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Abstract

Academic supervision is an important strategy for improving teacher professionalism and learning
quality in Vocational High Schools (SMK). This cross-sectional explanatory study examined whether
Teacher Engagement and Adversity Quotient predict teacher-reported Academic Supervision among
vocational high school teachers in Pesisir Selatan Regency. The population comprised 586 teachers,
and 234 respondents were selected through proportionate simple random sampling. Data were
collected using a 48-item five-point Likert questionnaire and analyzed with multiple linear regression
in IBM SPSS. Teacher Engagement was a positive predictor of Academic Supervision (B = 1.211, SE =
.060, 3 =.866,95% CI [1.093, 1.329], p <.001), as was Adversity Quotient (B =.858, SE =.057, $ =.462,
95% CI [.746,.970], p <.001). The overall model was significant, F(2, 231) = 356.425, p <.001, with R?
=.755 and adjusted R? = .753. Thus, the two predictors jointly explained approximately 75.5% of the
variance in teacher-reported Academic Supervision. These findings indicate that Teacher Engagement
and Adversity Quotient are strongly associated with how teachers perceive and participate in academic
supervision; however, the cross-sectional design does not establish causality. School leaders should
therefore combine developmental supervision with strategies that strengthen teacher engagement and
adaptive coping.

Keywords: Academic Supervision; Adversity Quotient; Teacher Engagement; Vocational Education;
Vocational High School Teachers

INTRODUCTION

Vocational High Schools (SMK) play a strategic role in preparing graduates with the skills
required by a rapidly changing labor market. In Indonesia, strengthening the quality of
vocational education has become an important policy priority, particularly in aligning school-
based learning with industry needs and improving the professional capacity of teachers
(Ariansyah et al., 2024; Suroto & Hung, 2018; Yoana et al., 2024). However, improvements in
vocational education quality depend not only on curriculum relevance and learning facilities but
also on the quality of teachers' instructional practices (Huang et al., 2024; Poniman et al., 2024;
Waluyanti et al., 2018). In this context, academic supervision is an important mechanism for
monitoring, supporting, and improving teachers' instructional performance. Effective
supervision provides teachers with feedback, professional guidance, and opportunities to reflect
on and improve their teaching practices. Therefore, strengthening academic supervision is
essential for ensuring continuous improvement in teacher professionalism and learning quality
in vocational high schools.

One strategy used to improve teacher professionalism is through academic supervision.
Academic supervision is a professional development process aimed at helping teachers improve
the quality of learning through continuous observation, feedback, reflection, and follow-up
(Glickman et al., 2018; Sergiovanni et al., 2014). Effective supervision is no longer viewed as an
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inspection activity, but rather as a collaborative process that encourages teachers to
continuously improve their learning (Huang et al,, 2024; Poniman et al.,, 2024).

Previous studies have demonstrated that academic supervision is associated with
improvements in teachers’ pedagogical competence, instructional innovation, and
professionalism (Purwanto, 2021; Wahyudi, 2020). These studies have primarily examined
academic supervision from the perspective of its implementation, supervisory practices, and
contribution to teacher professional development (Al-Kiyumi & Hammad, 2019; Noor et al,
2020; Richter et al., 2021). However, their findings provide limited explanation of the teacher-
level factors that may determine how actively and constructively teachers participate in the
supervision process. In particular, previous studies have not sufficiently examined whether
teachers’ work engagement and adversity quotient contribute to the effectiveness of academic
supervision (Fernandes et al., 2019; Ke et al.,, 2019; Tamah & Wirjawan, 2022; D. Zhang et al,,
2021). This limitation leaves an important question unresolved: whether academic supervision
outcomes are shaped not only by the quality of supervisory practices but also by teachers’
willingness to participate and their capacity to respond positively to difficulties encountered
during the supervision process.

