CALIFORNIA STATE UNIVERSITY SAN MARCOS
THESIS SIGNATURE PAGE
THESIS SUBMITTED IN PARTIAL FULFILLMENT
OF THE REQUIREMENTS FOR THE DEGREE
MASTER OF ARTS

IN
EDUCATION

THESIS TITLE Principal Behaviors That Reduce Teacher Stress During a Curriculum Adoption at
an Under Performing IIIUSP School

AUTHOR:

Alfonso Ortiz Garagarza

DATE OF SUCCESSFUL DEFENSE:

5/15/2003

THE THESIS HAS BEEN ACCEPTED BY THE THESIS COMMITTEE IN
PARTIAL FULFILLMENT OF THE REQUIREMENTS FOR THE DEGREE OF
MASTER OF ARTS IN EDUCATION

Jennifer Jeffries. Ed. D .
THESIS COMMITTEE CHAIR (TYPED)

Alice Ouiocho. Ed. D.
THESIS COMMITTEE MEMBER (TYPED)

6/oJJo-.!J
DATE

Principals and Teacher Stress I

Principal Behaviors That Reduce Teacher
Stress During a Curriculum Adoption at an
Under Performing II/USP School
A Thesis Presented to
The Faculty of
California State University, San Marcos
By
Alfonso Ortiz Garagarza

Principals and Teacher Stress 2
ACKNOWLEDGEMENTS
I offer my gratitude to the people who inspired me to strive forward
My Parents,
My Wife,
My Daughters,
My Friends,
My Advisors,
And my Lord Jesus

Principals and Teacher Stress 3
ABSTRACT
The purpose of this study was to identify which principal behaviors have stressreducing effects on teachers at an under performing elementary K-5, Immediate
Intervention Under performing School Program (IIIUSP) school during the first year
of a curriculum adoption cycle in math and language arts. To answer this question, a
principal's behavior survey instrument was given to one principal, six teachers and
three support staff personnel that measured principal behaviors in twelve
subcategories. The findings presented, delineate behaviors recognized by teachers
and support staff to reduce stress during a new curriculum adoption. Findings support
research in the areas of educational stress and transformational leadership in four core
dimensions of principal work: (a) supervision, (b) administration, (c) management;
and, (d) leadership. Recommendations for principals who are interested in reducing
teacher stress in specific school settings are included.
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CHAPTER 1 -INTRODUCTION
Background to the Problem
Educational reform has become a matter of increasing public interest for both
the people of America, its leaders and businesses. Waves of debate surge from one
end of this country to the other contending what should be taught and how to measure
it. In spite of a practitioner's in-the-trenches insight, teachers have not had a
powerful voice in determining the process of either. Nevertheless educators are
charged with teaching via new core curriculum adoptions about what is to be taught,
measuring student achievement to determine new curricular goals for students who
fall short of grade level expectations and reviewing assessment data to assure
curriculum alignments meet state and national standards.
Accountability for new content and new high stakes assessments is necessary.
It is also stressful, for a teacher to be held accountable for assuring that all students

meet the same expectations in spite of their unequal socio-economic playing field,
cognitive abilities, or their cultural differences. Still, next to parents, none are more
passionately determined to see students prevail and realize content mastery as those in
the trenches - teachers and administrators.
This study will examine the effect of principal behaviors on teacher stress
levels during a curriculum adoption cycle at an II/USP school. The purpose of this
study does not include making an argument of teacher role in curriculum adoption
implementations, nor who or what is responsible for the development of curriculum.
Curriculum adoption processes are to be repeated as long as the educational system of
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today continues to exist and stress will continue to be a byproduct of adoption cycles
within the education ranks; more importantly, what principals will do to counter the
negative effects of stress is a question of great significance.
Although much work has been done during the past two decades in the area of
teacher stress leading to burnout, there has been little-to-no research done on the
presen~e

of teacher stress during curriculum adoption cycles. This is a disturbing

prospect considering new high-tech information information-age technology capable
of on-line texts and downloadable PDA updates, daily. The implication is in
becoming aware of a particular kind of teacher stress brought on by unfamiliarity
with new curricular materials. In this day and age, teachers need to face the reality
that not only will content matter be in continual "up-grade," but also access to that
new information is vastly more accelerated and more portable than a backpack full of
books. Teachers will have to learn to become information access coaches as well as
the possessors of vast bodies of knowledge, for students may be more apt in the
former skill than the teacher- which brings on its own form of stress. The educational
paradigm in effect today, the design of public education today, remains basically
unchanged since the dawn of the Industrial Revolution. We are well into the
Information Age. At the National Commission on Excellence Education conference
in San Diego one of the nation's leading experts on super computers proposed the
core of educational reform is the increasing reality that even in the most high tech,
interactive computer classroom, "children are being educated to function in a society
that will be driven by technologies that have not even been invented yet."
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The topic of stress in education is significant for research today because past
research has shown it is precisely the teachers who can most positively affect student
performance and the quality of youth's educational experience who are stressed out.
Teachers who have become frustrated with the politics in education, who are
disillusioned by barrages of ill-fated, or abandoned efforts, are now highest at-risk to
leave the field burned out (Larchick & Chance, 2001).
The educational reform movement is expensive. This has generated a political
and structural problem particularly significant in the context of low income, low
performing, failing school systems in California. Many school districts have come to
rely on Federal Title 1 funding to address the ethnic diversity, language status and the
increasing complexity of student's learning needs. Although education is a State
responsibility, the Federal Government continues shaping reform efforts through the
No Child Left Behind Act of2001, a reauthorization ofthe Elementary and
Secondary Education Act. School systems are caught between a revolving door of
holding children and teachers accountable to increasingly vigorous state and national
standards, selecting appropriate curriculum and instructional plans, meeting the needs
of each individual school community, and obtaining the funding tied to making those
ends meet. The purse strings will open only to those districts that meet the federal
criteria. In response to this funding complication states increase the pressure to meet
target growth rates in the API. Hence, teachers feel increased stress and a principal's
behavior becomes even more significant in terms of teachers functioning under that
stress.
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Importance of the Study

While the IIIUSP environment of this study may be viewed as unique, the
variables impacting teacher stress levels discussed in the study are present at other
sites during high stakes testing and unprecedented school accountability. Its
significance is that it is a stressful time for teachers regardless of individual school
performance. However, teachers at sites where change is accelerated by state
intervention, and that continue failing to meet Academic Performance Index (API),
target growth rates, are arguably under much more stress. Add curriculum adoption
in two core content areas in the second year of intervention to the mix and you have a
problematic scenario for any administrator.
Curriculum adoption cycles are part of the make up of the American
educational landscape. These cycles both shape and are shaped by the forces vying
for reform leadership: publishers of curricular materials and the professional
standards committees. Into this environment is thrust a high stakes testing regimen
of national assessments which ultimately determine a school's score on the API index
and the schools standing in the public eye; the key to all the doors.
These factors coalesce and result in a school climate charged with tension,
apprehension, and increasing teacher stress. While stress is both a common hiproduct and a useful force for increased productivity needed to sustain change efforts,
too much stress can derail progress. There is a need for principals who can shape and
channel the forces of change to achieve maximum gains in student achievement while
reducing teacher stress. Stress during a curriculum adoption cycle is not unique to a
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single site. But because those stressors can become more prominent at an underperforming school, principals would be well served to look closely at specific
behaviors they can manifest to reduce stress.
Despite the limitations of this study, its significance to educational research
lies in the application of findings derived from much larger studies to the particular
requirements at a specific site. Though a great deal of research exists in the area of
educational stress and the role of principals in reducing teacher stress, it is important
to note principal behaviors which affect teacher stress during a curriculum adoption at
an II/USP school has not been previously studied. It is assumed within this research
paper that theories of transformational leadership are applicable to the objectives of
this case study although the body of research presented herein has not proven a valid
direct relationship from principal behaviors to the reduction of teacher stress. This is
due in part to the enormous complexity of isolating precise independent and
dependent variables associated with stress utilizing current research techniques. The
literature review does however; demonstrate indirect relationships between principal
behavior and a reduction of teacher stress. Therefore, care should be taken to avoid
formulating any conclusions based on this thesis. A more conclusive thesis would
need to include findings that are extended to include larger samples, multiple
principals and additional school sites in various districts.

Statement of Problem
When teachers experience high levels of stress, their ability to cope with
curricular and instructional reform efforts is negatively impacted. Principals can
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positively impact teacher stress levels by exhibiting specific behaviors. If these
behaviors can be identified through an inquiry such as this case study, more principals
will be able to modify their behaviors in ways that increase the willingness and
capabilities of teachers to engage in change processes triggered by curriculum
adoption cycles. This will increase the probability that the changes can be sustained
over time.
Limitations of the Study

The limitations of this study are:
•

The purposive sample size of 10 individuals limits the generalizability of
the findings.

•

The scope of the thesis is limited. The findings are derived solely from
studying behaviors of a single principal at one school site.

•

Though based on current categories/scales and survey instruments of
much larger studies found in the literature review, the alpha coefficients
may not be duplicated.

•

Though the study looks at 12 subset categories of principal activities
through an analysis of 730 data entries, it represents a small percentage of
teacher perceptions.
Definition ofTerms

Transactional versus Transformation: Burns (1978) insists that "the crucial variable"
which distinguishes the two is "purpose." Leaders "see and act on both their own and
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their followers' values and motivations" and the interactions to fulfill the purposes of
their followers are of "two fundamentally different forms"(p. 18 -19).
Transactional Leadership: "Occurs when one person takes the initiative in making
contact with others for the purpose of an exchange of valued things. The exchange
could be economic or political or psychological in nature; a swap of goods or of one
good for money; a trading of votes between candidate and citizen or between
legislators; hospitality to another person in exchange for willingness to listen to one's
troubles. Each party to the bargain is conscious of the power resources and attitudes
of the other" (Burns, 1978 p. 19).
Transformational Leadership: "Such leadership occurs when one or more persons
engage with others in such a way that leaders and followers raise one another to
higher levels of motivation and morality. Their purposes, which might have started
out as separate but related, as in the case oftransactionalleadership, become fusedtransforming leadership ultimately becomes moral in that it raises the level of human
conduct and ethical aspiration of both leader and led, and thus it has transforming
effect on both" (Burns, 1978 p. 20).
Academic Performance Index: The Academic Performance Index (API) was
established through the California's Public Schools Accountability Act of 1999
(PSAA). The purpose of the API is to measure the academic performance and growth
of schools. It is a numerical index that ranges from a low 200 to a high of 1000. A
school's score on the API is an indicator of a school's performance level. The interim
statewide API performance target for all schools is 800. A school's growth is
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measured by how well it is moving toward or past that goal. A school's base year
API is subtracted from its growth API to determine how much the school grew in a
year. The annual growth target for a school is five percent of the distance between a
school 's API Base and the statewide performance target of 800. If a school meets
growth criteria, it may be eligible to receive monetary awards. If a school is ranked
in the bottom half of the statewide distribution and does not meet or exceed its growth
targets, it may be identified for interventions (CA Department of Education Policy,
2003).
Immedi ate Interventi on/
California Department of Education School Improvement Division ensures API target
growth rate compliance to the State Board of Education when a statement of
compliance with Title VI of the Civil Rights Act of 1964 has been filed with the
Superintendent of Public Instruction, School Reform Assistance Office. The
Immediate Intervention/Underperforming Schools Program (II/USP) is the agency
responsible for implementation of funding and monitoring of school level and district
level assurances. When Federal funds are made available, they are used to
supplement and increase the amount of state and local funds. Programs and services
are in compliance with Title VI and Title VII of the Civil Rights Act of 1964; the
California Fair Employment Practices Act, Government Code Section 11135, and
Chapter 4 (commencing with Section 30) of Division 1 of Title 5 (T5) , California
Code ofRegulations (CCR).
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Curriculum Adoption Cycle: California Department of Education adoption cycles
occur on a six year rotation in all content areas pursuant to the California State
Education Standards. The site adopted Houghton-Mifflin for its Language Arts
Curriculum one year early to meet a three-year implementation IIIUSP plan. The site
selected and Harcourt-Brace in accordance with statewide adoption cycle time
specifications for Mathematics Curriculum.

Organization ofthe Paper
Chapter One is a description of the background to the study, the importance of
the study, and the statement of the problem. Limitations are outlined. Chapter One
also includes the definition of terms and a description of the organization of the study.
Chapter Two presents a review of the literature relevant to the study. The
review highlights key research on the topics of teacher stress, principal behaviors
associated positively and negatively with stress, and presents traits of a
transformational leader used as the foundation of transformational leadership for this
study.
Chapter Three covers the methodology of the study. It includes a description
of the subjects and materials used in the study as well as the specific procedures used
to gather the necessary data.
Chapter Four is the findings. This chapter includes a summary of teacher
beliefs' compared to those of the principal's, a case summary table for each of the
twelve subcategories of principal work, a frequency graph for each of the 73 Principal
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Management Inventory Rating Scale (PIMRS) question, and a statistical analysis of
the data.
Chapter five includes a summary, conclusion and recommendations. The
chapter ends with recommendations for principals during a curriculum adoption
cycle. The recommendations are based on findings form this single site study and
those presented in the review of the literature.
Following chapter five is a list of references used in developing the theoretical
framework for this thesis as well as an appendix explaining the research vehicle used
to gather data is included as outlined in the table of contents.
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CHAPTER 2 -LITERATURE REVIEW
This literature review presents a brief historical foundation of research on
stress, leadership and principal's best practices. The objective is not to rehash old
knowledge about well-researched topics, but to establish a definition and context for
stress in teaching profession, which is under the influence of principal behaviors.
This background is helpful in isolating specific stress teachers are subject to during
curriculum adoption cycle and more importantly, what principals can do about it.

