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ABSTRACT

The literature documents that teachers' job-related 
attitudes and perceptions have the potential to affect the 
well-being of teachers, hinder effective performance, and 
ultimately affect the quality of education and student 
outcomes. This study assesses current teacher perceptions 
of the work environment and job satisfaction, describes 
factors that influence teachers in satisfying ways and 
identifies factors that result in dissatisfaction or stress. 
The goal is to improve teacher work environments and ensure 
data-driven decision-making for strategies designed to 
improve teacher job satisfaction.

The study was conducted in three parts: an assessment
of teacher perceptions of job satisfaction collected through 
the NASSP Teacher Satisfaction Survey; a questionnaire for 
study participants to identify the most and least satisfying, 
aspects of teaching, the most stressful aspects of teaching 
and to estimate overall job satisfaction and job stress 
levels; and qualitative data collected through interviews.

The NASSP survey findings showed faculty members 
indicated a level of job satisfaction in five of the nine 
component scales measured -- administration, curriculum and 
job tasks, co-workers, communication, and school buildings, 
supplies and maintenance. Faculty members indicated a level 
of dissatisfaction in four of the nine component scales --



compensation, opportunities for advancement, student 
responsibility and discipline, and parents and community.

Data from the Faculty Questionnaire provided a catalog 
of the most satisfying, the least satisfying and most 
stressful aspects of teaching. The most satisfying aspects 
included work with students and professional relationships 
with co-workers. The least satisfying aspects were stress, 
unsupportive parents, paperwork and low pay. The 
respondents identified the most stressful aspects of 
teaching as: student-related issues (aggressive students,
uncooperative students, disruptive students, apathetic and 
unmotivated students); social factors (gangs, drugs, 
juvenile crime and violence, teen pregnancy, family 
breakdown, economic hardship in students' homes); and public 
pressure and professional image. In addition, personal 
interviews served to further explain the NASSP survey and 
Faculty Questionnaire findings. The faculty interviews also 
revealed faculty members' concern with a lack of 
administrative recognition and their actual role in school 
governance.

The sample population included 96 faculty members from 
one secondary school in a major Southwestern city.

10
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CHAPTER 1 

THE PROBLEM 
Introduction

American public education has received much scrutiny 
and analysis during the past three decades. As report after 
report has accented national concern for the condition of 
public schools, Congressional hostility and public 
disenchantment have moved from trickle to torrent, and 
government leaders, parents, education leaders and school 
reformists have searched for explanations for the perceived 
or real imperfections of America's schools. Although they 
have grappled with increasing budget limitations, elected 
governing boards, and societal issues, ultimately "teachers" 
have been placed in the center of swirling analysis and 
criticism. They have been held accountable for myriad 
student and school problems, and for the solutions to most 
of those concerns.

Ironically, with national scrutiny and criticism of 
teachers, an increased emphasis on the critical nature .of 
the teacher's role in public education and an acute 
awareness that more effective teaching likely would result 
in better student outcomes have emerged. With that 
recognition, important initiatives intended to improve 
teacher performance -- career ladders, merit compensation
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programs, better opportunities to share in decision-making 
and school governance -- have been designed and implemented. 
As the status of teachers began to improve, however, there 
came more national and local budget-tightening and 
bureaucratic directives, public pressure, and the tacit 
mandate for teachers to become the primary problem-solvers 
for society and the primary developers of children's self
esteem.

Teachers, in effect, have been cast as the central 
figures in a variety of social pathologies beyond their 
control, such as juvenile crime and violence, drugs, gangs, 
teen pregnancy, dysfunctional families and poverty.
Combined with an increasing emphasis on accountability and 
test scores, teachers today "are pressured to make everyone 
know more, learn faster and be smarter" (Juhasz, 1990). The 
expectations for teachers are for all practical purposes 
unrealistic and impossible to achieve. Consequently, 
teacher job satisfaction is affected and burnout and stress 
persist. Indeed, dissatisfaction and burnout describe one 
of the most pervasive, significant and growing ailments of 
our nation's teachers (McGuire, 1979; Shaw, Bensky & Dixon, 
1981; Cunningham, 1982; Peterson, 1985; Boyer, 1988; Juhasz, 
1990; Lester, 1990; Farber, 1991; Walden, 1993).
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The literature clearly demonstrates that job 

dissatisfaction has the potential to significantly affect 
the well-being of teachers, impair the quality of teachers' 
work, and ultimately affect the quality of education 
students receive and student productivity (Carnegie Task 
Force on Teaching, 1986; Halderson, Kelley, Keefe and Berge, 
1989; Rosenholtz, 1989). Some studies reveal that teachers 
report work as a cause of stress more often than non
teachers (Cox &,Brockley, 1984; Peterson, 1985) and 
exhaustive studies document the consequences of teacher 
burnout and job dissatisfaction -- physical and 
psychological disorders, absenteeism, high turnover, early 
retirement, poor communication, classroom indifference and 
hostility, lack of desire to work with internal and external 
communities, low morale, paranoia and grumbling, and reduced 
student motivation and performance.

The effects of teacher dissatisfaction and burnout are 
reverberating in the effort to attract and retain talented 
teaching candidates, the departure of qualified and 
effective teachers from the classroom and the exhaustion and 
frustration of many current teachers, and are compromising 
effective teaching, student learning and general excellence 
of schools. To ensure classroom environments conducive to 
learning with effective teaching and quality results for
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students, it is necessary to continually address teacher job 
satisfaction, recognize the factors that define it, design 
creative solutions to problems that plague it, and be 
prepared for the repercussions if it is ignored.

Significance of the Study
Teacher job satisfaction has been the topic of 

considerable concern, attention and research since turn-of- 
the-century industrial psychologists proposed that if job 
satisfaction could be improved, job productivity, 
effectiveness and retention would increase. Teacher job 
satisfaction research documents that low job satisfaction 
results in a reticence of qualified candidates to enter the 
teaching profession; inferior teaching productivity and 
performance (most often the result of emotional and mental 
exhaustion, poor morale, absenteeism, and lack of classroom 
planning, teacher clarity and interest in engaging students 
in the learning process); damaged classroom management and 
instruction; and decreased student performance and 
motivation (Ashton and Webb, 1986; Lee, Dedrick and Smith, 
1991).

Cunningham (1983) underscored the importance of a 
quality working environment that provides the best 
opportunity for teacher job satisfaction as a critical
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factor in eliminating teacher burnout and ultimately 
absenteeism, turnover and problems related to the quality of 
teaching. The literature is replete with evidence 
suggesting that teachers who report high levels of job 
satisfaction are more productive and effective, are absent 
less and are less stressed, and remain in their jobs longe'r 
(Ford, 1969; Dunham, 1976; Glaser, 1976; Mills, 1978; Stein 
& Kantor, 1980; Lester, 1990; Walden, 1993); and that job 
dissatisfaction always is associated with a "burned-out" 
teacher, and hence with absenteeism and turnover (Flint,
1982). Nigro (1984) also noted that reports of high morale 
and job satisfaction among teachers are associated with high 
levels of teacher productivity, feelings of importance to 
the achievement of organizational goals and confidence in 
making significant and important contributions to quality 
results in student learning. As Sarason (1982) recognized, 
"If teaching becomes neither terribly interesting nor 
exciting to many teachers, can one expect them to make 
learning interesting or exciting to children?"

With increased demands from legislative bodies and 
taxpayers for tight fiscal management, and with a growing 
body of evidence linking job dissatisfaction to physical and 
psychosomatic illnesses, hindered performance among teachers 
and, most importantly, poor student outcomes, it is
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critically important to ensure a sense of accomplishment 
among educators to maximize human resources and ensure 
improved and quality results in student performance. The 
key to accomplishing this goal is to meticulously explore 
and understand the factors that can influence satisfaction 
and dissatisfaction. With this information and diagnostic 
tools, school leaders and teachers will be equipped to 
mediate problems, set priorities for corrective 
intervention, and establish more satisfying work 
environments. Early detection and appropriate intervention 
would minimize teacher dissatisfaction and the subsequent 
turnover, absenteeism, poor teacher performance and poor 
student outcomes, and ultimately optimize teacher 
productivity and motivation and student performance.
Without early detection and intervention many teachers will 
be trapped in jobs they find dissatisfying and the proof 
will be measured in the high costs of human resources and 
student outcomes.

Schools are responsible for the nature and 
quality of student outcomes. These outcomes are 
influenced by many variables, but the nature of 
the school environment and the nurturing which 
occurs within the school or classroom environment 
are the most important determinants of the quality 
of intended student outcomes (Halderson et al.,
1989, p. 3).
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Statement of the Problem

The purposes of teacher satisfaction research are to 
identify factors that influence job satisfaction, isolate 
the factors that contribute to dissatisfaction, and identify 
intervention strategies to remedy problems. The primary 
goal is to enhance teacher attitudes and ensure maximum 
teacher performance, thereby improving overall 
organizational effectiveness, and ultimately improving 
student performance.

The purpose of this investigation, conducted within one 
high school, is to measure current teacher perceptions of 
job satisfaction, describe the characteristics of teaching 
that affect teachers in satisfying ways, and uncover the 
causal factors that result in dissatisfaction or stress. By 
exploring a single faculty, the extent of satisfaction, 
dissatisfaction, and stress can be determined. In addition, 
the factors that are the most critical in predicting adverse 
outcomes, such as burnout, can be identified. These data 
then can be utilized in an effort to improve teacher work 
environments and ensure data-driven decision-making for 
intervention strategies designed to improve teacher job 
satisfaction and performance.
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Obiectives of This Study

The following questions guided this investigation:
1. What determinants are used to judge and define the

satisfying aspects of teaching in the secondary 
school surveyed?

2. What determinants are used to judge and define the
dissatisfying aspects of teaching in the secondary 
school surveyed?

3. What are the current teacher perceptions of job
satisfaction in the secondary school surveyed?

4. What areas of teacher satisfaction are lower than
desired and should be weighed and addressed when 
making recommendations for interventions designed 
to improve the work environment?

5. What are the primary stressful aspects of teaching
that affect teachers in dysfunctional ways and 
that may promote teacher burnout?
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1. The Teacher Satisfaction Survey of the
Comprehensive Assessment of School Environments, 
developed by the national Task Force on Effective 
School Climate (appointed by the National 
Association of Secondary School Principals in 
1982), is a valid and an accurate measurement of 
teacher satisfaction perceptions.

