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Several Christian schools are becoming insolvent due to competition from larger 

private and charter schools.  The purpose of this explanatory sequential mixed methods 

study was to determine teacher and administrators’ perception of school climate in the 

dimension of “Professional Relationships” in two accredited secondary Christian schools 

in South Florida, identify factors that contribute to healthy interpersonal relationships 

between the two groups, and determine how each group’s Christian faith influenced their 

actions.  This study was unique because it included the administrators.  The 

Organizational Climate Descriptive Questionnaire Revised for Secondary Schools 

(OCDQ-RS) survey was administered and results indicated that the participants’ 

perception of school climate was strongly influenced by their interpersonal relationships 

with their leaders, and positive interactions with one leader balanced out negative 

interactions with another leader.  The survey results determined that School B’s 



vii 

participants scored above average in all five behaviors, and in “Teacher Engaged 

Behavior” their high score was an outlier, but the qualitative strand proved the score was 

appropriate.  A t-test proved there was a significant statistical difference between the two 

research sites.  Both schools scored above average in their openness scores, supporting 

the literature that Christian schools tend to have healthier school climates than public 

schools.  An intrinsic case study was used for the qualitative strand, and the results 

indicated that teachers appreciate “Intentional Compassionate Leaders” who demonstrate 

healthy communication skills and compassion, and administrators appreciate 

“Professional Teachers” who demonstrate healthy communication skills and reciprocal 

compliance.  Teachers appreciate administrators who demonstrate humility, Christian 

leadership, collaboration, accessibility, and visibility.  These findings are significant for 

all educators because they identify concrete actions that teachers and administrators can 

take to improve their professional relationships.  Christian school leaders could consider 

conducting a school climate study with a qualitative strand and following the Christian 

Transformational Leadership style, which encourages leaders to develop professional 

relationships with teachers, provide teachers with growth opportunities, develop a shared 

vision with their staff, and incorporates the three R’s, which stand for Christian school 

leaders who are “responsible” to secure “resources” and implement “reform” to keep 

their school in business.  

Key words:  school climate, interpersonal relationships
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I.  INTRODUCTION 

In South Florida small Christian schools are in danger of becoming insolvent.  In 

the last five years six Christian schools in South Florida have gone out of business and 

six other schools have experienced a reduction in enrollment; some have been reduced to 

half of their size.  This trend is reflecting what is happening throughout the country as 

several Christian schools are struggling to remain in business (Krommendyk, 2007).  In 

order for Christian schools to remain in business through challenging economic periods 

and compete against other schools, these schools need to be functioning at an optimum 

level.  Christian school leaders may want to consider conducting a school climate survey 

which includes a qualitative strand to identify areas of weakness in their schools, and 

then address these areas.  All leaders, especially those who are dealing with struggling 

schools, need to “acquire the knowledge, skills and dispositions to become turnaround 

leaders” to resolve issues (Reyes-Guerra, Russo, Bogotch, & Vásquez-Colina, 2014, p. 

414).  Ensuring a healthy school climate will benefit all of the stakeholders and help to 

retain teachers and administrators, which helps strengthen school climate (Cohen, 

Pickeral, & McCloskey, 2009).  This study seeks to address this problem by researching 

the interpersonal relationships between teachers and administrators at two accredited 

Christian schools in South Florida. 

John Dewey (1916) and Emile Durkheim (1903) were two 20th century 

educational philosophers who realized the impact of the school environment on student 

learning and development.  In the 1960s Andrew Halpin and Don Croft (1963) created a 
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survey to measure an organization’s climate, and their work evolved into the field of 

education as a method of measuring school climate.  In the last three decades there has 

been an increased interest in systematic organizational school climate studies as a 

research strategy to improve school safety and support, and decrease negative student 

behaviors and habits (Thapa, Cohen, Guffey, & Higgens-D’Alessandro, 2013).  The 

National School Climate Center was created by Columbia University in 1996 as a non-

partisan group to develop educational leaders, provide teacher education, advocate for 

educational policy, and improve student support and development (National School 

Climate Center, n.d.).  In 2002 four categories were created as the focus of school climate 

studies: Safety, Teaching and Learning, Interpersonal Relationships, and Institutional 

Environment (National School Climate Center, n.d.).  Each of these categories has 

subcategories (see Appendix A for a full list of subcategories).  In 2016 a fifth category, 

“Staff Only,” was added, and one subcategory of this is “Professional Relationships,” 

which is defined as “positive attitudes and relationships among school staff that support 

effectively working and learning together” (National School Climate Center, n.d., para. 

12).  The subcategory of “Professional Relationships” was the focus of this research 

study.  In 2017 the sixth category, “Social Media,” was also added.  School 

administrators are encouraged to conduct yearly school climate surveys among their 

stakeholders (teachers, parents and students) in order to maintain areas of strength and 

identify areas of weakness that need remediation.  

Each school has its own unique school climate and school culture, which are two 

important, highly interrelated aspects of a school (Saufler, 2005).  The difference 

between the two is that school culture takes an anthropological perspective, focusing on 
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the values and norms of a school, while school climate views the school from a 

psychological perspective, viewing the behavior of the individuals who are members of 

the school (MacNeil, Prater, & Busch, 2009).  A positive school climate can contribute to 

a strong school culture (Saufler, 2005).   

In a Christian school the Protestant Bible shapes the curriculum and practices of 

the faculty and staff and has an influence on the school’s climate and culture.  School 

staff, and the students who profess to be Christians, strive to incorporate biblical beliefs 

in every area of the school.  They also endeavor to demonstrate Christian attributes, such 

as sharing, serving, sacrificing, extending forgiveness, and showing mercy.   

According to Dickens (2015), “An effective Christian school understands its 

particular identity as a distinct environment from a church, family, business, or a factory. 

It is a unique entity called a school, but at the same time it is a community.  The emphasis 

on community stresses commonality of purpose and interdependence” (p. 5).  The 

Christian school community consists of Christians who share a common objective of 

educating children from a Biblical perspective with the goal of encouraging their students 

to become lifelong Christian disciples (Van der Walt & Zecha, 2004).   

Christian education differs from public school education because Christian 

schools maintain a worldview which consists of four key themes from the Bible: 

Creation, Fall, Redemption and Renewal (Graham, 2003).  Christian theology interprets 

these themes as God created man to be sinless in Genesis 1 and 2, which is the “Creation” 

component, but through Eve’s rebellious act of eating the forbidden fruit in the Garden of 

Eden sin entered the world, which is known as the “Fall,” which is documented in 

Genesis 3 (Graham, 2003).  This action brought sin to all mankind, and sin causes man to 
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be separated from God (Graham, 2003).  Through God’s grace, God sent His one and 

only Son, Jesus, into this world, who took on a human form, lived on the earth from his 

birth to his death on the cross, then went to hell and paid the penalty for the sins of all 

mankind (Graham, 2003).  John 3:16 explains this concept by stating, “For God so loved 

the world that He gave His one and only Son, that whoever believes in Him shall not 

perish but have eternal life” (New International Version).  God allows humans to be 

redeemed and reconciled to Himself through the sacrifice of His Son (Graham, 2003).  

People can accept God’s free gift of eternal life by confessing they are a sinner, realizing 

they cannot save themselves from going to hell, asking Jesus to save them, and being 

willing to follow Him (Graham, 2003).  If a person takes these steps, then he or she will 

receive “Redemption” (Graham, 2003).  The next step, “Renewal,” is defined as “making 

new again” and refers to how God has restored His relationship with His people if they 

are willing to accept His Son as their Savior (Graham, 2003, p. 33).  In addition to 

educating their students, Christian educators should also be concerned about the religious 

growth of their students.  Christian educators understand that their students are sinners 

who need God’s redemption and renewal, and their curriculum, actions, and treatment of 

their students should reflect this understanding and encourage Christian growth (Graham, 

2003). 

Background of the Problem 

While climate studies are frequently done in public schools, they are not always 

conducted in private schools.  Christian schools differ from other schools because they 

offer Bible classes, chapel services, and Bible-based curriculum, and students are able to 

pray and speak openly about their religious beliefs.  Students have to qualify for 
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enrollment and are often required to sign behavior contracts stating they will refrain from 

anti-biblical behavior in and outside of school, and school staff are able to enforce these 

rules and discipline students who break the terms of their contract.  Although the staff 

and administrators have the morals, laws, wisdom, and spiritual role models in the 

Protestant Bible as their foundation for ethical behavior, their practices are not highly 

sought after by the rest of the educational world (Streipe & O’Donoghue, 2014). 

Christian schools, specifically, are an underdeveloped area of research (Beckman, 

Drexler, & Eames, 2012; Streipe & O’Donoghue, 2014).  This may be partly due to the 

fact that Christian schools are not under the jurisdiction of the American public school 

system and, therefore, are not subject to many government educational policies and laws. 

Because of this freedom, the quality of the academics and programs at Christian schools 

can vary from school to school (Van Pelt, Sikkink, & Pennings, 2012), and these 

inconsistencies may cause public school educators to not highly esteem Christian schools.  

Teachers and administrators who are employed at Christian schools experience 

many differences in a Christian school environment than their counterparts who work in 

public schools, such as teachers have the ability to openly express their faith and integrate 

it into their curriculum, not all governmental educational policies and paperwork apply to 

private schools, student performance on standardized tests does not impact the school’s 

rating, funding, or teacher employment, and administrators are able to expel students who 

they deem are engaged in behavior which violates biblical principles, such as students 

who are engaged in homosexual relationships (Breenberg, 2006).  According to the 2013 

Indicators of School Crime and Safety report, created jointly by the Bureau of Justice 

Statistics and National Center for Education Statistics, private schools are more than 
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twice as safe as public schools (as cited in Council for American Private Education, 

2015).  However, there are also disadvantages for private school employees, such as their 

pay is often lower than their counterparts in public schools, pensions are often not 

provided, and they must be concerned about the continuance of their school, which is 

endangered by the increase in charter schools, competition from other private schools, 

and fluctuations in the economy. 

Statement of the Problem 

While private schools do not have the government policies, curriculum, testing 

and performance pressures that public schools have, their leaders face a different set of 

stressors.  Because they are not funded by tax dollars, private schools are businesses and 

have to secure their funding through tuition, fundraising, advancement programs, and 

endowments.  Several factors have hurt enrollment of small Christian schools over the 

last decade, such as competition from the increase in charter schools, competition from 

larger Christian and private schools, and fluctuations in the economy.  It is important for 

Christian school personnel to understand that their school is a business, and to ensure the 

stakeholders are satisfied with the school’s performance.  

Christian schools that are struggling often enact budget cuts, and one area that 

may experience cuts is the area of staff.  Reducing the number of administrators and 

teachers can save a school a significant amount of money, but a negative consequence to 

this action is the duties of the administrators and teachers whose positions were 

eliminated are delegated to the remaining staff members.  Overloading administrators and 

teachers with multiple duties often creates stress for both groups and can result in 

disgruntled staff members who can easily fall into the habit of “teacher lounge toxic 
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talk,” sharing negative information with each other that is not edifying to others (Keller, 

1999, p. 328).  Staff members who are discontent and resentful can negatively impact 

morale and create an unhealthy school climate.    

Purpose of the Study 

The purpose of this explanatory sequential mixed methods research study is to 

determine the factors that contribute to strong interpersonal relationships between 

teachers and administrators at two Christian schools which are located in South Florida 

and are accredited by a public and private school accreditation association, Southern 

Association of Colleges and Schools (SACS), as well as a Christian School accreditation 

association, the Association of Christian Schools International (ACSI).  This study also 

sought to determine how these relationships shape teachers’ perception of a strong school 

climate in the dimension of “Professional Relationships.”  Determining the actions these 

teachers and administrators exhibit that contribute to healthy interpersonal relationships 

can help staff members at any school who desire to improve interpersonal relationships 

between these two groups of people.  To determine the factors that contribute to strong 

interpersonal relationships two Christian schools in South Florida were selected:  

Christian School A and Christian School B.  These two schools were chosen for this 

study because their geographic location is in South Florida and they are accredited by a 

public and private school accreditation association, Southern Association of Colleges and 

Schools (SACS), as well as a Christian School accreditation association, the Association 

of Christian Schools International (ACSI).  This study focused on both of these schools, 

the perceptions of the teachers and administrators on their school climate in the 

dimension of “Professional Relationships,” and the specific actions the teachers and 
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administrators implement to build and maintain strong interpersonal relationships 

between these two groups. 

Research Questions 

The research questions seek to advance the literature on school climate research in 

the school climate dimension of “Staff Only: Professional Relationships.”  The research 

questions for this study were 

Research Question 1: How do secondary teachers and administrators at two SACS and 

ACSI accredited Christian schools in South Florida perceive the school climate of their 

school in the five areas of interpersonal relationships (Administrator Supportive 

Behavior, Administrator Directive Behavior, Teacher Engaged Behavior, Teacher 

Frustrated Behavior, and Teacher Intimate Behavior)?  

Research Question 2: What factors can secondary teachers and administrators at two 

SACS and ACSI accredited Christian schools in South Florida identify that contribute to 

healthy interpersonal relationships between the two groups? 

Research Question 3: What types of interpersonal experiences, if any, do secondary 

Christian school teachers and administrators at two SACS and ACSI Christian schools in 

South Florida have that contribute to their perception of a healthy school climate? 

Significance of the Study 

This study is significant for all public and private school teachers and 

administrators who are interested in understanding factors that contribute to strong 

interpersonal relationships between these two groups and how these relationships impact 

their perception of school climate.  Understanding the perspective of both parties yielded 

rich data which was translated into concrete actions which can be taken by both parties to 
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strengthen these relationships.  If factors that contribute to healthy and strong personal 

relationships can be identified, then schools which are interested in improving their 

interpersonal relationships between teachers and administrators can take practical, 

specific steps to improve in this area. 

There is a gap in the literature of research on Christian school studies (Beckman 

et al., 2012; Streipe & O’Donoghue, 2014), especially Christian school climate studies 

which focus on “Professional Relationships” between teachers and administrators.  This 

research study will add to this literature.  In both public and private schools most climate 

studies are done quantitatively with the use of a survey, but do not use a qualitative strand 

to interpret the results of the survey.  Recommendations from several published school 

climate research studies encourage the addition of a qualitative strand to further 

investigate areas of strength and weakness.  This study helps move the current literature 

on interpersonal relationships beyond the quantitative studies done on Christian schools 

by combining both quantitative and qualitative data to determine both teachers’ and 

administrators’ perception of factors that create strong interpersonal relationships in a 

Christian school.  The goal of this study was to contribute to school climate research by 

identifying specific factors Christian secondary school teachers and administrators 

demonstrate that contribute to strong interpersonal relationships between the two groups, 

and how these factors impact both parties’ perception of a healthy school climate in the 

area of “Professional Relationships.”  Not only will this study serve to advance the 

research in this field, but the results of this mixed methods study supply practical, 

concrete recommendations to remediate problem areas in any school setting.  The 

findings of this study also provide insight to the connection between interpersonal 
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relationships and teacher and administrators’ perception of a strong school climate in the 

area of “Professional Relationships.” 

Strengths, Limitations, and Delimitation 

A strength of this study was the population chosen.  School climate surveys are 

often conducted on teachers, but they do not include administrators (National School 

Climate Center, n.d.).  This research study included the administrators, which enabled the 

researcher to gain a balanced, fair, and comprehensive view of the factors that both 

parties identified as contributing to strong professional relationships, and how these 

factors impact each party’s perception of school climate in the area of “Professional 

Relationships.”  Looking at the perception of just one group in this relationship could 

give a skewed view of the factors that contribute to strong professional relationships.  An 

additional strength of this study was the use of an explanatory sequential mixed methods 

design research study.  Most school climate studies only conduct a survey, but this study 

incorporated a qualitative strand to further investigate the results of the survey through 

the use of observations, interviews, and focus groups.  The quantitative strand was 

conducted first and the data was analyzed to determine “what results need further 

exploration during the second, qualitative phase, and what questions to ask participants in 

this qualitative phase” (Creswell, 2015, p. 38).  The qualitative strand incorporated an 

intrinsic case study, which is appropriate for this research because it was able to 

investigate “how” and “why” the answers on the survey scored in that range, and how 

these factors impact the professional relationships between teachers and administrators, 

without manipulating their behavior (Baxter & McMaster, 2008).  Conducting the 

qualitative portion of the research enabled the researcher to identify specific factors both 
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parties appreciate the other group demonstrating which help to contribute to strong 

interpersonal relationships.  Another strength of this study was the dimension of school 

climate that was chosen, which was “Professional Relationships,” which is in the 

category “Staff Only.”  Since this category was created in 2016, this is an under-

researched area of School Climate studies. 

One limitation of this study was the use of the Organizational Climate Descriptive 

Questionnaire Revised for Secondary Schools (OCDQ-RS) survey for the qualitative 

strand, which only focused on interpersonal relationships between the teachers and 

administrators.  Another limitation was the difference in the size of each research site.  

School A had an enrollment of 462 students and employed 41 full-time and part-time 

secondary teachers and seven administrators, while School B had an enrollment of 1873 

students and employed 75 secondary teachers and 10 administrators.  An additional 

limitation was the financial stability of each school.  After the Organizational Climate 

Descriptive Questionnaire Revised for Secondary Schools (OCDQ-RS) survey was 

conducted, the school board at School A informed the teachers and administrators that the 

school would close at the end of the school year.  The teachers answering the qualitative 

questions knew in advance that the school would close.  The researcher asked the 

teachers to try to answer her questions by not thinking about this reality. 

A delimitation for this research study was that this research was conducted on two 

ACSI and SACS accredited Christian schools which are located in the geographic area of 

South Florida.  Another delimitation was that this study was the study was limited to one 

dimension of school climate, which is “Professional Relationships” between teachers and 

administrators, which allowed the researcher to focus in depth on this one dimension of 



12 

school climate.  Another delimitation was that this study was conducted on each school’s 

secondary teachers and administrators who had been employed at the school longer than 

one year because they have been able to observe the school’s climate for at least one 

entire school year. 

Role of the Researcher 

The researcher was aware of researcher bias, which is when a researcher 

unintentionally manipulates the findings due to personal bias, so they fit in with the 

researcher’s predetermined ideas about what the study will yield or prove (Creswell, 

2013).  Since the researcher is employed at one of the research sites and knows teachers 

and administrators at Christian School A and Christian School B, the researcher 

understood the potential for researcher bias and was very careful not to include personal 

bias with the results.  Reflexivity is defined as “critical self-reflection by the researcher 

regarding assumptions, worldviews, biases, theoretical orientation, and relationship to the 

study that may affect the investigation” (Merriam, 2009, p. 229).  To clarify her position 

and avoid bias the researcher wrote a reflexive passage in a memo before doing the 

research to identify any preconceived ideas she held about the study.  This helped the 

researcher understand her position on the topic.  During the data collection the researcher 

kept a journal to help keep track of “thoughts, musings, speculations, and hunches as 

[she] prepare[d] the data for analysis” (Merriam, 2009, p. 174).  These steps protected the 

research from being tainted with researcher bias and helped promote reflexivity. 
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Definition of Terms 

The Association of Christian Schools International 

The Association of Christian Schools International (ACSI) is a Christian school 

accrediting association which accredits early education, K-12th grade education, and 

higher education facilities.  It services almost 3,000 schools nationally and over 20,000 

schools internationally.  ACSI is recognized among Christian schools as one of the top 

accrediting Christian associations. 

Christian School Administrators 

There are two levels of governing administrators in Christian schools: principals, 

who oversee the teachers and students in the grades assigned to them, and the head of 

school, also known as the headmaster if the position is filled by a male, who acts as 

superintendent of the entire school, overseeing every aspect of the school setting.  In 

public schools the principal holds the highest leadership role in the school and the 

superintendent is located in an office offsite and oversees several schools.  Christian 

schools differ from public schools because they generally have principals who work 

under their headmasters, and both leaders are located on the campus and take active 

leadership roles at their school. 

Interpersonal Relationships 

At this stage in the research, interpersonal relationships will be generally defined 

as the working relationship between teachers and administrators and includes actions, 

words, and attitudes which are demonstrated between the two groups. 
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Professional Relationships 

“Staff Only” is one category of school climate, and “Professional Relationships” 

is a subcategory of this area (National School Climate Center, n.d.).  Professional 

relationships are defined as “positive attitudes and relationships among school staff that 

support effectively working and learning together” (National School Climate Center, n.d., 

para. 12).  

School Climate 

A school’s climate is a subjective feeling created by the stakeholders (Halpin, 

1967).  The stakeholders are the students, parents and teachers.  Each school has its own 

unique school climate, which is created based on the perception of the students, parents 

and teachers’ experiences at the school, and reflects the school’s values, goals, norms, 

teaching and learning practices, interpersonal relationships, and organizational structure 

(National School Climate Center, n.d.).  The National School Climate Center (n.d.) 

defines school climate as the “quality and character of school life” (para. 1).  Hoy (2011) 

defines school climate as “perceptions of behavior; a relatively enduring quality of the 

school environment that is experienced by participants, affects their behavior, and is 

based on their collective perceptions of behavior in schools” (slide 19).  This “feeling” 

about the school is established by the teachers and administrators, who create this tone of 

the school by their attitudes, values, beliefs, and norms which are evident in their 

instructional practices, the level of academic achievement, and the operation of the school 

(Saufler, 2005).  Halpin and Croft created the analogy that “personality is to the 

individual as organizational climate is to an organization” (as cited in Hoy, 2011, slide 2).  

School climate is defined by Gold, Rotter, and Holmes (1999) as “members’ shared 
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perceptions of the environment” (p. 7).  These perceptions can differ significantly 

between different groups, such as students and teachers, and even between males and 

females in the same group (Gold et al., 1999).  How a student feels about being in school, 

and the trends from the areas of the 13 Dimensions of School Climate, contribute to 

student learning and development (National School Climate Center, n.d.).  A positive 

school climate includes values, norms and expectations that allow members to feel 

respected, be engaged, feel safe socially, emotionally and physically, and work 

collaboratively toward a shared vision (National School Climate Center, n.d.).  

According to Marsh, McGee, and Williams (2014), “School climate refers to the 

atmosphere or ethos of a school, and the nature and quality of the interpersonal 

relationships and communication patterns within the school” (p. 28).  Since adolescents 

spend a great deal of their time at their school or involved in school activities, “the 

school’s social, psychological, and learning climate all have a strong impact on the 

emotional and social development of young people” (Marsh et al., 2014, p. 28).  In 

addition to benefits in the present, a positive school climate also impacts students’ future 

actions.  The National School Climate Center (n.d.) realizes the importance of a positive 

school climate for positive youth development and effective learning to prepare students 

to live as satisfied members of a democratic society. 

A school’s climate is rated on a continuum from open (synonyms: positive or 

healthy) to closed (synonyms: negative or unhealthy).  An open school climate is 

“characterized by teacher relations that are professional, collegial, friendly, and 

committed to the education of students,” and the principal is “supportive and professional 

and does not restrict or direct teachers with orders,” while a “closed” school climate is 

http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-146
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“characterized by teacher relations that are disengaged, distant, suspicious, and not 

professional. The principal is directive, restrictive, and not supportive” (Hoy, 2011, slide 

4).  In a positive school environment, students feel safe, supported, cared for, respected, 

and are encouraged to learn, which results in academic achievement, quality social 

relationships, and helps to minimize detrimental behaviors, such as absenteeism and the 

use of controlled substances (Center for Social and Emotional Education and Education 

Commission of the States, n.d.).   

School Culture 

School culture and school climate are two closely related terms which measure a 

school’s sense of community.  Each school has a distinctive culture, which refers to the 

stakeholders’ shared values, beliefs, attitudes, and norms that create the unwritten rules 

(Gruenert, 2008; Hinde 2004; Saufler, 2005), and the way things are done in that 

particular school (Saufler, 2005).  A school’s culture encompasses the school’s unique 

traditions, ceremonies, history, customs, moral behavior, and relational codes, and this 

legacy is deeply embedded in the school and transmitted from one generation to the next 

(Saufler, 2005).  These beliefs and values reflect daily what the school community cares 

about and influences the activities of all members of the school (Hinde, 2004). 

Secondary School 

A school for grades 6-12. 

The Southern Association of Colleges and Schools 

The Southern Association of Colleges and Schools (SACS) is an accrediting 

association which services private and public schools.  Schools which are accredited by 
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SACS have to meet a set of criteria which demonstrates they are strong academically and 

their teachers are certified in the areas in which they teach.  

Stakeholder 

At this stage of the research, “stakeholders” will generally be defined as any 

person in the Christian school setting who has an interest in the education of the students.  

This includes administrators, teachers, parents, and students. 

Chapter Summary 

Dewey (1916) and Durkheim (1903) realized the importance of the school 

community on student achievement and growth.  Halpin and Croft’s (1963) research in 

the 1960s expanded their concept by creating a survey which allowed teachers to rate 

areas of interpersonal relationships which contributed to a healthy organizational climate. 

In the past three decades there has been increased awareness of the importance of school 

climate studies as a data driven strategy for school improvements.  The National School 

Climate Center was created in 1996 and has developed six categories which can be 

measured by surveying the school’s stakeholders (see Appendix A for a list of 

categories).  This study focused on a subcategory of “Staff Only, which is “Professional 

Relationships,” and is defined as “positive attitudes and relationships among school staff 

that support effectively working and learning together” (National School Climate Center, 

n.d., para. 12). 

Christian schools are an under-researched area.  While Christian schools are 

unique environments where the stakeholders do not concern themselves with all of the 

federal government educational policies, Christian school personnel must be concerned 

with the business aspect of their school.  Christian schools have to provide their own 
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funding, and have to compete with public, charter, and other private schools for 

enrollment and retention.  Several Christian schools across the country and in South 

Florida have been reduced in size or have been forced to close due to declining 

enrollment.  In order for Christian schools to attract and retain students, these schools 

need to be performing at the optimum level.  Healthy interpersonal relationships between 

teachers and administrators can benefit all of the stakeholders.  Conducting school 

climate studies allows schools to have data which helps them understand the areas of 

strengths and weakness at their schools.  

This explanatory sequential mixed methods research study design utilized the 

Organizational Climate Descriptive Questionnaire Revised for Secondary Schools 

(OCDQ-RS) survey for the quantitative strand, and an intrinsic case study was conducted 

for the qualitative portion which utilized observations, interviews, and focus groups.  The 

research study was done on Christian School A and Christian School B; two schools 

which are in the same geographic region of South Florida and are accredited by SACS 

and ACSI.  The purpose of this mixed methods study was to identify specific practices 

demonstrated by Christian school secondary teachers and administrators which contribute 

to strong interpersonal relationships.  Identifying these factors will allow public and 

private school administrators to consider steps they can take to strengthen their 

interpersonal relationships between faculty and administrators, which can help strengthen 

their teachers’ perception of school climate.
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II.  REVIEW OF THE LITERATURE

Despite the wealth of quantitative research on school climate studies, there is 

limited qualitative research on the specific school climate dimension of “Professional 

Relationships” in Christian schools.  This is partly due to the fact that this category was 

created in 2016.  Commonly, school climate studies focus on assessing the strengths and 

weaknesses through quantitative measures, and do not include qualitative measures to 

explore these areas and determine specific practices which could help improve these 

relationships.  This literature review gives the conceptual framework for this study, which 

explains the origin and evolution of school climate studies, then reviews the following: 

the purpose and importance of school climate studies, school climate studies in Christian 

schools, teacher perception of interpersonal relationships, administrators’ impact on 

school climate, and the interpersonal relationships between teachers and administrators 

and how this impacts school climate.  

Conceptual Framework 

The conceptual framework for this research study originated with the concepts of 

school climate by Emile Durkheim (1903) and the importance of school community by 

John Dewey (1916).  These concepts were quantified by Andrew W. Halpin and Don 

Croft (1963), who created the Organizational Climate Descriptive Questionnaire (OCDQ) 

survey to measure the interpersonal relationships in an educational setting.  The concept 

of school climate was expanded by the National School Climate Center in the 2000s
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with the creation of six categories with 13 dimensions of school climate (see Appendix A 

for categories and dimensions).  The dimension “Professional Relationships” was the 

focus of this study. 

Historically educational philosophers Dewey and Durkheim realized the 

importance of the impact of school culture on student learning and development (Dewey, 

1916; Prius, 2011).  Both Durkheim and Dewey realized in the early 1900s that in the 

school setting learning is not limited to acquiring knowledge, but also includes a social 

element because students are part of a social community, and learning itself is a social 

action (Prius, 2011).  The concept of school climate originated with Durkheim (1903), a 

sociologist who researched the process of social engagement and how it related to 

education.  The social aspect of education is not limited to students’ interactions with 

each other, since students also interact socially with adults, and teachers interact socially 

with their peers and leaders in the school setting.  Believing that it is a social 

phenomenon in both the origin and operation of the educational process, Durkheim’s 

(1903) theory of the importance and impact of the social environment of a school on the 

students broadened educators’ views to consider factors beyond academics which 

influence student learning.  Durkheim felt if educational theories focus only on the 

individual, they are inadequate because they are missing the importance of the 

community.  Both the objectives and the implementation of schools is a social function 

(Prius, 2011).   

Dewey (1916) also believed schools are environments that influence the moral 

and emotional temperament of their members and he wanted educators to consider how 

the social constructs of a school environment affect student academic achievement. 
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According to Thapa et al., (2013), “Although early educational researchers such as… 

Dewey (1916), and Durkheim (1903) recognized that the distinctive culture of a school 

affects the life and learning of its students, the rise of systematic, empirical study of 

school climate grew out of industrial/organizational research,” (p. 358).  This research 

was done by social psychologists Halpin and Croft (1963), the seminal authors of 

organizational climate studies who had innovative thoughts on leadership for the business 

world, which evolved into practical tools for school administrators to use to analyze 

leader behavior and develop leadership theories.  “Organizational climate” is a term 

which is derived from the routine practices in an organization that are important to the 

members of the organization, and focuses on describing the properties of an organization, 

instead of attempting to evaluate it (Hoy, 2011).  Halpin and Croft created the analogy 

that “personality is to the individual as organizational climate is to an organization” (Hoy, 

2011, slide 2).  They believed that change was possible, but it occurs slowly and is a 

social process (Halpin, 1967).  In 1963 they developed the OCDQ survey which allowed 

teachers the opportunity to rate their principal’s leadership style.  The OCDQ contained 

eight dimensions: 4 of teacher behaviors (disengagement, hindrance, spirit, and 

intimacy), and 4 of principal behaviors (aloofness, production emphasis, trust, and 

consideration) (Halpin & Croft, 1963).  These 4 levels are measured on a continuum of 

“open and healthy” to “closed and in need of attention” (Halpin & Croft, 1963).  Their 

studies were limited to the relationships between teachers and their principal, which is the 

focus of this study, and a revised version of the OCDQ was the survey instrument which 

was conducted for the quantitative portion of this study. 
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School climate studies have gained momentum over the past three decades with 

the creation of The National School Climate Center in 1996 and the development of six 

categories of school climate: Safety, Teaching and Learning, Interpersonal Relationships 

(between students and other groups), Institutional Environment (Cohen, Pickeral, & 

Levine, 2010; National School Climate Center, n.d.), and recently two more categories 

were added: “Staff Only,” which considers leadership practices, and “Social Media,” 

which considers the impact of social media on the school setting (National School 

Climate Center, n.d.).  A subcategory of “Staff Only” is “Professional Relationships,” 

which is defined as “positive attitudes and relationships among school staff that support 

effectively working and learning together” (National School Climate Center, n.d., para. 

12).  The National School Climate Center encourages schools to conduct studies of their 

stakeholders’ perceptions of these areas, which yields quantitative data to identify areas 

of strength, as well as pinpoint weak areas which need to be addressed (National School 

Climate Center, n.d.).   

There is a gap in the research on Christian schools in the school climate 

dimension of “Professional Relationships,” so this study served to determine what 

specific factors teachers and administrators demonstrate to contribute to healthy 

interpersonal relationships, and how these factors impacted the teacher and 

administrators’ perception of a strong school climate in the area of “Professional 

Relationships.”  This research study was framed within the context of school climate, 

which grew out of Dewey (1916) and Durkheim’s (1903) studies on the importance of the 

social impact of the school community.  Halpin and Croft’s (1963) studies defined the 

area of school climate by considering the interpersonal relationships between teachers 
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and the principal to determine the health of a school.  The National School Climate 

Center has created six specific categories of school climate which they recommend 

school administrators study to determine the health of their school (Figure 1).   

 

Figure 1.  Conceptual framework with the three concepts and two leadership theories. 

 

Many Christian schools are experiencing challenges due to competition of other 

schools and economic fluctuations.  In order to attract and retain students, these schools 

need to be performing at their optimum level, and teachers and administrators should 

work well together.  For this reason, interpersonal relationships between teachers and 

administrators were examined through the lens of the dimension of school climate, 

“Professional Relationships.”  This study yielded data which can identify specific 

interpersonal relationship characteristics any public or private school teacher or leader 

can implement in their work environment. 
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Review of Research 

The goal of education for students in grades K-12 is for students to learn the 

skills, knowledge, and dispositions they need to create a foundation which will enable 

them to love, work, and participate in a democratic society (Cohen, 2006, 2014; Cohen et 

al., 2010).  In the school setting students learn more than just academics; the school 

environment has an enormous influence on student development and learning.  School 

climate, which refers to “the quality and character of school life” (National School 

Climate Center, n.d., para. 12), plays an important role in a student’s life.  The climate of 

an organization influences the behaviors and attitudes of its’ members (Hoy, 2011).  It can 

positively or negatively affect a student’s academic achievement, mental well-being, and 

physical health (Cohen et al., 2009; National School Climate Center, n.d.; Thapa et al., 

2013), and engagement in risky behaviors (National School Climate Center, n.d.).  A 

positive school climate can have a significant impact on a student’s motivation to learn 

(Eccles et al., 1993; National School Climate Center, n.d.).  A positive school climate in 

middle and high school can help reduce discipline issues, drug use, psychiatric issues 

(Cohen, 2014; LaRusso, Romer, & Selman, 2008), violence and aggression (Gregory et 

al., 2010),  sexual harassment (Attar-Schwartz, 2009), and it can lower rates of student 

suspension in high school (Lee, Cornell, Gregory, & Fan, 2011).  The U.S. Centers for 

Disease Control and Prevention (2009) encourages schools to consider school climate 

reform because it is a data driven strategy that can help prevent dropouts and foster 

healthy relationships and school connectedness (Thapa et al., 2013).  Healthy 

relationships are vital and feeling connected to others in the school setting is one of the 

http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-123
http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-84
http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-84
http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-4
http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-124
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most important aspects of school climate because it promotes healthy student 

development, both academically and socially (Thapa et al., 2013). 

In the last six decades there has been a wealth of research which verifies the 

importance of building a healthy school climate in each school community, and there has 

been an increased interest in school climate studies for K-12th grade schools, both 

nationally and globally, as a data-driven strategy which allows schools to analyze their 

stakeholders’ perceptions of their school’s climate (National School Climate Center, 

n.d.).  Measures taken by schools to promote a positive perception of school climate can 

help students grow academically, emotionally, and psychologically.  Areas of strength 

and weakness in a school’s climate can be measured quantitatively through the use of a 

survey, and qualitatively through the use of focus groups, interviews, observations, town 

hall discussions, and surveys (Cohen et al., 2009).  After data is collected and analyzed, 

factors can be defined for areas which need strengthening, allowing school personnel to 

focus their energy on these areas and take measures to improve areas of weakness (Gold 

et al., 1999). 

