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Abstract: This quantitative study aims to examine the relationships between enabling school structure, academic optimism and 
altruistic behaviours as well as to find out whether altruistic behaviours serve as a mediator between enabling school structure and 
academic optimism. A scale was applied to teachers from primary- schools in Turkey via random sampling. There were 707 teachers 
participating in this study. Three existing scales, which are enabling school structure, academic optimism, and teachers’ altruistic 
behaviours scales, were used to collect data from teachers. Descriptive statistics and bivariate correlations were calculated in the 
study to investigate correlations among all the variables and reliabilities of the measures. Structural Equation Modelling investigated 
the effects of Enabling School Structure on School Academic Optimism through Teachers’ Altruistic Behaviours. The results 
confirmed a positive relationship between all variables of the study. The findings also revealed the mediator effect of TAB on the 
relationship between ESS and SAO. Finally, some recommendations were given based on results. 
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Introduction 

School achievement factors have become a long-standing research topic. This salient interest in determining predictors 
of successful and effective schools is prevalent among researchers (Dormann et al., 2019; Friedman, 2016 Jacobs & 
Harvey, 2005; McGuigan & Hoy, 2006). McGuigan and Hoy (2006) suggest that studying school traits that determine 
student success is an enduring and compelling process. Hoy, Tarter et al. (2006), as cited in Coleman, state that school 
has minimal effect on students’ academic achievement, whereas socioeconomic characteristics embody a dominant 
influence in explaining student achievement. Evidence from previous research (Beard et al., 2010; Jacobs & Harvey, 
2005) has supported this assumption that reveals a strong relationship between socioeconomic factors and students’ 
performance. Another rigorous result overlapping Coleman’s assumption is the “snapshot of student performance” in 
Programme for International Students Assessment (PISA). Unfortunately, The PISA 2018 results proved Coleman right 
as economically advantaged students displayed remarkable and higher performance than economically disadvantaged 
peers did in basic skills in reading, mathematics, and science. This trajectory was observed with respect to the results of 
students from Turkey that reveal that socio-economically disadvantaged students performed lower scores than socio-
economically advantaged students (Organization for Economic Cooperation and Development [OECD], 2019). These 
results have confirmed that socioeconomic background is still a strong predictor of learning outcomes.  

However, unlike Coleman, extensive research has likewise attested to profound connections between school properties 
and academic achievement (Beard et al., 2010; Hoy & Tarter, 2011; Hoy, Gage et al., 2006). School-specific 
characteristics are regarded as strong determinants in explaining academic achievement, because of the widespread 
belief that school can alter behaviors after controlling for demographics conditions of students (McEwan, 2009). For 
example, academic optimism is a latent construct that plays an important role in explaining academic achievement 
(Hoy, Tarter et al., 2006; Kurz, 2008; McGuigan & Hoy 2006). More studies have found that school characteristics have a 
dominant impact on school success. School leadership style and teacher behaviors are two significant variables that are 
effective in learning outcomes. Principals are responsible for creating a safe learning environment in which active 
participation in learning activities is ensured (Saylık, 2015) and both teachers and students can enthusiastically devote 
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themselves to learning. Every teacher hopes to work in a school where school administrators look for malleable 
opportunities to empower students achievement (Mitchell, 2019).  

School structure is regarded as another important factor that predicts school achievement. For, school structure is 
believed to be a core factor in shaping the management style of school leaders that may either empower or hinder 
impact of teaching. In today’s educational institutions, enabling school structure is a requirement, a call (Hoy, 2003) for 
school leaders to develop a positive learning environment as it enhances academic optimism, which is strongly and 
consistently related to students’ performance (Anderson, 2012; Hoy & Tarter, 2011; Hoy et al., 1990). Enabling school 
structure has therefore elicited considerable interest as a major organisational research issue because of its positive 
influence on students’ performance (Anderson, 2012; Wu, 2013). Previous studies (Hallinger & Heck, 2010; Sebastian & 
Allensworth, 2012) confirmed that principals can impact students’ achievement through teaching practices such as 
“routines, “order”, and expectations” in the classroom. Sebastian and Allensworth (2012) suggest that principals can 
impress instruction “by working with teachers in classrooms, or through their efforts to improve professional capacity, 
parent involvement, high standards, or by cultivating school climate”.  

Much of the research has focused on the query of how school administrator influences teacher attitudes and behaviours 
towards learning (Anderson, 2012; Boz, 2019; Bush & Sargsyan, 2020). This study examines the relationship among 
enabling school structure, teachers’ altruistic behaviours, and school academic optimism.  

It is believed that the relationship among this trio is likely reciprocal. The researchers investigate how school structure 
affects teachers’ altruistic behaviours and school academic optimism. They further investigate how teachers’ altruistic 
behaviours influence school academic optimism. More importantly, they test whether teachers’ altruistic behaviours 
mediate the relationship between enabling school structure and school academic optimism. This study is expected to 
find out how these school properties are conditionally related to each other. Principals’ management style may 
influence teachers’ perception towards academic optimism that results in positive school-related outcomes. Previous 
research (Anderson, 2012) highlighted that when school structure is enabling, teachers are likely to engage in learning. 
Therefore, it is suggested that teachers’ altruistic behaviours prompt dynamics between enabling school stature and 
school academic optimism.  

Literature Review 

Enabling School Structure (ESS) 

The term of bureaucracy evokes negativity and often is not connived by most of the employees (Hoy, 2003). Hoy and 
Sweetland (2001) state that “Bureaucracy is synonymous with red tape, rigid rules, autocratic superiors, and alienated 
and apathetic employees”. According to Hoy (2003), formalization and centralization are traits of bureaucracy. 
Formalization refers to “rules, regulations, procedures, and policies” that shape the soul and style of management in 
organization while centralization focuses on strict and single-sided administration in organizations in which managers 
are the sole source of decision-making. Bureaucracy often reminds of negative constructs such as dysfunctionality, 
arbitrariness, and formalization (Punch, 1969). Due to its negative perception, a considerable number of people regard 
bureaucracy as a pathologic unit of organization. Therefore, some researchers totally abnegate bureaucracy. For 
example, Charlton (2010) has a very strict viewpoint about bureaucracy by likening bureaucracy to cancer, which first 
settles down, then treacherously kills.  

Due to the nature of these two notions that refer to autocratic administration, strict rules and procedures that turn into 
a restricting function (Mitchell, 2019), teachers and principals often criticize bureaucracy (Hoy, 2003). Teachers usually 
complain about schools being too bureaucratic as they often face various challenges originated from the nature of 
bureaucratic structures when they fulfill their task (Benson, 1983) and due to its negative impact on the professional 
practice of teaching. Early studies confirmed the negative consequences of bureaucracy. For example, it alienates 
teachers (Sinden et al., 2004), increases stress (Adler & Borys, 1996), and speeds up teacher turnover (Benson, 1983). 
Not only teachers but also principals, executives, and other school community members of the school blame 
bureaucracies for hampering with artificial barriers (González-Tejero & Parra, 2011; Hoy, 2003; Hoy & Sweetland, 
2001) in the learning process and for restraining a cultivating climate of the school.  