2. The respondents to the survey utilized in this
study were truthful in reporting their 
perceptions.

3. Participants interviewed were accurate in reporting
information used to augment survey data. 
Interviewer bias was minimized through appropriate 
qualitative research methods.

Assumptions Underlying the Study
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Typical limitations to studies in this area may result 
from methodological reliance on faculty perceptions, 
attitudes, impressions, opinions and other factors. The 
following limitations will be considered and accounted for 
in the interpretation of results.

1. The findings of this study are limited to faculty
from one secondary school in the Southwest and at 
one point in the school year.

2. The sample population does not represent the
variety of environments and personalities in which 
and with whom teachers across the country work. 
Generalizations based on findings described in 
this study are not intended to and should not be 
extrapolated to the general population.

3. The findings are limited to the particular choice
of answers provided by the survey and on the 
survey's nine subscales.

4. The qualitative data gathered through personal
interviews are from a limited group within the 
sample population and are limited in scope.

Limitations of the Study
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Following is a list of term definitions appropriate to 
the text.
Burnout:

Researchers have defined the "burnout syndrome" as a 
state in which mental exhaustion is coupled with 
negative attitudes about clients and the ability to 
accomplish the work (Maslach and Jackson, 1981); and as 
a "progressive loss of idealism, energy, purpose, and 
concern as a result of conditions of work" (Edelwich & 
Brodsky, 1980). Similarly, burnout, as defined by 
Flint, occurs when stress levels become unmanageably 
high and, simultaneously, job satisfaction becomes 
intolerably low...(Flint, 1982, p.7). (The term 
burnout is not used synonymously with job 
dissatisfaction [Maslach & Jackson, 1981].)
It is important to recognize that stress and burnout 
are subjective experiences and exceedingly complex to 
interpret since factors that enter into the burnout 
equation are intricate elements, such as personality, 
environment (and demographics), and degrees of stress 
experienced. Athanasiou, Robinson and Head (1969, p. 
70) maintained that job satisfaction cannot be 
explained exclusively by job knowledge because 
personality factors in association with environmental

Definitions of Terms Used
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factors might be presumed to explain more variations in 
the projection of job satisfaction than they would if 
measured alone.

Nevertheless, the literature describes teachers 
who are dedicated, optimistic, focused, aggressive and 
enthusiastic as the most susceptible to burnout and 
stress because they are passionately involved in their 
work and in reaching their goals (Pines, 1982; Nagy, 
1982). Self-esteem is also an important factor in 
determining who is more prone to burnout. Researchers 
have found that individuals with higher levels of self
esteem are more confident and robust and less likely to 
surrender to stressful conditions and events (Holt, 
Fine, and Tollefson, 1987).

Component Dimensions:
The various dimensions of teacher satisfaction. The 
NASSP Teacher Satisfaction Survey collects data about 
teacher perceptions in nine "component dimensions": 
administration; compensation; opportunities for 
advancement; student responsibility and discipline; 
curriculum and job tasks; co-workers; parents and 
community; school buildings, supplies and maintenance; 
and communication. (Also referred to as "component 
scales" and "subscales.")
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Construct:

The underlying dimension of an idea or concept, the 
trait or characteristic that gives it meaning. The 
component dimensions defined previously are 
"constructs."

Construct Validity:
Concerned with the meaningfulness of a test.

Content Validity:
The extent to which items on an instrument are 
representative of the domains of interest.

Determinant:
An influencing or determining factor; used synonymously 
with "indicator" and "factor" to refer to any one of 
the numerous qualities used to describe satisfaction 
and dissatisfaction or stress.

Directive Questioning:
Interview method that utilizes questions designed to 
elicit a specific piece of information from the
interviewee.



Efficacy:
The power or capacity to achieve desired goals.

Factor Analysis:
A statistical test designed and used to identify the 
basic relationships among sets of test scores. Factor 
analysis confirms the existence of a priori clusters of 
items, allowing the researcher to judge whether the 
measured dimensions of a test are those predicted by 
the theory.

Internal Consistency:
The degree to which each survey question in a scale 
measures the same construct.

Interviewer Bias:
Bias introduced in research when the interviewer 
verbally or nonverbally prejudices participant 
responses.

Non-Directive Questioning:
Interview method that utilizes questions designed to 
prompt the interviewee to discuss a particular general 
area. The questions are more open-ended and do not 
necessarily require the interviewee to provide specific



information or answer with a "yes" or "no" (Spradley, 
1979) .

Psychometric Properties:
Characteristics/attributes of statistical designs used 
to measure psychological factors such as emotions.

Reactivity:
The influence of the researcher on how research 
participants respond. "The problem of reactivity is 
merely one aspect of a more general phenomenon that 
cannot be eradicated: the effects of audience, and
indeed of context generally, on what people say and do" 
(Hammersley and Atkinson, 1983, p. 112).

Reliability:
The consistency or dependability of a behavioral 
measurement.

Satisfaction:
The definition of satisfaction used throughout this 
study is taken from the Comprehensive Assessment of 
School Environments -- "the personal, affective 
response of an individual to a particular situation or

25
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condition in the environment" (Halderson et al., 1989, 
p. 5) .

School Climate;
"The relatively enduring pattern of shared perceptions 
about the characteristics of an organization and its 
members" (Halderson et al., 1989, p. 5).

School Governance:
Decision-making to determine and administer the policy, 
affairs, and procedures of the school. (For the 
purpose of this study, the emphasis is on shared 
decision-making between school administration and 
faculty.)

Self-actualization:
The need for success and to work at one's full ability. 

Temporal Context:
"The host of events that occur before and after the 
action or event under study, and the temporal framework 
in terms of which the people involved locate that 
action or event" (Hammersley and Atkinson, 1983, p.
193) .
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Triancrulation:

Technique used to check validity. Data/inferences from 
one source are checked by data from another source; 
comparison of data relating to the "same phenomenon but 
deriving from different phases of the fieldwork, 
different points in the temporal cycles occurring in 
the setting, or, as in respondent validation, the 
accounts of different participants involved in the 
setting" (Hammersley and Atkinson, 1983, p. 198) .

Validity:
The extent to which an assessment inventory actually 
measures what it purports to measure. Two types of 
validation are relevant to the survey used in this 
study, according to Halderson et al. (1989) -- content
and construct validity.

Organization of Remaining Chapters 
Chapter 2 provides a review of the literature related 

to job satisfaction. Included is an historical overview of 
the major trends in job satisfaction research, a review of 
the determinants believed to influence teacher job 
satisfaction, a review of the effects of dissatisfaction on 
effective schools -- teacher and student performance, the 
well-being of teachers, and the teacher pool.
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Chapter 3 describes the design and research procedures 

used for this study. A description of the quantitative and 
qualitative methods and procedures used, and the procedures 
for analysis of the data are outlined.

Chapter 4 reports the findings and an analysis of the 
research data.

Chapter 5 summarizes the findings and concludes with 
implications and recommendations based on the study results.
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REVIEW OF RELATED LITERATURE
CHAPTER 2

Introduction

One subject frequently explored in effective schools 
research and theses on school reform and improvement is 
teacher job satisfaction. Nearly a century of research 
shows that an indisputable component in building effective 
schools is effective teacher performance and that an 
undeniable influence on teacher performance is teacher job 
satisfaction. The paramount goal of the vast majority of 
studies on job satisfaction and dissatisfaction is to 
understand the constructs that improve and ensure teacher 
satisfaction in order to increase teacher productivity and 
performance, ensure increased overall organizational 
effectiveness and ultimately improve student performance.

This report provides an overview of the major trends in 
teacher satisfaction research, including an examination of 
the major theories of job satisfaction that form the 
foundation of contemporary research, the factors that 
contribute to job satisfaction and a discussion of the 
implications of teacher job satisfaction for effective 
schools. (The overview is interwoven with a review of the 
various factors that are believed to contribute to job



satisfaction, because more recent research measures the 
broad concept of job satisfaction in terms of specific 
constructs.)

30

Fundamental Theories and Determinants 
During the past half century, job satisfaction has been 

the subject of intensive research. In the 1920s, 
researchers identified ergonomics, compensation and the 
complexity of the work environment as important determinants 
of job satisfaction and critical factors in controlling 
worker fatigue and increasing productivity. These early 
ideas resulted in the development of a body of thought known 
as the "Physical-Economic School."

In the 1930s, the "Social School" (also known as the 
"Human Relations School") emerged with its primary 
indicators of job satisfaction identified as quality 
supervisors, cohesive work units, and superior employee 
relations. Other studies conducted in the 1930s also 
recognized the importance of productivity, ergonomics, work 
environment, and quality management.

The first studies of teacher job satisfaction were 
conducted by Hoppock in 1935. Through a comparison of 100 
teachers identified as the most satisfied and 100 determined 
to be the most dissatisfied, Hoppock found six factors of 
job satisfaction among teachers: security, loyalty, social
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and economic status in the group, the reaction of teachers 
to unpleasant situations, job composition, and teachers' 
opinions of others. In addition, Hoppock identified 
"achievement" as a key source of job satisfaction.

A theory, still widely used in research, that 
identifies the factors of job satisfaction and 
dissatisfaction is Maslow's Need Hierarchy Theory (Maslow, 
1954). In 1954, Maslow identified (and ordered into a 
hierarchy) five basic categories of needs. From most to 
least dominant, the needs he identified are: physiological 
needs (life's most basic needs); safety (economic security 
and freedom from emotional and physical danger); positive 
personal relationships; esteem (reward and recognition for 
accomplishments); and self-actualization (need for success 
and working at full ability). Maslow (1954) further 
determined that until the more dominant needs are met, the 
less dominant needs are not fully pursued.

In the late 1950s and early 1960s terminology to 
describe features associated with job satisfaction began to 
emerge -- motivators and hygienes, satisfiers and 
dissatisfiers, intrinsic and extrinsic determinants. In 
1959, the work of Herzberg, Snyderman and Mausner gave way 
to the Motivation-Hygiene Theory (also referred to as the 
"Work Itself School" or "Growth School"). Among the primary 
motivators ("intrinsic factors") of job satisfaction
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identified in this theory are achievement, recognition, 
responsibility, and promotion. But first and foremost,' the 
Herzberg team defined the "job itself" (and the accompanying 
psychological growth from the actual work) as the top 
motivator of job satisfaction. Herzberg et al. (1959)
suggested that true satisfaction on the job only can be 
achieved when workers are afforded enough responsibility and 
decision-making power to allow mental growth (Locke, 1976) . 
The term "hygiene" was used to reference the "extrinsic" 
indicators of job satisfaction. The hygienes, which 
Herzberg notes are separate and distinct from the intrinsic 
factors, were organizational policy and administration, 
supervision, compensation, interpersonal relations, and work 
environment. Herzberg's (1959) notion that the intrinsic 
and extrinsic aspects are separate and distinct is contrary 
to the customary consideration that the satisfiers and 
dissatisfiers are one fundamental measure. (Soliman [1970] 
concluded that if the environment is able to fulfill the 
employee's needs, the hygienes are less important factors in 
determining job satisfaction than the motivators; if the 
environment fails to fulfill the needs, then the reverse is 
true.)

