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CHAPTER 1 

Introduction  

I am a serving head teacher in the primary sector in Wales. I have been in this 

post for over ten years. I have worked in a range of schools, localities and with a 

diverse population of people defined as LSAs, teachers, parents and other head 

teachers. Schools are complex organisations that strive to create vibrant learning 

environments. The creation of such environments is determined through 

cooperative actions amongst the school population to foster conditions that 

inspire, motivate and promote achievement. These interactions are critical to the 

effective functioning of a school. In my experience as a head teacher, when these 

trusting interactions are weakened or broken, the school becomes a difficult 

organisation to lead. Self-protective actions, counter-workplace behaviours, non- 

commitment to agreed objectives can manifest themselves quickly and taint the 

vibrant learning environment that should be at the heart of every school. I believe 

that a school should be cognisant of these behaviours and relationships as part 

of the existing suit of measures used to judge the effectiveness of the school. It 

would be beneficial when considering what head teachers strive to achieve when 

they decide on the most effective focus for collective effort and collaborative 

endeavour. This thesis will use an existing measure of the collective view of the 

school, its beliefs and effort towards success.  I would argue that head teachers 

need to understand the collective relational conditions that exist in a school, and 

the status of those conditions in the school year since they influence the drive 

towards student achievement across the school population. 

 

In this thesis, I will explore the second order, latent organisational construct 

termed academic optimism, (AO) and its antecedents in primary schools. I will 
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also examine the components of academic optimism through a survey instrument 

and semi-structured interviews with head teachers across ten sample schools in 

a specific geographical region of West Wales. I will capture their views, on the 

antecedents and conditions in their school that specifically influence this 

construct. Hoy, Tarter and Woolfolk Hoy (2006a, 2006b) identified that school 

academic optimism has a positive effect on studentsô achievements and could be 

used to predict the difference between schools in terms of studentsô academic 

achievements. An optimistic school, which is performing well, is professionally 

effective and understands the cognitive, affective and behavioural aspects of its 

personnel and will understand how to improve as an organisation. 

 

1.1 The research aim is: 

To evaluate the factors that influence the second order latent construct termed 

AO and its antecedents in sample primary schools in a specific geographical 

area, in Llanelli. The purpose of the thesis is to apply the sample survey 

instrument in ten different primary schools to establish if the construct could be 

validated. The study seeks to identify through quantitative and qualitative 

research methods not only the existence of AO, but to identify the antecedents of 

the construct.  

 

The underlying purpose for this research reflects the debate that Leithwood, 

Patten, and Jantzi, (2010) propose; that educational research into leadership 

practices are most influential in improving the conditions or variables which 

impact on student achievement and learning. In the current climate of school 

accountability these conditions are overlooked or ignored. The pressure that I 

experience as a head teacher often leads to anxious behaviours which in turn 
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creates tension. Schools want to create conditions that are optimistic, inspire 

learning and sustain a culture of collaboration. Head teachers need to nurture 

high expectations and build those beliefs that the efforts of the school will 

positively impact on the students. These collective aspects of a school shape 

group behaviour, group results, and a sense of optimism. In this thesis this 2nd 

order latent construct is described as AO and this research will explore what this 

means and how it influences a school from the viewpoint of the head teacher. 

 

The objectives of the study are: 

Å To examine the three elements of the construct interaction and to establish if 

there is a developing dominance or bi-directional relationship evident from 

the results. 

Å What factors emerge and underlie the construct? 

Å What are the views on AO and its principle components from the head 

teachers of the schools in this research? 

Å To evaluate the antecedents of AO and the interplay of these factors on a 

school. 

 

Hoyôs (2002) trust-achievement hypothesis theorised that trusting others is a 

fundamental aspect to human learning because it is a co-operative process, and 

distrust makes co-operation virtually impossible.  Academic Optimism (Hoy 

2006) is the combination of three components that positively influence student 

achievement. These are academic standards, efficacy and trust. Hoy et al. 

(2006) have demonstrated that the three work together in a reciprocal causal 

relationship to create a positive academic climate. 
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The study will explore an emerging construct of Academic Optimism (Hoy 2006).  

The three characteristics of school academic optimism identified by Hoy, (2006) 

are academic emphasis, collective efficacy and faculty trust. When these are 

present, according to the authors, they have a positive effect on studentsô 

achievements. (Hoy, Tarter, and Woolfolk Hoy 2006a, p.426-427, 2006b, 

p.148). Specifically, the researcher will explore how the sample schools respond 

to the survey instrument and the measurement of these characteristics. This 

instrument will produce a range of measures and an AO score across three 

groups: head teachers, teachers and learning support staff (LSAs). The 

research will seek the view of the head teachers as they respond to these three 

characteristic measures, optimism and trust in their schools. The interviews will 

have been transcribed to provide insight into the antecedents behind the 

quantitative information on their schools.  

 

This research specifically presents a comparative study that would examine the 

difference between the sample schools identified in Llanelli; the factors which 

hinder or enable the development of academic optimism and other antecedents 

to academic optimism. The thesis identifies what other antecedents exist and 

whether one antecedent is more dominant than another.  The answers to these 

questions will contribute to knowledge. 

 

1.2 Academic Optimism:  A Novel Construct 

The theoretical foundations for this construct have been crafted from two distinct 

theoretical origins.  The literature review will evaluate both, but it is worth noting 

in this chapter a brief overview of these frameworks since they have both 

influenced the concept of academic optimism. 
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Seligman and Csikszentmihalyi (2000) frame positive psychology as a means 

to investigate and describe the emotional states, traits and organisations in 

which humans interact and flourish.  This investigation leads to the 

understanding of optimal environments and how people work within them.  

Positive psychology has a natural fit with schools in which the profession, 

through collaborative actions and relationships, seeks to create optimal 

environments in schools in which learning flourishes. 

 

Secondly, Bandura (1997) social cognitive theory conceptualises human 

behaviour as a development, which occurs in a triadic relationship, based on 

behaviours, personal factors and the environment. The term reciprocal causality 

is used to describe this relationship.  Bandura (1997) explained: 

"In this transactional view of self and society, internal personal 
factors in the form of cognitive, affective and biological events; 
behaviour; and environmental events all operate as interacting 
determinants that influence one another bi-directionallyò (p.6). 

 
Bandura (1997) does not suggest that the three factors in the triadic reciprocal 

causation model make equal contributions to behaviour.  The relative influence 

of behaviour, environment, and person depends on which factor is strongest at 

any particular moment.  These relationships occur in a complicated, multi-

dimensional union in which humans control their lives through agentive actions.   

This applies in schools since teachers are skilled in regulating their behaviour 

as situations arise and change their behaviours as a result. 

 

Academic optimism, (Hoy et al., 2006) as a construct, was shaped using 

Banduraôs Triadic Reciprocal Structure.   This combination focused on academic 

optimism as an organisational variable and directly imposed the trio of reciprocal 
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causation in the following way: collective efficacy equates to personal factors 

and perceptions of teachers, faculty trust in parents and students, the 

environment and academic emphasis on the behaviours created in the pursuit 

of achievement within a school. 

 

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

affective and behaviour facets of collective efficacy, faculty trust and academic 

emphasis.  Since 2007 very little research on academic optimism of schools has 

emerged, with none to date in Wales: the construct is related to school 

achievement even when variables such as socio-economic status, prior 

achievement and demographic properties are controlled (Hoy and Smith (2007); 

(Hoy, Tarter, and Hoy (2006). 

Figure 1: The conceptual interaction of the triad which makes up the latent 
construct AO. 

 

AO is of interest to the researcher because AO emphasises the potential of 

schools to overcome the socio-economic factors that are known to impair 

student achievement.  Collective efficacy is the perception of teachers in a 

school that their efforts, as a whole, will have a positive effect on students.  
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Tschannen-Moran (2001) identify that when a professional climate promotes 

trusting relationships, participants, i.e. teachers, are more likely to invest time 

and effort towards organisational goals.  Trust is a key element of an effective 

relationship.  Faculty Trust in students and parents is based on feelings that the 

students and parents are benevolent, reliable, competent and honest, and open 

(Hoy and Tschannen-Moran (2003).  Academic emphasis is a focus on teachers 

with particular behaviours in the school.  The triadic nature of the construct 

means it is functionally dependent on each facet and interacts to produce a 

positive learning environment.  The researcherôs primary goal will be to develop 

a broadly social constructionist narrative, exploring through case study design 

the triadic construct in situ in primary schools, and seeking to identify issues 

around the antecedents to AO as they develop. 

  

In terms of its contribution to knowledge, it will exploit the researcherôs current 

role as a head teacher and will apply the construct of academic optimism across 

an emerging educational landscape in Wales which seeks systemic change 

through collaboration in schools and between schools. AO as a utility measure 

of the schoolsô climate and relationships internally will also be explored. An 

aspect of this research will seek the views of the head teachers of the case 

study schools on the components of AO. This will be a significant contribution 

to knowledge and not researched to date. 

 

The research will take place against a backdrop in education that currently is 

under scrutiny from the Government and is considered to be underperforming. 

There is also transformational change in the curriculum delivered in schools. 

The researcherôs topic area for research is relevant and this thesis presents that 
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for this change to occur honestly and with lasting impact, consideration to the 

different forms of trust within schools is needed from the outset prior to 

collaborative actions taking place. Schools need to pay regard to trust and its 

influence at the intra-organisational level due to social nature of schools and 

how trust impacts on the relational aspect of the work of schools in their day to 

day functioning. 

 

Head teachers need to understand the delicate nature of trust and how it 

impacts in the school environment.  Currall and Epstein (2003) clearly identify 

that trust can make an organisation great or it can destroy it.  Govier (1998) 

notes trust is easier to break than build.  Trust is dependent on becoming 

vulnerable and taking a risk.  Before we, as schools, engage in collaborative 

change we need to have a clear analytical picture of the schoolôs capacity to 

initiate that change.  We must understand the relationships in the school that 

deal with the scepticism around change and deepen trust.  As Sitkin and Stickel 

(1996 p.45) note, ñchange decreases trust because it disrupts the taken for 

granted aspects of institutional functioning or is inconsistent with existing 

norms.ò 

 

Trust is acknowledged as a context-dependent phenomenon and it is socially 

constructed; is inter-dependent with a rational choice made from the outset.  

This leads to further fragmentation in the extensive literature of what trust is and 

how can it be researched effectively.  From the outset there are three dominant 

arenas of research.  Firstly, there is trust within organisations, trust between 

organisations and trust between organisations and their customers.  This thesis 

will apply academic optimism as a second order latent construct, examine its 
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component parts and trust with in these schools from the viewpoint of the head 

teachers of these schools. This thesis will use mixed methods approaches to 

determine its aims and objectives. 

 

Investigations into trust are numerous and trust is identified as crucial; its 

antecedents, components and consequences are complex (Steppanen., 2007, 

p.256). Specifically in the education field, trust as a conceptual and empirically 

validated construct has been researched by: Tschannen-Moran and Hoy (1998, 

2000); Tschannen-Moran (1997, 2004); Tarter, Sabo, and Hoy (1995); Hoffman, 

Sabo, Bliss, and Hoy (1994);  Adams (2008, p.30) notes, ñTrust operates within 

the cognitive and psychological domain as a motive for behaviour, at the 

interpersonal level to shape social exchanges and within organisations to 

influence collective performance.ò 

 

1.3 Defining Trust 

For this research, the author adopts the definition of trust in schools as proposed 

by Hoy and Tschannen-Moran (1999) is that: 

ñTrust is one partyôs willingness to be vulnerable to another based on 
the confidence that the latter party is (a) benevolent (b) reliable (c) 
competent (d) honest (e) open.ò   

 
Each of these elements is given brief explanation against the literature. 

 
Vulnerability 

Rousseau, Sitkin, Burt, and Camerer (1998) argue that a condition of trust is 

interdependence, where the interests of one party cannot be achieved without 

relying on another party.   The degree of interdependence may change the form 

that trust takes and may generate vulnerability.  Some definitions of trust - Coleman 

(1990); Mishra (1996) - assume that the trustor is aware of the latent possibility of   
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betrayal and harm from the other (Granovetter, (1985).  This uncertainty is based 

on whether the other party will act suitably.   Trust would appear, then, to be a 

willingness to be vulnerable whilst accepting a level of interdependence. 

Ddetermining whether the other party will act suitably will be based on the levels of 

confidence you have in that person. Confidence is critical in developing the 

independent relational aspect of trust. In a school there exists an interdependence 

which originates from being vulnerable. In this state of vulnerability there is a need 

to cross a threshold when the head teacher, teacher or LSA knows there is the 

possibility of betrayal. This is a risk-taking choice and requires trust. 

 

Confidence 

The decision to place oneself at risk to another person in a school may be based 

on several factors, including for example, need, conformity, impulsivity, innocence, 

virtue, faith or confidence.  Rousseau, Sitkin, Burt and Camerer (1998) 

interpretation suggest that trust lies in the degree of confidence one holds in the 

face of risk, rather than in the action that increases oneôs risk.  There is a time 

element to confidence. Interactions between two parties are experienced over time 

in a school environment. 

 

    Benevolence 

Benevolence is the key facet of trust, the belief that oneôs wellbeing, or something 

that one cares about, will be protected and not harmed by the trusted party (Bradach 

and Eccles (1989); (Cummings and Bromily (1996), (Gambetta 1988). Head 

teachers need to demonstrate care for their staff which builds trust. Consideration 

for the needs and interests of the staff and offering protective actions against 

exploitative behaviour builds confidence. 
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In this context trust is the statement that the other person will not exploit or take 

advantage of a personôs vulnerability.  In an ongoing relationship the future actions 

may not be clear or specified but only that there will be a mutual attitude of good 

will.  Teachers and LSAs want to be treated fairly. This altruism towards the otherôs 

vulnerability is important in this research. 

 

    Reliability 

Hosmer (1995) argues that the most basic level of trust is bound with predictability, 

and knowing what to expect from others.  Reliability combines a sense of 

predictability with benevolence.  In a situation of interdependence, when something 

is required from another person or group, the individual can be relied upon to supply 

it.  Butler and Cantrell (1984) indicate that reliability is a sense that oneôs needs will 

be met. A head teacherôs behaviour is crucial in a school, getting the staff together 

to achieve outcomes that cannot be achieved individually. This requires interaction 

and coordinating effort, and reliability that these actions are followed through 

consistently. Reliability and the head teacherôs behaviour reflect the research by 

Kovjanic, Schuh, and Jonas (2013), that collective group efficacy and work 

engagement are influenced significantly by leadership behaviour and being reliable. 

