).

Questionnaire.

The participant questionnaire divided the survey items into four sections. Section
One, Demographics, collected information about the principals (gender, ethnicity
experience, age, and education), community (urban, suburban, or rural), school (K-12
level, size, school grade, AYP status, Title | status, and DifferentiatesuAtability
status) and students (poverty, disabilities, and English Language LearagrsSettions

Two, Three and Four measured the principals’ work commitment, job satisfaction a



95

resilience using the psychometric instruments described above. Table Grs&zaesrthe
sections within the questionnaire. Figure 3 represents an overview of thehek=agn.
Table 6

Survey Summary

Survey Section Demographics TCM JSI  CD-RISC 10

Number of Items 20 items 18 items6 items 10 items
Score Range N/A 18-90 6-30 0-40
Neutral Point N/A 54 18 20

Note. The survey included a total of 54 items.

Developed in 1999, SurveyMonkey is the self-described world leader in web-
based survey tools. According to their website, their customers “include 100% of the
Fortune 100, as well as other businesses, academic institutions, and organizations of a
shapes and sizes” (SurveyMonkey, n.d., About Us section). The website utilizes secur
socket layer technology (SSL) encryption to secure data, a requisite when using
copyrighted psychometric instruments described above. The researchet #gere
instruments along with the demographic questions into SurveyMonkey. The items from
each instrument were added to the questionnaire according to the directions faoid in e
User’s Guide. No items were altered or amended for purposes of this gtedy. T
aggregated instruments including demographics resulted in a 54-item questionnair

Principals within the sampled frame received an email outlining the purpose of
the study and encouraging their participation (see Appendix B). An embedded link
within the cover letter email gave the participants access to theysuParticipation was
voluntary and selecting to complete the survey acknowledged participants' cortsent t

part of the study. Appendix C includes a copy of the informed consent letter.
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Data Analysis

Null hypotheses.
Table 7 summarizes the null hypotheses for these tests:
Table 7

Null Hypotheses

Ho Null Hypothesis

Ho 1la No relationship between job satisfaction and resiliency for principals

Ho2a No relationship between work commitment and resiliency for
principals

Ho 3a No relationship between work commitment (affective, continuance,
and normative), job satisfaction and resiliency for principals

Ho4a No relationship between years of experience and resiliency for
principals

Ho5a No relationship between school location and resiliency for principals

Ho 6a No relationship between school poverty rate and resiliency for
principals

Ho 7a  No relationship between school level and resiliency for principals

Ho 8a No relationship between salary and resiliency for principals

Ho9a No relationship between student enrollment and resiliency for
principals

Note. Ho= Null hypothesis
Statistical analyses.
This study analyzed data by means of descriptive statistics and linesgsiegr
This study used descriptive statistics to analyze the principals' scolles GB{RISC 10,
TCM, and JSI. Measures of the independent and dependent variables were obtained by
calculating the scores from the surveys according to the instrumeetdialis. The
alpha coefficient was calculated for each variable to determine intetiadulility.
Bivariate statistics use correlations and simple linear regression ti depi variables
relate (Ellis, 1994). These statistical analyses were divided into tepe st
First, the relationship was examined between principals’ resilietéha six

demographic variables (years of experience, school location, school povertghrate, s
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level, principal salary, and student enroliment). Using regression, an Analysis
Variance (ANOVA) was calculated to determine the significance of tiression model.
Next, the same procedures were utilized to analyze the relationship benvespal
resiliency and job satisfaction as well as principal resiliency and theeshbkescales of
work commitment (Affective, Continuance, and Normative). Finally, a multiple
regression analysis was conducted to examine the total amount of varianceipélstinc
resiliency that was accounted for by the demographics, job satisiaatid work
commitment. A Bonferroni correction was applied to correct for the possibiléy of
Family-wise Error from the multiple comparisons that were conducted throudiieout t
analysis. Table 8 summarizes the statistical analyses utilized eateshull hypothesis.
Table 8

Summary of Analyses Methods used to Test Null Hypotheses

Ho Instrument Analysis Method
Hola  JSland CD-RISC 10 Linear regression
Ho2a  TCM and CD-RISC 10 Linear regression
Ho 3a JSI, TCM, and CD-RISC 10 Linear regression.
Ho 4a Questionnaire and CD-RISC 10 Linear regression
Ho5a  Questionnaire and CD-RISC 10 Linear regression
H, 6a Questionnaire and CD-RISC 10 Linear regression
Ho7a  Questionnaire and CD-RISC 10 Linear regression
H, 8a Questionnaire and CD-RISC 10 Linear regression
Hy 9a Questionnaire and CD-RISC 10 Linear regression

Note.Questionnaire refers to 20-item researcher developed demographic seictioise
deletion used for those surveys with missing data.
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Summary

The purpose of this study was to investigate the relationship between principals’
resiliency, job satisfaction and work commitment. This chapter described each
psychometric tool used to measure a participant’s resiliency, job satisfaotd work
commitment (CD-RISC 10, JSI, and TCM). This overview included the validity and
reliability measures of each instrument as well as a description oéthegdaphic
guestionnaire used in this study. Chapter 3 described the sample frame, detaihed whi
participants were omitted, and the use of SurveyMonkey to survey K-12 public school
principals in the state of Florida. The researcher utilized listaggtion to address
missing data since very little data were missing. Finally, this chaptenarized the
study’s nine null hypotheses and provided a general overview of the statistibais

The next chapter will present an overview of this study’s results. Chapter 4 will
review the methodology, summarize the findings, and present a descriptiveEsaotbll
three psychometric instruments. The next chapter will also detail thestbpeapproach

used in the regression analysis.
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Chapter 4:

Results

Overview

This chapter reviewed the results of the survey and described the findings of the
statistical analyses used to analyze the data. As reported earlietetbeprincipal
continues to change (Catano & Stronge, 2007), and many school based administrators
find themselves juggling multiple responsibilities that range from maish g
instructional leadership. Moreover, principals serve a broad constituencytlaskng
students, superintendents, parents, legislators, and community leaders. nvéanytte
needs of these various populations conflict with one another. For example, the
community may demand that the principal develop social programs to support student
safety, violence prevention, and social competence. At the same time, the state
department of education demands academic accountability, publishes sclst®Is’ te
results, and sanctions low performing schools. Furthermore, principals remain
responsible for daily managerial duties such as facility maintenance tsudigérict
reports, and payroll. These role changes add to the principal’s plate witmawimg
any other responsibilities (Catano & Stronge, 2007; Whitaker, 2003).

Ultimately, the increase in these demands takes its toll and leads to gteste

and burnout (Friedman, 2002; Pounder & Merrill, 2001; Whitaker, 1996, 2003). Indeed,
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principals react differently to these stressors and some seem betpgreela weather
the storm than others. Using Henderson and Milstein’s (2003) definition, principal
resiliency is described as “the capacity to spring back, rebound, sucgeadéayt in the
face of adversity, and develop social, academic, and vocational competence despite
exposure to severe stress or simply to the stress that is inherent in tooldg” v 7).
As previously stated in Chapter 3, this study tested nine hypotheses, the nulls of which
are:
Ho 1a: No relationship between job satisfaction and resiliency for principals
Ho2a: No relationship between work commitment and resiliency for principals.
Ho3a: No relationship between work commitment (affective, continuance, and
normative), job satisfaction and resiliency for principals.
Ho4a: No relationship between years of experience and resiliency foipaisic
Ho5a: No relationship between school location and resiliency for principals.
Ho6a: No relationship between school poverty rate and resiliency for priscipal
Ho7a: No relationship between school level and resiliency for principals.
Ho8a: No relationship between salary and resiliency for principals.
Ho9a: No relationship between student enrollment and resiliency for principals.
The following sections review the results of the descriptive analysis and
regression analysis for this study.
Review of M ethodology
As reported in Chapter 3, the survey consisted of three research-baseghestabli
psychometric tools: 1) Connor-Davidson Resilience Scale (CD-RISC10) (Connor &

Davidson, 2003); 2) Brayfield-Rothe Job Satisfaction Index (JSI) (Brdy§idRothe,
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1951); and 3) Three-Component Model (TCM) of commitment (Meyer & Allen, 1991).

The fourth section of the survey asked the participant to answer several dentographi
guestions. The survey was emailed to 2,966 public school principals across the state of
Florida. As detailed in Appendix D, email servers bounced back (rejected) 70ssurvey
A total of 753 principals completed the survey for a response rate of 26%. Like mos
surveys, some participants skipped various questions. The researcher uilizisd li
exclusion to address missing data (Tannenbaum, 2009). Furthermore, the san®le fra
omitted public school principals in those schools with a modified or non-traditional
design (i.e. K — 8, Alternative, Adult, Technical, Vocational, etc.). Ultingatkls study
analyzed 627 principal surveys. This sample size nearly doubled the sample sree requi
to be representative of this population as described in Chapter 3 (Krejcie & Morgan,
1970).

Summary of the Findings

Descriptive analysis.

Of the 753 surveys collected, 627 surveys met the criteria delineated in fhle sam
frame. This data from 627 principals were analyzed and representeddmural areas
across the state of Florida: Florida Panhandle (7.8%), North Florida (11.38tglCe
Florida (51.2%), and South Florida (29.3%). Surveys were sent to principals located in
all but two districts. Franklin county and Putnum county were omitted since they did not
comply with the Florida Department of Education’s request to submit personreel e-
addresses. Appendix D lists the number of surveys sent to each district and the number

of electronic bounce backs (rejected).
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Nearly 65% of principals in this sample were female and 34% were matbe At
elementary level, 76% of principals who responded were female. At the seclavahry
44% of principal respondents were female. For a national comparison, the Nationa
Center for Education Statistics (NCES) (Aud et al., 2010) reported that duria@Ghie
2008 school year, 59% of principals were female at public elementary schools
nationwide, while 29% of the principals at the secondary level were female.