A primary and enduring contribution to the study of job 
satisfaction rests in Herzberg's principle of "psychological 
growth," achieved through the actual mental (and physical)
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effort involved in the work, as a precursor to satisfaction. 
This principle is exceedingly important because it serves as 
the foundation for other theories that further stress 
intellectual challenge as a key component to job 
satisfaction. For example, studies conducted by Vroom 
(1964) and Locke (1965) determined that success in 
fulfilling job responsibilities at predetermined standards 
is a critical indicator of satisfaction and that meeting 
challenging assignments results in "professional" progress 
and ultimately work enjoyment. Locke (1969) took this one 
step further and found that job satisfaction also is 
dependent on the level of "personal" enjoyment attained from 
the task and whether the work is considered important and 
meaningful by the individual. (Locke [1976] correlated 
"boredom" on the job with insufficient opportunity to fully 
exercise one's abilities, energy and resources.
Additionally, Locke [1976] correlated "frustration" and an 
"inability to cope" with the job if too great an 
intellectual challenge is presented.) An additional theory 
of job satisfaction is Vroom's (1964) Expectancy Theory, 
which suggests the inclination to behave in a particular way 
is dependent on the probability ("expectancy") that the 
behavior will result in a predetermined outcome and on the 
importance of the outcome to the worker (Lawler, 1971).
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The factors that define job satisfaction continue as a 

major theme in the literature. Research on teacher 
satisfaction has been divided by some researchers into the 
study of "job satisfaction" and "facet satisfaction" 
(Holdaway, 1978) . "Job satisfaction," defined as the 
attitude about the job in general"facet satisfaction, " 
defined as the attitude toward one facet of a job, such as 
compensation, supervision, environment, and collegial 
relationships (Lawler, 1973; Locke, 1976). According to 
Holdaway (1978), facet satisfaction determines job 
satisfaction. This section reviews the findings of research 
on the determinants and specific constructs of job 
satisfaction that often are studied and discussed in the 
literature.

From Blum's (1961) work, "security" (financial and job 
security/opportunity for tenure) most often was identified 
by subjects as a major consideration in job choice and 
satisfaction. Individuals motivated by these determinants 
choose positions more likely to ensure attainment of them. 
Those who considered "security" a low priority instead 
specified opportunities for promotion, fulfillment, reward 
and recognition and job assignment as primary motivators.

Wernimont (1966) found factors that closely mirror 
Herzberg's findings as significant considerations in 
determining satisfaction, including the actual work,
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accomplishment and responsibility. Factors indicating 
dissatisfaction included little or no opportunity for 
promotion and acknowledgment. In studies conducted the 
following year by Dunnette, Campbell and Hakel (1967), 
Wernimont's indicators (accomplishment, responsibility, 
advancement, recognition) were not recognized as separate 
satisfiers and dissatisfiers but were identified with both 
satisfaction and dissatisfaction. In a study of teacher job 
satisfaction, Sergiovanni (1967) concluded that educators 
identified achievement, recognition and responsibility as 
indicators of job satisfaction. Herzberg's theme surfaced 
again with Sergiovanni's findings specifically noting "work 
itself" as a determinant of satisfaction.

In 1971, Goughian generated a measurement tool to 
appraise faculty attitudes toward specified job features.
The instrument measured satisfaction and dissatisfaction 
with administration, workload, material and equipment, 
buildings and facilities, faculty-principal relations, 
interactions with colleagues, community relations, 
curriculum, student development, performance evaluation, 
financial independence and professional independence.

Katzell and Yankelovich (1975) explored tactics for 
improving job satisfaction, finding that increasing 
compensation, ensuring workers have opportunities to use 
their skills, providing supportive supervision and



36
compatible work groups, providing opportunities for 
promotion, sharing in decision-making, and empowering 
workers to improve working conditions are factors that 
improve job satisfaction. Cox (1977) found that sources of 
teacher dissatisfaction can be grouped into five areas: 
work environment, training and career development, intrinsic 
factors (class size, student behavior, resources and 
equipment, teaching freedom), school organization 
(management and participation in school governance), school 
and community relations. Brockley (1978) also associated 
teacher dissatisfaction with student behavior.

In a study of university-level faculty, Kaufman and 
Buffer (1978) found promotion, tenure, salary, job security, 
medical and retirement benefits, administrative supervision 
and professional relationships with other faculty to be 
major determinants of job satisfaction. Andrisani (1978) 
maintained that "work itself" and the opportunity for 
promotion and to gain responsibility and knowledge were 
stronger determinants of job satisfaction than job security, 
medical and retirement benefits, salary, environment and 
professional relationships. In contrast, collegiality has 
been cited as a strong determinant of job satisfaction in 
numerous studies (Cruickshank, 1980; Erlandson and Pastor, 
1981; Farber and Miller, 1982; Rosenholtz and Kyle, 1984; 
Malen, Murphy and Hart, 1987; Erase and Sorenson, 1992).
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Brophy and Evertson (1981) stressed that the 

"expectations" teachers have for their pupils in instruction 
and behavior are fundamental predictors of job satisfaction. 
The researchers noted that when managing difficult students, 
teachers tend to concentrate on discipline rather than 
instruction, which lowers their sense of success. Also, 
McNeil (1986) suggested flexibility to control the classroom 
and exercise classroom discipline are important goals for 
teachers "and help determine satisfaction levels. Teachers 
who have control of the classroom and discipline are able to 
control instruction and curriculum. As a result, they feel 
less hindered and more effective and satisfied (Metz, 1978) . 
Farber (1984) reported that a determinant of teacher 
dissatisfaction is the feeling that they have not been 
adequately equipped to manage the stresses of teaching.

In nationwide studies conducted for the National ■ 
Education Association, teachers cited as sources of 
dissatisfaction: inadequate time for instructional planning
and advising students, concerns with vague expectations of 
supervisors, antiquated equipment and facilities, an 
inordinant volume of paperwork, weak training programs, low 
salaries and lack of involvement in decision-making 
(Bacharach, 1986). A Freed and Ketchem (1987) study showed 
that the average public school teacher reported about eight



hours a week for paperwork, less than half of which was 
completed during regular hours.

In one of several studies conducted for the 
Metropolitan Life Insurance Company (Harris, Kagay and Ross, 
1987) , a nationally representative sample of elementary and 
secondary school teachers reported high levels of 
satisfaction with collegial relationships and mastery of 
skills, concern for the student and overall quality of 
education. Sources of dissatisfaction included physical 
resources, parental involvement and support, preparation of 
students for the workforce, student motivation and 
effectiveness of the governing board. A 1987 study 
identified the quality of teachers' relationships with 
students and parents, and student preparation as strong 
determinants of satisfaction (Mitchell, Ortiz and Mitchell, 
1987); Menlo (1986) also reported good student-teacher 
relationships as important to job satisfaction (for high 
school teachers particularly).

Lee, Dedrick and Smith (1991) found the major source of 
teacher satisfaction is found within the classroom 
(intrinsic factors), specifically the students' levels of 
ability and teacher control of the classroom environment. 
Although teacher unions constantly lobby for increased pay 
and smaller faculty-student ratios as a means to improve 
satisfaction and retention among teachers, evidence suggests

38
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that "fostering cooperative environments and allowing 
teachers reasonable autonomy in their classroom practices 
are more likely to foster the efficacy and satisfaction of 
teachers" (Lee et al., 1991, p. 205). These findings are 
consistent with the results from a survey conducted by 
Squires (1992) that showed a relationship between teacher 
satisfaction and cooperative, satisfying professional 
relationships. This study also identified enthusiastic 
students who are excited about learning as a primary source 
of teacher satisfaction.

Strong determinants of job satisfaction in a recent 
study conducted by Prase and Sorenson (1992) are regular • 
feedback and administrative support, autonomy with 
"collegial interaction," and shared decision-making. This 
study identified "isolation" from colleagues as a major 
dissatisfier. A study by Sweeney (1993) documented strong 
correlations between job satisfaction and student respect, 
participation in school decision-making and implementation, 
and parent support. (This study, designed to determine the 
overall level of teacher job satisfaction in 23 high schools 
and assess any change in the satisfaction level over a 
decade, found that teacher "desire for job satisfaction and 
level of job satisfaction" were the same in 1990 as reported 
in 1980 -- despite school reform projects and other 
changes.)
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School Governance
Although far from being new determinants, several 

factors of teacher job satisfaction gained added prominence 
through extensive research since the 1970s. Curriculum 
control, policy development, professional autonomy and a 
role in the school governance process have been identified 
as powerful predictors of faculty satisfaction (Sweeney, 
1981).

The literature indicates that the faculty role in 
school decision-making is an especially important ingredient 
in job satisfaction. Many noted researchers maintain if 
teachers are allowed to participate in cooperative decision
making, they are more content in their jobs and more 
productive and motivated. Emrick and Peterson (1978) 
documented evidence that participation in decision-making 
(in and beyond the classroom) enhances job satisfaction; the 
Carnegie Task Force on Teaching as a Profession (1986) 
suggested that empowering teachers would attract superior 
candidates to the profession; and Maeroff (1988) concluded 
that a role in school decision-making would contribute 
to a more robust commitment to teaching and a sense of 
collegiality for current teachers.

Teachers may be involved in advisory groups (or other 
committees designed to influence or develop policy) but

Specific Constructs
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resulting decisions and recommendations may be ignored, 
overridden or never implemented. The literature notes that 
such disregard leads to teacher frustration and 
dissatisfaction (Duke, Showers, and Imber, 1981).

Rogus and Shaw (1984) suggest that faculty involvement 
is critical for individual and institutional growth and is 
an essential ingredient in developing a "collaborative 
trust." These authors further note that a method to 
intensify organizational and individual growth is to include 
staff in decision-making (especially in areas directly 
applicable to them).