 

    Competence 

Mishra (1996) suggests that when a level of skill is involved in fulfilling an 

expectation, an assured confidence is implied that the job can be done.  At an 

organisational level this competence may reside in a group or team, with a 

confidence that the project can be completed, and goals met.  Trust and 

competence are judgements that you can be trusted to do the job to an acceptable 
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standard. Hanford et al. (2013) compared three high-trust versus three low-trust 

schools. In this study, the competence of the head teacher was the most sighted 

element of trust, which influenced the teacherôs decision to trust or distrust the head 

teacher. A competent head teacher sets high standards, solves problems and is an 

example for others to follow. Robinson et al. (2008) study identified significant links 

between school leadership and student outcomes. Leadership competence in 

promoting teacher learning was strongly predicative of positive student outcomes. 

  

Honesty 

Integrity, authenticity, a personôs character, influence trust.  Rotter (1997, p. 651) 

argues that ñtrust is the expectancy that the word, promise, verbal or written 

statement of another individual or group can be relied upon.ò The inference is that 

statements made are truthful and will inform future actions.  If you are truthful then 

you have a degree of trust placed in you by others.  An acceptance of responsibility 

of oneôs actions and avoidance of misrepresenting the truth in order to shift blame 

to another party characterises authenticity.   

 

    Openness 

Openness is the extent to which school relevant information is available and 

accurate. Head teachers need to be open with this information flow to staff. 

Feedback and careful explanations are viewed as trusting and not associated with 

manipulation. If information is not openly shared it can suggest suspicious actions 

by that head teacher. Importantly, openness acknowledges that teachers and LSAs 

have expert knowledge which can used to make collective decisions. Influencing 

the school environment and autonomy in school decision-making by teachers 

influences the trust held in the head teacher. 
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 It is a process by which people make themselves vulnerable to others by sharing 

information, a giving of oneôs self.  Openness implies a reciprocal trust, a confidence 

that neither the information nor the individual will be exploited.  Recipients can feel 

the same confidence in return.  People who are cautious in what information they 

share fuel suspicion; people wonder what is being hidden and why.  Kramer, 

Brewer, and Hanna (1996) indicate that people who are unwilling to extend trust 

through openness end up living in isolated prisons of their own making. 

 

These elements of trust all amalgamate, but the process and weighting to each 

element depends on the type of interdependence and the degree of vulnerability in 

the relationship. Research by Hoy and Tschannen-Moran (1999) noted that in 

teachers and principals, all aspects of trust carry significant importance. 

 

1.4 Theoretical Context for the Research 
 

ñGood schools are intrinsically social enterprises that depend heavily 
on the co-operative endeavours among various participants who 
comprise the school community.ò (Bryk and Schneider 2003).   
 

Schoolsô achievement, it could be argued, depends on talented and motivated 

people interacting with each other at a behavioural, cognitive and affective 

level.  This triadic relationship is implicit in the efforts of a head teacher to 

establish a community of learners with collective educational aims.  The 

relevance of fostering trust is key to school reform.  Bryk and Schneider (2002, 

p.5) have identified  

ñthat a broad base of trust across school community lubricates much 
of a schoolôs day to day functioning and is a critical resource as leaders 
embark on ambitious improvement plans.ò 
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The school literature supports the notion that trust and leadership can impact 

on the productivity of people (Tarter et al., 1995; Goddard et al., 2001; Bryk and 

Schneider, 2002).  Bryk and Schneider (2002) propose that in schools the theory 

of relational trust is dominant in which the key playersô social interactions are 

based in daily social exchanges.  Relational trust is a mutually held expectation 

and understanding of othersô expectations and roles. 

 

 Bryk and Schneider (2002) expand this further by arguing that relational trust is 

an organisational property of the school and state, ñits constituent elements are 

socially defined in the reciprocal exchanges among participants in a school 

community, and its presence (absence) has important consequences for the 

functioning of the school éò  The question emerges - how do you build relational 

trust? 

 

The literature develops the idea that trust is a key building block of 

organisational culture.   Louis (1996) argues that school leaders often ignore 

trust because itôs easy to assume itôs there by default. When teachers do what 

they are supposed to do any slow degradation of trust is, ñunderrated é the 

significance of trust is our strong tendency not to notice it until it breaks down.ò 

(Govier, 1998).  Curral and Epstein (2003, p.203) state, ñif properly developed, 

trust can propel (organisations) to greatness.  Improperly used, it can plan the 

seeds of collapse.ò  It is easier to break trust than to create trust because of the 

two critical conditions: interdependence and risk (Rousseau et al., 1998). 

 

Head teachersô priorities reflect external demands in achieving goals but they 

must also focus on nurturing and sustaining internal relationships to achieve 



23 
 

results.  As Caldwell et al. (2005) conceptualises, a ñzone of trustò must be clear 

within which followers (teachers) are willing to buy into organisational goals and 

rules.  Pava (2003) identifies the leader as a steward who has the best interests 

of each individual framed against the organisational context.   

 

The literature review will explore the research around trust and its 

consequences for a school. Govier (1998), Tschannen Moran (2004) Reina and 

Reina (2006) have researched extensively a range of affective variables that 

relate to distrust.  Betrayal, bitterness, violation, breach, lying, deception, 

dishonesty are some of the key themes emerging from their work.  Trust is 

wholly undermined by coercion or overuse of power, and a lack of trust in 

schools restricts creativity, innovation and improved performance.  It could be 

argued from this research that you could expect a school in which distrust was 

established that the level of academic optimism would be low. In order to build 

trust you need to be willing to trust. The willingness to trust, especially as a head 

teacher, is based on the knowledge that cooperative behaviours in school are 

needed to achieve high performance. Trust is critical when school staff enter 

relationships of mutual interdependence. In this relationship, school-based 

outcomes of performance cannot be achieved without the co-operation and 

contribution of all staff. The head teacher is the steward of this relationship. 

Head teachers must foster and cultivate a climate of trust enhancing the 

schoolôs successes. This investment of trust in the staff by the head teacher and 

the perception of trustworthiness by the staff of the head teacher establishes 

high trust relationships. The building of trust and its use is the obligation of the 

head teacher in creating those ties of trust in their school towards student 

achievement. 
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OôNeill (2002) argues that increased accountability damages trust by distorting 

the establishment of the relationships needed to build trust through social 

interaction.  Tschannen-Moran (2004) indicates that once distrust in schools is 

established it can become self-perpetuating.  Distrust is described as resistant 

and self-sustaining, feeding itself, and creating more distrust.  If you are 

distrusted your actions are viewed as suspicious and distrust is then confirmed.  

The tools that you would use, as a head teacher, to build relational trust and 

restore trust through consensus and dialogue can also be viewed suspiciously. 

Annison and Wilford (1998) and Tschannen-Moran (2004) both speculate that 

distrust leads to a breakdown in communication, shared decision making and 

commitment.  Distrust within a school is not just unpleasant to work in; it erodes 

the effectiveness and efficiency of the organisation as a whole.  For example, in 

a paper The Fragility of Trust in the World of School Principles (K Walker et al., 

2011), the data collection using online surveys, and hard copies to principles in 

Canada (3,000 in total) had a response rate of 3.5%.  This is indicative of the 

culture and organisational arena in which this research is taking place.  

  

The research is based on the triad of collective properties that are components 

of academic optimism, academic emphasis, collective efficacy and faculty trust, 

when working together in union, create a positive learning environment. 

   

   1.5 Geographical Context/Organisational Context 

What are the factors that influence the second order latent construct termed AO, 

and its antecedents in eight sample primary schools in a specific geographical 

area, Llanelli?  Each school is part of regional consortia responsible for school 
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improvement, collaborative working and professional development of teachers 

termed Excellence through Regional Working (ERW). ERW embraces 635 

schools and serves a total of 32% of the schools in Wales and 28% of the pupil 

population; 48% of the schools are Welsh medium or bilingual, and 52% of the 

schools are English medium with Welsh as a second language.  A strength of 

the Consortium is this balance between urban and rural schools, smaller and 

larger schools, schools in affluent and socially deprived areas and Welsh and 

English language schools.  The six authorities have worked in partnership since 

2000 and have recently committed to developing and implementing a regional 

school improvement strategy which places improvement and performance at its 

core.  The focus of this strategy will be raising standards of attainment and 

achievement for all pupils. 

 

This thesis seeks to answer a specific question that is framed against broad 

theoretical frameworks across a diverse region in a rich organisational 

environment.  It will seek to inform critical thinking and day to day practice 

amongst head teachers by examining the fundamental issue of school 

improvement.  Sarason (1972) argues that educators would see little 

improvement in schools unless there are changes in culture.  Schein (1992) 

recognises that culture is a combination of values, beliefs, and assumptions that 

organisational members share about behaviour. It would seem logical that 

school leaders focus their energies on interventions and theory that identify how 

to improve their culture and then childrenôs learning.  There is a real opportunity 

in this thesis to apply a construct termed academic optimism in a distinctly 

different context from the U.S.A.  (Most of the research has been undertaken in 

the U.S.A.). The thesis will explore the relevant literature and discourse on trust. 
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The research methodology that has been suggested will seek to answer the 

question and provide a pragmatic solution on how to operationalise the 

collaborative working in or between schools focused on pedagogical 

improvement. 

ñIf there is anything that the research community agrees on it is this: 
The right kind of continuous, structured teacher collaboration 
improves the quality of teaching and pays big, often immediate 
dividends in student learning and professional moral in virtually any 
setting.  (But) é this image ï of the true professional learning 
community - has yet to be the norm in most schools.ò (Scmoker 2005 
p.7). 

  

As a head teacher in this landscape and with my knowledge of the context in 

praxis, I seek to understand and identify those aspects of AO that support the 

identification and building of trust, empirically tests it in schools seeking to 

cooperate and innovate; improve academic optimism and as Fullan (2010) has 

stated, ñwithin school collaboration, when it is focused produces powerful results 

on an ongoing basis.ò   

 

The thesis will be structured as follows. Chapter 2 will present the literature on 

the associated theoretical context for the construct AO and inter-organisational 

trust, optimism and the antecedents of self-efficacy and collective efficacy to 

AO. Chapter 3 will present the methodology used. Chapter 4 will include the 

results of the survey and interviews with head teachers. Chapter 5 will present 

the contribution to knowledge. 
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CHAPTER 2 

Literature Review 

The research aim is to contribute to the knowledge about those latent school 

properties that influence school improvement.  The application of known 

validated research instruments will contribute to our understanding of how trust, 

academic optimism, influence student achievement. 

   

In this model of reciprocal causality, termed AO, internal personal factors 

(cognitive, affective and biological events) behavioural patterns, and 

environmental events all operate as interacting determinants that influence one 

another bi-directionally.  It is in this model of triadic interaction that is the origin 

of the latent second order construct termed academic optimism.  Peterson 

(2000) and Snyder et al. (2002) define optimism as a goal or expectancy based 

on knowledge and thinking.  Hoy et al. (2006) conception of academic optimism 

reflects triadic reciprocal causation.  The construct includes cognitive and 

affective (emotional) dimensions and adds a behavioural component.  Academic 

optimism is the synthesis of three emergent group school characteristics which 

are known to improve student learning.  Academic optimism is a construct that 

can be measured at a collective level using the School Academic Optimism 

Scale.  The model is constructed along three separate, related paths that 

promote student learning.  Schools need to promote collective efficacy, create 

collective trust and strengthen academic emphasis 

 

The theoretical framing of this thesis will acknowledge social cognitive theory in 

which human agency is a prime theme.  There will be a focus on collective 



28 
 

efficacy that refers to groups in an organisation. Goddard and Goddard (2001, 

p.809) state collective efficacy in schools is: 

ñThe collective perceptions of teachers in a school that the faculty as 
a whole can organise and execute the courses of action required to 
have a positive effect on students.ò 

 

Goddard, Hoy, and Hoy (2000, p.480) research supports the construct of 

collective efficacy as being ñsystematically associated with student 

achievement.ò  Higher collective efficacy is associated with teachers who 

believe that their colleagues behave in a manner that will promote student 

success.  When collective efficacy is high, the self-efficacy of the individual is 

also high.  Mujis and Reynolds (2002) support this and noted that over a one 

year period, teachersô behaviour was the most significant predictor of success 

for a student and it also had a positive effect on teachersô beliefs and self-

efficacy.  Ross and Bruce (2007) noted that teachers with high efficacy exert a 

greater effort when dealing with those students in danger of failing, rather than 

passively accepting this potential to fail as outside their remit. 

 

At a collective level a school must work towards common goals on which they 

are measured and scrutinised.  Collective efficacy beliefs suggest that 

conceptually a collective responsibility exists.  Walstrom and Louis (2008, 

p.446) define this as:  

ñteachersô beliefs that they not only have the capacity to influence 
student learning but a shared obligation to do so.ò  
   

 
This research acknowledges that collective efficacy, as a group construct, is 

fundamental to understanding the norms of a school and its performance.  Lee 

and Smith (1996) consistently identified that schools with high collective 

responsibility for learning not only had students who learned more but the school 
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was characterised by being more equitable socially.  The group, faculty, or 

teachers in situ will act in ways that promote certain actions and deter others.  

Goddard, LeGerfo, and Hoy, (2006 p.401) state that collective efficacy: 

ñestablishes common expectations for action and goal attainment é 
and group responses to problems.ò 
 

 
The investigative nature of this thesis will also explore if the construct of 

academic optimism is an indicator of group potency within a school.  This is 

significant in that collective efficacy is identified by an individualôs (teacherôs) 

belief of group success while group potency is the groupôs belief in itself.  There 

is a distinct difference.  Group potency is a groupôs, defined in this research as 

head teachers, teachers and LSAs, collective belief in itself as a group. 

Collective efficacy is an individual belief about the group.  

Zaccaro, Blair, Peterson and Zanis (1995) state that collective efficacy can be 

viewed as: 

ña sense of collective competence shared among individuals when 
allocating, coordinating, and integrating their resources in a 
successful concerted response to a specific situational demand.ò   
 

Shea and Guzzo (1987) acknowledge a similar construct, group potency, as:  

ñthe collective belief of a group that it can be effective.ò   

The difference between group potency and collective efficacy is that group 

potency is the shared beliefs by group members about general effectiveness 

across multiple tasks encountered by the group. This is typical of a school in 

which multiple actions occur at the same time across a range of people. 

Collective efficacy is specified to one task or one competence. In schools, head 

teachers are statutorily expected to draft and author yearly improvement plans. 

These plans strategically identify the priorities for the school year. The group 

and its shared beliefs are pivotal in this plan being effectively delivered.  
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In the school context this distinction could be viewed as a group of teachersô 

belief about their ability to effectively perform assigned tasks.  These are task 

specific group beliefs, whereas group potency is non-task specific and 

represents the teachersô general belief in success. When a group believes it can 

be successful it can attempt tasks outside the working norms and remain 

confident in its ability to succeed.  In a school if the group of teachers has its 

beliefs which are solely task specific then the group can lose confidence if the 

task given is outside normal responsibilities. Van den Bossche et al. (2006) 

demonstrated that successful collaboration is not merely putting people together 

who have similar or complementary knowledge; rather, two key factors, 

cognition and social ties.  Both factors are dependent on trust. 