Stress
Teaching is a noble and intrinsically rewarding career, but it is not immune to
stress. Nor has teaching been free from the market effects of budget restrictions and
cuts in state budgets. Teachers, who have kept their jobs throughout the recent
economic turmoil, can look back in recent history to know stress has taken a toll. The
hidden effects of stress cost untold millions of dollars annually in lost productivity,
absenteeism, and health care expenses in previous decades (Maturi, 1992).
The relationship between work demands of a highly technological and
complex society and personal stress has contributed to increasing teacher crisis in the
public schools (Emener, 1988). While that is not surprising, it is surprising that
higher levels of stress exist among teachers identified as highly effective when
compared to stress levels among mediocre or incompetent teachers (Terry, 1997).
The effects of stress can lead to burnout among teachers (Larchick & Chance, 2001 ).
The effects of stress have been widely researched. The majority of work in
the area of stress and its effect on teachers was published in the late 1970's through
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the early 1980s. Though research on stress has been limited throughout the 1990's to
studies of teacher burnout, the topic has evolved during the 2000's to include the
study of a school culture and the role of the principal in shaping that culture. The
bulk of our understanding of stress developed over the past three decades. Kidman
( 1984) noted that the current concepts of stress have developed from the work of
Hans Selye in the 1930's, who stated, "Ifthe twentieth century is to be known as the
age of science and technology, it also will be known as the age of stress and anxiety"
(p.lO).
In a special Time magazine issue on stress, (Wallis, 1983) quoted Selye' s
definition of stress as "the rate of wear and tear in the body." He traced western
medical interest in stress, which began on the effects of the battlefield from the time
of the Civil War's "soldier's heart" to World War I's "shell shock" to World War II's
"battle fatigue" (p.85). We can conclude that stress is a condition which has been
present throughout the evolution of man. However, these effects go far beyond the
scope and purpose of this paper. This paper will define stress beginning with Miller's
(1979) definition:
Stress begins with anxiety - a disturbance arising from some kind of
imbalance within us. All of us, each day, experience some kind of threatening
condition or disharmony. This anxiety leads to tension. Tension is a physical
reaction to the anxiety. When we are tense, nervous impulses cause changes
in our body. When tension reaches a degree of intensity that has adverse
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effect on the body, we are under stress. Perhaps it is more accurate to say we
suffer distress. (p.8)
Symptoms of stress were found to be feelings of tiredness, emotional
exhaustion, and anxiety (Welch, 1983). Benson and Allen (1930) described stress as
resulting from environmental situations that require behavioral adjustments. In turn,
the latter were related to specific physiological changes, such as sweating, increased
blood pressure and faster breathing. These changes frequently occurred in an
"integrated, co-ordinate pattern called the 'fight-or-flight' response" (Benson & Allen,
1930, p.87).
As noted by Miller ( 1979)), the effects of distress were widely researched
prior to the 1970's, but the term burnout first appeared in the late 1970's in books
(Cherniss, 1980; De Shong, 1979; Shaw, Bencky & Dixon, 1981; Spaniol & Caputo,
1979) and in articles (Bardo, 1979; Brown and Carlton, 1980; Hendrickson, 1979;
Hunter, 1977; Kyriacou & Sutcliffe, 1977; Pratt, 1978; Scrivens, 1979; Sparks, 1979;
Stevenson, 1975). Spaniol and Caputo (1979) define burnout as "the inability to cope
adequately with the stress of our work or personal lives" (p.2). Rieken (1980) stated
that a "condition of burnout exists when a person is attempting to perform a job by
merely going through the motions" (p.21 ). Shaw, et al. (1981) defined burnout as:
"excessive exposure to ambiguous, inconsistent and/or uncontrollable school
demands ... when individuals reach their adaptability limit and can no longer cope
with the stresses" (p.2).
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Cherniss ( 1980) says that burnout is the, "progressive loss of idealism, energy
and purpose experienced by people in the helping professions as a result of the
conditions of their work ... and the conditions vary" (p.24).
Most of the early writers agree that burnout is easier to observe and describe
than it is to define (Cherniss, 1980; Garguilo & Partin, 1980; Gray 1979; Moe, 1979;
Reed, 1979; Samples, 1976; Sylvester, 1977; Walsh, 1979). Others followed a
different, yet equally old line of argument, noting that "stress" shared a reputation
with "conflict." Whereas the traditional view of conflict was that it was to be avoided
all costs, there was a consideration of the constructive uses of conflict. Welch (1983)
argued burnout could occur whenever there is too little or too much stress. In fact,
without some stress, he concluded, nobody would get anything accomplished. Orpen
(1982) argued in a similar line that the effect of stress is not invariably negative, but
that it can be positive and that there may even be circumstances where an individual
may have too little stress for effective performance.
These divergent approaches have helped make a distinction between stress
and distress, or too much stress. Wallis (1983) quoted Hans Selye as believing that
stress was "the spice of life." Miller (1979) added "stress wakes us up and makes us
alive," and continued:
A world free of stress would be a world without achievement. Behind every
human accomplishment lie worry, frustration, and discontent. If one were
totally satisfied and free of stress, one would have little motivation to do
anything. There must be a level of dissatisfaction to cause action. Avoidance
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of stress is not the goal. Rather a productive life needs appropriate levels of
dissatisfaction, stress or tension to get us to get the job done, but stress should
not be so intense that it endangers or impairs our mental or physical health
(p.7).
So what is this level of"ideal stress?" Welch (1983) proposed that this
relationship was 'individual,' because "what may by too much stress for one
individual may not be enough for another" and therefore, the optimum amount of
stress, that which enables the individual to function most efficiently and effectively,
varies from individual to individual (p.3). He built on Hunter, (1977) who
emphasiz~d

there is no universally stressful event because each person reacts to stress

in a different way. However, concluded Welch, when stress does become intense
distress, particularly for those in the teaching profession, then the result may be
burnout.
Welch also drew from Weiskopf ( 1980), to provide a platform of measurable
stressors for educators. Weiskopf identified three types summarized as (1) the
individual's personality; (2) work environment, and (3) extra-organizational factors
This work is significant because to this study because it allows one to isolate
stressors inherent in a curriculum adoption, (work environment), to stressors of a
personality type (Type A versus Type B) and from extra organizational factors such
as family problems, life crises and financial difficulties Welch (1983, p. 3). Miller
(1979) discussed two sources of stress: self-imposed and situational which can be
superimposed on the above, adding an additional level of stratification. So we can
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begin to apply the stress definition for this study as: "negative stress" associated with
multiple" situational factors" in a "work environment" context which requires
principal behaviors to be reduced.
Leadership

The principal plays key roles in teacher burnout and stress, both as a major
source of support and the main source of stress. Teachers often cite stress as a reason
for leaving the teaching profession, including stress caused by negative relationships
with their principals (Blase & Kirby, 1992). (Starnaman & Miller, 1992) determined
that workload and support from their principals influenced teacher burnout, job
satisfaction, and occupational commitment. The relationship between a principal's
leadership style and teacher stress and satisfaction indicates that teachers'
performances were influenced by their perceptions of their principals' behavior
(Blase, Dedrick & Strathe, 1986). While doing research on motivation, Joan Davis
and Sandra Wilson found a significant relationship exists between empowering
behaviors of principals and teacher motivation, which could be interpreted as
"positive stress" in the previous section. Their research does not find any direct
relationship between principal behaviors with stress. However, since teacher
motivation and job satisfaction are negatively related to stress on the distress scale,
they conclude principals with higher rating scores also generated higher teacher's
overall motivation score (Davis & Wilson, 2000).
Elsewhere, this has been interpreted as personal power, or the ability to shape
one's own environment by the personal choices. Personal power is dependent on
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leadership style. In this sense, a high level of intrinsic empowerment is associated in
a positive way, is positively correlated with job satisfaction and negatively with job
stress (Velthouse, 1990). Leaders can nurture intrinsic empowerment by encouraging
and establishing positive, collaborative relationships and by facilitating decisionmaking that enhances both personal and organizational growth (Vogt & Murrell,
1990).
This paper assumes leadership style is an identifiable and consistent property
and leaders have individual coherent approaches to their work that can be broadly
categorized as either transactional or transformational. The second is the most
enduring finding from all empirical work on leadership. James McGregor Burns
defined the distinction between task definition or "initiating structure" and personal
relationship development or "consideration" approaches to leading an organization or
group (Burns, 1979). Whereas transactional leadership has agreed upon and accepted
roles, program structures, and authority relationships, it is the basic ingredient in dayto-day school operations (Mitchell, 1990). Transformational leadership is required to
secure new models of teaching and learning and involves more than working within
district policy. Douglas Mitchell writes:
Transactional leadership, utilizing the power and authority of the office, and
framed by the provisions of negotiated labor contracts, the principal routinely
defines tasks, assigns staff to perform them, and interprets the consequences.
These transactional routines cannot be expected to work, however, if the goal
is to alter or reform school programs and/or teaching processes. The reason is
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simple: transactional leadership depends upon the pre-existence of agreeupon goals and shared motives. Reforms, by contrast, are planned and
instituted precisely because existing patterns of aspiration and established role
relationships are not leading to effective programs and practices (p.16).
Leadership behavior is contingent upon both leadership style and the
environmental stressors facing a school. This distinction is significant because
leadership behaviors, which may be linked to stress reduction during curriculum
adoptions, should not be isolated from the environment in which they exist. It is
imperative to note that individuals alter their behavior when confronting different
contextual situations typical during curriculum adoption cycles: uncertainty with new
materials, unfamiliarity with new assessment instruments, changing teaching
strategies; for instance, add to teacher stress. Principals must adapt to new objectives,
orchestrate staff development and share decision making in the four core areas of
principal work: supervision, administration, management, and leadership.

Principal Behaviors
A comprehensive list of possible principal behaviors likely to reduce teacher
stress is well documented. This research paper will limit the scope and scale to
selected highlights from multiple sources, which support the use of the survey
instrument described in detail in the next chapter. The first category focuses on the
principal's role in implementation of school reform. Several key practices, which
reduce stress, are (1) the promotion of positive attitudes; (2) effective communication;
(3) strong effective leadership; (4) openness to teacher input in decision making; (5)

Principals and Teacher Stress 24
commitment to continual in-service support and professional development; (6)
provision for teacher planning and efficient; (7) establishing school wide academic
requirements; (8) creating counseling programs; (9) setting instructional standards for
teachers; and, (1 0) impartial evaluation (Robert, 1976; Russell & Others, 1995;
Desimone, 2000).
A second category is the principal's practices that reduce stress in
implementing new curriculum. Identified practices include: (1) presenting and
managing the curriculum in a meaningful way; (2) answer questions in a clear,
concise manner; (3) respect thinking of participant; (4) invite discussion and active
participation; (5) focus on student achievement; (6) encouraging outstanding students;
(7) involve communication among leaders and faculty; (8) reduce paperwork; (9)
clarifying and enforcing discipline standards; and, (1 0) extra time (Beasley, 1984;
Krug, 1990; Neuman & Pelchat, 2001).
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CHAPTER 3- METHODOLOGY
This study attempts to answer the following question: What principal
behaviors have stress-reducing effects on teachers at an under performing elementary
K-5, Immediate Intervention Under performing School Program (11/USP) school
during the first year of a curriculum adoption cycle in math and language arts? To
answer this question the researcher identified principal's behaviors recognized by the
teachers as reducing stress caused by a new curriculum adoption.
Based on research in the areas of educational stress and transformational
leadership, the purpose of this qualitative study was to determine the degree principal
behaviors have direct and indirect impact on teacher stress in four core dimensions of
principal work: (a) supervision, (b) administration, (c) management; and, (d)
leadership.