Schneider (1984) explored the link between the 
decision-making process and job satisfaction in an analysis 
of secondary (including middle and junior high) teachers' 
authority in school governance and concluded that as 
teachers' perceived levels of involvement (in decision
making) increase, increased job satisfaction results. 
Champions of participative school governance advanced the 
"domino" view that student achievement will improve 
indirectly with increased teacher participation in decision
making because teachers' involvement in the decision process 
results in improved productivity, effectiveness and job 
satisfaction (Conway, 1984). Milstein and Golaszewski 
(1985) also advised that teachers' involvement in decisions 
that affect their jobs and teaching would enhance teaching
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efficiency and effectiveness. Connolly and Sanders (1986) 
concluded that elementary and high school teachers should 
have more input into decisions about curricular issues.

Data from research by Imber and Duke (1985) indicated 
that the highest levels of satisfaction are derived when 
teachers are involved from the start in all stages of the 
decision-making process. Conversely, Imber, Neidt and Reyes 
(1990) found higher satisfaction levels associated with 
teachers involved later in the process and attributed this 
to time and work savings; the respondents also viewed 
anything that detracts from teaching time as a source of 
dissatisfaction.

Educational reform leaders have argued that to achieve 
higher levels of teacher job satisfaction, and to raise the 
status of teachers, teachers need more involvement in policy

i
development and in decisions that affect their classrooms 
(Maeroff, 1988). This finding was underscored with further 
evidence that teachers who expect to be involved in school 
governance, but are deprived of participation, report more 
dissatisfaction (Bacharach, Bamberger, and Conley, 1990; 
Bacharach, Bauer and Conley, 1986). The Carnegie Council on 
Adolescent Development (1990, p. 17) also noted the 
importance of cooperative decision-making and stated that 
"for students, the sense of adults pulling together...has 
improved student involvement in learning." In addition, the



Council (1990, p . 18) explained that effective school 
management requires staff participation in decision-making 
and that shared decision-making can "promote trust, respect 
and a community of purpose essential for learning."

Walden (1993) noted that schools with rigid regulations 
and centralized decision-making are not conducive to 
encouraging performance by teachers, and increasing teacher 
professionalism requires providing opportunities to 
participate in "important" decisions. Sweeney (1993) also 
found a strong correlation among job satisfaction, teacher 
involvement in school governance and the extent to which 
their decisions actually are implemented. Sweeney concluded 
that teachers place more value on what happens to their 
recommendations than their participation in the process.
This has significant implications for school administrators: 
teachers place little value on perfunctory participation; 
they want to see the decisions they recommend come to 
fruition.

Although the findings of some studies on correlation 
between job satisfaction and teacher participation in 
decision-making are inconclusive, many document a strong 
positive relationship. A plausible explanation for the 
inconclusive nature of studies on teacher involvement in the 
decision-making process may be the measurement complexity 
and ambiguity of variables such as perceived influences,
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perceived participation, effect of decisions, and varying 
definitions and levels of 11 involvement. " Other moderating 
variables cited in the literature thought to explain 
inconclusiveness are leadership style, school size, 
organizational structure and personality of participants 
(Knoop, 1981; Lipham, 1981; Lortie, 1986).

Administration/Collecrial Relationships
Supervision, like school governance, is a recurring 

source of satisfaction and dissatisfaction identified 
throughout the literature. Slocum and Misshauk (1970) 
documented a distinct association between teacher job 
satisfaction and supervision/administration. House, Filley 
and Gujarati (1971) found "supervision" related to job 
satisfaction on eleven of sixteen gauges of job 
satisfaction. Thompson (1971) found high levels of 
satisfaction in relation to supportive and nurturing 
supervision. Locke (1976) found "management" consistently 
mentioned as a force in determining job satisfaction and 
that supervisors who are defined as "considerate" and 
"employee centered" are of utmost importance to the 
workforce. Attributes used to describe "employee-centered" 
supervision included congenial, complimentary, patient and 
compassionate, having the ability to listen and a genuine



45
concern for the individual. (Vroom [1964] also correlated 
high job satisfaction levels to "considerate" supervisors.)

Fundamental to teacher satisfaction with supervision is 
the element of communication: the amount and quality of
communication teachers have with administration and each 
other. Bridges and Hallinan (1978), Forsyth and Hoy (1978) , 
Little (1982), Rutter (1986) and Rosenholtz (1989) all found 
communication, as described above, strongly and positively 
correlated to the overall level of teacher satisfaction.
The researchers also noted the implications of 
supervisor/teacher communication go beyond teacher 
satisfaction to a positive contribution to school 
effectiveness.

The impact of institutional policies and applications 
on job satisfaction and dissatisfaction also is related to 
supervision (Herzberg, Mauser, Peterson and Capwell, 1957). 
The institution (or employer) has as much, or possibly more, 
control over job structure, assignment, promotion policies, 
decision-making, physical environment and salary than line 
supervisors (Dunnette, Campbell and Hakel, 1967) . The 
findings of Clarke, Gerrity, Laverdiere and Johns (1985) 
found that younger teachers report higher job satisfaction 
with supervision and attribute this to younger teachers' 
(under age 30) willingness to be supervised in order to 
receive direction and positive reinforcement. Their
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findings also note that teachers between the ages of 31 and 
50 appear less satisfied, are more cynical and more likely 
to experiment and question administrative actions (possibly 
because of tenure security). Job satisfaction levels 
increased in this study's sample group of teachers over the 
age of 50: as retirement nears they become more 
accommodating, according to the researchers.

Teachers' sense of their capacity to be effective is 
correlated to teacher evaluation measures and 
superintendents' ratings of teacher competence (Trentham, 
Silvern and Brogdon, 1985). Teachers who anticipate success 
have positive and loyal attitudes about the school 
organization and will have an optimistic view of teaching 
(Woolfoik and Hoy, 1990) . Walden (1993) emphasized the 
importance of developing administrator-teacher trust to 
eliminate tensions that eventually damage the learning 
environment. (Cichon and Koff [1978] found that tension 
between administration and faculty is a serious source of 
stress and dissatisfaction for teachers.)

Menlo (1986) reported poor relationships with 
administrators result in job ambiguity, conflict and stress 
and job dissatisfaction. Also important are findings that 
professional identity depends on personal development and 
professional socialization and that supervisors are 
responsible for them (Nias, 1986). Juhasz (1990) also
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stressed the connection between job satisfaction and 
supervisors who create opportunity for development of 
teachers' self-image and self-identity. And Prase and 
Sorenson (1992) emphasized that principals play a key role 
in assessing job satisfaction and providing necessary 
feedback and opportunities for faculty growth.

Compensation
Efforts since the early 1960s to correlate teacher job 

satisfaction with pay have produced ambiguous results.
Smith and Kendall (1963) and Lawler and Porter (1963) found 
salary to be a strong determinant of job satisfaction. A 
study by Redeffer (1964), however, indicated faculty morale 
is affected more by "personnel policies and practices" than 
by compensation. Opsahl and Dunnette (1966) determined that 
higher pay was dependent on job responsibility and 
experience (both of which influence satisfaction levels) and 
that respondents gave "pay" a low ranking on a list of 
satisfying aspects and high on a list of job dissatisfiers. 
Workers in a Hilgert (1971) study identified pay as the 
least important determinant of job satisfaction.

Lawler (1971) found that age, gender, rank and 
experience, performance, education level and payment method 
are correlated with satisfaction with pay. Lawler also 
contrasted two theories: discrepancy theory, which holds
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that pay satisfaction is dependent on the discrepancy 
between acquired pay and the level at which pay is valued; 
and equity theory, which states that satisfaction with pay 
is dependent on actual pay in relation to the worker's 
perception of productivity of colleagues in similar 
positions.

Clarke et al. (1985) found abundant support for the
notion that teachers under age 30 report higher levels of 
satisfaction with pay because they enter the field knowing 
that salaries are low and are more focused on the other 
"rewards" from teaching. Teachers between the ages of 31 
and 50 are less satisfied because they enter the 
"sacrificing years"; pay satisfaction increases for teachers 
nearing retirement as the sacrificing years end and fringe 
benefits (medical coverage, etc.) provide retirement 
security.

Another study conducted for the Metropolitan Life 
Insurance Company (Harris, 1985) found that pay was the 
primary reason teachers leave the profession. Menlo (1986) 
and Jolley (1986) found low salaries harm teachers' self
esteem and lower job satisfaction. A 1986 survey of 
elementary and secondary teachers in 20 states found that 
although a majority of respondents reported dissatisfaction 
with pay, they were most satisfied with the opportunity to 
learn and grow psychologically and work with children and
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youth (Feistritzer, 1986). Similarly, Lee, Dedrick and 
Smith (1991) found teacher satisfaction unrelated to pay but 
strongly and positively related to student learning and 
control of classroom activities.

The most recent Harris survey conducted for 
Metropolitan Life Insurance Company and the non-profit 
Education Commission of the States found teachers more 
satisfied with their jobs in 1995 than a decade ago (Harris, 
1995). One possible reason, according to results, is that 
teachers are almost twice as likely now than they were in 
1985 to indicate satisfaction with compensation.

Advancement Opportunities/Recognition
Lawler (1971) also noted a correlation with pay and the 

desire for advancement and promotion. He determined that 
the primary motivation for promotion is the desire for 
increased compensation and prestige, and psychological 
growth, and is viewed as appropriate recognition for 
achievement. Recognition (reward, appreciation and credit) 
is considered an important and often-reported 
satisfier/dissatisfier. Nearly all workers rank approval 
and appreciation for their efforts, particularly from 
internal sources such as management and administration, as a 
major influence on self-respect and motivation for 
productivity (Locke, 1973).
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Additional studies that link job responsibility, 

opportunity for promotion, reward and recognition, the work 
unit, performance, supervision, and work environment to job 
satisfaction were reported by Chung (1972). Clarke et al. 
(1985) reported lack of promotion opportunities as a source 
of job dissatisfaction in a group of teachers. A possible 
explanation, according to the researchers, rests in the 
realization that advancement opportunities are limited in 
education. Milstein and Golaszewski (1985) , Menlo (1986) 
and Jolley (1986) all found that the lack of promotion 
opportunities was a source of job dissatisfaction and added 
to the lack of eminence in the teaching profession

The 1995 Harris survey conducted for the Metropolitan 
Life Insurance Company and the Education Commission of the 
States found that teachers today indicate higher levels of 
satisfaction than 10 years ago. The finding was partly 
attributed to better satisfaction with pay, as noted, and to 
feelings they were acknowledged for outstanding performance 
(Harris, 1995) .
Acre

Understanding the influence of age on job satisfaction 
is important. Producing teacher development programs 
sensitive to specific age groups can result in designs that 
maximize motivation and productivity and ultimately improve 
job satisfaction.
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The correlation of age to job satisfaction has been 

found through a variety of studies and several explanations 
for the relationship have been offered. Bernberg (1954) and 
Gibson and Klein (1970) studied job satisfaction and 
chronological age (while controlling length of service) and 
found a strong correlation; findings reported by Hulin and 
Smith (1965) and Hunt and Saul (1975) also support a 
positive correlation between age and job satisfaction.