 

Collective efficacy is judgmental, whereas group potency can be thought of as 

motivational.  Both constructs are potential antecedents to the successful 

development of AO in schools.  Both constructs are empirically measurable.  

Shea and Guzzo (1987) developed a scale which has been validated and 

accurately measures the level of group potency over various types of 

respondents.  Groups with higher levels of potency perform better (Campion et 

al., 1997). As a head teacher, information on the status of the teachers and 

ancillary staff ability or potential to collaborate would be valuable in strategically 

driving the school forward and improving performance. 

 

Collective efficacy is a group belief; it is cognitive.  Faculty trust in parents and 

students is an affective response.  Academic emphasis is the drive for certain 

behaviours in the school.  Each one of these elements is functionally dependent 
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and transactional, creating a culture of academic optimism in the school. Hoy et 

al. (2006 p.145) chose the term academic optimism to reflect beliefs about 

agency in schools: 

ñOptimism is an appropriate overarching construct to unite efficacy, 
trust and academic emphasis because each concept contains a 
sense of the possible. Efficacy is the belief that the faculty can make 
a positive difference in student learning; teachers believe in 
themselves. Faculty trust in students and parents is the belief that 
teachers, parents and students can cooperate to improve learning 
that is the faculty believes in its students. Academic emphasis is the 
enacted behaviour prompted by these beliefs, that is, the focus is 
student success. Thus, a school with high academic optimism is a 
collectivity in which the faculty believes it can make a difference, 
that students can learn, and academic performance can be 
achieved.ò 

  
  

It is the measure of this construct at school level that will determine the relevant 

types of interventions needed to bring about change towards improvement that 

reflects the social structure that exists in a school.  In simple terms, which 

element of the trio that makes up academic optimism needs to be addressed to 

effect an improvement in the academic optimism at a collective level in the 

school?   

 

An optimistic school that needs to change will need to collaborate honestly, be 

confident it can improve and take that leap of faith in the group, i.e. it needs to 

trust itself and others.  Schneider (2002) described a kind of trust termed 

relational trust, defined as a system of social exchanges between school 

participants.  A synchronisation of expectations, a teacher can-do attitude is 

evident in the social exchanges that manifest themselves as relational trust, and 

Schneider (2002) established trust as a school condition linked to higher student 

achievement. 
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The trust debate in the literature is complex and at times confusing (Fisman and 

Khanna 1999; Alder 2001).  Ford (2003) and Simons (2002), in their research 

of the trust literature, agree that the constructs related to trust are complex and 

intricate in their forms. Throughout the literature there exists a common theme 

which reflects Fukuyama (1995) view that trust is centred on an ñexpectation 

that arises within a community of regular, honest, and co-operative behaviour, 

based on commonly shared norms on the part of the members of the 

community.ò In this research the community is the school. 

 

In school, collaboration is at the core of WG reform processes and a belief in 

ñforging an equal and interactive partnership among the people, the profession 

and their government.ò (Hargreaves and Shirley, 2009, p.71). However, Levin 

(2008) notes change has left ñmany of the basic features of a school unaltered.ò 

Payne (2008) noted ñafter a couple of decades of being energetically reformed, 

most schools, especially the bottom tier schools, and most school systems 

seem pretty much the same kind of organisation that they were at the 

beginning.ò   

 

The drive to collaborate will necessitate cultural and structural change within 

and between schools and will need collaboration to be embedded in the routine 

practice of schools.  This new way of working will contrast with the historical 

professional autonomy of teachers; and Hargreaves (1991) argues that the 

likely outcome of ñcontrived congenialityò can manifest itself unless we 

appreciate the schoolôs climate that leads to a true collaborative culture. 
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The application of AO and its measures will seek to identify the collective 

efficacy and trust cultures in sample schools with the aim of understanding the 

schoolôs climate and their capacity to collaborate.  It is a litmus test of the 

schoolôs capacity to collaborate, develop and change towards improving the 

outcomes for its pupils. 

 

Academic Optimism is not only relevant but critical in understanding how group 

members, collective confidence, group effectiveness and trust impact on the 

sample schools.  The triad of measures are validated instruments that can be 

used to assess the conditions that may exist in a school. Research has 

demonstrated that the construct, academic optimism, is strongly correlated to 

student achievement in spite of a schoolôs socio-economic status (Goddard, 

LoGerfo, and Hoy, 2004). This application of the construct in the Welsh context 

is unique and will create new knowledge about the social and organisational 

conditions that promote learning across ERW. 

 

2.1 Theoretical Context of Academic Optimism 

Optimism is the preference to expect the best possible outcome, which would 

require the best outcome to be the most likely outcome. If head teachers always 

prescribe optimism over accuracy, as Armor, Massey, and Sackett (2008) suggest, 

it would be noteworthy because there are several advantages to being genuine. 

Thorough predictions can help people decide where best to invest their limited time 

and money in education, recreation, social relationships, and professional 

opportunities (Baumeister, Campbell, Krueger, and Vohs, (2003); Forsyth, 

Lawrence, Burnette, and Baumeister, (2007). 
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Too much optimism can weaken the motivation to take protective action against 

risks (Weinstein and Lyon, 1999). Schools generally are risk averse and because 

they are highly regulated by statutory polices the prevalence of too much optimism 

is unlikely based on Weinstein et al. (1999) research. 

 

There are also latent consequences to overt optimism: the more optimistic people 

are, the more likely they are to be dissatisfied when reality falls short of their 

expectations (Krizan, Miller, and Johar, 2010; Krizan and Sweeny, 2013). 

Conversely, giving up on an inaccessible goal is good for well-being (Wrosch, 

Scheier, Carver, and Schulz, 2003). Optimism, whether too much or being 

realistically optimistic, has consequences on a school community, its behaviour and 

its actions. 

 

There are identified in the literature benefits of optimistic, positive thinking in social 

relationships, health, and happiness (Peterson, 2000; Scheier et al., 1989; 

Seligman and Csikszentmihalyi, 2000; Seligman and Schulman, 1986). Optimism 

influences people in that people feel empowered to work towards their relationship 

rather than feel a need to withdraw or avoid harm (Carver, 2003; Fredrickson, 2001; 

Lyubomirsky, King, and Diener, 2005; Wrosch, Scheier, Miller, Schulz, and Carver, 

2003). Specifically, having an optimistic outlook will improve performance when 

working towards a goal, which then increases the chance of success. It would be 

beneficial if the head teacher modelled optimism in their school. 

 

In the transcripts all, bar one head teacher, describe their schools as being 

optimistic and related the construct to performance. 
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The literature terms this modelling behaviour prescribed optimism. If head teachers 

prescribe optimism because they believe it can improve performance, then they 

would prescribe optimism in the presence of goals to perform. In a school goals are 

explicitly identified as priorities in an annual statutory School Development Plan 

(SDP). Performance becomes prominent when implementing a decision. In a 

school the head teacher is the principle decision maker. Hoy (2012) identifies the 

principal, ñas the intellectual leader of the school é in which academic success is 

the dominant goal.ò Establishing what optimism might exist in a school from the 

head teacher point of view is crucial. The literature references two specific phases 

of prescribed optimism which are important in this thesis: deliberation and 

implementation. 

 

Pre and post-decision phase: deliberation and implementation (Gollwitzer, 

Heckhausen, and Steller, 1990). Deliberation defines considering numerous 

options, and implementation occurs when a head teacher has decided on a 

sequence of actions and focuses on it. From a head teacherôs perspective, the 

annual cycle of monitoring, evaluation and review is time bound. The deliberation 

phase of a school year considers the performance historically and the next priorities 

going forward. It is a time of planning and consideration. However, in the high 

accountability stake system, optimism at this time might be lower than when 

implementation of the schoolôs statutory development plan is enabled. Performance 

becomes the focus through the SDP and being optimistic as a head teacher might 

promote effective actions amongst staff to enact the school plan effectively. 

 

People express more optimism when they are in implemental, rather than 

deliberative, decision phases (Armor and Taylor, 2003; Taylor and Gollwitzer, 
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1995). Whilst this debate was not directly posed to head teachers a question was 

asked about how optimistic behaviours are created and whether or not optimism 

could be fostered or taught. The research sought to establish if there are 

organisational citizenship behaviours or organisational commitment actions that 

head teachers acknowledge and nurture. 

 

People also prescribe more optimism when commitment to a particular course of 

action is high (Armor, Massey, and Sackett, 2008). In the school context, this is 

enacted through school development planning, which is the strategic document for 

a school over a 3-year period. It details goals, actions and outcomes and is 

prescriptive. Prescribed optimism predicts that peopleôs beliefs in optimismôs 

influence to affect outcomes is grounded in their understanding of motivation and 

action. Secondly, what people believe is based on the degree of authentic control 

they might have. There is anticipation that optimism can improve performance for 

someone who can directly influence an outcome rather than for someone who 

cannot (Bandura, 2006; Klein and Helweg-Larsen, 2002). This has implications for 

LSAs in schools whose authentic control over what they do is limited and this may 

impact on their belief in being optimistic and their actions in school. 

 

The social significance of trust has been recognised in the social sciences and 

the compulsion to cultivate trust in schools has been advocated.  Trust is an 

elemental concept in our day to day social exchanges and relationships.  In their 

widespread study of school reform in Chicago, Bryk and Schneider (2002, p5) 

conclude ñthat a broad base of trust across school community lubricates much 

of a schoolôs day-to-day functioning and is a critical resource as local leaders 

embark on ambitious improvement plans.ò  There is a cohort of researchers who 
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are leading the field in trying to establish how trust and trust cultures promote 

improved student outcomes; Tschannen-Moran and Hoy (1998; 2000); 

Tschannen-Moran (1997; 2004); Tarter, Sabo, and Hoy (1995); Hoffman, Sabo, 

Bliss, and Hoy (1994); Hoy, Tarter and Witkoskie (1992); Tarter, Bliss and Hoy 

(1989); and Schneider (2002); Gimbel (2003); Adams (2008), and Forsyth 

(2008).  These authors established trust as a conceptual and empirical 

construct.  They indicated that trust is a complex, dynamic, and multi-

dimensional phenomenon that is related to a range of variables relating to 

effectiveness of schools, human relationships, and behaviour.   Trust, i.e. 

ñoperates within the cognitive and psychological domain as a motive for 

behaviour, at the interpersonal level to shape social exchanges, and within 

organisations, to influence collective performanceò (Adams, 2008, p30). 

However, as Hoffman, Sabo, Bliss, and Hoy (1994) summarised, "despite the 

popularity of trust as a topic for commentary, and admonition, there is relatively 

little systematic research on trust in public schools" (p485).  Trust is significant 

and needs to be understood across various dimensions of educational reform 

and the evaluation in the current educational landscape in Wales. 

 

2.2 Social Cognitive Theory  

Banduraôs (1986, 1997) social cognitive theory provides the theoretical 

foundation for much of the current research on collective teacher efficacy.  

Social cognitive theory is concerned with human agency, the way people 

exercise control over the events in their lives (Bandura, 1977, 1986, 1997).  Self-

efficacy is ñbeliefs in oneôs capabilities to organise and execute the courses of 

action required to produce given attainmentsò (Bandura, 1997, p2).  Self-efficacy 

is theorised to occupy the pivotal role in determining future behaviour because 
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it influences individualsô motivation levels, emotional states, and actions 

(Bandura, 1997). 

 

People often work together to achieve common purposes.   Bandura (1997) 

extended the concept of human agency to include collective agency.  Similar to 

self-efficacy but on the group level, collective efficacy is defined as a groupôs 

shared belief in its capabilities to act in ways that produce projected levels of 

attainment (Bandura, 1997).  Collective efficacy is, therefore, the product of the 

interactive dynamics of group members and is a potentially powerful construct 

for understanding how groups or organisations choose to act. 

 

Banduraôs theory highlights four principal sources of efficacy information which 

individuals use to construct individual or collective efficacy beliefs; mastery 

experiences derived from interpretations of past performances; vicarious 

experiences, derived from interpretations of oneôs own capability based on 

comparison with another individual; social persuasion, derived from 

interpretations of encouragement of feedback from others; and affective states, 

derived from  interpretations of emotions.  He emphasises that the sources of 

efficacy information are not inherently enlightening but must be cognitively 

processed.  Academics state that at the organisational level the cognitive 

processing of sources of efficacy information is influenced by contextual and 

environmental variables.  This underscores the need to examine the 

organisational antecedents to the development of teachersô collective efficacy 

beliefs.  (Gibson and Earley, 2007; Jung and Sosik, 2002; Wu, Tsui, and Kinicki, 

2010).  Banduraôs work provides the basis for empirical and theoretical studies 

of teachersô collective efficacy beliefs.  
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2.3  Collective Teacher Efficacy 

Collective teacher efficacy is defined as ñthe perceptions of teachers in a school 

that the efforts of the faculty as a whole will have a positive effect on studentsò 

(Goddard et al., 2000).  Collective teacher efficacy does not refer necessarily to 

accurate assessments of the effectiveness of a schoolôs faculty and does not 

have to coincide with the perceptions of an objective observer (Tschannen-

Moran and Barr, 2004).  A significant assumption of social cognitive theory as 

applied to schools is that the teachersô collective efficacy beliefs are the product 

of the interactive dynamics of teachers within the school context.  However, 

researchers have only just begun to identify the ways in which the organisational 

context of a school influences the development of teachersô collective efficacy 

beliefs. 

 

Consistent with social cognitive theory, four sources of efficacy information are 

also used to construct teachersô collective efficacy beliefs.  Goddard et al. (2000) 

advanced a model that explained collective teacher efficacy as the result of 

teachersô cognitive processing of the four sources of efficacy in light of 

contextual conditions impacting task accomplishment and assessment of 

teaching competence.  Applied to schools, scholars have found that teachersô 

mastery experiences are derived from interpretations of past student 

performance.  However, much less study has been conducted on the 

experiences that constitute vicarious experiences, social persuasion, and 

affective states.  Researchers have made theoretical assumptions that teachersô 

vicarious experiences might be derived from interpretations of observing their 

colleagues or other schools perform a task; social persuasion might be derived 

from interpretations of encouragement or feedback from the school principal, 
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and affective states might be derived from interpretations of emotional 

responses to Academic Optimism stresses in the school environment (Goddard 

et al., 2000, 2004; Ross et al., 2004).  

 

Scrutiny of the four sources is then made in light of the contextual factors in the 

anticipated teaching task (Tschannen-Moran, Hoy, Hoy, 1998).  Further study 

is therefore needed to understand how the organisational context might 

influence teachersô collective efficacy beliefs by contributing to the four sources 

of efficacy.  This study also aimed to extend the line of research on the 

antecedents to collective teacher efficacy by exploring the ways in which the 

organisational context, conceptualised as PLC conditions, might contribute to 

the sources of efficacy information. 