The age of participants was reported in five year increments with responses
ranging from “30 to 34" to “75 to 79” (mode = “55 to 59”) with a majority (84.7%)
identifying themselves as white. In a national survey, 79.5% of elemenitacippls
and 84.1% of secondary principals identified themselves as white (Aud et al., 2010). As
expected, most principals in this sample earned a Master’s degree (74.28a250%
earned a doctorate or professional degree. The national average for dactorate
professional degree for elementary and secondary principals was 33% and 37.7%
respectively (Aud et al., 2010). The average overall tenure as a principatfeantple
was 9.29 years. However, the average years of service at their cunaoitvgas only
4.54 years. 13.1% of surveyed elementary principals and 11.8% of surveyed secondary
principals served 20 or more years as a principal. Aud et al. (2010) reported thaf 7.6%
elementary principals and 5.4% of secondary principals served 20 or morayears
principal during the 2007-2008 school year.

Most principals surveyed (75.5%) reported their salary ranged from $70,000 to
$100,000. Nationally, the average salary in 2007—2008 of elementary and secondary

public school principals was $91,500 and $86,400 respectively (Aud et al., 2010).
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Over half of the principals who completed this survey worked at an elementary
school (63.8%), but all school levels were well represented in this sample. Vibdn as
to describe their school, 45.6% of principals indicated that their school was located in a
suburban community, 31.4% in an urban community, and 21.1% in a rural community.
Thirty percent of respondents worked in schools where more than 70% of the students
qualified for a free or reduced lunch. For comparison, in 2011, 38% of Florida principals
(including charter and alternative schools) worked in schools where more than 70% of
the students qualified for a free or reduced lunch (Florida Department of Education,
2011).

Psychometric tool analysis.

This study used three psychometric tools: the CD-RISC 10, the JSI, and the TCM.
The CD-RISC 10 item scale measured each item on a five point range: not th{@)at al
rarely true (1), sometimes true (2), often true (3), and true nearly all ofirthg€d). A
participant’s resiliency score ranged from 0-40. The highest score possiblejid@ted
the highest level of resilience. The six-item version of the JSI utilizee pdint
response scale that ranged from 1 (strongly disagree) to 5 (strongly agnee$tudy
also used the revised version of the TCM with six questions in each section (18 total
items). The revised TCM utilized a five-point response scale from 1 (strdisglgree)
to 5 (strongly agree). The participants’ responses within each scaleunwered to
calculate an overall score for Affective, Continuance, and Normative comenmtit

As shown in Table 9, the reliability alphas calculated for each tool in this study

remain consistent with previous research (Agho, Price, & Mueller, 1992; Brooke,
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Russell, & Price, 1988; Meyer, Allen, & Smith, 1993; Allen & Meyer, 1996; Meyer &

Herscovitch, 2001; Jaros, 2009; Campbell-Sills, Forde, & Stein, 2009).

Table 9 summarizes the principals’ scores on all three psychometric tools. The
mean CD-RISC 10 score was 35.23 with a standard deviation of 4.08. As a comparison,
Campbell-Sills, Forde, and Stein (2009) administered the CD-RISC 10 to 764
respondents from a general community and reported a mean score of 31.78 (SD = 5.41).

The shape of a distribution depends on the way scores are distributed on a scale of
measurement. Kurtosis measures a distribution’s degree of peakedness. Atleptokur
distribution indicates a grouping of scores at the center of the distributiomgraaall
peak. A platykurtic distribution indicates a more uniform distribution with scaikes s
grouped at the center but creating a smaller peak (Hinkle, Wiersma, & Jurs, 1994).

The distribution of the CD-RISC 10 was classified as slightly negatskedwed
with more scores at the upper end of the distribution (sk = -1.583). The distribution was
also leptokurtic (ku = 8.364) since there were few outlying values whiatecra more
acute peak around the mean.

The mean JSI score was 26.22 with a standard deviation of 3.71. The distribution
was classified as negatively skewed with more scores at the upper end efrthatitin
(sk =-1.970). JSI's distribution was leptokurtic (ku = 6.828), which indicated a tall peak.
For comparison, Agho, Price, and Mueller (1992) administered the six-item JSI to 550
employees and reported a mean score of 20.89 with a standard deviation of 4.90. An
earlier study conducted a test — retest of the six-item JSI to 508 nursep@melre
separate means of 21.87 (4.16) and 21.19 (4.20) (Curry, Wakefield, Price, & Mueller,

1986).
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Finally, the mean TCM scores for the Affective, Continuance, and Normative
subscales were 24.75, 18.01, and 22.10 respectively. All three subscales werelyegative
skewed with more scores toward the upper end of the distribution. However, only the
Continuance subscale was platykurtic (ku = -.333). Both the Affective and Neemati
subscale scores of the TCM showed a slightly leptokurtic distribution. Previoussstudi
used the revised six-item TCM (Meyer, Allen, & Smith, 1993). However, the résesirc
used a seven-point scale instead of the five-point scale used in this study. Thus, this
researcher did not include a comparison to mean scores from previous research.

Table 9

Summary of Descriptive Statistics and Cronbach’s alpha for CD-RISC 10, JSI and TCM

Measure N M Mdn Mode SD o sk ku
CD-RISC 10 608 35.23 36.00 40.00 4.08 .849 -1583 8.364
JSI 608 26.22 27.00 30.00 3.71 .854 -1.970 6.828

TCM Affective 612 24.75 25.00 29.00 3.98 .802 -1.047 1.241
TCM Continuance 613 18.01 18.00 18.00 4.28 .662 -.035 -.333
TCM Normative 606 22.10 22.00 22.00 4.32 .756 -540 .289

Note. sk = skewness; ku = kurtosis
Results of Research Questions

The analysis for this research followed a three-step approach using@wviAAN
with a Bonferroni correction. This three step approach was utilized in order to provide
information that allowed statistical corrections for Family-wiseredue to multiple
comparisons using a Bonferronni correction approach. Step 1 utilized a linessreqg
analysis with a Bonferroni correction to determine if there was a isignifrelationship
between each of the six demographic variables (years of experience,lschtioh,
school poverty rate, school level, principal salary, and student enrollment) and principa

resiliency. Step 2 analyzed the relationship between the JSI, TCM and theSCOER
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Results from Step 1 and Step 2 were used to identify which variables would be included
in Step 3. Step 3 regressed only the variables showing a significant relgtiontta
previous two steps onto the CD-RISC 10.

Regression analysis.

Step 1.

Due to the potential overlap between demographic variables, the researcher used
an analysis of variance (ANOVA) to determine which demographic variables wer
significantly related to principal resilience. Demographic vargablere dummy coded.

After running the regression analysis, the Pearson product moment conretafficient

(r) was determined by calculating the square root of the coefficienterfuiaation (R).

A Bonferroni correction was applied to the significance test to correctrfolyfavise

error. As shown in Table 10, none of the variables showed a significant relationship with
the CD-RISC 10, resulting in a failure to reject null hypothesgkaHH, 5a, H, 6a, H) 7a,

Ho8a, and K9a.

Table 10

Linear regression with Demographic Variables and CD-RISC 10

Experience School
CD_BISC Total in current School poverty School Principal Student
experience school location rate level salary enrollment

Pearson 027 028 028 .027 .033 .064 .001
Correlation

Sig. 507 .509 493 516 421 117 975

N 591 555 596 603 608 599 606

R Square .001 .001 .001 .001 .001 .004 .000

Note. ** Correlation is significant at the 0.05 level (2-tailed) after Bonferroniection.
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Step 2.

To test the null hypothesisyHa of no relationship between resiliency and job
satisfaction, linear regression with ANOVA was performed with a Bomrfiécorrection.
As in Step 1, the Pearson product moment correlation coefficient (r) was detebyine
calculating the square root of the coefficient of determinatiép (Rhe results of the
statistical test revealed a positive relationship between resilamtjob satisfaction.
Thus, the null hypothesis was rejected. Table 11 displays these results.

Table 11

Linear regression with JSI and CD-RISC 10

JSI
Pearson Correlation .404
Sig. (2-tailed) <.001
R Square 163
N 592

Note. ** Correlation is significant at the 0.05 level (2-tailed) after Bonferroniection.
Following the same procedure as described above, linear regression with an
ANOVA was used to test the null hypothesig2d of no relationship between resiliency
and the three sub scales of work commitment (affective, continuance, and normative)
The results of the statistical test demonstrated a relationship bewsdency and all
three sub scales of work commitment (affective, continuance, and normative). These

results are summarized in Table 12.
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Table 12

Linear regression with TCM and CD-RISC 10

Affective  Continuance Normative

Pearson Correlatior  .294" -.139 167
Sig. (2-tailed) <.001 001 <.001
R Square .086 .019 .028
N 594 596 588

Note. ** Correlation is significant at the 0.05 level (2-tailed) after Bonferroniection.

Multipleregression analysis.

Step 3.