Herzberg et al. (1957) theorized that dissatisfaction
among young workers may result when optimistic and 
enthusiastic expectations are not fulfilled. Attitudes of 
older, more experienced workers may be more positive because 
their ambitions, goals and expectations are more realistic. 
According to Glenn, Taylor and Weaver (1977) , an increase in 
job satisfaction in association with an increase in age may 
be due to an increase in responsibility, prestige, pay and 
independence, and a higher level of education. Glenn et al. 
(1977) noted a possible correlation between the education 
factor and job dissatisfaction, pointing out that as 
education levels increase, expectations rise and mundane 
duties are viewed negatively. Clarke et al. (1985) found as
chronological age and number of years in teaching increase, 
teachers become more satisfied (dispelling the common notion 
that with years of experience teachers become disenchanted
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and bored). This further emphasizes earlier research that 
showed older teachers report higher levels of job 
satisfaction than younger counterparts (Sweeney, 1982; 
Garskof, 1884).

Just as Erikson (1968) and Herzberg et al. (1959) found
that teachers between the ages of 35 and 44 have the 
greatest needs, because they are in a period of life laden 
with major life decisions and transitions (buying a home, 
sending children to college, etc.), Clarke et al. (1985)
documented that teachers in the 31-to-50 age group are in a 
high money-demand period of life (supporting a family, 
etc.). The Clarke study attributes teacher dissatisfaction 
in this age group to a decline in satisfaction with pay. 
Similar findings were confirmed in a Sweeney (1993) study 
that cited the need for particular attention to staff 
development programs for teachers in the same general age 
group because they demonstrate dramatic social needs that 
underscore the potential for burnout and decreased job 
satisfaction.

In a recent study of high school physical education 
teachers, age was not identified as a significant factor in 
job satisfaction (Green-Reese, Johnson, Campbell, 1991) .
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Stress and Burnout

Since the first studies on dissatisfaction and burnout, 
continuing attention has been given to the examination of 
occupational stress of school teachers, particularly the 
sources of stress and potential effects. The research 
repeatedly documents that teacher job stress affects teacher 
satisfaction in varying degrees and for some individuals is 
a primary cause of teacher burnout (Boyer, 1983; Goodlad, 
1984; Sizer, 1984). Researchers have noted that the chronic 
symptoms and causal factors of teacher burnout must be 
identified and understood within the school organization 
before intervention strategies to reduce or eliminate job 
dissatisfaction and the accompanying maladies can be 
designed and implemented.

Specifically, financial hardship in students' homes has 
been correlated positively to teacher anxiety, as has 
understanding student ability and evaluating teacher 
performance in relation to student progress (Parsons and 
Fuller, 1972). And Pratt (1978) identified five areas that 
correlate with stress, job dissatisfaction and burnout: the
general inability to handle the problems associated with 
teaching, troublesome and uncooperative students, aggressive 
students, student learning and collegial relationships. 
Isolation from colleagues and other adults also has been 
identified as a cause of stress (Lortie, 1975) . Lortie
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found that this isolation contributed to feelings of a lack 
of professional and emotional support and increased 
loneliness.

In a landmark study, Coates and Thoresen (1976) found 
that teachers consistently equate unreasonable time demands 
and pressures, discipline and control of challenging 
students, interruptions, high student-to-teacher ratios, 
financial constraints and a lack of resources with stress 
and dissatisfaction. Additional causes of high stress 
include physical and psychological threats from "real or 
potential student violence, assault, harassment, property 
damage, theft and general attack (Block, 1977). Other 
sources of stress, reported by teachers in a 1978 Landsmann 
study, are large class sizes, substandard teaching 
materials, discipline problems, public pressure and 
inflexible daily schedules. The study also emphasized that 
pressure from the forced role of teachers as the primary 
problem-solvers of society's ills is a major source of 
stress.

Vaurus (1978) correlated the lack of teacher 
participation in school governance to teacher stress; 
Kyriacou and Sutcliffe (1978) found four contributors of 
stress reported by teachers: student conduct and
discipline, substandard working conditions, poor school 
climate and time pressures. Cook (1979) found ineffective
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school administration, lack of administrative support, lack 
of participation in school governance, little 
opportunity for interaction with other adults and lack of 
personal growth opportunities as sources of teacher stress.

"Role strain" and "status" were identified as important 
considerations in teacher stress by Bredemeier (1979).
"Role strain" is defined as having job demands that cannot 
be met through the allotted energy, time or resources. 
Bredemeier noted that teachers not only are stressed by 
student demands , in the classroom, but by school demands as 
well -- extracurricular duties, paperwork, committee 
obligations, planning, preparation of materials, meetings, 
graduate work, parenting assistance and daily duties, such 
as hall monitoring. The "status" factor entails stress 
associated with teachers' disillusionment with the 
profession and the comparison of teaching with other 
professions. Through Bredemeier's research other 
causes of dissatisfaction and burnout also were cited 
lack of job mobility, layoffs, public attitudes about 
education and indifferent students.

Also, Spanoil and Caputo (1979) found teachers 
reporting many of the same sources of dissatisfaction that 
cause burnout. These included lack of administrative 
leadership, support, positive feedback, and information 
sharing; little opportunity to personalize surroundings;
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poor and limited resources and equipment; inadequate time to 
complete job assignments; inadequate faculty development and 
inservice activities; lack of reward and recognition 
programs; and lack of opportunity for advancement.

Dedrick, Hawkes and Smith (1981) uncovered several 
stressful conditions associated with the teaching 
profession, including apathetic and disinterested students, 
daily interruptions, insufficient time, non-teaching-related 
tasks (hall duty, bus duty, etc.), and anything that hinders 
teaching. Farber and Miller (1982) identified isolation and 
the lack of collegial interactions as sources of stress and 
dissatisfaction. Similarly, studies by Fibkins (1983) and 
lanni and Reuss-Ianni (1983) found a lack of organizational 
leadership and support and responsiveness to teacher 
pressures a significant contributor to teacher stress and 
burnout. An investigation by Nigro (1984) found that 
limited decision-making, poor internal communication and 
lack of trust caused stress and negativism in the working 
environment.

Sutton (1984) identified student discipline as the 
number-one stressor and highest correlate with job 
dissatisfaction. In a 1985 survey, Milstein and Golaszewski 
also found that persistently disruptive students and 
discipline problems are major sources of teacher stress. In 
addition, these researchers identified facilities, lack of
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parental support and pressure to solve society's afflictions 
as standard concerns for teachers. They also documented 
that stress is directly linked to unclear roles in the 
organization, lack of input and conflict with authority.

Wangberg (1984) included the impact of budget 
reductions, fewer support services for teachers, unwanted 
job changes, involuntary transfers and teaching classes one 
does not want or is not prepared to teach as sources of 
stress. Jolley (1986) found sources of stress similar to 
earlier research findings, specifically, inadequate time and 
inordinant amounts of clerical work.

Administrators also appear to be a predominant cause of 
stress for teachers. Specifically noted in the literature 
are principals who are generally inept, insensitive, 
unwilling to encourage and allow cooperative school 
management, or slow to provide positive feedback. Also, 
principals who are inflexible, unsupportive and dictatorial 
(Adams, 1988; Hanchey, 1987; Jackson, Schwab and Schuler, 
1986).

Parents also have been identified as major causes of 
stress (Gallup 1984 and 1.988) ; and Reese-Green, Johnson and 
Campbell (1991) found that the size of schools, particularly 
high schools with more than 1,500 students, has an adverse 
effect on teacher satisfaction and stress.
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Parents

Although polls (Gallup, 1984 and 1988) show that 
educators view a lack of parental support and interest as a 
major problem in achieving effective schools, they also view 
parental involvement as a significant source of stress.
Lack of parental support was cited as a problem by 90 
percent of the teachers surveyed in a Carnegie Foundation 
study (1988) and has been identified as a contributor to 
teacher burnout (Westin, 1981) and a determinant of job 
satisfaction (Sweeney, 1993).

Many benefits from parent involvement specifically 
related to teachers and teaching also have been documented 
through several studies. Results from a survey for the 
Metropolitan Life Insurance Company (Harris, 1987) 
identified more effective teaching, higher levels of teacher 
job satisfaction and improved and better attitudes toward 
teachers and administrators as benefits of parent 
participation. Epstein and Dauber (1988) found that 
parental involvement results in more positive teacher 
attitudes toward teaching; and Epstein (1987) concluded that 
establishing working relationships with parents raised 
teachers' appreciation of parents as valuable members of the 
teaching team.
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A dramatic impediment to successful teacher/parent 

partnerships appears to be a lack of understanding, effort 
and communication between the two groups, as well as tension 
rooted in a tradition of sometimes blaming each other for 
lack of student achievement. Dauber and Epstein (1989) 
provide some of the documentation: teachers in urban schools 
reported parents as uninvolved in education and uninterested 
in being involved. Parents from the same schools reported 
they were involved but that teachers needed to provide 
better details about how to help their children. Fisher 
(1994, p. 72) notes that "schools have been reluctant to 
make parents partners. In the same vein, parents have not 
been especially inclined to volunteer."

Apparently, parents either are not involved or are 
involved too much (Farber, 1991) . Farber defines "not 
involved" parents as those who are not available because of 
careers, other children, etc.; those who are incapable 
because of health issues, drug usage, etc; those who just 
have no interest; and those who have "washed their hands of 
behavior they themselves have had little or no success in 
controlling" (Farber, 1991, p.57). Farber also cites 
parents who "insist, often quite angrily, that their 
children's 'problems' are directly attributable to teacher 
incompetence or inexperience or vindictiveness or racism and 
that they (the parents) are entirely blameless and hence
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will have nothing further to do with the issue" (Farber,
1991, p . 57). Farber defines the "too involved" category as 
those who have decided the school is inadequate, that 
teachers and administrators are incompetent and that the 
only way good education is possible is through constant 
oversight. Interestingly, research shows if teachers 
emphasize and demonstrate that parents are valued partners 
in education and necessary to successful student 
performance, parents consider those teachers more competent 
and effective (Epstein, 1990).