 

2.4 Academic Optimism: A Second Order Latent Construct: Theoretical 
Framework 

 

The theoretical foundations for this construct have been crafted from two distinct 

theoretical origins.  The literature review will critique both but it is worth noting 

in this chapter a brief overview of these frameworks since they both have 

influenced the structure of academic optimism. 

 

Seligman and Csikszentmihalyi (2000) frame positive psychology as a means 

to investigate and describe the emotional states, traits and organisations in 

which humans interact and flourish.  This investigation leads to the 

understanding of optimal environments and how people work within them.  

Positive psychology has a natural fit with schools in which the current focus from 

the government is on deficits (when compared with international benchmarks 
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PISA 2010) and not on developing the profession through collaborative actions 

and relationships that create optimal environments in schools. 

 

Secondly, Banduraôs (1997) social cognitive theory conceptualises human 

behaviour as a development, which occurs in a triadic relationship, based on: 

behaviours, personal factors and the environment.  The term reciprocal 

causality is used to describe this relationship.  Bandura (1997) explained: 

ñIn this transactional view of self and society, internal personal 
factors in the form of cognitive, affective and biological events; 
behaviour; and environmental events all operate as interacting 
determinants that influence one another bi-directionallyò. (p6) 

 

Bandura (1997) does not suggest that the three factors in the triadic reciprocal 

causation model make equal contributions to behaviour.  The relative influence 

of behaviour, environment, and person depends on which factor is strongest at 

any particular moment.  These relationships occur in a complicated, multi-

dimensional union in which humans control their lives through agentive actions.  

This applies in schools since teachers are skilled in regulating their behaviour 

as situations arise and change their behaviours as a result. 

      

Academic optimism (Hoy, Tarter and Woolfolk Hoy, 2006) as a construct was 

fashioned using Banduraôs Triadic Reciprocal Structure.  This fusion on 

academic optimism as an organisational variable directly imposed the trio of 

reciprocal causation in the following way: collective efficacy equates to personal 

factors and perceptions of teachers, faculty trust in parents and students, the 

environment and academic emphasis the behaviours create in the pursuit of 

achievement within a school. 
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Academic optimism of schools is a collective construct that includes the 

cognitive, affective and behaviour facets of collective efficacy, faculty trust and 

academic emphasis. The research on academic optimism of schools is 

consistent: this latent construct is related to school achievement even when 

variables such as socio-economic status, prior achievement and demographic 

properties are controlled (Hoy and Smith, 2007; Hoy, Tarter, and Hoy, 2006). 

 

It is appealing to the researcher as a head teacher, because it emphasises the 

potential of schools to overcome the socio-economic factors that are known to 

impair student achievement.  Collective efficacy is the perception of teachers in 

a school that their efforts as a whole will have a positive effect on students.  

Tschannen Moran (2001) identifies that when a professional climate promotes 

trusting relationships, participants, i.e. teachers, are more likely to invest time 

and effort towards organisational goals.  Trust is a key element of an effective 

relationship.  Faculty trust in students and parents is based on feelings that the 

students and parents are benevolent, reliable, competent and honest and open 

(Hoy and Tschannen-Moran, 2003).  Finally, academic emphasis is a focus on 

teachers with particular behaviours in the school.  The triadic nature of the 

construct means it is functionally dependent on each facet and interacts to 

produce a positive learning environment.  The researcherôs primary goal will be 

to develop a broadly social constructionist narrative, exploring through case 

study design the triadic construct in situ in primary schools. 

 

Student achievement and sense of efficacy are related.  Researchers have 

found positive associations between student achievement and three kinds of 

efficacy beliefs: self-efficacy beliefs of students (Pajares, 1994, 1997), self-
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efficacy beliefs of teachers (Tschannen-Moran, Woolfolk Hoy, and Hoy, 1998), 

and teachersô collective efficacy beliefs about the school (Goddard, Hoy, and 

Woolfolk Hoy, 2000).  A focus on collective efficacy of schools and student 

achievement is critical because collective efficacy is a school property amenable 

to change.  

 

Within schools, perceived collective efficacy represents the judgments of the 

group about the performance capability of the social system as a whole 

(Bandura, 1997). Teachers have efficacy beliefs about themselves as well as 

the entire faculty. Simply put, perceived collective efficacy is the judgment of the 

teachers that the faculty as a whole can organise and execute actions required 

to have a positive effect on students (Goddard, Hoy, and Woolfolk Hoy, 2004).  

Bandura (1993) demonstrated the relationship between sense of collective 

efficacy and academic school performance, a relationship that existed in spite 

of low socio-economic status.  Schools in which the faculty had a strong sense 

of collective efficacy flourished, whereas those in which faculty had serious 

doubts about their collective efficacy withered, that is, declined or showed little 

academic progress.  Continuing research has provided support for the 

importance of collective efficacy in explaining student achievement.  Goddard, 

Hoy, and Woolfolk Hoy (2000) supported the role of collective efficacy in 

promoting school achievement in urban elementary schools.  They 

hypothesised that perceived collective efficacy would enhance student 

achievement in mathematics and reading.  After controlling for SES and using 

hierarchical linear modelling, they found that collective efficacy was significantly 

related to student achievement in urban elementary schools.  
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Hoy, Sweetland, and Smith (2002), in continuing this line of inquiry, predicted 

school achievement in high schools using collective efficacy as the central 

variable.  They found collective efficacy was the key variable in explaining 

student achievement; in fact, it was more important than either socio-economic 

status or academic press.  Hoy and his colleagues concluded that ñSchool 

norms that support academic achievement and collective efficacy are 

particularly important in motivating teachers and students to achieve; however, 

academic press is most potent when collective efficacy is strongò (p89).  That 

is, academic press works through collective efficacy.  They further theorised that 

when collective efficacy was strong, an emphasis on academic pursuits directed 

teacher behaviours, helped them persist, and reinforced social norms of 

collective efficacy.  

  

Goddard, LoGerfo, and Hoy (2004) tested a more comprehensive model of 

perceived collective efficacy and student achievement.  Using structural 

equation modelling, they also found that collective efficacy explained student 

achievement in reading, writing, and social studies, regardless of minority 

student enrolment, urbanicity, SES, school size, and earlier achievement.  

Research has consistently demonstrated the power of positive efficacy 

judgments in human learning, motivation, and achievement in such diverse 

areas as dieting, smoking cessation, sports performance, political participation, 

and academic achievement (Bandura, 1997; Goddard, Hoy, and Woolfolk Hoy, 

2004).  Similarly, the results of the school studies reported above highlight the 

importance of collective efficacy. 
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2.5 Academic Emphasis 

The origins of this variable can be identified in Hoy and Feldman (1987), and 

Hoy et al. (1991) organisational health index of schools which were positively 

related to collective trust.  However, it was not linked to student achievement.  

Whilst the school climate did not relate to student achievement, one dimension 

of the index consistently correlated with school achievement; academic 

emphasis.  Academic emphasis is defined as the drive for academic excellence: 

high goals are set, and the learning environment is serious, teachers believe in 

studentsô ability to achieve, and there is a mutual respect for high academic 

achievers.  Lee et al. (1989) in a parallel but separate study also identified 

academic emphasis as a key element in facilitating school achievement.  This 

school characteristic might seem like an obvious element of school 

improvement, but I would suggest that in some schools goal setting is treated 

as a means of maintaining the status quo, especially in schools deemed 

coasting.  Hoy and Sabo (1998) and Alig-Mielcarek and Hoy (2005) confirmed 

the academic emphasis/student achievement relationship in elementary 

schools.  Whilst no study has yet to emerge from the literature of this work in a 

Welsh context, academic emphasis is a school property that fosters student 

achievement regardless of school level and regardless of SES (socio-economic 

status). 

 

2.6 Faculty Trust 

Forsyth et al. (2011); Tschannen-Moran and Hoy, (1988, 2000) defined this from 

the existing literature as: ñCollective trust is a state in which groups are willing 

to make themselves vulnerable to others and take risks with the full confidence 

that others will respond in positive ways, that is with benevolence, reliability, 
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competence, honesty and openness.ò   More concisely defined by Baier (1986 

p.236) as ñaccepted vulnerability to anotherôs possible but not expected ill will.ò  

Previous research had focused on collective trust being exhibited by the faculty, 

principal and in teachers.  There was no distinct relationship between these 

measurable elements and student achievement.  Faculty trust in students and 

faculty trust in parents was added to the measurement of collective trust.  

Factor-analysis research across elementary, middle, and high schools 

confirmed (Hoy and Tschannen-Moran, 1999; and Hoy and Tschannen-Moran, 

2003; Smith et al., 2001) the validity of the concept and principle components 

of collective trust as it exists in schools in the U.S.  

 

The five facets of collective trust outlined formed an integrated, one-dimensional 

measure of collective trust regardless of school type.  Goddard et al. (2001) 

evidenced that collective faculty trust in students and parents was significantly 

related to student achievement in elementary schools.  Goddard et al. (2009) 

examined the direct and indirect effects of faculty trust in clients (students and 

parents).  The research established a strong positive predictor of mathematics 

and reading achievement with faculty trust in clients.  Tarter and Hoy (2004) in 

a sample of elementary schools confirmed faculty trust in students and parents 

was related to student achievement regardless of SES.  Hoy (2002) 

demonstrated that faculty trust in clients related to school achievement but its 

influence was stronger on achievement than SES.  Tschannen-Moran (2004) 

comparative study was not of faculty trust in the principal, but faculty trust in the 

clients, which is more strongly related to school achievement.  In a separate 

longitudinal study by Bryk and Schneider (2002), it was evidenced that trust 
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among teachers, parents and students produced schools with gains in student 

learning.  Collective trust influences learning and student outcomes in schools. 

 

2.7 Collective Efficacy 

The research also evidenced that the relationship between collective efficacy 

and achievement was stronger than the relationship between SES and student 

achievement.  In a school, collective efficacy represents collective judgments 

about the capability of the school as a whole.  Whilst teachers retain self-efficacy 

beliefs about themselves they also have judgements about the latent ability of 

the faculty to perform actions that will have a positive effect on students: 

collective efficacy is the judgment of the teachers that have the faculty as a 

whole and can organise and execute the actions required to have a positive 

effect on student achievement (Goddard et al., 2000). 

 

Goddard (2002) developed a reliable and valid collective measure.  Cybulski et 

al. (2005) and Tarter and Hoy (2004) using  structural equation modelling in a 

range of elementary schools established collective efficacy was related to 

student achievement after controlling for SES.  A comparable study in 

secondary schools evidenced that collective efficacy was the key variable in 

explaining student achievement (Hoy et al., 2002).  The research also identified 

collective efficacy was potent when academic emphasis was high. Hoy et al 

(2002) theorised that academic emphasis works through collective efficacy; 

when collective efficacy is a dominant measure characteristic then academic 

emphasis can direct teachersô behaviours to be tenacious in the drive towards 

high achievement.  
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The importance of collective efficacy cannot be ignored.  Goddard et al. (2004) 

using SEM identified that improved school achievement in reading, writing and 

social studies, regardless of minority student enrolment, urbanicity, SES, school 

size and previous achievement, was directly linked to the schoolôs collective 

efficacy.  Collective efficacy supports student success.  Collective efficacy can 

be changed in a school culture; SES of the students is more problematical to 

influence as a school. 

 

There are three researched, theoretically valid variables that have been shown 

to make a difference in achievement regardless of SES - academic emphasis, 

collective trust, and collective efficacy are emergent group level properties.  

These variables make up the latent construct - academic optimism.  The origin 

of this term stems from Seligmanôs (1991, 1998) research on learned optimism; 

academic emphasis created collective optimism in the schoolôs focus on 

academics, hence the name academic optimism.  Hoy and Tarter (2006a) 

sampled elementary and secondary schools, in two separate studies, using 

SEM, which confirmed the concept of academic optimism as a second order 

latent construct.  In concert with each other, these emergent group variables 

produce potent school climates that are characterised by behavioural norms and 

expectations that reinforce the self-efficacy beliefs of teachers.  When teachers 

are supported and trusted, schools work with parents and students as partners; 

then collective collaboration can flourish.  Academic optimism is synergistic with 

a faculty that believes it can make a difference, all students can learn, and high 

academic performance is achievable. 
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Capelli and Rogovsky (1994), Cohen and Bailey (1997) research indicates that 

the widespread use of groups in organisations means that employees are 

requiring a new set of skills, such as the ability to work as a group member.  

Consequently group efficacy constructs have emerged as key variables in 

understanding group effectiveness and ultimately performance in school. 

 

As Rosenholtz states, ñteachersô efficacy é is one of the most powerful 

predictors of collaboration.ò  Current reform efforts increasingly promote 

collaboration as a key driver for change, so perhaps we should reflect on 

whether or not schools have the potency to collaborate, and that constructing a 

climate that builds trust is the keystone in the bridge towards systemic 

improvement in education in Wales. 

 

This literature review will be specific in its focus on the theoretical frames from 

which the constructs have been developed around the unifying, second order, 

latent construct of academic optimism.  It will apportion significant emphasis on 

the work of specific authors in the fields of collective efficacy, the T-trust scale, 

academic optimism and group potency in the sphere of education.  It will also 

seek to explore elements of the theoretical debate around mistrust, and trust 

violations.  The researcher is suggesting that high trust, high academically 

optimistic climates in schools equate with successful pupil outcomes; the 

converse must be considered too. 

 

Trust is assumed to start at a low level which is built and nurtured with 

associated gains in outcomes for both parties.  Shapiro et al. (1992) have 

modelled this trust development as a linear, staged process.  Jones and George 
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(1998) and McKnight et al. (1998) suggest that, in fact, high levels of trust are 

exhibited at the start of a social encounter.  Their research is further supported 

by Berg et al. (1995) and Kramer (1994) who identified that high levels of trust 

are evident despite lack of knowledge or incentive to trust the other party. 

Noonan and Walker (2008) identified the relevance of trust and its maintenance 

in schools using narrative based methods in exploring the experiences of twenty 

five Canadian principals (head teachers). 

 

In this study (Noonan and Walker, 2008), the principals indicated that their roles 

influenced their understanding of trust.  They identified changes in leadership 

and management over a number of years which impacted on their trust 

brokerage.  For example, the emergence of Professional Learning Communities 

had shifted their role from the leader who knows all the answers to one in which 

the principle is a broker of information and relationships and a mediator of values 

and decision making. 

 

The research also identified the importance of inclusivity and ethos of trust in 

decision making and ensuring all stakeholders feel they have a voice.  This 

raises tensions.  Trust in these circumstances is constructed on two conditions: 

interdependence and risk. (Rousseau et al., 1998).  Trust in conditions of 

interdependence, in which one partyôs interests, i.e. the head teacher, cannot 

be achieved without relying on another, is fragile. Tscannen-Moran (2004) and 

Baier (1994) identify this as vulnerability and the opportunity for betrayal is real.  