The unresolved issue is particularly relevant in vocational high schools in Pesisir Selatan
Regency. Initial observations indicate that academic supervision tends to emphasize
administrative compliance, while teachers’ active participation in the supervisory process
remains limited (Boldrini et al., 2019; Jin et al.,, 2023; Maisyaroh et al., 2021). Some teachers
prepare learning materials mainly before supervision, feel anxious when being supervised, are
less open in discussing instructional difficulties, and do not consistently implement supervisory
recommendations. These conditions suggest that differences in teacher engagement and the
ability to cope with challenges may influence how effectively academic supervision is
implemented (Barnova et al., 2023; Duan et al., 2025; Widodo et al., 2022). Nevertheless,
previous research has rarely tested teacher engagement and adversity quotient simultaneously
as predictors of academic supervision, particularly among vocational high school teachers in
Indonesia. Therefore, the present study addresses this empirical gap by developing and testing
a model that examines the effects of teacher engagement and adversity quotient on academic
supervision. This model provides empirical evidence on whether these two teacher-level factors
can significantly explain variations in the implementation of academic supervision (Cansoy et al.,
2025; Zhou et al., 2022).

Preliminary information was obtained through informal observations, field notes, and
preliminary discussions with teachers and school principals in vocational high schools in Pesisir
Selatan Regency (Collie, 2023; Dorukbasi & Cansoy, 2024; OECD, 2024; Thien & Liu, 2024). These
initial observations suggested that academic supervision tended to emphasize administrative
requirements rather than continuous professional development. During the preliminary stage,
several teachers reported that they commonly prepared learning materials shortly before
scheduled supervision and experienced anxiety during supervisory activities. Discussions with
teachers also indicated that opportunities to openly discuss instructional difficulties and follow
up on supervisory recommendations were not always optimal. Some teachers perceived
supervision primarily as an evaluative activity rather than as an opportunity for professional
development (Acheson & Gall, 2018; Hidayat & Suryana, 2022). These preliminary observations
were used to provide contextual information and identify the research problem, rather than as
the primary empirical evidence of the study. They provide an initial basis for examining whether
teacher engagement and adversity quotient are associated with the implementation of academic
supervision.

Theoretically, Developmental Supervision Theory explains that the success of supervision
is influenced by teachers’ readiness and individual characteristics, not solely by supervisors’
technical abilities (Sergiovanni et al,, 2014). From a work-engagement perspective, Teacher
Engagement reflects the extent to which teachers invest energy, dedication, and sustained
attention in their professional roles. Teachers with stronger engagement are therefore more
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likely to participate actively in supervision, attend to feedback, reflect on their practice, and
follow through on improvement plans (Lammassaari et al., 2022; Schaufeli & Bakker, 2010).

In addition to engagement, Adversity Quotient is a potential teacher-level resource in the
supervision process. Stoltz (2020)conceptualizes Adversity Quotient as an individual’s capacity
to persist, adapt, and respond constructively when facing pressure or challenge. In academic
supervision, this capacity may help teachers receive critical feedback without becoming
defensive, sustain effort during instructional improvement, and adapt to changing professional
demands. Contemporary evidence likewise links resilience, self-efficacy, reflection, and work
engagement with more adaptive responses to demanding teaching contexts (Mu et al., 2024;
Wang et al., 2023).

Previous studies have examined teacher engagement, adversity quotient, and academic
supervision from different perspectives. Studies on teacher engagement have shown that
teachers who are more cognitively, emotionally, and behaviorally engaged tend to demonstrate
greater commitment to their professional responsibilities and are more actively involved in
school activities. Other studies have found that adversity quotient is associated with teachers’
ability to cope with difficulties, maintain persistence, and respond constructively to challenging
work situations. Meanwhile, research on academic supervision has primarily examined
supervisory practices, principal competence, and the contribution of supervision to teacher
professional development. These studies provide important evidence that teacher engagement,
adversity quotient, and academic supervision are each relevant to teacher performance and
professional development; however, they have generally been examined as separate constructs.

The separation of these research streams leaves an important empirical gap. Existing
studies typically treat Teacher Engagement, adversity-related coping, and Academic Supervision
as separate domains, leaving limited evidence on their joint contribution to supervision from the
teacher perspective, particularly in vocational schools. The novelty of this study lies in
integrating Teacher Engagement and Adversity Quotient into a single predictive model of
teacher-reported Academic Supervision in Indonesian vocational schools. This framing is
theoretically relevant because engagement may shape teachers’ active participation in feedback
and follow-up, whereas Adversity Quotient may support persistence and constructive responses
to supervisory challenges. The model therefore extends the discussion of supervision beyond
supervisor competence by examining teacher-level behavioral and psychological resources.