Subjects
The participants in this study were one principal, six teachers and three
support staff members. The selection process of the principal was based on multiple
on-site observations by the researcher, during which the behaviors and personal
qualities of a transformational leader were consistently displayed. The principal was
given the same questionnaire given to all the participants, the Principal Instructional
Management Rating Scale (PIMRS). This instrument was given to the principal as a
self-report of principal's practices in the areas of supervision, administration,
management, and leadership to serve as a comparison to the other participants'
responses.
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The selection criteria for the six classroom teachers were as follows: (a) a
minimum ofthree years teaching experience; (b) have experienced at least one
adoption cycle; (c) taught at the site for at least one year; and, (d) demonstrated
leadership by serving as a kindergarten through fifth grade level representative.
Teachers were given the PIMRS.
The reading specialist, the special education specialist and the second
language specialist were included in the study because they were not immune to
stress, their intimate knowledge of the curricular materials as well as the role they
each play in teacher support. They were given the PIRMS.
Materials

The 75-item Principal Instructional Management Rating Scale (PIMRS)
measures instructional leader behavior by isolating the curriculum and instructional
management functions from other managerial duties. This instrument renders an
alpha coefficient of0.75 and provides content, discriminant, and construct validation
(Appendix A). The PIMRS questionnaire was administered to the principal, the
reading, special education and the second language specialists and the six classroom
teachers, each representing K-5 grade levels. The PIMRS was analyzed to identify
and measure the extent principal behaviors were effective in reducing teacher stress.
Procedure

The six classroom teachers, three support staff personnel and the principal
were spoken to informally prior to receiving the PIMRS questionnaire. This
discussion outlined the manner in which they were to interpret each PIMRS question.
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Specifically, they were told to rate each principal behavior inasmuch as it related to
their stress and the impact of that behavior, if any, had on reducing their stress.
Teachers were given basic instructions on how to circle their responses on the Likert
frequency scale. Once their participation was secured, they were given a packet of
the definitions and terms found in the PIMRS, consent forms, schedule of completion,
and the protection of anonymity documentation. Teachers and support staff were
given the opportunity to complete PIMRS document during a one-hour prep period
predetermined by the site principal, or complete it on their own time.
PIMRS questionnaires were given a random three-digit number code in order
to protect the participant's identity. The researcher had a key that identified each
participant.
The researcher utilized the computer program SPSS 11.0 to determine
frequencies and statistics for each item analyzed by the data in order to determine the
impact of that behavior on teacher stress levels, as reported by the teacher participants.
The data was organized into twelve subcategories of principal behaviors:
(1)

Framing the School Goals

(2)

Communicating the School Goals

(3)

Supervising and Evaluating Instruction

(4)

Coordinating the Curriculum

(5)

Monitoring Student Progress

(6)

Protecting Instructional Time

(7)

Maintaining High Visibility
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(8)

Providing Incentives for Teachers

(9)

Promoting Professional Development

(I 0)

Developing and Enforcing Academic Standards

(11)

Providing Incentives for Learning

(12)

Providing for Stress.
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CHAPTER 4- RESULTS AND FINDINGS
The results and findings are organized by each of the twelve subcategories. A
summary of likenesses between teacher and support staff heretofore referred to as
"participants" and principal's perceptions of stress reducing behaviors are prepared at
the beginning of each of the twelve categories of principal behaviors studied. An
assumption made to guide the analysis is that people most often display the behaviors
that most closely support their beliefs and leadership style. Therefore the principal in
this study assigned the highest values to the behaviors that he/she believed most often
reduced teacher stress. Using the principal's self-perception as a stage, an analysis
was then made comparing participant and principal perceptions. Behaviors where
participants' perceptions were synomimous to the principal's self-perceptions as
"almost always" translated into a list of behaviors with the highest stress reducing
effects at this site.
The reader is prompted to remain mindful that each participant was given
specific instructions to read each question with the idea that it be viewed as a
principal behavior which has reduced their stress measured on a Likert scale of: (1)
almost never; (2) seldom; (3) sometimes; (4) frequently; and, (5) almost always.
Following each summary of likenesses, a table of case summaries is
presented. This has been included because each participant's response is clearly
subjective, not all participants were under the same level of stress, nor had the
principal established rapport with each participant to the same degree. Furthermore,
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the case summary tables allows the reader to independently weigh each respondent's
scoring and to detect trends for each participant, such as their overall stress level.
A frequency mean analysis is made for each of the twelve categories to
determine which categories had the most impact in reducing teacher stress. To get a
precise picture of principal behaviors, which were most effective at this site, only
those categories that rendered a mean of 4.0 or above are considered as final
recommendations because only those categories which majority of the participants'
perceived to have reduced their stress would be useful when gauging the effect on a
whole staff.
Finally, a frequency graph for each PIRMS is presented. Frequency analysis
was the primary method of analyzing data for this study. Therefore, a question-byquestion summary is presented in a graphical format. In addition, for clarity of
summary analysis, each PIMRS question is paraphrased and its item number
referenced in parenthesis.
1. Framing the School Goals Summary Analysis PIMRS 1- 6
Framing the school goals became the first priority of the II/USP intervention
at this site. The state required the site to create an intervention plan complete with
specific objectives, barriers, timetables and responsible parties.
It is not surprising the principal believed clear staff responsibilities for

meeting academic goals (3) and easily translated goals into classroom practice (6) to
"almost always" have a stress reducing effect on teachers. Three participants agreed
this "almost always" reduces teacher stress relative to meeting academic goals; one
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participant agreed this "almost always" reduces teacher stress relative to classroom
practice. Three participants thought needs assessments or other questionnaires to
secure staff input on goal development (4) as "almost always" having stress reducing
effect. Three participants support the use of data on student academic performance
when developing the school's academic goals (5) as having the most stress reducing
effect in this category of principal behavior.
A review of the case summary table shows the principal did not attain a mean
score above 4.0 in this category of principal behavior for any ofthe six questions. As
noted previously, a category of principal behavior must score above 4.0 to be
considered as having an overall stress reducing effect at this school site. The
significance lies in that while a principal cannot ignore the importance of framing
school goals he/she may choose to focus on other categories of principal behaviors if
his/her specific goal is to reduce the overall stress felt at the school site. To shore up
this hypothesis it is interesting to note while participant identified as case 9, nothing
the principal could do in this category that "almost never" reduced stress.
Meanwhile, participant identified as case 5 felt each behavior in this category "almost
always" reduced stress. This observation underscores the subjective nature of
studying behaviors that reduce stress on a wide scope. It also supports the findings in
the literature regarding the uniqueness of each person's response to a common
stressor and its antidote behavior. Or, in the worst-case scenario, it may also mean
that case 9 is burned out, in which case, there is little a principal can do directly to
improve the well being of this participant. On the other hand, if a principal is aware
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of such cases in his/her staff, there exists the hope that by identifying and focusing on
the behaviors that do reduce teacher stress, that, in the long term, those interventions
may reduce the likelihood of individuals leaving the teaching profession burned out.
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CHAPTER 4- RESULTS AND FINDINGS
1. Framing The School Goals
Case Summaries
Participant StatisticsDevelop
goals that
seek
improveme
nt over
current
levels of
academic
performance

Frame
Frame the
academic school's
11/USP
goals for
adoption
academic
material
goals in
implemen- terms of
tation with staff
target dates responsibilities from
meeting
them

Use needs Use data on Develop
assessmentstudent
goals that
or other
academic are easily
questionnai performanc translated
res to
e when
into
secure staff developing classroom
input on
the school's objectives
goal
academic by teachers
developgoals
ment during
the 11/USP
process

1

Sometimes Seldom

2

Frequently Frequently Frequently Sometimes Frequently Sometimes

3

Frequently Frequently Almost
Always

Almost
Always

4

Frequently Frequently Almost
Always

Frequently Almost
Always

Sometimes

5

Almost
Always

Almost
Always

Almost
Always

6

Frequently Frequently Frequently Frequently Almost
Always

7

Frequently Sometimes Frequently Sometimes Sometimes Frequently

8

Almost
Always

Frequently Frequently Almost
Always

Frequently Frequently

9

Almost
Never

Almost
Never

Almost
Never

Total

N
Mean
Sum
Std .
Deviation

9
3.7778
34.00
1.20185

Almost
Always

Seldom

Seldom

Almost
Always

Almost
Never

Almost
Never

9
3.4444

9
3.7778

31.00
1.23603

34.00
1.39443

9
3.5556
32.00
1.42400

Seldom

Seldom

Frequently Frequently

Almost
Always

Frequently

Almost
Never

9
3.6667
33.00
1.41421

9
3.3333
30.00
1.22474
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CHAPTER 4- RESULTS AND FINDINGS
FRAMING THE SCHOOL GOALS

Principal Instructional Management Rating Scale (PIMRS 1)
6 .-------------------------------------------------~

Almost Never

Sometimes

Frequently

Almost Always

Develop goals that seek improvement over current levels of academic performance.
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Principal Instructional Management Rating Scale (PIMRS 2)
6~--------------------------------------------------~

5

5

4

3

Almost Never

Sometimes
Seldom

Almost Always
Frequently

Frame academic goals for adoption material implementation with target dates.
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Principal Instructional Management Rating Scale (PIMRS 3)
5~--------------------------------------------------~

4

4

3

2

>u
c::

1

1

Almost Never

Seldom

(J)

:J

0"

...

(J)

u..

0
Frequently

Almost Always

Frame the school's IIIUSP academic goals in terms of staff responsibilities for
meeting them.
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Principal Instructional Management Rating Scale (PIMRS 4)

3.5

3.0

3.0

2.5

2.0

2.0

2.0

1.5

1.0

>(.)
c
())

1.0

1.0

.5

::J

o~

LL

0.0
Almost Always

Sometimes

Almost Never
Seldom

Frequently

Use needs assessment or other questionnaires to secure staff input on goal
development during the Il/USP process.
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Principal Instructional Management Rating Scale (PIMRS 5)
3.5

3.0

3.0

3.0

2.5

2.0

1.5

1.0

>u
c
Q)

1.0

1.0

1.0

.5

::J

0"

Q)
.....

LL

0.0
Almost Always

Sometimes

Almost Never
Seldom

Frequently

Use data on student academic performance when developing the school's academic
goals.
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Principal Instructional Management Rating Scale (PIMRS 6)
5r---------------------------------------------------~

4

4

3

2

2

Almost Never

Sometimes
Seldom

Almost Always
Frequently

Develop goals that are easily translated into classroom objectives by teachers.
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2. Communicating the School Goals Summary Analysis P!MRS 7 - I 2

Communication is the key to transformational leadership, effective school
reform, and it is also the key to reduce teacher stress.
In this category of principal behaviors, the principal believes the best place to
discuss the school's academic goals with staff is at faculty meetings (9). Three
teachers agree this behavior "almost always" reduces teacher stress. The principal
refers to the school's academic goals when making curricular decisions with teachers
(1 0). Four teachers agree this "almost always" reduces teacher stress. The principal
refers to the school's goals in student assemblies (12). Three teachers agree this
"almost always" reduces teacher stress.
Five teachers believe communicating the school's academic goals to people at
school (7) to "almost always" have a stress reducing effect, while the principal
believes this "frequently" has a stress reducing effect.
The case summary table demonstrates the relative weight placed on this
category of principal behaviors by teachers. Careful scrutiny between teacher
responses and the principal's response indicate a positive correlation between
perceptions that communicating school goals reduces stress. The mean score of 4.0
and above for two items in this category of principal behavior is significant because
communication, as it relates to setting academic goals for teachers is a basis for
making curricular decisions that reflect the schools goals. In an environment of
accelerated change, fraught with more state intervention and possible sanctions,
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communication that targets a school's priority while simultaneously reducing stress is
significant.
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CHAPTER 4 -RESULTS AND FINDINGS
2. Communicating the School Goals
Case Summaries
Participant StatisticsCommunic
s
ate the
school's
academic
goals to
people at
school

Seldom

Refer to
Discuss theRefer to
Ensure that Refer to
the
school's
the
the
the
school's
academic school's
school's
school's
academic goals with academic goals are goals in
goals in
teachers at goals when reflected in student
highly
informal
faculty
making
assemblies
setting with meetings curricular visible
teachers
decisions displays in
the school
with
teachers (e.g.,
posters or
bulletin
boards
indicating
the
importance
of reading
and math
Seldom

2

Frequently Seldom

3

Almost
Always
Almost
Always
Almost
Always
Almost
Always
Almost
Always
Frequently

4
5
6
7

Frequently
Frequently
Frequently
Frequently

Sometimes Seldom
Sometimes Almost
Always
Almost
Almost
Always
Always
Frequently Almost
Always
Almost
Frequently
Always
Frequently Frequently

Almost
Seldom
Never
Sometimes Seldom
Sometimes Frequently
Frequently Frequently
Almost
Sometimes
Never
Sometimes Sometimes

Frequently Almost
Frequently Seldom
Seldom
Always
8
Frequently Frequently Almost
Sometimes Frequently
Always
9
Almost
Almost
Almost
Seldom
Almost
Almost
Never
Never
Never
Never
Never
Total
N
9
9
9
9
9
9
Mean
4.0000
3.2222
3.7778
4.0000
2.3333
2.7778
Std.
1.50000
1.20185
1.30171
1.22474
1.11803
1.09291
Deviation
Sum
36.00
29.00
34.00
36.00
21 .00
25.00

Principals and Teacher Stress 43
COMMUMICATING THE SCHOOL GOALS
Principal Instructional Management Rating Scale (PIMRS 7)
6r-------------------------------------------------~

Almost Never

Seldom

Frequently

Almost Always

Communicate the school's academic goals to people at school.
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Principal Instructional Management Rating Scale (PIMRS 8)
7~--------------------------------------------------~

6

6

5

4

3

2

2

>(.)
c
Q)

1

~

0"

~

u..

0
Almost Never

Seldom

Frequently

Refer to the school's academic goals in informal setting with teachers.
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Principal Instructional Management Rating Scale (PIMRS 9)
3 . 5~----------------------------------------------,

Almost Never

Sometimes

Frequently

Almost Always

Discuss the school's academic goals with teachers at faculty meetings.
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Principal Instructional Management Rating Scale (PIMRS 10)
5~--------------------------------------------------~

Seldom

Frequently

Almost Always

Refer to the school's academic goals when making cunicular decisions with teachers.
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Principal Instructional Management Rating Scale (PIMRS 11)
5~--------------------------------------------------~

Almost Never

Seldom

Sometimes

Frequently

Ensure that the school's goals are reflected in highly visible displays in the school
(e.g., posters or bulletin boards indicating the importance of reading or math).
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Principal Instructional Management Rating Scale (PIMRS 12)
3 . 5~------------------------------------------------~

3.0

3.0

3.0

2.5

2.0

2.0

1.5

1.0

>(.J
c
Q)

1.0

.5

::J

o~

u...