School Climate Studies Supplement Government Policies 

The 1983 report, A Nation at Risk, identified areas of concern in American 

education; it determined that the American education system was a failure and needed to 

be fixed, advocating for standards based education with more testing, and a unified 

curriculum of content and objectives created by the federal government for all students 

(Vinovskis, 2009).  It was determined that the government would now control the public 

school curriculum, which would be legislated by Congress and enforced by each 

individual state, taking the curriculum decisions out of the teachers’ and states’ control 
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(Vinovskis, 2009).  This controversial report led to the “No Child Left Behind” Act 

(NCLB) in 2002, which authorized several federal educational programs to be 

administered by the individual states (State of Washington, Office of Superintendent of 

Public Instruction, 2011).  NCLB was designed to help reduce the academic gap between 

minority students and their advantaged peers by requiring that public schools be 

accountable to the U.S. Government for reading and math scores in grades 3-8 and in 

high school through the use of standardized testing (State of Washington, Office of 

Superintendent of Public Instruction, 2011).   

NCLB has impacted educational practices by mandating that schools be held 

accountable academically, provide intervention and support for students who are 

struggling, and implement measures to improve education (U.S. Department of 

Education, n.d.).  Educational policy makers are aware that the implementation of NCLB 

was too narrowly focused because it only requires quantitative results by mandating that 

public schools be held accountable for their math, reading, science, and physical violence 

scores (Cohen et al., 2009).  To supplement NCLB’s accountability scores and fill this 

gap, school districts can include school climate data as a measure to determine factors 

that promote stakeholders’ engagement, and support learning and success in school and 

life beyond the school setting (Cohen et al., 2009).  School climate research can also 

support the tenets of the Association for Supervision and Curriculum Development’s 

(ASCD’s) Whole Child initiative by providing helpful data which shares to what extent 

students feel safe, engaged, supported and challenged, which can help schools develop 

positive learning environments (Cohen et al., 2009).  Schools can utilize this data to 

create positive learning environments which will enable students to develop socially, 
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emotionally, and ethically, which are predictors of being successful in school and in life 

(Cohen et al., 2009).  

NCLB was scheduled to be revised in 2007, but because many of NCLB’s 

requirements were unusable for teachers and students, it was determined in 2010 that it 

needed to be replaced (U.S. Department of Education, n.d.).  On December 15, 2015, 

President Obama signed the Every Student Succeeds Act (ESSA), which is designed to 

reduce the burden of standardized testing, move education decisions from the federal to 

the state and local levels, and give more assistance to disadvantaged students (U.S. 

Department of Education, n.d.).  The government is in the process of transitioning into 

the ESSA regulations (U.S. Department of Education, n.d.).  Although the government’s 

motive to improve the schools is commendable, these actions have been criticized for 

several reasons.  One criticism is for placing too much emphasis on quantitative 

measures, specifically test scores, to measure the academic success of schools, while 

ignoring the factors that contribute to creating a healthy school climate.  Another 

criticism of NCLB, and concern for ESSA, has been that it follows the pattern of 

legislators creating educational policy, who are far removed from the classroom and may 

have little or no educational background.  This process is referred to as “forward 

mapping,” a concept created by Elmore (1980), who believes that it would make more 

sense for educators who are in the classroom and their local government officials, who 

understand the needs of their students and the culture of their area, to create the 

educational policies they implement, a process referred to as “backward mapping.”  

Public school leaders face increased accountability to government agencies at local, state, 

and federal levels, and they face decreased autonomy due to curriculum driven by 
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standards and high-stakes testing, where the government holds teachers and 

administrators accountable for student achievement (Reyes-Guerra et al., 2014).  

School Climate in Christian Schools 

There are vast differences between public and private schools, such as how they 

are funded, who they are accountable to, who regulates the curriculum, the structure of 

the organization, how students meet enrollment criteria, and the role of the stakeholders.  

Faith-based schools do not have the same government restrictions and regulations as 

public schools, such as requiring students to take standardized tests.  The goals of faith-

based schools are derived from the school’s religious tradition and influenced by the 

characteristics, purposes, ethos, and faith of the particular school (Striepe & 

O’Donoghue, 2014).  Each faith-based school is unique in their educational practices and 

environment.  Because faith-based schools differ from each other and from public 

schools, these schools are often marginalized by the media, and educational research of 

critical educational issues is not highly sought after in these schools; in fact, this area of 

research is “remarkably underdeveloped” (Grace, 2003; Striepe & O’Donoghue, 2014). 

Supporters of allowing school choice plans to include private schools argue that 

Christian schools have a healthier, more positive, more advantageous school climate than 

charter and public schools (Krommendyk, 2007; Sikkink, 2012) and religious schools, in 

particular, tend to have a “distinct advantage in establishing an effective school 

community” (Sikkink, 2012, p. 23).  The Cardus Education Study Survey of Protestant 

and Catholic school administrators in the U.S. and Canada found that 44% of U.S. 

evangelical Protestant school participants “strongly agree that their school is close-knit” 

(Sikkink, 2012, p. 23).  Many parents send their children to faith-based schools not for 
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academic advantages, but because they perceive it is to be a healthier environment and 

culture, with fewer problems with gangs, drugs, and racial friction (Jeynes, 2012). 

Although parents may not seek religious schools for academic reasons, students who 

attend religious schools perceive that these schools have an advantage over public 

schools because they emphasize working hard, offer demanding courses, and require 

homework (Jeynes, 2012).  

Hallmarks of a religious school are the sense of caring and committed educators 

to the student as an individual, a sense of community, and mutual obligation between 

students, parents, and school personnel, which may result in many positive factors, such 

as better academic achievement (Eide, Goldhaber, & Showalter, 2004).  Research 

conducted on Christian schools in England found that the students in Christian schools 

tend to be better educated and have a higher ability level than their counterparts in public 

schools (Allen & West, 2011).  In addition, findings were also reported that parents who 

affiliate themselves with a religion tend to be better educated, have a higher level career, 

which results in a higher household income, and they are more likely to put their children 

in faith-based schools than children who come from lower-income religious families 

(Allen & West, 2011).  

Several studies are in agreement that minority children who come from low-SES 

families have better academic performance in religious schools than in private schools 

(Jeynes, 2012).  Other factors that help minority students do well in school include 

having a personal faith and family stability, which help to close the achievement gap that 

exists between minority students and white students (Jeynes, 2012).  For at-risk students 

and families, the connection of family and school is very important; it can make the 

http://www.tandfonline.com.ezproxy.fau.edu/doi/full/10.1080/15582159.2012.651394#CIT0016
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difference by either exacerbating the risk conditions or ameliorating them (Reschly & 

Christenson, 2012). 

Unfortunately, even though the school climate in faith-based schools tends to be 

more positive, Krommendyk (2007) also noted that enrollment in private religious 

schools is declining due to the increase in charter schools.  Parents are taking their 

children out of private religious schools and underperforming public schools and 

enrolling them in charter schools (Krommendyk, 2007).  Due to this trend private school 

enrollment is diminishing, and some schools have lost so many students that they are 

closing.  To avoid any further decrease in enrollment and possible closure these schools 

need to be performing at the optimum level in order to retain students.  With the 

competition of charter schools and fluctuations in the economy, private school teachers 

and administrators need to be aware of the factors that have a negative impact on their 

school climate and then vigilantly address these areas.   

Teachers’ Perception of Interpersonal Relationships 

Teaching is a unique profession (Littleford, 2007).  Teachers have many 

advantages, such as they manage their microcosms, their classrooms, and they facilitate 

student learning through a variety of methods.  Teachers also must deal with negative 

situations when working with children, such as students who are disruptive, disrespectful, 

lack motivation, and struggle with learning disabilities that the teachers are not qualified 

to handle.  In addition to these challenges, they are pressured to complete a great deal of 

paperwork, increase academic growth, improve test scores, ensure bullying does not 

occur, and attend meetings (Littleford, 2007).  Teachers also communicate each student’s 

academic progress and social and emotional concerns to parents.  When teachers relay a 
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student’s negative behavior to the parents they may find that some parents are supportive, 

while others may blame the teacher or take their child’s side and, instead of giving the 

teacher the benefit of the doubt, accept their child’s version of the incident as the truth.   

There are a wealth of benefits and challenges in the field of teaching, and it is 

extremely helpful for teachers to have supportive administrators. Teachers are more 

committed to their jobs if they perceive that they have the support of the other teachers 

and their principal (Singh & Billingsley, 1998).  If teachers do not have the support of 

their principals they might determine that the stress of the job outweighs the benefits 

(Littleford, 2007).  School climate can either increase or decrease a teacher’s emotional 

exhaustion, feelings of accomplishment, and depersonalization (Grayson & Alvarez, 

2008), as well as attrition (Miller, Brownell, & Smith, 1999).  Teachers who believe that 

the can have a positive impact on student learning have a positive perception of school 

climate (Guo & Higgins-D’Alessandro, 2011; Hoy & Woolfolk, 1993).  According to 

Krommendyk (2007), characteristics of teachers that can contribute to a healthy school 

climate include: being collegial, having healthy relationships with their principals, feeling 

satisfied with their work, encountering fewer student behavior problems, and having the 

power to control decisions that impact their ability to teach. 

According to The National Commission on Teaching and America’s Future, 

school climate is an important contributing factor to teacher retention (Cohen et al., 2009; 

Fulton, Yoon, & Lee, 2005), which also impacts student success (Cohen et al., 2009).  

Christian school personnel often feel they are called by God, which is a sense that God 

has chosen them to work and serve at a particular school, and by working at the school 

http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-79
http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-79
http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-141
http://rer.sagepub.com.ezproxy.fau.edu/content/83/3/357.full#ref-70
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the employee has chosen to obey God’s calling during this time in their life (Beckman et 

al., 2012).   

Faith-based schools select their teachers and students based on their religious 

beliefs, which creates a distinct school culture and environment (Streipe & O’Donoghue, 

2014).  The culture and environment at a Christian school can differ from the school 

environment in a public school setting.  Teachers are an important part of the school and 

form the bridge between administrators and the classroom, and administrators are 

dependent on teachers to reach school goals (Price & Moolenaar, 2015).  It is beneficial 

for administrators, students, and teachers to have teachers who feel valued, supported, 

and fulfilled in their work environments.   

Administrator Impact on School Climate 

In a Christian school hierarchy, teachers report to principals, who report to the 

headmaster, superintendent, or president of the school, and he or she reports to a school 

board, or board of directors.  Both administrative levels have an impact on school 

climate.  There is a wealth of research which agrees that headmasters have an essential 

role in student achievement, developing school climate, ensuring instructional 

effectiveness (Deal & Peterson, 1990; Fullan, 1991, 1999; Partlow, 2007; Tschannen-

Moran & Gareis, 2015), and working with the other administrators to improve the school 

(Datnow & Castellano, 2001; Leithwood & Sun, 2012).  Headmasters are also 

responsible for creating and maintaining a positive school learning climate, which 

improves student learning and encourages student achievement (Price & Moolenaar, 

2015).  Administrative leadership indirectly affects student learning through school 
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culture and collaboration with teachers (Hallinger & Heck, 1998; Leithwood & Jantzi, 

2000; Price & Moolenaar, 2015; Thoonen, Sleegers, Oort, & Peetsma, 2012). 

Watson and Bogotch (2016) believe that school leaders should foster a sense of 

community within the school.  Sergiovanni (1996) observed that if schools were to 

function as communities, then school leaders must also serve as moral agents and should 

adapt their practices and theories to meet the needs of their respective school sites. 

Sergiovanni’s argument was to replace "school as an organization" with "school as 

community” (as cited in Watson & Bogotch, 2016, p. 94).  According to one research 

participant in a study done by Beckman et al. (2012), one complication for Christian 

school headmasters is the stakeholders have different visions for the school than the 

headmaster does, and rather than support the leader and build something together, they 

want changes made.  It is important for school headmasters to have the people skills 

necessary to get along with the variety of personalities he or she will have to deal with in 

their job, develop and maintain strong relationships with stakeholders, have the ability to 

understand their different expectations, and be able to compromise with people without 

losing their vision (Beckman et al., 2012).   

Creating a positive school climate originates at the administrative level, and 

trickles down through the interactions with the teachers, which impacts the behavior and 

academic, social, and emotional growth of the students.  If staff morale is low, it will 

have a negative impact on the students (Warner & Heindel, 2017).  The administrator’s 

first priority should be to create a positive school climate where teachers and students feel 

safe, supported, cared for, treated equitably, and respected (National School Climate 

Center, n.d.; Robinette, 2016).  When students feel secure in their environment, they are 
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able to learn and experience academic achievement and quality social relationships, and 

detrimental behaviors, such as bullying (Warner & Heindel, 2017), absenteeism, and the 

use of controlled substances, are minimized (National School Climate Center, n.d.).   

To help create a positive school climate, students, parents and teachers need to 

perceive that the school personnel care about the individuals in the school community 

and desire to meet their needs.  The first step administrators should take is to conduct a 

yearly school climate survey and address areas of weakness, which indicates to the 

school’s stakeholders that the administration is interested in improving the school 

(Warner & Heindel, 2017).  Next, areas of concern should be addressed.  Research 

indicates that principals have an impact on teaching and learning by creating a supportive 

school climate (Clifford, Menon, Gangi, Condon, & Hornung, 2012).  School climate 

surveys are one way to measure a principal’s performance (Clifford et al., 2012) and give 

invaluable feedback on areas that principals have control over (Hallinger & Heck, 1998).   

Administrators impact school climate and student learning.  In order for students 

to succeed, they need competent leaders.  Watson and Bogotch (2016) described a case 

study of an effective leader, Dr. Brown, who was able to take a dying school and make it 

thrive again.  To do this the school participants cited that he did the following: 

1. Did his homework, so he knew the history of the school and the challenges ahead of 

him 

2. Gained the trust and respect of the faculty 

3. Was a teacher, so he understood the perspective of the teachers and did not forget 

where he came from  

4. Was knowledgeable about curriculum, pedagogy, and leadership practices 
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5. Observed each teacher twice per year and gave constructive feedback 

6. Had high academic expectations for teachers and students 

7. Scheduled teachers so they have time during the school day to get together with 

members of their department and collaborate 

8. Encouraged professional development for his teachers 

9. Helped teachers maximize their potential 

10. Was transparent, allowing teachers to know his goals and vision for the school 

11. Modeled encouragement, which encouraged other teachers to help each other 

Administrators who take these positive steps can help improve school climate for 

their teachers and the students.  Almost all of the states in America are now including 

school climate and principal-teacher relations in evaluations for new principals (Price & 

Moolenaar, 2015). 

Relationships between Teachers and Administrators 

Principals are key figures in a school and their actions have a direct impact on 

their school’s climate (Price, 2012).  Principals can have a strong, positive impact on the 

climate of the school if they are able to cultivate trust, cooperation, and an environment 

where staff input is welcome (Hoy, Smith, & Sweetland, 2002; Leithwood & Jantzi, 

1990, 1999; Leithwood, Leonard, & Sharratt, 1998).  Faculty members are more likely to 

be committed to their school, experience a higher level of job satisfaction, and be in 

agreement with school goals if they perceive the school environment to be open, trusting 

and cooperative (Price, 2012).  The relationships between the principal and staff members 

are central factors for teachers to be able to experience these outcomes (Hoy et al., 2002; 

Leithwood & Jantzi, 1990).  Trust is the bedrock to building and sustaining these 
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organizational relationships (Tschannen-Moran, 2004).  Specific practices which can be 

implemented to promote a positive school climate are taking measures to ensure the 

emotional and physical safety of all members of the school community and encouraging 

open communication, which allows both teachers and students to perceive they have a 

voice in the school (Warner & Heindel, 2017).  A strong school climate benefits school 

staff (National School Climate Center, n.d.) and is strengthened by teacher retention 

(Cohen et al., 2009).   

Chapter Summary 

A healthy school climate is important for the success of every school because it 

allows students, teachers, and administrators to thrive in the school environment.  There 

is a difference between the school climate in public, charter, and private schools.  

Research conducted by Krommendyk (2007) on the association between school climate 

and school choice found that, compared to charter and public schools, the climate in 

religious schools is healthier and more open.  Even though the school climate tends to be 

more positive in religious schools, Krommendyk also noted that enrollment in private 

religious schools is declining due to the increase of charter schools.  Parents are taking 

their children out of private religious schools and underperforming public schools and 

enrolling them in charter schools (Krommendyk, 2007).  Due to this trend private school 

enrollment is hurting.  To avoid a decrease in enrollment, religious schools need to be 

performing at the optimum level in order to retain students.  Administrators at religious 

schools should consider school climate studies as a means to identify areas of weakness 

and address them.  



37 

“Professional Relationships” is a dimension of school climate which focuses on 

the interpersonal relationships between teachers and administrators (National School 

Climate Center, n.d., para. 12).  Teachers have many challenges in their jobs, and can 

become victims of exhaustion and burnout, but if they feel they are supported by other 

teachers and their administrators and feel that they are making a difference in the lives of 

their students, they are more likely to have a more positive perception of school climate 

and remain in their jobs.  Administrators have several important responsibilities and 

creating a positive school climate is one of their duties.  Healthy interpersonal 

relationships are vitally important for strong teacher morale, which impacts teachers’ 

perception of school climate.  Christian teachers and administrators can take positive 

actions which can contribute to strong interpersonal relationships.
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III.  METHODOLOGY

In a typical academic institution, the stakeholders include teachers, administrators, 

parents, the local community, and certainly the students.  A climate study is based on the 

perceptions of the stakeholders.  School climate studies explore the perceptions of the 

stakeholders, which can help administrators identify areas of strength and weakness.  

Halpin and Croft’s (1963) seminal work on leadership has been used to investigate the 

climate of an organization.  The present study explored how secondary teachers and 

administrators at two SACS and ACSI accredited Christian schools in South Florida 

perceived the climate of their school on the dimension of professional relationships.  

Specifically, the study captured specific perceptions of teachers and administrators with a 

goal of better understanding the factors that contribute to healthy professional 

relationships.  An assumption of this study was that the two schools have positive 

working environments and would score above average in Hoy’s (n.d.) five areas of 

interpersonal relationships, and that the teachers’ and administrators’ Christian faith 

impacts their actions. 

Research Design 

An explanatory sequential mixed methods design was selected for the present 

study that “begins with a quantitative strand and then conducts a second qualitative strand 

to explain the quantitative results” (Creswell, 2015, p. 38).  The quantitative data was 

analyzed to determine “what results need further exploration during the second, 

qualitative phase, and what questions to ask participants in this qualitative phase” 
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(Creswell, 2015, p. 38).  The quantitative portion of the study was conducted to 

determine which of the five interpersonal relationship categories (Administrator 

Supportive Behavior, Administrator Directive Behavior, Teacher Engaged Behavior, 

Teacher Frustrated Behavior, and Teacher Intimate Behavior) were strengths at each 

school.  The quantitative results were further examined through qualitative measures of 

observations, interviews, and focus groups.  The qualitative portion of this research study 

used an intrinsic case study, which is appropriate for this research because it was able to 

determine which factors contribute to strong interpersonal relationships and investigated 

“how” and “why” these factors impact the professional relationships between teachers 

and administrators without manipulating their behavior (Baxter & McMaster, 

2008).  This design mirrors the intent of this study, which is to do two phases of research: 

a quantitative portion to identify areas of strengths, and then a qualitative portion to 

further explore these areas and identify factors that contribute to teachers’ perception of a 

strong school climate.  Both the quantitative and the qualitative strands were used to 

answer research question one, and the qualitative strand alone was used to answer 

research questions two and three. 

Participants 

Two Christian schools in South Florida were selected which met the criteria for 

this study; the schools had to be in the same geographic region of South Florida and be 

accredited by SACS and ACSI.  For the quantitative portion of the research the power 

analysis was determined by using G*Power to estimate sample size a-priori.  G*Power is 

software which was used to calculate the statistical power analysis and the effect size for 

the t-test which was used for this study.  The alpha level was set at .05, power at .80, and 



40 

estimated a small to medium effect size of .15.  The a-prior power analysis indicated that 

99 participants would be needed to show significant results.  For the qualitative portion 

the minimum of ten interviews, consisting of six teachers and four administrators, and 

two focus groups, each consisting of two teachers, was met.  

Although School A and School B vary in the number of students enrolled, the size 

and quality of their facilities, and the variety of programs offered, they have similar 

educational and religious philosophies.  Both schools employ staff members who 

maintain religious beliefs which are in alignment with Protestant Christian beliefs as 

professed by each school’s mission statement.  School A is a small PreK-12th grade 

school with a total enrollment of 462 students.  The high school has 129 students, 41 full-

time and part-time faculty and staff members, seven administrators, and a headmaster 

who oversees the entire school.  The researcher received a total of 40 surveys, which was 

82% participation.  Of those 40 surveys, four were disqualified because they were 

incomplete, resulting in 36 usable survey responses, representing 75% of the faculty and 

administration.  School B is a large PreK-12th grade school with a total enrollment of 

1873 students.  The high school has 619 students, 75 faculty members, 10 administrators, 

and a head of school who oversees the entire school.  The researcher received a total of 

63 surveys, which was 73% participation.  Of those 63 surveys, all were valid, and none 

was disqualified, resulting in 63 usable survey responses, representing 73% of the faculty 

and administration.  Participants from School A were comprised of 14 males, 21 females, 

and 1 participant did not report their gender.  Participants from School B were comprised 

of 24 males and 39 females (Appendix B).  The youngest participant from School A was 

23 years old, the oldest participant was 69 years old, and the average age of the 
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participants was 43 years old.  The youngest participant from School A was 23 years old, 

the oldest participant was 66 years old, and the average age of the participants was 46 

years old (see Appendix C for participant ages).  From School A there were 28 white 

participants, four Hispanic participants, one African American, one Asian, and two 

participants did not report their ethnicity.  From School B there were 44 white 

participants, 12 Hispanic participants, five African American participants, one participant 

who selected “other” for their ethnicity, and one participant did not report their ethnicity 

(see Appendix D for participant ethnicities). 

There were seven participants from each school who participated in the 

qualitative strand of the research.  With the help of a faculty liaison at each school, 

teachers were selected who taught different subjects.  The participants’ demographic 

information for School A is listed in Table 1 and the participants’ demographic 

information for School B is listed in Table 2. 
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Table 1  

Interview and Focus Group Participants’ Demographics for School A 

Code 
Name Gender Years as 

Educator 
Years as 

Administrator 

Years 
at 

RS1 

Current 
Department 
or Position 

Extracurricular 
Activities 

Beth Female 17  12 Math 

Department 
chair, club 
sponsor, 

discipleship 
leader 

Diane Female 13  11 Science 

Club sponsor, 
class sponsor, 
discipleship 

leader 

Marie Female 5  3 Math 

Club sponsor, 
class sponsor, 
discipleship 

leader 

George Male 10  5 History Club sponsor, 
coach 

Ron Male 9  4 Math Club sponsor, 
coach 

Wayne Male 13 5 13 Principal  

Sam Male 4 16 4 Principal  
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Table 2  

Interview and Focus Group Participants’ Demographics for School B 

Code 
Name Gender Years as 

Educator 
Years as 

Administrator 

Years 
at 

RS2 

Current 
Department 
or Position 

Extracurricular 
Activities 

Heather Female 7  2 History 

Service 
coordinator, 
discipleship 

leader 

Martha Female 25  8 Science 

Class sponsor, 
student 

activities team 
member 

Susan Female 25  7 English Club sponsor 

Layne Female 21  10 Math 
Student 

activities team 
member 

Jill Female 27  4 Math 

Department 
chair, club 

sponsor, coach, 
service 

coordinator 

Ted Male 4 30 5 Principal  

Jack Male 7 16 18 Headmaster  

 

Quantitative Strand 

Approval was obtained by Florida Atlantic University’s Institutional Research 

Board (IRB) prior to any research being conducted.  The first strand of the research study 

was conducted using the Organizational Climate Descriptive Questionnaire Revised for 

Secondary Schools (OCDQ-RS) survey to explore the five dimensions of interpersonal 

relationships which were perceived as strong by teachers and administrators.  

Specifically, research question one investigated, “How do secondary teachers and 

administrators at two SACS and ACSI accredited Christian schools in South Florida 
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perceive the school climate of their school in the five areas of interpersonal relationships 

(Administrator Supportive Behavior, Administrator Directive Behavior, Teacher Engaged 

Behavior, Teacher Frustrated Behavior, and Teacher Intimate Behavior)?”  The 

quantitative results of a study “yield statistical significance, confidence intervals, and 

effect sizes and provide the general outcomes of the study” (Price, 2012).   

 Materials 

For this study, the Organizational Climate Descriptive Questionnaire Revised for 

Secondary Schools (OCDQ-RS) was chosen.  This survey is a revised version of Halpin 

and Croft’s (1963) Organizational Climate Description Questionnaire (OCDQ).  The 

OCDQ-RS was created by Kottcamp, Mulhern, and Hoy (1987), specifically for high 

schools, as part of a larger study on high schools initiated by the Rutgers Research Group 

on Organizational Behavior.  These groups realized that the original OCDQ was 

developed for elementary schools but inadequate for secondary schools and also noted 

that the middle categories were ambiguous.  Research done by Halpin and Croft (1963), 

and Hayes (1973), also found the reliability was low in several of the subtests.  The 

OCDQ was deemed flawed for additional issues.  According to Kottcamp et al., (1987), 

“There are also major conceptual problems: the climate continuum is ambiguous and 

likely not a single continuum.  Serious questions about the reliability and validity of at 

least half of the subtests persist.  Finally, the unit of analysis in the development of the 

OCDQ subtests was the individual; it should have been the school” (p. 37).  For these 

reasons, Halpin and Croft’s OCDQ was revised, which was the survey used for this 

study.  According to Kottcamp et al. (1987), the OCDQ-RS was kept within the original 
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framework which had been established by Halpin and Croft (1963) and has five specific 

dimensions: two for principals (Figure 2) and three for teachers (Figure 3).   

Figure 2.  Administrator behaviors from the five dimensions of the OCDQ-RS survey 
(Hoy, n.d., para. 1-2). 

Administrator Behavior

Administrative Supportive Behavior is characterized by 
efforts to motivate teachers by using constructive criticism 
and setting an example through hard work.  At the same 
time, the administrator is helpful and genuinely concerned 
with the personal and professional welfare of teachers. 
Supportive behavior is directed towards both the social 
needs and task achivement of the faculty.

Administrator Directive Behavior is rigid and domineering 
supervision.  The administrator maintains close and 
constant control over all teachers and school activities down 
to the smallest details.
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Figure 3.  Teacher behaviors from the five dimensions of the OCDQ-RS survey (Hoy, 
n.d., para. 3-5). 
 

The Organizational Climate Descriptive Questionnaire Revised for Secondary 

Schools (OCDQ-RS) survey was validated by 5,000 teachers from New Jersey who took 

the surveys during faculty meetings; their findings created the standardization of the 

instrument (Kottcamp et al., 1987).  A factor analysis of multiple samples of the OCDQ-

RS supports the construct validity of the concept of organizational climate, and there 

have been studies which support the predictive validity (Hoy n.d.; Hoy & Tarter, 1997).  

According to Hoy (n.d.), “each dimension of the survey was measured by a subtest of the 

OCDQ-RS and results indicated relatively high reliability scores: Supportive (.91), 

Directive (.87), Engaged (.85), Frustrated (.85), and Intimate (.71)” (para. 6).  The 

validity of the OCDQ-RS has also been explored through studies done by Ceyda and 

Teacher Behavior

Teacher Engaged Behavior is reflected by high faculty morale.  
Teachers are proud of their school, enjoy working with each other, and 
are supportive of their colleagues.  Teachers are not only concerned 
about each other, they are committed to the success of their students.  
They are friendly with students, trust students, and are optimistic about 
the ability of students to succeed.

Teacher Frustrated Behavior refers to a general pattern of interference 
from both administration and colleagues that distracts from the basic 
task of teaching.  Routine duties, administrative paperwork, and 
assigned nonteaching duties are excessive; moreover, teachers irritate, 
annoy, and interrupt each other.

Teacher Intimate Behavior reflects a strong and cohesive network of social 
relationships among the faculty.  Teachers know each other well, are close 
personal friends, and regularly socialize together.

Engaged 

Frustrated 

Intimate 
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Sevinc (2012) who conducted a survey of 245 teachers in Instanbul, Turkey, to determine 

the organizational climate of area high schools.  Results revealed that not every 

dimension had a meaningful correlation with organizational climate; only the factors of 

gender and seniority were found to have meaningful correlation with the organizational 

climate’s subdivisions (Ceyda & Sevinc, 2012).  

The OCSQ-RS survey used in the present study consists of 34 interpersonal 

relationship questions, and the addition of five demographic questions and two faith-

based questions (see Appendix E for all questions).  The five demographic questions 

asked the participant’s gender, age, ethnicity, the number of years they have been a 

teacher, and the number of years they have been an administrator.  Although 

demographic questions were included in the survey, the participants’ personal 

characteristics, such as race, gender, and length of time in education, were not considered 

when selecting participants.  The answers to age and the number of years the participant 

was a teacher and/or an administrator were fill in the blank questions.  For the gender and 

ethnicity questions participants selected from a list of answers.  The two faith-based 

questions were, “The teachers’ Christian faith is evidenced by their words and actions,” 

and “The administrators’ Christian faith is evidenced by their words and actions.”  The 

participants completed the two faith-based questions and the 34 OCDQ-RS questions, 

such as “Teachers really enjoy working here,” “Pupils are trusted to work together 

without supervision,” and “Teachers respect the personal competence of their 

colleagues,” by selecting one of four answers on a Likert scale: “rarely occurs,” 

“sometimes occurs,” “often occurs,” and "very frequently occurs" (Hoy, n.d., para. 9). 
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For the OCDQ-RS questions, the term “principal” was changed to “administrator” 

with Hoy’s written permission.  In public schools the principal is the top authority figure 

on the campus, and the school superintendent oversees several schools and does not take 

an active leadership role in the day to day activities on a school campus; however, the 

leadership structure in Christian schools is generally different because both the principal 

and the head of school (known as the headmaster, superintendent or president) are on the 

school campus and both are active leaders at their school. 

Apparatus 

The OCDQ-RS survey was created in Qualtrics, which is an online survey 

program that Florida Atlantic University makes available to their staff and students to 

conduct research.  Qualtrics software permits users to create, test, and modify surveys 

online using flow logic options to tailor the survey.  Qualtrics follows HIPPA laws and 

meets or exceeds federal security requirements, including the FISMA Act of 2002.  To 

protect the security and confidentiality of the data, Qualtrics uses high-end firewalls and 

regularly scans the data to determine if there are any vulnerabilities.  Transmitted data is 

encrypted using Transport Layer Security (TLS).  Access to customer data is restricted to 

specific employees and to secure data centers, whose access is monitored and audited. 

Qualtrics allows researchers to monitor the distribution and tracking of the survey, as 

well as creates multiple metrics and analytics as data is being collected.  The OCDQ-RS 

survey was piloted on five teachers who were not involved in the study to ensure items 

were concise and without ambiguity.    
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Administering the Instrument     

According to Hoy (n.d.), the best time to administer the Organizational Climate 

Descriptive Questionnaire Revised for Secondary Schools (OCDQ-RS) is during a 

faculty meeting.  This allows the researcher to get a higher rate of participation in a short 

amount of time.  Approval was given by the headmaster at each school to conduct this 

research at their school.  An email was sent through Qualtrics to all of the high school 

teachers and administrators using a recruiting script (see Appendix F for emailed script) 

with a link to the survey embedded in the email.  The email was sent the night before the 

meeting. This enabled the survey participants to have immediate access to the survey 

after the researcher’s five-minute speech (see Appendix G for speech text) and Power 

Point presentation at the faculty meeting (see Appendix H for full presentation).  Since 

the survey was sent to all of the secondary school teachers, but not all of the teachers 

were available to attend the faculty meeting, some participants took the survey outside of 

the meeting.  Before the faculty meeting, the school informed their teachers and 

administrators through email to bring an electronic device, such as a phone, tablet or 

laptop, to the meeting.  Since both schools make portable electronic devices available to 

their teachers, teachers had access to a device.  In School A, the administrators also 

arranged for participants to access the laptop computers which were located in the 

classroom where the faculty meeting was held.  Hoy (n.d.) emphasizes it is important that 

the researcher create an environment where teachers feel free to give candid responses.  

There were no personal identifiers collected during the survey (Hoy, n.d.).  A single 

Qualtrics survey link was used to ensure personal participant information (e.g., IP 

address) would not be traceable.  The first page of the survey informed participants about 
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the study and included a consent paragraph followed by two response options: “I consent 

to taking this survey” or “I do not consent to taking this survey.”  Participants had to 

select one of those two responses.  If subjects chose not to participate in the study, they 

would automatically exit out of the survey.  To show appreciation for their efforts, the 

researcher provided snacks at both faculty meetings. 

Scoring  

The five demographic questions (gender, age, ethnicity, years as a teacher, and 

years as an administrator) were scored.  The number of participants for each gender and 

each division of ethnicity was determined for each school by converting each item to a 

corresponding number (see Appendix I for code dictionary).  The average age and years 

as a teacher and administrator of the participants was averaged.  For the two faith-based 

questions each Likert scale answer was converted into a corresponding number and the 

numbers were averaged (see Appendix I for numbers).  The 34 questions from the 

OCDQ-RS survey were analyzed according to the OCDQ-RS instructions to determine 

which of the five areas scored in the above average range: Administrator Supportive 

Behavior, Administrator Directive Behavior, Teacher Engaged Behavior, Teacher 

Frustrated Behavior, and Teacher Intimate Behavior (Hoy, n.d.).  The responses which 

scored >2.50 were explored further in the qualitative strand.  For the first step, each item 

for each respondent was scored, converting each Likert scale answer into a corresponding 

number (see Appendix I for numbers).  For the second step, an average school score was 

calculated for each item, rounding the scores to the nearest hundredth.  There were a total 

of 36 average school scores, which included the 34 questions from the OCDQ-RS and the 

two questions regarding the influence of Christianity on their actions.  These scores 
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indicated the average school score for each item.  For the third step, the sum of the 

average school item scores for each of the five areas of behavior was calculated by 

adding the school item scores for the individual questions that addressed each of the five 

behaviors.  For the fourth step, each school score was converted to a standardized score.  

This allowed the scores to be compared to the normative sample of 5000 schools in New 

Jersey (Table 3).  

 

Table 3 

Normative Data Set 

If the score is 200, it is lower than 99% of the schools. 

If the score is 300, it is lower than 97% of the schools. 

If the score is 400, it is lower than 84% of the schools. 

If the score is 500, it is average. 

If the score is 600, it is higher than 84% of the schools. 

If the score is 700, it is higher than 97% of the schools. 

If the score is 800, it is higher than 99% of the schools. 

Note. The OCDQ-RS subtest standardized scores were compared to the normative data 
provided by Hoy (n.d., para 19). 

 
 

For the fifth step, each subtest score was converted to a standardized score with a 

mean of 500 and a standard deviation of 100.  Hoy (n.d) provided a specific formula for 

each of the five behaviors (see Appendix S for formulas).  For the sixth step, the 

standardized number from step five was compared to the normative data provided in the 

New Jersey sample, which is the same as the openness conversion table (Table 4).  
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 For the final step, the openness score of each school was determined by using the 

openness formula and comparing the results to the range for openness scores, provided by 

Hoy (n.d.).    