OôNeil (2002, pp.6-7) states ñsince trust has to be placed without guarantees, it 

is inevitably sometimes misplaced: others let us down and we let others down. 

When this happens, trust and relationships based on trust are damaged.ò  As a 
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head teacher, mistakes in maintaining trust cannot be repeated without a 

significant deterioration in the relationships and norms of the school.  The 

literature suggests that these breakdowns are often slow and incremental.  

Govier (1998, p5) posits, ñwe underrate the significance of trust is our strong 

tendency not to notice it until it breaks down.ò 

 

This observation reflects research in which the erosion of trust in cognition 

based relationships impacts on the organisations trust climate (Knight, 1995). It 

would be interesting if those schools identified as underperforming had 

instances where trust had been misplaced or broken down.  

 

Gimbel (2003, p4) advocates that, ñit seems easy to say that an honest, 

authentic leader can promote a climate of trust, but teachers are in a subordinate 

position and fear authority.  This process of leading is an attempt to influence 

the behaviour of others to do things differently.  Therefore, (leaders) tend to 

base their behaviour on power and distrust rather than on trust and intimacy.ò 

 

Noonan et al. (2008) also interpreted the vulnerability that school leaders can 

experience by being open also generated trust with their staff.  There was 

reciprocal generation of trust, as Tschannen-Moran (2004) explains, ñteachers 

have greater confidence when they feel they can predict the behaviour of their 

principal.ò  This raises an interesting avenue of exploration in terms of the 

schoolôs levels of trust concentration and if, and how, broken trust can be 

repaired or not.  Is the emerging role of head teachers linked to stewardship of 

the school trust account? 
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This is a particularly relevant point.  The literature is populated with examples 

and definitions of trust.  It is not well blessed with research on how and when 

trust erodes. The factors and circumstances that cause trust to erode need to 

be explored.  The research indicates two distinct steps that result in the erosion 

of trust - a trigger event and an assessment (e.g. Lewicki and Bunker, 1996).  A 

violation of trust episode is often the starting point of the trust erosion process.  

Trust is considered violated when the trustor perceives the trustee as acting in 

a way that does not fulfil his/her expectations (Elangovan and Shapiro, 1998; 

Sitkin and Roth, 1993). 

 

This research will explore if these trust violations, which would be established 

through narrative and group discussion, can be causally linked to the current 

levels of relational trust in a school, its academic optimism, and measured group 

potency.  This is a critical point which reflects the research of McAllister (1995) 

on cognition-based trust, which is based on the knowledge of the trusteeôs 

credentials and reliability of past performance. Cognition based trust is common 

and a characteristic of professional relationships in work organisations.  Fisher 

and Brown (1988, p107) argue that trust might be ñthe single most important 

element of a good working relationship.ò  It would be reasonable to suggest that 

if schools are deemed to be underperforming, then the working relationships 

need to be reflected on and questions the levels of trust in that school. 

 

The theoretical framing evidenced in the literature review will broadly seek to 

support the research goal of establishing a relationship between the identified 

constructs and the practical use of these constructs in primary schools.  This is 

the contribution to knowledge.  The application of validated organisational 
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constructs in a changing landscape in Wales will serve to establish a new 

knowledge about the pre-states in a school.  Coupled with this exploratory 

approach will be the measurement of Academic Optimism in sample schools, 

across a defined region and phase of education (Primary).  The author also 

seeks to establish at which point mistrust or violations of trust in schools impacts 

on the collective efficacy of the teaching staff and their measured group potency 

to successful moves towards changing the schoolôs performance.  Goddard, 

Hoy, Woolfolk et al. (2004) synthesis of existing research into student 

performance and collective efficacy postulate that: 

 ñJust as individuals react to stress, so do organisations. For example, 
immediate past performance on state-mandated tests, which is 
typically widely publicised, plays a key role in influencing the mood 
of local schools.  Organisations with strong beliefs in-group 
capability can tolerate pressure and crises and continue to function 
without debilitating consequences; indeed, such organisations learn 
to rise to the challenge when confronted with disruptive forces.  Less 
efficacious organisations however are more likely to react 
dysfunctionally, which in turn increases the likelihood of failure.  
Thus, affective states may influence how an organisation interpret 
and react to the myriad of challenges they face. Admittedly, however 
there is little research on the impact of affective states of 
organisations on the collective efficacy beliefs and performance of 
participants.ò (p.6) 

 

Little and Madigan (1997) have demonstrated that collective efficacy is a strong 

positive predictor of work group effectiveness.  Research suggests that 

perceived collective efficacy is strongly related to student achievement in 

schools (e.g. Bandura, 1993; Goddard, Hoy and Woolfolk Hoy, 2000).  

Sampson, Morenoff, and Earls (2000) argue that collective efficacy beliefs are 

important to group functioning because they explain how organised capacity for 

action is tapped to produce results.  For example, it is posited by Sampson et 

al. that dense and trusting networks reflect high levels of social capital. Putnam 

(1995) suggests that social capital equates with the features of social life, 
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networks, norms and trust.  Social capital enables participants to act together 

more effectively to peruse shared objectives.  It is apparent that an 

understanding of collective efficacy in a school, its climate and culture are 

important elements in the school improvement mix. 

 

There is a strong imperative to work together in schools.  Bandura (1977) 

developed the concept of self-efficacy perceptions or beliefs in oneôs capacity 

to organise and execute courses of action required to produce given 

attainments.  The literature reveals that three distinct types of efficacy exist that 

are important in schools.  The self-efficacy judgements of students (Pajares, 

1994, 1997), teachersô beliefs about their own instructional efficacy (Tschannen-

Moran, Woolfolk, Hoy and Hoy, 1998), and teachersô  beliefs about the collective 

efficacy of their own school (Goddard, Hoy and Woolfolk, Hoy 2000).  Each one 

of these efficacy constructs is based on judgements about a future state in which 

student, teacher or the collective organise, execute and action to generate a set 

of achievements. Efficacy is problematical inasmuch as it is based on beliefs 

about capability without actually being indicative of the capability at an individual 

or group level.  Bandura (1997) indicates that ña capability is only as good as its 

execution.ò   

 

2.8 Self-Efficacy and Collective Efficacy 

There is a linage of these constructs in the literature that build towards the 

construct of academic optimism.  The evolution of these concepts from the field 

of social cognitive theory demonstrates the need to understand the 

relationships, factors and judgments that are related to schools that are 

educationally productive. 
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Self-efficacy is different from other well-known concepts of self, such as self-

esteem and self-worth, for example.  Self-efficacy is specific to a task.  It is  

formed from a judgement about task capability.  Gist and Mitchell (1992) state 

self-efficacy is not intrinsically evaluative.  Pajares and Miller (1994) research 

indicated that ñas self-referent perceptions of capability to execute specific 

behaviours, efficacy beliefs are better predicators of individual behaviour than 

self-esteem or self-worth.ò  Bandura (1986) advocates that existing self-referent 

constructs, such as self-concept, are related to outcomes by their influence on 

self-efficacy beliefs.   

  

There is a clear fit with these constructs in education.  The difference between 

what a teacher believes is their competence and actual competence is termed 

in the literature teacher efficacy. This term is centred on teachersô perceptions 

of efficacy, judgements, sense of efficacy.  This is a significant feature of the 

construct and it is not the same as teacher effectiveness or good teaching.  

Teacher efficacy is about the judgements made about capability to accomplish 

a task. 

 

The meaning of teachersô sense of efficacy has been debated in the literature 

with the construct being linked to other characteristics that support productive 

teaching practices.  Allinder (1994) describes teachers with high self-efficacy 

beliefs as being more organised and better planned; student centred (Czerniak 

and Schriver, 1994); (Enochs, Scharmann, and Riggs, 1995) and humanistic 

(Woolfolk and Hoy, 1990).  Teachersô efficacy judgements are also strongly 

related to trust (Da Costa and Riordan, 1996); openness (DeForest and Hughes, 

1992) and job satisfaction (Lee, Dedrick and Smith, 1991).  
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2.9 Collective Efficacy 

Teachersô efficacy is based at the individual level construct; collective efficacy 

is an organisational level construct.   It is based on the principle that in a school 

there are not only the teachersô self-efficacy beliefs but a set of beliefs about the 

capability of the school faculty as a group, a collective.  These group perceptions 

are termed perceived collective efficacy.  Bandura (1997) expands further by 

suggesting that collective efficacy represents the beliefs of group members, ñthe 

performance capability of the social system as a whole.ò (p 469).  Translating 

this into schools is based on the judgement that teachers as a group can 

organise and implement the course of action required to have a positive effect 

on students.  I would suggest that collective efficacy within a school as a 

collective property will be determined by the trust account within that school.  

Not only the individuals but also the collective agency will influence this trust 

account, as an organisational fund.  It is a keystone assumption in social 

cognitive theory that choice, and therefore agency, is influenced by efficacy 

beliefs.   Bandura (1997) posits that agency is exemplified in the way that people 

exercise some form of control on their daily lives.  Applied to teaching, social 

cognitive theory would suggest that decisions teachers make about their 

practice are directly linked to their sense of efficacy for teaching.  The construct 

of efficacy within this theoretical frame is an important belief that optimises 

performance  (Bandura, 2000).  Working together in a school involves high 

interdependence and trust, and teachers must depend on each other to meet 

personal and organisational goals.  The literature is not replete with research 

into the efficacy belief and trust in schools, especially collective efficacy. 

However, the research for collective efficacy as a measurable indicator and its 

impact on student performance has been established.  Goddard, Hoy and 
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Woolfolk (2000) sampled 452 teachers in 47 urban elementary schools.  This 

study identified that a one-point increase in schoolsô collective efficacy score 

equated to an 8.5-point increase in student achievement scores. 

 

A groupôs sense of collective efficacy is only going to influence organisational 

outcomes when it is potent enough to mobilise the group to do something 

collectively.  Collective efficacy, perceptions of teachers, that in school their 

efforts will have a positive impact on students, may reach a collective tipping 

point when the levels of relational trust reach a point at which collaboration can 

occur. 

 

2.10 Intra-organisational Trust 

Trust is considered a fundamental ingredient for motivating productive working 

relationships.  (Braddach and Eccles, Creed and Miles, 1996); Ring and Van de 

Ven, 1994, Berman and Jones, 1999).  Ganesan (1994); Osterloh and Frey, 

(2000) identify trust as promoting co-operative behaviour within and between 

stakeholder groups.  Nahapiet and Ghoshal, (1998); Tsai and Ghoshal, (1998); 

Clegg and Unsworth et al. (2002); Politis (2003) recognise trust as being 

associated with creativity, innovation and knowledge transfer (a primary function 

in a school).  Trust has also been contributory in positive organisational 

transformations  (Scott 1980; Miles, Snow et al., 1997); (Lusch, OôBrien et al., 

2003).   

 

However, when attempting to review the literature on trust it becomes 

immediately apparent that there is no consensus on a clear definition of what 

trust is or on its dimensional form; however, it is agreed that it is a 
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multidimensional concept.  The diagram overleaf (Fig 2) is indicative of the issue 

in the literature.  Trust as a multidimensional concept is often cited in the 

literature.   Its content, role and how many dimensions make up trust is not clear.  

The number of dimensions and roles can vary from five to zero.  The literature 

on inter-organisational trust reveals the following as dominant themes of 

research which are empirically testable in the field: credibility, benevolence, 

confidence reliability, honesty,competence, and fairness 

 

The themes identified can create confusion and the use of the words creates 

discussion about what is being measured.  Is credibility similar to capability; is 

dependability the same as goodwill?  The operationalisation and measurement 

of inter-organisational trust, it has been argued by Medlin and Quester (2002), 

should be treated as a global one-dimensional construct because of the inherent 

ambiguity in the nature and interpretation of what trust is. 

 

The nature of this research is probing for the reciprocal relationships that may 

exist between trust and co-operation, trust and performance, and if collective 

efficacy can explain a schoolôs current performance.  It is the causality and 

antecedents to trust and its consequences that interest me.  The research to 

date into academic optimism indicates that trust is a reciprocal concept, in that 

trust is both a cause and partly an effect of this construct.  It is the researcherôs 

aim to test and validate this research in a new context. 
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Fig 2: Dimensions of trust based on the major theoretical 

approaches (Seepanen et al., 2005) 
 

 

 

Trust relationships are established in the staffroom, corridors and classrooms of 

a school. Policies, practice and procedures determine how these relationships 

are bounded in a school environment. Schools are highly regulated 

organisations and as such the internal conditions are influential on how trust is 

formed and evolves, which in turn influence student outcomes. I would describe 

this as the tone of the school. 

 

An element of the construct termed AO is academic emphasis. Sweetland and 

Hoy (2000) suggest that in a school a component of academic emphasis is a 

learning environment that is orderly and serious. A learning environment that is 
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orderly and serious is the organisational structure in which standards are 

enacted. This structure in a school is an indicator of the degree of trust in that 

school. Alig-Mielcarek and Hoy (2005) hypothesised that academic emphasis 

would have a positive effect on student achievement in a school. ñStudents, 

teachers, parents and administrators all need to be on the same page in 

encouraging, supporting, recognising and rewarding the academic 

accomplishments of students; itôs a collaborative and school wide effort, not a 

solo performanceò (p.47-48). This takes place within the structured trusting, 

orderly environment school climate.  

 

McKnight et al. (2002a) refers to intuitional based trust and the structural 

conditions in which the environment is trustworthy. Institutional based trust has 

two dimensions; structural assurance and situational normality. In this thesis 

these two dimensions are particularly pertinent to schools. 

 

Structural assurance refers to a personôs (teacher, LSA, or head teacher) belief 

that appropriate structures, regulations for example are in place to promote 

successful interactions in a particular environment (Shapiro, 1987; Zucker, 

1986). In schools which are highly regulated, structural assurance is assured 

through internal/external policies, strong governance arrangements and 

external scrutiny. 

 

Situational normality refers to a personôs belief that taking a risk in a particular 

environment will lead to a positive outcome. In a school, risk would be 

associated with a teacher or LSA innovating the curriculum or substantial 

change of staff to improve standards led by the head teacher. In the context of 
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a school, a teacher would perceive situational normality to be high in a school 

with an ordered learning environment and the attributes of the staff in that school 

reflect ability to do the job, benevolence and integrity (McKnight et al., 2002a). 

These are factors of perceived trustworthiness in which the trustor (teacher) will 

experience a positive or negative outcome of this, the risk taking choice. 

Situational normality links to the academic emphasis component of AO and 

reflects the climate of trust in a school. It is the authorôs view that situational 

normality influences collective efficacy too, and will seek to justify this belief 

through semi-structured interviews with head teachers. In effect, situational 

normality is an antecedent of AO. 