Accordingly, this study aims to examine the predictive relationships of Teacher
Engagement and Adversity Quotient with teacher-reported Academic Supervision among
vocational high school teachers in Pesisir Selatan Regency. The study is expected to contribute
empirical evidence on teacher-level factors associated with supervision and to inform more
developmental, participatory, and psychologically supportive supervision practices.

METHODS

This study employed a quantitative, cross-sectional explanatory design to examine the predictive
relationships of Teacher Engagement and Adversity Quotient with teacher-reported Academic
Supervision among vocational high school (SMK) teachers in Pesisir Selatan Regency. Because
all variables were measured at a single time point, the analysis was designed to estimate
associations and prediction rather than causal effects (Creswell & Poth, 2018).

The study population comprised 586 vocational high school teachers distributed across 17
schools in Pesisir Selatan Regency. The sampling frame was developed from official teacher lists
obtained from the participating schools. Based on the Krejcie & Morgan (1970) table, a minimum
sample of 234 respondents was required for a population of 586; therefore, 234 teachers were
included in the final analysis. Proportionate simple random sampling was implemented by
allocating the sample to each school according to its teacher population and then randomly
selecting eligible teachers within each school. The final analytic sample comprised 234 teachers
from 17 schools.

Data were collected using a closed-ended 48-item questionnaire comprising Academic
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Supervision (Y; 20 items), Teacher Engagement (X;; 15 items), and Adversity Quotient (X,; 13
items). Academic Supervision was operationalized as teachers’ perceptions of the planning,
implementation, feedback, and developmental follow-up of supervision they experienced at
school. Teacher Engagement captured active professional involvement, including vigor,
dedication, and absorption, whereas Adversity Quotient represented teachers’ capacity to
manage and persist through professional difficulties. [tems were rated on a five-point Likert
scale. Before the main study, the instrument was reviewed for content relevance and clarity and
pilot-tested with 30 vocational high school teachers outside the research sample. Item validity
was assessed using Pearson Product Moment correlations (critical r = .361), and internal
consistency was evaluated with Cronbach’s alpha using .70 as the minimum acceptable criterion.
The pilot test indicated that the items met the stated validity and reliability criteria and were
retained for the main study.

Responses were coded according to item direction, with negatively worded items reverse-
scored before analysis. Composite scores were calculated for each construct and analyzed using
IBM SPSS Statistics 26. Descriptive statistics were used to summarize the study variables.
Regression assumptions were evaluated through residual normality, heteroscedasticity,
linearity, and multicollinearity diagnostics. Multiple linear regression was then used to estimate
the unique and joint predictive relationships of Teacher Engagement and Adversity Quotient
with Academic Supervision. Results are reported using unstandardized coefficients (B), standard
errors (SE), standardized coefficients (), 95% confidence intervals, t statistics, model F
statistics, R?, and adjusted R®. Because the data were collected from the same respondents
through a single self-report survey and respondents were nested within 17 schools, possible
common-method variance and school-level dependence were considered when interpreting the
results; no causal inference was made.

RESULT AND DISCUSSION
Result
The research instrument consisted of 48 Likert-scale statements with five response alternatives:
Always, Often, Sometimes, Rarely, and Never. A total of 234 vocational high school teachers were
included in the analysis. The instrument measured Academic Supervision (Y), Teacher
Engagement (X;), and Adversity Quotient (X;). The Respondent Achievement Level (TCR) was
calculated by comparing the mean score with the maximum possible score. Descriptive statistics
are presented in Table 1.

Table 1. Descriptive Statistics and Respondents' Achievement Level

Variable Score Range Mean SD TCR (%) Category

Academic Supervision (Y) 45-100 82.81 14.961 74.0 Fairly Good
Teacher Engagement (X1) 32-75 61.08 10.693 75.2  Fairly Good
Adversity Quotient (X2) 31-65 53.74 8.060 69.9 Fairly Good

All three variables were in the “Fairly Good” category. For Academic Supervision, Principal's
Supervision Program Vision Planning had the highest TCR (76.8%), while Providing Constructive
Feedback had the lowest (73.9%). For Teacher Engagement, Dedication was highest (75.8%) and
Vigor lowest (73.7%). For Adversity Quotient, Control was highest (76.4%), whereas Self-
Efficacy was lowest (56.0%), indicating a comparatively weak area in teachers’ confidence when
responding to professional demands.