 

Table 4 

OCDQ-RS Openness Conversion Table 

Range Conversion 
Above 600 VERY HIGH 

551-600 HIGH 
525-550 ABOVE AVERAGE 
511-524 SLIGHTLY ABOVE AVERAGE 
490-510 AVERAGE 
476-489 SLIGHTLY BELOW AVERAGE 
450-475 BELOW AVERAGE 
400-449 LOW 

Below 400 VERY LOW 
Note. (Hoy, n.d., para 18). 

 

Qualitative Strand 

While the quantitative strand determined the teacher and administrators’ 

perception of school climate, the results do not explain how or why they occurred, which 

is why the qualitative portion is necessary (Price, 2012).  For the second phase of this 

explanatory sequential mixed methods research design an intrinsic case study was 

conducted to identify factors that contribute to teachers’ perception of healthy 

interpersonal relationships, and determine how these factors contribute to a strong 

perception of school climate in the area of “Professional Relationships.”  The surveys 

were analyzed and the results from the quantitative portion of the study were used to 

guide the intrinsic case study for the qualitative portion.  Survey questions which scored 
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>2.50 were added to interview and focus group protocols to be explored further.  These 

questions were added to School A’s teacher interview protocols (see Appendix K for 

teacher protocols) and administrator interview protocols (see Appendix L), and School 

B’s teacher interview protocols (see Appendix M) and administrator interview protocols 

(see Appendix N).  The qualitative data was analyzed, and used to “illustrate a unique 

case, a case that has unusual interest in and of itself and needs to be described in detail” 

(Creswell, 2013, p. 38).  The intrinsic case study was bounded by secondary teachers and 

administrators who work at two SACS and ACSI accredited Christian secondary schools 

in South Florida.  

The qualitative strand was conducted to answer research question two, which 

states, “What factors can secondary teachers and administrators at two SACS and ACSI 

accredited Christian schools in South Florida identify that contribute to healthy 

interpersonal relationships between the two groups?” and research question three, which 

states, “What types of interpersonal experiences, if any, do secondary Christian school 

teachers and administrators at two SACS and ACSI Christian schools in South Florida 

have that contribute to their perception of a healthy school climate?” 

Observations 

Observations were done for a total of 90 minutes at both schools to observe 

people in their natural environment and the teachers’ social interactions with their peers 

and their administrators (Merriam, 2009).  During the observation an Observation 

Protocol form was completed (see Appendix O for form).  Observations were conducted 

during the faculty meeting and during the day of interviews at School A, and during the 

faculty meeting at School B using an observation protocol (Merriam, 2009).  
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Interviews and Focus Groups 

Approximately four weeks after the surveys were completed the interviews and 

focus groups were conducted.  Criterion sampling was used to select the participants who 

met the following criteria: had experience as an administrator or teacher in the secondary 

school at the participating school and had been employed at the school longer than one 

year.  A faculty liaison at each school assisted in identifying teachers and administrators 

who met these criteria.  A recruitment email was sent to the teachers and administrators 

requesting their participation in an interview or focus group (see Appendix P for email).  

Interviews were done in person.  At each site there were two one-on-one interviews with 

administrators, three one-on-one teacher interviews, and a focus group with two teachers, 

for a total of 14 participants from both sites.  The teachers taught different grade levels 

and subjects and were interviewed during their planning periods, and administrators were 

interviewed when they were available.  Interview participants were asked to fill out a 

brief questionnaire to give their demographic information (see Appendix Q for 

questionnaire) and sign a confidentiality and consent form, and an agreement to have the 

conversation recorded on a tape recorder (see Appendix R for adult consent form). 

The interview and focus group questions were open-ended questions which were 

designed from the survey with the purpose of exploring areas of interpersonal 

relationships which indicated a strength from the survey (see Appendix J for questions).  

In an effort to gain an understanding of what factors contribute to strong interpersonal 

relationships between teachers and administrators, the researcher shared the results of the 

survey with the participants and asked them to explain or interpret the results.  

Participants were then asked to explain what actions they take to encourage healthy 
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interpersonal relationships with the other party, and what actions they appreciate the 

other party demonstrating during their interpersonal relationships.  Administrators were 

asked to identify and explain their leadership style.  The teachers and administrators were 

also asked whether their Christian faith influences their actions, and if they see evidence 

of Christian values in the actions of the other group.  If yes, how so?  Exploring these 

areas resulted in thick, rich data which was mined from the participants as they shared 

their personal experiences about the specific factors that contribute to strong 

interpersonal relationships between these two groups.  For the focus groups, initially a 

“round robin” format was followed, allowing each person to have a chance to answer 

each question.  After two rounds of questions the discussion was opened up to any 

participant who wanted to answer the questions.  At the end of the interviews and focus 

groups participants were given a choice of receiving a $10 gift card to Starbucks or 

Target as an appreciation of their participation in the research study, which was approved 

by the IRB. 

The data was analyzed using Values Coding to see what themes were present, 

then a list was created of factors that contribute to positive professional relationships in 

secondary Christian schools.  Descriptive validity refers to the accuracy of the facts.  All 

participants were asked permission to be recorded on a tape recorder to ensure data 

collection accuracy and free up the researcher to ask questions and maintain eye contact.   

Research Questions 

Research Question 1: How do secondary teachers and administrators at two 

SACS and ACSI accredited Christian schools in South Florida perceive the school 

climate of their school in the five areas of interpersonal relationships (Administrator 



56 

Supportive Behavior, Administrator Directive Behavior, Teacher Engaged Behavior, 

Teacher Frustrated Behavior, and Teacher Intimate Behavior)?  

Research Question 2: What factors can secondary teachers and administrators at 

two SACS and ACSI accredited Christian schools in South Florida identify that 

contribute to healthy interpersonal relationships between the two groups?  

Research Question 3: What types of interpersonal experiences, if any, do 

secondary Christian school teachers and administrators at two SACS and ACSI Christian 

schools in South Florida have that contribute to their perception of a healthy school 

climate? 

Data Analysis 

Data analysis is done to “make sense out of the data” in order to see how it 

answers the research questions (Merriam, 2009, p. 175).  The time to do qualitative data 

analysis is simultaneously with data collection (Merriam, 2009).  Data was transcribed by 

the researcher and then the data analysis for the qualitative portion of the study began by 

grouping the questions into the five subscales and computing a score for each subscale. 

Factors that contributed to Professional Relationships were identified (factors that 

indicate openness between teachers and administrators).  Organization of material is 

important, so as the interviews were completed, an inventory of each data set was created 

by keeping an electronic and printed copy of each interview.  

Data analysis involved coding.  The method of coding used was “Values Coding,” 

which is a coding system that is applied to terms in the data “that reflect a participant’s 

values, attitudes, and beliefs, representing his or her perspectives or worldview.  Though 

each construct has a different meaning, Values Coding, as a term, subsumes all three” 
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(Saldana, 2013, p. 110).  Values Coding is appropriate for qualitative studies which deal 

with “interpersonal participant experiences and actions in case studies” (Saldana, 2013, p. 

111).  During the coding process codes were located in the data.  The codes were 

transferred to an Excel spreadsheet to determine common factors.  These were organized 

into categories and then into schemes, or sub-categories, to look for reoccurring factors 

(Merriam, 2009).  Categories were created inductively, starting with the data, then 

clustering the data together to create a theme (Merriam, 2009, p. 183).  Emerging themes 

were explored to answer the research questions and fine tune the interview questions for 

subsequent interviews.  Each individual interview, focus group, and observation were 

analyzed, known as a “within-case analysis,” and once each case was done, then “cross-

case analysis” was completed to compare the cases and look for prevailing themes 

(Merriam, 2009, p. 204).  Data was triangulated to validate the findings by using multiple 

sources (14-16 participants) and methods (survey, observations, interviews, and focus 

groups).  Recurring themes were triangulated in three of the four methods (survey, 

observations, interviews, and focus groups) for teacher findings, and two of the four 

methods (survey, observations, interviews, and focus groups) for administrator findings, 

to be considered valid.  These different forms of data collection yield thick, rich data, 

which, coupled with extensive time at the site, is a discrete strength of qualitative 

research (Creswell, 2013).  Rich, thick descriptions which give an abundance of details 

are also important to help readers determine if the results of this study transfer to their 

environment because of the participants shared characteristics (Creswell, 2013).  Data 

which are outliers and cannot be triangulated will not be included in the researcher’s 

findings.  Outliers, however, will be discussed in both chapters four and five.  
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Researcher Bias and Reflexivity 

Researcher bias is when a researcher tries to shape the results so they fit in with 

the researcher’s preconceived ideas and biases about what the study will yield or prove 

(Creswell, 2013).  Reflexivity is being conscious of the writer’s values, biases, and past 

experiences which may impact the writer’s perception of the qualitative research study 

(Creswell, 2013).  To protect against this the researcher wrote a reflexive passage in a 

memo before doing the research to identify her preconceived ideas about the study, which 

are discussed in chapter five.  As the researcher gathered data, she also created and 

compared the differences between her experiences and the experiences of the participants 

in a journal.  The researcher did not look to fit the themes into her preconceived ideas but 

looked for the true themes which emerged on this topic.  Having a self-awareness of her 

biases helped the researcher to avoid researcher bias. 

As the researcher collected and analyzed the data, she was able to see where the 

differences were between her ideas and the participants.  For the researcher, writing down 

and clarifying her position before conducting the research helped her to identify it and 

then separate it from the data she collected.  The researcher shared this information in 

chapter five, explaining her personal experiences with the research site, and how these 

experiences contributed to the researcher’s biases and preconceived ideas of what the 

study would yield.   

Chapter Summary 

School climate studies can yield a wealth of data to help administrators 

understand the perception of their stakeholders and address areas of weakness at their 

school.  This research study focused on characteristics which contribute to strong 
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interpersonal relationships between teachers and administrators at two SACS and ACSI 

accredited Christian schools.  This study followed an explanatory sequential mixed 

methods research design, which is a study that “begins with a quantitative strand and then 

conducts a second qualitative strand to explain the quantitative results” (Creswell, 2015, 

p. 38).  The quantitative data was taken from the Organizational Climate Descriptive 

Questionnaire Revised for Secondary Schools (OCDQ-RS) survey and analyzed to 

determine “what results need further exploration during the second, qualitative phase, and 

what questions to ask participants in this qualitative phase,” (Creswell, 2015, p. 38).  

Each school’s questions which scored >2.50 on the survey in the behaviors of 

“Administrator Supportive,” “Administrator Directive,” and “Teacher Engaged” were 

explored further through an intrinsic case study to determine characteristics which help 

strengthen interpersonal relationships between teachers and administrators.  Teachers and 

administrators in any school, public or private, may benefit from the results of this study.
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IV.  RESULTS

The purpose of this research study was threefold:  to understand what specific 

factors secondary teachers and administrators can identify that contribute to healthy 

interpersonal relationships and a positive view of school climate, to understand how 

teachers and administrators’ Christian faith impacts their actions in their interpersonal 

relationships with the other party, and to create a list of characteristics which teachers and 

administrators can demonstrate to create strong, healthy relationships between these two 

groups.  This explanatory sequential mixed methods research study explored secondary 

Christian school teachers and administrators’ perception of their school climate in the 

five areas of interpersonal relationships, which are Administrator Supportive Behavior, 

Administrator Directive Behavior, Teacher Engaged Behavior, Teacher Frustrated 

Behavior, and Teacher Intimate Behavior.  An explanatory sequential mixed methods 

research study design has two phases; the quantitative strand, followed by the qualitative 

strand (Creswell, 2015).  An intrinsic case study was used for the qualitative strand to 

explain the results of the quantitative strand (Creswell, 2015).  To achieve these 

objectives, this research study was directed by the following research questions: 

Research Question 1:  How do secondary teachers and administrators at two 

SACS and ACSI accredited Christian schools in South Florida perceive the school 

climate of their school in the five areas of interpersonal relationships (Administrator 

Supportive Behavior, Administrator Directive Behavior, Teacher Engaged Behavior, 

Teacher Frustrated Behavior, and Teacher Intimate Behavior)?  
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Research Question 2:  What factors can secondary teachers and administrators at 

two SACS and ACSI accredited Christian schools in South Florida identify that 

contribute to healthy interpersonal relationships between the two groups?  

 Research Question 3:  What types of interpersonal experiences, if any, do 

secondary Christian school teachers and administrators at two SACS and ACSI 

accredited Christian schools in South Florida have that contribute to their perception of a 

healthy school climate? 

To explore the unique contribution of the survey results from a descriptive 

standpoint, the data collected from the survey was analyzed according to the instructions 

provided with the OCDQ-RS survey (Hoy, n.d.).  In addition, an analysis was conducted 

to explore potential variances between School A and School B. 

Survey Analysis Steps 

Step 1 

After answering the five demographic questions (which were questions one 

through seven on the survey), questions eight through 43 were rated by participants using 

a Likert scale that asked participants to “Please indicate the extent to which each 

statement characterizes your school.”  Participants were able to select the levels of 

occurrence for each question.  For Step 1 the Likert scale answers were converted to 

numbers: 1- rarely occurs, 2- sometimes occurs, 3- often occurs, and 4- very frequently 

occurs.  

Step 2 

An average school score was calculated for each question, rounding the scores to 

the nearest hundredth.  There was a total of 36 average school scores, which included the 
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34 questions from the OCDQ-RS survey and the two questions regarding the evidence of 

Christianity in their actions.  These scores indicate the average school score for each item 

(Tables 5, 6, 7, 8, and 9).  Each table identifies the survey number and question for the 

subsection, and lists the average score for all of the participants’ answers for each school.  

The range of scores is between one and four.  Administrator Supportive Behavior (ASB), 

Teacher Engaged Behavior (TEB), and Teacher Intimate Behavior (TIB) are positive 

behaviors, so a higher score indicates a more positive perception by the participants.  

Administrator Directive Behavior (ADB) and Teacher Frustrated Behavior (TFB) are 

negative behaviors, so a lower score indicates a more positive perception by the 

participants. 
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Table 5 

Administrator Supportive Behavior (ASB): Average School Score for Each Item 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

5 
The administrators set an 
example by working hard 

themselves. 
3.06 3.63 

6 The administrators compliment 
teachers. 2.47 3.27 

23 The administrators go out of 
their way to help teachers. 2.53 2.87 

24 The administrators explain their 
reason for criticism to teachers. 2.62 3.10 

25 
The administrators are available 

after school to help teachers 
when assistance is needed. 

2.65 2.82 

29 The administrators use 
constructive criticism. 2.62 3.13 

30 
The administrators look out for 

the personal welfare of the 
faculty. 

2.76 3.21 
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Table 6  

Administrator Directive Behavior (ADB): Average School Score for Each Item 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

7 Teacher-principal conferences 
are dominated by the principal. 2.28 1.74 

12 The administrators rule with an 
iron fist. 1.76 1.23 

13 The administrators monitor 
everything teachers do. 2.06 1.95 

18 The administrators closely 
check teacher activities. 2.30 2.26 

19 The administrators are 
autocratic. 1.97 1.50 

31 The administrators supervise 
teachers closely. 2.06 2.17 

32 The administrators talk more 
than listen. 2.44 1.74 
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Table 7 

Teacher Engaged Behavior (TEB): Average School Score for Each Item 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

3 
Teachers spend time after 

school with students who have 
individual problems. 

3.06 3.42 

4 Teachers are proud of their 
school. 3.12 3.68 

10 Student government has an 
influence on school policy. 1.65 1.50 

11 Teachers are friendly with 
students. 3.56 3.73 

16 Teachers help and support each 
other. 3.24 3.59 

17 Pupils solve their problems 
through logical reasoning. 2.24 2.44 

20 The morale of teachers is high. 2.65 3.32 

28 Teachers really enjoy working 
here. 3.03 3.47 

33 Pupils are trusted to work 
together without supervision. 1.74 2.08 

34 Teachers respect the personal 
competence of their colleagues. 3.21 3.24 
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Table 8  

Teacher Frustrated Behavior (TFB): Average School Score for Each Item 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

1 The mannerisms of teachers at 
this school are annoying. 1.50 1.41 

2 Teachers have too many 
committee requirements. 1.76 1.95 

8 Routine duties interfere with the 
job of teaching. 1.64 1.95 

9 
Teachers interrupt other faculty 

members who are talking in 
faculty meetings. 

1.24 1.22 

15 Administrative paperwork is 
burdensome at this school. 1.76 2.02 

22 Assigned non-teaching duties 
are excessive. 1.82 1.83 
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Table 9  

Teacher Intimate Behavior (TIB): Average School Score for Each Item 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

14 
Teachers’ closest friends are 
other faculty members at this 

school. 
2.55 2.59 

21 
Teachers know the family 

background of other faculty 
members. 

2.15 2.65 

26 Teachers invite other faculty 
members to visit them at home. 1.88 2.17 

27 Teachers socialize with each 
other on a regular basis. 2.24 2.56 

 

Step 3 

Calculate the sum of the average school item scores for each of the five behaviors 

by adding the average scores of each individual survey question for each behavior (Table 

10).  

 

Table 10 

Sum of the Average of the School Item Scores 

 Administrator  Teacher 

 Supportive Directive  Engaged Frustrated Intimate 

School A 18.71 14.87  27.50 9.82 8.82 

School B 22.03 12.59  30.47    10.38 9.97 
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Step 4 

Compare each school score to Hoy’s (n.d.) set of average scores and standard 

deviations (Table 11).   

Table 11 

Comparison of Average School Item Scores for Each School to the OCDQ-RS 
Normative Standardized Score 

 Administrator  Teacher 

 Supportive Directive  Engaged Frustrated Intimate 

Hoy’s Mean 18.19 13.96  26.45 12.33 8.80 

Hoy’s Standard 
Deviation 2.66 2.49  1.32 1.98 .92 

School A’s 
Mean 18.71 14.87  27.50 9.82 8.82 

How many 
standard 
deviations 
School A is 
from Hoy’s 
mean 

0 0  1 2 0 

School A’s 
Range from 
Hoy’s Mean 

Within 
normal 

distribution 

Within 
normal 

distribution 
 

Within 
normal 

distribution 

Within 
normal 

distribution 

Within 
normal 

distribution 

School B’s 
Mean 22.03 12.59  30.47 10.38 9.97 

How many 
standard 
deviations 
School B is 
from Hoy’s 
mean 

1 0  >3 (by .05) 1 1 

School B’s 
Range from 
Hoy’s Mean 

Within 
normal 

distribution 

Within 
normal 

distribution 
 Outlier 

Within 
normal 

distribution 

Within 
normal 

distribution 
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Step 5 

 Hoy (n.d.) provided a specific formula to calculate each of the five behaviors 

(Appendix S).  Each subtest score was converted to a standardized score (SdS) with a 

mean of 500 and a standard deviation of 100, which was calculated using the formula 

for that behavior (Table 12).  This allowed the scores to be compared to Hoy’s (n.d.) 

range of the normative sample of 5000 schools in New Jersey (Table 13). 

 

Table 12 

Standardized Scores (SdS) Calculated Using Hoy’s (n.d.) Formula for Each 
Behavior  

 Administrator  Teacher 

 Supportive Directive  Engaged Frustrated Intimate 

School A 519.55 536.55  579.55 373.23 502.17 

School B 644.36 444.98  804.55 401.52 627.17 

 
 
Table 13 

The OCDQ-RS Subtest Standardized Scores Compared to Hoy’s (n.d., para. 17) 
Normative Data Range 

Score Percentage of Schools 

200 Lower than 99% 

300 Lower than 97% 

400 Lower than 84% 

500 Average 

600 Higher than 84% 

700 Higher than 97% 

800 Higher than 99% 
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Step 6 

The number from Step 5 is now standardized and can be compared to the 

normative data provided by Hoy (n.d.).  Administrator Supportive Behavior (ASB), 

Teacher Engaged Behavior (TEB), and Teacher Intimate Behavior (TIB) are positive 

behaviors, so a high score indicates a positive perception of those behaviors, while 

Administrator Directive Behavior (ADB) and Teacher Frustrated Behavior (TFB) are 

negative behaviors, so a low score indicates that participants do not feel like the 

administrators are directive and the teachers are not frustrated.  Based on Hoy’s (n.d.) 

interpretation, School A scored in the average range for ASB, ADB, TEB, and TIB, and 

for TFB they scored in the range “Lower than 84%” of the schools in the normative data.  

Based on Hoy’s (n.d.) interpretation, School B’s scores were above average; they scored 

in the range “Higher than 84%” for ASB and TIB, and “Less than 84%” for ADB and 

TFB.  In the category of TEB they scored “Very High” with a score of 804.55, which is 

higher than 99% of the teachers (Table 14).   

 

Table 14 

Range Comparison (SdS) for Each Behavior Using Hoy’s (n.d.) Formula 

 Administrator  Teacher 

 Supportive Directive  Engaged Frustrated Intimate 

School A 
SdS Score 
Range Comparison 

 
519.55 

Average 

 
536.55 

Average 

 
 

579.55 
Average 

 
373.23 
Lower 

than 84% 

 
502.17 

Average 

School B 
SdS Score 
Range Comparison 

 
644.36 
Higher 

than 84% 

 
444.98 
Lower 

than 84% 

  
804.55 
Higher 

than 99% 

 
401.52 
Lower 

than 84% 

 
627.17 
Higher 

than 84% 

 



71 

Step 7 

The openness scores were calculated after all of the steps were completed and 

compared to Hoy’s (n.d.) “Openness Conversion Table” (Table 4).  “Openness Score” 

refers to how open or accepting employees are to changes and improvement in their work 

environment (Küçüksüleymanoglu & Terzioglu, 2017).  The “Above Average” range for 

openness scores for the OCDQ-RS survey is 525-550.  The openness score of each school 

was determined using Hoy’s (n.d.) Openness formula: 

Openness = ( (Sds for S)+(1000-Sds for D)+(Sds for E)+(1000-Sds for F) )/4 

The range for openness scores is 400-600 (Table 4).  A score in the range of 525-550 is 

considered “Above Average,” a score in the range of 551-600 is considered “High,” and a 

score above 600 is considered “Very High,” (Hoy, n.d., para. 20).  Both schools scored 

above average for their openness scores:  School A scored in the range “Above Average” 

with a score of 547.33, and School B scored in the range “Very High” with a score of 

650.60 (Table 15).  

 

Table 15 

Openness Scores and Range for Openness 

 Openness Score  Range 

School A 547.33  Above average 

School B 
 

650.60 
 

 Very High 

 

Evidence of Christian Faith Question 

Questions 35 and 36 asked the participants to rate the evidence they see of their 

co-worker’s Christian faith.  Using the same Likert scale, participants were asked to 
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“Please indicate the extent to which each statement characterizes your school.” 

Participants were able to select the levels of occurrence for each question, and these 

levels were converted to numbers: 1- rarely occurs, 2- sometimes occurs, 3- often occurs, 

and 4- very frequently occurs.  These numbers for each question were averaged for each 

school and are listed in Table 16.  School B scored higher than School A for both 

questions.  School A scored 3.21, while School B scored 3.62 for “The teachers’ 

Christian faith is evidenced by their words and actions,” and School A scored 2.94, while 

School B scored 3.60 for “The administrators’ Christian faith is evidenced by their words 

and actions.”   

 

Table 16  

Evidence of Christian Faith: Average School Score for Each Item 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

35 
The teachers’ Christian faith is 
evidenced by their words and 

actions. 
3.21 3.62 

36 
The administrators’ Christian 

faith is evidenced by their 
words and actions. 

2.94 3.60 

 

A summary of the OCDQ-RS survey results (mean, population, and standard 

deviation) are found in Table 17. 
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Table 17 

Group Statistics 

 
 

Area 

N  Mean  Std. Deviation 

School  School  School 

A B  A B  A B 

Supportive Behavior 34 58  18.71 22.14  4.78 4.12 

Directive Behavior 30 57  15.03 12.47  3.31 3.01 

Engaged Behavior 32 58  27.69 30.67  3.92 3.29 

Frustrated Behavior 32 60  9.59 10.37  2.87 2.69 

Intimate Behavior 33 62  8.82 10.03  1.94 2.52 

Teachers’ Faith 34 63  3.21 3.62  .808 .521 

Administrators’ Faith 34 63  2.94 3.60  .851 .525 

 

Variance Analysis - School A and School B 

An independent samples t-test was conducted using SPSS to compare differences 

between School A and School B (independent variable) and each area of interpersonal 

relationships and evidence of each party’s faith (dependent variables) (Table 18).  In the 

area of “Administrator Supportive Behavior” there was a significant difference in the 

scores for School A (M=18.71, SD=4.78) and School B (M=22.14, SD=4.12), conditions; 

t(90)= -3.631, p<.001.  In the area of “Administrator Directive Behavior” there was a 

significant difference in the scores for School A (M=15.03, SD=3.31) and School B 

(M=12.47, SD=3.01), conditions: t(85)= 3.647, p<.001.  In the area of “Teacher Engaged 

Behavior” there was a significant difference in the scores for School A (M=27.69, 

SD=3.92) and School B (M=30.67, SD=3.29), conditions: t(88)= -3.845, p<.001.  In the 
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area of “Teacher Frustrated Behavior” the results indicated there was no significant 

difference.  In the area of “Teacher Intimate Behavior” there was a significant difference 

in the scores for School A (M=8.82, SD=1.94) and School B (M=10.03, SD=2.52), 

conditions: t-test were t(93)= -2.413, p= .018.  In the area of “Evidence of Teachers’ 

Faith” there was a significant difference in the scores for School A (M=3.21, SD=.808) 

and School B (M=3.62, SD=.521), conditions: t(48.20)= -2.693, p= .010.  In the area of 

“Evidence of Administrators’ Faith” there was a significant difference in the scores for 

School A (M=2.94, SD=.851) and School B (M=3.60, SD=.525), conditions:  t(46.90)= -

4.133, p<.001.  Since Levene’s Test for equality of variance had a p value of less than .05 

for both teachers’ faith and administrators’ faith, results presented were based on equal 

variances not assumed.  

 

Table 18 

Comparison of Schools 

 School A  School B 

 M SD  M SD t-test 

Supportive 18.71 4.78  22.14 4.12 -3.63* 

Directive 15.03 3.31  12.47 3.01 3.65* 

Engaged 27.69 3.92  30.67 3.29 -3.85* 

Frustrated 9.59 2.87  10.37 2.69   -1.28 

Intimate 8.81 1.94  10.03 2.52 -2.41* 

Teacher’s Faith 3.21 .81  3.62 .52 -2.69* 

Administrator’s Faith 2.94 .85  3.60 .53 -4.13* 

Note.  p<.01; M=Mean; SD=Standard Deviation.  
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The Organizational Climate Descriptive Questionnaire Revised for Secondary 

Schools (OCDQ-RS) is a survey created by Kottkamp et al., (1987), and consists of 34 

questions which are designed to measure the participants’ perception of school climate in 

the five areas of interpersonal relationships.  It was conducted on School A and School B 

to determine the secondary teachers and administrators’ perception of school climate in 

the area of “Professional Relationships.”  There was a total of 36 participants from 

School A and 63 participants from School B in the study.  The analysis followed Hoy’s 

(n.d.) seven steps which converted the raw data from each of the five categories into 

standardized data, then compared the scores to the normative data set of the New Jersey 

sample, which was provided by Hoy (n.d.).  The standardized scores and the ranges for 

both schools are found in Table 13.  There was one outlier in the survey results, which 

was School B’s score for TEB.  Hoy’s (n.d.) research shows TEB Mean=26.45 and TEB 

Standard Deviation=1.32.  For School B the average school score for TEB was 30.47, 

which is .05 above three standard deviations, which qualifies this score as an outlier.  The 

qualitative strand explored this score further and determined that the score was 

appropriate because the teachers at School B truly enjoy working at their school, 

appreciate their administrators, and their morale is very high.  According to Hoy (n.d.), 

“Engaged Teacher Behavior is reflected by high faculty morale.  Teachers are proud of 

their school, enjoy working with each other, and are supportive of their colleagues. 

Teachers are not only concerned about each other, they are committed to the success of 

their students.  They are friendly with students, trust students, and are optimistic about 

the ability of students to succeed” (para. 3).  School B scored highest in this category on 

the survey, and their highest survey question score in this category was 3.68 on question 



76 

four, “Teachers are proud of their school” (Hoy, n.d.).  During the qualitative strand, 

teachers cited several factors that contribute to pride in their school. Heather, a teacher, 

noted that the administrators strive for excellence.  Jill, a teacher, noted that “you can 

always find someone to help you.”  Heather and Susan, a teacher, noted pride in their 

facility, and Ted, a principal, attributed this to the headmaster at the school.  While 

School A scored average in this subcategory, School B scored so high they are 

technically an outlier, yet the qualitative data supports these findings. 

The openness scores were calculated after all of the steps were completed to 

determine the perception of the participants, and it indicates how open the faculty and 

administrators are.  According to Hoy, Hannum, and Tschannen-Moran (1998):  

The distinctive feature of an open climate is its high degree of authenticity; the 

principal and faculty are genuine in their behavior.  The principal leads by 

example, providing the proper blend of structure and direction as well as support 

and consideration…teachers work well together and are committed to the task at 

hand…there is no need for burdensome paperwork, close supervision, 

impersonality, or a plethora of rules and regulations. (p. 338)  

The openness index score for School A was 547.33, which is the range, “Above 

Average,” and the score for School B was 650.60, which was significantly high compared 

to Hoy’s (n.d.) survey analysis instructions, which stated that a score above 600 was 

considered “Very High.”  

Research Question One 

Each school’s quantitative and qualitative data was analyzed, using “within-case 

analysis,” (Merriam, 2009, p. 204), to determine the answer to research question one, 
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which is, “How do secondary teachers and administrators at two SACS and ACSI 

accredited Christian schools in South Florida perceive the school climate of their school 

in the five areas of interpersonal relationships (Administrator Supportive Behavior, 

Administrator Directive Behavior, Teacher Engaged Behavior, Teacher Frustrated 

Behavior, and Teacher Intimate Behavior)?”  There were three categories for School A 

which contributed to the participant’s perception of school climate: “Teacher’s Respect 

for Their Principals,” “Communication Disconnect at All Levels,” and the “Headmaster’s 

Autocratic Leadership Style.” There were three categories for School B which 

contributed to the participant’s perception of school climate: “High Morale,” “Leader’s 

Actions Demonstrate Compassion,” and “Evidence of Christian Character in the 

Leaders.” 

School A’s Perception of School Climate 

From School A’s survey results, the teachers and administrators’ perception of 

their school climate was in the “Average” range in four categories; Administrator 

Supportive Behavior, Administrator Directive Behavior, Teacher Engaged Behavior, and 

Teacher Intimate Behavior.  In Teacher Frustrated Behavior, they scored above average 

in the range of “Lower than 84%,” which means that their teachers are not as frustrated as 

84% of the teachers in the normative sample.  These results were explored during the 

qualitative strand.   

Since the questions from the OCDQ-RS survey which scored high in Teacher 

Frustrated Behavior and Teacher Intimate Behavior for School A focused on the 

interpersonal relationships between teachers, and not the relationships between teachers 

and administrators, none of those questions were examined further during the qualitative 
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portion; however, those questions helped create the overall perception of school climate 

for School A.  Data from the observations, interviews, and focus group was analyzed, and 

triangulated factors that contribute to an overall average perception of school climate at 

School A were “Respect for the Principals,” “Communication Disconnect at All Levels,” 

and the “Headmaster’s Autocratic Leadership Style” (Figure 4). 

 

Figure 4.  Factors that contribute to School B’s perception of school climate in the area 
of professional relationships. 
 

Each teacher and administrator was asked during the interviews to give their 

perception of their school’s climate.  Answers from the teachers at School A did not 

indicate a strong perception of school climate.  According to Beth, “I think it was an 

above average climate, and I feel—and I don’t think it is just me—that the climate has 

stalled.  I don’t feel like we are moving forward.”  George described the school climate of 

his school as a school that has a “great desire” to be a good school, and they are “making 

an effort,” but have fallen short of the mark.     
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Teacher’s respect for their principals.  Teachers at School A distinguished 

between the principals and the headmaster when asked to describe their perception of 

their school’s climate in the area of interpersonal relationships, because the teachers have 

a better relationship with their principals.  Beth stated that her middle school and high 

school principals come to her, as the math department head, for ideas on curriculum and 

student placement, and she feels they respect her as a professional.  She feels that they 

trust her, which she appreciates.  She stated, “I feel like they have shifted responsibility to 

me, and…I’m happy with that, and I accept the responsibility.”  She shared that she 

models their example of respect with the teachers in her department.  Beth stated, “I, in 

turn, go to the people in my department and I fact-find and I ask them their opinions, and 

again, following my principals’ model, I sit down with my department and cooperatively 

we come together with a plan…and then I report our plan to my principals.”  Beth 

respects her principals because they trust her and seek her professional opinion on 

decisions that impact her.   

Marie finds that her administrators are inconsistent.  According to Marie, 

“Sometimes I have had great support from administrators, and in other instances I feel 

like I’m going around in circles…but my level principal is like, ‘I know how you are, I 

know how this goes, and I’m here to back you up.’  It depends on the administrator.”   

Beth and Marie are able to respect their high school principal because he has shown that 

he trusts them.  Ron respects his principal because after an issue he had with the 

headmaster he shared that “the principal was the only one who actually brought it up to 

me, which was good.”  At the end of his post-teacher evaluation meeting with his 

principal, the principal asked Ron, “Is there anything else going on?”  Ron shared that he 
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replied, “Well, not really.”  Ron was reluctant to share his negative encounter with the 

principal.  However, Ron stated, “The principal then said, ‘I saw the email [to the 

headmaster] you copied me on,’ and he was the only one who showed any concern.  He 

reached out and just wanted to make sure I was okay…He was the only one who gave 

that personal touch.”  Ron respects the principal for taking a personal interest in him after 

he had gone through a difficult issue with the headmaster.  George shared that although 

he and the principal are not personal friends, over time George says, “I’ve come to really 

like him and I think he treats people well.”  These quotes support the idea that teachers at 

School A are able to respect their principals because their actions indicate they trust and 

demonstrate concern for the teachers.  Overall the teachers at School A respect their level 

principals and appreciate their support. 

Communication disconnect at all levels.  There is a feeling among the teachers 

that there is a communication disconnect between the teachers and administrators, and 

between the principals and the headmaster.  One cause for the feeling of 

disconnectedness is lack of communication.  Teachers Beth, Diane and Marie noted that 

they appreciate the weekly Friday email which the principal sends regarding the events 

for the upcoming week.  According to Diane, “I check it against my calendar to make 

sure I don’t miss anything.”  They would like more communication like that to increase 

their awareness of school functions and changes in procedures.  Diane and Ron, who is 

also a teacher at School A, would like meetings to discuss new policies and avoid 

confusion.  Diane stated, “I don’t necessarily want to go to a parent and say this is the 

new policy when I’m not really sure how it works.”  Diane and Marie would also 

appreciate communication about student concerns, citing a new student who came during 
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the middle of the year, and a week after he arrived Marie overheard him telling other 

students that he came here from a local public high school because he was “jumped 

twice” at his previous school.  Marie stated, “It would be nice to have [one of our 

administrators] say, ‘There’s a kid who really needs some extra support, or please be 

watchful to encourage and make him feel welcome’…sometimes it is really helpful.” 