The relevant literature (Hoy & Sweetland, 2001; Mitchell, 2019) accepts that bureaucracy is toxic for the development 
and functioning of organizations because of the restricted and imperious character of bureaucracy, but this is an unfair, 
incomplete, and oversimplified evaluation in judgement of the notion (Hoy, 2003). Considering bureaucracy merely 
through a negative perspective is not more than a facade. For, many researchers (Adler & Borys, 1996; Hoy & 
Sweetland, 2001) highlight that bureaucracy is twofold that works in organizations. “Formalization and centralization 
are the fundamental features of the structure that define the two extremes of this continuum” (Hoy, 2003, Adler and 
Borys, 1996). These authors state that enabling and coercive are reflection of two characteristics, formalization, and 
centralization of bureaucracy. The former represents the enabling “bright side” (Hoy, 2003) and the latter reveals the 
coercive “dark side” (Hoy, 2003) of it. The dark side represents the fatalistic side of bureaucracy. Hoy and Sweetland 
(2001) concluded that “dark side Bureaucracy explicitly alienates, breeds dissatisfaction, hinders creativity, and 
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demoralizes employees. Hoy and Sweetland (2001) address that the coercive structure punishes followers, in any case, 
they break the rules. Therefore, it demolishes individual autonomy and eliminates employees’ well-being.  

In spite of the harsh criticism raised against the bureaucratic structure, research on bureaucratic school structure has 
provided policymakers (Hoy, 2003; Messick, 2012) and school leaders (Cassity, 2012) with persuasive evidence for 
contributing to a supportive learning environment (Hoy & Sweetland, 2001). Bureaucracies also enhance students 
learning outcomes (Sinden et al., 2004). A line of study has confirmed a positive relationship between enabling 
structure and academic optimism (Anderson, 2012; Hoy, 2002; McGuigan & Hoy, 2006), instructional leadership (Blasé 
& Blasé, 2000), collegial leadership (Dean, 2012) organizational citizenship (Messick, 2012; Mitchell, 2019; Ngidi, 
2012), authentic leadership (Boz, 2019), organizational commitment (Çoban & Demirtas, 2011), collective 
responsibility (Wu, 2013), and professional teacher behaviours (Mitchell, 2019).  

On the other hand, the bright side –enabling- shows the positive side of bureaucracy. When the enabling side of 
bureaucracy is effective in organizations, ‘it guides positive behaviour, clarifies responsibility, reduces stress, and 
enables individuals to feel and be more effective’ (Adler & Borys, 1996; Hoy, 2003; Sinden et al., 2004). More, the bright 
side of bureaucracy helps subordinates to solve their problems, to increase cooperative endeavour, and to foster good 
feelings (Adler & Borys, 1996; Hoy & Sweetland, 2001). Hence, Hoy (2003) and Sinden et al. (2004) emphasise that 
bureaucracy is one of the greatest predictors and an opportunity that fosters development and improvement of 
educational programs to meet the needs of school community members. Therefore, Hoy (2003) highlighted that 
bureaucracy is a necessary condition of schools because it involves dynamic elements that enable interaction among 
elements of schools. Notwithstanding the criticism against the concept of bureaucracy, it is believed that bureaucracy is 
a "scapegoat" (Hoy, 2003) because unlike common opinion, many researchers confirm the necessity of bureaucracy for 
every organization because it may enhance the learning process in schools. Though some harsh criticism is raised 
against bureaucracy, such as the judgement that it has disturbing formalizations and procedures, they accept that it is 
required for accomplishing the goals of any organization (Hoy, 2003). Based on these studies it is asserted that 
bureaucracy is not always oppressive and should also be regarded as a facilitating management style that reinforces the 
efficiency of educational institutions. 

More research reveals that formalized procedures and hierarchical structures of bureaucracy are enabling rather than 
coercive (Beard et al., 2010; McGuigan & Hoy, 2006; Mitchell, 2019), That is why, Hoy, (2003) highlights that 
bureaucracy is an essential condition of any organization including schools because characteristics of bureaucracy 
restrain chaos and enhance the efficiency of organizations. Consistent with arguments, a number of researches 
demonstrate that bureaucracy can be beneficial and functional for schools’ effectiveness when formalization, a 
component of bureaucracy, is enabling rather than coercive. For example, Merton (1940) emphasised that bureaucratic 
structures play a critical role in protecting employees from arbitrary behaviours of leaders because rules, regulations, 
and procedures (Mitchell, 2019) of bureaucracy restrict not only the actions of subordinates but also superiors. That is 
to say, rules and procedures of bureaucracy prevent superiors from using the power of control as a threat upon 
subordinates. 

Because of their hierarchy of authority, impersonality, standards, rules, regulations, and procedures of schools are 
considered bureaucratic structures (Hoy, 2003; Hoy, Gage et al., 2006; Mitchell, 2019; Punch, 1969). As Hoy (2003) 
explains “whether like it or not, our schools are bureaucratic organizations” that are induced by characteristics of 
bureaucracy, and they have a hierarchy of authority. In sum, bureaucracy involves both constraints and opportunities, 
and double-sided bureaucracy gives an option to leaders; whether the “bright” or the “dark” side. If they choose the 
bright side, they can shift their schools from ineffective organizations to effective ones, and if they prefer the dark side, 
they will probably be estranged from desired goals and learning outcomes and teachers will find themselves caught up 
in maelstrom. Principals attempt to realize the embedded goal of schools through teachers (Sebastian & Allensworth, 
2012). To keep this in mind, principals should provide incentives for teachers to attain high expectations. This is a 
necessity for the health of schools. 

Academic Optimism  

Hoy, Tarter et al. (2006) recently introduced the construct of academic optimism, which positively influences students’ 
academic achievement after controlling for socioeconomic factors”. They identified academic optimism as a tacit but 
crucial construct for school achievement. Hoy, Tarter et al. (2006) hypothesize that this new construct is a crucial 
variable in increasing student achievement. Academic optimism, a “latent variable” (Hoy, Tarter et al., 2006; Messick, 
2012), is a conceptual framework that is comprised of three related dimensions; collective efficacy, teacher trust in 
students and parents, and sense of academic emphasis. These three dimensions have a “transactional connection” with 
each other (Hoy, Tarter et al., 2006). Hoy, Gage et al. (2006) and Dean, (2012) state that with this dynamic triadic 
relationship, each dimension affects the other one. Hoy, Gage et al. (2006) propose that these three components of 
academic optimism could make a difference in explaining student achievement.  

Academic optimism refers to teachers’ positive belief and perception of their ability to create a quality learning 
environment by empowering collaboration with students and parents (Hoy, Tarter et al., 2006; Kılınç, 2013). In their 
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article, Beard et al. (2010) aimed to confirm the construct and identified academic optimism as "individual teachers' 
beliefs that they can teach effectively, their students can learn, and parents may support them". In a study, Hoy and his 
colleagues (2008) attempted to conceptualize and measure academic optimism and proposed that teachers with a 
sense of academic optimism give priority to students’ needs and implement humanistic and democratic class 
management style in their classroom.  

Though academic optimism is relatively a new concept, a scant number of scholars have given attention to the term, 
and robust studies querying the positive influence of the construct on school achievement (Beard et al., 2010; Boz, 
2016; Cassity, 2012; Hoy et al., 2008; Ngidi, 2012, Sims, 2011; Sinden et al., 2004) have erupted after Hoy, Tarter et al. 
(2006) addressed importance of academic optimism in terms of student learning. In their work, McGuigan and Hoy 
(2006) hypothesize that academic optimism is a common thought that students are qualified and teachers are 
committed enough to reach expected learning outcomes. They further suggest that parents and students can contribute 
to student achievement when they are trusted.  