According to Henderson, Marburger and Ooms (1994) 
parents complain about teachers and teachers complain about 
parents. Teachers protest that parents are short on 
discipline and fail to support and continue educational 
instruction at home. Parents criticize teachers for failing 
to make an effort to understand children, for guarding their 
turf, not caring, and for being elusive. When criticized by 
parents and the public, teachers begin to feel exposed, 
defensive, apprehensive, insecure and that their authority 
is undermined. A contentious relationship between parents 
and teachers then results in the loss of focus on 
instruction and learning. Eliminating this tension is 
imperative because research shows that teachers who are 
comfortable and secure as a part of the school environment
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are more likely to be more willing to establish and maintain 
communications with parents (Coulombe, 1995).

In a survey of 1,000 parents for the Metropolitan Life 
Insurance Company in 1994, results, showed one-third of 
parents report most of their contemporaries have a lack of 
respect for teachers. The general public, in a 1994 survey 
for the Public Agenda Foundation, ranked parents highest in 
a study designed to determine who the public trusts most to 
make decisions about schools. Teachers ranked second; 
principals and local school boards, third. Some educators 
maintain although they support parental involvement, 
professionals need to make decisions regarding curricular 
issues, instruction and other school issues (Odland, 1994). 
These findings underscore the dichotomy among parent-public- 
educator views of the parents' role in education.

Other research indicates teachers see parent 
involvement as a passive, more traditional process, rather 
than the more recently defined "active" role. In a twenty- 
nine- state study of elementary and high school teachers, 
activities "outside the classroom" were identified as ways 
parents could get involved: 76 percent of the teachers
mentioned attending conferences, 6.7 percent identified 
helping with homework and 65 percent identified giving 
positive reinforcement at home (Nathan and Radcliffe, 1994).
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Very few teachers recommended more active means of 
involvement such as those currently advocated throughout the 
country.

According to Epstein (1991) and Zeldin (1990), however, 
successful programs that actively involve parents in and 
outside the school and at home make teachers' jobs easier 
and improve teachers' effectiveness. A logical conclusion 
from these findings is that a zealous approach to parental 
involvement on the part of educators (versus a restrained 
approach) is more beneficial to parents and students, as 
well as teachers. Perhaps the subdued approach to parental 
involvement is the root cause of tension for teachers, 
contributing to teacher stress and poor job satisfaction 
regarding parents.

Gender
Until 1977, according to data collected by the National 

Opinion Research Center's General Social Survey, no 
consistent variation in job satisfaction was reported by men 
and women [Weaver, 1977] . Data from a 1981 study of 
secondary school teachers were congruent -- no indication 
that teachers' satisfaction was related to gender [Sweeney, 
1981]. And a 1993 Sweeney study also showed that gender 
appeared to be an insignificant determinant of job 
satisfaction.
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Implications for Effective Schools 
The literature documents numerous reasons to give 

careful consideration to teacher job satisfaction in 
education. In an emotionally charged and multi-faceted 
organization such as a school, teacher attitudes are of 
major importance to student performance and success, as well 
as the overall operations and effectiveness of the 
institution. Findings demonstrate the quality of teaching 
and success of the school, and ultimately the students, is 
dependent on the productivity and performance of faculty. 
Researchers have concluded uniformly that job productivity 
and performance are influenced by job satisfaction. "School 
learning climate," according to effective schools research, 
is characterized by the "level of satisfaction in the school 
or classroom (e.g ., morale, trust, cooperation)...and is 
related to productivity (commitment to achievement of goals 
and to student engagement in academic tasks)" (Lezotte,
1984, p. 53). The effects of job dissatisfaction on 
teachers' performance, the well-being of teachers and the 
pool of teachers is discussed in the following sections.
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Effects of Job Dissatisfaction on Teachers' Performance

The primary purpose of schools is the 
attainment of successful student outcomes. The 
principal outcomes are student satisfaction and 
student productivity. All conditions or effects, 
even those of high interest such as employee job 
satisfaction or morale, are secondary. They have 
importance insofar as they influence the quality 
of student satisfaction and productivity in any 
specific school environment (Haiderson, Kelley, 
Keefe and Berge, 1989, p. 2).

Early studies began to document the need to examine the 
effects of job satisfaction or dissatisfaction on 
performance and productivity. Researchers noted that 
satisfied workers achieved better results, were physically 
and emotionally healthier, had better attendance and longer 
tenure. And Katzell (1964) documented a direct relationship 
between job productivity and job satisfaction.

Job dissatisfaction results in the diminishing 
competence to perform one's job, according to Cunningham 
(1982), and is caused by emotional demands that have a 
detrimental effect on attitudes and behaviors. Maslach 
(1976) and Freudenberger (1977) also found these demands 
impede the capability to perform one's job and that the 
quality of services provided declines seriously. Farber 
(1991) also notes that the most significant impact of 
teacher stress and burnout will be to the teaching process.
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McLean (1970) associated teacher job dissatisfaction 

and burnout with an unwillingness to change and try new 
activities and teaching strategies. Nicholls (1975) found a 
positive correlation between teacher stress/anxiety and 
teachers who are overbearing, dictatorial and who allow 
little student participation in the classroom. Similarly, 
Freudenberger (1977) found that stressed teachers tend to be 
uncompromising and loath to change. Metz (1978) noted that 
teachers who lack control over the classroom feel 
frustrated, stressed and ineffective and become unable to 
make decisions about classroom operations. Other studies 
link teacher occupational dissatisfaction to poor classroom 
communications, classroom indifference and hostility, 
reduced student motivation and performance, paranoia and 
grumbling, absenteeism from the classroom, early retirement 
and turnover (Argyris, 1964; Bennis, 1969; Beckhard, 1969; 
Levinson, 1970; French and Bell, 1973; Schmuck, Runhel, 
Arends and Arends, 1977; Cox, Thirlaway, Cox and Gotts,
1983) .

Maslach (1977) established that job dissatisfaction and 
burnout come at a high cost for the individual and the 
organization. As professionals become stressed, they spend 
less time focused on work, have a reduced sense of 
responsibility and are apt to distance themselves from those 
they serve. Further, a Reed (1979) study, found that
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dissatisfaction and burnout affect those in the worker's 
care, as well as colleagues and supervisors, and are 
associated with cynicism and negativism in the classroom and 
inside and outside the work place. Young (1978) recorded 
similar findings: teachers approaching burnout feel
dissatisfied, are more concerned with their own endurance 
and survival than with teaching and tend to feel guilty 
about their inability to be productive, which further 
endangers their ability to perform effectively.

Brophy and Evertson (1981) also established that 
teachers who spend time managing difficult students spend 
less time on instruction, which affects both student 
performance and teacher efficacy. Relative to this study is 
research on classroom discipline that implies forced focus 
on discipline rather than instruction may add to 
teacher stress and result in lower levels of teacher job 
satisfaction, which ultimately affects performance, 
(Rosenholtz, 1987; Schwab and Iwaniki, 1982). Osborne 
(1973) found lower student achievement associated with 
teachers who are dissatisfied and report high anxiety and 
stress, and Coates and Thoresen (1976) documented that 
research, to the time of their report, showed a distinct 
association between teacher anxiety and substandard 
teaching.
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An association exists between teachers who have 

positive job feelings (who also believe they have the 
capacity to perform effectively and achieve desired 
outcomes) and student performance (Armor, Conry-Oseguera, 
Cox, King and McDonnell, 1976; Ashton, 1985; Ashton and 
Webb, 1986) . There is also a connection to teachers' 
willingness to try innovative teaching tactics (Berman, 
McLaughlin, Bass, Pauly and Zellman, 1977).

In a study of research on teacher behavior, Kerney and 
Sinclair (1978) noted that as teacher anxiety increases the 
quality of teacher/student communication decreases. These 
authors also found that teacher anxiety had a distinct 
negative influence in the classroom, which results in 
decreased student motivation to learn. Teacher anxiety also 
was correlated with poor student/teacher relations, 
contentious behavior and increased teacher hostility.

Tonelson, in a 1981 study of teachers' classroom 
attitudes, found that higher levels of self-esteem and job 
satisfaction among teachers are associated with teachers who 
treat students with more respect; allow more student input 
and participation in instruction; are more nurturing, warm, 
accepting, secure; create a more productive learning 
environment; and focus on instruction. These findings 
support research results reported by Pigge and Marso (1987),
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that suggest when teachers report positive attitudes toward 
teaching they are focused on students and teaching rather 
than simply surviving in the work place.

A study by Farber and Miller (1981) revealed that 
discontented teachers may demonstrate a lack of commitment 
and dedication to teaching and may show irritable, depressed 
and anxious behavior. In addition, these researchers noted 
that dissatisfied teachers exhibit behaviors detrimental to 
the quality of instruction -- unsympathetic attitudes toward 
students and a lower tolerance for students, as well as 
careless instructional planning. Glasman & Biniaminov 
(1981) found evidence suggesting low levels of job 
satisfaction among teachers have a negative effect on 
student outcomes. A 1984 Farber study suggested that 
burned-out teachers show a feeble commitment to teaching and 
a lack of enjoyment in the teacher/student association, a 
lack of patience and clarity in teaching and diminished 
motivation to engage in active student instruction. (Hines, 
Cruickshank and Kennedy [1985] noted that teacher behaviors 
opposite to those mentioned above [such as patience and 
clarity in instructing students, provision of explanations 
and examples, and careful planning and informing students of 
lesson objects] are strongly related to effective 
instruction and better student performance.)



Conway (1984) also advanced the idea that student 
achievement is improved with satisfied teachers because 
satisfied teachers are more productive and effective.
Ashton and Webb (1986) documented that teachers' classroom 
management strategies are affected positively by teachers 
with positive attitudes who believe they have the power to 
produce a desired effect; Midgley, Feldlaufer and Eccles 
(1988) noted that teacher effectiveness is related to 
student motivation; Woolfoik and Hoy (1990) found that 
teachers with a weak sense of teaching efficacy are more 
bureaucratic than those with a strong sense of their power 
to achieve desired goals. These authors also noted that 
individuals with optimistic attitudes who expect to be good 
teachers expect to treat their students with a more 
sensitive approach.