These quotes indicate that teachers at School A appreciate communication about events, 

policy changes, and student issues, but feel there is a lack of communication in these 

areas which causes a disconnect between teachers and administrators. 

In addition to poor communication between the teachers and administrators, the 

teachers believe that there is also a communication disconnect between the secondary 

principals and the headmaster.  Beth feels that there is “not very good communication 

between the principals and headmaster.”  The communication disconnect at this level 

causes the teachers confusion and frustration.  Both George and Ron, who are teachers at 

School A, have been impacted by the disconnectedness of the administrative levels, but 

do not feel they have a way to advocate for improvement because they are concerned that 

there would be repercussions if they tried to take any action to resolve the issues they 

have experienced.  George shared that he feels there’s a “disconnect between the 

administration and the faculty and the same disconnectedness between the faculty and 

staff...the school is run top-down with virtually no interaction with the people that are 

affected by their decisions.”  He, along with other teachers, feels that the administration 

does not collaborate with each other, or with the teachers.  Since he feels he is unable to 

take steps to alleviate this frustration, he focuses instead on making his classroom his 

own microcosm at the school where he finds fulfillment.  According to George, “I have, 
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in my terminology, a good gig in the classroom.  I don’t want to make waves here, so I 

just let them be...I’m doing a good job and I’m working hard and I love the kids and we 

have a nice atmosphere [in my classroom] so [the administrators] just leave me alone.”  

He went on to share, “If I was more radical and willing to put my job on the line, I would 

go after them [by reporting the administration to the school board].”  George went on to 

explain that while he respects the principal, he feels the principal doesn’t have any say in 

what goes on; he feels that every decision is made by the headmaster.  Ron agreed with 

this statement, saying, “I don’t think there’s a very good line of communication between 

our principals and the school leaders.”  He shared about an incident which caused him to 

suffer due to the communication disconnect between his principal and the headmaster.  

When he was hired he asked if the school would reimburse him for taking the four 

necessary classes to get his state teaching certificate, which he said public schools would 

do, and the principal promised him the school would pay for it.  Ron enrolled in the 

courses, and when he asked the principal to be reimbursed a few months later he was 

told, “We don’t have the funds for you.”  He said initially he “blamed it on the principal, 

but through the years I realized he probably truthfully thought he could pay for it and 

help me and provide everything that they told me when they hired me.”  He went on to 

say, “There’s definitely a lack of communication between him and the upper 

management...that was a bad beginning [of my career at this school] for me…being a 

new teacher I didn’t want to press my luck…how much do you fight for it?  So I just 

chose to eat it. But it gave me a bitter taste.” These quotes support the idea that there is a 

communication disconnect between the teachers and administrators, and the different 
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levels of administrators, which contributes to the teachers’ perception that the school 

climate is average at School A.  

Headmaster’s autocratic leadership style.  During the observation at School 

A’s faculty devotion the headmaster made positive comments about the success of the 

recent varsity boys’ basketball team victory and the elementary chorus concert.  He also 

complimented the teachers who were in charge of those programs, demonstrating his 

appreciation of the success of those extracurricular activities and those who participated 

in them.  However, during the interviews the teachers shared that they feel he lacks 

healthy leadership and collaboration skills, which negatively impact the participants’ 

view of school climate.  The teachers attribute the disconnectedness between the 

administrative levels to the headmaster’s autocratic leadership style, which they feel does 

not encourage collaboration.  Ron has been frustrated with his experiences with the 

headmaster.  Although he finds the secondary office staff kind and respectful, he feels 

that the headmaster has an autocratic attitude.  He stated, “He’s more ‘this is the way it is 

and good luck with it; I hope you like it, but if you don’t, too bad.’”  Ron has felt the 

impact of this during an incident where a new policy was created regarding how teachers 

were to get paid for tutoring students.  Ron needed clarification on the policy because it 

impacted a student he was currently tutoring at a higher rate, so he emailed the 

headmaster.  According to Ron, “He didn't get back to me and the next day I was 

supposed to meet with the student, so I let the parent know that until I get this answer I 

can't meet with him…to me, the price difference wasn’t worth it, so I told the parent.”  

Ron was attempting to honor the new policy but was unable to proceed until he received 

an explanation of the policy from the headmaster.  According to Ron, “[The headmaster] 
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got back at me—this was on a Friday—he sent me an email at 5:00pm saying, ‘I can't 

believe you would send that email to a parent, you’re making the school look bad, you 

need to talk to me before you ever send an email again.  I’ll take it that this is your letter 

to quit tutoring for the school ever again and I'm going to have to personally apologize to 

[the parent].’”  Ron shared how he was shocked at this abrupt response, so he thought it 

would be better to discuss the issue in person.  Ron stated, “I actually called him on his 

cell phone to talk, because at this point it was confusion.  I left him a message; he sent 

back a text, ‘I heard your message, I read your email, I'm not gonna talk to you 

until Monday.’  I wanted to resolve the problem before leaving for the weekend and now 

we’re not going to resolve it.”  Ron was surprised and hurt by the response, but he still 

wanted to work through the problem.  On Monday he went to the headmaster’s office and 

left a message with his secretary to contact him.  The headmaster never contacted him 

and has not spoken to him since that incident.  According to Ron, “There’s a certain point 

that you’ve got to meet with your people and discuss things.”  To make matters worse, a 

principal got involved and called the parent and told the parent that Ron never wanted to 

tutor her child again, and instructed the parent not to call the teacher.  Ron felt her 

involvement “just made it worse.”  Fortunately, he saw the parent in the hallway shortly 

after this issue and was able to explain his side to her.  Ron shared that he was hurt and 

disappointed at the manner in which the headmaster dealt with the issue, and also by the 

way that the other administrator got involved and was not interested in hearing his side of 

the issue.  Ron stated, “I would like to see professionalism, just a willingness to come out 

and speak one-on-one with someone rather than everything he did; it was standoffish in 

the sense that it's through email…he blamed me but he never took the time to understand 
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me…I don't think he cares about or is concerned for his people.”  The headmaster’s 

refusal to deal with this problem in a professional manner had a negative impact on Ron’s 

perception of the school climate. 

Beth also feels that the headmaster is autocratic when discussing school issues. 

Beth shared that when she has gone to the headmaster with questions that have to do with 

her individual employment, she has received a favorable response, but when she goes to 

him regarding educational matters, she finds that he is not receptive.  “I have a 

completely different relationship and opinion in regard to the headmaster [as opposed to 

the principals] and that would be that I do not feel that he is open and receptive to hearing 

what I have to say and my ideas.”  She stated that has gone to him, “A few times.  But 

just a few.  Again, I follow the protocol; I go to my principal, who says, ‘Let me talk to 

the headmaster,’ so most of the time I don’t get the opportunity to go to him, and usually 

the response I get back through that chain is a negative response to my ideas.”  She feels 

that he is not receptive to new ideas or hearing from his faculty.  She stated, “That’s my 

overall general perception that he’s really not very open…I think all of his ideas are his 

own brain child, from what I’ve seen from the outside, it appears that he’s not receptive 

to his principals.”  She explained that she feels this way because “the feedback that I’ve 

gotten from the principals themselves has led me to draw that conclusion; it is heresy, 

however it has led me to assume or believe that he’s going to do things his way, and that 

he’s not going to take suggestions.”  These quotes explain situations where the 

headmaster has demonstrated lack of collaboration, poor communication, and poor 

management skills, which have given his staff the perception that he is autocratic, and has 

negatively impacted his relationships with his staff. 
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The data from the Organizational Climate Descriptive Questionnaire Revised for 

Secondary Schools (OCDQ-RS) survey indicates that the teachers and administrators at 

School A have an average perception of school climate in the behaviors of Administrator 

Supportive, Administrator Directive, Teacher Engaged, and Teacher Intimate, and they 

scored in the range “Lower than 84%” of the teachers in Hoy’s (n.d.) normative sample 

for Teacher Frustrated Behavior.  The qualitative data supports and explains these 

findings.  From the qualitative strand the teachers at School A shared that they respect 

their level principals, but they have been frustrated and negatively impacted by the 

disconnectedness and lack of collaboration between the teachers and the administrators, 

and they would like to see improved communication to remedy this situation.  They also 

feel there is a communication disconnect between the administrators, and believe this is 

due to the headmaster’s autocratic leadership style, which has negatively impacted his 

relationships with his staff.  They feel that he is not interested in collaborating with them, 

and that he does not collaborate well his principals.  

School B’s Perception of School Climate 

School B’s teachers have positive view of the interpersonal relationships between 

teachers and administrators at their school, which helps to create their strong view of 

school climate.  From School B’s survey results, the teachers and administrators’ 

perception of their school climate was above average in all five categories.  For 

Administrator Supportive Behavior and Teacher Intimate Behavior they scored “Higher 

than 84%” of the normative sample responses.  In Administrator Directive Behavior and 

Teacher Frustrated Behavior, they scored “Lower than 84%” of the normative sample 

responses, which means they felt that their administrators are not autocratic leaders and 
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the teachers do not feel frustrated.  In Teacher Engaged Behavior they scored “Higher 

than 99%” of the normative sample responses.  The survey findings from School B 

indicate that teachers and administrators have a strong view of their school climate in 

every area of interpersonal relationships, and Teacher Engaged Behavior scored the 

highest, at 99% higher than the normative response.  Hoy’s (n.d.) research shows TEB 

Mean=26.45 and TEB Standard Deviation=1.32.  For School B the mean for TEB was 

30.47, which is .05 above three standard deviations.  Since this score was greater than 

three standard deviations from the normative sample, it is considered an outlier.  

However, the qualitative data verified that the teachers’ perception of their school climate 

in the area of Teacher Engaged Behavior is accurate, specifically answering the questions 

“Teachers are proud of their school” and “Teachers really enjoy working there.”  Reasons 

given for a strong school climate from participants at School B were triangulated between 

the OCDQ-RS survey and qualitative research results from the observations, interviews 

and the focus group.  From the within-case analysis of School B’s data for research 

question one, the factors that contribute to the teachers’ and administrators’ strong 

perception of school climate at School B are “High Morale,” the “Leaders’ Actions 

Demonstrate Compassion,” and there is “Evidence of the Leaders’ Christian Character” 

from the leaders’ actions (Figure 5). 
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Figure 5.  Factors that contribute to School B’s perception of school climate in the area 
of professional relationships.  

 

Morale is high.  Morale is high among the teachers at School B because they are 

proud of their school and enjoy working there.  One reason the morale is high is because 

the administrators have created and strive to achieve their school’s Seven Core Values, 

which are humility, soul keeping, pursuing excellence, empowering leaders, 

collaboration, celebration, and authentic love.  Jack, the headmaster, explained that these 

seven Core Values were created as goals for administrators, and Ted, a principal, added 

that the administrators focus on one Core Value per semester.  Four of their Core Values 

(humility, pursuing excellence, collaboration, and authentic love) were present in the data 

collected in this research study.  Each year School B pays an outside source to conduct an 
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annual survey, The Best Christian Workplace Institute (BCWI) survey.  The results are 

collected and analyzed by a third party, then given to the administration, who share the 

results with the staff and address areas of concern.  This dedication to continuously 

improve the school environment is evident to the administrators and the teachers.  From 

School B’s annual Best Christian Workplace Institute survey results last year, Ted 

explained one area which was lacking was “celebration.”  He stated, “Teachers didn’t 

feel like we were celebrating their accomplishments or congratulating them enough.  It 

was a score lower than we like to see, so for the past semester that’s what our high school 

team has been focusing on; celebrating.”  When teacher Heather was asked if she feels 

that her administrators purposely try to develop a sense of community to keep the morale 

high, she answered, “I don’t know if they are intentionally doing it, because everyone 

develops a sense of community by departments, so I guess the department heads do that.  

But one of [School B’s] Core Values is ‘celebration,’ and when things are done well they 

celebrate it.  And they usually tell us they are going to celebrate by letting us all know 

what happened.  They share the successes of others.”  This was evident during the 

observation, when the head of school said he was going to arrange for the teachers to 

have breakfast at their next teacher work day, provided by Chick-fil-A, to celebrate that 

298 employees, which is 99% of the faculty and staff, participated in the Best Christian 

Workplace Institute survey.  The administrators take intentional actions, such as 

conducting a survey to determine areas of need, and recognizing and rewarding positive 

behavior.  These factors result in high morale. 

       Another factor which contributes to strong morale and a sense of pride in their 

school is that the administrators at School B strive for excellence.  Heather, a teacher, 
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stated, “I’m very proud of my school because we do things very well.  Everything is done 

in an excellent manner.  And our morale is high.  I mean you have the whiners that you’re 

going to have anywhere, but I say that it is mostly pretty high.”  Two of the teachers and 

one administrator who were interviewed had previously worked at School A, so they can 

compare the two schools.  Heather is one of those teachers.  She said, “Especially those 

of us who have come from other schools appreciate working here, because we know what 

it’s like on the outside, so we’re very blessed here.”  She also stated, “Obviously we are 

not perfect, but [the administrators] really strive to see what we can improve on…they 

are constantly looking for newer, better ways of doing things and not settling for 

mediocrity in our teaching methods, technology, fine arts, sports; so it really makes you 

proud to work for a place that is excellent.”  These quotes support the finding that the 

leaders at School B take intentional steps to create an environment with a high morale, 

and that their efforts are successful.  Teachers appreciate a school with leaders who strive 

for excellence, which contributes to high morale.  

Another factor which teachers and administrators identify that contributes to their 

high morale is the headmaster.  Susan, a teacher, attributes a great deal of the school’s 

success to the current head of school, who she refers to as a “godly man.”  Ted, who is a 

principal at School B, shared an administrator’s view of the headmaster’s impact on the 

healthy school climate and high morale at his school.  He explained that he had worked at 

three other schools, and he has been at School B for five years, so he has other schools 

and administrators to compare to the current school climate.  When he first came to 

School B, he noted that it was an impressive facility but the administrators “were 

complaining that they didn't have that small school feeling anymore and they were 
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getting so large that they felt disconnected; disconnected with each other and 

disconnected somewhat with the teachers.  So, this was somewhat kind of behind the 

scenes talk, just locker room talk or break room talk.”  He went on to explain that during 

the past five years there was a change in leadership at the church and school.  “And I will 

say that the results of your [OCDQ-RS] survey are a direct result of the latest change in 

leadership with [the current] headmaster.”  He explained that the headmaster before him 

was from California and did not understand the culture of the school.  According to Ted, 

“It just didn’t go over well…And that’s when they brought in [the current headmaster] 

and I think it’s his second year, and it has just created a world of difference.”  Ted went 

on to explain that he feels one reason this headmaster is successful is because he has been 

at the school for 17 years and he understands the culture of the school.  Ted stated, “He 

remembers what it was like in the beginning years; he kind of brought us back to our 

roots.”  Ted feels that one of the headmaster’s priorities is developing strong 

relationships.  He stated, “He understood… the importance of relationships, and he's 

made that one of his priorities to have better relationships between administration and 

staff, and then staff and staff combined.”  In addition to building relationships, Ted feels 

the headmaster is a good leader.  He stated, “He’s very strong in his opinions on how we 

are also a service-oriented job and that we have to keep good relations with parents.  So, I 

think he has skills in leading in those areas and teaching and modeling, and getting others 

to buy in.  I attribute the high scores [on the OCDQ-rs survey] directly to his leadership.”  

These quotes support the idea that the high morale at School B can be attributed to the 

fact that administrators listen to their teachers and seek to make improvements, they 

demonstrate actions which are guided by their school’s Core Values, they strive for 
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excellence, and their headmaster understands the culture of the school, and is perceived 

by his faculty to be godly and skilled in leading his people. 

Leaders’ actions demonstrate compassion.  Analysis of the data revealed that 

another reason morale is high and teachers take pride in School B is due to the intentional 

actions which are demonstrated by administrators to create a healthy school environment.  

Jack, the headmaster at School B, maintains a compassionate, yet balanced philosophy 

regarding his teachers.  He said, “I really want to honor and respect the teachers, and 

think of them as thoroughbreds instead of pack mules, because we need to really care for 

you and make sure that we don’t overload you, because you need to be able to do your 

job well.”  While Jack values his teachers, he also considers the needs of the school and 

the students.  He stated, “At the same time, if we don’t break even every year financially 

we will go out of business, so in order to keep the whole ministry going we can’t just 

give everybody two classes to teach and pay you $100,000.  So, there are these natural 

dynamics that come with that, too.  So, I want to honor and care for you and respect you 

as best I can, while keeping tuition affordable to the parents and doing what’s best for the 

kids.”  Jack shared his view on how he balances the importance of the teachers and the 

students.  He stated, “The kids are number one; that's our end product; where we are 

making the ministry happen.  And so while it would be great if you have job security and 

tenure and stuff like that forever; no.  If we ever come to see that you are not the best for 

the kids, we will say goodbye to you.  Now we’ll try to help you and professionally 

develop you and those kinds of things, when appropriate.  But I think we do a better job 

of firing people because we're willing to do those hard things.  It’s gotta be about the 

kids, and if don’t feel good about the kids coming to you, then we’re the ones responsible 
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to change that.”  Layne, a teacher, shared that she appreciates the headmaster’s 

philosophy, which is prevalent with the administrators.  “When [another administrator] 

hired me, he said, ‘I just want to hire teachers and then let them go do their job.’  And 

that’s wonderful: hire teachers and tell them to go work as hard as they can.”   

It is evident that the administrators at School B not only vocalizes this theory, but 

also put it into practice.  Heather, a teacher, also feels that teachers don’t feel they have 

too many committee requirements, and that non-teaching duties are not excessive at her 

school.  “Thankfully, at our [secondary school] level we don’t have lunch duty or hallway 

duty.  You may have supervision duty every other week.  If you are in charge of a club or 

are going on a trip, sometimes there are more meetings with that.  But for the most part 

it’s not like my old school where you had to do lunch duty once a week, and you had 

after school duty.  We don’t have that.”  Ted, a principal, explained that he appreciates 

that this job allows him to keep a healthy work-life balance.  He stated that he “counts it a 

privilege to be a husband and a father…my wife and kids are first when I go home.”  He 

explained that he appreciates that School B encourages their staff not to stay and work 

long hours, but to spend their time off with their family, and this philosophy contributes 

to his overall job satisfaction. These quotes support the finding that School B’s 

administrators demonstrate compassion for their staff by caring for them and trying to not 

overburden them. 

In addition to not overworking the staff, School B’s administrators demonstrate 

compassion by supporting their teachers and giving them the benefit of the doubt.  Susan, 

a teacher, shared that she has a sense of security and peace working at School B, because 

“the administrators are not looking to catch you at anything; they are looking to support 
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you.”  Sometimes teachers have issues with parents.  Heather shared that she was very 

nervous about an email interaction with an irate parent over a student’s uniform code 

violation, and when she shared her anxiety with a veteran teacher at School B, the teacher 

observed, “Your previous school administrators must not have supported you.  Don’t 

worry; it’s not like that here.  I have found that our administrators always support me.”  

Heather explained that her administrator coached her on her initial email response to the 

parent, and when the parent still was not satisfied, the administrator said, “Don’t respond 

anymore; I will take it from here.”  She felt relieved that her principal not only supported 

her, but protected her from the wrath of the parent.  Susan also explained that when 

dealing with difficult parents, she has always found her administrators to be helpful.  She 

said, “They don’t let you get chewed up.”  These quotes support the finding that 

administrators demonstrate compassion by not overburdening their staff and supporting 

them when they have challenging situations with parents.     

Evidence of leaders’ Christian character.   The participants from School B 

shared that their leaders’ actions demonstrate Christian character.  Susan feels that her job 

and the future of her school are secure because she feels her leaders are genuine, humble, 

and truly seeking God in prayer.  This gives her security about her future.  She stated, “I 

don't worry about this place.” Then repeated, for emphasis, “I don't worry about this 

place. I know that there are always going to be financial challenges for Christian schools, 

that’s just the way it is, but I don't worry that we have an administration that is going to 

go off the deep end and who's going to make rash decisions.  They're not going to go off 

and make decisions without about being prayed up…there is a spirit of genuineness and 

genuine humility.  And that makes me feel safe as a teacher.”  The faith of the leaders is 
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evident to the staff and students.  According to Heather, “[The administrators] are very 

blatant about their faith.  They make it very evident.  Our mission at [School B] is to 

make disciples, and they talk about how to do that…Everything relates back to the 

mission statement, which is ‘[School B] exists to make disciples spiritually, 

academically, and socially.’”   

 The headmaster, Jack, shows evidence of Christian character by often supporting 

his actions with Biblical principles.  During the observation and his interview, the 

headmaster often recited a Bible verse to support his point.  Before sharing the results of 

the Best Christian Workplace Institute survey in the faculty meeting, he reinforced the 

need for taking surveys to find out the perception of the teachers by stating Proverbs 

14:8, “The wisdom of the prudent is to give thought to their ways.” Jack also thinks it is 

important to understand and implement what the Bible teaches about how to treat others.  

He stated, “Love is looking out for the good of the other person and not trying to use 

people towards an end; I really believe that…Jesus said seek first His kingdom, preach in 

the kingdom, and the last thing he did was preach the Great Commission, which gave us 

instructions for how to further his kingdom.  So that’s what he's about, expanding His 

kingdom, so I want School B to be like a part of the kingdom of God, where His will is 

done here like it is in heaven, which means we’re going to be loving each other, 

respecting each other, able to be honest and transparent, not using each other, and work 

hard and make sacrifices, too.”  In addition to treating others selflessly, Jack shared about 

how following God’s will is good for everyone.  Jack stated, “I believe that what’s best 

for God’s kingdom is also what's best for every individual person.  It’s not like you have 

to do one versus the other.  Like expelling a student.  Some people think, ‘Well, yeah, it 
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stinks for him, but you he had to do it to take care of the others.’  Actually, I think that if 

we’re expelling the right kids at the right time, it’s actually the best thing for the kid, 

because we’re saying you crossed the line in such a big way this was the right 

consequence, and [as Hebrews 12:11 says,] ‘no discipline seems right at the time but it 

leads to a harvest of righteousness later,’ so it’s good for the student, and it’s good for 

everyone else.”  

The leaders at School B take intentional steps to grow in their faith.  They strive 

to improve their practices by studying books and then discussing them during their 

administrative meetings.  They read either “leadership, ministry, or educational books,” 

according to Ted.  During the discussions the leaders also share on a personal level about 

their experiences and commit to praying for one another, which he feels is beneficial 

toward building community among the administrators.  These quotes show evidence that 

the leaders at School B demonstrate Christian character.  Jack is able to support his 

actions, even the difficult decisions he makes, because he understands and lives out 

Biblical principles.  The leaders strive to live godly lives at School B by praying about 

decisions, following biblical principles, and striving to grow professionally.  

School B has a strong, healthy school climate in the area of “Professional 

Relationships” due to intentional actions taken by their administrators.  The qualitative 

data supported the high scores on the survey.  Morale is high and teachers are proud of 

their school because the administrators are intentional about implementing the school’s 

Core Values, strive for excellence, listen to teacher suggestions to make improvements, 

and the staff believe that the head of school is an excellent fit for the school.  Leaders 

demonstrate compassion by not giving their staff excessive duties, encouraging work-life 
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balance, and supporting their staff.  The leaders show evidence of Christian character by 

praying for God’s guidance when making decisions, following Biblical principles when 

dealing with teachers and students, and placing value on growing spiritually and 

academically.  This qualitative data explains why the OCDQ-RS survey questions for 

Teacher Engaged Behavior, “Teachers are proud of their school,” scored 3.68, and “The 

morale of teachers is high,” scored 3.32.  It also explains why the OCDQ-RS survey 

question for Principal Supportive Behavior, “The administrators look out for the personal 

welfare of the faculty,” scored 3.21.  

 The qualitative and quantitative research was conducted to answer RQ1, which is 

“How do secondary teachers and administrators at two SACS and ACSI accredited 

Christian schools in South Florida perceive the school climate of their school in the five 

areas of interpersonal relationships (Administrator Supportive Behavior, Administrator 

Directive Behavior, Teacher Engaged Behavior, Teacher Frustrated Behavior, and 

Teacher Intimate Behavior)?”  Participants at School A scored in the “Average” range in 

four areas of interpersonal relationships, and above average, with a score in the range of 

“Lower than 84%” of the normative sample, in the area of Teacher Frustrated Behavior 

on the OCDQ-RS survey.  Teachers explained that they respect their level principals 

because they demonstrate that they respect the teachers.  They appreciate communication 

on student concerns and policy changes but don’t feel they get enough.  They believe 

there is a communication disconnect between the teachers and the administrators and the 

principals and the headmaster, which they feel is due to the headmaster’s autocratic 

leaderships style.  
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The survey results from School B indicated that in four areas they scored above 

average, better than 84% of the teachers in the normative sample, and in Teacher 

Engaged Behavior they scored in the “Higher than 99%” range of the teachers in the 

normative sample.  While technically their score was an outlier, the qualitative data 

verified their score was accurate.  Teachers at School B explained that morale is high and 

teachers really enjoy working at School B because the administrators follow their Core 

Values, strive for excellence, and have a headmaster who understands the culture of the 

school, which contributes to their high morale.  They explained that their administrators 

demonstrate compassion for their teachers by following their philosophy to not 

overburden the teachers and they support the teachers when dealing with irate parents.  

The leaders also demonstrate Christian character by making tough decisions which are 

for the good of the school, pray for their decisions, support their actions with biblical 

principles, and take steps to grow in their faith and academic knowledge.  These actions 

explain why School B scored higher on the OCDQ-RS survey than School A. 

Research Question Two 

The qualitative strand of this research study was able to answer research question 

two, which states, “What factors can secondary teachers and administrators at two SACS 

and ACSI accredited Christian schools in South Florida identify that contribute to healthy 

interpersonal relationships between the two groups?”   

Factors Identified by Teachers 

The factors that teachers from School A and School B appreciate their 

administrators demonstrating were triangulated between the survey, observations, 

interviews and focus groups at each individual school, then they were triangulated 
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between the two schools, known as “cross-case analysis,” to compare the cases and look 

for prevailing themes (Merriam, 2009, p. 204).  The codes “Listen to Teacher’s 

Perspective” and “Administrators Explain Decisions” collapsed into the category, 

“Healthy Communication Skills.”  The codes “Makes an Effort to Connect with Staff” 

and “Demonstrates Empathy” collapsed into the category, “Compassion.”  These two 

categories, “Healthy Communication Skills,” and “Compassion,” collapsed into the 

theme “Intentional Compassionate Leader” (Figure 6).  

 

 
Figure 6.  Actions teachers appreciate their administrators demonstrating which 
contribute to healthy interpersonal relationships.  
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Healthy Communication Skills   

Teachers at School A and School B appreciate when they are able to 

communicate openly and in a healthy manner with their administrators, and when they 

feel their administrators listen with the purpose of understanding.  George, a teacher at 

School A, appreciates leaders who follow Steven Covey’s advice, “Seek to understand 

first before being understood.”  Wayne, a principal, was a teacher for 13 years, and has 

been an administrator for the past five years at School A.  He shared that he strives to 

follow this principle, quoting the Bible verse James 1:19, “Be quick to listen, slow to 

speak.”  He finds that this creates an environment where his teachers feel comfortable 

sharing honestly with him.  Layne, a teacher at School B, appreciates when her 

administrators listen with the goal of comprehending her perspective.  She stated that it is 

important to her that her administrators hear what she says.  She shared, “You don’t have 

to say ‘no’ right away, don’t have to say ‘yes’; just listen.”  She also appreciates that she 

can honestly share her ideas with the head of school and that he welcomes positive and 

negative feedback from his employees. “He will walk into my classroom at the end of 

class and say, ‘I honestly want to know what you’re thinking right now’—he’s not afraid 

to know what’s going on and what we’re thinking, even if it’s bad, and that’s very 

refreshing.” 

Jack, the headmaster at School B, shares with his employees that he wants to hear 

their ideas, which is one reason that he uses the Best Christian Workplace Institute 

survey.  He stated, “As I told the teachers at the meeting, you try to be a good manager by 

walking around and trying to stay in touch, but the best I can do is I run into 15 teachers, 

and we have a few minutes of conversation.”  He realizes that although he attempts to be 
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visible, this method is not always effective because some teachers don’t feel comfortable 

opening up to him.  He stated, “Instead of having those few minute conversations with 15 

people, we have every single staff person answer 66 questions about all of these different 

aspects of the organization, and there are open-ended questions where you can say 

anything, and so it takes it to a whole new level.  Through this [survey] we have the pulse 

about how our staff feels about things.  So that’s been very healthy.  It costs 1000’s of 

dollars, but I think it’s worth it.”  The headmaster realizes the importance of gaining 

feedback from the teachers at his school, and he is willing to budget a considerable 

amount of money for the survey.  His intentional efforts to create an environment where 

people feel comfortable sharing is effective.  Layne, a teacher at School A, shared that 

she feels the freedom to disagree with her administrators without fear of repercussions.  

She explained, “I went through a really big issue over the summer directly with the 

headmaster.  Did I like the outcome?  No, not at all.  I could reconcile the situation in that 

he heard me out, he knew I felt passionately about it, he considered everything I had to 

say, he knew that it was prayerful, yet he still had to say no.”  She went on to explain that 

despite their disagreement, her difference of opinion did not have a negative impact on 

their relationship.  She stated, “Now we still have an open relationship and I don’t harbor 

any issues because I know he was kind enough and gentle enough to hear me out.  And I 

know in my Christian walk I have to be able to submit to those in authority over me.  Ok, 

you said ‘no,’ and I just have to move on.”  Because the headmaster has created an open 

environment of healthy communication, Layne feels the freedom to openly disagree with 

her headmaster, knowing that he will hear her side of the issue.  Although she didn’t get 

her way with this issue, she has contentment about it because she feels that her 
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headmaster patiently listened to every point she brought up about the issue.  She shared 

that this knowledge, along with her trust in Romans 13, a Bible passage which explains 

that Christians must submit to those in authority over them, allows her to have peace 

about the outcome.  Because the headmaster exhibits healthy communication skills by 

allowing his employees to openly disagree with him, their disagreement did not 

negatively impact their professional relationship. 

Teachers at School A also explained that they appreciate administrators who are 

willing to listen to the teacher’s perspective.  Ron appreciates administrators who are 

willing to give him the opportunity to explain his side of a misunderstanding, instead of 

jumping to conclusions.  Beth likes administrators to “be proactive, understanding there 

are two sides to every issue, and ask the teacher their side.  Take time to understand the 

teachers’ side of an issue.  Advocate, instead of throwing them under the bus.”  These 

quotes support the idea that teachers appreciate administrators who listen with the intent 

of understanding and demonstrate healthy communication skills where teachers have the 

freedom to be open and transparent with their administrators. 

Another factor identified in this research study which contributes to healthy 

communication skills is when administrators explain their decisions, actions and policies.  

Heather, a teacher at School B, appreciates when her administrators take the time to 

explain their decisions to the teachers, which contributes to her feeling of respect for 

them.  Heather shared, “A lot of times when [the administrators] make decisions, the 

‘why’ is told to us, too.  That’s another reason why you respect them, and you do what 

they tell you to do, because they are not just telling you to do something with no rhyme 
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or reason; they have a purpose behind it and that’s been shared with you, so now you 

understand and you’re more willing [to do what they ask you to do].”  

Teachers appreciate administrators who explain the other side of an incident, of 

which a teacher may not be aware.  Martha, a teacher at School B, explained, “[The 

administrators] are really good about showing you the other side, because I’ve gone down 

to advocate for students who have been in trouble for things, students who are very dear 

to me, and [the principal] will say, ‘Now I’m going to show you the other side, and I 

want you to put yourself in [my] position,’ instead of, ‘Well you don’t know the whole 

story.’  They’re very welcoming of me to come and give my opinion. Then we talk it 

out.”  She feels that “they do sincerely go to the Lord [in prayer] about every single 

decision.”  There may be underlying circumstances which teachers are unaware of, and 

these quotes support the finding that teachers appreciate transparent administrators who 

will give them an explanation for their decisions.  

New policies are inevitable in any work environment, and sometimes those 

affected by them do not understand why policies were made or changed.  Teachers from 

both schools shared that they appreciate when their administrators take the time to 

explain the reasoning for policy changes.  School A teachers Ron and Diane shared that 

they appreciate being made aware of new policies and the opportunity to ask questions 

about the policy to gain understanding of why the changes were made.  Diane shared that 

she appreciates a thorough explanation of new policies to all whom it affects.  Ron shared 

that he appreciates when issues are addressed professionally and in a timely manner, 

using the analogy that timely explanations are like clay.  He stated, “An example is clay; 

it's easier to mold people’s ideas of things before it hardens.  If you have clay and you 
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work it, it’s easy to mold and manipulate it before it hardens.  If you have an issue and 

you talk about it immediately, both sides can understand each other and it can be resolved 

before it hardens.  If you wait, the clay hardens and the issues are harder to deal with.”  

These quotes support the idea that teachers appreciate “Intentional Compassionate 

Leaders” who demonstrate healthy communication skills by being willing to listen to the 

teacher’s perspective, and take the time to give an explanation for their decisions, actions 

and policy changes. 

Compassion  

In addition to healthy communication skills, teachers shared that other 

characteristics which “Intentional Compassionate Leaders” demonstrate are compassion, 

demonstrated by connecting with their staff and showing empathy.  Wayne, a principal at 

School A, shared that he tries to connect with his staff, because he remembers what it was 

like as a teacher to have administrators who connected with him.  “The [administrators] 

who were interested in my private life…took notice of what was going on in my personal 

life…For instance, if someone in my family was sick, they would ask about them.  They 

showed that their concern for me was a little more than just professional; they were 

concerned about me as a person, not just as an employee.”  Marie, a teacher at School A, 

shared how she appreciated her administrators asking about her sick child and how they 

could pray for her. 

Another way that administrators can show that they connect with their teachers is 

through verbal recognition and concrete rewards.  Diane, a teacher from School A, 

shared, “It's always nice to hear ‘good job.’”  Heather, a teacher from School B, shared 

that all of the faculty and staff at School B received Christmas bonuses during the current 
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school year, which they appreciate.  Diane and Marie, teachers from School A, discussed 

in their focus group how much they appreciate receiving rewards at their job.  According 

to Diane, “It doesn't necessarily have to be monetary rewards, although that is nice…the 

sweatshirts that we got [as Christmas gifts] were so thoughtful.  I wear mine!”  Marie 

continued this thought by saying, “And they can do other things to reward you and show 

their appreciation; give you dress down days, a little breakfast here and there…these 

gestures make you feel looked after.”  These quotes support the idea that teachers feel 

their administrators demonstrate compassion and try to connect with them when the 

administrators inquire about and show concern for extenuating circumstances in a 

teacher’s life, and offer verbal recognition and tangible gifts, even if they are small.   

Another way that “Intentional Compassionate Leaders” demonstrate compassion 

is through empathy by considering areas of the school which impact their staff 

personally.  School B conducts the annual Best Christian Workplace Institute survey, and 

the headmaster explained that the survey results from the previous year indicated that the 

number one complaint was that the teachers were only given four days for sick and 

personal absences.  The administrators took steps to amend this situation.  He explained, 

“Last year one of the things that came out [of the BCWI results] was the paid time off; 

there was just not enough.  So with that we decided to hear them, and we [already] had 

four PTO [or paid time off] days, and we added four sick days.”  Martha, a teacher at 

School B, appreciates that her administrators demonstrate empathy by identifying and 

addressing areas of concern for the staff.  She stated, “You can see the issues being fixed 

or worked on.  Instead of [the administrators saying] ‘Too bad; it is what it is.’”  She 
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appreciates that not only do they address these areas, but, she shared, they also “want you 

to offer suggestions.”  