Insofar, the evidence has confirmed that academic optimism is a predictor of a positive school climate that may 
probably turn into reinforcing collaboration within the borders of school. When a collaborative climate is established 
among faculty, students, and parents, they will feel free of stress and become more creative. Because they are sure of 
that, they can develop a prolific learning environment, and students and parents will not become barriers in 
accomplishing their goals (Dean, 2012; Mascall et al., 2008). In schools where a culture of academic optimism is 
prevalent, teachers set high but reachable goals (Goddard et al., 2000; McGuigan & Hoy, 2006). For reasons given above, 
when a high sense of academic optimism exists, teachers are expected to be in collaboration with one another and 
share their skills and knowledge to have a better school in terms of academic achievement. They trust their own 
capability and students to reach determined expectations. 

As mentioned earlier, academic optimism is comprised of three dimensions. Academic emphasis is the first component 
of academic optimism. Lee and Bryk (1989) first addressed the necessity of academic emphasis regarding academic 
achievement. According to Hoy et al. (2002), "Academic emphasis is the extent to which the school is driven by a quest 
for academic excellence -a press for academic achievement" (McGuigan & Hoy, 2006). Schools having teachers with a 
high sense of emphasis may set high but achievable goals (Hoy, Gage et al., 2006). Earlier studies proposed that 
academic emphasis is one of the strong predictors of student achievement (Boz, 2016; Leithwood & Levin, 2011; 
Mascall et al., 2008; Schannen-Moran & Garies, 2015; Smith & hoy, 2007) and it is an ingredient of organizational health 
(Hoy, Gage et al., 2006). Academic emphasis fosters organizational performance, enhances mutual respect, and rises 
efforts among principals, teachers, and students (Bandura, 1997; Hoy et al., 2003). Hence, it is obvious that academic 
optimism and student achievement are closely correlated variables (Hoy, Gage et al., 2006; Mascall et al., 2008). 
Moreover, according to Hoy, Tarter et al. (2006, p. 427), “Academic optimism is a general latent concept related to student 
achievement even after controlling for SES, previous performance, and other demographic variables”. Goddard et al. (2000) 
found a strong relationship between academic emphasis and students’ mathematics and reading achievement. 

The second component of academic optimism is the teacher’s sense of collective efficacy. Teachers’ sense of collective 
efficacy is “the ability to affect even unmotivated or difficult students” (Hoy et al., 2008, p. 822). As McGuigan and Hoy 
(2006) cited in Bandura, “self-efficacy is the belief “in one’s own ability to successfully accomplish something”. 
Teachers’ sense of collective efficacy is considered as one of the most important teacher traits related to students’ 
achievement (Friedman, 2016; Goddard et al., 2000 Henson et al., 2001 Hoy & Spero, 2005; Tschannen-Moran & Hoy, 
2007). Teachers are responsible for developing a favourable learning climate for students (Bandura, 1993). Motivated 
teachers and students are regarded as prerequisites of achievement because, as stated, motivated individuals are 
higher achievers (Hein et al., 2012). It seems that self-efficacy and collective efficacy are the two crucial components of 
effective schools.  

Trust in parents and students is the third component of academic optimism (Hoy, Tarter et al., 2006; Smith & Hoy, 
2007; McGuigan & Hoy, 2006). "Trust is one's vulnerability to another in terms of the belief that the other will act in 
one's best interest" (Hoy, Tarter et al., 2006; Tschannen-Moran & Hoy, 2007). In their work, Tschannen-Moran and Hoy 
(2007) attempted to conceptualize and measure faculty trust and explored a multi-faceted definition of trust after 
examining a vast number body of research on the construct. They posited that the concept is comprised of three 
separate dimensions: “faculty trust in the principal, in colleagues, and in clients”. In the process of conceptualizing and 
measuring, they confirmed that subscales of faculty trust were found to be correlated and reciprocally foster each 
other. The literature related to faculty trust proposes that faculty trust is a significant determinant in school 
effectiveness. For example, Tschannen-Moran and Hoy (2007) discovered that faculty trust is positively linked to 
parental collaboration in school decision-making.  

Schools have dynamic relationships with their environment. Today, parents are more interested in things happening 
within the school than ever before because everything occurring at the border of school somehow affects the 
psychological, cultural, and cognitive development of their children. In this sense, trust in parents, which enhances 
parental involvement, (Tschannen-Moran & Hoy, 2007) seems to be vital for the effectiveness of the school as well as 
for teaching and learning outcomes. Evidence from recent studies shows close relationships between parental 
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involvement and student’s achievement (Dotterer & Wehrspann, 2016; Hill, 2015; Sénéchal & Young, 2008; Tschannen-
Moran & Hoy, 2007). Engaging parents enforce engaging students because parental engagement helps parents “set high 
expectations for their children” (Jacobs & Harvey, 2005). Studies of many scholars demonstrate that interacting with 
parents and students makes a difference to students’ academic achievement (Dotterer & Wehrspann, 2016; Hill, 2015;  
Jacobs & Harvey, 2005; Sarkadi et al., 2008).  

A bulk of study has explicitly postulated the positive impact of parental involvement on academic achievement. In one 
such study, (Sénéchal & Young, 2008) found that parental involvement fosters students’ reading skills. Similarly, 
(Tschannen-Moran & Hoy, 2007) suggest that parental involvement is effective in creating a culture of collaboration. In 
sum, the findings of the research revealed that the trust in parents and in students is a motivating factor that leads 
students to succeed. More evidence suggests that teachers’ trust in parents and students enhances students’ 
achievement (McGuigan & Hoy, 2006; Tschannen-Moran & Gareis, 2015). Trust is likely to make a chance for school in 
terms of academic achievement (Tschannen-Moran & Hoy, 2007).  

Altruism 

Today, both society and institutional organizations need more altruist individuals than ever before. For, the prevalence 
of selfishness and egoism among individuals is evident and more prevalent than ever before in every field of life. Due to 
various reasons, we witness unethical behaviours from every individual of the society, and unfortunately especially 
corporate ethical failure prevails (Carucci, 2016). However, some people are aware that there is no immediate gain 
from time to time and prefer helping others (Batson, 1983; Lay & Hoppmann, 2015). Many people are in search of 
helping others and devoting much of their energy and time to make others happier. Million dollars and millions of 
hours are spent for helping hospitals, nursing homes, AIDS, hospices, and the fire department (Batson, 1983). They 
simply sacrifice their lives to please other people. 

Why do people act with a devoted spirit? What are the motivators or antecedents of altruism? Efforts to better 
understand why people behave altruistically in early studies (Alexander et al., 1994; Friedman, 2016; Oda et al., 2014) 
have underlined a variety of motivators or antecedents that work as a driving force lying behind the nature of altruistic 
behaviours. Studies focusing on the factors that guide and shape altruistic behaviours generally fall into two categories: 
“Social Psychology and Evolutionary Psychology” (Egilmez & Naylor-Tincknell, 2017). The former works as a core 
element that motivates people for altruistic behaviors while the latter points to social press as an antecedent of 
altruism (Egilmez & Naylor-Tincknell, 2017; Simon, 1993). Some studies on altruism identify a number of motivators 
such as egoism (Friedman, 2016), social press (Simon, 1993), narcissism, and idealism (Csikai & Rozensky, 1997), 
which are some common personality traits that function as premise of altruistic behaviors.  