Since the demographic regression analyses performed in Step 1demonstrated no
significant relationship to principals’ resiliency, these variablegwet included in Step
3. A multiple regression analysis was conducted to examine the total amounant&ari
that job satisfaction and work commitment accounted for principals’ resiliefioe JSI
and each subscale of the TCM (affective, continuance, and normative) wersedgres
onto the CD-RISC 10. The overall regression model was significant as measured by
ANOVA, R=.435, F (4, 554) = 32.08p,< .001, and explained approximately 18.9% of
the variance in principal resilienceiR .189). The independent variable of job
satisfaction was found to have a significant influence in the overall regmasasidel on
principals’ resiliency, t = 7.95J < .001. Only one subscale of the TCM, affective
commitment, explained unique variance in principal resilience, t = 3/70001.

Based on the results of the significance tests, null hypothe8@& Was rejected. Checks
for multicollinearity did not reveal any serious violations. Tolerance aniive
Inflation Factor (VIF) values did not suggest questionable multicollineardefdnces =

45-.85; VIFs = 1.17-2.23). Table 13 summarizes these results.
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Table 13

Multiple regression of JSI and TCM predictors of CD-RISC 10

Variable B SE B Significance Result
test
JSI .385 .048 353 t=7.951*  p<.001
Affective 223 .059 216 t=3.770*  p<.001
Continuance -.005 .040 -.005 t=-.119 ns
Normative -.118 .052 =124 t=-2.274 ns

Note. TCM instrument is subdivided into three sections: Affective, Continuance, and
Normative commitment. ** Correlation is significant at the 0.05 level (2dnidter
Bonferroni correction. R=.189

Table 14 summarizes the results of the nine null hypotheses.

Table 14

Summary of Null Hypotheses Results

Ho Null Hypothesis Result

Ho1la  No relationship between job satisfaction anReject
resiliency for principals

Ho2a  No relationship between work commitment Reject
and resiliency for principals

Ho3a  No relationship between work commitmentPartially reject
(affective, continuance, and normative), job
satisfaction and resiliency for principals

Ho4a  No relationship between years of experiendeailure to reject
and resiliency for principals

Ho5a  No relationship between school location anBailure to reject
resiliency for principals

Ho6a  No relationship between school poverty rat&ailure to reject
and resiliency for principals

Ho 7a  No relationship between school level and Failure to reject
resiliency for principals

Ho8a  No relationship between salary and resilienEgilure to reject
for principals

Ho9a  No relationship between student enrolimentailure to reject
and resiliency for principals

Note. Ho= Null hypothesis
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Summary of Findings

This study examined survey results from a sample of 627 principals from #he stat
of Florida utilizing descriptive, correlation, and regression analysis. Resditated
that there was a significant relationship between job satisfaction aleh®sfor
principals as well as a significant relationship between work commitamehtesiliency
for principals. Furthermore, none of the six demographic variables (yeatseriesce,
school location, school poverty rate, school level, principal salary, and student
enrollment) showed a significant relationship to principal resilience. kenwboth job
satisfaction and affective work commitment explained unique variance in ptincipa
resilience.

In summary, null hypothesesg Ha, H 2a, and part of §3a were rejected. This
study failed to reject null hypotheses 48, H 5a, H 6a, H 7a, H 8a, and H9a. These
results indicated that both job satisfaction and affective work commitment were
significantly related to a principal’s resilience as measured by8th&@ CM, and CD-

RISC 10. Appendix E lists Table A1 — Table A7 summarizing the CD-RISC 10, JSI and
TCM (Affective, Continuance, and Normative) scores according to principal Aodlsc
demographic variables.

The following chapter will provide a summary of the results of the study. Chapter
5 will also summarize the conclusions of the study in terms of the statembat of t
problem, their significance, and discuss connections to prior research. The ahiapte
also detail the study’s limitations, implications for practice within pulghosl| systems,

and provide suggestions for future research.
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Chapter 5:

Summary and Discussion

Summary of Findings

As the literature suggests, principals work under increasingly stresstlitiona
(Catano & Stronge, 2007, Friedman, 2002; Pounder & Merrill, 2001; Whitaker, 1996,
2003). Using Henderson and Milstein’s (2003) definition, this study defined principal
resiliency as “the capacity to spring back, rebound, successfully adhptface of
adversity, and develop social, academic, and vocational competence despite erposure t
severe stress or simply to the stress that is inherent in today’s world” (@iv@n these
additional stressors mentioned above, the resilience construct offers aramhport
perspective into the thoughts and feelings of public school administrators. Tlyis stud
assessed predictors of resilience in a large sample of public school principals.

In order to study the resiliency of principals, this researcher conductedlgsi|ana
of 627 surveys completed by public school principals from the state of Florida. The
mean CD-RISC 10 score was 35.30; 3.52 points above the mean score Campbell-Sills et
al. (2009) reported after they administered the CD-RISC 10 to a large communyfg sa
(764 participants) from the United States.

Years of experience, school location, school poverty rate, school level, principal

salary, and student enrollment were not related to principal resilienceevidgwesults
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from this empirical study indicated that there was a significanioektip between job

satisfaction and resiliency for principals as well as a signifiedationship between

affective work commitment and resiliency.

Discussion of the Resear ch Questions

This study indentified the following relationships:

1. There is a positive relationship between job satisfaction and resiliencyrfoipgls.

2. There is a positive relationship between affective work commitment atidnmegi
for principals.

3. There are no significant differences in resiliency levels among paisdip various
school settings. Specifically, none of the demographic variables (yeaxperience,
school location, school poverty rate, school level, principal salary, and student
enrollment) showed a significant effect on principal resilience.

The following sections will discuss these findings in detail.

Job satisfaction and principal resiliency.

Principals who remain satisfied with their job appear to be more resilient than
their peers who are less satisfied. The JSI uses words such as like heingoyhaisiasm
to measure a person’s job satisfaction. Clearly, a principal must like hisjobhe
order to achieve high scores on the JSI. In reality, some principals fingli#sure in
their work, which ultimately affects their resilience. This speaks tevwkechanging
role of a principal who seems to be laden with more responsibility while at thetigzane
loses more and more autonomy.

The essential functions of the principalship changed over the last 30 years. A

renewed focus on instructional leadership, high-stakes testing, Difféeentia
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Accountability, data mining, and various reform efforts translated to morengee
more reports, more mandated processes, and certainly more accountability.

Like managers in most professions, principals attend several meetingggem lar
districts, these meetings typically provide district leaders an oppgrtonipdate the
principals about policies, mandates, procedures, facility, budgets, and otlees matt
related to the business of managing a school. For example, NCLB rules require
principals to ensure that teachers hold the proper certifications and only teacksdobje
which they are deemed in-field. In the state of Florida, certification aneesomplicated
and change often. In fact, in many large districts an entire department is devoted t
certification. Despite the amount of human resources districts devote to thigantar
principal is ultimately responsible for the accuracy of a school’s personrniétagan.

Hence, long meetings about certification, NCLB, and Differentiated Atabuity take

hours to explain, followed by countless reminder emails and memos. Additionally, once
they return to their schools, principals spend more time scouring over cedifiogborts

to ensure their accuracy. Unfortunately, one or two errors can cost a school (and the
district) thousands of dollars.

All of this time focused on just one topic — certification. Now add in the rules and
regulations for budgets, standardized testing, nutritional services, schoayséadcitity
maintenance, and classroom-size amendment reports, and now one can see why
principals look more like bean counters rather than instructional leaders. The business of
leading a schooaol, its teachers, and students competes with the responsibilities of
managing a school. Principals face mounting pressure to generate accurétewsyler

simultaneously visit classrooms, mentor teachers, and meet with parentgin@yer
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these stressful conditions can erode job satisfaction, work commitment, and eyentuall
principal’s resilience. Ultimately, district leaders must decide Wiegt expect from
public school principals.

The dichotomous relationship between managing and leading a school overlaps
with a principal’s sense of autonomy. Obviously, the most effective principliks the
proper balance between managing and leading a school and know when to use certain
skills to achieve the best results. Yet, what happens when a principal’s vergdpped
so far back that he or she can no longer strike that balance? What happens when
principals cannot make independent, site-based decisions at their schools?tisiring
era of accountability, principals’ responsibilities continually increasetewineir
independence to make school level decisions diminished. State officials and district
leaders hold principals highly accountable for far more while removing ttikience to
lead at their own discretion. In other words, an inverse relationship existebetwe
principal’s autonomy and a principal’s responsibility. A diminished ability to rsake
based decisions impacts the manner in which a principal leads. More mandates, more
regulations, and more responsibility, with less autonomy tips the balance toward
management skills. On the heels of Race to the Top and to what some see as the
nationalization of public education, district and state officials feel the imerEessure
to produce student achievement results. This translates to more constraints and more
control with less autonomy for principals. Ironically, it also means more aatoliyt
for school-based administrators. At some point, the most resilient principaldowsec

to fly somewhere else, even a different profession, rather than havevitigsrclipped to
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the bone. A less resilient principal may characterize the situation as “Isjalds
choose to stay, even if he or she is unsatisfied with the job.

Empowered administrators seek decision-making autonomy and supportive
organization cultures that encourage shared governance and professional development to
improve self-efficacy. This, in turn, increases effectiveness, resiliancyjob
satisfaction. (Spreitzer, Kizilos, & Nason, 1997). Results from this study sughplogte
literature by demonstrating a positive relationship between a principal&ajesfaction
and a principal’s resiliency. In the end, district leaders must consider the,duti
functions, and level of autonomy of their school level administrators. Keeping them
satisfied with their profession ultimately strengthens their resilienc

Affective work commitment and principal resiliency.