  Administrators from School A have also shown empathy when their employees 

have extenuating circumstances.  School A’s employees are allowed three sick days and 

four personal days during the school year.  Marie from School A found herself needing 

more days off during this school year than she had anticipated due to family weddings 

and times when she or her child was sick, and she was extremely grateful that her 

administrators worked with her due to her extenuating circumstances.  She stated, “They 

did not make me feel guilty; they allowed me to take the time off,” which she appreciated 

due these circumstances which she could not control.  

Administrators who have been teachers may be more likely to demonstrate 

empathy to their teachers.  Two of the principals, Ted, from School B, and Wayne, from 

school A, shared that they think it would be impossible to do a good job as a principal 

without having been a teacher at some point in their career.  Wayne remembers that his 

administrators would give him the benefit of the doubt, which he appreciated, and he tries 

to emulate this action with his teachers.  He explained, “They would not jump to 

conclusions; in other words, they were empathetic in that they would put themselves in 

my shoes…they had experience as teachers that benefitted them.”  Susan, a teacher from 

School B, stated, “The fact that [her principal] has been an educator and the other 

administrators have been in the classroom speaks volumes right there…they know what it 

is like to be in the classroom, so their perceptions and their perspectives are from that 

viewpoint.”  These quotes support the idea that both teachers and administrators can 
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understand the value and importance of having administrators who have been teachers 

and can empathize with the demands of being a teacher.  

The findings from this research study indicate that teachers at two SACS and 

ACSI accredited Christian schools in South Florida appreciate “Intentional 

Compassionate Leaders” who demonstrate healthy communication skills and 

compassion.  Teachers appreciate when they are able to communicate openly and in a 

healthy manner with their administrators, and when they feel their administrators listen 

with the purpose of understanding.  Teachers are more willing to follow procedures when 

their administrators take the time to give them an explanation for their decisions, actions 

and policy changes.  In addition to communication, teachers appreciate administrators 

who demonstrate compassion by taking an appropriate personal interest in their teachers’ 

personal lives, make an effort to connect with their staff, and demonstrate empathy.  

Administrators can do this by remembering what it is like to be a teacher and taking steps 

to address personal needs, such as making sure that teachers have adequate days off, 

especially when a teacher experiences extenuating circumstances.  When administrators 

demonstrate these characteristics, they are displaying qualities which can be summed up 

as “Intentional Compassionate Leaders.”  These factors contribute to healthy 

interpersonal relationships between these two groups. 

 Factors Identified by Administrators  

During this research study the administrators at Schools A and B were also able to 

identify characteristics which they appreciate their teachers demonstrating which 

contribute to healthy interpersonal relationships between these two groups.  The factors 

that administrators from School A and School B appreciate their teachers demonstrating 
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were triangulated between the survey, observations, interviews and focus groups at each 

individual school, then they were triangulated between the two schools, known as “cross-

case analysis,” to compare the cases and look for prevailing themes (Merriam, 2009, p. 

204).  The code “Teachers Communicate Issues to Administrators,” and the code 

“Matthew 18,” which stands for teachers follow the biblical confrontation principle found 

in the Bible in Matthew 18, both collapsed into the category of “Healthy Communication 

Skills.”  The code administrators “Trust Teachers Follow School Procedures,” and the 

code teachers “Follow Biblical Principles,” both collapsed into the category of 

“Reciprocal Compliance.”  The categories “Healthy Communication Skills” and 

“Reciprocal Compliance” both collapsed into the theme “Professional Teacher,” which is 

one of the themes which was generated during this research study (Figure 7).   
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Figure 7.  Actions administrators appreciate their teachers demonstrating which 
contribute to healthy interpersonal relationships.  
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Issues are likely to come up in the classroom, and Wayne, a principal from School 

A, and Ted, a principal from School B, both appreciate being given advanced warning 

from their teachers about possible problems.  Wayne stated, “I like to be informed of 

potential problems.  I don’t like to be surprised.  So, if you’re having trouble with a 

parent and you feel like they might go over your head and come to me, I really appreciate 

having advanced knowledge and being kept in the loop.”  Wayne realizes that it is his 

responsibility to create an open environment where teachers feel at ease sharing problems 

with him.  He stated, “If they feel uncomfortable coming to me they won’t do that.” 

Ted shared he appreciates when teachers come directly to him with a complaint or 

concern.  He shared, “They come in with difficulties in the classroom, difficulties with 

kids, difficulties with parents, or sometimes they disagree with a new policy that was 

formed…When they come talk to me I think they feel they have an open forum that they 

can pretty much say just about anything, and they know I’m not going to overreact or 

hold it against them because they feel that way.”   

Administrators from both schools shared that they understand it is their 

responsibility to create an open environment where teachers feel comfortable 

communicating with them.  They do not want their teachers to be afraid to talk to them.  

Jack, from School B, understands that people may be intimidated to speak to him because 

he is the headmaster.  He stated, “Because you are face to face with me, you may or may 

not feel comfortable being totally transparent.  I hope I carry myself in such a way that 

you can be totally transparent, but some people surprise me in how they are intimidated.”  

Sam, a principal from School A, hopes that his teachers feel comfortable talking to him, 

and feels they can bring up any topic as long as it is done in an appropriate manner.   
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To facilitate healthy communication all of the administrators in this study shared 

that they encourage their teachers to come directly to them, and they practice an “Open 

Door” policy so that teachers have access to them during the day.  If a teacher is unable 

to come to their office, or if they are not in their office, Ted and Wayne shared that their 

teachers know how to access them.  If their teachers have a question or concern and can 

wait for an answer, they can email them or make an appointment to see them.  If they 

have an immediate need they can text or call their administrators on their cell phone. 

They are also accessible after hours for emergencies, and appreciate teachers who respect 

their time off.  Ted stated that his teachers understand that “when I get home they know 

I’m with my family, so if they need me it has to be a text because I don’t check my work 

emails while I am at home.”  These quotes support the idea that administrators appreciate 

teachers who make them aware of potential problems, and that administrators understand 

that they have a responsibility to facilitate healthy communication by creating an 

environment where teachers feel comfortable communicating issues with their leaders.  

The administrators have established protocols so that the teachers understand how and 

when to contact them.  

In any environment there will be disagreements, which can result from 

misunderstandings or differences of opinion.  At both Schools A and B the administrators 

appreciate teachers who follow the biblical principle of confrontation which is found in 

Matthew 18.  Instead of avoiding an issue, or gossiping about it, Jesus taught his disciples 

to go directly to a person if you have a complaint against him or her and discuss it.  In 

Matthew 18:15 Jesus stated, “If your brother sins against you, go and tell him his fault, 

between you and him alone.  If he listens to you, you have gained back your brother,” 
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(English Standard Version).  Ted likes teachers to follow the Matthew 18 principle, 

which he explained is “the principle of going to the person you have a problem 

with…you don’t talk about it behind their back, you don’t pass off half information or 

false information; ‘fake news,’ as our president would say.”   

Sam shared that he welcomes teachers coming to him to work through ideas and 

issues.  He stated, “If there is conflict or if there's an offense then I always want to 

operate by the Matthew 18 principle that says you go to the person with whom you have 

the offense rather than going around and trying to get somebody else to do battle for 

you.”  Sam understands this is difficult for many people.  He shared, “There's always a 

reluctance for people to come in, and in some cases they just stuff it, and say, ‘that's the 

way it is; it’s not going to change,’ which is unfortunate because everything is on the 

table, except for Scripture and truth.”   

When teachers disagree about one of his policies, Ted also likes them to come 

directly to him with their concerns.  He stated, “Occasionally they’re right and we need to 

make a change, but most of the time they don’t have all of the facts, so they just need a 

fuller explanation of what we’re doing or why we’re doing it.”  Ted shared his pet peeve 

is when teachers gossip.  He stated, “I don’t like teachers talking behind my back to each 

other.  In the biblical sense this is gossip and that doesn’t solve anything…that irritates 

me when I hear about that, so I try to nip it in the bud.”  He doesn’t think there’s a reason 

for it, because he shared that he’s willing to help the person by addressing the issue, and 

he stated, “If I don’t have the answer I will get it for you, or I will direct you to the 

person that has the answer.”  The problem with not following the Matthew 18 principle is 

that it can cause dissension among people and generate negative emotions.  Ted stated, 
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“If you’re talking behind everybody’s back you become a bitter root, and that can 

spread.”  

 Both schools try to create an environment which encourages their teachers to 

follow the Matthew 18 principle.  Their efforts have been effective in School B, because 

Susan feels the freedom to go directly to her administrators if she has an issue.  She 

shared that she had a dispute with an administrator while her students were presenting 

their research papers in her English class.  She stated, “It was regular class, not honors, so 

things were a little more precarious...and some guy came in and I didn't know who he 

was, and he wanted to pull out this kid from my class to play in the chapel band.” Though 

she later found out he was the ministry leader, Susan explained that she was not happy 

about the timing of this event.  She shared, “I guess I was not particularly pleased 

because this kid was on the [autism] spectrum so he needed a little extra help…and you 

ask him to leave but he's going to be out of an English class?  How does that make any 

sense? I guess I rolled my eyes and said, ‘okay, take him.’”  She was annoyed about the 

decision and she felt the freedom to speak to the ministry leader, who has his office on 

the same campus, about it later.  She stated, “I remember just feeling so agitated so I 

emailed him and I said I was not happy how that ended…and he was pretty fiery, too, and 

he had his attitude, so I said I was very sorry that it was taken that way and I then went on 

to explain that I would like to come see him.”  During their meeting Susan explained, 

“We talked for about a solid hour and he was wonderful and he could see my perspective, 

and I could see his perspective, and he has been wonderful ever since.  But he welcomed 

me to come in.”  By following the Matthew 18 principle, Susan and the ministry leader 

were able to work through the situation and both feel like they were heard by the other 
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party.  The interaction made their relationship stronger.  Susan stated, “Now we can see 

one another in the hallway feeling well we've been through a little something, and we 

understand each other.”  Susan’s actions in this incident followed the Matthew 18 

principle.  These quotes support the idea that administrators appreciate teachers who 

approach them directly about a problem, as opposed to gossiping to others. 

Reciprocal Compliance 

Compliance is important in any job, and especially in a Christian school.  

Outsiders expect Christian school personnel to act ethically and follow the rules, and 

Christian school staff members understand it is their duty to follow biblical principles 

because it is the right thing to do and it is a good Christian witness to others.  

Administrators appreciate when teachers follow their school’s policies.  Wayne, a 

principal from School A, appreciates when teachers follow procedures, stating that “most 

procedures are given to them in writing at the beginning of the year in a binder.  I will 

remind them of a procedure that they often have to use…in my email weekly briefing to 

them…and in meetings…I pretty much always do that…because I don’t like to wonder if 

things I ask are going to get done.”  He tries to set a good example for his teachers, 

stating, “I don’t want the teachers to have to wonder [if I will get my job done].”  Wayne 

is careful to do his job well, an expectation he has for himself, and he appreciates 

teachers who reciprocate this compliance.  When following procedures, Wayne also 

appreciates teachers who demonstrate “promptness when I ask for things.  I understand 

that people can be really busy, but if I ask for something I like people to be prompt in 

returning it to me.”  



115 

            Administrators also appreciate teachers who follow biblical principles, such as 

being honest and transparent, which follows the 8th Commandment, “Do not tell lies,” 

(New International Version), and respect authority, which Christians are commanded to 

do in Romans 13.  Sam, a principal at School A, appreciates teachers who are transparent, 

and demonstrate “openness and are receptive” to his feedback after their classroom 

evaluations.  He explained, “I’m there to make you aware of certain things that you might 

not be aware of; certain student dynamics, certain teaching dynamics that…can get in the 

way of a good, challenging, and excellent lesson.”  Since he brings an outside perspective 

to their classroom, and several years of experience as a teacher and an administrator, he 

appreciates it when his teachers understand and accept his feedback, and when they 

follow his instructions.  He stated that he “appreciates teachers who submit to their 

authority figures.”  Wayne also shared that he appreciates teachers who, if they are 

struggling in an area, are open to his support and coachable.  If they are not, then he said 

he will be “looking to replace them next year.” 

Demonstrating ethical conduct is also an indication of following biblical 

principles.  Wayne stated, “I like when they [teachers] are professional themselves, 

because then our professional relationship is maintained.”  He understands that it is his 

responsibility to act in a Christian manner, especially since he deals with mostly women.  

He said, “In a Christian school to act unbecomingly in your interactions is not only un-

Christian, but it is unprofessional…my Christian faith influences my professional 

interactions with my staff.”  He shared that he tries to help his teachers maintain 

appropriate, ethical, professional boundaries through intentional actions, such as not 

eating lunch with them and not socializing outside of school with them.  He explained, “I 
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don’t have lunch with those who report to me…I think that oftentimes…you will share 

information that you shouldn’t share [during lunch conversations]…because when you 

are breaking bread together you will want to get personal.”  Another way that he 

encourages healthy boundaries with those who report to him is to only socialize with 

other administrators, because they can discuss sensitive matters together.  He appreciates 

teachers who respect these boundaries, and shares that “because I am a friendly, attentive, 

caring administrator…people have made the mistake of overstepping these boundaries 

sometimes, and without me having to say it, they will say ‘Oh, I’m sorry.’” These quotes 

support the idea that administrators appreciate teachers who demonstrate ethical conduct 

by following the school’s policies and procedures and biblical principles, and that the 

administrators understand that, as the leaders, it is their job to be role models to their 

teachers. 

These themes explain the teachers’ and administrators’ perceptions of factors that 

each party demonstrates that answer research question two and contribute to strong, 

healthy interpersonal relationships between the two groups.  After the two levels of 

coding were conducted and the codes were organized into categories, two categories were 

identified from the analysis describing factors teachers like administrators to 

demonstrate, which were “Healthy Communication Skills” and “Compassion.”  These 

categories describe the theme which emerged from this data, which is “Intentional 

Compassionate Leaders.”  Leaders who demonstrate these factors validate their care and 

concern for their faculty by taking intentional actions to create an environment where 

teachers feel comfortable communicating their ideas and concerns, and they also take the 

time to explain their actions.  Leaders also demonstrate compassion for their faculty by 
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taking intentional efforts to connect with their staff, and demonstrating empathy for their 

teachers’ personal needs.  This research study also identified two categories which 

administrators appreciate their teachers demonstrating; “Healthy Communication Skills” 

and “Reciprocal Compliance.”  These categories describe the theme which emerged from 

this data, which is “Professional Teacher.”  Leaders appreciate teachers who demonstrate 

these factors by making them aware of potential issues in their classrooms and following 

the biblical principle of confrontation found in Matthew 18.  Administrators also 

appreciate teachers who demonstrate reciprocal compliance by following school 

procedures and biblical principles.  Administrators shared that they realize that their 

responsibility is to create an environment of respect and to be a good role model to 

facilitate these factors.  Both groups of participants were able to identify factors that 

contribute to strong interpersonal relationships between the two groups.  

Research Question Three 

The qualitative strand of this research study was able to answer research question 

three, which is “What types of interpersonal experiences, if any, do secondary Christian 

school teachers and administrators at two SACS and ACSI Christian schools in South 

Florida have that contribute to their perception of a healthy school climate?”  

Interpersonal experiences are interactions that the teachers and administrators have with 

each other that impact their view of the school climate.  The interpersonal experiences 

which teachers from School A and School B identified that their administrators 

demonstrate were triangulated between the survey, observations, interviews and focus 

groups at each individual school, then they were triangulated between the two schools, 

known as “cross-case analysis,” to compare the cases and look for prevailing themes 



118 

(Merriam, 2009, p. 204).  The interpersonal experiences that teachers identified which 

impact their perception of school climate collapsed into the categories “Humility in 

Interactions,” “Christian Leadership,” “Collaboration,” “Visibility,” and “Accessibility” 

(Figure 8). 

 

 

Figure 8.  Interpersonal experiences which teachers identified that impact teacher’s 
perception of school climate. 
 

Teacher Interpersonal Experiences 

Humility in Interactions 

A prevalent theme which teachers have experienced that positively impacts their 

view of school climate was leaders who demonstrate humility during their interactions 

with teachers.  Heather, a teacher at School B, shared that she has seen evidence of 

humility by her administrators’ desire to hear her perspective on their school.  She shared, 

“Last year [the first year working at School B] I got asked a lot, ‘Is there anything you 
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think we can be doing better?  You come in with a fresh perspective.’  [I was] asked this 

by both my principal and headmaster.  I thought that was interesting that they want to 

know what I thought.  They said, ‘We’ve been here for so long that we don’t always 

know.  We don’t want to get too stagnant.’”  She stated that she found it refreshing that 

her administrators demonstrated humility by asking for her perspective on their practices, 

instead of maintaining that they know everything.  She explained that they “want to stay 

fresh and don’t want to be in a bubble.”  Heather appreciates the leaders’ humility, 

stating, “It’s refreshing to have administrators that are humble and want to be excellent 

and supportive.” 

Susan, a teacher at School B, shared an interpersonal experience which 

demonstrates the leaders’ humility to both the teachers and the students.  Susan shared 

that her leaders strive to emulate Jesus’ humility.  One example of when Jesus 

demonstrated humility to his disciples was when he washed his disciples’ feet, which was 

the job of a servant.  This action is recorded in John 13:1-12 during “The Last Supper.”  

She explained how the pastor at the church which is affiliated with the school attends the 

yearly sophomore retreat.  The topic of the retreat is “Honor and Love,” and the pastor 

shares his testimony about how he led a life of promiscuity and was addicted to 

pornography, but the Lord led him out of that lifestyle.  He then committed to being 

celibate until marriage and started attending church, where he met a wonderful Christian 

young lady.  According to Susan, “It’s a wonderful testimony and it ends with how he 

brought her into the church on the night that he realized that God had prepared her to be 

his wife, and he washed her feet symbolically to show his love, humility, and 

submission.”  Since the retreat is around the time of their anniversary he shares his 



120 

testimony with the students, and then, according to Susan, “He has her sit down and he 

washes her feet.  And then all of the school leaders bring out bowls of water and towels 

and they wash each of the students’ feet; girls to girls and guys to guys, and there's that 

symbolism of humility and serving.  And it's very powerful; the power of the spirit is 

very strong that night.”  These quotes share instances of teachers’ interpersonal 

experiences which support the theme that the teachers appreciate and admire leaders who 

demonstrate humility in their interactions.  

Christian Leadership 

Several teachers shared interpersonal experiences which influenced their faith and 

impacted their perception of school climate.  In a Christian school setting leaders who 

demonstrate Christian characteristics not only have a positive impact on their teachers’ 

work environment, but can also impact their teachers’ spiritual growth.  Martha, from 

School B, shared that her administrators’ biblical words and actions are “a positive 

influence on my spiritual life.”  George, from School A, explained that good leadership 

draws him closer to God.  He shared how he had grown up with an authoritarian dad who 

was a pastor, but when he worked for godly men at a previous school they transformed 

his view of God.  He stated, “Instead of viewing me as a project that needed to be fixed, 

for the first time in my life in a Christian setting I saw men with a strong faith, with 

absolute Christian principles.”  Their example was so positive and powerful that George 

wanted to emulate it.  He stated, “Those two men, who followed the school’s simple 

model of character before career, changed my life and my understanding of God and 

when I saw that, I wanted to be led by them.  They demonstrated love by spending time 

with others.  They really wanted to get to know others, and they accepted them.”  He 
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explained that they had such an impact on his life that he maintains their friendship today. 

He began to tear up when he shared, “They are still alive and I'm still in touch with them 

and they still lead me today.”  George demonstrates what he learned from these men by 

investing in his students.  He shared that he spends time with his students outside of the 

classroom by working as a coach, and he makes it a habit to attend at least one sporting 

event or performing art event for every single one of his students each year.  These 

quotes support the idea that teachers can identify interpersonal experiences with godly 

leaders which have a positive impact on their faith and their perception of school climate. 

Collaboration 

Findings from this research study indicated that teachers could identify 

interpersonal experiences which contributed to a healthy perception of school climate in 

the area of collaboration.  Teachers at both schools shared that they feel respected and 

appreciated when they perceive that their administrators value their professional opinion 

and they are able to participate in decisions which impact them.  Beth, from School A, 

prefers a leadership style that is “a cooperative model…a bottom up model.”  Beth shared 

that a former middle school principal was the “perfect example of that [collaborative] 

model.”  Beth appreciated how this principal would value the teachers’ input.  Beth 

shared that the principal felt it was so vitally important that the teachers collaborate that 

she arranged their schedules so that the middle school teachers had a common planning 

period to discuss ideas and student concerns.  According to Beth, “She would call us all 

into her office and say, ‘We’re going to come up with a plan; an idea, but we’re all going 

to work on it together.’”  Beth learned to appreciate her collaborative style, which 

incorporated all of the teachers.  Beth shared, “When she was with us, I loved it.  And 
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when she was gone, I missed it.  Terribly.  I missed someone asking me what I thought, 

and my opinion, how would I do things...She wanted us to be creative and to be thinking 

and always looking for ways to do things better.  All the time.  She was the best 

administrator I’ve ever worked under.  Or with—with, that’s the key—the best 

administrator I’ve worked with.”   

Teachers appreciate administrators who project an image of openness and 

collaboration.  Martha, a teacher from School B, shared that when she goes to her 

headmaster with ideas or concerns, he gives her an opportunity to share suggestions.  She 

stated, “I think what happens the most is if you say something, especially to [the head of 

the school], he will say, ‘What do you recommend?’  Like he doesn’t just want you to be 

a complainer; he wants you to be a problem solver, which, of course, is Management 101.  

But he will ask you, ‘What do you think we should do about it?’  He likes to collect a lot 

of ideas.”  Layne, a teacher from School B, also appreciates her administrators’ 

willingness to include the teachers in important decisions, such as selecting curriculum 

for their classes.  Layne stated, “It used to be the administration’s job to select the 

curriculum.  One headmaster made the call for all new curriculum for the school, and he 

selected a lower curriculum a few years ago, which really set our program behind.  Now 

teachers get to do it.”  She feels this strengthens their academics, because the teachers are 

in the classroom and understand the needs of the students.  She went on to explain that 

now the protocol is that the teachers meet with the administrators, consider several 

curriculum options, then select the curriculum which they feel best meets the needs of the 

students.  She feels this is a much better system, and appreciates the opportunity to give 

her input on these important decisions. 
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Heather, a teacher from School B, seemed to sum up the feeling of the teachers 

when she stated, “I like a more collaborative leadership style, not a dictatorship.  I like 

them to respect our opinion and be more hands off, yet still guide us to where we need to 

be.”  These quotes demonstrate that teachers appreciate when their administrators 

collaborate with them on decisions which impact them and their students.   

Visibility 

 The teachers at both schools shared interpersonal experiences which indicate they 

appreciate administrators who are visible.  Teachers at both schools reported that they 

like to see their administrators show an interest in what is going on in their classrooms, 

be a presence in the hallways, and attend extracurricular activities.  Ron, from School A, 

stated he likes administrators who are visible and show concern for his classes.  He thinks 

some teachers may be intimidated by having administrators enter their classrooms, but he 

appreciates it.  He likes to have them visit his classroom and ask, “How did the last class 

go? Are there any tools you can use to make your class better?”  Martha, from School B, 

reiterated this sentiment, explaining how she appreciates seeing her administrators in 

between class.  She shared, “They’re pretty good about walking through the hall and 

saying, ‘How’s it going? Anything I need to know or you want to talk about?’  

Sometimes I will say, ‘By the way…,’ and other times, ‘Everything is great.’”  

          The administrators at School B intentionally try to be visible in the school 

hallways.  Jack, the headmaster at School B, spoke about a leadership visibility method, 

Management by Walking Around (MBWA), a technique which allows administrators to 

be visible and connect with parents and students, and get a pulse for the school.  He and 

his principals follow this method.  He stated that he does this because it allows him to 
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follow Proverbs 27:23, which instructs people “to be aware of the conditions of your 

flock,” which means to be cognizant of what is going on with the people you oversee.  

Layne, a teacher from School A, endorsed that this method is effective, stating that she 

feels the headmaster is “very accessible, open minded, and always asking, ‘How’s it 

going?  Anything you need?  Is everything ok?’”  In addition to being visible during 

school hours, Diana, Marie, and Beth all shared that they appreciate seeing administrators 

at extracurricular activities.  Layne, from School B, also appreciates their attendance at 

these events, stating, “I love seeing them at games, events, and trips; acting like a kid 

themselves sometimes.”  These quotes give evidence of teachers’ interpersonal 

experiences which demonstrate the importance of administrator visibility.  

Accessibility 

In addition to being visible, it is also important to teachers that they have access to 

their administrators.  Administrators at both schools shared they are intentional about 

having an “Open Door” policy, and teachers at both School A and School B talked about 

their appreciation of this policy.  Since teachers have a very structured schedule, many of 

them shared how they appreciate being able to get in contact with their administrators 

during their planning periods, lunch, and before and after school.  Beth shared how she 

appreciates that her principals’ “Open Door” policy enables her to get quick answers to 

her questions.  According to Beth, “I love [the principals] “Open Door” policy.  Love it, 

love it, love it.  Great kudos to both of them.  If they are in their office, and you stop in, 

they will stop what they are doing to talk to you.  To me that right there speaks volumes.” 

Administrators Sam and Wayne from School A, and Ted from School B, all shared that 

they are intentional about demonstrating this policy.  They explained that they will keep 
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their door open when they are available, and they welcome interruptions from their staff.  

When the door is closed it is a sign that the principal is unavailable.  Wayne states that 

his open door policy allows teachers to see him “without making an appointment.”              

 Teachers appreciate administrators who are accessible.  According to Layne: 

“[One administrator] was probably the finest man I ever worked for.  He made certain 

you had his cell phone number, because if he needed to know something or I needed to 

know something, we could get in contact.”  These quotes explain the OCDQ-RS survey 

question 25, “The administrators are available after school to help teachers when 

assistance is needed,” and support the idea that teachers appreciate leaders who are 

accessible.   

Teachers’ interpersonal experiences which impact their perception of school 

climate are “Humility in Interactions,” “Christian Leadership,” “Collaboration,” 

“Visibility,” and “Accessibility.”  The teachers at both schools can identify interpersonal 

experiences of humility in their school leaders.  A leader who demonstrates humility sets 

the tone for the school, which enables teachers to feel free to come forward with ideas, 

and it encourages the other administrators to follow this example.  Teachers also were 

able to share interpersonal experiences with Christian leaders who demonstrate godly 

characteristics, because these characteristics have a positive impact on their personal 

spiritual life.  Teachers appreciate Christian leaders who respect the teachers’ 

professional opinions and collaborate with them, and shared interpersonal experiences 

which demonstrated collaboration.  Teachers identified interpersonal experiences they 

had with leaders in the areas of visibility and accessibility.  All of these interpersonal 

experiences contribute to teachers’ strong perception of school climate.   
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Administrators’ Interpersonal Experiences 

The qualitative strand of this research study was unable to answer research 

question three, which is “What types of interpersonal experiences, if any, do secondary 

Christian school teachers and administrators at two SACS and ACSI Christian schools in 

South Florida have that contribute to their perception of a healthy school climate?”   

More research could be done in this area in the future.  Although none of the data was 

able to be triangulated between the survey, observations, interviews and focus groups 

between the two schools during the “cross-case” analysis (Merriam, 2009, p. 204), a few 

weak commonalities which were observed during the observations and discussed during 

the administrator interviews were striving for excellence, the importance of investing in 

their faculty, the impact of role models on some of the administrators, and some 

similarities between two administrator’s personalities.  

 Excellence and Improvement 

           One theme which was prevalent in School B was their continual striving for 

excellence and improvement.  An example of this was the 66-question Best Christian 

Workplace Institute survey which is conducted on the teachers.  According to their 

headmaster, School B “spends thousands of dollars” on this annual survey, but he feels it 

is worth it.  During the observation the headmaster shared that this year one of the top 

complaints which surfaced was the poor quality health insurance.  During the observation 

the headmaster revealed that the school was in the process of changing their health 

insurance carrier.  This continual striving for excellence at School B was a theme which 

surfaced during the observation and in the administrator and teacher interviews. 
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      School B also realizes the importance of investing into their faculty.  During the 

observation at the faculty meeting the headmaster discussed the convention which his 

school hosted two months earlier.  The convention offered a variety of professional 

development seminars for his teachers and other teachers in the region.  To host this two-

day event, the administrators made the school days “professional development” days, 

which meant that the students were off school for those two days.  This freed up the 

campus to host the event, and enabled the teachers to be available to attend the seminars.  

This is another example of an investment of money which School B made to improve 

their school by giving their teachers options for professional development.  These actions 

require extra effort from the administration and financial resources, which are provided 

by the school. 

Positive Role Models 

 Two of the administrators, Jack, the headmaster at School B, and Wayne, a 

principal at School A, were able to share about leaders who were positive role models to 

them, and they explained how they strive to emulate some of their healthy traits.  Jack 

shared how a previous pastor who worked at the school had encouraged Jack to go 

directly to him with differing ideas, and Jack openly and respectfully challenged the 

pastor’s thinking on issues.  Jack encourages his employees to have that same openness 

with him.  Wayne appreciates his former principals who were diplomatic and tactful.  He 

shared, “I really appreciate those [principals] who were an advocate for me and didn't 

throw me under the bus whenever I had to meet with a parent. They seemed to not take 

one side over the other, and if they thought I did something wrong they would tell me in 

private, as opposed to embarrassing me.”  He strives to demonstrate these characteristics 
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to his employees.  Jack and Wayne seem to have the ability to emulate the good habits 

from others, and avoid their negative actions.  For example, one previous headmaster had 

worked at both schools, and some of the teachers at each school did not speak highly of 

him or his choices while he was the leader at the school.  However, Wayne stated that he 

was very cautious when changing a curriculum because this headmaster had brought this 

revolutionary curriculum to the school, and he did not want to quickly dismiss it.   

Faith 

During the observations and interviews it was observed that both Jack and Wayne 

have many similarities in their personalities.  They both shared that they have a deep 

commitment to God, which is evidenced by their use of biblical principles to support 

their actions and is endorsed by their staff’s respect and praise of their godly traits.  Both 

project a demeanor which is humble, calm, open, and approachable, which was also 

supported by the comments of their teachers.  They are respected by their teachers and 

the other administrators, and they value their employees, which was confirmed by the 

observations, and teacher interviews and focus groups.  They strive for understanding, as 

evidenced during their interviews, when each would repeat the researcher’s questions 

back to her for clarification.  To demonstrate the value of good communication, Wayne 

shared, “If people think I'm going to be dismissive or I'm too busy, there's not gonna be 

as much communication, and organizations run well when communication is good from 

top to bottom.”  To clearly communicate this concept he used the analogy of an illness.  

He stated, “If I don't have feeling in my foot, like some people with diabetes might have, 

I can get an infection and will need to have my foot amputated because there’s not 
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enough communication throughout the body.  I look at it like that.  I will go the extra 

mile for good communication.”   

None of the data could be triangulated from the administrators to answer research 

question three, which is, “What types of interpersonal experiences, if any, do secondary 

Christian school teachers and administrators at two SACS and ACSI accredited Christian 

schools in South Florida have that contribute to their perception of a healthy school 

climate?”  However, the weak themes which surfaced during this study were that School 

B strives for excellence and invests in their faculty, administrators in both schools were 

able to emulate the practices of positive role models, and an administrator at each school 

had several similarities in personality and leadership styles.  

Chapter Summary 

This research study began with the use of the Organizational Climate Descriptive 

Questionnaire Revised for Secondary Schools (OCDQ-RS) survey for the quantitative 

portion which allowed the teachers and administrators to express their opinion about the 

relationships of teachers and administrators in their school by using a Likert scale to rate 

each of the 34 interpersonal relationship questions and the two faith-based questions.  

Once the results were analyzed, the researcher explored these areas further through the 

qualitative strand using observations, interviews, and focus groups, to explain the results 

of the quantitative strand.  

The quantitative and qualitative strands were used to answer research question 

one, which is “How do secondary teachers and administrators at two SACS and ACSI 

accredited Christian schools in South Florida perceive the school climate of their school 

in the five areas of interpersonal relationships (Administrator Supportive Behavior, 



130 

Administrator Directive Behavior, Teacher Engaged Behavior, Teacher Frustrated 

Behavior, and Teacher Intimate Behavior)?”  The results indicated that the teachers and 

administrators at School A viewed their school climate in the average range in four areas, 

and in Teacher Frustrated Behavior they scored in the range, “Lower than 84%” than the 

teachers in Hoy’s (n.d.) normative sample, which indicated that 84% of the teachers are 

more frustrated than they are.  School B scored in the range “Higher than 84%” in both 

Administrator Supportive Behavior and Teacher Intimate Behavior, and in the range 

“Lower than 84%” in both Administrator Directive Behavior and Teacher Frustrated 

Behavior, which indicated that 84% of the teachers are more frustrated than they are in 

these two areas.  In the area of Teacher Engaged Behavior, School B scored in the range 

“Higher than 99%” of the teachers from the normative sample, indicating a high level of 

satisfaction in this area.   

For the openness index score, which indicates “a highly open faculty” (Hoy, n.d., 

para. 21), both school’s scores were compared to Hoy’s (n.d.) normative sample range, 

and according to Hoy (n.d.), any score above 600 is considered “a very high score” (para. 

21).  School A scored 547.33, which is “Above Average,” and School B scored 650.60, 

which is significantly high.  Although School A scored in the “Average” range in four of 

the five behaviors on the survey, these openness scores for both schools confirm the 

literature that Christian schools have a healthier school climate.  The qualitative strand 

identified factors that contributed to the participants’ average perception of school 

climate in four of the five behaviors at School A as “Respect for their Principal,” 

“Communication Disconnect at All Levels,” and the “Headmaster’s Autocratic 

Leadership Style.”  The qualitative strand identified factors that contributed to School B’s 
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above average perception of school climate as “High Morale,” “Leaders’ Actions 

Demonstrate Compassion,” and “Evidence of Leader’s Christian Character.” 

The quantitative and qualitative results were analyzed to answer research 

questions two, which is, “What factors can secondary teachers and administrators at two 

SACS and ACSI accredited Christian schools in South Florida identify that contribute to 

healthy interpersonal relationships between the two groups?”  The triangulated factors 

that teachers and administrators identified were determined from the cross-case analysis 

(Merriam, 2009, p. 204).  The factors that teachers identified were “Healthy 

Communication Skills,” and “Compassion,” which collapsed into the theme “Intentional 

Compassionate Leader.”  The factors that administrators identified were “Healthy 

Communication Skills” and “Reciprocal Compliance,” which collapsed into the theme 

“Professional Teacher.”  