Regression Assumption Tests

Before testing the hypotheses, the data were examined to assess the assumptions underlying the
regression analysis. The diagnostic procedures included the Kolmogorov-Smirnov test for
normality, the Glejser test for heteroscedasticity, linearity testing, and multicollinearity
diagnostics using the Variance Inflation Factor (VIF) and Tolerance values. Normality was
assessed based on the significance value of the Kolmogorov-Smirnov test and inspection of the
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residual distribution, with a significance value greater than .05 indicating that the normality
assumption was satisfied. Heteroscedasticity was evaluated using the Glejser test, where a
significance value greater than .05 indicated the absence of a systematic relationship between
the absolute residuals and the predictors. Linearity was assessed to confirm that the
relationships between the independent and dependent variables were appropriately
represented by linear functions. Multicollinearity was evaluated using VIF and Tolerance, with
VIF values below 10 and Tolerance values above .10 indicating no serious multicollinearity. The
results of these diagnostic tests are summarized in Table 2.

The variables were measured using multiple Likert-scale items, and the responses for each
construct were aggregated into composite scores. These composite scores were treated as
approximately continuous variables for regression analysis because they were derived from
multiple items measuring the same underlying construct and provided a broader range of
possible scores than individual Likert items. Accordingly, the use of composite scores was
considered appropriate for examining the linear relationships among Academic Supervision (Y),
Teacher Engagement (X;), and Adversity Quotient (X;). The assumption-testing results indicated
whether the data met the requirements for subsequent regression analysis.

Table 2. Regression Assumption Tests

Test Variables Statistic/Value p Conclusion
Normality Y, X1, X2 K-S 200  Normally distributed
Heteroscedasticity X1 Glejser 311  No heteroscedasticity

X2 Glejser .258  No heteroscedasticity
Linearity X1-Y Deviation from Linearity .073  Linear relationship

X2-Y Deviation from Linearity .087  Linear relationship
Multicollinearity X1, X2 VIF = 1.733; Tolerance = No multicollinearity

577

All reported p values for the normality and heteroscedasticity tests exceeded .05, and the
deviation-from-linearity tests for X;-Y and X,-Y were also non-significant, supporting the use of
linear regression. The VIF of 1.733 and Tolerance of .577 indicated no serious multicollinearity.
Taken together, the reported diagnostics did not indicate violations that would preclude multiple
linear regression.

Hypothesis Testing

Hypothesis testing was conducted using bivariate Pearson correlations and multiple linear
regression in SPSS 26. To improve interpretability, the regression results are reported with B,
SE, standardized B, 95% confidence intervals, t statistics, and p values; overall model fit is
summarized with R, R? adjusted R?, and F.

Table 3. Multiple Linear Regression Results

Predictor B SE B t p
Teacher Engagement (X) 1.211 060 .866 20.206 <.001
Adversity Quotient (X,) .858 057 462 15.120 <.001

Bivariate correlations showed strong positive associations between Teacher Engagement
and Academic Supervision (r = .869, p <.001) and between Adversity Quotient and Academic
Supervision (r = .868, p <.001). In the multiple regression model, Teacher Engagement was a
statistically significant positive predictor (B =1.211, SE =.060, f =.866,95% CI [1.093, 1.329], t
=20.206, p <.001). Adversity Quotient was also a statistically significant positive predictor (B =
.858, SE =.057, 3 =.462,95% CI [.746, .970], t = 15.120, p <.001). The regression equation was
Y =8.316 + 1.211X; +.858X,.

The overall model was statistically significant, F(2, 231) = 356.425, p <.001, with R =.869,
R?=.755, and adjusted R* =.753. Thus, approximately 75.5% of the variance in teacher-reported
Academic Supervision was explained jointly by Teacher Engagement and Adversity Quotient,
while approximately 24.5% remained unexplained by the model. The standardized coefficients
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indicate that Teacher Engagement showed the stronger unique predictive contribution in this
model. These estimates describe statistical prediction within the cross-sectional sample and
should not be interpreted as causal effects.

Discussion

The results indicate that Teacher Engagement has a positive and statistically significant
predictive relationship with Academic Supervision (B = 1.211, § =.866, p <.001). This finding
suggests that teachers who are more actively engaged in their professional responsibilities also
tend to report more constructive participation in the academic supervision process. The
relationship can be understood through the dimensions of vigor, dedication, and absorption.
Vigor reflects energy and persistence that may support sustained involvement in supervision,
dedication may strengthen teachers’ willingness to perceive supervision as a form of
professional learning, and absorption may facilitate greater attention to feedback and follow-up
actions. Because the study employed a cross-sectional design, these mechanisms should be
interpreted as theoretically plausible explanations rather than demonstrated causal pathways.