Authentic leader ship.

The theoretical perspective on authentic leadership advanced by Walumbwa,
Avolio, Gardner, Wernsing, and Peterson (2008) served as the philosophical framework
to build a developmental model of principal resiliency. Empirical research fourithé¢hat
capacity for self-reliance was a common trait among authentic e@dacik-Frey,

Quick, & Cooper, 2009). A self-reliant individual relies on one’s own abilities to
accomplish tasks. Not surprisingly, traits such as autonomy, self-effanady,
independence closely align with self-reliance.

This study demonstrated that principals with higher levels of work commitme
also had higher levels of resilience. As discussed in the literaturevyenighentic
leaders promote a positive and ethical climate inside the organization (Wayumbw

Avolio, Gardner, Wernsing, & Peterson, 2008). In a school setting, the principdiesets t
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tone for the entire school (Hughes, 1995). As an authentic leader, the effectiveaprinci
shares and models a vision. A clear vision communicates the direction of the school for
its students, teachers, and parents. A clear mission also advances the belief tha
collectively the school will flourish, even during times of challenge.

The results of this study reported that principals who align themselves with the
mission and vision of the district or school were more likely to display higher lefvels
resilience. Considered a protective factor (Maddi, 2002), researchers discribe
commitment as an employee’s mindset or feelings about his or her relationghgnwit
organization and further subdivided this psychological state into three distiegbcas:

a desire (affective commitment), a need (continuance commitment), andgatiobli
(normative commitment) (Meyer and Allen, 1991). Of the three categoriestiadfe

work commitment explained unique variance in principal resilience in this studyn Whe
an employee feels aligned with the mission and vision of the organization, or personally
identifies with the organization’s values and goals, that employee displagtvaf
commitment (desire).

As a highly committed employee, the authentic leader models resilisdce a
promotes a positive climate for students and teachers. The results of thisdstedyama
growing body of literature by identifying a positive relationship betwaork
commitment and principal resiliency. In a school setting, principals with ighs| of
affective commitment internalize school and district goals, view thenssahat others as
family members, and derive personal meaning from their work. All of thesedeaim
to influence the climate of the school. In turn, the climate of the school would foster

positive attitudes among students, teachers, parents, and even the commugiy akdar
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reported in the literature, a positive school climate means that principadsl plac
premium on relationships, identified with their followers on a personal levegmeel

and nurtured talent, built strong social networks, and fostered trust with stakeholders
(Hughes, 2005). If a positive organizational climate leads to greater jolacsaisfand
commitment (Luthans, Norman, Avolio, & Avey, 2008), this implies that increasing job
satisfaction would augment a principal’s resiliency, a relationship tha¢nvpsically
supported in this study.

Demographic variables and principal resiliency.

According to this study, there are no significant differences in resilienels
among principals in various school settings. None of the demographic variablesdiye
experience, school location, school poverty rate, school level, principal salary, and
student enrollment) were related to principal resilience. Consequenthestercher
failed to reject the null hypotheses related to these demographic va(tdbts- H) 9a).

These results ostensibly refute the general consensus among prastitiahéne
demographic variables listed above influence a principal’s resiliency. \Howbese
results warrant more consideration. First, this study did not measure diffeiartbe
levels of stress or hardship among the listed variables. Thus, for the purpose of this
study, the researcher assumed that principals faced similar chalksrgss all of these
demographic variables. For example, a high school principal encounters the same
stressful conditions as the elementary and middle school principals. In otheytiverds
purpose of this study was to measure the principals’ resiliency levelponsssto the
adversity they face in their positions. Additional research may investigass &vel

differences between demographic variables. For example, do principalsssith |
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experience encounter greater adversity than principals with more ex@ggriénstead,
this study investigated the reaction to this constant adversity (resileredy without
measuring the adversity itself.

Second, to the best of this researcher’s knowledge, district leaders do not utilize
psychometric tools to measure principals’ resiliency levels to asiisplacement. If
the Superintendent’s staff believes that certain sites produce more sitesslitibns
than others, then they might place a principal who quickly bounces back from adversity
in those high pressure schools. However, districts do not use this type of resiliency
screening, and therefore principals with varying resiliency levelsaattered among
different types of schools. Therefore, the lack of difference in resilieneys among
principals in various school settings may be a result of not using resiliensymaefor
placement rather than a true lack of difference. Put simply, if districts domsiter
this trait during placement, then measureable differences may not exist.

Third, as merit pay continues to garnish attention at both the national and state
level, the results of this study require consideration. Paying a princgpalmoney
showed no significant relationship with a principal’s resiliency level. Thessdts seem
to parallel other research regarding educator bonus pay and its relatiortbhspuaent
achievement (Springer et al., 2010). It seems that the profession of educatirenchildr
goes beyond a bonus or the promise of financial gain. Instead, the feelings of job
satisfaction and the desire to remain with the district drive the resiliéracgrancipal.

In the end, principals and their educator peers desire the satisfactiomtiestwih

inspiring children to reach their fullest potential.
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Finally, it must be emphasized that high resiliency scores do not necessarily
equate to principal effectiveness. Just because a principal bounces back edehdrm
she faces adversity, does not mean that this principal leads the school d&jteétive
highly resilient principal may also be a poor administrator. Authenticiglaiganvolves
many traits, including resiliency as an important characteristic. inghesuit for the
most effective principal, district leaders must consider the trabgiassd with authentic
leadership as well as the resiliency of the individual applying for the fandlwhen
this occurs, it may be possible to measure significant differenceslianmegievels
among principals in various school settings.

Principal Protective Factors

Autonomy

The results of this study emphasize the importance of the alignment between the
principal and the school district, especially in terms of mission and vision. When
principals’ wings are clipped too far back, they may choose to find another rodaad t
with autonomy. The principal may attempt to recapture the autonomy by moving to a
different school, a different district, or even choose a different professionof Ftaet
autonomy and self-esteem skill set is the ability to say no and seek an iakemmahue
to lead authentically. In other words, too much of a shift toward management, with less
emphasis on leadership, could result in a migration of resilient principals t@pssiti
where they feel better aligned to the mission and vision of the organization. Rsincipa
who embrace the authentic leadership style may migrate to a place wiyesieethe

encouraged to fly.
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To extend this point, the CD-RISC 10, the instrument used in this study to

measure resilience, asked principals to evaluate their own ability tvagjuels and
adapt to change. Since the literature connected concepts of independence, self-
determination, and autonomy to resiliency, one could argue that empowered principals
scored themselves higher in these areas. This underscored the importance of autonomy
since a high rating on these questions increased a respondent’s overall resiiegacy
What happens when the ability to set individualized goals or adapt to changeeéecrea
for principals? Considering the example of certification meetings anddisiasssed
above, if the trend toward management coupled with a reduction in autonomy continues,
then both job satisfaction and resiliency may decrease. Since this study datedrastr
significant relationship between job satisfaction and resiliency, distnayswant to
consider the fragile balance between management and instructionalhgaddrsn
defining the responsibilities of building level administrators.

Problem solving.

Principals spend a great amount of time solving problems. In fact, most
principals stated that daily emergencies prevented them from spendengrtimatters
related to classroom teaching (Farkas, Johnson, & Duffett, 2003). Akin to a fireman, a
tasked principal moves about the school putting out little fires as they arise. When
ignored or dealt with ineffectively, these little fires quickly rage intenmés. Thus,
effective principals rely on their problem solving skills to tackle the maltgsues
brought on by students, teachers, and parents. These problem-solving skills include

creativity, adaptability, flexibility, and focus. Three of the ten questions 0GEhRISC
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10 pertain to problem solving capabilities. Hence, higher resiliency sctiexs am
increased ability to problem solve.

The literature points to experience as a determining factor in the uset of taci
knowledge between expert and novice principals. Tacit knowledge refers to intuition or
implicit knowledge grounded in experience (Germain & Quinn, 2005). Although the
literature purported that experience affected the manner in which a Ippdeached a
problem, in this study, years of experience showed no significant relationshifne
CD-RISC 10. Thus, instead of experience, imagination, ingenuity, and creativeiitess be
the resilient principal who pursues solutions rather than excuses (Lévi-Sira66s
Coutu, 2002; Freeman, 2007; Aagard, 2009; Reilly, 2009).

A word of caution must be issued to those who may interpret these results to
mean that years of experience do not matter. Indeed, a person’s prior expalleaces
him or her to survey a situation and develop a plan based on those past occurrences.
Over time, a seasoned principal may detect patterns or trends based on isiratlans
from the past. The key, however, rests on the skill set that the principal honed over time
to solve problems. Creativity and ingenuity help principals bounce back from tough
situations. Pedestrian problem solving skills interfere with a principegisancy
especially when faced with complicated issues. Thus, years of experiapanly
contribute when there is an abundant resource of effective problem solving sldfls to t
In other words, years of experience may only support a person’s resiliencythale

person already has the capacity to effectively solve problems.
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Self-esteem and self-efficacy.

True self-esteem measures a person’s own self worth which, in turn, correlates
positive psychological outcomes such as higher self-regard, a more securef seifse
and greater internalized behavior (Deci & Ryan, 1995). Self-efficacy,ibesthe
belief in one’s ability to successfully complete a task in order to produce the ishtende
outcome (Bandura, 1977). Several scholars linked self-esteem and selfydtiitae
resiliency construct (Rutter, 1979; Werner & Smith, 1982; Rutter, 1985; Bandura, 1990;
Benson, 1997; Bobek, 2002; Wayman, 2002; Richardson, 2002; Howard & Johnson,
2004; Gu & Day, 2007). At least three questions on the CD-RISC 10 measured personal
competence or judgments about one’s ability to complete a task.