Imber, Neidt and Reyes (1990) found teacher attitudes 
toward teaching indicators of general job satisfaction and 
classroom effectiveness. Squires (1992) noted teacher 
absenteeism and turnover affect student achievement and 
student self-concept. Walden (1993) stressed that teachers 
who have positive work experiences have more positive 
attitudes, are more excited and produce classrooms that 
promote learning.

69
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Effects of Job Dissatisfaction on the Well-Being of Teachers

Teachers who experience excessive job-related 
dissatisfaction soon find they are not motivated and 
satisfied in their jobs. They become emotionally and 
physically distressed as well. The frequency of physical 
illnesses and psychosomatic problems have been linked 
directly to job dissatisfaction and burnout in teaching 
(Fruedefiberger, 1977; Mattingly, 1977; Pines, 1982; Kyriacou 
and Pratt, 1985; Farber, 1991).

Kornhauser (1965) found a direct connection between 
mental health/attitudes about life and job attitudes; Wolf 
(1969) found myocardial infarction and sudden death linked 
to negative job attitudes and frustration. Similarly, 
Jenkins (1971), in a review of 160 studies, found a 
relationship between job/life dissatisfaction and heart 
disease. Further, a Sales and House (1971) investigation 
linked high levels of job dissatisfaction with high rates of 
coronary-disease-related deaths.

Freudenberger (1977) specifically identified insomnia, 
headaches and eating disorders. Dunham (1976) linked 
dissatisfaction and stress to stomach sickness, sleep 
disorders, hypertension, body rashes and depression. In a 
study conducted by Hammen and DeMayo (1982) nearly half of 
the subjects, all high school teachers, were found to be 
depressed (according to evaluation scores). Selye (1978)



recorded that teachers under stress can experience many 
illnesses, from headaches to strokes.

Landsmann (1978) reported that teachers identified 
stress, pressure and tension in teaching as the major 
factors that affect their health; Brockley (1978) found that 
teachers report poor health to be a result of job 
dissatisfaction. (The findings from a survey on health care 
and lifestyle for the American Academy of Family Physicians 
indicated that teachers view the teaching environment as 
usually or always stressful [Research and Forecasts, 1979] .)

Teachers have identified and doctors recognized that 
headaches, acne, colds, allergies, colitis, and bladder, 
bowel and kidney problems are associated with teaching 
burnout and stress. Other ailments include heart disease, 
dizziness, loss of appetite and sexual interest, respiratory 
problems, irritability and obesity (Mace, 1979; Scrivens, 
1979). A recent study, however, found that heart attacks 
are as common among people with "low-pressure" jobs as those 
with stressful jobs (Hlatky, 1995). Whether this study can 
be extrapolated accurately to the teaching profession is 
questionable. The researchers relied mainly on measures of 
psychological work stress, such as deadlines and workload. 
Other measures of stress, such as low pay, low job security 
and conflict with clients (students and parents), all of
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which are strongly associated with teachers' stress, were 
not measured.
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As teachers become physically and emotionally weakened, 
they begin to feel inadequate, guilty and unable to function 
professionally. According to Hendrickson (1979), these 
problems can result in complete nervous breakdown. Self- 
deprecation and poor self-image are attributed to lack of 
positive feedback and feelings that they (teachers) are not 
appreciated, valued or respected (Nigro, 1984; Menlo, 1986; 
Jolley, 1986).

These findings are consistent with Farber's conclusions 
(1991) that burnout symptoms are manifest in spells of 
depression and anxiety, exhaustion and other physical and 
psychological illnesses.

Effects of Job Satisfaction on the Pool of Teachers
Studies clearly illustrate that workers with high 

satisfaction levels are more productive and focused than 
those who are dissatisfied. And virtually all studies of 
job satisfaction explicitly show the relationship between 
dissatisfaction and burnout (damaged teacher effectiveness, 
absenteeism, turnover rates, psychological and physical 
illness and departure from the profession). Smith (1955) 
found that dissatisfied individuals are a problem in the 
work place -- to themselves, their employers, supervisors



and co-workers. They are chronically absent, less 
cooperative and participative, frustrated, dispirited and 
more prone to quit.

Dunham (1976) concluded that occupational 
dissatisfaction, anxiety and accompanying feelings of 
failure, confusion, loss of confidence and panic result in 
absenteeism, early retirement, turnover and flight from the 
profession. Maslach (1977) noted that dissatisfied teachers 
become "burned out" and tend to change jobs, move to 
administration, leave the profession, abuse leave or 
experience more problems with relationships outside of work. 
The May 1979 Phi Delta Kappan published several articles 
that showed teacher absenteeism, turnover, illness, 
frustration and alcoholism are linked to job 
dissatisfaction.

Investigations by Egerton (1977) found that job 
dissatisfaction causes feelings of uncertainty and 
indecisiveness about teaching, leading teachers to actually 
or "symbolically" quit; Dedrick, Hawkes and Smith (1981) 
reported sources of stress cause teachers at all levels to 
question their investment of time and energy in education; 
and Farber (1984) noted that a dissatisfied teacher may 
fantasize about leaving or actually may leave the 
profession.
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The Metropolitan Life Survey of Teachers (Harris, 

1988), a major study to determine why teachers leave the 
profession, found that teachers who report dissatisfaction 
with working conditions are more likely to leave the 
profession. Other reasons teachers cited for leaving 
included poor pay and working conditions (arduous clerical 
work, lack of participation in school governance, duties 
outside the classroom, discipline problems, lack of 
organizational support and parent respect).

The Carnegie Task Force on Teaching as a Profession 
(1986) recognized that "intolerable" conditions drive good 
teachers out of the profession. Several other studies 
document teachers' exodus from the classroom due to 
dissatisfaction and problems in schools -- frustration with 
administration, lack of control, disruptive students, lack 
of student motivation and stress (Berry, 1985; Heyns, 1988; 
Harris, 1988; Olson and Rodman, 1988) . Additional studies 
cited job dissatisfaction (primarily with high stress, 
working conditions and lack of involvement in school 
governance and opportunities for collegial interactions) as 
the main reason teachers leave for other professions (Hafner 
and Owings, 1988; Lester, 1990; Walden, 1993) . Walden 
(1993) also noted that dissatisfied teachers may remain on 
the payroll and meet bare minimum contractual requirements, 
but often are not engaged in educating children.
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Of importance is documentation that dissatisfaction can 

become "epidemic" because it is contagious when people who 
are dissatisfied and burned out are so negative, cynical, 
pessimistic and depressed they "contaminate" those around 
them (Selye, 1978; Edelwich and Brodsky, 1980). 
Dissatisfaction with increased violence, poor working 
conditions and burdensome paperwork also has spread beyond 
the school fence to the pool of teaching candidates (Lester, 
1990; Farber, 1991).

Summary
The study of job satisfaction, and specifically teacher 

job satisfaction, is extensive and has resulted in a large 
body of literature. A review of the literature shows that 
many variables affect teacher satisfaction. Researchers 
have identified stress, decision-making, pay, age, student 
issues, parent involvement, advancement opportunities, job 
security, leadership/supervision and psychological growth. 
Also, work environment (overcrowded classrooms, excessive 
responsibilities, time and financial constraints, arduous 
paperwork, fear of harassment and violence, isolation from 
colleagues and other adults, lack of reward and recognition, 
inflexible schedules), and public pressure for teachers to 
take primary responsibility for children's self-esteem and 
to be "everything to everyone" as exceedingly important
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factors in teacher satisfaction. Nevertheless, researchers 
have been unable to achieve consensus on a precise catalog 
of factors that define job satisfaction or dissatisfaction 
among teachers. This is due, in part, because the 
characteristics of the satisfiers and dissatisfiers are 
multi-faceted, jobs are varied, and no two teachers (or 
their personal or social needs, expectations and life 
experiences, job environments, training, or professional 
associates) are the same. In addition, incongruities among 
investigations exist because measures of teacher 
satisfaction are not always distinguished from measures 
of school climate (Halderson, Kelley, Keefe and Berge,
1989); characteristics explored in some studies are not 
included in others; and because the use of different 
research methods to assess job satisfaction produces 
different results (Seashore and Taber, 1975).

Teacher job satisfaction has the potential to affect 
every aspect of the school environment, especially 
organizational efficiency and effectiveness, teacher well
being and performance, and student performance. The 
literature amply demonstrates that various aspects of 
teacher job satisfaction (supervision and collegial 
relationships, parent relations, work environment, shared 
school management and governance, classroom autonomy, job 
security and opportunities for advancement and development,
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etc.) can be manipulated. For these reasons, parents and 
community members, governing boards, school administrators 
and teachers have an important stake in seeking creative 
ways to ensure a culture that energizes teachers and strives 
to maximize teacher satisfaction. Schools must provide 
opportunities to explore and understand current satisfaction 
levels within the organization and develop opportunities to 
improve satisfaction. This would result in improved teacher 
productivity and effectiveness and ultimately improved 
student performance.

Increased public and media attention to education, 
school reform, the ever-increasing and magnified 
responsibilities of schools and teachers and the changing 
needs of students continue to heighten awareness of the key 
role teachers play in our society. All of these factors can 
assist in engendering attention and action to ensure 
improvement in teachers' job satisfaction.
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CHAPTER 3 

METHODOLOGY

Study Design

This study marks the first step toward describing the 
status and characteristics of teaching that have functional 
or dysfunctional effects on teachers at a specific school. 
The investigation was designed to measure current teacher 
perceptions of job satisfaction, identify the most 
satisfying aspects of teaching, and determine the factors 
that result in dissatisfaction. This chapter includes a 
description of the study, the research methodology (the 
teacher satisfaction survey, faculty questionnaire and the 
qualitative method used to augment survey findings), the 
procedures used to analyze and manage the data and a 
description of the sample.

Because the "most appropriate unit of analysis for 
studies of school climate and student outcomes is the 
individual school building or the individual classroom" 
(Halderson efc al., 1989, p. 3), this study identifies the 
variables that influence job satisfaction and measures the 
perceptions of job satisfaction of faculty members at one
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selected secondary school. With this information delineated 
and described, strengths and weaknesses in teaching 
conditions can be identified and subsequent intervention 
programs to improve teachers' work environment can be 
designed and implemented. This information also may serve 
as the baseline for longitudinal measurement of teacher 
satisfaction. It also may be compared with other schools' 
faculty satisfaction data and in the case of the school 
under study, it may be used in the preparation of data and 
evaluations required for accreditation.