0.0
Almost Never

Seldom

Refer to the school's goals in student assemblies.

Sometimes

Frequently
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3. Supervising and Evaluating Instruction Summary Analysis PIMRS 13- 23
Supervising and evaluating instruction is the area identified in the literature
review as being the most stressful part of their work by both teachers and principals.
However, in an era of high accountability, this area is bound to become a centerpiece
of school reform. It is therefore critical that the principal's self perception matches
those of the staff, if stress is to be reduced in this area of principal behavior.
The principal believes conducting informal observations in classrooms on a
regular basis (13) to "almost always" reduce teacher stress. While no participant
agreed with this observation, four did state it "frequently" reduced teacher stress. The
principal believes ensuring that the classroom objectives of teachers be consistent
with the stated goals of the school (14) "almost always" reduces stress. ·one
participant agreed. The principal believes evaluating teachers on academic objectives
directly related to those ofthe school (17) "almost always" reduces stress. While
three participants agreed, two asserted this principal behavior "almost never" reduces
their stress. Another principal behavior identified by the principal as "almost always"
reducing stress is to point out specific strengths in teacher instructional practices in
post observation conference (18). While most (six of nine) generally agree, only
three stated it "almost always" reduces teacher stress and three "almost never." And,
while one participant concurred with the principal that pointing out specific
weaknesses in teacher instructional practices in post observation conferences (19)
"almost always" reduces teacher stress, four asserted it "almost never" reduced
teacher stress. A similar ratio also held true for noting specific strengths and
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weaknesses in written evaluations (20 & 21 ). Four participants agreed with the
principal this behavior "almost always" reduces stress, while four disagreed stating it
"almost never" reduces stress.
A mean score above 4.0 was not attained in this category of principal
behavior. This would suggest principals who would focus on reducing teacher stress
at their site should look at spending less time in this category of principal behaviors,
perhaps entrusting this task to teachers. This would also help to bolster feelings of
competence among the staff, which together with small gains in academic success,
foster positive work environments.
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CHAPTER 4- RESULTS AND FINDINGS
3. Supervising and Evaluating Instruction
Case Summaries
Participants StatisticsConduct
Ensure that Meet with
informal
the
teachers
observaclassroom and aides
tions in
objectives to ensure
classrooms of teachers they are
on a
are
working
regular
consistent toward the
basis -with the
same
informal
stated
objectives
observagoals of the
tions are
school
unscheduled , last
at least 5
minutes,
and may or
may not
involve
written
feedback or

Review
student
work
products
when
evaluating
classroom
instruction

Evaluate
Point out
teachers on specific
academic strengths in
objectives teacher
directly
instrucrelated to tional
those of the practices in
school
post
observation
conferences

Almost
Never
Almost
Never
Seldom

Sometimes Frequently

a
formal
conference

1
2

Sometimes Almost
Never
Seldom
Almost
Never
Sometimes Frequently

Almost
Never
Seldom

6

Almost
Never
Almost
Frequently Almost
Always
Always
Frequently Almost
Frequently Sometimes Sometimes Seldom
Always
Frequently Almost
Almost
Almost
Almost
Almost
Always
Never
Never
Never
Never
Sometimes Frequently Frequently Frequently Sometimes Frequently

7

Frequently Sometimes Sometimes Seldom

3
4

5

8
9
Total

Seldom

Sometimes Frequently

Sometimes Sometimes Frequently Sometimes Frequently Almost
Always
Frequently Almost
Almost
Almost
Almost
Almost
Never
Never
Never
Never
Never
9
9
9
9
9
N
9
3.3333
1.8889
2.7778
Mean
3.2222
2.8889
2.6667
30.00
Sum
29.00
26.00
24 .00
17.00
25.00
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Std .
Deviation

.97183

1.36423

1.50000

1.05409

1.20185

1.80278

Case Summaries
Partici- StatisticsPoint out Note
Note
Note
Note specific
pants
specific
specific
specific
student
instructional practices
weaknes- strengths ofweaknes- time onrelated to the stated
the
ses of the task in
classroom objectives
ses in
teacher
teacher's teacher's feedback toin written evaluations
instrucinstrucinstructeachers
tional
tional
tional
after
practices in practices in practices in classroom
post
written
written
observaobserva- evaluations evaluations tions
tion
conferences

1

Almost
Never

Almost
Never

Almost
Never

Almost
Never

Almost Never

2

Almost
Never

Almost
Never

Almost
Never

Almost
Never

Almost Never

3

Frequently Almost
Always

Almost
Always

Frequently Frequently

4

Almost
Always

Almost
Always

Almost
Always

Frequently Almost Always

5

Almost
Never

Almost
Never

Almost
Never

Almost
Never

6

Sometimes Almost
Always

7

Sometimes Frequently Sometimes Seldom

Frequently

8

Sometimes Almost
Always

Sometimes Almost
Always

Almost Always

9

Almost
Never

Almost
Never

Almost Never

Total

Almost Never

Sometimes Sometimes Frequently

Almost
Never

Almost
Never

N

9

9

9

9

9

Mean
Sum

2.4444
22 .00

3.1111
28.00

2.5556
23 .00

2.4444
22.00

2.8889
26.00

Std .
Deviation

1.50923

2.02759

1.66667

1.58990

1.83333
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SUPERVISING AND EVALUATING INSTRUCTION
Principal Instructional Management Rating Scale (PIMRS 13)
5~--------------------------------------------------~

4

4

4

3

2

~

c:

1

Q)

:::J

0'"

~

~

0~----~--~-----L--~--~----~--~--~----~------~
Almost Never

Sometimes

Frequently

Conduct informal observations in classrooms on a regular basis (informal
observations are unscheduled, last at least 5 minutes, and may or may not involve
written feedback or a formal conference).
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Principal Instructional Management Rating Scale (PIMRS 14)
3.5

3.0

3.0

2.5

2.0

2.0

2.0

1.5

1.0

1.0

1.0

>.
(.)

c

Q)

.5

::J

0"

~

u_

0.0
Almost Never

Almost Always

Sometimes
Seldom

Frequently

Ensure that the classroom objectives of teachers are consistent with the stated goals of
the school.
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Principal Instructional Management Rating Scale (PIMRS 15)
3.5

3.0

3.0

2.5

2.0

2.0

2.0

1.5

1.0
1.0

1.0

>.

u
c

Q)

.5

:J

0"
Q)

.....

LL.

0.0
Almost Never

Sometimes
Seldom

Almost Always
Frequently

Meet with teachers and aides to ensure that they are working toward the same
objectives.
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Principal Instructional Management Rating Scale (PIMRS 16)
5 .-----------------------------------------------------~

Almost Never

Seldom

Sometimes

Frequently

Review student work products when evaluating classroom instruction.
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Principal Instructional Management Rating Scale (PIMRS 17)
3 . 5.-----------------------------------------------~

3.0

3.0

2.5

2.0

2.0

1.5

1.0

1.0
>.

(.)

c

Q)

.5

:J

C"

Q)
.....

LL

0.0
Almost Never

Seldom

Sometimes

Frequently

Evaluate teachers on academic objectives directly related to those of the school.
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Principal Instructional Management Rating Scale (PIMRS 18)

3.5.,.-----------------------------,
3.0

3.0

3.0

3 .0

Almost Never

Frequently

Almost Always

2.5

2.0

1.5

1.0

>u
c
Q)

.5

::::l

0"
Q)

.....

LL

0.0

Point out specific strengths in teacher instructional practices in post observation
conferences.
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Principal Instructional Management Rating Scale (PIMRS 19)
5~----------------------------------~----------------~

Almost Never

Sometimes

Frequently

Almost Always

Point out specific weaknesses in teacher instructional practices in post observation
conferences.
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Principal Instructional Management Rating Scale (PIMRS 20)
5~--------------------------------------------------~

Almost Never

Frequently

Almost Always

Note specific strengths of the teacher's instructional practices in written evaluations.
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Principal Instructional Management Rating Scale (PIMRS 21)
5.-----------------------------------------------------~

4

4

3

3

2

2

~

c

(!)

:J

0"

~

~

0._____~----~--~--~----~----~--~--~----~------~
Almost Never

Sometimes

Almost Always

Note specific weakness of the teacher's instructional practices in written evaluations.
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Principal Instructional Management Rating Scale (PIMRS 22)
5 ~--------------------------------------------------~

4

4

3

2

2

Almost Never

Almost Always

Sometimes
Seldom

Frequently

Note student time on-task in feedback to teacher after classroom observations.
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Principal Instructional Management Rating Scale (PIMRS 23)
5T---------------------------------------------------~

Almost Never

Frequently

Almost Always

Note specific instructional practices related to the stated classroom objectives in
written evaluations.
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4. Coordinating the Curriculum Summary Analysis PIMRS 24-30
Instructional leadership, when it is clear and effective, can influence teacher
stress positively. Instructional leadership is also a trademark of a transformational
leader. A key area within this area of principal behavior is coordinating curriculum
implementation. In an IIIUSP school, in the midst of transforming via curriculum
adoption in mathematics and language arts, leadership this area becomes critically
important to overall school success. in this area of principal behavior, the researcher
was hoping to find a large degree of agreement between teacher and principal
perceptions. Unfortunately for this site, there are no significant matches. Having said
that, one must also note that there is a wide variation among teacher perceptions as
well. Perhaps this is an area that could be bridged with in-service training and staff
development opportunities, which have not yet been implemented at the time of this
study.
The principal believes it "almost always" reduces teacher stress when it is
clear who is responsible for coordinating the curriculum across grade levels (24).
One participant agreed, but four stated this "frequently" reduces stress. Four
participants agreed with the principal that drawing on the results of school wide
testing when making curricular decisions (26) "almost always" reduces stress. One
participant agreed to "almost always" reducing stress when the principal monitors the
classroom curriculum to see that it covers the school's curricular objectives (28);
while four felt it "sometimes reduces" stress. None of the participants surveyed
agreed that it "almost always" reduces stress when the principal assesses the overlap
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between the school's curricular objectives and the achievement test(s) used for
program evaluation (29). However, four believed it "frequently" reduces stress.
Finally, one participant agreed it "almost always" reduces stress and six believe it
"frequently" reduces stress when the principal participates actively in review and/or
selection of curricular materials (30).
A mean score above 4.0 in this category of principal behavior was not
attained. It may suggest that at least during a cuniculum adoption cycle, a
transformational leader is not the instructional leader. Lead teachers or pilot teachers
were given the responsibility to test materials and to make their recommendations.
These recommendations were shared with the staff, time was provided for individual
teachers and grade levels to preview the materials, compare goals and objectives, and
then vote for the cuniculum which best suited the needs of this site. It would make
sense that these teachers would have a greater role as instructional leaders. The
principal, if he/she makes decisions which run contrary those of the lead/pilot
teachers, runs the risk of appearing to be passing down preferences from the district
office. This would not add to a sense of ownership or of shared decision-making felt
by the staff and would negatively affect stress at the site.

Principals and Teacher Stress 66
CHAPTER 4- RESULTS AND FINDINGS

4. Coordinating the Curriculum
Case Summaries
Parti- StatisticsMake clear
Ensure
cipants
who is
that the
responsible forschool's
coordinating academic
the curriculum goals are
across grade translated
levels (e.g.,
into
the principal , common
vice principal, curricular
or a teacher) objectives

Draw on
the results
of school
wide
testing
when
making
curricular
decisions

Ensure the Monitor theAssess the Participate
objectives classroom overlap
actively in
of special curriculum between review
programs to see that the
and/or
are
it covers school's
selection
coordinate the
curricular of
d with
school's
objectives curricular
those of
curricular and the
materials
regular
objectives achieveme
classroom
nt test( s)
used for
program
evaluation

1

Almost Never Almost
Never

2

Frequently

Frequently SometimesFrequently Frequently Frequently Frequently

3

Frequently

Frequently Almost
Always

4

Almost Always Almost
Always

Almost
Always

Frequently SometimesSometimesFrequently

5

Frequently

Almost
Always

Almost
Always

6
7

Frequently

Frequently Frequently Frequently Frequently Frequently Frequently

Seldom

SometimesSeldom

SometimesSometimesSeldom

8

Sometimes

Frequently Almost
Always

SometimesSometimesFrequently Frequently

9

Almost Never Almost
Never

Total

Almost
Always

SometimesSeldom

Almost
Never

SometimesSeldom

Almost
Always

Almost
Never

Frequently

Frequently Frequently Frequently

Almost
Always

Almost
Never

SometimesAimost
Always

Almost
Never

Seldom

Almost
Never

N
Mean

9
3.1111

9
3.4444

9
3.6667

9
3.4444

9
3.3333

9
3.0000

9
3.5556

Sum
Std .
Deviation

28.00
1.45297

31.00
1.50923

33.00
1.50000

31 .00
1.33333

30.00
1.11803

27.00
1.11803

32.00
1.23603
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COORDINATING THE CURRUCULUM
Principal Instructional Management Rating Scale (PIMRS 24)
5.---------------------------------------------------~

4

4

3

2
2

Almost Never

Sometimes
Seldom

Almost Always
Frequently

Make clear who is responsible for coordinating the curriculum across grade levels
(e.g., the principal, vice principal, or a teacher).
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Principal Instructional Management Rating Scale (PIMRS 25)
5~--------------------------------------------------~

Almost Never

Sometimes

Frequently

Almost Always

Ensure that the school's academic goals are translated into common curricular
objectives.
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Principal Instructional Management Rating Scale (PIMRS 26)
5~--------------------------------------------------~

4

4

3

2

>. 1

()

c

2

1

1

1

Q)
::J

0'"

....Q)

LL

0
Almost Never

Almost Always

Sometimes
Seldom

Frequently

Draw on the results of school wide testing when making curricular decisions.