Principals who believe in themselves, especially during the most chaliengi
times, utilize protective mechanisms, such as self-efficacy, to ward afetiaive
effects of hardship. In addition to believing in him or herself, a principal musvéahe
the school’s mission. Affective commitment measures an employee’s alignitiethe
mission and vision of the organization, or how the employee personally identifies with
the organization’s values and goals. In this study, affective commitmentinexpla
unique variance in principal resilience. Principals who aligned themseltrethei
mission of the organization scored higher on the CD-RISC 10. Therefore, these self-
enhancing cognition acts may pertain to one’s belief in self as well aggdr@zation’s
mission.

The literature described authentic leaders as self-aware individoalfster
positive self-development (Walumbwa, Avolio, Gardner, Wernsing, & Peterson, 2008).

In this context, a self-aware principal can be described as one who ext@lptstictive
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factors embodied in the resiliency construct. More specifically, agselfe leader
understands and adapts to the current environment. For example, the skill set used by a
principal in an urban setting may look different from the skill set used by agaimnt a
suburban setting. A principal who remains committed to the school and the district
continuously seeks opportunities to sharpen these skills. Moreover, after asgessing
situation, self-efficacious principals amass resources aligned wittsttengths. The
belief in one’s ability to successfully complete a task sets the stagpdsitave

approach to overcoming hardship. In other words, resilient principals rarelymive
Instead, they search for solutions because they believe in their own abilitl} as the
abilities of others.

Limitations of the Study

Chapter 1 indentified several limitations to this study. The collection amgsena
of the data brought additional limitations to the surface. As previously mentioned; a
randomized sample included only public school principals (elementary, middle, and high
school) from the state of Florida. This restrictive sample limits thergézability to
other populations such as private school principals, district-level administrators, or
corporate management personnel.

Secondly, since the study was administered anonymously and relied on self-
reported data, there was no way to verify the accuracy of the respondemi&rs The
answers provided by the participants in this survey were assumed to be geduine a
accurate. Additionally, the principals who devoted the time to complete the survey may
possess certain characteristics that resulted in higher CD-RISC &8.s@wnversely, an

overwhelmed principal who is behind on important deadlines while dealing with multiple
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disruptions may not volunteer to complete a survey. Will a discouraged or oveeghelm
principal take the time to complete a voluntary survey? It is impossible to know if
principals with primarily positive responses participated at a higher or latesthan

those with more negative thoughts and feelings.

Thirdly, the timing of the survey may have biased the results. Most principals
completed the survey in late July and early August, prior to the beginning of the 2010 —
2011 school year. Traditionally, this is a time of year when principals’ spigthigh as
they personify the anticipation and excitement of the coming school year. Gapyvers
this time of year brings last minute planning, facility preparations vietemg, and
student placement. Hence, many principals report higher stress levels thigroottse
in the research.

Finally, the word “organization” used in the TCM instrument may have affected
the results of this study. The word “organization” is used in the directions and isfound i
17 out of 18 questions. Some principals asked if “organization” referred to the district or
the school site. The intent for this particular research was to measure a |simcpla
commitment to the district. Therefore, the word “organization” referred to ttreedidn
an effort not to alter the instrument in any way, the researcher electedraptace the
word “organization” with the word “district.” However, the ambiguity surrounding this
issue placed limitations on the analysis of these data. Principals mayoieehligned to

their own school than they do to their district.
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Implicationsfor Practice

Human Resource (HR) management practices are defined collectivéig as
means for acquiring, developing, and retaining a high-quality workforcehahean
carry out the instructional programs thought to lead to improved student achievement"
(Heneman & Milanowski, 2004, p. 109). Quality HR practices ultimately enhance
organizational performance by changing the effectiveness of the workfohee
Superintendent and the Superintendent’s staff make countless decisions evergtday. Y
of all of those decisions, one of the most important is the recruitment and retention of
guality personnel via their HR management practices. This is espeaialyhen it
comes to the selection of a principal. The consequences are too costly whenaeviet a dis
fails to bring together the best team of professionals with a strong instaldeader at
the helm. A poor hire means deeper levels of support, more time monitoring, and
possibly more time documenting to undo a hiring error. All of this time equates to
injudicious expenditures especially when district staff are pulled awaydtioen matters
that involve the mission of the school system.

During this time of educational reform, the pundits place great emphasis on the
retention of instructional personnel, albeit mostly teachers. In fact, nessarch
conducted by Duckworth, Quinn, and Seligman (2009) used the term teacher grit to
describe the resilient nature of a teacher who remains effective eveg thaimost
difficult times. Since effective HR management practices enhancegheization as a
whole, districts stand to benefit from retaining the highest quality priscigaiis study
implies that the elusive path to principal retention involves job satisfactiontiafe

work commitment, and the resiliency construct.
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The empirical results of this study revealed the significant relatipmstween a
principal’s affective work commitment and his or her resiliency. As previatated
affective commitment occurs when an employee feels aligned with tkemand vision
of the organization, or personally identifies with the organization’s values at&l go
Moreover, principal job satisfaction was a statistically significardipter of a
principal’s resilience. Aside from anecdotal signs, how do district leadEasure the
affective work commitment and job satisifaction of their site-based astnaitors? This
study suggests that there may be benefits to adopting more formal meéasdessify
these feelings and attitudes among principals. In fact, this study put forthebeaech-
based, established psychometric tools with extensive empirical support found throughout
the literature.

In the past, the term “Company Man” usually described the employee who
sacrificed for the district and who outwardly supported district goals. Tthisrra
pejorative term besmirched those individuals who aligned themselves withitreansl
mission of the district. However, this study suggests certain benefits, namebsied
resiliency, when principals demonstrate higher levels of affective vaonknitment in
the form of alignment to district mission and vision. In other words, the empulata
from this research suggest that a “Company Man” who is highly satisfibdisijob
may possess the capacity to rebound and successfully adapt in the face of adwersity
light of these findings, districts policies related to the hiring and retenofisite-based
administrators require further review.

The fact that none of the demographic variables (years of experience, school

location, school poverty rate, school level, principal salary, and student enromeat)



128

related to principal resilience underscores the implications discussee.aTo the best

of this researcher’s knowledge, district leaders give little to no consmietatthe

resiliency construct when placing principals. If district leadersidered the resiliency
construct when placing principals at schools, one could argue that demographiesariabl
would predict principal resiliency in the future. Traditionally, the most chatigng

school environments involve high poverty rates in rural or urban settings. When
Superintendents consciously place the most resilient principals at the mtesigihgl

schools, a relationship will begin to emerge between the school location (urban, rural, and
suburban), the poverty rate, and the resiliency levels of principals.

Simply paying principals more money to work at the most challenging schools
may not be enough to retain resilient principals. However, current reforrtseffor
encourage the use of merit pay, salary bonuses, and other financial incentivesdo rewa
the most effective educators. While many argue that professional edutzdersge to
make more money, the results from this research showed no relationship betwgen sala
and principal resilience. Perhaps affective work commitment and job satisfact
more as intrinsic motivators as compared to the extrinsic motivation derivedrirom a
increase in salary. Paying a principal more money hardly matters ifde shows little
commitment to the mission of the district and remains unsatisfied.

Along the same lines, this research suggests certain benefits to imphgmenti
methods to develop school leaders by enhancing principal resiliency. Princpkls
directly benefit from professional development related to the protectitedaassociated
with the resiliency construct. Topics include personnel relationships, seHasffiself-

esteem, problem solving, autonomy, finding meaning, positive affect, hope, and



129

optimism. Building awareness about this relatively new resiliency cohsfifecs
advantages. Specifically, it emphasizes the importance of human managemehtaas w
the importance of retaining the most effective school leaders.
Implicationsfor Future Research
Given the current dearth of research related to principal resiliencs;tiokg
opens the door for an effusion of research connecting the thoughts and feelings of
principals to the resiliency construct. For example, raising student act@at’eemains
a top priority for the current White House administration along with schoolatisstri
around the nation. Subsequently, many studies measured different variables and their
relationship with student achievement. For instance, after tracking teadtevsorked
in demanding school settings for one year, a recent study reported that tgacrel
life satisfaction remained significant predictors of student perforen@dackworth,
Quinn, & Seligman, 2009). Teachers with grit remained resilient during the most
challenging times. Life-satisfaction referred to a teacheval lef contentment with his
or her life.
As a follow-up to Duckworth, Quinn, and Seligman’s (2009) research, future
studies could determine if a relationship exists between highly resilienigalsmand
their students’ achievement. For example, could a principal’s high score on the CD-
RISC 10 predict higher student scores on a standardized assessment? In addition to
student achievement, later research must analyze the relationship besilesrcyeand
principal performance. Do the most resilient principals perform at the highets?
Further research should analyze the balance between management and

instructional leadership as it relates to the construct of principal regili&ince this
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study empirically supports the notion that job satisfaction is related to dopiiac
resiliency, one may ask: are principals more satisfied leading or mgf?adin iteration
of this research design could analyze the duties associated with managing and
instructional leadership and its relationship to resiliency. The analysissef the
relationships will shed light on this delicate balance principals must simkag these
often-opposing duties.