According to Ariane and Jutta (2015), Comte was the first to coin the concept of altruism in literature. Altruism has 
captured great attention among disciplines such as Philosophy, Biology, Socio-biology, Psychology, Developmental 
Psychology, and especially Social Psychology. Social Psychology is the scientific discipline that most fits for describing 
the spirit of altruism (Batson, 1997). Batson highlights that the disciplines mentioned above tried to answer the 
question “why do we help others?” and attempted to explain the underlying reasons for aspiration "to live for others" 
with the notion of altruism.  

Simon (1993) analyses the concept of altruism from the evolutionary theory paradigm. Simon identifies the term as a 
behaviour that “reduces the actor's fitness while enhancing the fitness of others”. He labeled altruistic individuals as 
“docile” individuals, emphasising that social pressure is the core predictor by which altruistic behaviours are driven. 
Similarly, Lay & Hoppmann (2015) concluded that altruistic behaviour is a pro-social behaviour that motivates 
someone to act for the benefit of the other without any expectation of a benefit for him or herself. In other words, 
altruistic behaviours are guided by social characteristics. Of course, social forces are not the sole motivators and 
antecedents for self-abnegating behaviours, and the psychological states of individuals, such as “feelings such as 
sympathy or empathy” (Gummerum & Hanoch, 2012), also serve as pivotal motivators that guide altruistic behaviour.  

The concept of altruism has been defined by several scientists in the relevant literature. According to Friedman (2016, 
p. 630) “Altruism is to worry about or care for the fate of others, or a behaviour that offers benefit for others” without 
expecting any egoistic motivation or external award. Batson (1997) considered altruism as a motivational state with 
the ultimate goal of increasing another's welfare. Oda et al. (2014) claimed that the sense of altruism can serve as an 
inhibitor between positive and negative fitness of another and self-fitness. Many attempts that sought to clarify and 
define altruism considered motivation as helping behaviour (Burks & Kobus, 2012). Altruistic individuals are probably 
brave and strong characters, and as evangelist Billy Graham states, “Tears shed for self are tears of weakness, but tears 
shed for others are a sign of strength” (Myra & Shelly, 2005, p. 237).  

Nobody abnegates the importance and vital impact of teachers in teaching and learning process. However, the relevant 
literature suggests that only good teachers can serve as changing agents in school achievement (Beishuizen et al., 2001; 
Friedman, 2016; Hamachek, 1975). This widely accepted consensus drives scholars to be in efforts to find out the 
characteristics of good teachers to prompt students learning. A line of study has attempted to designate different 
attributes of a good teacher that is critical for school achievement. Good teachers are those who “perceive the world 
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from the students’ point of view (Hamachek, 1975) and those who have knowledge of the subject” (Bakx et al., 2015; 
Hamachek, 1975). Teachers who “make a contribution to the next generations” are also regarded as good teachers 
(Erten, 2015). Good teachers “wish to serve society, impart knowledge, and preserve cultural values” (Friedman, 2016) 
and help others (Hamachek, 1975) lead a comfortable life. Others put forward that commitment is another 
characteristic of good teachers (Scott et al., 1999). Rachlin (2002) emphasises that the emotional basis of altruism lies 
in our possessing empathy, self-control, and a happier mode of existence leading to altruistic behaviours. Beishuizen et 
al. (2001) claim that teachers, who are able to “execute skills routinely”, can be labeled as good teachers. More research 
highlights that altruism is one of the core traits of good teachers (Alexander et al., 1994, as cited in Joseph & Green, 
1986; Scott et al., 1999). 

The relevant literature of theoretical and empirical work has confirmed that altruistic manners contribute to teachers' 
positive organizational behaviours (İşmen & Yıldız, 2005; Van Emmerik et al., 2005). Likewise, Friedman (2016) found 
that altruism is one of the pillars that motivate people to teaching professionalism. More work of Dilmac (2009) 
indicates that teachers’ professional efficacy is linked to the sub-dimension of the teacher altruism scale of 
‘benevolence in the current situation”, “social responsibility”, and “benevolence in emergencies”. Notably, research 
demonstrating the relationship between altruistic behaviours and positive teachers' traits has found that teachers with 
a high sense of altruism are thriving to promote academic performance (İşmen & Yıldız, 2005). Altruism reinforces 
power, hedonism, success, excitement, self-control, and benevolence of teachers (Friedman, 2016). In addition, altruism 
is recognized as a strong predictor of safe behaviours (Shi & Zhang, 2017) and organizational citizenship (Van Emmerik 
et al., 2005). Sağnak and Kuruöz (2017) have found a significant correlation between teachers' altruistic behaviours 
and mindfulness. Guinot et al. (2015) proposed that altruism promotes the learning capacity of individuals, noting that 
altruism is an inhibitor of relationship conflict. Teachers with a high sense of altruism are good at developing a positive 
relationship between students and motivating them for the learning process (Friedman, 2016).  

The main purpose of this paper is to elaborate on the relationship between enabling school structure, academic 
optimism, and altruism. Furthermore, researchers specifically examined the mediating impact of altruism on the 
relationship between enabling school structure and academic optimism. To our knowledge, this is the first study to 
investigate the relationship among enabling school structure, academic optimism, and teachers' altruistic behaviours. 
Therefore, it is suggested that the findings of the current study embedded important messages for school 
administrators who seek to maintain a positive and quality learning environment, to facilitate two-way communication, 
to search for dysfunctional implications, and to look at themselves in the mirror in the border of school. In addition, the 
application of academic optimism in societies coming from different socio-cultural backgrounds could help understand 
the nature of the construct.  

Efforts to understand to what extent and how school structures affect schools’ academic optimism and teachers’ 
altruistic behaviours are expected to make a significant contribution to student outcomes. Evidence (Hoy, 2003; Hoy & 
Sweetland, 2001; Mitchell, 2008; Sinden et al., 2004) reveals that enabling school structure consistently fosters 
relationships between principals and teachers as well as ensures that a climate of trust fosters teacher commitment 
(Hoy, 2003). Moreover, enabling school structure increases satisfaction, facilitates telling truth, decreases the role 
conflict (Dean, 2012; Hoy & Sweetland, 2001), and enhances school academic optimism (Messick, 2012). In this sense, 
the findings of the study may provide useful insights into the nature of the learning environment and academic 
performance and are also expected to guide principals in fostering the quality of learning in school. The findings of the 
current study may help principals prevent the failure of school to meet the expectation of stakeholders. This may be a 
primary cause of the intended criticism of the current situation of school. Furthermore, just as Hoy, Tarter et al. (2006) 
postulate, more research is needed to understand the nature of academic optimism and its influence on success of 
schools. Though a substantial number of studies have attempted to explore the relationship between academic 
optimism and other organizational behaviour, this is probably the first study which focuses on the relationship 
between teacher altruistic behaviours and academic optimism. Moreover, since there was no earlier research trying to 
investigate the connection between teachers’ altruistic behaviours and school enabling structure and academic 
optimism, this study may fill the gap in the relevant literature and contribute to the strength of enabling structure and 
to the increase in academic optimism. The main underlying presupposition of this study is that teachers’ altruistic 
behaviours can play a mediating role between enabling schools structure and schools’ academic optimism. Due to their 
senior positions in the education settings, principals can influence factors within their schools that affect substantial 
school achievement.  