The descriptive findings reinforce this interpretation. Dedication achieved the highest
achievement level (75.8%), whereas vigor showed the lowest value (73.7%). This pattern
suggests that teachers may demonstrate relatively strong professional commitment while still
experiencing challenges in maintaining energy and persistence amid administrative
responsibilities and everyday workload demands (Cansoy etal., 2025; in de Wal et al., 2020; Zhou
et al., 2022). The comparatively lower level of vigor therefore represents an important area for
strengthening teacher engagement. Supportive working conditions, manageable workloads,
collegial collaboration, and access to meaningful professional development may help teachers
sustain the energy required to participate actively in supervision and follow through on
instructional improvement recommendations (Cai et al., 2022; Drouin-Rousseau et al., 2024; Liu
& Yin, 2023; Uslukaya & Demirtas, 2024).

These findings are consistent with research showing that teacher work engagement is
closely related to professional functioning under changing work demands (Lammassaari et al.,
2022). Granziera et al. (2023)further indicated that engagement-related factors are relevant to
teachers’ participation in professional learning, while Collie & Martin (2023) linked teacher well-
being and relational resources with professional functioning. Taken together, these studies
support the interpretation of engagement as an important motivational resource that may help
teachers attend to supervisory feedback, reflect on practice, and sustain instructional
improvement. Accordingly, academic supervision may become more developmental when it is
designed not merely as an evaluative activity, but as a process that encourages participation,
professional reflection, and sustained follow-up.

The practical implications are therefore closely related to how school principals structure
the supervision process. Academic supervision should provide constructive feedback,
opportunities for professional reflection, and follow-up support rather than relying primarily on
inspection or evaluation (Hosseingholizadeh et al.,, 2023; McTigue et al., 2024; Skaalvik &
Skaalvik, 2018). Principals may strengthen dedication by recognizing teachers’ professional
contributions and connecting supervision activities with meaningful instructional goals. Vigor
and absorption may be supported through collaborative professional learning, adequate work
support, reasonable workload management, and opportunities for teachers to engage more
deeply with instructional improvement (Gaikhorst et al., 2019; Poulou et al., 2023; Y. Zhang et
al., 2024). Such conditions may increase the likelihood that supervisory feedback is accepted,
critically reflected upon, and translated into sustained improvements in teaching practice.

In addition to Teacher Engagement, Adversity Quotient also showed a positive and
statistically significant predictive relationship with Academic Supervision (B =.858, § =.462,p <
.001), supporting the second hypothesis. This pattern suggests that teachers who report a
stronger capacity to manage pressure, adapt to change, and persist through work-related
challenges also tend to report more constructive engagement with academic supervision. The
Control indicator achieved the highest TCR (76.4%), whereas Self-Efficacy was the lowest
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(56.0%), indicating that confidence in handling professional demands remains an area requiring
particular attention. Nevertheless, these associations should not be interpreted as evidence that
Adversity Quotient directly causes more effective supervision.

This interpretation is consistent with evidence concerning teachers’ adaptive psychological
resources. Kim et al. (2022) documented the importance of adaptability and psychological
resources in teachers’ responses to demanding work contexts. Wang et al. (2023) linked self-
efficacy, reflection, and resilience with teacher work engagement, while Mu et al. (2024)
synthesized evidence indicating a moderate positive association between teacher self-efficacy
and resilience. Together, these studies support viewing Adversity Quotient as an adaptive
personal resource that may help teachers respond constructively to feedback, professional
pressure, and instructional challenges. In this sense, Adversity Quotient may complement
Teacher Engagement by helping teachers maintain their involvement when the supervision
process requires persistence, adaptation, and openness to change.

The practical implication is that strengthening Adversity Quotient may be integrated into
school-level human resource development. Principals can function not only as supervisors but
also as coaches who support teachers’ psychological resilience through mentoring, stress
management, reflective dialogue, and self-efficacy development. By strengthening teachers’
ability to cope with pressure and change, schools may create conditions in which teachers are
better prepared to receive input, reflect on supervisory recommendations, and implement
improvement efforts in their instructional practice.