This study measured the CD-RISC 10 scores of principals in elementary,,middle
and high schools. This sample frame did not include other district level adminsstrator
such as supervisors, generalists, specialists, directors, or superintendamnts stbdies
could compare the resiliency levels of district-based administrators tesihiency
levels of the site-based administrators measured in this study. Moreover, RECD-

10 scores reported in this study could be compared to middle level managers in business
organizations. How resilient is the school principal as compared to the business
manager? Are their differences in resiliency levels between other gocipss teachers

or the general population?

This study discussed seven protective factors a resilient person (ozatigen)i
uses to mitigate risk factors in the environment: 1) relationships; 2) SeHfegfand
self-esteem; 3) problem-solving and professional development; 4) autonomy; Shgneani
6) positive affect; and 7) hope and optimism. Further research might also consiter whi
factors significantly predict a principal resiliency within a schettiisg. Given the
abundance of school culture research, the protective factors listed above could serve a
conceptual bridge between the resiliency construct and implications relateilobl

culture. Does a principal’s resiliency transfer to other members oflibelSc
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Researchers established the contagion effect of resiliency within atgang(Youssef,
2004). In the future, researchers could measure whether similar effectsnabeur
school setting.

Finally, as discussed above, the timing of this survey may have skewed the
results. Future studies could implement a CD-RISC 10 pre-test and a post-tdst o or
measure principal resiliency levels at different points during the schaol Pea
resiliency levels change at the beginning of the year, just before stereditesting, or
at the end of the school year? A test, re-test model should be conducted to analyze the
CD-RISC 10 for its stability over time.

Conclusion

On November 4, 2009, President Barack Obama gave a speech at Wright Middle
School in Madison, WI, and said the following:

There are some schools that are starting in a tough position — a lot of kids coming

from impoverished backgrounds, a lot of kids coming in that may have not gotten

the kind of head start that they needed; they start school already behind. And
even though there are heroic teachers and principals in many of these schools, the
fact is that they need some extra help. And that's why the fourth meadure we'

use in awarding Race to the Top grants is whether a state is focused on

transforming not just its high-performing schools, not just the middle-gbdlok-
schools, but the lowest-performing schools. We'll look at whether they're willing

to remake a school from top to bottom with new leaders and a new way of

teaching, replacing a school's principal if it's not working, and at lekistsha

staff; close a school for a time and then reopen it under new management, even
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shut down the school entirely and send its schools — send its students to a better
school nearby.

(http://lwww.boston.com/news/politics/politicalintelligence/2009/11/a veféer

el_1.htm)
During an era of accountability and school reform, the message from the President on
down remains clear: public school leaders and teachers must raise stud@naeht
and must remain accountable for their students’ performance. Clearly, duriagtthe |
decade, both school and district leaders witnessed mounting pressure to overcome the
hurdles that interfere with school success and implement strategies to imppbbice
schools. The President, and others that advocate for school reform, view impoverished
neighborhoods, language barriers, and insufficient budgets as excuses rather than
contributors to failing schools. Instead, as the President points out in his remarks above,
principals are expected to overcome these challenges and be replaceddf tiney
succeed.

Is principal resiliency fundamental to developing effective schools2aRds
affirms the importance of effective school leadership, positive attitudest tamover,
increased satisfaction, and high levels of commitment. By definition, reglimcipals
quickly find ways to overcome feelings of discouragement, frustration, and exasperat
They look for the meaning for why something just happened, learn from the experience,
and move on. Resilient principals avoid victimization thinking and focus on solving the
problem.

Clearly, our students and teachers deserve the most effective princigalg lea

their schools. Although a significant relationship exists between job sttsfand
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resiliency as well as affective work commitment and resiliency, tleareser offers a
word of caution. Namely, resiliency and effectiveness may overlap in soas bt

may differ in others. Depending on one’s definition of effectiveness, the possibility
exists that an ineffectual principal may also show strong resilieaity. tr~or this reason,
this study used an authentic leadership model (Walumbwa, Avolio, Gardner, Wernsing,
& Peterson, 2008) as the philosophical framework to build a developmental model of
principal resiliency. The concurrence of resiliency and authentic legoeetisithe stage
for a positive school climate built upon tenets of trust, transparent relationships, sel
development, and self-awareness. The resilient authentic leader findowagsdome
the many challenges that manifest in schools every day in order to foster the most
positive school climate.

Principals work in extremely tumultuous environments. Moreover, the daily
challenges and adversity public school principals face intensifies each Ruring this
time of great reform, principals must cling to their sense of agency and ikbaal sense
purpose and authenticity. Now more than ever, districts are searching fana toe
retain its best and brightest school leaders. Although not a panacea, part ofvilre ans
revolves around the resiliency construct. Consequently, the study of principahcesi
becomes especially relevant to these current trends in educationasteaddén the end,

the resiliency construct may transcend the limits of the accoungadoitit

"Everything can be taken from a man but one thing; the last of the human freedoms—to
choose one's attitude in any given set of circumstances, to choose one's own way"

(Frankl, 1992, p. 104).
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Appendix A
Demographic Questionnaire

1. Are you Male or Female?
Male
Female

2. Are you Hispanic or Latino?

No, not Hispanic or Latino

Yes, Hispanic or Latino - a person of Cuban, Mexican, Puerto Rican, South or Central
American, or other Spanish culture or origin, regardless of race.

3. What is your race?

American Indian or Alaska Native - a person having origins in any of thenakigeoples
of North and South America (including Central America) and who maintains tribal
affiliation or community attachment.

Asian - a person having origins in any of the original peoples of the Far Basitg&st
Asia, or the Indian subcontinent, e.g. Cambodia, China, India, Japan, Korea, Malaysia,
Pakistan, the Philippine Islands, Thailand, and Vietnam.

Black or African American - a person having origins in any of the black racial godups
Africa.

Native Hawaiian or Other Pacific Islander - A person having originsyirofthe original
peoples of Hawaii, Guam, Samoa, or other Pacific Islands.

White - A person having origins in any of the original peoples of Europe, the Middle
East, or North Africa.

4. What is your age as of July 1, 2010?
2510 29
30to 34
3510 39
40 to 44
45 to 49
50 to 54
55 to 59
60 to 64
65 to 69
70to 74
75t0 79
80 or more
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5. What is the highest level of education you have completed? If currently enrcdiéd, m
the previous grade or highest degree received.

Bachelor degree (for example: BA, BS)

Master's degree (for example: MA, MS, MEng, MEd, MSW, MBA)

Professional degree (for example: MD, DDS, DVM, LLB, JD)

Doctorate degree (for example: PhD, EdD)

6. What was your own yearly income in 2009? Please include bonus pay, performance
pay, merit pay, or other salary incentives.
$40,001 to $50,000

$50,001 to $60,000

$60,001 to $70,000

$70,001 to $80,000

$80,001 to $90,000

$90,001 to $100,000

$100,001 to $110,000

$110,001 to $120,000

$120,001 to $130,000

$130,001 to $140,000

$140,001 to $150,000

$150,001 or higher

7. What is your current marital status?
Married

Partner

Divorced

Widowed

Separated

Never been married

8. Have you ever served on active duty in the U.S. Armed Forces, military Reserve
National Guard? Active duty does not include training for the Reserves or National
Guard, but DOES include activation for deployment (i.e. Korea, Vietham, Gulf War,
Middle East).

Now on active duty

On active duty in the past, but not now

Training for Reserves or National Guard only

Never served in the military

9. How many years have you served as a principal as of July 1, 20107

10. How many years have you served as a principal in your current school 3slof Jul
20107
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11. Is your school an elementary, middle, high school, or non-traditional?
Elementary

Middle

High School

Non-traditional or modified schools (such as K — 8, Adult, Technical, or Alterpative

12. What region of Florida is your school located?
Florida Panhandle

North Florida

Central Florida

South Florida

13. Florida School Grade during the 2009-2010 school year:

Mmoo wW>

14. Did your school make Adequate Yearly Progress (AYP) during the 2009-2010 school
year?

Yes

No

15. Select your school’s status according to Florida’s Differentiatedutability
System during the 2009-2010 school year.

Prevent |

Prevent Il

Correct |

Correct Il

Intervene

Not in Differentiated Accountability System

16. How many students attended your school during the 2009-2010 school year?
1 to 250

251 to 500

501 to 750

751 to 1000

1001 to 1250

1251 to 1500

1501 to 1750

1751 to 2000

More than 2000
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17. Is your school located in an urban, rural, or suburban community?
Urban

Rural

Suburban

18. What percentage of your students qualified for a free or reduced lunch during the
2009-2010 school year?
0% to 10%

11% to 20%

21% to 30%

31% to 40%

41% to 50%

51% to 60%

61% to 70%

71% to 80%

81% to 90%

91% to 100%

19. What percentage of your students was labeled English Language Leakhégrs (E
during the 2009-2010 school year?
0% to 10%

11% to 20%

21% to 30%

31% to 40%

41% to 50%

51% to 60%

61% to 70%

71% to 80%

81% to 90%

91% to 100%

20. What percentage of your students was labeled Students With Disabilitieg (SWD
during the 2009-2010 school year?
0% to 10%

11% to 20%

21% to 30%

31% to 40%

41% to 50%

51% to 60%

61% to 70%

71% to 80%

81% to 90%

91% to 100%
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Appendix B

Email to Principal

Dear Principal,

As a former Hillsborough principal, | know your time is extremely preciousol al
experienced the incredible demands placed upon administrators during an era of
increasing accountability.