In this research, the following hypotheses were addressed; 

H1. Enabling school structure is positively associated with teachers’ altruistic behaviours 

H2. There is a positive relationship between enabling school structure and teachers’ school academic optimism 

H3. The more altruistic behaviours of teachers, the more academic optimism of a school 

H4. Teachers’ altruistic behaviours play a mediator role between enabling school structure and school academic 
optimism. 
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Methodology 

Research Goal 

The explanatory variables for this study are enabling school structure (ESS) and teachers’ altruistic behaviours (TAB). 
The mediating variable is TAB. The school academic optimism (SAO) is the outcome variable. A nonexperimental 
survey design was used in this study to assess the relationships among enabling school structure, academic optimism, 
and teachers’ altruistic behaviours. 

Sample and Data Collection 

A total of 707 primary school teachers working in a province located in South Eastern of Turkey took part in the study. 
Of the participants, 315 were male and 392 were females. Participants’ average tenure was 44,6 for females and 55,4 
for males. Eighty percent of the participants had a bachelor’s degree and nearly ten percent of the participants had a 
master’s degree. 

Analysing of Data 

Data were collected via a questionnaire. After getting permission from principals, teachers were informed about the 
scope of the study. Once they agreed to participate in the study, they were given the questionnaire to complete the 
survey. The participants were informed that their answers would not be shared with the third party. Participation was 
voluntary along with further information that they have the right to renounce to get involved in the study. It took each 
participant 12–18 min to complete the questionnaire. A total of 707 teachers responded to the questionnaires.  

Research instrument 

Teachers completed three scales in the questionnaire: the Enabling School Structure scale (ESS), the School Academic 
Optimism scale (SAO), and the Teachers’ Altruistic Behaviours (TAB). 

The Enabling School Structure Scale 

To assess the structure of the school, Enabling School Structure was used. Enabling School Structure Scale (ESS) is a 5-
point Likert-type scale and consists of 12 items. Responses range from never to always (coded as 1 to 5 respectively). A 
higher cumulative score means a high sense of enabling school structure. Previously tested studies confirmed the 
validity of the Turkish version of this scale, and the results confirmed the reliability of the scale (Buluç, 2009). The 
Cronbach’s alpha score of the reliability was 0.85 in this study. 

 School Academic Optimism Scale 

The academic optimism of the school was measured with the School Academic Optimism Scale (SAO). SAO is a 19-item, 
5-point Likert-type scale ranging from strongly disagree to strongly agree (coded as 1 to 5 respectively). The 
instrument was initially developed by Hoy and Spero (2005) and adopted into Turkish by Çoban and Demirtas (2011). 
The scale measures three dimensions: collective efficacy, trust in students and parents, and academic emphasis of the 
school (Sinden et al., 2004). The validity of this scale has been confirmed by some studies and the reported reliability of 
internal consistency ranges from 0.77 to 0.92 (Çoban & Demirtas, 2011; Hoy, Gage et al., 2006; Sims, 2011). Cronbach’s 
alpha was reasonable for all sub-dimensions, Cronbach’s alpha reliability for efficacy was found as 0.76, as 0.83 for 
trust, and as 0.87 for academic emphasis. The Cronbach’s alpha reliability was measured as 0.86 in this study. These 
results show that Cronbach’s alpha was good.  

The Teacher Altruistic Behaviours Scale  

In order to measure the altruistic behaviours of teachers, the Teacher Altruistic Behaviours Scale was used. The 
Teacher Altruistic Behaviours Scale (TAB) is an 18-item and 5-point Likert-type scale. The scale ranges from never to 
always. The reported reliability for the Turkish version of this scale is 0.92 (Yavuzer et al., 2006). The Cronbach’s alpha 
reliability score for this study was 0.90. Internal consistency of four TAB dimensions were as follows: everyday helping 
(0.86), social responsibility-sharing (0.85), emergency helping (0.76) and donation (0.69). 

As all the data were based on perceptions and collected from a single sample at a single point in time, common method 
bias might be a threat to the validity of the study. The common method bias is observed in a standard questionnaire 
survey study based on self-reported measures. In the questionnaire research, a respondent subject responds to the 
items in a particular survey at one point in time, and multiple constructs or items are measured using the same method. 
This leads to spurious effects (Podsakoff et al., 2012). In this study, Harman’s one-factor test was employed to detect 
the possible common method bias. The scales used in this study have been used in many studies in literature, and are 
valid and reliable. Furthermore, these measured the variables of the model into constructs with eigenvalues greater 
than 1. In addition, the items that measured the variables of all three scales used are in structures with eigenvalues 
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greater than 1 (Buluc, 2009; Çoban & Demirtas, 2011; Yavuzer et al. 2006). Therefore, it can be mentioned that the 
concern about the common method bias in the data collected does not seem to be an issue in this study. 

Statistical analysis 

In this part of the study, several analyses were conducted to assess the hypotheses. First, descriptive statistics were 
conducted, and then bivariate correlations were assessed to investigate the relationship between variables of the study, 
and reliabilities of the measures were calculated in the study. The IBM SPSS Statistics 22 AMOS GRAPHICS 16 software 
was used to assess descriptive statics, correlations, regressions, and the reliability of the instrument. The final step of 
the study included testing the mediating role of teachers’ altruistic behaviours between enabling school structure and 
school academic optimism. For this purpose, an analysis involved in structural equation modeling was conducted to 
test the association among variables of the study, Enabling School Structure (ESS on School Academic Optimism (SAO) 
and Teacher Altruistic Behaviours (TAB). The final step of the study included testing the mediating role of teachers 
enabling behaviours between enabling school structure and school academic optimism. A series of steps were 
conducted to develop the final model of the study. Two models were tested to measure the mediating effect of TAB 
between other variables of the study. The χ2 test of model fit, the root-mean-square error of approximation (RMSEA), 
the goodness-of-fit index (GFI), and the Tucker-Lewis index used to assess the model fit were calculated. Then the χ2 
test and χ2/df ratio of model fit, the goodness-of-fit index (GFI), and the root-mean-square error of approximation 
(RMSEA) were used to assess the model fit. The final model of analysis investigated the goodness of fit and power of the 
model.  

The research model for hypotheses H1, (Enabling school structure is positively associated with teachers’ altruistic 
behaviours), H2 (there is a positive relationship between enabling school structure and teachers school academic 
optimism), and H3 (The more altruistic behaviour of teachers, the more academic optimism of a school is) is depicted in 
figure 1. The model involves the relationship between ESS and TAB. The model also involves a correlation between SAO 
and TAB.  

 
Figure 1. The hypotheses model. 

Before the inferential statistics analyses the assumptions have been checked. The values for skewness and kurtosis 
between -2 and +2 are considered acceptable (George & Mallery, 2010) in order to prove normal univariate 
distribution. To detect the outliers’ analysis, the Mahalanobis distance technique was used. For the linearity assumption 
and multicollinearity problem, the correlations matrix of variables was examined. As a result, it was decided that the 
assumptions were not seriously violated, and statistical analyses were carried out.  