Principals and Teacher Stress 70
Principal Instructional Management Rating Scale (PIMRS 27)
3.5

3.0

3.0

2.5

2.0

2.0

2.0

Sometimes

Almost Always

1.5

1.0

>(.)
c::

Q)
:::::1

1.0

1.0

.5

rr

~

LL

0.0
Almost Never
Seldom

Frequently

Ensure that the objectives of special programs are coordinated with those of the
regular classroom.
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Principal Instructional Management Rating Scale (PIMRS 28)
5~--------------------------------------------------~

Almost Never

Sometimes

Frequently

Almost Always

Monitor the classroom curriculum to see that it covers the school's curricular
objectives.
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Principal Instructional Management Rating Scale (PIMRS 29)
5.---------------------------------------------------~

Almost Never

Seldom

Sometimes

Frequently

Assess the overlap between the school's curricular objectives and the achievement
test(s) used for program evaluation.
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Principal Instructional Management Rating Scale (PIMRS 30)
7~--------------------------------------------------~

Almost Never

Seldom

Frequently

Almost Always

Participate actively in review and/or selection of curricular materials.
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5. Monitoring Student Progress Summary Analysis P IMRS 31 - 38

Monitoring student progress is primarily the responsibility of individual
teachers. Ultimately, the person most accountable for student progress is the school
principal. It is the degree of student monitoring required of an II/USP school and of
reporting that information to the state auditor that makes this area vulnerable to
teacher stress. Each PIMRS question in this area measures the degree of stress
reduction felt by teachers when the principal undertakes each individual behavior.
The principal believes using test results to assess progress toward school goals
(33) "almost always" reduces teacher stress. Two participants agreed; five believe
this behavior "frequently" reduces stress. The principal considers distributing test
results in a timely fashion (34) "almost always" reduces teacher stress. Again, two
participants agreed; five believe this behavior "frequently" reduces stress. The
principal deems it "almost always" reduces teacher stress when teachers are informed
ofthe school's performance results in written form (35). Two participants agreed;
four felt it "frequently" reduces their stress. The principal believes identifying
students whose test results indicate a need for special instruction such as remediation
or enrichment to "almost always reduce teacher stress (37). Two participants agreed;
while four think it almost never reduces teacher stress. Finally, the principal
supposes developing or finding appropriate instructional programs for students whose
test results indicate a need (38) "almost always" reduces teacher stress. One
participant agreed; three felt it "frequently" reduces stress; three felt it "almost never"
reduces teacher stress.
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A mean score above 4.0 was not obtained for this category of principal
behavior. A review of case summaries reveals a higher proportion of stress per case
than previous case summaries as evidenced by the sum of means of2.9722. The
II/USP process is heavily inclined towards reporting student progress to the state
representative. Teachers had to come to a consensus on which data would be used,
how frequently, and how that data was to drive their instruction. These activities
were at times repetitive and time consuming. Teachers undoubtedly felt additional
stress related to additional monitoring and reporting of student progress. Principal
behaviors in this category, under II/USP backdrop are not likely to directly reduce
teacher stress because they are demanded from outside the site, at a level beyond
his/her control. However, six of nine teachers did feel principal behaviors described
did "almost always" reduce stress, though there was no agreement on any specific
behavior for at least two participants.
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CHAPTER 4 - RESULTS AND FINDINGS
Monitoring Student Progress
Case Summaries
Participants

StatisticsMeet
individually
with teachers
to discuss
student
academic
progress

Discuss item
analysis of
tests with
faculty to
identify
strengths and
weaknesses
in the
instructional
program

Use test
Distribute test
results to
results in a
timely fashion
assess
progress
toward school
goals

1

Almost Never Almost Never Seldom

Frequently

2

Almost Never Almost Never Frequently

Frequently

3

Sometimes

Sometimes

Frequently

Almost Always

4

Sometimes

Sometimes

Almost Always

5

Almost Never Sometimes

Almost
Always
Frequently

6

Sometimes

7

Frequently

Sometimes

Almost
Always
Almost Never Frequently

Sometimes

8

Sometimes

Sometimes

Frequently

9

Sometimes

Almost Never Almost Never Almost Never

Total

N
Mean
Sum
Std. Deviation

a Limited to first 100 cases.

9
2.3333
21 .00
1.00000

Frequently

Frequently

9
2.2222
20.00
1.20185

Frequently

9
3.6667
33 .00
1.32288

9
3.7778
34.00
1.20185
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CHAPTER 4- RESULTS AND FINDINGS
Monitoring Student Progress
Case Summaries
Participants

Statistics Inform
teachers of
the school's
performance
results in
written form
(e.g ., in a
memo or
newsletter)

Inform
Identify
Develop or
students of the students
find the
school's
whose test
appropriate
performance results
instructional
results
indicate a
program(s) for
need for
students
special
whose test
instruction
results
such as
indicate a
remediation or need
enrichment

Frequently

Sometimes

Almost Never Almost Never

2

Frequently

Sometimes

Sometimes

3

Almost Always Almost Always Almost Always Frequently

4

Frequently

Sometimes

5

Sometimes

Almost Never Almost Never Almost Never

6

Almost Always Sometimes

Frequently

Frequently

7

Frequently

Sometimes

Seldom

Frequently

8

Sometimes

Sometimes

Almost Always Almost Always

9

Almost Never Almost Never Almost Never Almost Never

Total

N
Mean
Sum
Std . Deviation

a Limited to first 100 cases.

Sometimes

Almost Never Seldom

9

9

9

9

3.6667
33.00
1.22474

2.7778
25.00
1.20185

2.5556
23.00
1.74005

2.7778
25.00
1.56347
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MONITOR STUDENT PROGRESS

Principal Instructional Management Rating Scale (PIMRS 31)

Almost Never

Sometimes

Meet individually with teachers to discuss student academic progress.
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Principal Instructional Management Rating Scale (PIMRS 32)

5.------------------------------------------------,

Almost Never

Sometimes

Frequently

Discuss the item analysis of tests with the faculty to identify strengths and
weaknesses in the instructional program.
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Principal Instructional Management Rating Scale (PIMRS 33)
6T---------------------------------------------------~

Almost Never

Seldom

Frequently

Use test results to assess progress toward school goals.

Almost Always
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Principal Instructional Management Rating Scale (PIMRS 34)
6~--------------------------------------------------~

Almost Never

Sometimes

Distribute test results in a timely fashion.

Frequently

Almost Always
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Principal Instructional Management Rating Scale (PIMRS 35)
5T---------------------------------------------------~

Almost Never

Sometimes

Frequently

Almost Always

Inform teachers of the school's performance result in written form (e.g. in a memo or
newletter).
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Principal Instructional Management Rating Scale (PIMRS 36)
7 .---------------------------------------------------~

6

6

5

4

3

2

2

>.

(.)

c

Q)

1

1

:::J

oQ)
.....

u..

0
Almost Never

Sometimes

Inform students of the school's performance results.

Almost Always
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Principal Instructional Management Rating Scale (PIMRS 37)
5T-----------------------------------------------------~

4
4

3

2

2

>.

(.)

1

c

1

Q)
:::J

C"'

Q)

.....

LL

0
Almost Never

Almost Always

Sometimes
Seldom

Frequently

Identify students whose test results indicate a need for special instruction such as
remediation or enrichment.
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Principal Instructional Management Rating Scale (PIMRS 38)
3.5

3.0

3.0

3.0

2.5

2.0

1.5
~

1.0

>(.)
c

<I>

1.0

1.0

1.0

.5

::::J
0"

<I>
......
LL

0.0
Almost Never

Almost Always

Sometimes
Seldom

Frequently

Develop or find the appropriate instructional program(s) for students whose test
results indicate a need.
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6. Protecting Instructional Time Summary Analysis PIMRS 39- 43
One of the issues surrounding curriculum adoptions is whether or not there is
enough instructional time to implement the program and still dedicate sufficient
instructional minutes to other core content areas. An II/USP school does not have the
test scores to account for significant growth in core areas. Because the stakes are so
high to show growth in all sub groups and in all content areas, protecting instructional
time is an area of principal behavior that directly influences teacher stress. In a
continually under performing II/USP school (3 consecutive years), the state has the
legal right to take control over its operations, and may opt to assign new teachers,
administrators and adopt new curriculum. The particular site in this study is in its
second consecutive year of under performing for all its significant subgroups.
Teachers are affected negatively when instructional time is not used effectively.
It is surprising that the findings do not support either the priority the principal

has assigned to this category of behavior nor its stress reduction capacity. The
principal believes it "almost always" reduces teacher stress when ensuring that
instructional time is not interrupted by public-address announcements (39). Two
participants agreed. The principal believes ensuring that students are not called to the
office during instructional time (40) "almost always" reduces teacher stress. One
participant agreed; five think it "sometimes" reduces their stress. The principal
believes ensuring that truant students suffer specified consequences for missing
instructional time (41) "almost always" reduces teacher stress. One participant
agreed. The principal believes ensuring tardy or truant students make up lost
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instructional time (42) as "almost always" reducing teacher stress. No participant
agreed. Finally, the principal believes visiting classrooms to see that instructional
time is used for learning and practicing new skills and concepts (43) "almost always"
reduces teacher stress. No participant agreed, although five think it was "sometimes"
helpful in reducing their stress.
A mean score above 4.0 was not attained for this category of principal
behavior. The researcher was hoping to find a relationship between the vast scope of
content that needs to be covered in a year and the time required to teach that content
to mastery of grade level expectations. None was found. This does not mean
teachers do not feel stress related to the scope of curricular goals and objectives. It
may mean, however, that they feel as though the principal does not have a great deal
to do with it.
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CHAPTER 4- RESULTS AND FINDINGS
6. Protecting Instructional Time
Case Summaries
Participants
StatisticsEnsure
Ensure
Ensure
Ensure
Visit
instructional students aretruant
tardy or
classrooms
truant
to see that
time is not not called to students
interrupted the office
suffer
students
instructional
by public- during
specified
make up
time is used
address
instructional consequenc lost
for learning
announcem time
es for
instructional and
ents
m1ss1ng
time
practicing
instructional
new skills
time
and
concepts

1

Frequently Frequently Sometimes Seldom

2

Sometimes Almost
Always
Almost
Sometimes
Always
Sometimes Sometimes

3
4

Frequently Frequently Almost
Never
Frequently Sometimes
Almost
Always
Frequently Sometimes Sometimes

Frequently
Almost
Almost
Almost
Never
Never
Never
Frequently Frequently Sometimes Frequently

7

Almost
Never
Almost
Always
Sometimes

8

Frequently Sometimes Seldom

5

6

Sometimes

Sometimes Sometimes Seldom
Seldom

Frequently
Sometimes

Sometimes
Almost
Sometimes Almost
Almost
Never
Never
Never
9
Total
9
9
9
9
N
3.2222
2.4444
3.1111
Mean
3.2222
3.0000
28.00
29.00
27 .00
22 .00
Sum
29.00
.92796
Std .
1.48137
1.09291
1.41421
1.13039
Deviation
a Limited to first 100 cases.

9
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PROTECTING INSTRUCTIONAL TIME
Principal Instructional Management Rating Scale (PIMRS 39)

3.5.-----------------------------------------------,
3.0

3.0

2.5

2.0

2.0

2.0

1.5

1.0

>c

(.)

Q)

.5

::J

0"
Q)
.....

u.. 0.0
Almost Never

Sometimes

Frequently

Almost Always

Ensure that instructional time is not intenupted by public-address announcements.
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Principal Instructional Management Rating Scale (PIMRS 40)
6 ~--------------------------------------------------~

5
5

4

3

Almost Never

Sometimes

Frequently

Almost Always

Ensure that students are not called to the office during instructional time.
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Principal Instructional Management Rating Scale (PIMRS 41)
3.5

3.0

3.0

2.5

2.0

2.0

2.0

1.5

1.0

1.0

1.0

>.
(.)

c

Q)

.5

::J

o~

u...

0.0
Almost Never

Almost Always

Sometimes
Seldom

Frequently

Ensure that truant students suffer specified consequences for missing instructional
time.
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Principal Instructional Management Rating Scale (PIMRS 42)
3 . 5~------------------------------------------------~

3.0

3.0

2.5

2.0

2.0

2.0

2.0

Sometimes

Frequently

1.5

1.0

>(.)
c
Q)

.5

:::J
0"

Q)
..._

u...