It is with tremendous respect that | ask you to give me 20 minutes to help me ¢earn
about the work life of a school administrator.

As a doctoral candidate at the University of South Florida, | decided to &gidy t
thoughts, feelings, and perceptions of public school principals in the state of Florida.

All survey responses are anonymous; not even | will know your answers. Your
participation will assist educators study principals' working life during iaghef reform.

The attached "Informed Consent" letter provides additional information. Ify@e &o
participate, please click on the link below to begin the anonymous survey.

Thank you.
Respectfully,

Jason Pepe
ipepe2@mail.usf.edu

Click on this link to begin the Survelyttp://www.surveymonkey.com/s/RKT98BN
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Appendix C
Informed Consent Letter

UNIVERSITY OF
SOUTH FLORIDA
COLLEGE OF EDUCATION
Informed Consent to Participate in Resear ch el RB #1545
Information to Consider Before Taking Part in this Resear ch Study
Title of Study: The Relationship of Principal Resiliency to JobiSattion and Commitment: An
Exploratory Study of K-12 Public School Principals-lorida

The following information is being presented tophgbu decide whether or not you want to be pa# of
research study. Please read carefully. If theamyshing that you do not fully understand, pleasie Jason
Pepe. His contact information is provided belowisTesearch is considered to be minimal risk. That
means that the risks associated with this studyh@reame as what you face every day. There are no
known additional risks to those who take part is gtudy.

A researcher wants to study the thoughts, feeliagg,perceptions of public school principals in stete
of Florida. The questions the researcher wantssavar will help people understand how principatswi
their work life as a school administrator. If ya@ke part in this study, you will be asked to cortgbe short
guestionnaire via a secure website called SurveW#pnThe survey takes about 25 minutes to complete.

Your responses are completely anonymous. The @samay publish what is learned from this stutly.
so, the researcher will not let anyone know youn@aT he researcher will not publish anything el t
would let people know who you are. All the informoatwill be reported by groups. For example, the
researcher will write a report that tells how mamincipals serving elementary students made ainerta
score on the survey. No one will know your score.ditect benefits to you are expected from pardtgn
in this study. Information gathered from this stwdi help educators study principals’ work life rihug a
period of reform.

You should only take part in this study if you wamtvolunteer. You should not feel that there ig an
pressure to take part in the study, to pleasentbestigator or the research staff. You are fregatticipate
in this research or withdraw at any time. Therk lv@ no penalty or loss of benefits you are eatitlo
receive if you stop taking part in this study.

If you have any questions, concerns or complaibtsiaithis study, contact Jason Pepe,
jpepe2@mail.usf.edulf you have questions about your rights as ¢éigpant in this study, general
questions, or have complaints, concerns or issoeswant to discuss with someone outside the relsearg
call the Division of Research Integrity and Comptia of the University of South Florida at (813) 974
9343.

| freely give my consent to take part in this study. | understand that by clickingrES’ | am agreeing to
take part in research. | have received an emathiming the same information written above.

Yes (proceed with questionnairehttp://www.surveymonkey.com/s/RKT98BN

No (do not proceed)

EDUCATIONAL LEADERSHIP & POLICY STUDIES « COLLEGE B EDUCATION
University of South Florida « 4202 East Fowler AuenEDU 105 « Tampa, Florida 33620-5650
(813) 974-3420 « FAX (813) 974-5423
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Surveys Emailed and Electronically Bounced Back (Rejected)

District Surveys Surveys
Name Emailed Bounced
Back

Alachua 38 0
Baker 7 1
Bay 32 1
Bradford 5 0
Brevard 87 1
Broward 232 11
Calhoun 5 1
Charlotte 20 0
Citrus 22 0
Clay 40 1
Collier 52 0
Columbia 15 0
Dade 360 0
Desoto 8 1
Dixie 5 0
Dozier/Okeec NA NA
Duval 159 0
Escambia 54 2
Flagler 17 0
Gadsden 14 0
Gilchrist 4 0
Glades 3 0
Gulf 6 0
Hamilton 2 0
Hardee 8 0
Hendry 10 0
Hernando 21 2
Highlands 17 0
Hillsborough 238 22
Holmes 7 1
Indian River 24 5
Jackson 16 0
Jefferson 3 1
Lafayette 2 0

District Surveys Surveys
Name Emailed Bounced
Back
Lake 42 0
Lee 84 1
Leon 48 1
Liberty 3 0
Madison 6 0
Manatee 52 1
Martin 23 0
Monroe 10 0
Nassau 15 0
Okaloosa 37 0
Okeechobee 10 0
Orange 186 0
Osceola 48 3
Palm Beach 177 4
Pasco 76 0
Pinellas 121 0
Polk 115 2
Santa Rosa 31 1
Sarasota 47 2
Seminole 63 2
St. Johns 32 0
St. Lucie 37 0
Sumter 11 0
Suwannee 8 0
Taylor 6 1
Union 4 1
Volusia 66 1
Wakulla 8 0
Walton 14 0
Washington 7 0
Franklin 0 0
Marion 46 0
Putnum 0 0
Total 2966 70

Note. There are 67 counties in the State of Florida. The Florida Deparfriedtication

provided the email address for every public school principal with thepéra of principals
located in Franklin and Putnum counties. Only 70 email addresses out of 2966 were
electronically bounced back (rejected) by email servers.
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Appendix E
Tables A1 — A7
Table Al

CD-RISC 10, JSI, and TCM Scores by Gender

Are you Male or Female? RISC10 JSI TCMA TCMC TCMN

Missing N 6 5 6 S 6
% 1.0% 08% 1.0% 0.8% 1.0%
Mean 34.167 27.400 22.500 16.800 20.500
Std. Deviation 4.021 2.302 4.593 3.834 4.324
Female N 392 395 396 400 389
% 64.5% 65.0% 64.7% 65.3% 64.2%
Mean 35.638 26.271 24.952 18.058 22.231
Std. Deviation 3.702 3.606 3.686 4.275 4.296
Male N 210 208 210 208 211
% 345% 34.2% 34.3% 33.9% 34.8%
Mean 34.510 26.087 24.424 17.942 21.905
Std. Deviation 4.638 3.926 4.452 4310 4.363

Note. N = number, TCMA = TCM Affective, TCMC = TCM Continuance, and TCMN =
TCM Normative.



Table A2

CD-RISC 10, JSI, and TCM Scores by Region

What region of Florida is

your school located? RISC10 JSI TCMA TCMC TCMN
Missing N 2 2 2 2 2
% 03% 03% 03% 03% 0.3%
Mean 31.500 27.000 26.000 20.000 27.000
Std. Deviation 707 1.414 .000 2.828  .000
Central N 313 312 314 317 311
Florida % 51.5% 51.3% 51.3% 51.7% 51.3%
Mean 35.217 26.179 24.599 18.114 21.910
Std. Deviation 4320 3.986 4.131 4.308 4.449
Florida N 46 48 49 47 48
Panhandle % 76% 7.9% 80% 7.7% 7.9%
Mean 35.217 26.646 26.061 17.000 23.146
Std. Deviation 3.602 2.740 3.024 4530 3.724
North N 69 69 70 69 68
Florida % 11.3% 11.3% 11.4% 11.3% 11.2%
Mean 35.710 26.551 25.186 17.319 22.765
Std. Deviation 3.313 3.123 3.827 4.164 3.774
South N 178 177 177 178 177
Florida o 20.3% 29.1% 28.9% 29.0% 29.2%
Mean 35.124 26.028 24.458 18.331 21.842
Std. Deviation 4.060 3.664 3.967 4.183 4.386

Note. N = number, TCMA = TCM Affective, TCMC = TCM Continuance, and TCMN =

TCM Normative.



Table A3

CD-RISC 10, JSI, and TCM Scores by Location

Is your school located in an

urban, rural, or suburban RISC10 JSI TCMA TCMC TCMN

community?

Missing N 12 12 12 12 12
% 2.0% 2.0% 2.0% 2.0% 2.0%
Mean 35.9167 26.3333 24.3333 18.4167 21.6667
Std. Deviation 3.287953.49892 4.94209 3.65459 4.65800

Rural N 128 129 132 129 132
% 21.1% 21.2% 21.6% 21.0% 21.8%
Mean 35.2031 26.6434 25.7500 18.2016 23.0303
Std. Deviation 3.809153.12949 3.70758 3.79840 4.09606

Suburban N 278 279 278 280 272
% 457% 459% 45.4% 45.7% 44.9%
Mean 35.4137 26.3692 24.7842 17.9536 22.1360
Std. Deviation 3.642623.52941 3.92945 4.21909 4.25652

Urban N 190 188 190 192 190
% 31.3% 30.9% 31.0% 31.3% 31.4%
Mean 34.9474 25.6915 24.0211 17.9323 21.4316
Std. Deviation 4.852034.27285 4.05120 4.70942 4.44401