Findings 

Correlational analysis 

To demonstrate a preliminary description of the correlations between variables of the study, a correlation analysis was 
conducted. The results from the analysis were used to test Hypotheses 1, 2 and 3. The correlational table (see table 1) 
indicated a positive correlation between Enabling School Structure and School Academic Optimism (r = .34, p<.01), 
Enabling school Structure was weakly-to-moderately and positively associated with Teachers’ Altruistic Behaviours (r 
= 28, p < .01). The results also indicate that there is a weak but positive relationship between school academic optimism 
and altruistic behaviours of teachers (r = .30, p <.01). All variables of the study were positively correlated with each 
other. For the depiction of this analysis, please see Table 1. The results obtained from the study confirmed the 
assumptions of research hypotheses (H1, H2, H3) of the current study. Therefore, the goodness of fit and the chi-square 
test of model fit were used to assess the significance of the theoretical model. The findings indicated that the model had 
good fit as supported by a non-significant one. The chi-square value was significant (χ2=569.43, (df=146), p < .001), 
The root-mean-square error of approximation (RMSEA) was .06, the goodness of fit indices (CFI) was .96, and (GFI) was 
.92. The results showed a good data-to-model fit. Blunch, (2012), Çokluk et al. (2012) and Mitchell (2019) suggest that 
if the RMSEA is lower than .08 and the GFI is greater than .90, the model has a good fit. Fit indices obtained from the 
final model confirmed that the model has adequate fit data. 
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Table 1. Bivariate Correlations 

Variables SAO  1. 2. 3. 4. 5. 6. 7. 8. 9. 
        SAO 1          
1. Collective .50** 1         
2. Trust .80** .07* 1        
3. Emphasis .85** .19** .59** 1       
4. ESS .34** .29** .19** .28** 1      
5. TAB .29** .29** .16** .22** .27** 1     
6. Helping .23** .26** .11** .15** .20** .88** 1    
7. Sharing .27** .28** .14** .21** .33** .85** .64** 1   
8. E. Helping .25** .26** .14** .17** .31** .76** .59** .59** 1  
9. Donation .12** .00 .11** .14** .07* .46** .28** .17** .22** 1 

**p<0,01; * p<0,05; N=707 

Regression Analysis 

In this section of the study, the IBM SPSS AMOS GRAPHICS 19 was used to calculate the effect of enabling school 
structure on school academic optimism and teachers’ altruistic behaviours. Finally, the effect of perception of teachers 
about school academic optimism and on altruistic behaviours of teachers was measured. The IBM SPSS AMOS Graphics 
19 was used to test H1, H2 and H3. In addition to the correlation analysis, the hierarchical regression analysis was 
conducted to measure research hypotheses of the current study. In other words, the regression analysis was used to 
determine whether enabling school structure affects school academic optimism and teachers’ altruistic behaviours. The 
regression analysis was also used to see whether school academic optimism influences teachers’ altruistic behaviours. 
The results of the regression analysis were conducted to test the research hypotheses (H1-H2-H3). The results of the 
regression analysis demonstrated that the effect of enabling school structure on school academic optimism and 
teachers’ altruistic behaviours. The results displaying the rate of relationship between variables of study are presented 
in table 2.  

Table 2. Path coefficients and significant level of Hypotheses 

Hypothesis 
   

Estimate S.E. t-test p 

H1: ESS 
 

TAB ,147 ,021 7,112 ,000 

H2: SAO 
 

ESS ,208 ,026 7,886 ,000 

H3: SAO 
 

TAB ,167 ,027 6,114 ,000 

Table 2 indicates that a unit increase in Enabling School Structure is correlated with a ,208 increase in School Academic 
Optimism. The results also reveal that a unit increase in Teachers’ Altruistic Behaviours is equal to a ,167 increase in 
School Academic optimism. The result presents a slight but positive relationship between Enabling school Structure 
and Teachers’ Altruistic Behaviours (Covariance=,147). The results suggest that all variables of the study positively and 
significantly predict each other.  

Structural equation model analysis 

Research hypothesis 4. The mediating effect of TAB 

The final section of the analysis involves the findings of the structural equation model. The analysis was used to 
measure H4. The proposed theoretical models (see figure 2) were specified in this stage of the investigation. The 
structural equation model, which states that teachers’ altruistic behaviours may function as a mediator between ESS 
and SAO, was built up. First, a measurement model (see figure 3) was created to measure the direct impact of Enabling 
School Structure on Academic optimism.  

 
Figure 2.Theoretical model 
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The findings of the first model suggest that ESS had a positive and significant effect on SAO (β = .52, p < .01). Next, 
hypothesis four (H4), which states that the TAB functions as a mediator between two variables of the study, was tested. 
Therefore, the TAB variable was added to the model (see Figure 4) to test the mediator effect of TAB between ESS and 
SAO.  

Figure 3. Direct relationship between ESS and SAO. (Model fit indices χ2=470.95; df=83; p<.001; GFI=.89; IFI=.88; 
RMSEA=.087). 

The result of the SEM analysis revealed that ESS had an effect on SAO (β=, 47, p<0, 01) through TAB. The results 
predicted that TAB caused a slight decrease in the effect of ESS on SAO when TAB was included in the model (see Figure 
4).  

However, the decrease was slight. Overall, this analysis suggests that TAB partially mediates the relationship between 
ESS and SAO. 

 

Figure 4. The final model with all significant paths remaining, (Model fit indices χ2=569.43; df=146; p<.001; χ2/DF=3.90; 
GFI=.92; RMSEA=.064). 

Table 3. The direct and indirect effects of Enabling School Structure on Academic Optimism 

 Path *Coefficient () 

Academic optimism 

Direct Effect 0.47 
Indirect effect (mediated by altruistic behaviours) 0.08 
Altruistic behaviours→Ac.Optimisim 0.20 
Total effect 0.55 

The hypothesis predicted a positive direct effect of teachers’ perception of enabling school structure on school 
academic optimism behaviour is 0.47. The indirect relationship between the perception of teachers towards enabling 
school structure and their school’s academic optimism behaviour is 0.08. The total effect is 0.55. 
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This research has been designed to explore the core proposition that enabling school structure influences teachers’ 
altruistic behaviour and school academic optimism. Using the data of Turkish teachers, the mediation role of altruistic 
behaviour of teachers on the relationship between enabling school structure and school academic optimism was tested. 
Hypotheses that guided the present study were proven, revealing that altruistic behaviour is a mediating force between 
enabling school structure and school academic optimism. In other words, teachers with high sense of altruism cultivate 
a positive learning environment (Mitchell, 2019) by strengthening an enabling school structure that leads a higher level 
of academic optimism (Anderson et al., 2018). When teachers behave with a dedicated spirit (altruist), it is quite likely 
that principals will exhibit a more facilitating leadership style that reinforces the learning environment. The present 
study provides impressive messages especially for principals to maintain an enabling school structure to improve the 
quality of learning that is known to be consistently linked with teachers’ altruistic behaviours and school academic 
optimism (Kılınç, 2013).  