The qualitative results were analyzed to answer research question three, which is 

“What types of interpersonal experiences, if any, do secondary Christian school teachers 

and administrators at two SACS and ACSI accredited Christian schools in South Florida 

have that contribute to their perception of a healthy school climate?”  The triangulated 

interpersonal experiences which teachers identified were determined from the cross-case 

analysis (Merriam, 2009, p. 204).  The findings which teachers were able to identify were 

leaders who demonstrate “Humility in their Interactions,” “Christian Leadership,” 

“Collaboration,” “Accessibility,” and “Visibility.”  There were no triangulated findings 

for the administrators, but some of the weaker themes which were generated were School 

B strives for excellence and invests in their teachers, administrators emulate the positive 
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practices of their role models, and leaders at each school have similarities in their 

personalities and actions. 
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V.  DISCUSSION, IMPLICATIONS, RECOMMENDATIONS

School climate studies are important because they enable a school to identify their 

strengths and weaknesses in six areas:  Safety, Teaching and Learning, Interpersonal 

Relationships (between students and teachers), Institutional Environment, Social Media, 

and Staff Only (National School Climate Center, n.d.).  Each of these categories has 

subcategories. There are 13 total, which creates 13 dimensions of School Climate.  The 

current research study explored a dimension of “Staff Only,” specifically the dimension 

of “Professional Relationships” between secondary Christian school teachers and 

administrators, and how these relationships impact both group’s perception of their 

school’s climate.  During the first strand of this explanatory sequential mixed methods 

research study the Organizational Climate Descriptive Questionnaire revised for 

Secondary School (OCDQ-RS) survey was conducted to determine the teachers and 

administrators’ perception in the five behaviors of interpersonal relationship.  The survey 

results were standardized and then compared to a normative sample which was 

constructed by Hoy (n.d.) from 5000 New Jersey public school teachers who took the 

surveys during their faculty meetings.  Statistical analysis using a t-test determined that 

there was a statistically significant difference between the two schools.  School B scored 

in a higher range in four out of five categories than School A.  The results of the survey 

analysis were explored further in the qualitative strand through the use of an intrinsic case 

study, which is done when a researcher wants to study a particular case because it is 
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intrinsically interesting (Merriam, 2009).  Observations, interviews, and focus groups 

were conducted to further investigate the survey questions which scored >2.50. 

The quantitative and qualitative findings addressed the following research 

questions: 

Research Question 1: How do secondary teachers and administrators at two 

SACS and ACSI accredited Christian schools in South Florida perceive the school 

climate of their school in the five areas of interpersonal relationships (Administrator 

Supportive Behavior, Administrator Directive Behavior, Teacher Engaged Behavior, 

Teacher Frustrated Behavior, and Teacher Intimate Behavior)?  

Research Question 2: What factors can secondary teachers and administrators at 

two SACS and ACSI accredited Christian schools in South Florida identify that 

contribute to healthy interpersonal relationships between the two groups? 

Research Question 3: What types of interpersonal experiences, if any, do 

secondary Christian school teachers and administrators at two SACS and ACSI Christian 

schools in South Florida have that contribute to their perception of a healthy school 

climate? 

Research Question One 

Reflexivity and Research Question One  

The researcher wrote a reflexive passage in a memo before conducting the 

research to identify any bias and preconceived ideas about the study, which helped the 

researcher understand her position.  One preconceived idea that the researcher held was 

that the schools would score average or above average on the Organizational Climate 

Descriptive Questionnaire Revised for Secondary Schools (OCDQ-RS) survey because 
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they were Christian schools.  Neither of the schools scored below average in any area of 

interpersonal relationships, and School A scored in the “Above Average” range and 

School B scored in the range “Very High” for their openness scores.  The quantitative 

findings in this study support the literature that Christian schools, even those which need 

improvements, have a healthier school climate than public schools (Krommendyk, 2007; 

Sikkink, 2012).   

Evidence of Christian Faith Questions 

Two questions were added to the survey using the same Likert scale to determine 

if there was evidence of the teachers’ and administrators’ Christian faith.  All of these 

scores were above average (>2.50).  The question “Evidence of Teacher’s Christian 

Faith” scored 3.21 for School A and 3.62 for School B, and the question “Evidence of 

Administrators’ Christian Faith” scored 2.94 for School A and 3.60 for School B (Table 

16).  There could be several reasons for these above average scores.  While Christian 

leaders and teachers are not perfect, Christian schools tend to have a more positive school 

climate (Krommendyk, 2007).  

Christian schools hire leaders who they believe are serious about their faith and 

strive to follow biblical principles, take actions to grow in their faith, and pray to seek 

God’s will for their decisions.  The analysis from this research study indicated that the 

leaders at School A and School B are serious about their faith.  According to Heather, 

“[The administrators] are very blatant about their faith.  They make it very evident.”  The 

leaders show evidence of Christian character by praying for God’s guidance when 

making decisions, following Biblical principles when dealing with teachers and students, 

and placing value on growing spiritually and academically.  Jack, the headmaster at 
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School B, often used Bible verses to support his management techniques.  The 

administrators at School B strive to follow their seven biblical Core Values and their 

mission statement.  Heather shared that there is evidence of both of these philosophies at 

her school.  Heather shared that they often celebrate the accomplishments of the members 

of the staff, which demonstrates the Core Value, “Celebration.”  She also stated that 

“everything relates back to the mission statement, which is ‘[School B] exists to make 

disciples spiritually, academically, socially.’”   

The administrators also take intentional actions to grow in their faith.  The 

administrators at both schools understand the importance of a strong spiritual lifestyle 

and relying on God.  Wayne, from School A, shared that his Christian faith is his number 

one priority.  He stated, “From my prayer life, my devotional time; that’s here I get my 

strength to be the kind of administrator I want to be; that’s where I get my wisdom, that’s 

where I get my perseverance, that’s where I go before difficult conversations.”  When 

discussing how his Christian faith influences his interpersonal relationships with his 

teachers, Jack, from School B, stated, “It’s everything, really.  Because I mean everything 

is spiritual, everything is connected to our walk with God…we are all made in God’s 

image, so we all have dignity; and we can learn from the wisdom from God’s Word [the 

Bible], like we are to be slow to speak, quick to listen, love the rebuke, and handle 

correction well.”   

Christian leaders can strive to emulate Jesus’ humility and service, which he 

demonstrated by leaving heaven to live on earth, where he was confined to a body for 

approximately 30 years, and ultimately died a cruel death on a cross to take the 

punishment of the sins for all humanity.  Matthew 20:28 states, “For even the Son of Man 
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[Jesus] did not come to be served but to serve, and to give his life as a ransom for many,” 

(New International Version).  Leaders whose actions give evidence of humility, service, 

and spiritual growth comfort the teachers.  Susan from School B shared that she doesn’t 

worry about the future of School B because she knows her leaders are godly men who 

pray and seek God’s will when they make decisions. 

Administrator Supportive Behavior 

In the category “Administrator Supportive Behavior” School A scored in the 

“Average” range with a standardized score of 519.55, while School B scored in the 

“Higher than 84%” range with a standardized score of 644.36.  Administrator Supportive 

Behavior is defined as behavior which is “characterized by efforts to motivate teachers by 

using constructive criticism and setting an example through hard work.  At the same time 

the administrator is helpful and genuinely concerned with the personal and professional 

welfare of teachers.  Supportive behavior is directed towards both the social needs and 

task achievement of the faculty” (Hoy, n.d., para. 1).  Creating a positive school climate 

originates at the administrative level, and trickles down through the interactions of the 

teachers, which impacts the behavior and academic, social, and emotional growth of the 

students.  The administrator’s first priority should be to create a positive school climate 

where teachers and students feel safe, supported, cared for, treated equitably, and 

respected (National School Climate Center, n.d.; Robinette, 2016).   

School B’s administrators have taken intentional actions to support their teachers, 

such as the creation and demonstration of the administrator’ seven biblical Core Values, 

which are humility, soul keeping, pursuing excellence, empowering leaders, 

collaboration, celebration, and authentic love.  Four of School B’s Core Values were 
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identified as either major or minor findings in this research study.  School B’s core value 

“Authentic Love,” was a code that collapsed into the category “Leaders’ Actions 

Demonstrate Compassion,” which answered research question one for School B.  

“Pursuing excellence” was a contributing factor to “High Morale,” which also answered 

research question one for School B.  “Collaboration” and “Humility” were interpersonal 

experiences that the teachers at both schools identified to answer research question three.   

Although none of the data was able to be triangulated between the survey, observations, 

interviews and focus groups between the two schools during the cross-case analysis 

(Merriam, 2009, p. 204) to identify interpersonal experiences which contributed to the 

administrators’ perception of school climate, “Pursuing Excellence” was a weak 

commonality for research question three.  The correlations between School B’s Core 

Values and some of the findings of this research study indicate that School B’s 

administrators have identified and demonstrate characteristics which contribute to strong 

interpersonal relationships.   

Sadly, the headmaster at School A has not always demonstrated support for his 

employees, as evidenced by the negative interactions he has had with employees, such as 

his lack of communication with one teacher when the teacher wanted to discuss the 

tutoring policy, and by his lack of interest in collaborating with other teachers, such as 

Beth when she brought ideas to him.  Analysis of the research data indicates that his lack 

of support has contributed to the teacher’s average perception of school climate at School 

A.  According to Helms-Lorenz and Maulana, (2015), inadequate support from 

administrators can cause teacher stress and burnout, and ultimately motivate educators to 

leave the teaching profession. 
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  School B’s use of the Best Christian Workplace Institute survey encourages 

teachers to share constructive criticism with the administrators.  As Jack, the headmaster 

at School B, shared, teachers who do not feel comfortable coming to him with criticism 

can voice them anonymously on the survey.  This indicates a willingness on the 

administrators’ part to hear both positive and negative feedback from their employees.  

The school has made changes in two main areas, which are increasing the teacher’s 

number of days off and improving the health insurance.  These actions give evidence of 

the administrators’ supportive behavior.  

The leaders’ actions which demonstrate compassion and evidence of the leaders’ 

Christian character at School B explain their above average score in the area of 

“Administrator Supportive Behavior.”  One example at School B of the leaders’ 

compassion is the headmaster’s view of how teachers should be treated respectfully.  He 

stated, “I really want to honor and respect the teachers and think of them as 

thoroughbreds instead of pack mules, because we need to really care for you and make 

sure that we don’t overload you, because you need to be able to do your job well.”  The 

administrator’s actions to intentionally create a community where teachers feel supported 

and respected allows teachers to thrive.  According to Cohen, Cardillo & Pickeral (2011), 

“Respectful schools are, by definition, democratically informed learning environments 

where people feel safe, supported, engaged, and helpfully challenged” (para. 5).  Jack 

understands the need to respect his teachers by supporting them and not overburdening 

them.  His teachers recognize and appreciate his caring philosophy.  One teacher 

explained that at her previous school she was a class advisor, coach, and taught an extra 

class.  Five years of this demanding schedule, coupled with administrators who she felt 
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were unsupportive of her efforts, caused her to lose her motivation to be involved in 

extracurricular activities. She no longer has any desire to coach or be a class sponsor, and 

she appreciates administrators who encourage her not to take on additional 

responsibilities but only want her to focus on her teaching.  She finds her work-life 

balance is much healthier under her current administrators. 

School B’s leaders have taken intentional actions to create a positive school 

climate and their actions have paid dividends.  The triangulated results of this study at 

School B indicate that the teachers recognize and appreciate their leaders’ supportive 

behavior.  These results are supported by the literature. 

Administrator Directive Behavior 

Another one of the researcher’s preconceived ideas was that School B would have 

more positive results than School A.  The researcher thought that School A would score 

high (indicating a weakness) in Administrator Directive Behavior on the survey due to 

the headmaster’s reputation as an autocratic leader; and terms such as “ruling with an iron 

fist” and “autocratic” were used by the teachers at School A to describe their 

headmaster’s leadership style.  However, during the interviews it was revealed that 

School A’s participants’ positive relationship with the principals balanced out their 

negative perception of the headmaster, resulting in the Administrator Directive Behavior 

survey mean score of 14.87 and a standardizes score of 536.55, which was in the 

“Average” range.  Using a mixed methods study clarified this finding because the results 

of the interviews and focus groups revealed this distinction.  School B’s results had a 

mean score of 12.59 and a standardized score of 444.98, which is in the range “Lower 



141 

than 84%” of the normative sample, indicating their participants do not feel that their 

leaders are autocratic.   

School A’s interview results indicate that while the teachers respect their 

principal, they feel there is a communication disconnect at all levels, which they attribute 

to the headmaster’s autocratic leadership style.  The teachers at School A do not feel the 

freedom to express any constructive criticism to their headmaster.  Those who have tried 

have not been successful, such as one teacher whose ideas were turned down by the 

headmaster, or a second teacher who found that the headmaster refused to address his 

problem and then permanently shunned him.  This type of behavior discourages 

communication and exhibits a lack of professionalism.  According to Hua-Qiang, Guang-

Lei, Zhi-Hui, and Zhi-Hui (2018), “When faced with the negative consequences of poor 

decisions by supervisors or with one of many other challenges that may arise within an 

organization, an employee who could have put forward a valuable proposal or idea may 

be reluctant to speak up,” (p. 654).  School A’s headmaster’s negative communication 

patterns have created a disconnectedness in his relationships with the administrators and 

the teachers, which has negatively impacted the teachers’ perception of their school’s 

climate. 

Engaged Teacher Behavior 

When comparing the two schools’ survey results, the area with the widest gap was 

“Engaged Teacher Behavior,” which is reflected by high faculty morale.  Teachers are 

proud of their school, enjoy working with each other, and are supportive of their 

colleagues.  Teachers are not only concerned about each other, they are committed to the 

success of their students.  They are friendly with students, trust students, and are 
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optimistic about the ability of students to succeed” (Hoy, n.d., para 3).  For this category 

School A had a mean score of 27.50 and a standardized score of 579.55, which was in the 

“Average” range, while School B had a mean score of 30.47 and standardized score of 

804.55, which was in the range of “Higher than 99%” of the schools.  While School B’s 

score in this area qualified as an outlier, the qualitative strand explored this score further 

and determined that the score was appropriate because the teachers at School B truly 

enjoy working at their school, appreciate their administrators, and their morale is very 

high.  One of the findings for School B for research question one was the high morale and 

teacher and administrators’ pride in their school.  One teacher attributed her leaders’ 

“pursuit of excellence” as one reason for the high morale at her school.  Govindarajan 

(2012) defines teachers’ morale as “teachers striving to achieve their individual goals and 

education goals of the school system and their perception of satisfaction that stem from 

the total school environment” (p. 58).  Teachers provide support and motivate their 

students to succeed, yet they need motivation to do their job well (Govindarajan, 2012).  

It is the job of administrators to create an environment where teachers’ feel valued and 

morale is high.  Teachers who feel supported and empowered are more likely have a high 

morale (Govindarajan, 2012).  According to Govindarajan (2012), “The morale of an 

organization will only be as high as its leader.  Low teacher morale is the result of low 

leadership morale” (p. 58).  School leadership matters.  Leaders could attempt to 

understand their responsibility and take intentional steps to develop teacher morale 

among their faculty for the benefit of the teachers and students.  A principal at School B 

understands this concept.  To contribute to teacher morale, School B created the seventh 

Core Value of “Celebration” as a means to recognize teacher accomplishments, because 
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the Best Christian Workplace Institute survey results from the previous year indicated 

that teachers did not feel their accomplishments were celebrated.  According to the 

principal, “When our [Best Christian Workplace Institute] survey results came in, we 

found out that teachers didn’t feel like we were celebrating their accomplishments or 

congratulating them enough.  It was a score lower than what we would like to see, so for 

the past year that’s what our high school team has been focusing on.”  To boost morale, 

Ted shared that School B has taken intentional steps, such as offering more potluck 

meals, appreciation breakfasts, donuts and coffee, as well as given teachers little gifts, 

such as gift cards or recognition pins.  In addition to these effort, teacher 

accomplishments have been recognized at the faculty meetings.  According to the 

principal, “Just bringing in more celebration, I think, has helped the morale and purposely 

drawn everyone closer together.” 

 While School B takes intentional concrete steps to improve morale, one of School 

A’s principal’s focuses on encouraging the spiritual morale of his teachers.  He stated, “If 

I want to encourage my staff, I will use the Word of God, like at faculty meetings, 

devotions, and in private conversations.”  He feels it is important to be a Christian role 

model to his teachers to encourage them to walk in a Christian manner.  These intentional 

steps taken by these leaders indicate that they understand it is their job to create a high 

morale among their teachers.  School B’s Core Values and the use of the Best Christian 

Workplace Institute annual survey, and the principal’s actions to be a good role model at 

School A are evidence of the administrators’ intentional actions to create a school 

environment with high morale. 
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Effective leaders need to have the knowledge and skills to facilitate the success of 

their school.  The qualitative data confirmed that the headmaster at School B is highly 

respected and considered successful by his employees.  His practices connect to the 

literature that Watson and Bogotch (2016) described in a case study of an effective 

leader, Dr. Brown, who was able to take a dying school and make it thrive again.  The 

headmaster followed seven of the actions that Dr. Brown instituted.  Like Dr. Brown, 

who did his homework, so he knew the history of the school and the challenges ahead of 

him, Jack has been at the school for 17 years, so he is very familiar with the school 

history and the culture of the school.  Dr. Brown gained the trust and respect of the 

faculty, which Jack has done through his ethical, humble, collaborative, biblical practices.  

Like Dr. Brown, Jack shared that he was also a teacher, so he understood the perspective 

of the teachers and did not forget where he came from.  Dr. Brown and Jack were 

knowledgeable about curriculum, pedagogy and leadership practices.  Dr. Brown and 

Jack both encouraged professional development for their teachers, as evidenced by Jack 

closing the school for two days to host a seminar for professional development and 

allowing several of his teachers to travel to Texas to attend seminars for AP and math 

professional development.  Both Dr. Brown and Jack were transparent, allowing teachers 

to know their goals and vision for the school.  Dr. Brown and Jack’s encouragement of 

their staff encouraged other leaders and teachers to help each other. 

Administrators impact every area of the school: school climate, teachers, students, 

teaching and learning, and a plethora of other areas.  In order for schools to succeed, they 

need competent leaders.  Administrators who create a strong morale and take the positive 
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steps that Dr. Brown and Jack followed can help improve their school climate in the area 

of “Engaged Teacher Behavior.”  

Openness Scores 

The openness scores were calculated after all of the survey analysis steps were 

completed.  Due to the reputation of the leaders at School B the researcher anticipated 

that School B would have a healthier and more positive school climate than School A.  

The openness scores indicate that this is true.  According to Hoy (n.d.), the range for 

openness scores for the OCDQ-RS survey are as follows: for a score of 525-550 the 

range is “Above Average,” for a score of 551-600 the range is “High,” and for a score 

above 600 the range is “Very High.”  The openness index score for School A was 547.33, 

which indicates a faculty and staff that are in the range, “Above Average,” and the score 

for School B was 650.60, which was significantly high because it was 50 points above 

the top of the scale for the range of “Very High.”  According to Küçüksüleymanoglu & 

Terzioglu (2017), “Openness Score” explains how open or accepting employees are to 

changes and improvement in their work environment.  Although four out of five of 

School A’s behavior scores were in the average range, their openness score was above 

average, indicating that the teachers at School A are open to changes or improvements at 

their school.  Administrators at both schools make intentional efforts to create an open 

environment at the school.  This theme was supported in the literature review for this 

study.  According to Hoy et al. (1998): 

The distinctive feature of an open climate is its high degree of authenticity; the 

principal and faculty are genuine in their behavior.  The principal leads by 

example, providing the proper blend of structure and direction as well as support 
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and consideration…teachers work well together and are committed to the task at 

hand…there is no need for burdensome paperwork, close supervision, 

impersonality, or a plethora of rules and regulations. (p. 338)  

Watson and Bogotch (2016) encourage school leaders to foster a sense of 

community within the school.  Sergiovanni (1996) observed that if schools were to 

function as communities, then school leaders must also serve as moral agents and should 

adapt their practices and theories to meet the needs of their respective school sites. 

Hence, his argument was to replace "school as an organization" with "school as 

community” (Watson & Bogotch, 2016, p. 94). 

Summary of Research Question One 

The researcher anticipated that School A’s survey results would be higher than 

School B’s results, but the researcher did not anticipate that School B would score above 

average in every area of interpersonal relationships, with scores “Higher than 84%” in 

Administrator Supportive and Teacher Engaged behaviors, scores “Lower than 84%” in 

Administrator Directive and Teacher Frustrated behaviors, and a score of “Higher than 

99%” in Teacher Engaged Behavior.  A narrative or phenomenological study could be 

done on School B alone to mine thick, rich data from several areas, such as their 

leadership practices or their Core Values.  While School B scored higher than School A 

in four areas, neither school scored below average on the survey in any of the 

interpersonal relationship behaviors.  Further studies could be done to compare Christian 

schools to public schools to determine to what extent, if any, Christian values influence 

the participant’s perception of school climate. 
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Research Question Two 

Analysis of the observations, interviews, and focus groups’ data answered 

research question two, which was “What factors can secondary teachers and 

administrators at two SACS and ACSI accredited Christian schools in South Florida 

identify that contribute to healthy interpersonal relationships between the two groups?” 

Teachers at both schools were able to identify “Intentional Compassionate Leaders” who 

demonstrate the factors “Compassion” toward their teachers and “Healthy 

Communication Skills” (Figure 6).  Even though the teachers at School B work in a 

significantly more open climate, teachers at both schools recognize compassionate 

behaviors and Christian virtues.  Administrators at both schools were able to identify the 

factors of “Reciprocal Compliance” and “Healthy Communication Skills” which they 

believe constitutes “Professional Teachers” (Figure 7).   

Compassion 

The findings of this research study indicate that teachers appreciate administrators 

who make an effort to connect with their staff and demonstrate compassion and empathy.  

A teacher and administrator from School A both shared that they appreciate 

administrators who inquire about their family members when they are sick.  This interest 

indicates that their leaders are compassionate and concerned about the issues their 

employees are dealing with.  Teachers also shared that they appreciate administrators 

who are open to hearing bad news.  Several teachers from School B shared that they 

appreciate administrators who come into their classrooms and want to know what is 

going on in their classes, both the good and the bad.  Teachers perceive that 

administrators who demonstrate an interest in what is going on in a teacher’s classroom 
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environment care about them.  They appreciate administrators who are open to 

suggestions on how to make their teaching more effective, demonstrate a willingness to 

address student concerns, and indicate by their actions that they are concerned about 

them.  Teachers are more committed to their jobs if they perceive that they have the 

support of the other teachers and their principal (Singh & Billingsley, 1998).   

Administrators who have been teachers may be more likely to demonstrate 

empathy to their teachers.  Two of the principals, Ted, from School B, and Wayne, from 

school A, shared that they think it would be impossible to do a good job as a principal 

without having been a teacher at some point in their career.  These findings indicate that 

effective leaders are able to show compassion and empathy to their staff, which 

demonstrates their concern and compassion for them. 

Reciprocal Compliance   

Administrators appreciate teachers whom they can trust to comply with the rules, 

do their work in a timely, professional manner, and follow Biblical principles.  Strong 

leaders role model the behaviors they like their teachers to demonstrate (Curry & Wolf, 

2017).  Wayne, a principal at School A, strives to be a professional role model for his 

teachers and desires that they reciprocate this trait.  He stated, “I like to see teachers who 

are professional themselves because then our professional relationship is maintained.”  

Wayne has professional expectations for himself and for his teachers.  He endeavors to be 

dependable and follow-through with his promises to his teachers, and he trusts them to 

reciprocate this compliance, follow the school policies, and complete their work in a 

timely fashion.  As noted in the literature review, trust is foundational to building and 

sustaining these organizational relationships (Tschannen-Moran, 2004).  Ghamrawi 
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(2011) found a repeated theme for positive interpersonal relationships between 

administrators and teachers was “courteous human relations emanating from trusting 

relations” (p. 336).  Because the principals at both schools and the headmaster at School 

B are leaders who demonstrate “Intentional Compassionate Leadership” traits, their 

teachers are more willing to comply with their requests.  When teachers trust their 

administrators and feel safe and respected, they are more likely to be professional, more 

trusting and vulnerable, collaborate with other staff, believe they can make a difference in 

students’ lives, strive to improve their practices, and have a strong allegiance to their 

school (Ghamrawi, 2011).   

Healthy Communication Skills 

Findings from both teachers and administrators determined that they appreciate 

healthy communication skills.  Teachers at both schools saw monitoring and supervising 

as positive actions in their leaders, yet teachers were able to make a distinction between 

positive and negative interactions with their administrators.  A key difference between 

the two schools was listening; the teachers do not feel that the headmaster at School A 

listens to his teachers or administrators, while the headmaster at School B invites his staff 

to come to him with different perspectives.  Although they have not seen them 

demonstrated by their headmaster, teachers from School A were able to identify healthy 

traits because they were able to identify them in their current principals and in previous 

leaders.  The teachers at School B are fortunate to have a headmaster who role models 

this type of behavior, which is then emulated by his principals and teachers.  Teachers 

appreciate leaders who listen to them and then take the time and effort to give an 
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explanation for their decisions.  Teachers perceive they have a voice in the school if their 

administrators encourage open communication (Warner & Heindel, 2017).  

 School A’s headmaster’s negative leadership practices have discouraged his 

employees from communicating.  The headmaster has power over the employees’ jobs.  

Both their advancement in the school and their continuation of employment are 

contingent on the headmaster’s approval.  If employees feel that they could jeopardize 

their jobs, they will remain silent on issues.  Developing an environment of healthy 

communication skills is the job of the administrators.  It is important for school 

headmasters to have the people skills necessary to get along with the variety of 

personalities he or she will have to deal with in their job, develop and maintain strong 

relationships with stakeholders, have the ability to understand their different expectations, 

and be able to compromise with people without losing their vision (Beckman et al., 

2012).  The principals at School A are able to create this type of an environment with 

their teachers.  Wayne from School A understands that developing mutual respect plays a 

key role in creating an environment of healthy communication with his teachers.  

Ability to Confront Problems Using the Matthew 18 Principle 

Because they work in partnership with one another, teachers share with other 

teachers their concerns and questions about students’ academic, social, and emotional 

issues, as well as information about school functions, policies, procedures, personnel, and 

other issues.  Sometimes teachers need a channel to discuss their concerns and 

frustrations, so they may find it natural to discuss these issues with their co-workers, who 

may be experiencing similar issues and may be more likely to empathize with them than 

people who are not educators.  However, sometimes these conversations can include 
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gossip.  Gossip is defined as “Casual or unconstrained conversation or reports about other 

people, typically involving details which are not confirmed as true” (Gossip, n.d.). 

The Bible teaches Christians to avoid gossip because it can be destructive to 

relationships.  Proverbs 16:28 states, “A perverse person stirs up conflict, and a gossip 

separates close friends” (New International Version).  In a New Testament letter, James, 

the author explains it is hypocritical for Christians to praise God and then slander people: 

No human can tame the tongue.  It is a restless evil, full of deadly poison.  With 

the tongue we praise our Lord and Father, and with it we curse human beings, 

who have been made in God’s likeness.  Out of the same mouth come praise and 

cursing.  My brothers and sisters, this should not be.  Can both fresh water and 

salt water flow from the same spring? (James 3:8-11, New International Version) 

 
Instead of harming others with words, Christians are encouraged to strive to 

encourage one another, as stated in James 3:19, “But the wisdom that comes from heaven 

is first of all pure; then peace-loving, considerate, submissive, full of mercy and good 

fruit, impartial and sincere. Peacemakers who sow in peace reap a harvest of 

righteousness” (New International Version).  

Administrators at both schools shared that they appreciate teachers who follow 

the Matthew 18 biblical, practical principle of confronting others when they have a 

disagreement with someone, rather than gossiping about them (Kienal, n.d.).  Matthew 

18:15-17 states: 

If your brother sins against you, go and show him his fault, just between the two 

of you.  If he listens to you, you have won your brother over.  But if he will not 

listen, take one or two others along, so that ‘every matter may be established by 
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the testimony of two or three witnesses.’”  If he refuses to listen to them, tell it to 

the church; and if he refuses to listen even to the church, treat him as you would a 

pagan or a tax collector. (New International Version) 

According to Kienal (n.d.), the Matthew 18 approach teaches Christians to keep 

the matter confidential by initially try to solve the problem directly with the other person. 

Frequently that will solve the problem, and both parties may need to forgive and restore 

each other (Kienal, n.d.).  If the first step is ineffective, the next step is to take the matter 

to a member of the church leadership where both parties can share their side of the issue 

in a humble manner and be willing to submit to the leader’s reprimand and correction 

(Kienal, n.d.).  If it is not resolved at this level, then the church leader should take it to the 

church’s board members (Kienal, n.d.).  During this research study several participants 

referred to the Matthew 18 confrontation style as a recommended way to handle conflict, 

indicating it is a familiar principle in Christian circles.  Administrators at both schools 

shared that they appreciate when their faculty and staff go directly to the person they 

have an issue with and work it out, rather than gossip about the situation and let it fester.  

The administrators who participated in this study at both schools encourage this type of 

behavior because they are approachable.  The headmaster at School A did not follow this 

principle with his teacher, Ron, who asked for clarification on the tutoring policy.  As the 

leader. the headmaster should have initiated the conversation.  When Ron tried to discuss 

the matter with him, the headmaster refused to speak with him and never dealt with the 

problem.  This act of poor communication damaged their professional relationship and 

had a negative impact on Ron’s perception of the school climate.  
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This research study revealed that the factors that contribute to strong interpersonal 

relationships are “Intentional Compassionate Leaders” whose actions demonstrate 

compassion, and “Professional Teachers” who demonstrate reciprocal compliance.  Both 

groups identified healthy communication skills, which include listening to the other 

person’s perspective and following the Matthew 18 principle of confronting a person 

when there is a disagreement, rather than gossiping about the issue.   

Research Question Three 

The qualitative portion of this research study answered research question three, 

which is, “What types of interpersonal experiences, if any, do secondary Christian school 

teachers and administrators at two SACS and ACSI accredited Christian schools in South 

Florida have that contribute to their perception of a healthy school climate?”  Teachers 

shared their interpersonal experiences with leaders who demonstrated “Humility in Their 

Interactions,” administrators who demonstrated “Christian Leadership,” and leaders who 

demonstrated “Collaboration,” “Visibility,” and “Accessibility” (Figure 8).  

Christian Leaders Who Demonstrate Humility in Their Interactions 

The triangulated data from this research study supports the idea that some of the 

leaders in this research study are humble, approachable, open to suggestions, and honest 

and transparent.  Teachers shared interpersonal experiences where they appreciated 

leaders who demonstrated humility, such as Susan who appreciated her leaders washing 

the feet of their students to role model the Christian characteristics of humility and 

serving one another.  Due to these qualities these leaders are highly respected by their 

faculty.  School B’s leaders demonstrate humility by encouraging constructive criticism 

from their teachers, both verbally and through the use of the Best Christian Workplace 
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Institute Survey.  Jack, the headmaster at School B, supports this philosophy with a 

Biblical principle.  He explained:  

The Bible says ‘a wise man loves a rebuke,’ and I think that’s because if you 

really want to do better and be getting it right before God, then if you have 

something to help me see that I have spinach in my teeth, professionally; that I’m 

doing this thing that’s just bugging teachers or we have this system that is a drain 

for the kids, please come forward and either you'll swing me to see that we need 

to change it, or maybe I'll show you why, even though it's painful, here’s why we 

do actually have to keep doing it.  

 
 Jack explained that he would much rather deal with these issues than let them fester.  He 

stated, “So we have a discussion versus it just being this disconnect of annoyance kind of 

thing.  But I’m totally open to your help because I totally know I don't have this thing 

altogether.  I think I’m generally figuring this thing out by the seat of my pants…so 

please bring me your ideas.” 

The leaders’ humility is evident to their teachers.  Susan, a teacher from School B, 

shared that she appreciates her administrators’ humility in the decision-making process.  

According to Susan, “[The administration is] willing to take a step back if they believe 

they are not going in the right direction, willing to change their mind, willing to hear 

from others.”  She explained, “They don't see themselves, at least they don't portray 

themselves, as we know all things; we are the last word.  In fact, I think the opposite is 

true.  [They will say] ‘We made a decision, but if you have something you want to speak 

into it, please share it with us.’”   
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Teachers also appreciate administrators who are honest and transparent about 

their mistakes.  George, a teacher from School A, shared that he appreciates and respects 

leaders who are humble and willing to apologize when they have made an error.  Ron, 

from School A, shared that he likes to see administrators who own up to their mistakes 

instead of trying to cover them up. 

Collaboration 

Even though the teachers at School B work in a significantly more open climate, 

teachers at both schools were able to recognize compassionate behaviors and Christian 

virtues.  One of the interpersonal experiences which teachers shared was collaboration. 

Faculty members are more likely to be committed to their school, experience a higher 

level of job satisfaction, and be in agreement with school goals if they perceive the school 

environment to be open, trusting and cooperative (Price, 2012).  The negative 

characteristics at School A did not turn the school into a toxic environment.  During the 

interviews at School A, all of the teachers interviewed wanted to make the distinction 

between their relationship with their principal and their headmaster, who they have very 

different relationships with due to the lack of collaboration they have experienced from 

their headmaster.  The teachers at School B did not feel the need to make this distinction 

due to their current leadership, although it was an issue in the past.  Layne shared that 

School B had a previous headmaster who made the decision on his own to select lower 

level curriculum for the entire school, which impacted everyone in the school 

community.  She felt that the school rigor dropped, teachers had to learn new material, 

and parents weren’t getting their money’s worth.  Now, under their current headmaster, 

teachers collaborate and decide together with their department heads and principals what 
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curriculum best meets the needs of the students.  Ghamrawi (2011) found that teachers 

appreciate opportunities for teacher-leadership.  This act of empowering the teachers 

benefits the entire school community, because the teachers share their expertise about the 

needs of the students and bring their professional opinions when selecting the curriculum, 

and the students have a curriculum which suits their needs.  After a former headmaster 

made all of the curriculum decisions, the teachers at School B now appreciate the 

opportunity to collaborate on the course content, which directly impacts their teaching.  

According to Layne from School B, “That’s why who you select as headmaster is very 

important.  We are happy now; much happier.”  

Humble role models empower their teachers through collaboration, which 

indicates that leaders do not know everything and appreciate and respect the professional 

opinions and ideas of those who they supervise.  Administrative leadership indirectly 

affects student learning through school culture and collaboration with teachers (Hallinger 

& Heck, 1998; Leithwood & Jantzi, 2000; Price & Moolenaar, 2015; Thoonen et al., 

2012).  Many of the administrators in this study have a reputation among the teachers of 

being humble, and they seek to empower their teachers.  When a teacher participates in 

leadership decisions, the teacher is known as a “teacher-leader,” which is an integral role 

in school improvement (Ghamrawi, 2011, p. 334).  While it may seem that the rise of 

teacher-leaders reduces the role of the principal, Ghamrawi (2011) states that this actually 

expands the role of the principal because he or she has more support from the faculty.  

Due to the diversity of students and mainstreaming students with learning disabilities into 

regular classrooms, school leaders are required to educate a broader population of 

students.  This population, along with “a swiftly changing global society with a 
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ballooning information base" makes the job of a school leader daunting (Ghamrawi, 

2011, p. 334).  Having the support of teachers who participate in decision making enables 

the school leaders to delegate some of their duties so that they are able to address all of 

their responsibilities.  Not only do leaders benefit by sharing their responsibilities with 

their teachers, but having “teacher leaders” benefits the teachers, because they have been 

empowered by their administration, and they feel more fulfilled because their views are 

considered as they have the opportunity to collaborate with their administration 

(Ghamrawi, 2011).  Teacher-leaders are integral to school reform because they have the 

benefit of having a connection to the students, which enables them to have a better 

understanding of the needs of the learners (Ghamrawi, 2011).  Having teacher-leaders 

allows schools to evolve into “professional learning communities,” which allows all 

levels of staff to work cooperatively and collaboratively (Ghamrawi, 2011, p. 334).  