Note. N = number, TCMA = TCM Affective, TCMC = TCM Continuance, and TCMN =

TCM Normative.
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Table A4

CD-RISC 10, JSI, and TCM Scores by Poverty Rate

Percent of free and reduced

lunch RISC10 JSI TCMA TCMC TCMN
Missing N 5 5 6 6 6
% 0.8% 0.8% 1.0% 1.0% 1.0%
Mean 33.000 26.400 25.000 16.833 23.000
Std. Deviation 5612 2.702 2.828 2927 4.604
0%to N 10 9 10 10 10
10% % 1.6% 1.5% 1.6% 1.6% 1.7%
Mean 34.900 26.000 26.000 16.600 23.900
Std. Deviation 2.998 2.828 4.346 4248 4.012
11%to N 33 33 35 34 35
20% % 54% 5.4% 5.7% 5.5% 5.8%
Mean 35.818 25.788 24.857 18.176 20.857
Std. Deviation 3.477 4775 4153 3.857 4.654
21%to N 64 62 62 64 62
30% % 10.5% 10.2% 10.1% 10.4% 10.2%
Mean 35.313 26.613 24935 17.656 22.323
Std. Deviation 3.976 3.138 3.908 4.005 3.797
31%to N 74 73 75 72 73
40% % 12.2% 12.0% 12.3% 11.7% 12.0%
Mean 35.662 26.575 25.427 17.667 23.137
Std. Deviation 3.022 3.283 3.256 4.269 3.977
41%to N 71 74 73 75 72
50% % 11.7% 12.2% 11.9% 12.2% 11.9%
Mean 35.296 25.662 24.329 17.280 21.306

Std. Deviation 5.602 4.795 4.816 4.382 4.915
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Table A4 (Continued)

CD-RISC 10, JSI, and TCM Scores by Poverty Rate

51%to N 77 79 79 78 75
60% % 12.7% 13.0% 12.9% 12.7% 12.4%
Mean 35.091 26.759 24.468 18.295 22.173
Std. Deviation 3.700 2.690 4.278 4.221 4.118
61%to N 81 80 81 79 a4
70% % 133% 13.2% 13.2% 12.9% 12.7%
Mean 35.000 26.375 24.988 18.633 22.532
Std. Deviation 4016 3.293 3459 4365 4.031
71%to N 77 77 75 76 75
80% % 12.7% 12.7% 12.3% 12.4% 12.4%
Mean 34.792 25.805 24.773 18.263 22.027
Std. Deviation 4281 4.165 3944 4365 4.505
81%to N 51 50 50 53 53
90% % 8.4%  8.2% 8.2% 8.6% 8.7%
Mean 35.216 25.300 24.140 19.264 21.642
Std. Deviation 3.635 4.097 3.817 4.166 4.447
91%to N 65 66 66 66 68
100% % 10.7% 10.9% 10.8% 10.8% 11.2%
Mean 35.5231 26.6364 24.4545 17.3939 21.7941
Std. Deviation 4334 3.436 4.207 4570 4.386

Note. N = number, TCMA = TCM Affective, TCMC = TCM Continuance, and TCMN =
TCM Normative.



Table A5

CD-RISC 10, JSI, and TCM Scores by School Level

School Level RISCI0 JSI TCMA TCMC TCMN
Elementary N 384 392 392 393 386
School % 63.2% 64.5% 64.1% 64.1% 63.7%
Mean 35.263 26.314 24.796 18.109 22.008
Std. Deviation 3.932 3.310 3.829 4.239 4.220
Middle N 125 121 123 120 123
School % 20.6% 19.9% 20.1% 19.6% 20.3%
Mean 35.544 25.868 24.488 17.767 21.756
Std. Deviation 3.591 4.483 4.116 4.107 4.212
High N 99 95 97 100 97
School % 16.3% 15.6% 15.8% 16.3% 16.0%
Mean 34.727 26.263 24.876 17.900 22.907
Std. Deviation 5111 4.167 4.419 4.653 4.763

Note. N = number, TCMA = TCM Affective, TCMC = TCM Continuance, and TCMN =

TCM Normative.
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Table A6

CD-RISC 10, JSI, and TCM Scores by Income

What was your own yearly
income in 20097? Please

include bonus pay, RISC10 JSI TCMA TCMC TCMN

performance pay, merit pay,

or other salary incentives.

Missing N 4 5 5 5 5
% 0.7%  0.8% 0.8% 0.8% 0.8%
Mean 36.000 27.400 25.000 15.600 21.800
Std. Deviation 2944 2074 3536 5128 2.588

$50,001 N 1 1 1 1 1

to % 0.2% 0.2% 0.2% 0.2% 0.2%

$60,000 Mean 30.000 24.000 18.000 24.000 22.000
Std. Deviation

$60,001 N 34 36 34 35 36

to % 56% 5.9% 5.6% 5.7% 5.9%

$70,000 Mean 33.7353 26.4444 24.2941 17.8571 22.1944

Std. Deviation 3.863652.51219 4.23928 4.18782 4.87454
$70,001 N 134 134 135 133 131
to % 22.0% 22.0% 22.1% 21.7% 21.6%
$80,000 Mean 35.037 25.978 25.067 18.729 22.229

Std. Deviation 3.778 3.292 3558 4.070 4.416
$80,001 N 170 173 175 177 175
to % 28.0% 28.5% 28.6% 28.9% 28.9%
$90,000 Mean 35.124 26.127 24.657 18.175 22.194

Std. Deviation 4030 4.148 4.085 4.080 4.171
$90,001 N 153 153 154 151 149
to % 25.2% 252% 252% 24.6% 24.6%
$100,000 Mean 36.013 26.536 24.857 17.530 21.973

Std. Deviation 3.496 3.212 4.007 4.375 4.196




Table A6 (Continued)

CD-RISC 10, JSI, and TCM Scores by Income

$100,001 N 73 70 70 73 71
to % 12.0% 11.5% 11.4% 11.9% 11.7%
$110,000 Mean 34.589 25.829 24.571 17.890 21.845
Std. Deviation 5580 4.559 4.024 4.364 4.723
$110,001 N 28 25 28 28 28
to % 46% 41% 4.6% 4.6%  4.6%
$120,000 Mean 36.714 26.600 24.714 17.679 21.786
Std. Deviation 3.053 4.975 4.345 5.099 4.467
$120,001 N 4 4 3 3 3
to % 07% 07% 05% 05%  0.5%
$130,000 Mean 33.500 27.000 18.333 13.000 21.333
Std. Deviation 6.856 3.559 6.658 1.000 5.508
$130,001 N 2 2 2 2 2
to % 03% 03% 03% 03% 0.3%
$140,000 Mean 36.000 27.000 27.000 10.000 21.500
Std. Deviation 5.657 2.828 1.414 5.657 707
$140,001 N 1 1 1 1 1
to % 02% 02% 02% 02% 0.2%
$150,000 Mean 28.000 24.000 29.000 23.000 27.000
Std. Deviation
$150,001 N 4 4 4 4 4
or higher o 07% 07% 07% 07% 0.7%
Mean 34.500 26.750 24.750 18.500 24.500
Std. Deviation 4.655 1.258 3.775 577  3.109

Note. N = number, TCMA = TCM Affective, TCMC = TCM Continuance, and TCMN =

TCM Normative.



Table A7

CD-RISC 10, JSI, and TCM Scores by Enroliment

How many students

attended your school duringRISC10  JSI TCMA TCMC TCMN
the 2009-2010 school year?
Missing N 2 2 2 2 2
% 03% 03% 03% 03% 0.3%
Mean 36.500 27.500 26.000 15.000 17.000
Std. Deviation 4950 2.121 1414 2.828 5.657
1to N 9 9 9 9 9
250 % 15% 15% 15% 15% 1.5%
Mean 34.222 25.556 23.000 19.333 21.556
Std. Deviation 4.893 3.539 3.122 3.606 3.812
251t0 N 64 66 65 65 64
500 % 10.5% 10.9% 10.6% 10.6% 10.6%
Mean 34.813 26.015 24.708 19.031 22.438
Std. Deviation 4411 3614 4.336 4.015 4.553
501to N 211 218 216 217 215
730 % 34.7% 35.9% 353% 35.4% 35.5%
Mean 35.294 26.298 24.870 17.710 21.986
Std. Deviation 3.782 3.451 3.640 4.343 4.084
751t0 N 154 152 154 154 151
1000 o 25.3% 25.0% 25.2% 25.1% 24.9%
Mean 35.318 26.020 24.656 18.123 21.781
Std. Deviation 3.793 3.675 3.883 4.121 4.038
1001to N 59 58 59 57 58
1250 o 9.7% 95% 9.6% 9.3% 9.6%
Mean 36.102 26.172 25.017 17.684 22.431
Std. Deviation 3.412 4.365 4.277 4119 4.695




Table A7 (Continued)

CD-RISC 10, JSI, and TCM Scores by Enroliment

1251to N 37 34 37 37 38
1500 o 6.1% 5.6% 6.0% 6.0% 6.3%
Mean 34.108 26.735 24.865 18.324 22.605
Std. Deviation 3.414 2678 3.743 4.007 4.175
1501to N 18 18 18 18 18
1750 oy 3.0% 3.0% 29% 29% 3.0%
Mean 35.111 26.278 23.278 17.444 21.556
Std. Deviation 4.825 4.675 6.182 4.409 6.391
1751to N 21 21 21 21 20
2000 o 35% 35% 34% 34% 3.3%
Mean 36.476 27.810 25.333 17.905 23.600
Std. Deviation 3.855 2.294 4.115 5328 4.272
More N 33 30 31 33 31
than % 54% 4.9% 51% 54% 51%
2000 Mean 34.455 25533 24.645 17.818 22.355
Std. Deviation 6.874 5501 4.491 5.065 4.903

Note. N = number, TCMA = TCM Affective, TCMC = TCM Continuance, and TCMN =

TCM Normative.
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