The first hypothesis that states ESS is positively associated with TAB was supported. Bivariate correlation results 
indicated that two variables had a positive association with each other. It was hypothesised that when a school has an 
enabling structure, the frequency of teachers’ altruistic behaviors increases, that is, possibly positive climate learning is  
pervasive within the school. The findings support this assertion. The findings provide compelling support for building 
up enabling school structure. For, enabling school structure may enhance learning outcomes (Sinden et al., 2004), help 
subordinates solve the problems of schools, increase cooperative endeavour (Hoy, 2003), foster solidarity among 
stakeholders of school and evoke positive feelings in subordinates. In addition, enabling structure cultivates positive 
feelings and empowers commitment (Rachlin, 2002) among teachers, students, parents, and principals, It also reduces 
the role conflict (Michaels et al., 1988), eliminates stress, fosters responsibility, and increases effectiveness (Hoy & 
Sweetland, 2001; Sinden et al., 2004), which may result in higher academic achievement.  

The data reveal that principals should reinforce two-way communication channels so that teachers can freely express 
the problems that they encounter during the teaching and learning process. Unless the problems are expressed freely, 
no rational solution to the problems is possible (Hoy et al., 2002). Thus, motivated teachers should work with a self-
sacrificing spirit and cultivate student motivation. As it has already been mentioned, enabling school structure also 
fosters collaboration among colleagues (Wu, 2013). Likewise, in schools having a strong culture of enabling structures, 
teachers act in a devoted spirit that leads to altruistic behaviours. Altruistic behaviours reciprocally enhance teachers’ 
commitment (Rachlin, 2002). The result of the study drives us to claim that altruistic teachers may contribute to 
organizational development by fostering teachers’ self-efficacy. A high sense of altruism is expected to maintain a 
positive relationship with teachers and students because (Bergem, 1990) found positive correlation results in positive 
feelings between teachers and students.  

We have no opportunity to compare the findings of our study with the results of previous studies because of the lack of 
supportive studies focusing on the relationship between two constructs. Teachers may work ambitiously and devotedly 
when principals’ implications and practices are facilitative because management style and attitudes of leaders are 
known to be significant in affecting behaviors of employees (Asch, 1955; Blasé & Blasé, 2000; Boz, 2019; Sebastian & 
Allensworth, 2012) and in reinforcing quality of learning (Sebastian & Allensworth, 2012). Furthermore, a positive 
learning environment (Messick, 2012; Sinden et al., 2004; Sutcliffe & Weick, 2002) prompts teachers’ for altruistic 
behaviours. In other words, teachers in a facilitating arena will probably feel under pressure to do their best and self-
sacrifice for the benefit of their school. Another possible explanation to this finding predicts that our school has a 
moderate enabling school structure and teachers are altruist. This is a promising development with respect to 
education.  

From this point of view, it is suggested that administrators should provide supportive implications to build up “the 
bright side” of bureaucracy that fosters the efficacy of schools (Hoy, 2003), thus, teachers appear to be more altruistic. 
Teachers in this study agree that enabling school structure enforces their self-efficacy and well-being (Song et al., 
2020), which may result in positive outcomes of education. Consistent with these results, Fredrickson (2001) declared 
that positive emotions predict one’s well-being that fosters productivity and hampers negative emotions such as 
“anxiety, sadness and anger. The findings of the study refer to surprising and promising results for the future of schools, 
meaning that our schools are not slaves of coercive bureaucracy in spite of the fact that The Ministry of National 
Education is highly centralized in Turkey. However, we must be prudent about the findings revealing that teachers 
participating in the study think that their school structure is enabling because the findings of the current study may not 
be an intrinsic view of teachers. Teachers may have dissembled and were not courageous enough to stand against the 
authority of principals. For example, just as (Asch, 1955) pinpointed, individuals under pressure are likely to change 
their opinion, judgement, and practices in the direction of authority.  

The hypothesis stating that there is a positive association between ESS and SAO was supported. The analysis of the 
current study indicated that enabling school structure moderately and positively was related to academic optimism. 
The evidence from this study is consistent with the findings of earlier studies. The results of many works (Anderson, 
2012; Beard, 2008; Beard et al. 2010; Hoy & Sweetland, 2001; McGuigan & Hoy, 2006) support our findings. In another 
research, Messick (2012) found out a positive relationship between enabling school structure and schools’ academic 
optimism. The results proposed that when teachers perceive that principals endeavour to put the enabling side of 
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bureaucracy into effect and remove the coercing side of bureaucracy, they are likely to increase the quality of learning 
that substantially depends on teachers’ beliefs, attitudes, and behaviours. In particular, teachers working with 
supportive principals are more likely to develop autonomous behaviours with no requirement to follow fix and 
determined methods in teaching, and their actions are not restricted with rule and procedures (Blasé & Blasé, 2000).  

The results of the current study indicating a correlation between enabling school structure and academic optimism are 
not surprising because there are resemblances between the two variables. Both require collaboration, trust, mutual 
respect, collective efficacy, and commitment (Hoy, Tarter et al., 2006; Hoy & Sweetland, 2001). In other words, this is an 
expected result because schools having an enabling structure increase teachers’ trust in colleagues, principals, students, 
and parents (Anderson, 2012). Furthermore, enabling school structure fosters collaboration among teachers, enhances 
problem-solving, and empowers teachers’ capacity, which results in higher academic optimism (Hoy & Sweetland, 
2001; McGuigan & Hoy, 2006; Messick, 2012; Mitchell, 2019; Sinden et al., 2004). Teachers may have the opportunity to 
collaborate with one another and to engage in collective inquiry activities in schools that have a high measure of ESS 
(McGuigan & Hoy, 2006). This is maybe the initial reason for this result. According to Hoy and Sweetland (2001), 
enabling school structure empowers collective efficacy and academic emphasis. That is to say, theories and research 
which argue that enabling schools predict academic optimism (Hoy et al., 2002; Hoy & Sweetland, 2001; Kılınç, 2013; 
Sinden et al., 2004) are supported with data of the current study. It is, therefore, possible to propose that teachers 
working with supportive principals will probably be more motivated, altruistic, and devoted with considerable 
enthusiasm and maintain close relationships with their students and colleagues to set high but achievable expectations 
for students, which may result in higher academic achievement. Such enthusiastic and self-sacrificing behaviours of 
principals will probably be role models and a source of inspiration for teachers because social learning theory proposes 
that an individual learns from beholding attitudes and behaviours of outstanding individuals (Bandura, 1993). Another 
explicit conclusion of a high sense of enabling school structure is that it possibly increases the school-parent 
interaction. Enabling school structure reinforces academic optimism and academic optimism enhances trust in parents 
because, as we mentioned earlier, trust is one of the three components of academic optimism and they reciprocally 
affect each other (Hoy, Tarter et al., 2006; Hoy & Sweetland, 2001).  

Every incident happening within schools somehow affects us because, just as Bryk (2010, p. 26) stated, “in schools, 
everything interacts with everything”. In other words, any efforts, implication, and initiatives of principals influence 
attitudes and behaviours of teachers, of students and of parents that are linked to the dynamics of the learning process. 
In this context, it may be argued that the school is a multi-organ structure in which each organ is vitally interrelated. 
Each organ is interactive and the well-being or miserableness of each affects the other. Hence, it is possible to liken the 
school to a federation of organs, as seen from the statement of Kropotkin (1897) who describes the dynamics and 
function of the body as a world of the federation. Every incident within schools has a conditional casual character. 
Therefore, we must keep in mind that every implication of principals somehow influences behaviours of teachers. 
Hence, they should consider the positive and negative effects of their leadership paradigm. They need to strengthen ties 
among teachers, students, and parents. The results are promising for principals to turn their schools into enabling 
structures because it is believed that these collaborative efforts to ensure mutual trust and solidarity can make great 
contributions to academic achievement.  