Figure 3: Causal model of interpersonal trust. (adapted from Mayer et al. 1995) 
 
 

 

 

 

The red dotted line represents the authorsô view that situational normality is a 

boundary antecedent to the construct of interpersonal trust and a pre-cursor 

condition to AO. Structural assurance is also represented in this model and the 

bi-directional nature of its interaction with perceived risk taking is illustrated 

leading to a positive outcome. 

Structural assurance 
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Open communication between different parties is a determinant of trust 

(Lambert, 1995).  Allied with this open communication is listening, and valuing 

ideas of others also contributes to the development of trust.  Communication 

behaviours that also contribute to trust include task feedback (Podsakoff et al., 

1996).  Organisational structures and their systems impact on the degree of trust 

in organisations. Organisations communicate rules and standards to employees 

through the systems they put in place. 

 

Workers who view systems, decisions, and procedures as fair, will tend to 

extend their trust (Magner, Welker and Johnson, 1996).  Employee participation 

in the decision-making process and a degree of job independence (Krone 1994) 

add to the degree of trust.  The level of involvement in the decision making 

process reflects an open process in which transparency of information shared 

directly influences organisational decisions. Teachers who have influence and 

autonomy in their work have described having higher trust in their head teacher. 

 

One of the research aims states: What factors emerge and underlie the 

construct of AO? Through semi-structured interviews with the head teachers, 

specifically answering the following questions: 

¶ Trust is identified as a key factor in academic optimism. It is characterised 

by trust amongst students, teachers and parents é what are your 

thoughts on trust ... is it linked to school performance? 

¶ What do you do to build trust? What do you do if itôs broken? Can you 

give an example in both cases? 
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¶ Trust in regard to academic optimism is defined as a ñwillingness to be 

vulnerable to another party based on the confidence that the party is 

benevolent, reliable, competent, honest, and openò (Hoy, Tarter and 

Woolfolk Hoy, 2006, p.429). Which element best describes your 

leadership? 

 

In reality, people do not trust the same in all times and in all situations.  It could 

be implied that the importance of each element is dependent on who is being 

trusted and more importantly, the nature of interdependence between the 

parties involved.  People have a tendency to trust people they perceive as 

similar to themselves - characteristic-based trust; such trust is based on 

conventions of obligation and co-operation rooted in social similarity. The 

researcher notes the following types of trust were to have synergy with the 

schools in the context of this research: calculative trust, institution-based trust, 

knowledge-based trust, uneven trust, unconditional trust, and optimal trust. 

 

Trust is difficult to measure across a school. There are a trust surveys termed 

the t-trust survey for example, Figure 2.  Dimensions of trust details the range 

of views and terms used to describe organisational trust. In this thesis the 

researcher applied the continuum of intra-organisational trust (Dietz et al., 2006) 

to identify if there is a threshold over which head teachers cross in their 

determinations in trusting their staff. Trust is not a binary either/or choice; it is 

multi-faceted and vindicated by experience, suggesting trust can move along 

this continuum in a school environment as trust relationships evolve. 
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Fig 4: Dietz et al. 2006, adapted from Williams, (2001 p.371) 

 

 

2.11   Trust Relationships in Organisations 

The literature on trust is wide-ranging, (e.g. Mayer, Davis and Schoorman, 1995; 

Robinson, 1996; Whitener, 1997; Kramer, 1999), with four noted reviews 

(Gambetta, 1988; Kramer and Tyler, 1996; Lane and Bachmann, 1998; 

Nooteboom and Six, 2003). However, the generalisability of trust remains 

extremely ñfragmentedò (McEvily et al., 2003: p 91). There are three specific 

types of trust present in the literature. Trust within organisations (i.e. as an intra-

organisational phenomenon, between employees and supervisors/ managers, 

or head teachers) is the focus of this research. Secondly, trust between 

organisations (i.e. an inter-organisational phenomenon), and thirdly, trust 

between organisations and their customers. The precise nature of trust remains 

difficult to define noted as ñcentral, superficially obvious but essentially complexò 

concept (Blois, 1999: p.197).  
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In this research the trustor can be considered as the head teacher, and the 

trustee the staff, although both relationships are interchangeable. Intra-

organisational trust can also be considered in three parts: trust as a belief, as a 

decision, and as an action. Trust is personal, combined, and a confident set of 

beliefs about the other party and oneôs relationship with her/him. This leads one 

to accept that the other partyôs likely actions will have positive consequences for 

oneself. Trustworthiness and trust are two separate constructs (Mayer et al., 

1995: p.711, p.729): trustworthiness is a quality that the trustee has, while 

trusting is something that the trustor does. A head teacher is regarded as 

trustworthy and competent by the responsibilities they carry as school leaders. 

Additionally, head teachers are regarded as honest in the interactions they have 

in school. Integrity, authenticity and a moral purpose are judged through these 

interactions. 

 

While A may consider B to be trustworthy this does not automatically mean that 

A will actually trust B. Aôs belief in Bôs trustworthiness is nonetheless expected 

to be a strong predictor of Aôs decision to trust B. This belief is based on 

ñprobabilitiesò (Nooteboom, Berger and Noorderhaven, 1997) or a ñstrength of 

feelingò (Bhattacharya et al., 1998: p.462) that elevates it above mere 

hopefulness é or gullibility (McEvily et al., 2003: 99). 

 

Trust  as a  school- constructed relationship and how head teachers show belief, 

and decision making actions with the staff, is important because schools are 

social places in which trust is an often an assumed construct. Trust can be the 

extent to which a person is confident in, and willing to act on the basis of, the 

words, actions and decisions, of another (McAllister 1995). The willingness of a 
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party to be vulnerable to the actions of another party based on the expectation 

that the other will perform a particular action important to the trustor, irrespective 

of the ability to monitor or control that other party (Mayer, Davis and Schoorman 

1995). This is particularly relevant for the head teacher in a school whose 

position implies that teachers and particularly LSAs will not have the ability to 

control the school leader. There is an expectation that the head teacher will be 

benevolent. Other researchers offer that this relationship can be best described, 

as noted, by Lewicki, McAllister and Bies (1998)  an expectation or belief that 

the other party will act benevolently (Whitener et al., 1998). A psychological 

state comprising the intention to accept vulnerability is based upon positive 

expectations of the intentions or behaviour of another (Rousseau et al., 1998). 

  

Trust is also the decision to really trust the other party. For this state of trust to 

exist, both the expectation of trustworthy behaviour and the intention to act 

based upon it must be present (Huff and Kelley, 2003: p.82). This can be 

considered a point at which a threshold is reached. Clark and Payne (1997: 

p.217) interpretation of this trust as ña process model where the decision to trust 

is based on an underlying subjective base of trust which conditions the intention 

to trustò (see similarly Costa, 2003). This decision can be considered as the 

ñwillingness to render oneself vulnerableò (Mayer et al., 1995; Rousseau et al., 

1998). A considers B to be trustworthy, and intends to allow her/himself to be 

subject to the risk of damaging actions on the part of B, on the basis that such 

outcomes are unlikely. This decision implies an intention to act. For A to 

demonstrate plainly her/his trust in B, (s)he must follow through on this decision 

by engaging in any of the trust-informed risk-taking behaviours proposed by 
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these authors (e.g. Sitkin and Pablo, 1992; Mayer et al., 1995; Costa, Roe and 

Taillieu, 2001). 

 

Gillespie (2003; 2004) divides these behaviours into two types: órelianceô-related 

behaviours (for example, a head teacher deliberately reducing control over, or 

monitoring of, and the subordinateôs actions, i.e. the teacher or LSA) and 

ódisclosureô in the sense of sharing damaging information with another party. 

These risk-taking behaviours started by A in the light of her/his calculation of Bôs 

trustworthiness need to be kept separate from behaviours that indicate Aôs own 

trustworthiness, or Bôs behavioural response to being trusted. The act of trusting 

another is only a consequence of the decision to trust; it is not guaranteed. 

Although A might be willing to trust B, there may nevertheless be consequences 

for A beyond her/his relationship with B that may predict the decision, such as 

the impact on party Côs assessment of A should A decide to trust B (Nooteboom, 

p.2003).  

 

This research uses a conceptualisation that reflects the distinction drawn by 

McEvily et al. (2003: p.93) between trustôs three necessary constituent parts: as 

ñan expectation, a willingness to be vulnerable and a risk-taking actò. This is 

based on a judgment in the school setting. Butler and Cantrell (1984) proposed 

integrity, competence, consistency, loyalty and openness as crucial elements in 

making this judgment. Cunningham and McGregor (2000: p.1578-9) and Mishra 

(1996: p.265) propose predictability (or reliability). The four attributes of the 

trustee - ability, benevolence, integrity and predictability. These four attributes 

are interdependent (Ross and LaCroix, 1996: p.335) and the exact combination 
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will be characteristic to the circumstances (faculty trust in the school) and to the 

trustor, head teacher, teacher or LSA.  

 

Lewicki et al. (1998) argued that the trust belief can be grouped and combined 

to accommodate inconsistencies and errors, if they still judge the quality of the 

otherôs trustworthiness, and/or the benefits of continuing to trust them, to be 

sufficient. This is particularly important when trust is suspected to have been 

broken. Lewicki et al. (1998) implication is that there is a process of weighing 

up or a trust standing which can survive violations if the group determines it is 

beneficial to do so. These variables will be discussed briefly. 

 

Influencing variables have been categorized as: Lane and Bachmann (1998) 

separate them into micro-level (i.e. relationship-specific) factors, and macro-

level factors (i.e. those external to the relationship). Whitener et al. (1998) 

distinguish between individual factors, relational factors and organisational 

factors. Payne and Clark (2003) divide them into dispositional factors, 

interpersonal factors and situational factors. This illustrates the complexity of 

how trust works across many levels in an organisation. 

 

At the micro- level the trustor óAô is her/ his disposition when trusting others; 

Rotter (1967) called this ógeneralised trustô; divided into generalised trust in 

others, and generalised trust in organisations such as the education system as 

a whole. This differs for individuals, and this affects individualsô decision-making 

on trust (Kiffin-Petersen and Cordery, 2003: p.107). Johnson, George, and 

Swap (1982) found that pre-disposition to trust is pertinent in the early phase of 

interactions with another, but its influence ebbs over time as more direct 
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information of the other person is gathered. In this thesis, time served by all staff 

was surveyed and faculty trust was correlated with this aspect of AO; in a school, 

the cultural values and norms, including a readiness to engage in co-operation 

and to trust others (see Huff and Kelley, 2003; Inglehart, 1999; Zak and Knack, 

2001). This is an important aspect of the trust relationship. Schools are very 

much influenced by tone or ethos. The pre-disposition to trust is key variable 

when there is a change of head teacher and new co-operative actions or a key 

school event, e.g. a poor Estyn inspection report which will impact on the norms 

of a school culture. 

 

People ñtend to make incoming information fit with their former attitudes, rather 

than the reverseò (Robinson, 1996: p.576-577). This implies that pre-disposition 

and attitudes exert an influence on her/his reported trust in B, regardless of Bôs 

efforts or any trust-influencing independent variable, academic emphasis or 

collective efficacy as examples. 

 

For example, a teacher might be confident in the ability of her/his head teacher 

to represent her/his work to others, but be unwilling to share personal or even 

work-related problems with that person (Gillespie, 2003). There are other 

external influences on the trust relationship identified in the literature. Each 

aspect of these will influence and shape the trust relationships and associated 

actions. 

 

Raub and Weesie (1990) and Bijlsma-Frankema and Koopman (2003: p.547, 

p.551) propose that there is influence of the óshadow of the pastô and the 

óshadow of the futureô; whether the trustor feels her/his position in the 
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relationship is precarious or stable (Payne and Clark, 2003). Schools are places 

where relationships can be influenced by previous encounters between staff. In 

my experience as a head teacher old violations or events do significantly taint 

at the micro level. At the macro level whole school relationships are often tested 

when a schoolôs stability is under threat. I have led two amalgamations of staff 

on two separate occasions. In both experiences the external organisational 

factor of a change of head teacher has influenced the trust relationships across 

all groups of staff. These new school structures resonate with research by 

Sheppard and Sherman (1998) with a proposed dependence/interdependence 

(óshallowô and ódeepô trust for each). Lewicki and Bunker (1996: p.119, p.124) 

offer a three-phase model of developmental trust - óearlyô, ódevelopingô and 

ómatureô - the quality of trust will vary according to the stage of progress in the 

relationship. In my experience this was evident in both schools I led and reflects 

Williams (2001) who suggests that trust differs by the degree of awareness (in-

group and out-group membership) and between the group. Wicks, Berman and 

Jonesô concept of ñoptimal trustò (1999: p.101) infers that partiesô trust stages 

can assume different degrees, as appropriate for the tensions and value of the 

relationship. (Lewis and Weigert, 1985; Zucker, 1986). Weibel states (2003: 

p.668), ñinterpersonal trust is influenced by the institutional framework, but the 

institutional arrangement never completely determines the quality of social 

interactionò. This is a valuable point when considering AE which could be 

assigned as an external factor in the development of relational trust in a school. 

AE relates to a serious and ordered environment, the institutional arrangement 

and was the simplest factor to influence me as a head teacher in the pre-

decision phase of trusting me prior to information about me being gathered by 

school staff groups. 
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The degree to which one trusts another varies along a continuum of intensity 

(Williams, 2001: 379). These are illustrated in Fig. 4 which proposes there are 

five trust gradations. These are given brief descriptions here. The interviews 

with head teachers will exemplify these trust gradations and conditions around 

them in the schools in this case study. This thesis will also seek to establish if 

there are thresholds between these gradations which can be crossed depending 

on the trust relationship that exists in the school at a point in time. 

 

óDeterrence-based trustô (Rousseau et al., 1998: p.399) exists when there is no 

positive expectation of goodwill and the threat of sanctions é the expectation 

of compliance guaranteed; there is effectively no risk and no possibilities to 

consider. It is distrust. The trustorôs inclination to trust coupled with the risk 

effectively means trust is not present. In a school setting, if the school is 

exhibiting deterrence-based trust across all of the staff groups, it is in a perilous 

state and not functioning effectively. 

 

óCalculus-based trustô (Lewicki and Bunker, 1996: p.119) cannot be considered 

real trust; trust is only considered a valuable strategy on the basis of a strict 

cost-benefit analysis; there is a profit motive behind this trust type and suspicion 

about the other can be a consequence. This trust type is unlikely in a school 

since schools are not profit driven.  

 

Fig. 4 identifies that there is a threshold of trust between ócalculus-basedô trust 

and óknowledge-basedô trust (Lewicki and Bunker, 1996: p.121). This is a 

particularly important aspect to the continuum. The term threshold is suggestive 
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of a boundary which can be crossed over to more productive relational aspects 

of trust development, an important action in a school. Schools are high trust 

environments which need very productive trusting relationships to become 

successful. The head teacher, as the steward of the bonds of trust in their 

school, needs to be mindful that when trust is poor, staff can cross this threshold 

towards disengagement. This threshold is crossed when misgivings withdraw to 

be replaced by positive expectations based on confident knowledge about the 

other party, their motives, abilities and reliability. High trust starts here as the 

school moves towards complete trust.  Teachers are sensitive to the 

trustworthiness of their head teachers. As their expectations are vindicated by 

experience, more influential degrees of trust may develop and set the tone for 

trusting relationships in the school. The development along this continuum will 

be influenced by the time staff spend together and is termed relational-based 

trust. 