0.0
Almost Never

Seldom

Ensure that tardy or truant students make up lost instructional time.
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Principal Instructional Management Rating Scale (PIMRS 43)
6.---------------------------------------------------~

Almost Never

Sometimes

Frequently

Visit classrooms to see that instructional time is used for learning and practicing new
skills and concepts.
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7. Maintaining High Visibility Summary Analysis PIMRS 44- 48
Perhaps one area of leadership behavior not getting adequate recognition from
staff is that of bearing the pain of leadership. Time spent out of an office during
school hours means time in an office after school hours. It is also the trait of a
transformational leader to be the first at school in the morning and the last to leave in
the afternoon. The time requirement for an administrator at an II/USP school may not
be significantly different from that of administrators at other sites, but none would
argue, it is less demanding.
The principal believes taking time to talk with students and teachers during
recess and breaks (44) "almost always" reduce teacher stress. Four participants
agreed; two felt this "frequently" reduces their stress; two sometimes. No participant
agreed with the principal that visiting classrooms to discuss school issues with
teachers and students (45) "almost always" reduces teacher stress. Two participants
agreed that it "almost always" reduces their stress when the principal attends or
participates in co curricular or extracurricular activities (46), while four felt it is
"sometimes" effective. The principal believes covering classes for teachers until a
late substitute teacher arrives (47) would "almost always" reduce teacher stress. One
participant agreed; four felt it "seldom reduces" their stress.
A mean score above 4.0 was not attained for this category of principal
behavior; therefore, this category of behaviors does not contribute to the overall stress
reduction at this site. This is surprising, since visibility is an attribute of
transformational leadership, which is paid for dearly by principals in that they must
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attend to office work after school, often to late in the evening. This may suggest a
shift in teacher perceptions of principal visibility behavior to have less impact in
reducing their stress during an 11/USP review.
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CHAPTER 4 - RESULTS AND FINDINGS
7. Maintaining High Visibility
Case Summaries
Participants
StatisticsTake time to Visit
talk with
classrooms
students
to discuss
and
school
teachers
issues with
during
teachers
recess and and
breaks
students

Attend or
Cover
Tutor or
participate inclasses for provide
co-curricular teachers
direct
or
until a late instruction
extracurricul or substitute to students
ar activities teacher
arrives

1

Sometimes Seldom

Sometimes Seldom

2

Almost
Always
Frequently

Frequently

3
4
5
6
7
8

Seldom

Almost
Never
Frequently Sometimes

Sometimes Sometimes Seldom
Frequently

Seldom

Almost
Always
Almost
Always
Sometimes

Frequently

Sometimes Almost
Never
Almost
Almost
Almost
Almost
Never
Never
Always
Always
Sometimes Sometimes Frequently Seldom

Almost
Always
Frequently

Frequently Almost
Always
Sometimes Frequently

Seldom

Seldom

Sometimes Sometimes

Almost
Almost
Almost
Sometimes Seldom
Never
Never
Never
Total
9
N
9
9
9
9
1.7778
Mean
3.8889
2.5556
3.0000
3.7778
16.00
34 .00
27.00
Sum
35.00
23 .00
.83333
Std.
1.36423
1.13039
.83333
1.11803
Deviation
a Limited to first 100 cases.
9
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MAINTAINING HIGH VISIBILITY
Principal Instructional Management Rating Scale (PIMRS 44)

Almost Never

Sometimes

Frequently

Almost Always

Take time to talk with students and teachers during recess and breaks.
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Principal Instructional Management Rating Scale (PIMRS 45)
3 . 5~----------------------------------------------.

3.0

2.5

2.0

2.0

1.5

1.0
>.

(.)

c

<1>

.5

~

o~

LL

0.0
Almost Never

Seldom

Sometimes

Frequently

Visit classrooms to discuss school issues with teachers and students.
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Principal Instructional Management Rating Scale (PIMRS 46)
5~--------------------------------------------------~

Sometimes

Frequently

Almost Always

Attend or participate in co-curricular or extracurricular activities.
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Principal Instructional Management Rating Scale (PIMRS 47)
5 .---------------------------------------------------~

Seldom

Sometimes

Frequently

Almost Always

Cover classes for teachers until a late or substitute teacher arrives.
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Principal Instructional Management Rating Scale (PIMRS 48)
5~--------------------------------------------------~

Almost Never

Seldom

Tutor or provide direct instruction to students.

Sometimes
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8. Providing Incentives for Teachers Summary Analysis PIRMS 49-52
Perhaps because the stakes are so high for a teacher at a third year under
performing an II/USP school, individual incentives for teachers at this site, at the time
of this study, are relatively overlooked. Perhaps this is due to a feeling of comradery
among staff, which projects a feeling of "we are all in this together" attitude. The
focus is removed from individual accomplishments, to those sharing good ideas and a
"corporate" accomplishment.
The principal believes it is "frequently" stress reducing to reinforce superior
performances by teachers in staff meetings, newsletters or memos (49). Four
participants agreed; three felt it is "almost always" stress reducing.
On the other hand, the principal believes it "almost always" reduces teacher
stress to compliment teachers privately for their efforts or performance (50). Three
participants agreed; four felt it "frequently" reduces their stress.
An overall mean score above 4.0 was attained for two items in this category of
principal behavior. Therefore, this area of principal behavior has a positive effect on
stress reduction at this site.
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CHAPTER 4- RESULTS AND FINDINGS

8. Providing Incentives for Teachers
Case Summaries
Participants

StatisticsReinforce
Compliment
superior
teachers
performance privately for
by teachers in their efforts or
staff meetings, performance
newsletters or
memos

Frequently

Frequently

Acknowledge
special effort
or
performance
by teachers in
memos for
their personal
files

Reward
special efforts
by teachers
with
opportunities
for
professional
development
(e.g. new roles
or in-service
training)

Seldom

Almost Never

Seldom
Frequently

Seldom
Frequently

3

rrequently
Seldom
Almost Always Frequently

4

Almost Always Almost Always Sometimes

5

Sometimes

Sometimes

Almost Never Almost Never

6

Frequently

Frequently

Sometimes

7

Frequently

Almost Always Frequently

8

Almost AlwaysAimost Always Sometimes

9

Sometimes

2

Total

N
Mean
Sum
Std. Deviation

a Limited to first 100 cases.

9
4.1111
37.00
.78'174

Frequently
9
4.0000
36.00
1.00UUO

Seldom

Sometimes
Seldom
Frequently

Almost Never Sometimes
9
2.5556
23.00
1.13039

9
2.4444
22.00
1.13039
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PROVIDING INCENTIVES FOR TEACHERS
Principal Instructional Management Rating Scale (PIMRS 49)
5T-------------------------------------------------~

Sometimes

Frequently

Almost Always

Reinforce superior performance by teachers in staff meetings, newsletters or memos.
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Principal Instructional Management Rating Scale (PIMRS 50)
5~--------------------------------------------------~

Seldom

Sometimes

Frequently

Almost Always

Compliment teachers privately for their efforts or performance.
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Principal Instructional Management Rating Scale (PIMRS 51)
3.5.-----------------------------------------------~

3.0

3.0

2.5

2.0

2.0

2.0

Almost Never

Seldom

2.0

1.5

1.0

>-

()

c

Q)

.5

:J

0"

Q)
.....

LL

0.0
Sometimes

Frequently

Acknowledge special effort or performance by teachers in memos for their personal
files.
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Principal Instructional Management Rating Scale (PIMRS 52)

3 . 5~----------------------------------------------~

3.0

3.0

2.5

2.0

2.0

2.0

1.5

1.0

>(.)
c
Q)

.5

:::J
0"

~

LL

0.0
Almost Never

Seldom

Sometimes

Frequently

Reward special efforts by teachers with opportunities for professional development
(e.g. new roles or in-service training).
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9. Promoting Professional Development Summary Analysis PIMRS 53- 62
Professional development has been repeatedly cited as an activity known to
reduce teacher stress. This principal behavior is also supported by this study.
Two participants felt it "almost always" reduces their stress when they were
informed of opportunities for professional development (53); two felt it "frequently"
reduced their stress; and, three "sometimes," while the principal believed it
"frequently" reduced their stress. The principal and one teacher believed that
selecting in-service activities that are consistent with the school's academic goals (54)
"almost always" reduces teacher stress. Six participants felt this "frequently" reduced
their stress. The principal believed supporting teacher requests for in-service directly
related to the school's academic goals (55) "almost always" reduces teacher stress.
Two participants supported this belief and five felt it "frequently" reduced their
stress. The principal believed it "almost always" reduces teacher stress to actively
support the use of skills acquired during in-service training in the classroom (57).
One participant supported this assertion; three felt it "frequently" reduced their stress.
Furthermore, the principal believed ensuring that instructional aides receive
appropriate training to help students meet instructional objectives (58) "almost always
reduced teacher stress. While one participant agreed, four felt it "frequently" reduced
their stress. Finally, the principal believed it reduced teacher stress "almost always"
to sit in on teacher in-service activities concerned with instruction (61 ). One
participant agreed; three felt it "frequently" reduced their stress.
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An overall mean of 4.0 was attained for one item in this category of principal
behavior. Promoting professional development has a positive effect on the reduction
of teacher stress at this site. Teacher requests for training and staff development,
when congruent with site goals, have been previously identified as having positive
effects on reducing teacher stress. Participants surveyed did not feel any other form
of staff development reduced their stress significantly.
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CHAPTER 4- RESULTS AND FINDINGS
9. Promoting Professional Development
Case Summaries
Participants
Statisticslnform
Select inSupport
Distribute
teachers of service
teacher
journal
opportunities activities that requests for articles to
for
are
in-service
teachers on
a regular
professional consistent that is
development with the
directly
basis
school's
related to the
academic
school's
goals
academic
goals

Seldom

Seldom

Frequently

2

Frequently

Frequently

3

Frequently

4

Almost
Always
Frequently

Almost
Always
Frequently

Frequently

Frequently

5

Sometimes Frequently

Frequently

6

Sometimes

Frequently

7

Sometimes Frequently

Frequently

Actively
support the
use of skills
acquired
during inservice
training in
the
classroom

Almost
Never
Seldom

Sometimes

Seldom

Almost
Always
Frequently

Almost
Never
Almost
Never
Seldom

Sometimes Seldom

Frequently

Almost
Never
Sometimes
Seldom

Almost
Sometimes Frequently
Almost
Almost
Always
Always
Always
Almost
9
Almost
Almost
Sometimes Almost
Never
Never
Never
Never
9
9
9
9
9
Total
N
1.6667
3.0000
Mean
3.3333
3.5556
4.0000
27.00
30.00
32.00
36.00
15.00
Sum
.70711
1.41421
1.23603
.70711
Std .
1.32288
Deviation
a Limited to first 100 cases.
8
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Case Summaries
Participants
StatisticsEnsure that
instructional
aides
receive
appropriate
training to
help
students
meet
instructional
objectives

Arrange for Provide time Sit in on
outside
to meet
teacher inspeakers to individually service
make
with
activities
presentation teachers to concerned
s on
discuss
with
instruction at instructional instruction
faculty
issues
meetings

Frequently
Almost
Never
Sometimes Frequently

Almost
Never
Frequently

Almost
Never
Frequently

Almost
Always
Frequently

Sometimes Frequently

6

Almost
Never
Frequently

Almost
Never
Seldom

7

Seldom

Sometimes Sometimes Seldom

8

Frequently

Frequently

1
2
3
4
5

9

Seldom
Seldom

Set aside
time at
faculty
meetings for
teachers to
share ideas
on
instruction or
information
for in-service
activities

Frequently

Sometimes

Sometimes Sometimes Sometimes Seldom
Almost
Almost
Always
Always
Sometimes Frequently

Sometimes Frequently

Almost
Never
Sometimes
Seldom
Seldom

Almost
Sometimes Almost
Almost
Almost
Never
Never
Never
Never
Total
9
9
N
9
9
9
2.4444
3.1111
Mean
3.0000
2.8889
2.4444
28.00
27.00
22.00
Sum
26.00
22.00
.92796
1.41421
1.13039
Std .
1.61589
1.23603
Deviation
a Limited to first 100 cases.
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PROMOTING PROFESSIONAL DEVELOPMENT
Principal Instructional Management Rating Scale (PIMRS 53)
3.5

3.0

3.0

2.5

2.0

2.0

2.0

1.5

1.0

>c

1.0

1.0

(.)

Q)

.5

::J
0"

Q)
.._

u_

0.0
Almost Never

Sometimes
Seldom

Almost Always
Frequently

Inform teachers of opportunities for professional development.
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Principal Instructional Management Rating Scale (PIMRS 54)
?.---------------------------------------------------~

Almost Never

Seldom

Frequently

Almost Always

Select in-service activities that are consistent with the school's academic goals.
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Principal Instructional Management Rating Scale (PIMRS 55)
6 .---------------------------------------------------~

5

5

4

3

2

2

2

>.

(.)

c::
Q)

~

0"

Q)
.....

LL

0
Sometimes

Frequently

Almost Always

Support teacher requests for in-service that are directly related to the school's
academic goals.
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Principal Instructional Management Rating Scale (PIMRS 56)
5~------------------------------------------------~

Almost Never

Seldom

Distribute journal articles to teachers on a regular basis.

Sometimes
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Principal Instructional Management Rating Scale (PIMRS 57)
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Almost Never

Sometimes
Seldom

Almost Always
Frequently

Actively support the use of skills acquired during in-service training in the classroom.
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Principal Instructional Management Rating Scale (PIMRS 58)
5~--------------------------------------------------~

Almost Never

Seldom

Frequently

Almost Always

Ensure that instructional aides receive appropriate training to help students meet
instructional objectives.
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Principal Instructional Management Rating Scale (PIMRS 59)
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Almost Never

Seldom

Sometimes

Frequently

Arrange for outside speakers to make presentations on instruction at faculty meetings.
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Principal Instructional Management Rating Scale (PIMRS 60)
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Seldom

Sometimes

Frequently

Almost Always

Provide time to meet individually with teachers to discuss instructional issues.
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Principal Instructional Management Rating Scale (PIMRS 61)
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Almost Always

Sometimes

Almost Never
Seldom

Frequently

Sit in on teacher in-service activities concerned with instruction.