Teachers appreciate leaders who respect them and recognize their professional expertise 

by allowing teachers to collaborate with their leaders.  

Accessibility and Visibility 

Teachers also shared interpersonal experiences that positively impacted their 

perception of school climate in the areas of accessibility and visibility.  From observation 

it was evident that both School A and School B have a front office where visitors check 

into the school.  School A has their secondary school office on the second floor of the 

three-story building, which houses the secondary classrooms.  School B has an assistant 

principal’s office on each floor of their four-story secondary school building, and the 

principal’s office is on the second floor.  Each school has intentionally placed their 

offices in the middle of the buildings, and although it is inconvenient for parents and 
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outsiders, the students and teachers can easily access the administrators, and the 

administrators are close to the activity that goes on in their school.   

Teachers at both schools shared that they appreciate their administrators’ “Open-

Door” policy, which enables them to access their administrators quickly.  Since teachers 

have very restricted schedules due to their teaching, it is helpful to be able to access their 

administrators when they have available time, such as before or after school, during their 

lunch or planning periods, or during the few minutes that students are changing classes.  

Teachers like Beth shared that they appreciate the ability to quickly receive an answer 

when they stop in to see their administrators during a break.  These actions indicate that 

the administrators take intentional steps to be accessible to the teachers and students. 

Two teachers shared that they appreciate administrators who frequent the 

hallways and classrooms, interacting with both students and teachers.  School B’s 

administrators intentionally use a leadership visibility method called “Management by 

Walking Around” (MBWA), a technique which allows administrators to be visible and 

connect with parents and students and get a pulse for the school.  The administrators’ 

visibility indicates care and concern for their students and staff.  Teachers from both 

schools said they appreciate administrators who will come into their classroom and ask 

them questions to try to get a pulse on the classroom and student concerns.  These 

interpersonal experiences give evidence that teachers appreciate school leaders who 

demonstrate “Humility in Interactions,” “Christian Leadership,” “Collaboration,” 

“Accessibility,” and “Visibility.”   
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Unintentional Findings: School Leaders Responsible for Reform 

During the qualitative data collection, the researcher kept a journal to help keep 

track of her speculations, hunches, thoughts, and musings (Merriam, 2009).  The 

researcher anticipated the study would yield concrete factors that contribute to strong 

interpersonal relationships.  The researcher did not anticipate that there would be an 

underlying theme for these factors. The unintentional findings which surfaced from the 

quantitative and qualitative portions were the overarching theme that leaders are 

responsible for the school climate and school reform at their school, and the importance 

of selecting a leader who follows the Transformational Leadership style, as demonstrated 

in Figure 9.  

 

 
Figure 9.  The relationship between school leaders and the stakeholders’ perception of 
school climate. 
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School reform is the responsibility of a school’s administration because school 

leadership is at the heart of school reform (Ghamrawi, 2011).  Leaders need to identify 

and address areas of weakness, which indicates to the school’s stakeholders that the 

administration is interested in improving the school (Warner & Heindel, 2017), and then 

take steps to remediate problem areas.  To determine areas that need reform, 

administrators could consider conducting an annual school climate survey to obtain a 

pulse on the school climate.  School climate surveys are one way to measure a principal’s 

performance (Clifford et al., 2012) and give invaluable feedback on areas that principals 

have control over (Hallinger & Heck, 1998).   

While both Schools A and B conducted surveys to assess the areas of strength and 

weakness at their school, School B invested more time and energy into the survey and 

took concrete steps to follow-through with the results.  According to Beth, the 

headmaster at School A conducted a survey of the parents and faculty, but he was the one 

who calculated the results and he spent very little time sharing them with the faculty.  She 

did not see that these results were a catalyst for change.  In contrast, School B placed 

great emphasis on the Best Christian Workplace Institute survey.  They hire an outside 

source to conduct and analyze the results on an annual basis to determine their faculty’s 

perception of the school.  Problems that were identified by the survey, and actions which 

were taken to address these issues, were referred to by the headmaster in both the 

observation at the faculty meeting and during his interview, and by three other 

participants during their interviews at School B.  The Best Christian Workplace Institute 

survey is valued more at School B than the survey conducted by School A, and this 

proactive measure taken by the headmaster at School B has a direct impact on the 
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positive perception of school climate at School B.  Effective change is enhanced by the 

way teachers and administrators cooperate with and relate to each other (Ghamrawi, 

2011).  School leaders could consider conducting yearly climate studies to have a pulse 

on their school’s climate, and after the results are analyzed they could address areas of 

concern.  These findings connect with the literature which supports that headmasters have 

an essential role in developing school climate (Deal & Peterson, 1990; Fullan, 1991, 

1999; Partlow, 2007; Tschannen-Moran & Gareis, 2015), and should work with the other 

administrators to improve the school (Datnow & Castellano, 2001). 

Headmasters are responsible for creating and maintaining a positive school 

learning climate, which improves student learning and encourages achievement (Price & 

Moolenaar, 2015).  Principals are also key figures in a school and their actions have a 

direct impact on their school’s climate (Price, 2012).  Principals can have a strong, 

positive impact on the climate of the school if they are able to cultivate trust, cooperation, 

and an environment where staff input is welcome (Hoy et al., 2002; Leithwood et al., 

1998; Leithwood & Jantzi, 1999).   

Characteristics of a Successful Headmaster 

Since the headmaster is responsible for school reform and sets the tone for the 

school climate at Christian schools, it is vitally important to select the right leader with 

specific personality traits and a healthy leadership style.  School boards could consider 

hiring leaders who demonstrate the factors mentioned in this study of humility, Christian 

character, empathy, compassion, collaboration, healthy communication skills, visibility, 

accessibility, striving for excellence, continually growing, and professionalism.  In 
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addition, school board members could consider hiring potential leaders who demonstrate 

the Transformative Leadership style.  

Transformational Leadership 

Leaders who practice the Transformational Leadership style develop relationships 

with their teachers, give growth opportunities for teacher development, and develop a 

shared vision (Figure 10), resulting in teacher job satisfaction, teacher commitment, and 

teacher perception of school effectiveness (Leithwood & Sun, 2012). 

 

 
Figure 10.  The three tenets of Transformational Leadership. 
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relationships with their teachers.  One of School B’s Core Values is “soul-keeping,” 

which is concern for the spiritual growth of the school employees and students.  The 

headmaster, Jack, shared about the importance his school places on building relationships 

with the teachers and students.  Ted, a principal at School B, shared that he strives to 

develop relationships with his staff by being available to his teachers, and also by 

attending his teachers’ school social events, such as potluck lunches and birthday 

celebrations.   

Leaders who follow the Transformational Leadership style also understand the 

importance of investing in their teachers by offering them professional development 

opportunities.  Layne and Heather, teachers at School B, appreciate the professional 

development opportunities they have been given which equip them to teach their subjects 

effectively.  Heather shared how she was asked by the administration to take on an 

additional AP class halfway during the school year.  She mentioned to her department 

head that she found a training seminar in Texas that would equip her to teach the class, 

and the administrators arranged for her to attend it.  Layne shared with her administrators 

that as a math teacher, there are very few professional development seminars offered by 

their school that apply to her department.  Her principal arranged for three math teachers, 

each from a different level, to attend a math professional development seminar, also in 

Texas.  She stated, “That was the best Christmas gift they could give me!”  This quote 

indicates she was extremely appreciative of this effort since the teachers at School B also 

received Christmas bonuses during that school year of this research study.  According to 

Heather, each one received a Christmas bonus of “a couple hundred dollars.”  
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Leaders who practice the Transformational Leadership style also have a shared 

vision with their teachers.  The leaders at School B have a shared vision with their seven 

Core Values, which they intentionally implement in every facet of the school.  Ted shared 

that the administrators focus on a different Core Value each semester.  From the high 

survey scores and the positive feedback during the interviews and focus group at School 

B, it appears that the actions taken by their administrators are effective. 

Intentional, compassionate leaders could benefit from following a cooperative 

leadership style.  Research on effective schools in the 1980s resulted in the use of the 

Instructional Leadership model, which advocated a strong, directive leadership style 

focusing on the curriculum and instruction by the principal (Burrows, Thomas, Woods, 

Suess & Dole, 2012).  Although studies showed that the model was effective at achieving 

academic goals, it was criticized for not treating teachers democratically or as one would 

treat their peers (Aas & Brandmo, 2016).  It is possible that the headmaster at School A 

may be following the Instructional Leadership model, which may have been the 

leadership style he learned while he was in college.  In the late 1980s new leadership 

models emerged with concepts which were in direct opposition to Instructional 

Leadership (Aas & Brandmo, 2016).  Instead of a directive approach, leaders were now 

encouraged to be more democratic by collaborating with teachers and empowering them 

as professional educators (Aas & Brandmo, 2016).  Transformational Leadership rose out 

of this movement, providing an intellectual direction which focused on innovation within 

the organization, while simultaneously supporting and empowering teachers by allowing 

them to partner in decision-making (Leithwood, 1992; Leithwood, Jantzi, & Steinbach, 

1999).  During the interviews it was noted by some of the teachers that their leaders 
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encourage collaboration between the teachers and the administrators.  Teachers shared 

that they appreciate this opportunity to be part of the decision-making process.   

There are two premises to the Transformational Leadership model. First, the 

principal cannot create these conditions alone, but collaborates with the teachers to do 

this (Law, Ireland, & Hussian, 2007).  Second, rather than try to control them, the 

principal’s goal should be to understand the needs of their staff and relate to them as 

people, offering them personalized support, intellectual inspiration, and individualized 

vision (Leithwood et al., 1999).  This allows the principal to influence the staff from a 

bottom-up approach.  There are overlapping elements for Instructional Leadership and 

Transformational Leadership, and over the past decade the Instructional Leadership style 

has become less directive and more democratic (Aas & Brandmo, 2016).  One idea that 

has evolved from the two leadership styles is to combine them.  This style advocates 

incorporating a few leadership behaviors or practices to inspire teachers to achieve the 

administrator’s educational goals, giving teachers adequate support to achieve these 

goals, and identifying and addressing teaching practices that need improvement 

(Leithwood & Sun, 2012).  

Unintentional findings from this study were that schools will benefit from 

“Intentional Compassionate Leaders” who demonstrate the factors previously mentioned 

in this study and follow the Transformational Leadership Style, which encourages 

administration to develop professional relationships with their teachers, provide growth 

opportunities for teacher development, and create a shared vision.  Taking these steps 

could result in higher teacher job satisfaction, teacher commitment, and teacher 

perception of an effective school.  
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Correlation between School Resources and Leaders’ Ability to Strive for Excellence 

An area for further examination is what the correlation is, if any, between a 

school’s resources and the school leaders’ ability to strive for excellence (Figure 11).  

 
Figure 11.  The relationship between a school’s resources and their leaders’ ability to 
strive for excellence. 
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teachers and headmaster, which resulted in the researcher experiencing slightly negative, 

depressed feelings.  In contrast, every aspect of the research conducted at School B was 

uplifting.  The school is newer, cleaner, and impressive with a modern yet functional 

decorating style, and offers a variety of impressive classrooms, technological 

advancements, course offerings, and activities.  When the researcher was at School B for 

the day of interviews, the researcher ate lunch in a restaurant on campus, which was 

decorated in a contemporary style, offered waiter service, and had an extensive menu 

offering upscale items, such as beet and goat cheese salad.  During the observation at 

School B’s faculty meeting the headmaster and other leaders demonstrated a sense of 

humor which was appreciated by the faculty members.  They also frequently supported 

their actions with Bible verses, which was inspiring.  Attending this meeting felt like 

attending an upbeat worship service, and even reading the transcription afterward brought 

forth this same uplifting feeling.  The headmaster at School B demonstrated a great 

amount of wisdom, yet he projects it in such a humorous and humble way that he is very 

enjoyable to speak with.  The interviews with other administrators and teachers at School 

B were also positive experiences.  While the participants were kind and respectful at 

School A, their negative experiences with the headmaster and run-down facility were at 

times disheartening.  The analogy could be made that talking to the teachers at School A 

was like talking to poor children who are insecure in their positions and very aware of 

their poverty, whereas talking to the teachers at School B was like talking to rich children 

who feel secure and confident in their positions and assume that everyone has the benefits 

that they experience, almost taking them for granted.   
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A school’s financial situation impacts every area; when there’s sufficient money, 

academic, sports and arts programs flourish, the school can attract experienced teachers 

by offering competitive salaries, newer and improved curriculum can be purchased, 

technology can be purchased and implemented into the classroom, facilities can be 

maintained, updated, and expanded, and schools can serve the needs of the community.  

When funds are limited not all of these factors can be attained, and areas of the school 

will suffer.  Participants have a better attitude and thrive in an environment with leaders 

who pursue excellence; everyone likes to be on the winning team.  With growing 

enrollment and trust in their leaders’ money management skills, the teachers at School B 

indicated they feel secure about their school’s financial future.  Sadly, after the 

quantitative strand and before the qualitative strand at School A, the teachers and 

administrators learned that School A would be closing at the end of the school year.  

Since the participants had learned this news over their Christmas break and had only been 

back to school for two days when the researcher conducted the interviews, the researcher 

requested the participants to consider their answers before they heard this news.  During 

the interviews at School A, the teachers noted the areas that the school is not able to 

sufficiently fund.  Beth noted the need for maintenance and repairs to the facility, and 

Ron shared that he was denied funds he was promised for both his graduate classes and 

for a better curriculum.   

Can leaders achieve excellence with limited resources, and if so, how?  A 

research study could be done on the factors that contributed to the demise of School A, 

which went out of business due to declining enrollment and financial issues.  However, 

School B has ample resources, as evidenced by their ability to spend thousands of dollars 
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to conduct the Best Christian Workplace Institute survey in an effort to become a 

certified best Christian work environment, and the administrators were able to spend 

money to address areas of concern, such as giving the employees more paid days off and 

changing the health insurance benefits.  Since School B has a strong, healthy school 

climate in the area of interpersonal relationships, a narrative or phenomenological study 

could be conducted on School B to further investigate how practices at their school could 

be replicated by other schools and help them strive for excellence.  

Recommendations 

Future Policies 

Christian schools are struggling to stay in business, evidenced by School A, which 

went out of business at the end of the school year during which this study was conducted.  

School leadership plays a vital role in the success, or failure, of a school.  If the leader 

lacks leadership skills and no one is monitoring the leader, the school could be in danger 

of becoming insolvent.  Christian school board members could consider policies to 

monitor the progress of their leaders.  One policy would be to conduct an annual school 

climate study and have the results analyzed by an outside, neutral party.  If teachers, 

parents, and students knew their answers would be anonymous because an outside source 

was conducting the analysis, then they may feel more comfortable giving honest 

feedback on the survey.  The results could be further explored, following the steps of this 

research study, by having a neutral party explore areas which scored high or low on the 

survey through interviews, focus groups, and observations.  The results could be shared 

with the school board, administrators, teachers and parents to allow transparency.  If the 

headmaster’s ratings are low in any group, such as from the teachers’ responses, then the 
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school board could exercise their due diligence and consider the results of the qualitative 

portion of the research, and even conduct further interviews to determine the cause of the 

low scores and take appropriate actions to monitor the headmaster or dissolve his or her 

contract. 

Another policy Christian school leaders could adopt would be a system of checks 

and balances to regulate the actions of the headmaster.  At School A no one was 

monitoring the headmaster’s actions.  The teachers’ statements indicated that they felt 

that the headmaster was bullying and intimidating his employees, and neither the teachers 

nor administrators felt they had an advocate.  One teacher from the study shared that her 

friend, a previous teacher, had followed the Matthew 18 principle and confronted the 

headmaster when he tried to change the teachers’ pay period two years prior, which 

would take away three of their paychecks.  This employee shared that the headmaster 

denied her request and then “villainized her” to the school board and the rest of the staff.  

Although many members of the staff lost their confidence and trust in the headmaster and 

sided with the teacher, the school board, who is not on the campus during day-to-day 

activities, supported the headmaster.  When another teacher tried to speak to the head of 

the school board on behalf of her colleague, a teacher shared that the head of the school 

board stated, “We did not renew the contract of your fellow employee; it could be your 

contract that is not renewed next time.”  The teacher perceived that these remarks were 

also bullying her, and that they indicated that this school board member was also not 

open to their input.  The teacher shared that School A’s “Grievance Committee,” 

according to their handbook, was the headmaster, which greatly reduced their amount of 

complaints against the headmaster.  According to the teachers, neither the teachers nor 
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the administrators felt they had any advocate or neutral party to whom they could bring 

their complaints or concerns.  A system of checks and balances for administrators, and a 

neutral party for the grievance committee, could greatly reduce bullying at the 

administrative and school board levels. 

Future Practices 

The findings from this research study indicate that with today’s competitive 

education options, Christian school leaders need to do more than their public school 

counterparts to maintain and grow their schools.  In addition to the three tenets of 

Transformational Leadership, which are “Develop Relationships with Teachers,” 

“Provide Teacher Growth Opportunities,” and “Develop a Shared Vision,” Christian 

school headmasters could understand and implement the three R’s:  Christian leaders are 

“Responsible” to secure “Resources” and implement “Reform” in their schools.  The 

combination of these practices creates “The Christian Transformational Leadership style” 

(Figure 12). 
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Figure 12.  The three tenets of Transformational Leadership with the addition of the 3 
R’s creates the Christian Transformational Leadership style. 
 
 

Unlike public schools, which are funded by tax dollars, Christian school 

headmasters are responsible for securing funds for their school through tuition, 

fundraising, advancement programs, and endowments.  Christian schools could benefit 

from headmasters who are financially savvy and are able to determine the amount of 

tuition to charge parents to cover the cost of the school, yet is not so high that parents 

cannot afford it.  The headmaster could also consider other markets, such as international 

students or implementing a special needs educational program at their school, which 

could generate additional tuition funds per student and are creative ways to increase 

enrollment.  Headmasters also oversee fundraising campaigns and could consider wisely 

selecting fundraisers that would bring in the maximum return without being a burden to 

the students or parents.  Astute headmasters could solicit endowments or hire talented 
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advancement personnel to do this important job.  Hiring a headmaster who can take these 

measures can help create financial stability for a Christian school. 

School leaders who desire to lead their staff in a compassionate manner could 

consider implementing any of the practices in this study which they are currently not 

following.  This study found that the factors found in effective, compassionate leaders are 

humility, good communication skills, visibility, accessibility, collaboration, empathy, 

compassion, Christian character, and intentional actions to connect with the staff and 

create high morale.  In addition to these factors, leaders could familiarize themselves with 

Christian Transformational Leadership Style, which encourages leaders to develop a 

rapport with their teachers, invest in them by providing growth opportunities, create a 

shared vision, and implement the three R’s: understand it is the leader’s responsibility to 

secure resources and implement reform in their schools. 

Future Research 

Further studies could be done on School B, which scored “Above Average” in 

every behavior of the Organizational Climate Descriptive Questionnaire Revised for 

Secondary Schools (OCDQ-RS) survey.  These findings were supported and further 

explored during the qualitative strand.  A phenomenological study, which “seeks 

understanding about the essence and the underlying structure of a phenomenon,” 

(Merriam, 2009, p. 23), could be done at School B on the leaders to further understand 

their leadership style and practices.  The headmaster at School B shared that he and his 

leaders spend time observing other successful high schools nationwide to learn from their 

practices.  Conducting a phenomenological study on School B’s leaders could reveal 
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factors that their school and other schools have implemented to create a positive school 

climate. 

Further studies could also be done to compare Christian schools to public schools 

to determine to what extent, if any, Christian values influence the participants’ perception 

of interpersonal relationships between school administrators and school staff, and how 

this impacts the participants’ view of school climate.  Further studies could also be done 

in private schools to determine if there is a correlation between school resources and a 

school’s ability to achieve excellence in their programs.  

Chapter Summary 

This research study employed an explanatory sequential mixed methods research 

design which began with a quantitative strand by using the Organizational Climate 

Descriptive Questionnaire Revised for Secondary Schools (OCDQ-RS) survey, and then 

incorporated a qualitative strand to further explore the survey results.  Analysis of the 

quantitative and qualitative data was used to answer research question one, which is, 

“How do secondary teachers and administrators at two SACS and ACSI accredited 

Christian schools in South Florida perceive the school climate of their school in the five 

areas of interpersonal relationships (Administrator Supportive Behavior, Administrator 

Directive Behavior, Teacher Engaged Behavior, Teacher Frustrated Behavior, and 

Teacher Intimate Behavior)?”  School A scored in the “Average” range in four out of five 

interpersonal relationship behaviors, and School B scored “Better than 84%” on four 

behaviors and “Higher than 99%” on one area of the OCDQ-RS survey.  Statistical 

analysis using a t-test determined that there was a statistically significant difference 

between the two schools.  School A scored in the range, “Above Average,” and School B 
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scored in the range, “Very High,” for their openness scores, which was consistent with 

the literature that Christian schools have a healthier school climate than public schools.  

The results of the qualitative portion indicated that while School A’s headmaster does not 

facilitate open communication with his administrators and his teachers, their principals do 

have healthy communication skills and demonstrate godly characteristics, which balances 

out the participants’ perception of school climate.  School B’s staff enjoy a school 

environment with a high morale where administrators encourage feedback from their 

teachers, and demonstrate compassion and Christian character in their interactions, which 

has a positive impact on the participants’ view of their school’s climate. 

The qualitative portion of this explanatory sequential mixed methods research 

study employed an intrinsic case study which used observations, interviews, and focus 

groups to answer research questions two and three, which were:  

Research Question 2: What factors can secondary teachers and administrators at 

two SACS and ACSI accredited Christian schools in South Florida identify that 

contribute to healthy interpersonal relationships between the two groups? 

Research Question 3: What types of interpersonal experiences, if any, do 

secondary Christian school teachers and administrators at two SACS and ACSI Christian 

schools in South Florida have that contribute to their perception of a healthy school 

climate? 

The results of research question two indicate that factors that contribute to strong 

interpersonal relationships between teachers and administrators are “Intentional 

Compassionate Leaders” whose actions demonstrate compassion, and “Professional 

Teachers” who demonstrate reciprocal compliance.  Both groups identified one particular 
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factor, healthy communication skills, which includes listening to the other person’s 

perspective and following the Matthew 18 principle of confronting a person when there’s 

a disagreement, rather than gossiping about the issue.   

The results of research question three indicated that teachers appreciate leaders 

who demonstrate humility in their interactions, demonstrate Christian leadership, 

collaborate, and are accessible and visible.  The unintentional findings from this research 

study are the themes that leaders are responsible for the school climate and school reform 

at their school, and the importance of selecting a leader who follows the Transformational 

Leadership style, which has the three tenets:  develop relationships with their teachers, 

give growth opportunities for teacher development, and develop a shared vision 

(Leithwood & Sun, 2012).  Christian school leaders also need to be financially savvy to 

help their school remain in business.  Because of the importance of financial stability for 

a Christian school to remain solvent, in addition to the three tenets of the 

Transformational Leadership style, Christian leaders could consider incorporating the 

three R’s into their job: Christian leaders are “Responsible” to secure “Resources” and 

implement “Reform” in their schools.  Transformational Leadership combined with the 

three R’s results in “Christian Transformational Leadership.” 

Further studies could be done on a variety of areas in School B, since they scored 

“Above Average” in every area of the OCDQ-RS survey and had favorable results in the 

qualitative strand.  Studies could also be done on private schools to determine if there is a 

correlation between school resources and a school’s ability to achieve excellence in their 

programs.  Strengths of this study were the inclusion of administrators in the study 

population, the use of a qualitative strand to further investigate the survey results, and 
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research on a newer, under-researched area of school climate, which is the dimension of 

“Professional Relationships.”
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Appendix A: National School Climate Center’s 13 Dimensions of School Climate 

(n.d.) 

 

 

    

Safety
Rules and Normns
Physical Security

Social--Emotional Security

Teaching and Learning
Support for Learning

Social and Civic Learning

Interpersonal 
Relationships

Respect for Diversity
Social Support--Adults

Social Support--Students

Institutional 
Environment

School Connectednes & 
Engagement

Physical Surroundings

Staff Only
Leadership

Professional Relationships

Social Media
Social Media
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Appendix B:  Participants’ Demographic Information: Gender 

 

 
Figure B1. Demographic categories for gender of the OCDQ-RS survey participants for 
School A and School B. 
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Appendix C: Participants’ Demographic Information: Age 

 

 
Figure C1. Demographic categories for age of the OCDQ-RS survey participants for 
School A and School B. 
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Appendix D: Participants’ Demographic Information: Ethnicity 

 
 

 
Figure D1. Demographic categories for ethnicity of the OCDQ-RS survey participants 
for School A and School B. 
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Appendix E: The Organizational Climate Descriptive Questionnaire Revised for 

Secondary Schools (OCDQ-RS) Survey for this Study 

 
 (This survey was transferred to an online survey program, Qualtrics) 

1. Consent Question:  Thank you for your interest in participating in this research 
study.  The purpose of this survey is to understand your perception of the school 
climate at your school in the area of professional relationships between teachers 
and administrators.  From the survey results the researcher will interview 
participants to identify best practices which are exhibited by both groups (teachers 
and administrators) when interacting with each other.  This survey can be 
completed in 5 minutes.  Your participation in this study is your choice.  You may 
skip any questions that make you feel uncomfortable and you are free to withdraw 
from the study at any time without penalty.  There are no foreseeable risks 
involved with participating in this study.  This study is anonymous.  Potential 
benefits that you may receive from participation in this study include being made 
aware of specific best practices which contribute to healthy interpersonal 
relationships between these two groups. 
If you experience problems or have questions regarding your rights as a research 
subject, contact the Florida Atlantic University Division of Research at 561-297-
1838.  For other questions about this study, you should call the principal 
investigator, Tammy Hoffman, at [phone number], or Dr. Michelle Vaughan, at 
[phone number].  By completing and electronically submitting this survey you 
give consent to participate in this study.  If you choose, you can print a copy of 
the consent statement for personal records. 
____I do consent to taking this survey 
____I do not consent to taking this survey 

Demographic information:  
2. What is your gender? 

____Male 
____Female 

3. What is your age? 
(fill in the blank) 

4. Which categories describe you?  Please select all boxes that apply.  Note, 
you may select more than one group. 
____American Indian or Alaska Native 
____Asian 
____Black or African American 
____Hispanic, Latino, or Spanish origin 
____Middle Eastern or North African 
____Native Hawaiian or other Pacific Islander 
____White 
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____Some other race, ethnicity, or origin 
5. How many years have you been teaching?  If you are an administrator 

who has never taught, write 0; if this is your first year teaching, write 1, 
etc. 
(fill in the blank with a number) 

6. How many years have you been an administrator?  If you are a teacher 
who has never been an administrator, write 0; if this is your first year as an 
administrator, write 1, etc. 
(fill in the blank with a number) 

 

Directions: The following are statements about your school. 
Please indicate the extent to which each statement characterizes 
your school.   

  
 

1.   The mannerisms of teachers at this school are annoying.         
2.   Teachers have too many committee requirements.          
3.   Teachers spend time after school with students who have 
individual problems.  

        

4.   Teachers are proud of their school.          
5.   The administrators set an example by working hard 
themselves.  

        

6.   The administrators compliment teachers.          
7.   Teacher-principal conferences are dominated by the 
principal.  

        

8.   Routine duties interfere with the job of teaching.          
9.   Teachers interrupt other faculty members who are talking in 
faculty meetings.  

        

10. Student government has an influence on school policy.          
11. Teachers are friendly with students.          
12. The administrators rule with an iron fist.          
13. The administrators monitor everything teachers do.          
14. Teachers' closest friends are other faculty members at this 
school.  

        

15. Administrative paper work is burdensome at this school.          
16. Teachers help and support each other.          
17. Students solve their problems through logical reasoning.          
18. The administrators closely check teacher activities.          
19. The administrators are autocratic.          
20. The morale of teachers is high.         
21. Teachers know the family background of other faculty 
members.  

        

22. Assigned non-teaching duties are excessive.          
23. The administrators go out of their way to help teachers.          
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24. The administrators explain their reason for criticism to 
teachers.  

        

25. The administrators are available after school to help teachers 
when assistance is needed.  

        

26. Teachers invite other faculty members to visit them at home.          
27. Teachers socialize with each other on a regular basis.          
28. Teachers really enjoy working here.          
29. The administrators use constructive criticism.          
30. The administrators look out for the personal welfare of the 
faculty.  

        

31. The administrators supervise teachers closely.          
32. The administrators talk more than listen.          
33. Students are trusted to work together without supervision.          
34. Teachers respect the personal competence of their colleagues.          
35. The teachers’ Christian faith is evidenced by their words and 
actions. 
36.  The administrators’ Christian faith is evidenced by their 
words and actions. 

    

   
  



186 

Appendix F: Recruitment Email for Survey 

 
Hello XXX Teachers and Administrators, 
As XXX stated in a previous email, I will be attending your high school faculty meeting 
on Monday, and during that time I will be asking you to take a brief survey. I am thankful 
that your headmaster is allowing me to do my dissertation research at School B, and the 
principal is allowing me to speak during the faculty meeting.  From conversations with 
some of your teachers I have learned some impressive facts about your school, and I look 
forward to learning specifically about factors which contribute to healthy professional 
relationships between teachers and administrators. 
Please take a few minutes to complete the survey, which can be accessed at the link 
below.  You may take it on a computer, tablet, or your phone.  It is completely 
anonymous and should only take you a few minutes to complete (please ignore the 
opening statement in the survey, which states it could take up to 40 minutes to take this 
survey; it can be taken in 5 minutes).  
If you are unable to attend the meeting, please take the survey by the end of the day 
on Friday, XXX. 
 
Thanks for your help with this; I truly appreciate it!  If you have any questions, please 
feel free to speak to me at the meeting or contact me. 
Warm Regards, 
 
Tammy Hoffman 
[phone number] 
"As iron sharpens iron, so one person sharpens another." Proverbs 27:17 
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Appendix G:  Recruitment Script at Faculty Meetings 

 
I will arrange with the principal to introduce myself and my project at a faculty meeting.  
My script will be as follows: 
 

I am thankful to be here today.  My name is Tammy Hoffman and I am currently 
working on my Ph.D. at FAU.  I am conducting research for my dissertation on the topic 
of school climate, which is defined as the teachers, students and parents’ perception of 
the “personality” of the school.  School climate studies research five categories of the 
school: safety, teaching and learning, interpersonal relationships between students and 
different groups, institutional environment, and staff only.  My research will focus on one 
subcategory of staff only, which is professional relationships.   

From some of your peers I understand that you have some healthy practices which 
contribute to strong interpersonal relationships.  What I would like to do is to investigate 
these practices to determine what factors contribute to healthy relationships between 
administrators and teachers and share this information so that other schools can learn and 
benefit from your practices.  I would like to know both the teachers and the 
administrators’ perceptions of which factors contribute to strong interpersonal 
relationships between these two groups at your school.  

I am going to be measuring this dimension of school climate both quantitatively, 
through the use of a survey, and qualitatively, through the use of interviews and focus 
groups. And I want to reward you for your participation. 

For the quantitative portion I am asking that you do a 41question survey on 
Qualtrics, which I emailed to you this a.m.  If you can do it before you leave today on 
your laptop, I would deeply appreciate it.   

For the qualitative portion I am seeking four to six teachers (three to participate in 
a focus group and one for a one-on-one interview), and two administrators to interview 
for 45 minutes.  I will return in approximately three weeks to conduct these interviews. If 
you sign up on my sign-up sheet to participate in one of these interviews you will be 
rewarded with a $10.00 Starbucks gift card upon the completion of the interview.  During 
this interview I will have one demographic form for you to fill out, and the actual 
interview will last about 20 minutes.  I can meet you during your planning hour or after 
school on the days listed on the sign-up sheet, which I will pass around now.  
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Appendix H: Power Point Used at Faculty Meetings 

  
Slide 1 INVESTIGATING THE FACTORS 

WHICH CONTRIBUTE TO 
HEALTHY PROFESSIONAL RELATIONSHIPS 

AND 
A POSITIVE PERCEPTION 

OF SCHOOL CLIMATE
BETWEEN 

CHRISTIAN SCHOOL 
SECONDARY TEACHERS AND 

ADMINISTRATORS 
IN SOUTH FLORIDA

TAMMY HOFFMAN
FAU Graduate Student

 

 

Slide 2 What is School Climate?
•Each school has their own School Climate
•Defined as: 
•“The personality of the school”
•Analogy:  “Personality is to the individual as 
organizational climate is to an organization”
•How the stakeholders (teachers, students & 
parents) perceive their school in the areas of 

1. Safety
2. Teaching & Learning
3.  Interpersonal Relationships (teachers & students)
4. School Facilities
5.  Staff Only

 

Intro topic 
 
 

Slide 3 How School Climate is Measured
•Generally a survey is conducted to 
rate the areas of school climate as
•Positive/Healthy/Open-areas of 
strength  

or 
•Negative/Unhealthy/Closed-areas 
which need remediation 

 

Intro topic 
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Slide 4 For My Dissertation I have Chosen
1 Subcategory to Study

5.  Staff Only
Subcategory:  “Professional 
Relationships” defined as:
“positive attitudes and 
relationships among school 
staff that support effectively 
working and learning 
together” 

 

 

Slide 5 My Study Design: 2 Phases
Explanatory Sequential Mixed Methods 
Design
1. Quantitative:  Survey to determine
Secondary Teachers &
Administrators 
Perception of 
Professional 
Relationships

 

 

Slide 6 My Study Design
2. Qualitative:    
•3 Teacher Interviews
•2 Admin. Interviews
•2-3 Teachers in a Focus Group
“Can you help explain why these areas of the survey 
rated high/strong at CCA?”
“What actions do you take to create healthy 
interpersonal relationships with your admin/teachers?”
“What actions do you like to see the admin/teachers 
demonstrate to create healthy interpersonal 
relationships with you?”
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Slide 7 Gap & Goal
GAP:
1. Christian schools are an underdeveloped area of 

research
2. Most school climate studies focus only on the 

stakeholders, but do not involve the Administrators; 
my study will be Perception of Both Teachers & 
Admin

GOAL:
List of Best Practices:  
Create a list of factors each party appreciates the other 
party demonstrating to strengthen interpersonal 
professional relationships 
& how this influences their perception of school climate  

Why it is important to me 
 
 

Slide 8 
Thank You!!
Questions?
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Appendix I: OCDQ-RS Survey Demographic Questions Code Dictionary 

Gender 
1=Male 
2=Female 
Ethnicity:   
1=Asian    
2=African American  
3=Hispanic   
4=White 
5=Other 
6= American Indian or Alaska Native 
Likert Scale for Questions 8-43 
1=Rarely Occurs 
2=Sometimes Occurs 
3=Often Occurs 
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Appendix J: Interview Questions Created from OCDQ-RS Survey Above Average 

Results 

For Administrator Supportive Behavior (PSB) six out of seven questions on the OCDQ-

RS survey scored 2.5 or higher (Table J1). 