 

Relational-based trust (Rousseau et al., 1998: p.399) is more personal and 

emotive in nature. The quality of the relationship over time is more important 

rather than from observation of the other partyôs specific behaviours. Blois 

(1999: p.200) identifies the stronger degrees of trust coming from an appraisal 

of the other partyôs ñdependable goodwillò rather than from observation of their 

reliable habits. Creed and Miles (1996) identify a distinction between the 

trusteeôs ócharacteristicsô (i.e. their personal qualities and motives), and óprocess 

basedô evidence.  

 

Complete trust on the continuum is a merging of common interests. In a school 

this would be an expected outcome. Schools are places driven toward student 
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achievement and attainment. We all want every child to succeed. This point on 

the model is exemplified as identification-based trust (Lewicki and Bunker, 1996: 

p.122), when parties assume a common identity and each party can embody 

the otherôs interests with their full confidence. Tyler (2003) terms ósocialô trust as 

being composed of relational and identification-based trust. This would be the 

expected trust type in schools as they are, by their very nature, social 

organisations. 

 

Whitener (1997: p.396-397) notes how ñemployees typically engage in multiple 

exchange relationships, benefit differently from each other, and respond to each 

relationship with different behaviours and attitudesò (see also Dirks and Ferrin, 

2002: p.611). This is clearly resonant with the many and multiple interactions a 

head teacher would have in the school day. Their response in these exchanges 

influences the schoolôs AO which is collective measure of efficacy, standards 

and trust present in those responses. 

 

Clegg and Wall (1981) noted that in management, trust tends to weaken as one 

moves down the organisational hierarchy. This resonates with the way schools 

are structured - LSAs, teachers and senior leadership teams - which is 

hierarchical. Den Hartog, Schippers and Koopman (2002) found that 

employeesô trust in their supervisor was related to their trust in management in 

general. Employees can distinguish between different referents and may have 

different relationships with each of them; it needs to be clear to respondents to 

whom the items refer (i.e. who is the referent). The development, growth and 

protection of these relationships are important in a school. The head teacher 
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must be viewed as pivotal referent in the way these relationships are brokered, 

sustained and move the school culture towards identification-based trust. 

 

Trust can be viewed within the context of four distinct types of trust. General 

trust refers to the trust we grant in general to members of the groups to which 

we belong.  Factors like group cohesion and interactions with other actors within 

that group regulate the level of trust we are willing to grant to group members.  

Personality based trust reflects our willingness to trust certain individuals based 

upon traits that they possess.  In this research this is an important consideration 

because it is a head teacher talking to head teachers, all of whom have similar 

traits in terms of running schools effectively. Furthermore, this also supports the 

knowledge-based trust type in that head teachers have similar knowledge and 

terms when describing their schools. An individualôs trustworthiness includes 

integrity, credibility, consistency, fairness, competence, and leadership style, 

which all impact on personality based trust. 

 

Process based trust evolves through our interactions with others over time.  This 

form of trust is relational and social.  By extending our trust in another person, 

combined with the other personôs conforming to our expectations, we learn to 

trust.  The researcher notes that there is scarce reference in the literature to that 

moment in time when trust, or trusting, starts. There is also scant reference to 

the process when trust is violated and the severity of that event in schools and 

its consequences. 

 

Environmental based trust emerges from systems and structures within an 

organisation. A schoolôs policies can communicate its expectations of trust and   
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how the school procedures are fair, which can increase trust.  The human 

resource function of a school fosters trust, through performance appraisal 

systems, fair and equitable pay structures and training opportunities. In this 

thesis the collective measure that captures these important aspects of 

environmental trust is termed AE, the drive for standards in a serious and 

ordered environment. 

 

The benefits of organisational trust are numerous. Trust co-ordinates collective 

action; at an operational level, trust lubricates organisations in the following 

ways.  Trust augments job satisfaction and worker motivation, and these impact 

on performance. A trust climate also simplifies the workersô perceptions and 

interpretations of organisational action. Organisational change depends on the 

level of trust within an organisation and is a key issue in schools who are 

delivering WG policy which often means change in practice across all school 

staff. 

 

The researcher would note that a trust typology that could be referenced to 

suggestive empirical evidence would allow for researchers to compare different 

studies across a range of disciplines. Trust in schools setting may reach an 

optimum when cautiousness gives way to genuine belief in the participantôs 

behaviour and expected outcome: a delivery of expectation; a consensus, 

without obligation to other parties; an optimal level of trust; an academically 

optimistic school climate. 
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2.12 Trust in Schools 

Trust contributes directly to improved standardised test scores (Bryk and 

Schneider, 2002; Sweetland and Hoy 2000; Tschannen-Moran, 2004).  Trust 

also enhances other factors that contribute to learning, teacher collaboration 

(Meier, 2002; Tschannen-Moran, 2001), sharing decision making (Sweetland 

and Hoy, 2000); an ability to respond to trends quickly (Hoy, Gage, Tarter, 

2006); collective teacher efficacy (Goddard, Hoy and Moran, 2004) and 

organisational commitment (Tschannen-Moran, 2003). 

 

In the domain of education, trust is defined by Hoy and Tschannen-Moran 

(1999) as: ñTrust is an individualôs or groupôs willingness to be vulnerable to 

another party based on the confidence that the latter party is benevolent, 

reliable, competent, honest and open.ò  Meier (2002) notes that the confidence 

in another is not given easily, but must be earned on an ongoing basis. This 

suggests that time and reciprocation are mediating variables in this transactional 

process. 

 

Bryk and Schneider (2002, p5) concluded that, ña broad base of trust across the 

school community lubricates much of a schoolôs day to day functioning and is a 

critical resource as leaders embark on ambitious improvement plans.ò 

 

Adams (2008) and Forsyth (2008) have researched trust as a conceptual and 

empirical construct.  Both authors identified trust as complex phenomena inter-

related to several variables concerning the effectiveness of school 

organisations, human relationships and behaviour.  Trust shapes social 
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exchanges and ñwithin organisations to influence collective performanceò 

(Adams 2008, p.30). 

 

The mutuality of trust in schools is an interaction between several distinct 

groups.  Teachers, parents, students and head teachers are dependent on each 

other to achieve goals.  This mutuality creates vulnerability, as each agent is 

reliant on the other agents to fulfil their responsibility.  These internal shared 

understandings of roles and intentions are termed by Bryk and Schneider (2002) 

relational trust.  Relational trust is centred on peopleôs deliberation of latent 

intent.  This differs from organic trust, which the literature suggests is based on 

common or ethical beliefs among a homogenous group of people, like teachers.  

Organic trust is presumptive.  It is instinctual on the part of members in that the 

organisation and its members mean to do well, without the need to analyse 

motivations of that group.  This is a critical distinction to consider when the 

expectation is for groups of teachers to collaborate and work together in a high 

trust relationship. The growth of relational trust is multi-faceted and includes the 

personalities of each party, shared values, attitudes, and the enabling 

processes of the schools. 

 

Hoy and Sweetland (2001) researched the link between enabling bureaucracies 

and trust relationships in schools.  They defined an enabling bureaucracy in 

terms of formalisation (rules and procedures) and centralisation (hierarchy).  

Enabling bureaucracies are noteworthy by the teachers who solve problems and 

their own decision-making. Hoy and Sweetland (2001) indicate that an enabling 

bureaucracy cultivates trust between teachers and that teachersô trust of the 
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group, i.e. their colleagues, would strengthen the enabling structure of the 

school.   

 

Trust is difficult to conceptualise and operationalise in ways that are theoretically 

sound, empirically testable, and applicable to managementôs practise.  The 

scope of this literature was to provide insight of the fundamental discussion of 

trust and to provide a typology from which the researcher could identify some of 

the issues under investigation. Research validates the importance of intra-

organisational trust in fulfilling a organisations mission and enhancing the value 

of work for individuals in those organisations. Intra-organisational trust is an 

important area of research in the context of schools. 

 

2.13 Trust and its Implications in Practice 

A trusting belief dominates the intention to trust someone.  For example, if the 

teachers did not believe that head teachers are predictably competent, honest 

and benevolent, then the likelihood of the teachers trusting the head teacher is 

low.  This raises an important issue concerning trusting beliefs and the need for 

head teachers to be the kind of person that others feel is trustworthy.  This would 

imply that the intent to trust is primarily based on perceptions or beliefs, and 

consideration needs to be the way in which head teachers present themselves 

and behave in a way that is consistent with trusting beliefs.  The researcher is 

not suggesting that perception management is the way that head teachers 

should act to build trust in schools.  This occurs when a head teacherôs actions 

match the presentation over time; a trust history needs to be established. 
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There is an emotional element to trusting beliefs and intentions.  If you like your 

head teacher  you are more likely to feel safe in the belief that the head teacher 

is benevolent towards you.  The trusting leap is based around confidence and 

security in the head teacher, i.e. an expectation of benevolent action.  It could 

be implied, as Gabarro (1987) has, that leaders (head teachers) dedicate time 

to develop a measure of positive personal relationships with their subordinates, 

so the subordinates feel comfortable,confident and secure.  . 

 

The requirement for honesty and a degree of transparency is needed for that 

moment when the trusting leap, crossing a threshold, is made towards the head 

teacher.  Head teachers can develop trusting behaviours by reducing control 

measures directed towards the staff.  This clearly creates a tension between 

responsibility and staff autonomy.  Coupled with this, decrease in control 

measures would involve moving from a formal relationship to a more personal, 

informal relationship.  Informality would indicate a reduction of guarded 

behaviour, hyper vigilance would not be necessary, and the person can be 

trusted.  Informality can have a positive impact on a personôs self-esteem.  

Locke at al. (1988) demonstrates that trusting behaviour by a manager to a 

worker can motivate the worker.  Kohn (1993) counters, with research indicating 

that control measures tend to express to the subordinate that they are not to be 

trusted. 

 

Head teachers have positional power, which raises the question of trust and 

power.  Head teachers should recognise that their employees have power over 

them, which at its simplest is the head teacher depending on them to deliver an 

effective school. Benevolent use of managerial power and control 
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communicates that a head teacher is willing to create a trusting relationship.  

McKnight et al. (1996) posit that trust is built or destroyed through iterative 

reciprocal interaction; the initial period of the relationship is crucial - termed the 

pre-decision phase - as the reciprocal interactions provide insight into the head 

teacher as the primary referent of trust in a school. 

 

Head teachers begin each new work relationship by demonstrating to trust the 

staff until they have reason not to.  Head teachers should take minor initial risks 

with their people, as a symbolic signal of their wish to establish a trusting 

relationship.  This risk taking allows movement along the continuum in which 

trust moves along to new levels of higher trust; conversely initial trust should be 

evaluated to assure that trusting behaviours are reasonable.  This allows the 

cognitive trusting leap to be taken. Krammer (1994, p226) indicates, ñAfter all, 

at the very heart of the dilemma é is not simply whether to trust or distrust, but 

rather how much trust and distrust are appropriate in a given situation.ò 

 

Conclusion  

The literature evidenced that the triadic nature of academic optimism has a 

reciprocally causal nature, i.e. the three emergent group properties are 

functionally dependent on each other.  Collective trust in students and parents 

strengthens collective efficacy, which augments trust.  Teachers who trust 

parents enable a school to insist on higher academic standards without the 

anxiety of being undermined.  High standards reinforce collective trust.  

Collective efficacy has a proven positive effect on achievement and academics; 

academic emphasis strengthens collective efficacy.  A climate of academic 
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optimism is formed through the interaction of this trio of functionally dependent 

school properties. 

 

From its initial study, the relationship between academic optimism and 

achievement had been established in geographically different regions of the 

U.S., with Smith and Hoy (2007) in Texas elementary schools, Di Paola and 

Wagner (2012), Kirby and Di Paola (2009) in Virginia schools; McGuigan and 

Hoy (2006) in Ohio State, identifying an enabling structure (Hoy, 2003; Sinden 

et al., 2004) as a predictor of academic optimism.  

 

This research tested the utility of the construct in a defined locality in West 

Wales. Does the construct apply in a new context?  Are the emergent group 

properties similar in Wales?  How does relational trust impact on the reciprocal 

causality of academic optimism, if it does at all? 
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CHAPTER 3 

3.1  Rationale   

The rationale for using a mixed methods approach is based on the researcherôs 

role in seeking the different narrative views on the construct AO from the 

perspective of the head teachers in the study.  The research on AO prior to this 

thesis was grounded on large qualitative studies with over 1000 respondents to 

the SAOS (in the U.S., Canadian, and Taiwaneseôs schools) being statistically 

correlated with other school mediating variables (standardised 

mathematics/reading scores, for example). I want to establish what other head 

teachersô views and thoughts are on the construct AO. The research aim seeks 

to evaluate the factors that influence the construct termed AO and its 

antecedents. Mixed methods allow for integration of data to generate insight into 

this landscape, in this thesis a sample of schools. To date there has been no 

research into the views of the school leader on the construct; mixed methods 

will provide new information on this 2nd order construct in the context of schools 

in Wales. 

 

The aim of the research is to identify whether the construct termed academic 

optimism is evident in a range of different groups in primary schools across a 

defined geographical region.  The process to gather new knowledge, the 

approach and the ethical limitations will be considered.  This study is structured 

towards mixed methods research and, as such, will reflect the critical realist 

paradigm.  

 

 Adopting this paradigmatic position is opposed to the proposals that are 

espoused in the positivist and interpretivist domains.  Critical realists (CR) argue 



83 
 

that the social world, for example, a school, is more fragmented than positivists 

would portray; they also argue that interpretivist reliance on social construction 

and that discourse, whilst important, would not agree that language constructs 

reality and can be limiting.  Critical realists identify that ñmany entities exist 

independently of us and our investigations of themò (Ackroyd and Fleetwood, 

2000). 

 

CR is concerned with the interplay between social structures - in this research 

primary schools and the individuals within that structure - i.e. social customs or 

discourse around efficacy beliefs and relational trust and academic optimism. 

 

The appeal of CR in this research is that it argues that these structures may not 

be easily observed or are latent but have an impact on how we make sense of 

our social world.  The fact that these entities might not be directly observable 

does not rule them out of consideration for research.  CRs are interested in 

connections between peopleôs interpretations and the structures that frame the 

material world.  For example, the fact that at a collective level a school might be 

deemed to be academically optimistic has a real effect on how that school 

performs is beyond discourse.  CR, as Fleetwood (2004) stresses is ñsomething 

that is real if it has an effect or makes a difference.ò  The emphasis of this 

methodology is to develop theory around academic optimism and provide 

explanations that best capture reality. 