When examined simultaneously, Teacher Engagement and Adversity Quotient provided
substantial explanatory power for teacher-reported Academic Supervision. The regression
model was statistically significant, F(2, 231) = 356.425, p <.001, with R? =.755 and adjusted R?
= .753. Accordingly, the two predictors accounted for approximately 75.5% of the observed
variance in Academic Supervision within this sample. The standardized coefficients, 3 =.866 for
Teacher Engagement and 3 = .462 for Adversity Quotient, indicate that Teacher Engagement
made the stronger unique contribution after both predictors were considered simultaneously.
This result suggests that active professional involvement may be particularly important in
explaining variation in teachers’ perceptions of academic supervision, although the contribution
of Adversity Quotient remains meaningful.

The joint contribution of these two predictors can be understood from their
complementary roles. Teacher Engagement reflects the extent to which teachers are actively
involved, committed, and willing to participate in professional activities, whereas Adversity
Quotient reflects their capacity to remain persistent, adapt, and respond constructively when
difficulties arise. Although conceptually distinct, the two constructs may operate together in
practice. Teachers who are highly engaged may be more willing to participate in supervision,
while teachers with stronger adaptive capacity may be better able to maintain that engagement
when they encounter criticism, workload pressures, or demands for instructional change.
Examining both variables simultaneously therefore provides a broader teacher-centered
explanation of Academic Supervision than considering either factor independently.

This interpretation is consistent with evidence showing that work engagement supports
active professional involvement and that resilience and self-efficacy are associated with adaptive
responses to demanding teaching contexts (Amzat et al., 2022; Belay et al,, 2022; Fu et al., 2022).
From a theoretical perspective, developmental supervision requires both behavioral
involvement and psychological readiness. Teachers need to participate actively in supervision,
attend to feedback, reflect on their instructional practices, and persist when improvement is
difficult. The joint model therefore offers a useful perspective on teacher-related factors
associated with Academic Supervision while remaining complementary to research emphasizing
supervisor competence, school leadership, organizational culture, and broader institutional
conditions.

Overall, these findings suggest that improving Academic Supervision should not rely solely
on refining supervisory procedures. Attention should also be directed toward teachers’

https://siducat.org/index.php/isej/



454

engagement and psychological capacity. Principals can promote more constructive participation
through collaborative supervision, meaningful feedback, professional reflection, mentoring, and
supportive communication, while professional development programs can strengthen teachers’
persistence and adaptive responses to challenges. Such an integrated approach may contribute
to a more developmental form of academic supervision in which teachers are not merely
evaluated, but are actively involved in interpreting feedback, reflecting on their practices, and
sustaining professional improvement.

CONCLUSION

Teacher Engagement and Adversity Quotient were both positively associated with teacher-
reported Academic Supervision among vocational high school teachers in Pesisir Selatan
Regency. In the multiple regression model, Teacher Engagement showed the stronger
standardized predictive contribution (§ = .866) relative to Adversity Quotient ( = .462), while
the two predictors jointly accounted for approximately 75.5% of the observed variance (R* =
.755; adjusted R? =.753). These findings extend the study of academic supervision by showing
that teacher-level behavioral engagement and adaptive coping resources are statistically
relevant alongside supervisory procedures and principal competence. Given the cross-sectional
design, the findings indicate prediction and association rather than causation. Practically,
academic supervision should be organized as a developmental process that encourages teacher
participation, open communication, constructive feedback, reflection, and follow-up. Schools
may support this process through collaborative professional learning, manageable work
demands, mentoring, coaching, and opportunities that strengthen Teacher Engagement and
adaptive responses to professional challenges. Such strategies should complement not replace
improvements in supervisor competence and the quality of supervisory practice. Several
limitations should temper interpretation. First, all constructs were measured using teacher self-
report data collected at one time point, creating potential common-method variance and
preventing temporal or causal inference. Second, respondents were nested within 17 schools,
but school-level clustering was not modeled; future studies should consider multilevel analysis
or cluster-robust standard errors. Third, the study was conducted in one regency, limiting
generalizability beyond comparable vocational-school contexts. Future research should use
longitudinal or mixed-method designs, independently validated construct measures, and
additional school-level predictors such as leadership, organizational culture, communication,
workload, and school climate.
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