Table J1 

Administrator Supportive Behavior (PSB) questions on the OCDQ-RS survey 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

5 
The administrators set an 
example by working hard 

themselves. 
3.06 3.63 

6 The administrators compliment 
teachers. 2.47 3.27 

23 The administrators go out of 
their way to help teachers. 2.53 2.87 

24 The administrators explain their 
reason for criticism to teachers. 2.62 3.10 

29 The administrators use 
constructive criticism. 2.62 3.13 

30 
The administrators look out for 

the personal welfare of the 
faculty. 

2.76 3.21 

 
From these results, the following questions were added to the interview protocols. 

For School A administrator interviews, the following questions were added: 

1. The survey indicates that teachers feel administrators set an example by working 

hard themselves, and they go out of their way to help teachers.  Do you take any 

intentional actions to do this? 
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2. The survey results indicate that administrators use constructive criticism and 

explain their reason for criticism to teachers.  Do you take any intentional actions 

to do this?  

3. The survey results indicate that administrators look out for the personal welfare of 

their faculty.  Do you take any intentional actions to do this? 

For School B administrator interviews the following questions were added: 

1. The survey indicates that teachers feel administrators set an example by working 

hard themselves, and they go out of their way to help teachers.  Do you take any 

intentional actions to do this? 

2. The survey results indicate that administrators compliment teachers.  Do you take 

any intentional actions to do this?   

3. The survey results indicate that administrators use constructive criticism and 

explain their reason for criticism to teachers.  Do you take any intentional actions 

to do this?  

4. The survey results indicate that administrators look out for the personal welfare of 

their faculty.  Do you take any intentional actions to do this? 

For School A teacher interviews and focus groups, the following questions were added: 

1. The survey indicates that teachers feel administrators set an example by working 

hard themselves, and they go out of their way to help teachers.  Do you see your 

administrators doing this, and if so, can you explain a time they did this? 

5. The survey results indicate that administrators use constructive criticism and 

explain their reason for criticism to teachers.  Do you see your administrators 

doing this, and if so, can you explain a time they did this? 
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6. The survey results indicate that administrators look out for the personal welfare of 

their faculty.  Do you see your administrators doing this, and if so, can you 

explain a time they did this? 

For School B teacher interviews and focus groups, the following questions were added: 

1. The survey indicates that teachers feel administrators set an example by working 

hard themselves, and they go out of their way to help teachers.  Do you see your 

administrators doing this, and if so, can you explain a time they have 

demonstrated this? 

2. The survey results indicate that administrators compliment teachers.  Do you see 

your administrators doing this, and if so, can you explain a time they have 

demonstrated this? 

3. The survey results indicate that administrators use constructive criticism and 

explain their reason for criticism to teachers.  Do you see your administrators 

doing this, and if so, can you explain a time they have demonstrated this? 

4. The survey results indicate that administrators look out for the personal welfare of 

their faculty. Do you see your administrators doing this, and if so, can you explain 

a time they have demonstrated this? 

For Administrator Directive Behavior (ADB) two out of seven questions on the OCDQ-

RS survey scored 1.50 or lower (Table J2). 
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Table J2 

Administrator Directive Behavior (ADB) questions on the OCDQ-RS survey 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

12 The administrators rule with an 
iron fist. 1.76 1.23 

19 The administrators are 
autocratic. 1.97 1.50 

 
From this data, the following questions were added to the interview protocols. 

For School B administrator interviews the following questions were added: 

1. The survey results indicated that teachers feel that their administrators are not 

autocratic and do not rule with an iron fist.  Do you take any intentional steps to 

create this type of environment, or do you have a theory on this? 

For School B teacher interviews and focus groups, the following questions were added: 

1. The survey results show that administrators are not autocratic and they don’t rule 

with an iron fist. Do you agree with this, and if so, can you explain a time you 

saw an example of this? 

For Teacher engaged behavior (TEB) three out of 10 questions on the OCDQ-RS survey 

scored 2.50 or higher (Table J3). 
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Table J3 

Teacher engaged behavior (TEB) questions on the OCDQ-RS survey 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

4 Teachers are proud of their 
school. 3.12 3.68 

20 The morale of teachers is high. 2.65 3.32 

28 Teachers really enjoy working 
here. 3.03 3.47 

 
From this data, questions were added to the interview protocols. 

For School A administrator interviews, the following questions were added: 

1. The survey results showed that teachers are proud of their school and that teacher 

morale is high. Do you intentionally take any actions to help teachers take pride in 

their school? 

2. The survey results showed that teachers really enjoy working here. Do you 

intentionally take any actions to facilitate this perception? 

For School B administrator interviews the following questions were added: 

1. From the survey results, teachers indicated that they are proud of their school and  

morale is high.  Do you intentionally take any actions to facilitate this feeling, or 

perception? 

2. The survey results showed that teachers really enjoy working here. Do you 

intentionally take any actions to facilitate this perception? 

For School A teacher interviews and focus groups, the following questions were added: 
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1. The survey results showed that teachers are proud of their school and that morale 

is high.  Do you agree with that statement?  Can you share an incident that 

evidenced this? 

2. The survey results showed that teachers really enjoy working here. Do you agree 

with that statement? Can you share an incident that evidenced this? 

For School B teacher interviews and focus groups, the following questions were added: 

1. The survey results showed that teachers are proud of their school and that teacher 

morale is high. Do you agree with that statement?  Can you share an incident that 

evidenced this? 

2. The survey results showed that teachers really enjoy working here.  Do you agree 

with that statement?  Can you share an incident that evidenced this? 

 
For Teacher frustrated behavior (TFB) two out of six questions on the OCDQ-RS survey 
scored 1.50 or lower (Table J4). 
 
Table J4 

Teacher frustrated behavior (TFB) questions on the OCDQ-RS survey 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

1 The mannerisms of teachers at 
this school are annoying. 1.50 1.41 

9 
Teachers interrupt other faculty 

members who are talking in 
faculty meetings. 

1.24 1.22 

 
From this data, no questions were added to the interview protocols because the only 

results from this subcategory which scored “high” were regarding the relationships 
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between the teachers.  Although this answered RQ1, this material is not answering RQ2 

or RQ3. 

For Teacher intimate behavior (TIB) three out of the four questions on the OCDQ-RS 

survey scored 2.50 or higher (Table J5). 

 Table J5 

Teacher intimate behavior (TIB) questions on the OCDQ-RS survey 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

14 
Teachers’ closest friends are 
other faculty members at this 

school. 
2.55 2.59 

21 
Teachers know the family 

background of other faculty 
members. 

2.15 2.65 

27 Teachers socialize with each 
other on a regular basis. 2.24 2.56 

 

From this data, no questions were added to the interview protocols because the only 

results from this subcategory which scored high were regarding the relationships between 

the teachers.  Although this answered RQ1, this material is not answering RQ2 or RQ3. 

From the two questions on Christianity, both questions scored 2.50 or higher (Table J6).  
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Table J6 

Evidence of Christian Faith 

Survey Question 
Number Question 

Average 
School Item 

Score for 
School A 

Average 
School Item 

Score for 
School B 

35 
The teachers’ Christian faith is 
evidenced by their words and 

actions. 
3.21 3.62 

36 
The administrators’ Christian 

faith is evidenced by their 
words and actions. 

2.94 3.60 

 
From this data, questions were added to the interview protocols. 

For School A administrator interviews, the following questions were added: 

1. The survey results showed that teachers’ Christian faith is evidenced by their 

words and actions.  Do you feel this is true?  Can you think of a time a teacher 

demonstrated this? 

2. The survey results showed that administrators’ Christian faith is evidenced by 

their words and actions. Can you think of a time you have intentionally tried to 

demonstrate this? 

For School B administrator interviews the following questions were added: 

1. The survey results showed that teachers’ Christian faith is evidenced by their 

words and actions.  Do you feel this is true?  Can you think of a time a teacher 

demonstrated this? 

2. The survey results showed that administrators’ Christian faith is evidenced by 

their words and actions. Can you think of a time you have intentionally tried to 

demonstrate this? 
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For School A teacher interviews and focus groups, the following questions were added: 

1. The survey results showed that teachers’ Christian faith is evidenced by their 

words and actions. Can you think of a time you have intentionally tried to 

demonstrate this? 

3. The survey results showed that administrators’ Christian faith is evidenced by 

their words and actions. Do you feel this is true?  Can you think of a time one of 

your administrators demonstrated this? 

For School B teacher interviews and focus groups, the following questions were added: 

1. The survey results showed that teachers’ Christian faith is evidenced by their 

words and actions. Can you think of a time you have intentionally tried to 

demonstrate this? 

2. The survey results showed that administrators’ Christian faith is evidenced by 

their words and actions.  Do you feel this is true?  Can you think of a time one of 

your administrators demonstrated this? 
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Appendix K: School A Interview Protocols for Teacher One-on-One Interviews & 

Focus Groups 

 
Date: __________________  
Start Time:___________________End Time:___________________ 
Place:__________________ 
Interviewee(s): 
___________________________________________________________  
Interviewee’s 
position______________________________________________________ 
 
Introduction: 

Thank you for helping me with my research on this school climate study.  
An important part of a school is the school’s climate, which is created based on 
the perception of the teachers, students, and parents’ view of 5 areas of the school: 
the school’s safety, facilities, teaching and learning, relationships between 
teachers and students, and interpersonal relationships between staff members. The 
climate of a school is compared to the personality of a human being.   

Understanding your perception of what factors the administration and 
teachers demonstrate to contribute to strong interpersonal relationships will help 
other administrators and teachers to continue to strengthen areas which are strong, 
and work to improve areas that need attention. I am interested in learning both the 
actions you take to encourage strong interpersonal relationships and the actions 
you appreciate administrators taking which you feel helps to create strong 
interpersonal relationships. This interview should take approx. 30 minutes. 

Please be assured that this is a confidential interview. Your name will not 
be shared.  I will use a pseudonym for your name when I write about the contents 
of this interview in my dissertation, which will enable your identity to remain 
anonymous. Now let’s begin.  
I will start by explaining the overall results of the survey: 
A.  Supportive principal behavior: 519.55-average 

B. Directive principal behavior:     516.87-average 

C. Engaged teacher behavior:         553.03-average 

D. Frustrated teacher behavior:     360.10-less than 91% (10%) 

E. Intimate teacher behavior:         480.43-lower than 84% (16%) 

 

 

Teacher Perception of school 

1. If you had to describe this school to someone else, what would you say? 
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2. What is your perception of the school climate at your school? 

3. What is your perception of the interpersonal relationships between teachers and 

administrators at your school? 

From the survey results, can you explain what factors contribute to the following high 

scores?  

Let’s discuss the interpersonal relationships between Administration and Teachers. 

4. Admin are not autocratic (1.97)/Administrators don’t rule with an iron fist 

(1.76)/Are you able to share your own ideas/feel free to teach and run your 

classroom in your own manner?  

5. Admin set an example by working hard themselves (3.06) When/how have you 

seen this? 

Admin questions 

6. Do you prefer a particular leadership style to be demonstrated by your 

administrators, and if so, can you identify or describe it? 

7. Besides what we have already discussed, what factors do your administrators 

demonstrate that you feel help to strengthen and improve their interpersonal 

relationship with you? 

8. What other factors would you like your administrators to demonstrate that you 

feel would strengthen and improve their interpersonal relationship with you? 

9. Can you describe a time that you spoke with an administrator and admired and 

respected the way they communicated with you?   

a. What factors did they demonstrate during this interaction that you 

appreciated? 

10. What does your admin do to help you become a better teacher? 

11. What factors (such as trust, integrity, honesty, communication, etc.), do you feel 

you demonstrate that strengthen and improve interpersonal relationships? 

 

12. How does your Christian faith influence your actions in interpersonal 

relationships with your administrators? 

Teacher perception/workload 
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13. Teachers are proud of their school (3.12)  Are you proud of your school? What 

are you proud of? 

14. Teachers really enjoy working here (3.03) 

15. Teachers don’t feel have too many committee requirements (too many-1.76) 

[respect for time]/ Teachers don’t feel that admin paperwork is burdensome at 

this school (1.76-feel burdensome)/ Routine duties do not interfere with teaching 

(do interfere-1.64)/ Assigned non-teaching duties are not excessive (1.82) 

16. Teachers spend time with students after school who have individual problems 

(3.06) 

Other Questions: 

17. Are there any other thoughts you would like to share on interpersonal 

relationships between the teachers and administrators at your school? 

 

Thank you, again, for taking time to meet with me.  Your information will be extremely 

helpful to my case study research. 
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Appendix L: School A’s Interview Protocols for Administrator One-on-One 

Interviews 

 
Date: __________________ Start Time:____________End 
Time:___________________ 
Place:__________________ 
Interviewee(s): 
___________________________________________________________  
Interviewee’s 
title(s)_______________________________________________________ 
  
Introduction: 

Thank you for helping me with my research on this school climate study.  
An important part of a school is the school’s climate, which is created based on 
the perception of the teachers, students, and parents’ view of 5 areas of the school: 
the school’s safety, facilities, teaching and learning, relationships between 
teachers and students, and interpersonal relationships between staff members. The 
climate of a school is compared to the personality of a human being.  My study is 
somewhat unique because I am also asking for the perception of the 
administrators. 

Understanding your perception of what factors the administrators and 
teachers demonstrate to contribute to strong, healthy interpersonal relationships 
will help other administrators and teachers to continue to strengthen areas which 
are strong, and work to improve areas that need attention. I am interested in 
learning both the actions you take to encourage strong interpersonal relationships 
and the actions you appreciate your teachers taking which you feel helps to create 
strong interpersonal relationships. This interview should take approx. 30 minutes. 

Please be assured that this is a confidential interview. Your name will not 
be shared.  I will use a pseudonym for your name when I write about the contents 
of this interview in my dissertation, which will enable your identity to remain 
anonymous. Now let’s begin.  
I will start by explaining the overall results of the survey: 
F.  Supportive principal behavior: 519.55-average 

G. Directive principal behavior:     516.87-average 

H. Engaged teacher behavior:         553.03-average 

I. Frustrated teacher behavior:     360.10-less than 91% (10%) 

J. Intimate teacher behavior:         480.43-lower than 84% (16%) 

Admin Perception of school 

1. If you had to describe this school to someone else, what would you say? 

2. What is your perception of the school climate at your school? 
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3. What is your perception of the interpersonal relationships between teachers and 

administrators at your school? 

4. Do you follow a particular leadership style, and if so, can you identify it? 
 

From the survey results, can you explain what factors contribute to the following high 

scores? Please let me know if you take any intentional steps to create the perceptions I 

will be describing. 

5. Teachers are proud of their school (3.12); do you intentionally take any actions 

to help teachers take pride in their school? 

6. Teachers really enjoy working here (3.03); do you intentionally take any 

actions… 

Let’s discuss the interpersonal relationships between Administration and Teachers. I’m 

going to share some more survey results with you.  Please let me know if you take any 

intentional steps to create the perceptions I will be describing. 

7. Admin are not autocratic (1.97)/ Admin don’t rule with an iron fist (1.76) Do you 

take any intentional steps to create this environment, or do you have a theory on 

this? 

8. Admin set an example by working hard themselves (3.06).  Do you take any 

intentional actions to do this? 

9. Teachers’ Christian faith is evidenced by their words and actions (3.21)? Do you 

feel this is true?  Can you think of a time teachers have demonstrated this? 

Teacher workload:  you may be interested in knowing & commenting on: 

10. Teachers don’t feel have too many committee requirements (too many-1.76) 

[respect for time]/Routine duties do not interfere with teaching (do interfere-

1.64) 

/Assigned non-teaching duties are not excessive (1.82) 

11. Teachers don’t feel that admin paperwork is burdensome at this school (1.76-feel 

burdensome) 

12. Teachers spend time with students after school who have individual problems 

(3.06) 

13.  Other Questions: 
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14. What factors (such as trust, integrity, honesty, communication, etc.), do you feel 

you demonstrate that strengthen and improve interpersonal relationships? 

15. Besides what we have already discussed, what factors do your teachers 

demonstrate that you feel help to strengthen and improve their interpersonal 

relationship with you? 

16. What other factors would you like your teachers to demonstrate that you feel 

would strengthen and improve their interpersonal relationship with you? 

17. Can you describe a time that you spoke with a teacher and admired and respected 

the way they communicated with you?   

b. What factors did they demonstrate during this interaction that you 

appreciated? 

18. What do your fellow administrators or teachers do to help you become a better 

leader? 

19. How does your Christian faith influence your actions in interpersonal 

relationships with your teachers? 

20. Are there any other thoughts you would like to share on interpersonal 

relationships between the teachers and administrators at your school? 

Thank you, again, for taking time to meet with me.  Your information will be extremely 

helpful to my case study research. 

  



207 

Appendix M: School B’s Interview Protocols for Teacher One-on-One Interviews & 

Focus Groups 

 
Date: __________________  
Start Time:___________________End Time:___________________ 
Place:__________________ 
Interviewee(s): 
___________________________________________________________  
Interviewee’s 
position______________________________________________________ 
 
Introduction: 

Thank you for helping me with my research on this school climate study.  
An important part of a school is the school’s climate, which is created based on 
the perception of the teachers, students, and parents’ view of 5 areas of the school: 
the school’s safety, facilities, teaching and learning, relationships between 
teachers and students, and interpersonal relationships between staff members. The 
climate of a school is compared to the personality of a human being.   

Understanding your perception of what factors the administration and 
teachers demonstrate to contribute to strong interpersonal relationships will help 
other administrators and teachers to continue to strengthen areas which are strong, 
and work to improve areas that need attention. I am interested in learning both the 
actions you take to encourage strong interpersonal relationships and the actions 
you appreciate administrators taking which you feel helps to create strong 
interpersonal relationships. This interview should take approx. 30 minutes. 

Please be assured that this is a confidential interview. Your name will not 
be shared.  I will use a pseudonym for your name when I write about the contents 
of this interview in my dissertation, which will enable your identity to remain 
anonymous. Now let’s begin.  

 

I will start by explaining the overall results of the survey: 

K.  Supportive principal behavior: 624.02-greater than 84% 

L. Directive principal behavior:    436.55-less than 84% (16%) 

M. Engaged teacher behavior:        785.61-greater than 98% 

N. Frustrated teacher behavior:      397.47-less than 84% (16%) 

O. Intimate teacher behavior:         623.91-higher than 84% 

1. If you had to describe this school to someone else, what would you say? 

2. What is your perception of the school climate at your school? (show graphic) 
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3. What is your perception of the interpersonal relationships between teachers and 

administrators at your school? 

From the survey results, can you explain what factors contribute to the following high 

scores: 

4. Teachers are proud of their school (3.68-4th highest score)/Teacher morale is 

high (3.32) 

Teachers really enjoy working here (3.47) 

5. Teacher workload:  Teachers don’t feel have too many committee requirements 

(too many-1.95)/Teachers spend time with students after school who have 

individual problems (3.42)/ Routine duties do not interfere with teaching (do 

interfere-1.95)/Non-teaching duties are not excessive (1.83) 

• Do you feel admin respects your time? 

6. What does your admin do to help you become a better teacher? 

 

Let’s discuss the interpersonal relationships between Administration and Teachers. 

7. Admin are not autocratic (1.5).  Admin don’t rule with an iron fist (1.23-2nd 

highest score) Admin don’t monitor everything teachers do (do-1.95) 

• Do you feel trusted 

• Do you trust them? 

• Empower you 

• Develop teachers, offer growth opportunities  

8. Admin listen (talk more than listen-1.74).   

• This seems to indicate good patterns of communication 

• leaders listen & encourage you to share ideas  

• Are you able to share your own ideas/feel respected as an educator? 

• Do your leaders collaborate with teachers?  Do you have a voice? 

• Can you describe a time that you spoke with an administrator and 

admired and respected the way they communicated with you?  

•  What factors did they demonstrate during this interaction that you 

appreciated? 

9. Admin compliment teachers (3.27) 
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• Admin show appreciation 

• Offer rewards? 

10. Admin use construct criticism (3.13) & explain their reason for criticism to 

teachers (3.1) 

• Do you feel your admin are qualified & knowledgeable to give cc? 

• Do they have high expectations? 

11. Admin set an example by working hard themselves (3.63)  

• Role-Models/Stewardship  

• humility 

• What helps you to respect your leaders? 

12. Admin look out for personal welfare of their faculty (3.21)  

•  empathy 

• relational 

13. Administrators’ Christian faith is evidenced by their words and actions (3.6)?  

• Do you feel this is true?  Can you think of a time admin demonstrated 

this? 

 

Other Questions: 

14. Do you prefer a particular leadership style to be demonstrated by your 

administrators, and if so, can you identify or describe it? 

15. What factors (such as trust, integrity, honesty, communication, etc.), do you feel 

you demonstrate that strengthen and improve interpersonal relationships? 

16. Besides what we have already discussed, what factors do your administrators 

demonstrate that you feel help to strengthen and improve their interpersonal 

relationship with you? 

17. What other factors would you like your administrators to demonstrate that you 

feel would strengthen and improve their interpersonal relationship with you? 

18. How does your Christian faith influence your actions in interpersonal 

relationships with your administrators? 
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19. Are there any other thoughts you would like to share on interpersonal 

relationships between the teachers and administrators at your school? 

 

Thank you, again, for taking time to meet with me.  Your information will be extremely 

helpful to my case study research. 
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Appendix N: School B’s Interview Protocols for Administrator One-on-One 

Interviews 

 
Date: __________________ Start Time:____________End 
Time:___________________ 
Place:__________________ 
Interviewee(s): 
___________________________________________________________  
Interviewee’s 
title(s)_______________________________________________________ 
  
Introduction: 

Thank you for helping me with my research on this school climate study.  
An important part of a school is the school’s climate, which is created based on 
the perception of the teachers, students, and parents’ view of 5 areas of the school: 
the school’s safety, facilities, teaching and learning, relationships between 
teachers and students, and interpersonal relationships between staff members. The 
climate of a school is compared to the personality of a human being.  My study is 
somewhat unique because I am also asking for the perception of the 
administrators. 

Understanding your perception of what factors the administrators and 
teachers demonstrate to contribute to strong, healthy interpersonal relationships 
will help other administrators and teachers to continue to strengthen areas which 
are strong, and work to improve areas that need attention. I am interested in 
learning both the actions you take to encourage strong interpersonal relationships 
and the actions you appreciate your teachers taking which you feel helps to create 
strong interpersonal relationships. This interview should take approx. 30 minutes. 

Please be assured that this is a confidential interview. Your name will not 
be shared.  I will use a pseudonym for your name when I write about the contents 
of this interview in my dissertation, which will enable your identity to remain 
anonymous. Now let’s begin.  
I will start by explaining the overall results of the survey: 

P.  Supportive principal behavior: 624.02-greater than 84% 

Q. Directive principal behavior:    436.55-less than 84% (16%) 

R. Engaged teacher behavior:        785.61-greater than 98% 

S. Frustrated teacher behavior:      397.47-less than 84% (16%) 

T. Intimate teacher behavior:         623.91-higher than 84% 

Admin Perception of school 

1. If you had to describe this school to someone else, what would you say? 
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2. What is your perception of the school climate at your school? 

3. What is your perception of the interpersonal relationships between teachers and 

administrators at your school? 

4. Do you follow a particular leadership style, and if so, can you identify it? 
 

Let’s discuss the interpersonal relationships between Administration and Teachers. I’m 

going to share some more survey results with you.  Please let me know if you take any 

intentional steps to create the perceptions I will be describing. 

5. Admin are not autocratic (1.5)/ Admin don’t rule with an iron fist (1.23-2nd 

highest score)/Admin don’t monitor everything teachers do (do-1.95)/Do you 

take any intentional steps to create this environment, or do you have a theory on 

this? 

6. Admin listen (talk more than listen-1.74);  

7. Admin set an example by working hard themselves (3.63).   

8. Admin compliment teachers (3.27)   

9. Admin use constructive criticism (3.13) & explain their reason for criticism to 

teachers (3.1).  

10. Admin look out for personal welfare of their faculty (3.21)  

11. Administrators’ Christian faith is evidenced by their words and actions (3.60). 
 

Survey results teachers: do you take any intentional steps to create these feelings? 

12. Teachers are proud of their school (3.68-4th highest score); Teacher morale is 

high (3.32); Teachers really enjoy working here (3.47);  

13. Teacher workload:   

Teachers don’t feel have too many committee requirements (too many-1.95) 

/Routine duties do not interfere with teaching (do interfere-1.95)/ Non-teaching 

duties are not excessive (1.83) 

 

Other Questions: 

14. What factors (such as trust, integrity, honesty, communication, etc.), do you feel 

you demonstrate that strengthen and improve interpersonal relationships? 



213 

15. Besides what we have already discussed, what factors do your teachers 

demonstrate that you feel help to strengthen and improve their interpersonal 

relationship with you? 

16. What other factors would you like your teachers to demonstrate that you feel 

would strengthen and improve their interpersonal relationship with you? 

17. Can you describe a time that you spoke with a teacher and admired and respected 

the way they communicated with you?   

c. What factors did they demonstrate during this interaction that you 

appreciated? 

18. What do your fellow administrators or teachers do to help you become a better 

leader? 

19. How does your Christian faith influence your actions in interpersonal 

relationships with your teachers? 

20. Are there any other thoughts you would like to share on interpersonal 

relationships between the teachers and administrators at your school? 

 

Thank you, again, for taking time to meet with me.  Your information will be extremely 

helpful to my case study research. 

  



214 

Appendix O: Observation Protocol 

Observation Protocol-updated 7.18.17 

 
In addition to formal interviews, observations will allow me to observe people and events 
in a natural school environment.  I will be able to view both the glaring and the subtle 
elements of the interpersonal relationships between teachers and administrators. The 
impression that is created from the observations will enable me to draw inferences which 
I could not get “by relying exclusively from interview data” (Maxwell, 2012, p. 106).   
What I will observe: 

1. Physical Setting: 
Areas of my observation:  

2. Participants: 
Location 
How many present 
Their roles 

3. Activities and interactions: 
Is this an organized activity? If so, what is it: 
How to the participants act toward each other? 

4. Conversations: 
Content of conversations? 
Who speaks to whom? 
Who listens? 
Any noteworthy quotes? 

5. Subtle factors: 
What type of non-verbal behavior is taking place? 
What is not happening, but should happen? 

6. My role/behavior 
How friendly are the people I meet?  
How is my role affecting the participants? 
What do I say and do? 
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Appendix P: Email Recruitment Script for Interviews and Focus Groups 

 

Hello _______________________, 

I hope that you are doing well and having a good school year.  (Teacher or 
administrator’s name) recommended that I speak to you.  As you may be aware I am 
currently working on my Ph.D. in Education at FAU and I am now at the point in the 
process where I am conducting the research for my dissertation.  Your school’s 
headmaster has graciously agreed to allow me to do my research on your campus, and I 
am excited to investigate my topic with the faculty and administrators at your school.  
The topic of my dissertation is “professional relationships,” which is a subcategory of 
school climate.  I am investigating the relationship between teachers and administrators, 
specifically the best practices which each party demonstrates when dealing with the other 
party, and how this impacts their perception of school climate. I would really appreciate 
hearing your perspective on the actions you take to create strong interpersonal 
relationships with your administrators, and what factors you appreciate your 
administrators’ demonstrating when they work with you. Would it be possible to 
interview you on (date) to discuss this topic? If you agree to be interviewed, you can 
request to be interviewed one-on-one, which will take approximately 30 minutes, or be 
part of a focus group, which will consist of 2-3 teachers and last approximately 45 
minutes.  To protect your privacy, I will use a pseudonym for your name when I write 
about the contents of this interview in my dissertation, which will enable your identity to 
remain anonymous.  
For your time I will give you a $10 gift card to either Target or Starbucks as my 
appreciation. Your participation in this study is completely voluntary, and you may drop 
out at any time if you need to. 
Please let me know if this will work for you.  I appreciate your consideration of my 
request and, of course, you are under no obligation to participate in my study.  Could you 
please let me know whether or not you will be participating in my study by (date) so I can 
plan accordingly?  Thank you for your time. 
Regards, 
Tammy Hoffman 
FAU Graduate Student 
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Appendix Q: Interview Demographic Questionnaire 

For Teachers and Administrators in One-on-One Interviews and Focus Groups 

 
Would you be willing to share some background information with me?  I want to 
make sure that I have accurate information about you for the purposes of this 
study.  
 

1. What is your position at this school?______________________________________ 

2. Besides the above mentioned position, what other school activities are you involved in 

(such as sports, clubs, volunteer work at the school, etc.)?_______________________ 

_____________________________________________________________________ 

3. How long have you been employed at this school? ____________________________ 

4. How many other schools have you taught at?________________________________ 

5. Were they public or private school schools(s)?_______________________________ 

6. How long have you been an educator?_______________________________________ 

7. What degrees do you hold?_______________________________________________ 
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Appendix R: Adult Consent Form 

 
Consent Form Version 1.0-September 16, 2017 
  

1. Title of Research Study: Investigating the Factors that Contribute to Healthy 
Professional Relationships and a Positive Perception of School Climate between 
Secondary Christian School Teachers and Administrators in South Florida 
 

2. Investigators: Tammy Hoffman, FAU graduate student working on dissertation, 
and Dr. Michelle Vaughan, FAU Dept. of Education:  Curriculum, Culture & 
Educational Inquiry 

 
3. Purpose: This study seeks to explore faculty and administrators’ perceptions of 

the interpersonal relationship best practices exhibited by the other group and how 
this impacts their perception of the school’s climate.  The significance of this 
study is to identify specific interpersonal relationship best practices which are 
exhibited by the administrators and the teachers during their professional 
interactions which contribute to positive, healthy relationships between these two 
groups. 

4. Procedures:  
• The study will be conducted at two South Florida Christian Schools which 

are accredited by The Southern Association of Colleges and Schools 
(SACS) and The Association of Christian Schools International (ACSI), 
and, for the purpose of this study, they are considered successful because 
they are maintaining a continuation or increasing in enrollment. 

• You will complete an online survey, The Organizational Climate 
Descriptive Questionnaire, revised version (OCDQ-RS), on Qualtrics, 
consisting of 41 questions using a Likert Scale. 

• Approximately two weeks after the online survey is conducted, interviews 
and focus groups will take place during a school or teacher work day.  I 
(the researcher) will come to the school and meet with teachers during 
your planning period, lunch time, or after school, and with administrators 
when you are available. 

• Teachers will be given the option of being interviewed individually or in a 
focus group. I will arrange individual interviews with 3 secondary school 
teachers who teach different grade levels, and a focus group of 2-3 
teachers who teach different grade levels. I will arrange interviews with 2 
administrators. There will be a total of 5 interviews and 1 focus group at 
each school.  

• Interview and focus group data collection will be done in person.  You 
will initially be asked to fill out a brief questionnaire to give your 
demographic information.   

• You will be asked permission to be recorded on a tape recorder, which 
will ensure accuracy and free up myself to ask questions.   
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Participant initials ________________ 
 

• The interview and focus group questions will be open-ended questions 
which are designed from the survey with the purpose of further 
exploration of the areas which scored high on the survey.  

• You will be asked to share what interpersonal relationship factors you 
demonstrate which contribute to strong interpersonal relationships 
between the two groups. 

• Then you will be asked to share what factors you observe the other group 
demonstrating, or what you would appreciate the other group 
demonstrating during your interactions, which contribute to strong 
interpersonal relationships.   

• You will be asked whether your Christian faith influences your actions, 
and if you see evidence of Christian values in the actions of the other 
group. If yes, how so.  

• For the focus groups, initially I will follow a “round robin” format, 
allowing each person to have a chance to speak to answer each question.  
After two rounds of questions I will open up the discussion to any 
participant who wants to answer the questions. 

• The expected time commitment is an hour or less for the survey, which 
will take place during a faculty meeting, and an hour or less for the 
interviews and focus groups, which will take place on the school campus. 

• Two types of compensation will be offered during the research. Snacks 
will be provided at the faculty meetings where you are asked to take the 
survey, and interview and focus group participants will be given a $10 gift 
card to Target or Starbucks for your time.  The gift cards will be given 
immediately after the interviews and focus groups are completed.  

• Participating in this research is optional and you may excuse yourself from 
this study at any time during the research. 
 

5. Risks:  
There are no foreseeable risks involved with this study. Participation in this study 
is optional.  Your identity will be kept in strict confidence. Pseudonyms will be 
used in the interviews to maintain confidentiality, and the survey does not include 
any identifying markers that will link you to your responses.   

 
6. Benefits: 

A potential benefit to each school participating in this research is that the 
administrators and teachers have the ability to view the results of the study and 
identify specific best practices which contribute to healthy interpersonal 
relationships between these two groups and help both groups to have a healthy 
perception of school climate.  
 

Participant initials ________________ 
 

7. Data Collection and Storage: 
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ny information collected about you will be kept confidential and secure and only 
myself, the researcher, will have access to your data, unless required by law. The 
surveys will be collected on Qualtrics, an online survey program, and the data will 
be anonymous, so it cannot be traced back to you.  The survey data will be kept 
for one year in a password protected computer on an Excel spreadsheet.  The data 
collected from the interviews and focus groups will be recorded on a tape recorder 
for accuracy, and the tapes will be stored for one year in a cabinet in my home 
office after the research is completed.  When the recordings are transcribed 
pseudonyms will be created so that your identity cannot be traced back to your 
interview or focus group. After one year, the data on the computer will be deleted, 
paper copies will be shredded, and the tape from the tape recorder will be erased. 
I may publish what I learn from this study.  If I do, I will not let anyone know 
your name/identity, unless you give me permission. 

8. Contact Information: 

• If you have questions about the study, you should call or email the 
investigators, Tammy Hoffman at 954-683-7441 or thoffma1@fau.edu, or 
Dr. Michelle Vaughan at 561-297-4651, or mvaugha3@fau.edu.  

• If you have any questions or concerns about your rights as a research 
participant, contact the Florida Atlantic University Division of Research, 
Research Integrity Office at (561)297-1383 or send an email to 
researchintegrity@fau.edu. 

9. Consent Statement: 

“I have read or had read to me the information describing this study.  All my 
questions have been answered to my satisfaction.  I am 18 years of age or older and 
freely consent to participate.  I understand that I am free to withdraw from the study 
at any time without penalty.  I have received a copy of this consent form.” 

I agree _________  I do not agree _________ to be audiotaped. 

Printed Name of 
Participant:___________________________________________________________ 

Signature of 
Participant:____________________________________________Date:___________ 

Printed Name of 
Investigator:__________________________________________________________ 

Signature of 

Investigator___________________________________________Date:____________ 

  

mailto:thoffma1@fau.edu
mailto:mvaugha3@fau.edu
mailto:researchintegrity@fau.edu
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Appendix S: Hoy’s (n.d.) Formulas Used for Calculating Each Behavior 

“Standardized Score” (SdS) 

 
________________________________________________________________________ 

 
Administrator Supportive (S) Behavior formula:  S=100(S-18.19)/2.66+500 

Administrator Directive (D) Behavior formula:    D=100(D-13.96)/2.49+500 

Teacher Engaged (E) Behavior formula:   E=100(E-26.45)/1.32+500 

Teacher Frustrated (F) Behavior formula: F=100(F-12.33)/1.98+500 

Teacher Intimate (Int) Behavior formula:  Int=100(Int-8.80)/.92+500 

________________________________________________________________________ 
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