 

The theoretical composition of academic optimism, the validity and reliability of 

its measurement in both secondary and elementary schools is established.  

(Hoy, Tarter, and Woolfolk Hoy, 2006a, 2006b; Smith and Hoy, 2007). The 
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relationship between academic optimism and other school level characteristics 

is recognised.  Academic optimism as a predictor of student achievement, 

regardless of SES, is well tested. (Bevel, 2010; Kirby and DiPaola, 2009; Smith 

and Hoy, 2007; Wagner 2008). 

 

Academic optimism has been applied in the U.S., Canadian and Taiwanese 

schools but not in Wales and not amongst different groups of staff in those 

schools that are part of the regional consortia ERW.  

 

The choice of a mixed method methodology will support the research aim and 

may contribute to the understanding of academic optimism as an emergent 

construct within distinct groups in primary schools.  The research aim is complex 

and based on the interactions of a range of variables.  Scifferdecker and Reed 

(2009) support the use of mixed methods and Tashakkori and Creswell (2007) 

state: ñInvestigators collect and analyse data, interrogate findings, and draw 

inferences using both qualitative and quantitative approaches or methods in a 

single study.ò  Cresswell and Garret (2008) identify the mixed methods as ña 

movement in its third decade that blends eclectic views of knowledge, traditions 

of enquiry, methods and results; stays practice-orientated; and uses what 

works, not an elitist stance.ò 

 

This chapter will also reference the Five P framework, which includes: 

Paradigms, Pragmatism, Praxis, Proficiency and Publishing (Cameron, 2011).  

This will be used to structure an exploration of the key issues, specifically from 

this framework:  Paradigms, Pragmatisms and Praxis.  This conceptual trio will 
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impact on the choice of mixed methods and the philosophical position, 

Pragmatism, adopted throughout the study.   

 

Mixed methods research offers utility and for this research I had to learn a range 

of new research skills to undertake this study. In adopting this approach, key 

deliberations had to be made. I had to state the philosophical foundation, 

paradigmatic position and defend the methodological choices for this thesis. A 

concern for the researcher was the need to learn a whole new set of research 

skills. The adoption of the Five P framework as a guide to support the choices 

of methods used would ensure that I would develop the required skill and 

competency in following the rules of combining mixed methods and data 

analysis from the data gathered in the thesis. 
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Fig 5: Overview of the framework, key issues and challenges. (Cameron, 2011) 
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3.2 Paradigms 

Brannen (2005) argues that methodological choice does not exist in a void; that 

choice is driven by ontological and epistemological assumptions.  Defining a 

paradigm is complex and for this research Denzin and Lincoln (1998) 

description is adopted as:  ñthe net that contains the researcherôs 

epistemological, ontological and methodological premise é may be termed a 

paradigm.  All research is interpretive; it is guided by the researcherôs set of 

beliefs and feelings about the world and how it should be understood.ò  The 

literature demonstrates a range of variation in how paradigms are labelled and 

the levels of abstraction within them.  Maxwell (2005), Mertens (2005) and 

Neuman (2006), state that the paradigmatic stance is made explicit in the 

research methods.  In mixed methods, research in this stance is termed 

pragmatism and in this research is the interface between philosophy and 

methods. This is the stance taken in this research project. 

 

Patton (2002) reflects the position taken in this research by stating ña pragmatic 

stance aims to supersede one-sided paradigm allegiance by increasing the 

concrete and practical methodological options available to researchers and 

evaluators.  Such pragmatism means judging the quality of a study by its 

intended purposes, available resources, procedures followed and results 

obtained, all within a particular context and for a specific audience.ò  Tashakkori 

and Teddlie (2010) identify that, by adopting MM research principles, the 

research is distinguished by two approaches: 

 

¶ Rejection of the either/or at all levels of the research process (i.e. either 

quantitative or qualitative). 
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¶ The researcher subscribing to the iterative, cyclical approach to research. 

  

This research is exploratory and developmental, which, using the MM research 

principles and the philosophy, pragmatism supports.  The research has to have 

some practical importance and be of use. 

 

3.3 Praxis 

Praxis is defined as the practical application of theory and raises the issue of 

methodological and data integration in the research design.  There is the 

possibility that this research methodology will create what Perlesz and Linsay 

(2003) and Johnstone (2004) term dissonant data.  This research design will 

address this by using methodological triangulation.  Bryman and Bell (2003) 

define triangulation as ñit entails using more than one method or source of data 

in the study of a social phenomenaò (AO in this case).  In this research 

triangulation will be used to confirm the reliability and validity of the construct, 

AO.  By combining methods, this research is informed by the literature (Denzin, 

1989: Shih, 1998) that the combination of quantitative and qualitative data may 

corroborate each other and support a more defined conclusion than either 

source could achieve on their own.  Kopinak (1999) identified that qualitative 

data obtained from interviews and ethnographic observation verified the 

quantitative survey.  This approach to triangulation reflects the positivist and 

critical realist perspective, based on the assumption of an actual social reality 

within the schools under study. 

 

Secondly, triangulation serves towards the purpose of completeness.  Previous 

research into AO has been quantitative in essence, using a range of measures.  
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The benefits of combining methods has been illustrated by Rogers and Nicolass 

(1998) who, in establishing a more comprehensive picture of patterns in primary 

care, employed different methods from critical realist perspective to reveal 

different facets of the same reality and to examine reality from different 

perspectives. 

 

To date the precise definition of mixed methods are diverse and highly 

differentiated.  For this study the definition proposed by Creswell and Clark 

(2007) supports the research aim ñas a methodology, it involves philosophical 

assumptions that guide the direction of the collection and analysis of data and 

the mixture of qualitative and quantitative data in a single study or series of 

studies.  Its central premise is that the use of quantitative and qualitative 

approaches in combination provides a better understanding of research 

problems.ò  Teddlie and Tashakkori (2010) define Mixed Methods (MM) as ñthe 

broad inquiry logic that guides the selection of specific methods and that is 

informed by conceptual positions common to mixed methods practitioners.ò 

 

3.4 Philosophical Position  

The scope of this research is broadly emergent in that it seeks to apply a 

validated research construct in a novel and distinct context in Wales.  The 

research aims are designed to be of practical use in the school environment 

and, as such, the philosophical position adopted is influenced by the need for 

this work to have a practical value to primary schools.  The research paradigm 

acknowledges this by not confining itself to within the normal limits of 

methodological purism and will deploy a research paradigm to investigate the 

phenomenon of AO in a new geographical context.  The research position will 
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work from a critical realist perspective in an attempt to demonstrate the 

importance of context and causality identifying the value of ontological depth for 

interpretivist research.  Specifically, a focus on context, meaning and causal 

influences within the case study schools is key to understand the research-

practice gap in this field of educational research.   This is termed in the literature 

as the rigour versus relevance debate (e.g. Bridgman, 2007; Pettigrew, 2001; 

Reed, 2000; Starkey and Madan, 2001), the premise being that management 

research is rigorous but lacks relevance. 

 

The research aims are complex and draw on a range of theoretical frames.  

Critical Realism not only addresses the research-practice gap but can address 

the issue of adopting divergent research approaches.  Adopting a critical realist 

position also informs the research design which will be multi-approached and 

not positioned within the accepted research paradigms. This research is 

developing in the sense that it seeks to reiterate the primacy of context, meaning 

and interpretation as fundamental to the relevance debate as the measurement 

of single or collective phenomena.  Smith (2006) argues that using critical 

realism as a philosophical choice enriches the ontological interpretation of 

insight whilst maintaining social and material phenomenon.  Lipscomb (2008) 

considers CR as epistemological pluralist, a logical way of recognising the 

associations between ontological, epistemological and methodical tenants in 

research.  The next section will explore the fundamental characteristics of CR 

with a focus on the concept of causality. 
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3.5 Critical Realism 

Critical realism was developed by Bhaskar (1978; 1979; 1993) as a way of 

responding to the confines of existing philosophical paradigms, e.g. empiricism, 

interpretivism and postmodernism.  In the contemporary literature it has 

generated interest in a range of disciplines (Ackroyd and Fleetwood, 2000; 

Danermark et al., 2002; Fleetwood 1999; Learmonth, 2007; Mingers, 2009; 

Mingers, 2004a; Pawson and Tilley, 1997; Reed, 2005; Sayer, 2000).  CR offers 

this research the opportunity to become applicable into research practice and 

recognises the complexity of the research aims and the context of schools in 

which the research is being conducted. 

 

CR offers four central components that this research will acknowledge and 

commit to: 

 

A realist ontology, the belief that there are, in reality, causal mechanisms whose 

interaction generate the events in primary schools under study.  These 

mechanisms might not be actually observed, for example social structures, or 

as identified in the literature around AO, enabling structures.  Their existence 

has to be recognised because of the causal efficacy.  This is a counter to the 

empiricist claim of the primacy of empirical data (termed the actualist fallacy). 

 

An epistemology centered on our knowledge is socially constructed and 

distinguishes between the transitive subject knowledge and the intransitive 

domain of the objects of that knowledge.  This counters the post-modern 

assertion that being itself is limited to the human knowledge of that being (the 

epistemic fallacy). 
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The research is committed to methodological pluralism since it is seeking to 

explore the existence of a variety of conceptual strata in chosen case study 

schools.  The exploratory aims need a range of methods to access their 

meaning or existence. 

 

Mingers (2009) views CR as a philosophical approach that identifies with social 

theory being inevitably transformative providing an explanation that will lead to 

action.  This would support the research aim of not being purely descriptive or 

just social theory.  The aims are evaluative and will not create a positivistic split 

between facts and values in the schools in this research. 

 

A key conceptual thread of CR is the distinction it makes between events that do 

occur and the structures or mechanisms that cause them.  These generative 

mechanisms have causal properties, and it is their interactions that generate 

events.  Previous research on AO has identified these generative mechanisms 

as a triad of bi-directional variables that are measurable, and at a collective level 

influence a schoolôs performance. 

 

Collective teacher efficacy, faculty trust in clients and academic emphasis have 

all been confirmed to have strong and positive relationships with academic 

optimism.  A review of the literature Hoy, Tarter, and Woolfolk Hoy (2006b) 

identified that there were important commonalities among the three school 

characteristics.  They are collective emergent school properties; they all 

influence and shape the normative and behavioural environment of a school, 

and they all are highly correlated with each other.  Hoy and his contemporaries 

theorised that there exists a single latent construct that is formed through the 
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integration of these three school properties (Hoy et al., 2006b).  With a sample 

of 3,400 teachers in 146 elementary schools, Hoy and his colleagues performed 

a second factor analysis to test this hypothesis.  The high factor loadings on 

each of the three dimensions on academic optimism and a good overall model 

fit supported their hypothesis that collective teacher efficacy, faculty trust in 

clients and academic emphasis are three separate aspects of a single, latent 

school variable called academic optimism. 

 

Hoy et al. research is philosophically in the positivistic tradition with a 

retroductive methodology.  It hypothesises mechanisms; AO that, if it existed, 

would explain observed and measured results.  CR goes towards the 

stratification of causality and explains events in a localised context generating 

the causal mechanisms at work.  In this research these could exist at a range 

of levels - types of organisations, geographical region or at endogenous levels 

- relationships between individual and groups, i.e. the teachers and learning 

support staff, in the case study schools. 

 

The choice of mixed methods as a research approach is centred on the principle 

that it will focus the research questions on real life contextually rich 

environments, i.e. primary schools.  It will also explore the meaning of the 

construct, academic optimism, using a range of multiple methods bridging the 

dialectical stances often referred to as the paradigm wars.  The choice of mixed 

methods draws on the pragmatic perspective of what works and gives primacy 

to the research question equally valuing objective and subjective knowledge.  

(Morgan, 2007) argues:  ñThere is a frequently held misconception that 

quantitative research uses numbers and qualitative research is a narrative.  This 
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is a misleading simplification é it is not the technique that makes something 

quantitative or qualitative, but it is the intent of its uses.  Is it testing hypothesis 

or is it helping to hypothesise or describe the data?ò (Newman 2000 pp 4-5).  

 

Punch (1998) states ñit was not inevitable, or essential, that we organise our 

empirical data as numbers (p.58) but both approaches could be used to induce 

or test theory.ò The methodology in this research, pragmatism and its mixed 

methods approach, reduces the choices between methods, logic and 

epistemology (Tashakkori and Tedddlie, 1998).  The research aims support CR 

because CR seeks to draw the distinction between the events as they occur and 

the underlying structures that generate them. This is either observable or 

unobservable and it is the interactions that generate the actual phenomena, AO.  

Previous research on AO has been empirical and its methodology retroductive; 

hypotheses are tested to explain observed or measured results.  Whilst this 

research methodology adopts elements of the positivist empirical tradition by 

using the SAOS scale, it will use case study techniques and interviews to 

explore the interaction between agency and structure with the primary school 

setting. 

 

CR recognises that social structures are intrinsically different to physical 

structures.  In essence, the social structure does not exist independently of 

social activity, which in this research is linked to the triadic elements in AO, 

especially collective efficacy and faculty trust since social activity is the 

generative mechanism for these elements. It is difficult to identify except through 

such activities, is not independent of actorsô (teachers, LSAs, head teachers) 

conceptions of their activities, and is relative to particular times and cultures. 
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The dualism of action and structure as interacting systems (Mingers 2004) 

identifies agents as causal mechanisms.  If agents are defined as teachers, 

LSAs and head teachers, then they are causal mechanisms in themselves who 

act out on the basis of reason and motive.  AO will clearly influence this.  These 

activities are habituated in a pre-existing structure of roles and expectations.  

Activity transforms the social structure.  Archerôs (1995) morphogenetic model 

exemplifies this as:  at time T1 the existing structure conditions/actions are 

about to take place; at time T2 activity occurs; then at time T3, as a result of the 

activity, the social structure is transformed.  AO can be viewed as part of the 

causal mechanism that shapes peopleôs motives, efficacy beliefs, and trusting 

behaviours in primary schools; it is potentially the prime shaper of the collective 

social structure in the schools in this research. 

 

3.6 Methodology  

The research aims are real questions in schools and the research methodology 

requires a mixed methods approach.  Modell (2007) proposes that CR can 

provide a framework of the validation of mixed methods research.  This 

framework develops a coherent philosophical foundation for producing 

knowledge.  Pragmatic thinking is either explicit or implicit in mixed methods 

research, whereas CR provides a unified and reliable philosophical foundation 

of combining research methods.  Smith (2006) suggests that the predominant 

dependence on positivism or interpretivism may account for inconsistencies in 

research practice.  Smith (2006) argues that these issues are located between 

researchersô implicit ontological assumptions and actual outcomes.  The 

ontological theme identified in the research aims is that AO, a second order 






























































































































































































































































































































































