Another striking result of the current study is that teachers’ self-sacrificing altruistic behaviours foster school academic 
optimism. In other words, results confirmed that teachers’ altruistic behaviours positively and significantly predict 
schools’ academic optimism. Because of the lack of research, trying to investigate the relationship between two 
constructs, we have no opportunity to compare the present results with the results of studies conducted previously. 
The results suggest that teachers with a high sense of altruism are likely to set high but achievable expectations 
because they believe in students’ intellectual capacity and parents’ collaborative support. They believe that students 
are capable of scoring higher academic achievement. Messick (2012) posited that characteristics of academic optimism 
are also characteristics of successful schools, adding that these characteristics are also properties of schools where 
teachers show behaviours beyond their responsibility at work. Students’ achievement is the priority of both altruistic 
teachers and of teachers with high sense of academic optimism. Teachers having a high sense of academic optimism are 
in the opinion that all student can manage to reach the expectation set for them (Hoy et al., 2002; Kılınç, 2013). 
Similarly, students are the final targets for altruistic teachers and for the altruistic teachers’ struggle to maintain 
welfare and benefit of students (Friedman, 2016), thus, the results should be regarded in this perspective as well. 
Creating an inspiring learning environment for teachers is only possible by supporting altruistic teachers. Furthermore, 
altruistic teachers devote efforts to improve student learning and to look for new and effective ways for connecting 
parents to school (Bryk, 2010), and they strengthen the teachers-students interaction. Thus, intimate school academic 
optimism may be driven by behaviours of altruistic teachers.  

The results also reveal that enabling school structure and teachers’ altruistic behaviours mutually predict each other 
and foster schools’ academic optimism together. When principals perceive self-sacrificing behaviours from teachers, 
they focus on the core mission of learning, and students will probably become more motivated for learning (Robinson 
et al., 2008), which refers to the important role of principals’ and teachers’ altruistic behaviours. For example, 
principals can shift their schools from ineffective to effective ones by creating an impressive learning environment. 
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More, they can eliminate procedures and standards that hamper communication channels and students’ learning and 
collaborative efforts among school community members in education settings. Their efforts possibly result in a positive 
school atmosphere (Hong, 2017; McGuigan & Hoy, 2006). Principals can strengthen teachers’ ability, gain the support of 
parents (Hong, 2017), highly motivate students to attain high expectations (Hoy, 2003; Kılınç 2013; McGuigan & Hoy, 
2006; Messick, 2012), and foster virtuous behaviours among teachers. On the other hand, principals may hamper the 
learning process with their negative implementation that can demolish learning quality and outcomes as well. In sum, 
principals influence everything that happens within the school (McGuigan & Hoy, 2006). 

One of the most intriguing findings of the study was that teachers’ altruistic behaviours moderately mediate the 
relationship between enabling school structures and the schools’ academic optimism. This finding illustrates the 
importance of altruistic behaviours in ensuring a culture of academic optimism in schools. For, the results predicted 
that behaviours of teachers play a critical role in explaining the relationship between enabling structure and school’s 
academic optimism. This is the first study that examines the relationship among enabling school structure, teachers’ 
altruistic behaviours, and schools’ academic optimism. This makes our study more important. The results highlighted 
the importance of enabling structure because enabling school structure entails principals to manage school together 
with teachers (Mitchell, 2019).  

Conclusion 

This study is expected to make an important contribution by exploring the convergence among enabling school 
structure, academic optimism, and altruism. More importantly, the present study hopefully helps us understand 
whether teachers’ altruistic behaviours serve as a mediator between enabling school structure and school academic 
optimism. A bulk of studies has provided satisfactory evidence that clarifies the role of enabling school structure, 
academic optimism, and altruism on learning outcomes, yet no previous study focused on the convergence among these 
three variables. In this regard, the current research fills the gap.  

It was hypothesized that trio variables of the study are positively correlated with each other. More importantly, it was 
asserted that teacher’s altruistic behaviours work as a mediator between enabling school structure and schools’ 
academic optimism. Data obtained from a large sample of teachers provide significant evidence supporting that 
enabling school structure has mutual relationship with teacher’s altruistic behaviours and with school academic 
optimism. This result of the SEM analysis supports the hypothesis that enabling school structure significantly 
influences schools’ academic optimism through teachers’ altruistic behaviours. Furthermore, it was concluded that 
enabling school structure and altruism conjointly may be regarded as two factors in fostering schools’ academic 
optimism.  

Based on these results, it can be asserted that if teachers perceive an enabling climate within the border of school, they 
can work more enthusiastically and attach more importance to their job and students’ achievement because when 
principals give autonomy to teachers, they will strengthen the school academic optimism. In sum, if principals want to 
improve academic optimism that results in positive learning outcomes, they need to have altruistic teachers. The study 
let us see the whole picture from the teachers’ perspective. The results clearly identify implications for policymakers 
and practitioners in schools. 

Recommendations 

The current study focuses on the relationship of enabling school structure with school academic optimism and 
teachers’ altruistic behaviours. Evidence of the study concludes that trio of variables are positively correlated with each 
other. In other words, a unit change in one of these variables affects the other. The findings of the study suggest some 
recommendations for teachers and principals. Both teachers and principals are directly responsible for improving the 
quality of learning. Principals can improve students’ achievement by cultivating a positive learning environment that 
motivates teachers to be more committed to their work. The findings empower the importance of school structure on 
teachers’ behaviours that have a dominant impact on academic optimism.  

Practitioners in schools should regard themselves as enabling agent to soften the negativity of bureaucracy. They need 
to represent the positive side of bureaucracy and devote more time and energy to reinforce collaboration among 
teachers. The practitioners in school need to evaluate bureaucracy with a holistic approach to bridge the gap between 
theory and practice. Although this study assumes that the effects of principals on school effectiveness are salient, they 
also have an impact on behaviours of teachers. Practitioners need to remember that there is ‘no single style of 
management that seems appropriate for all schools, thus, they must find the style and structures most suited to their 
own local situation’ (Bossert et al., 1982), for example, the cultural and political background of society is needed to be 
considered because a specific style of management draws different conclusions.  

More studies are necessary to be conducted in different cultures to clarify the effect of ESS on other variables of the 
study. Furthermore, just as Hoy, Tarter et al., (2006) postulates, more research is needed to understand the nature of 
academic optimism and its influence on the success of schools. Finally, align with these results; future studies should 
pay attention to the relationship between these trio variables and other organizational properties. 
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Limitations 

This study has several limitations. First, data were collected from one source through independent variables. Second, 
the results of the mediation effect of the enabling school structure on school academic optimism through teachers’ 
altruism are moderate. Third, the study is limited to a moderate size of 707 teachers. Fourth, researchers considered 
the effect of the prevailing political climate in the country where the study was conducted. In other words, teachers 
may have avoided reflecting their real perceptions. This is possible especially when teachers were asked to state their 
thought about the managerial practices of principals who are sheltered by the implications of the guard wall of 
centralized bureaucracy in Turkey. Fifth, this is a correlational study, thus, a longitudinal design may be more useful. 
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