Principals and Teacher Stress 121
Principal Instructional Management Rating Scale (PIMRS 62)
3 . 5~------------------------------------------------~
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Almost Never

Seldom

Sometimes

Frequently

Set aside time at faculty meetings for teachers to share ideas on instruction or
information for in-service activities.
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10. Developing and Enforcing Academic Standards Summary Analysis PIMRS 63- 67
The demographics for the site in this study are typical of schools in Southern
California. It is a Title I school, approximately 98% free and reduced lunch, and of
the 672-student population, 86% are Hispanic. This site is a low-income school
situated in the center of town, surrounded by ghettos. A parent survey conducted in
the community found 80% of parents did not have a high school degree. The mean
household income was $21,000 per year. This is not a community of scholars; 90%
respondents answered if their son(s) or daughter(s) graduated from college, they
would be the first in their families history. The site nonetheless, holds children
accountable for their progress toward grade-level expectations and promotes higher
education.
It would seem counter intuitive that a second year II/USP school would

consider "almost always" stress reducing to set high standards for the percentage of
students who are expected to master important instructional objectives (63).
Students, including significant subgroups have not met growth targets for two
consecutive years. Even so, three participants considered it just that. Four agreed
with the principal that it "frequently" reduces teacher stress. The principal
encourages teachers to start class on time and to teach to the end of the period and
considered this as "almost always" stress reducing (64). Three teachers agreed with
the principal that it "almost always" reduces stress to begin and end on time. Four
participants felt it "frequently" reduced their stress. Although the principal and three
participants felt it "frequently" reduced teacher stress to make known what is
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expected of students at different grade levels (65), one participant felt it "almost
always" reduced stress. The principal and one participant felt it "almost always" and
four felt it "frequently" reduced their stress when the principal enforces a promotion
standard requiring mastery of grade-level expectations (66). As a final point, the
principal and four participants believed it "almost always reduced" teacher stress to
support teachers whey they enforce academic policies; four others felt it "frequently"
reduced teacher stress.
This category of principal behavior attained a mean score above 4.0 in one
area. Therefore, developing and enforcing academic standards positively impacts
stress levels felt by teachers at this site. This finding support the belief teachers may
appreciate more structure in times of stress.
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CHAPTER 4- RESULTS AND FINDINGS
10. Developing and Enforcing Academic Standards
Case Summaries
Participants
StatisticsSet high
standards
for the
percentage
of students
who are
expected to
master
important
instructional
objectives

Encourage
teachers to
start class
on time and
to teach to
the end of
the period

Make known Enforce a
what is
promotion
expected of standard
students at requiring
different
mastery of
grade levels grade level
expectations

Sometimes Sometimes Seldom
2
3
4
5
6
7
8

Support
teachers
when they
enforce
academic
policies (e.g.
on grading ,
homework,
promotion ,
or discipline

Sometimes Frequently

Frequently Almost
Frequently
Always
Frequently Frequently Almost
Frequently Almost
Always
Always
Frequently Frequently Almost
Almost
Almost
Always
Always
Always
Almost
Almost
Almost
Almost
Almost
Always
Always
Never
Never
Always
Frequently Almost
Frequently Frequently Almost
Always
Always
Frequently Frequently Sometimes Frequently Frequently
Frequently

Frequently

Almost
Frequently
Frequently Sometimes Seldom
Always
9
Almost
Almost
Almost
Almost
Almost
Never
Never
Never
Never
Never
Total
N
9
9
9
9
9
4.1111
Mean
3.8889
3.0000
3.1111
3.8889
Sum
35.00
35.00
27.00
28.00
37.00
Std.
1.26930
1.26930
1.41421
1.45297
1.26930
Deviation
a Limited to first 100 cases.
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DEVELOPING AND ENFORNCING ACADEMIC STANDARDS
Principal Instructional Management Rating Scale (PIMRS 63)

Almost Never

Sometimes

Frequently

Almost Always

Set high standards for the percentage of students who are expected to master
important instructional objectives.
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Principal Instructional Management Rating Scale (PIMRS 64)
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Frequently

Almost Always

Encourage teachers to start class on time and to teach to the end of the period.
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Principal Instructional Management Rating Scale (PIMRS 65)
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Almost Always

Sometimes

Almost Never
Seldom

Frequently

Make known what is expected of students at different grade levels.

Principals and Teacher Stress 128
Principal Instructional Management Rating Scale (PIMRS 66)
5

4

4

3

2

2

1

Almost Never

1

Sometimes
Seldom

1

If

Almost Always

Frequently

Enforce a promotion standard requiring mastery of grade-level expectations.
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Principal Instructional Management Rating Scale (PIMRS 67)
5.---------------------------------------------------~

Almost Never

Frequently

Almost Always

Support teachers when they enforce academic policies (e.g., on grading, homework,
promotion, or discipline).
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11. Providing Incentives for Learning Summary Analysis P!MRS 68 - 71

The literature review for this study found no direct link between a reduction of
teacher stress tied to student achievement. Though this study cannot claim to have
established one, it may be significant that this area of principal behavior achieved the
highest correlations between teacher's perceptions and principal's perceptions.
Six participants agreed with the principal in recognizing students who do
superior academic work with formal rewards such as the honor roll or mention in the
principal's newsletter (68) "almost always" reduced their stress. The remaining three
felt it "frequently" reduced their stress. In addition, seven participants agreed with
the principal that the use of assemblies to honor students for their academic work
and/or behavior (69)" almost always" reduced teacher stress. The remaining two felt
it "frequently" reduced their stress.
This finding suggests teachers at this site are committed to the betterment of
their students to the extent that they directly feel a reduction in their stress levels
whenever their students who have attained the high expectations set for them are
recognized before their peers at assemblies.
This category of principal behavior attained a mean score above 4.0 on two
items in this area of principal behavior. Providing incentives for learning positively
affects teacher stress levels at this site.
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CHAPTER 4- RESULTS AND FINDINGS

11. Providing Incentives for Learning
Case Summaries
Participants

StatisticsRecognize
Use
Recognize
Contact
students who assemblies to superior
parents to
do superior
honor
student
communicate
academic
students for achievement improved
work with
their academicor
student
formal rewardswork and/or improvement performance
(e.g . the honor behavior in
by seeing
in school
roll or mention class
students in the
in the
office with
principal's
their work
newsletter)
products

1
2

Frequently
Frequently
Seldom
Almost Always Almost Always Seldom

Seldom
Sometimes

3

Almost Always Almost Always Frequently

Sometimes

4

Almost AlwaysAimost Always Sometimes

Seldom

5

Almost Always Almost Always Almost Never Almost Never

6

Almost AlwaysAimost Always Sometimes

Frequently

7

Frequently

Seldom

8

Almost Always Almost Always Sometimes

9

Frequently

Total

N
Mean
Sum
Std. Deviation

a Limited to first 100 cases.

9
4.6667
42 .00
.50000

Almost Always Sometimes

Frequently
9
4.7778
43 .00
.44096

Sometimes
9
2.6667
24.00
.86603

Frequently
Seldom

9
2.5556
23.00
1.01379
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PROVIDING INCENTIVES FOR LEARNING
Principal Instructional Management Rating Scale (PIMRS 68)

Frequently

Almost Always

Recognize students who do superior academic work with formal rewards such as the
honor roll or mention in the principal's newsletter.
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Principal Instructional Management Rating Scale (PIMRS 69)

Frequently

Almost Always

Use assemblies to honor students for their academic work and/or behavior in class.
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Principal Instructional Management Rating Scale (PIMRS 70)
6.---------------------------------------------------~
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Almost Never

Seldom

Sometimes

Frequently

Recognize superior student achievement or improvement by seeing students in the
office with their work products.
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Principal Instructional Management Rating Scale (PIMRS 71)
5.-----------------------------------------------------~

4

4

3

Almost Never

Seldom

Sometimes

Frequently

Contact parents to communicate improved student performance in school.
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12. Provide for Your Stress Summary Analysis P!MRS 72 - 73

As cited earlier, the most widely utilized method of stress reduction in the
1980's and 1990' s was the provision of training for teachers aimed at stress
management. Basically, this training emphasized breathing, relaxation, proper diet
and exercise to help individuals cope with stress. This site has not offered any
training aimed at reducing teacher stress outside of a brain-based learning in-service.
The brain-based training was held during a three day off-track two years prior to this
study and was led by a previous principal. The training, which dealt with reducing
stressful classroom environments by altering the physical environment, was not fully
implemented by staff after the departure of the initiating principal. Perhaps a lack of
continuity led to participants feeling stress intensely. Changes in leadership brought
changes in policy focus at this site. Indirectly, prior attempts to reform affect present
expectations for plausible change.
Experienced teachers will cautiously admit they have lost hope for effective
effectual change over the course of their career once or twice. Undercurrents of
expectations, failed reform and in continuity affect teacher morale when undertaking
the reform of an IIIUSP school. It can produce resistance to change. Teachers,
especially stressed-out teachers, must be made to feel as though there is sufficient
critical mass in the current movement to get it into momentum and to merit their full
support.
The principal at this site indicated it "sometimes" reduces teacher stress to be
understanding that it takes teachers too much time to prepare for lessons in the new
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adoption to teach other content areas (72). Five participants felt this understanding
would "frequently" reduce their stress and one felt it would "almost always" reduce
teacher stress. Seven teachers felt it "frequently" reduces teacher stress and two felt it
"almost always" reduces teacher stress when the principal encourages them because
of an awareness that they lacked training in the new curriculum and teachers felt as
though they were doing a poor job teaching (73). On the other hand, the principal felt
it "sometimes" reduces teacher stress to be understanding.
This category of principal behavior attained an overall mean score above 4.0
on one item. As a result, providing for teacher stress has had a positive effect on
teacher stress levels at this site.
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CHAPTER 4 - RESULTS AND FINDINGS

I 2. Providing for Your Stress
Case Summaries
Participants

StatisticsUnderstands it is
taking you too much
time to prepare for
lessons in the new
adoptions to teach
other content areas

Encourages you (e.g .
principal is aware you
lack train ing with new
curricula and you feel
as though you're
doing a poor job)

1

Sometimes

Frequently

2
3
4

Frequently
Frequently
Frequently

Frequently
Frequently
Almost Always

5

Almost Never

Almost Always

6

7

Frequently
Sometimes

Frequently
Frequently

8

Almost Always

Frequently

Frequently

Frequently

9
Total

a Limited to first 100 cases.

N
Mean
Sum
Std . Deviation

9
3.5556
32 .00
1.13039

9
4.2222
38.00
.44096
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PROVIDE FOR YOUR STRESS
Principal Instructional Management Rating Scale (PIMRS 72)
6~--------------------------------------------------~

Almost Never

Sometimes

Frequently

Almost Always

Understands it is taking you too much time to prepare for lessons in the new
adoptions to teach other content areas.
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Principal Instructional Management Rating Scale (PIMRS 73)

Frequently

Almost Always

Encourages you because the principal is aware that you do not have enough training
in the new curriculum and that you feel as though you're doing a poor job teaching.
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CHAPTER 5- SUMMARY, CONCLUSION, AND RECOMMENDATIONS
Summary

Findings derived in this study may be used to identify principal behaviors
likely to reduce teacher stress during a curriculum adoption at under performing
Il/USP schools. The study did not distinguish any particular order of effectiveness
for principal behaviors. Rather, it supports the interweaving of each principal
behavior outlined into a comprehensive whole as part of a transformational leader's
repertoire. The study emphasized an effort be made by principals to target specific
behaviors identified by participants as having the most stress reducing effect. Five
recommendations for principals at sites where teacher stress is an issue of concern are
presented.
Conclusion

This study does not support the conclusion that each individual item within
PIMRS directly influences the reduction of teacher stress. It can conclude, inasmuch
as each individual's perception a principal's behavior is concerned, that each behavior
identified with a mean greater than 4.0 measured on a Likert scale of between 1 and 5
had a positive effect on reducing their stress at this site.
A review of frequencies was made which compared effective principal
behaviors that reduced teacher stress throughout twelve categories of behaviors at this
site. An analysis of mean scores for all frequencies in all twelve categories was also
made. A mean score of 4.0 or above was interpreted to show areas of effective
principal behaviors indicated by participants to have a stress reducing effect. This
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analysis rendered list of stress reducing principal behaviors in six of the twelve
subcategories of principal behaviors studied.
One significant principal behavior was found to reduce stress at this under
performing Il/USP school. This is the principal behavior of establishing high quality
commitment to the teaching profession by teachers while differentiating from the
managerial ability to hold teachers accountable for not meeting that commitment.
This finding refutes widely held beliefs that: (a) a principal's worst failing is to be
unable or unwilling to support the teachers, and (b) the worst criticism to be leveled at
a teacher is that he/she is not dedicated to the profession (Mitchell, 1990). It also
cautions against forming conclusions that lack of teacher commitment and low
principal expectations are trademarks of an IIIUSP school. The negative correlation
between teacher and principal perceptions of an "understanding" behavior may mean
that teacher str.ess is not reduced when a principal exhibits behaviors that do not
consistently hold high expectations of teachers and students. Establishing high
quality commitment also suggests that a principal can increase the stress levels of
staff if he/she is perceived not to be supportive. This researcher found that a principal
leaves room for making adjustments to the accountability policies for those teachers
not meeting demands by means of demonstrating an understanding of their workload.
Recommendations
This study leads the researcher to conclude that there are five behaviors that
principals should consider exhibiting if they are interested in reducing teacher stress.
They are:
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1. Clearly and concisely communicate the school's academic goals. This
establishes a common understanding of the mission of the school and provides the
principal with a foundation when talking to teachers about curricular decisions.
When communicating these goals, the principals should demonstrate a sound
knowledge of instructional objectives. This raises teacher confidence in the ability of
the principal to lead the effort for academic improvement. This confidence in the
principal leads to a reduction in stress.
2. Reinforce teacher morale. A principal interested in rewarding superior
teacher morale invests time in communicating sincere and meaningful praise. While
using staff meetings, newsletters or memos to reinforce superior teacher morale also
reduces teacher stress, in some cases, a principal's time would be better spent by
privately commending efforts or performance. Visiting with a teacher on duty or a
group of teachers during a planning meeting has an added bonus of maintaining high
visibility, which has also been shown to reduce teacher stress.
3. Be responsive to teacher demands for staff development. The principal
who benchmarks best practices and crafts appropriate professional development
opportunities will be viewed as an instructional avant-garde. lfhe/she offers teachers
the chance to choose between opportunities without demanding compliance, the
principal will likely reduce teacher stress, but may only affect teachers who have time
for professional development. However, the principal who is responsive to teacher
demands for in-service support identified by teachers to be congruent with curricular
goals of the school will accomplish a greater reduction of teacher stress. Finally, if
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the principal is able to provide release time for teachers to attend in-services, as was
the case in this study due to II/USP funding, effective training in new curriculum
materials and continual support and follow-through reduces teacher stress and raised
student achievement.
4. Show unwavering dedication to support teachers. The commitment to
support teachers when they enforce academic policies on grading, homework,
promotion, or discipline is the kind of strong, effective instructional leadership likely
to reduce stress during curriculum adoptions at an 11/USP school site. Teachers
perceived principal support in these areas of teacher's domain as loyalty to the
"troops" and reinforced the concept that teachers are valued professionals.
5. Finally, provide incentives for student learning and achievement. The
principal who recognizes students who do superior academic work with formal
rewards such as the honor roll or mention in the principal's newsletter and uses
assemblies to honor students for their academic work and/or behavior in class has
been revealed to reduce stress in this study. It is important to note, notwithstanding
that these two behaviors were identified by teachers as directly reducing their stress,
the finding has not been supported in the literature reviewed. And while a more
comprehensive survey is required to sustain this finding, participants in this research
assigned this category of principal work the highest overall value. Perhaps it is
simply that rewarding student achievement ultimately assures teachers they are doing
a good job. The result is improved teacher confidence. Associated with improved
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teacher confidence is heightened teacher morale and increased job satisfaction, all of
which have been shown to reduce teacher stress in previous studies.
The findings presented in this paper are congruent with findings in larger
studies measuring teacher stress, except for the establishment of a direct link between
teacher stress and student achievement. The combination of clearly and concisely
communicating the school's academic goals; reinforcing teacher morale; responsive
staff development; dedication to support teachers; and, providing incentives for
student learning, when used consistently by a principal, have been shown to have a
synergetic effect on reducing teacher stress at an II/USP school during curriculum
adoptions in mathematics and language arts. Furthermore, the recommendations
made in this thesis support general beliefs presented in the literature regarding
principal behaviors, which are known to reduce teacher stress when a curriculum
adoption or an tmder-performing rating is not a variable. However, before drawing
any conclusions from this study, further research is warranted.
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APPENDICES
Appendix A
Principal Instructional Management Rating Scale
Hallinger & Murphy, (1993). As cited in Lester P. E. and Bishop, L. K., 1997.
Handbook ofTests and Measurement in Education and the Social Sciences.
Technomic Publishing Co., Inc., Lancaster Basel.
Comments - The 71-item PIMRS measures the instructional leader behavior of

elementary and secondary school principals. Each item focuses on a specific jobrelated behavior of the principal and is useful for school evaluation, staff
development, research, and district policy analysis. Thus, the instrument may
indirectly become a useful tool for the evaluation of a school's effectiveness in
dealing with stress. The design ofthe instrument isolates the curriculum and
instructional management functions from other managerial duties. Four items were
added to the original instrument to directly measure teacher stress.
Sample- Teachers, principals, and central office supervisors from one school district

with ten elementary schools in California responded to the initial development of the
instrument. The instruments external validity has been established at one elementary
school site in California.
Reliability- The lowest alpha coefficient for the 1 I subscales was 0.75 for the

original sample. The alpha coefficient for the I 1 subscales was 0.98 for the test case.
Validity- Content, discriminant, and construct validation ofthe instrument are

provided and ample evidence of each procedure provided for the original sample.
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The frequencies, alpha, covariance, variance and correlation coefficient are provided
for the test case.

Factor Analysis- A factor analysis ofthe 71-item instrument yielded 11 interpretable
factors, or subscales. The principal's behavior/performance can be evaluated
separately on each ofthe following 11 subscales which were named as follows:
framing goals, communicating goals, monitoring student progress,
supervising/evaluating instruction, coordinating the curriculum, protecting
instructional time, maintaining high visibility, providing incentives for teachers,
promoting professional development, enforcing academic standards, and providing
incentives for learning.

Data Analysis - The data analysis indicated that individual principal profiles were
obtained which discriminated substantially among principals as to their instructional
management behavior. Principal and supervisory ratings generally supported those
ratings provided by teachers.

References:
Ballinger, 1983. Assessing the instructional management behavior ofprincipals. Ed.
D. dissertation, Stanford University.
Ballinger, P and C. Hausman, 1993. From Attila the Hun to Mare had a little lamb:
Redefining roles in restructured schools. Paper presented at American
Educational Research Association. ERIC ED 359 647.

Scoring:
5 = Almost Always; 4 = Frequently; 3 = Sometimes; 2 = Seldom; 1 = Almost Never.
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Appendix B
Principal Instructional Management Rating Scale
(PIMRS)
FRAMING THE SCHOOL GOALS
1. Develop goals that seek improvement over current levels of academic
performance.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

2. Frame academic goals for adoption material implementation with target dates.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

3. Frame the school's II/USP academic goals in terms of staff responsibilities
from meeting them.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

4. Use needs assessment or other questionnaires to secure staff input on goal
development during the II/USP process.
1
Almost Never

2

3

Seldom

Sometimes

4
Frequently

5
Almost Always

5. Use data on student academic performance when developing the school's
academic goals.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

6. Develop goals that are easily translated into classroom objectives by teachers.
I
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

COMMUNICATING THE SCHOOL GOALS
7. Communicate the school's academic goals to people at school.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always
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8. Refer to the school's academic goals in informal settings with teachers.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

9. Discuss the school's academic goals with teachers at faculty meetings.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

10. Refer to the school's academic goals when making curricular decisions with
teachers.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

11. Ensure that the school's goals are reflected in highly visible displays in the
school (e.g., posters or bulletin boards indicating the importance of reading or
math).
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

12. Refer to the school's goals in student assemblies.
I
2
4
Almost Never

Seldom

Sometimes

Frequently

Almost Always

5
Almost Always

SUPERVISING AND EVLUATING INSTRUCTION
13. Conduct informal observations in classrooms on a regular basis (informal
observations are unscheduled, last at least 5 minutes, and may or may not
involve written feedback or a formal conference).
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

14. Ensure that the classroom objectives of teachers are consistent with the stated
goals of the school.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

15. Meet with teachers and aides to ensure that they are working toward the same
objectives.
I
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

16. Review student work products when evaluating classroom instruction.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always
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17. Evaluate teachers on academic objectives directly related to those of the
school.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

18. Point out specific strengths in teacher instructional practices in post
observation conferences.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

19. Point out specific weaknesses in teacher instructional practices in post
observation conferences.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

20 Note specific strengths of the teacher's instructional practices in written
evaluations.
I
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

21. Note specific weakness of the teacher's instructional practices in written
evaluations.
I
Almost Never

2

3

Seldom

Sometimes

4
Frequently

5
Almost Always

22. Note student time on-task in feedback to teachers after classroom observations.
]
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

23. Note specific instructional practices related to the stated classroom objectives
in written evaluations.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

COORDINATING THE CURRICULUM
24. Make clear who is responsible for coordinating the curriculum across grade
levels (e.g., the principal, vice principal, or a teacher).
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

Principals and Teacher Stress 156
25. Ensure that the school's academic goals are translated into common curricular
objectives.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

26. Draw on the results of school wide testing when making curricular decisions.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

27. Ensure that the objectives of special programs are coordinated with those of
the regular classroom.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

28. Monitor the classroom curriculum to see that it covers the school's curricular
objectives.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

29. Assess the overlap between the school's curricular objectives and the
achievement test(s) used for program evaluation.
1
2
~
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

30. Participate actively in review and/or selection of curricular materials.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

MONITORING STUDENT PROGRESS
31. Meet individually with teachers to discuss student academic progress.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

32. Discuss the item analysis of tests with the faculty to identify strengths and
weaknesses in the instructional program.
I
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

33. Use test results to assess progress toward school goals.
1
2
3
4
Almost Never

Seldom

Sometimes

Frequently

Almost Always

5
Almost Always
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34. Distribute test results in a timely fashion.
1
2
3
Almost Never

Seldom

Sometimes

4

Frequently

5
Almost Always

35. Inform teachers of the school's performance result in written form (e.g. in a
memo or newsletter).
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

36. Inform students of the school's performance results.
1
2
3
4
Almost Never

Seldom

Sometimes

Frequently

Almost Always

5
Almost Always

3 7. Identify students whose test results indicate a need for special instruction such
as remediation or enrichment.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

38. Develop or find the appropriate instructional programs(s) for students whose
test results indicate a need.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

PROTECTING INSTRUCTIONAL TIME
39. Ensure that instructional time in not interrupted by public-address
announcements.
4
1
2
3
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

40. Ensure that students are not called to the office during instructional time.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

41. Ensure that truant students suffer specified consequences for missing
instructional time.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

42. Ensure that tardy or truant students make up lost instructional time.
]
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always
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43. Visit classrooms to see that instructional time is used for learning and
practicing new skills and concepts.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

MAINTAINING HIGH VISIBILITY
44. Take time to talk with students and teachers during recess and breaks.
I
Almost Never

2

3

Seldom

Sometimes

4
Frequently

5
Almost Always

45. Visit classrooms to discuss school issues with teachers and students.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

46. Attend or participate in co curricular or extracurricular activities.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

47. Cover classes for teachers until a late or substitute teacher arrives.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

48. Tutor or provide direct instruction to students.
1
2
3
4
Almost Never

Seldom

Sometimes

Frequently

Almost Always

5
Almost Always

PROVIDING INCENTIVES FOR TEACHERS
49. Reinforce superior performance by teachers in staff meetings, newsletters or
memos.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

50. Compliment teachers privately for their efforts or performance.

I
Almost Never

2

3

Seldom

Sometimes

4
Frequently

5
Almost Always

51. Acknowledge special effort or performance by teachers in memos for their
personal files.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always
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52. Reward special efforts by teachers with opportunities for professional
development (e.g. new roles or in-service training).

1
Almost Never

2

3

Seldom

Sometimes

4
Frequently

5
Almost Always

PROMOTING PROFESSIONAL DEVELOPMENT
53. Inform teachers of opportunities for professional development.
l
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

54. Select in-service activities that are consistent with the school's academic goals.
I
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

55. Support teacher requests for in-service that is directly related to the school's
academic goals.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

56. Distribute journal articles to teachers on a regular basis.
I
2
3
4
Almost Never

Seldom

Sometimes

Frequently

Almost Always

5
Almost Always

57. Actively support the use of skills acquired during in-service training in the
classroom.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

58. Ensure that instructional aides receive appropriate training to help students
meet instructional objectives.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

A Imost Always

59. Arrange for outside speakers to make presentations on instruction at faculty
meetings.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

60. Provide time to meet individually with teachers to discuss instructional issues.

I
Almost Never

2

3

Seldom

Sometimes

4
Frequently

5
Almost Always
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61. Sit in on teacher in-service activities concerned with instruction.
l
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

62. Set aside time at faculty meetings for teachers to share ideas on instruction or
information for in-service activities.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

DEVELOPING AND ENFORCING ACADEMIC STANDARDS
63. Set high standards for the percentage of students who are expected to master
important instructional objectives.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

64. Encourage teachers to start class on time and to teach to the end of the period.
]
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

65. Make known what is expected of students at different grade levels.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

66. Enforce a promotion standard requiring 'mastery of grade-level expectations.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

67. Support teachers when they enforce academic policies (e.g., on grading,
homework, promotion, or discipline).
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

PROVIDING ENCENTIVES FOR LEARNING
68. Recognize students who do superior academic work with formal rewards such
as the honor roll or mention in the principal's newsletter.
J
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

69. Use assemblies to honor students for their academic work and/or behavior in
class.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always
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70. Recognize superior student achievement or improvement by seeing students in
the office with their work products.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

71. Contact parents to communicate improved student performance in school.
1
2
3
4
5
Almost Never

Seldom

Sometimes

Frequently

Almost Always

PROVIDE FOR YOUR STRESS
72. Understands it is taking you too much time to prepare for lessons in the new
adoptions to teach other content areas?

]
Almost Never

2
Seldom

4
Sometimes

Frequently

5
Almost Always

73. Encourages you because principal is aware that you do not have enough
training in the new curriculum and that you feel as though you're doing a poor
job teaching.

Almost Never

2

3

Seldom

Sometimes

4
Frequently

5
Almost Always