Qualitative and survey methods of research were 
utilized to obtain the data. The study was conducted in 
three parts: an assessment of teacher perceptions of job
satisfaction collected through the National Association of 
Secondary School Principals (NASSP) Teacher Satisfaction 
Survey; a questionnaire for study participants to identify 
the most and least satisfying aspects of teaching, the most 
stressful aspects of teaching and to estimate overall job 
satisfaction and job stress levels; and qualitative data 
collected through personal interviews (conducted with a 
variety of sampling and investigative methods).
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NA5SP Teacher Satisfaction Survey

The NASSP Teacher Satisfaction Survey was distributed 
to the 96 members of a high school faculty in a major 
Southwestern city in September 1995. To encourage a high 
return rate and ensure accurate completion of demographic 
questions, the instrument was distributed to teachers during 
a faculty meeting. Completion of the survey was voluntary 
and anonymity was guaranteed. Each participant received a 
cover letter explaining the purpose of the research, 
detailing instructions and requesting faculty to return the 
instrument and completed answer sheet to a designated member 
of the high school staff. The researcher collected the 
instruments and completed answer sheets from the staff 
member. (The cover letter is included as Appendix A.)

Instrument Description
The NASSP Teacher Satisfaction Survey is one of four 

survey instruments comprising the Comprehensive Assessment 
of School Environments (CASE) Model. This assessment 
battery, developed by the national Task Force on Effective 
School Climate (appointed by the National Association of 
Secondary School Principals in 1982) , also includes the 
NASSP School Climate Survey, NASSP Student Satisfaction 
Survey and the NASSP Parent Satisfaction Survey. (The three
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satisfaction surveys were developed by Neil Schmitt and 
Brian Loher at Michigan State University.) The instruments 
may be used individually or in combination. Their primary 
purpose is to enhance school performance and "foster school 
improvement" (Halderson, Kelley and Keefe, 1988, p. 8). ,

The first section of the NASSP Teacher Satisfaction 
Survey requests basic demographic and job-related data. The 
remainder of the instrument consists of 56 statements that 
may describe situations within the school. Each statement 
is rated on a six-point scale to determine the answer that 
best describes how the teacher feels about the statement.

1 = 1  am very dissatisfied with this aspect of the 
school.

2 = 1  am dissatisfied with this aspect of the school.

3 = 1  am neither satisfied nor dissatisfied with this 
aspect of the school.

4 = I am satisfied with this aspect of the school.

5 = I am very satisfied with this aspect of the school.

= I don't know how I feel about this aspect of the 
school, or I don't know whether this statement 
fits my school.

6
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The 56 statements are designed to collect data about 

teacher perceptions in nine areas or "component dimensions" 
(definitions from Halderson et al., 1989, p. 6). Those 
areas are:

° Administration
Reactions to administrator behaviors such as 
concern, support, feedback, supervision, and 
praise for teachers. (Statements 1-8) 

o Compensation
Satisfaction with salary, fringe benefits, and job 
financial security. (Statements 9-13)

° Opportunities for Advancement
Satisfaction with opportunities for career 
advancement through promotion or professional 
development for new career roles. (Statements 14- 
17)

° Student Responsibility and Discipline
Satisfaction with student conduct and disciplinary 
practices in the school. (Statements 18-22)

° Curriculum and Job Tasks
Satisfaction with the school program and teacher 
workload. (Statements 23-29)
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° Co-workers

Satisfaction with the personal and professional 
characteristics and behavior of colleagues. 
(Statements 30-36) 

o Parents and Community
Satisfaction with the levels of involvement and 
support provided by parents and community members. 
(Statements 37-42)

° School Buildings, Supplies, and Maintenance
Satisfaction with the quality and availability of 
supplies and with the adequacy and maintenance of 
the buildings and grounds. (Statements 43-49) 

o Communication
Satisfaction with the accuracy and availability of 
information about important school and district 
events. (Statements 50-56)

The "component dimensions" of satisfaction (described 
above) were:

drawn from teacher, student and parent inventories 
reported in the literature and from principal 
surveys conducted by NASSP. Items were written 
for these dimensions using task analysis, 
interviews, and existing surveys (Halderson 
et al., 1989, p. 5).
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Instrument Validity

The surveys have high face validity and are 
psychometrically sound instruments (Halderson et al., 1988). 
The instruments were tested, piloted and refined, and 
subjected to a major national field test and a norming 
study. During this process, the teacher satisfaction 
inventory was administered to more than 1,500 teachers 
(Halderson et al., 1988) .

Analyses used in the field tests to examine the 
psychometric properties included: "(1) Exploratory and
confirmatory factor analyses of the dimensions of school 
climate or satisfaction, and (2) Determination of item fit 
within a scale dimension" (Halderson et al., 1989, p. 7). 
These analyses allowed unclear items to be reworded and 
items that appeared "less closely related to the dimension 
of satisfaction that emerged from the.factor analyses" to be 
eliminated (Halderson, et al., p. 7). Through the national 
norming study, conducted by the NASSP in 1985, results were 
factor-analyzed to attain additional confirmation of the 
psychometric properties of the survey and norms then were 
established.

During field-test discussions of survey results, school 
officials noted that results confirmed their expectations 
about school conditions. This agreement confirmed the
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instruments' face validity; it measures "aspects of the 
school environment deemed important" to targeted groups 
(Halderson et al., 1989, p. 7).

Validity of the NASSP CASE battery is evaluated 
continuously. Content and construct validity, according to 
Halderson et al. (1989) , are relevant to the surveys.

Content validity is concerned with the extent to which 
a test's content is a fair representation of the larger body 
of knowledge. Because existing definitions and measurements 
of

role group satisfaction in schools were relatively 
cohesive, development of the satisfaction surveys 
was grounded in a shared understanding of the 
content. Dimensions or components of satisfaction 
were identified, and principals, researchers, and 
graduate students reviewed the items and tested 
their conceptual fit within categories. This 
process ensured that the surveys would have content 
validity as well as face validity (Halderson et al., 
1989, p. 25).

Construct validity is the degree to which an instrument 
measures what is claimed. Construct validity of the NASSP 
Teacher Satisfaction Survey indicates how effectively the 
instrument measures teacher satisfaction. The.NASSP Task 
Force "placed great emphasis during instrument development 
on scale and item conceptualization to ensure strong 
construct validity" (Halderson et al., 1989, p. 25).
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Extensive exploratory and confirmatory 

factor analysis in field testing the instruments 
identified clusters of related items. Only 
those clusters and items with strong factor 
loadings were retained. The groups of closely 
related items were scored and interpreted as 
scales (Halderson et a!., 1989, p. 25).

Instrument Reliability
Reliability of an instrument refers to the degree to 

which it produces consistent measures of behaviors. The 
internal consistency coefficients, as measured by Cronbach's 
Alpha, have been computed for each of the nine component 
scales (described earlier) based on data from the pilot and 
norming studies and provide an estimate of the degree to 
which items on a given scale are perceived as similar in 
meaning at the time of administration. The high internal 
consistency of each scale in the NASSP Teacher Satisfaction 
Survey is indicative of its reliability (Halderson et al., 
1989) . Internal consistency is based on an analysis of 
items administered on a single occasion. The average 
internal consistency measure (reliability coefficient) of 
the NASSP Teacher Satisfaction Survey is 0.88 with a range 
from 0.80 to 0.93 (Halderson et al., 1989, p. 33).
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Faculty Questionnaire

Concentrating only.on "levels" of teacher job 
satisfaction, as determined by an instrument such as the 
NASSP Teacher Satisfaction Survey, produces only a partial 
representation of teachers' attitudes and only a piece of 
the foundation needed before intervention measures to 
improve satisfaction can be designed. In addition to 
knowing how satisfied or dissatisfied teachers are, Hofmann, 
Mathieu and Jacobs (1990) maintain it is necessary to 
identify and understand the "determinants" that influence 
levels of satisfaction and dissatisfaction. This part of 
the study identifies the factors in the education 
environment that are satisfying or dissatisfying to 
teachers. To ascertain this information, the 96-member 
faculty was asked to complete a separate questionnaire. 
Completion of the Faculty Questionnaire was voluntary and 
anonymous (as was the NASSP Teacher Satisfaction Survey).

Faculty Questionnaire Description
The questionnaire, distributed to teachers during a 

faculty meeting, asked faculty to respond in writing to 
three questions, two items that requested faculty to rate 
satisfaction levels, and one "yes/no" question. The Faculty 
Questionnaire can be found in Appendix B.
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The three questions asked participants to identify:

® specific aspects of satisfaction in the teaching 
profession

° specific aspects of dissatisfaction in the 
teaching profession

° specific sources of stress in teaching 
In addition to the three questions, faculty members 

were asked to rate overall job satisfaction and overall job 
stress levels on separate five-point scales.

1 = Extremely Satisfied
Extremely Stressed

2 = Satisfied
Stressed

3 = Neutral
4 = Dissatisfied

Mildly Stressed
5 = Extremely Dissatisfied

Not Stressed

The Faculty Questionnaire also asked teachers one 
"yes/no" question: Would you choose to become a teacher if
you could choose again?
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In addition to the 56 items on the NASSP Teacher 
Satisfaction Survey, and the separate questionnaire on the 
determinants of satisfaction and stress, qualitative data 
were gathered through a series of personal interviews with 
individual faculty members. Conducted between September and 
December 1995, the interviews were designed to profile 
specific determinants of job satisfaction, the scope and 
intensity of satisfaction/dissatisfaction and sources of 
stress most often identified by teachers. The qualitative 
data were used to augment the NASSP survey and questionnaire 
data, provide a personal exploration of satisfaction and 
dissatisfaction and to provide an assessment of potential 
prescriptive needs.

Interview Procedures
In requesting interviews with faculty members, the 

purpose was explained thoroughly by the researcher and 
anonymity was stressed and guaranteed. Each interview was 
conducted individually and was arranged according to the 
convenience and time/location preferences of the subjects. 
(Lyman and Scott [1970] note that logistical considerations 
can have a major impact on interview outcomes.) Under these 
circumstances, the subjects were more inclined to relax and

Qualitative Research Procedures



disclose opinions and information; concerns about 
confidentiality were minimized and opportunities to obtain 
different types of data were enhanced.

After specific determinants were identified through the 
Faculty Questionnaire, responses were examined further and 
discussed with the interview participants to more fully 
understand the determinants and their characteristics. In 
this stage of the investigation,, the researcher randomly 
chose a specific determinant a faculty member had identified 
on the questionnaire. The researcher then reported the 
determinant back to the interviewee and asked for 
commentary, marked by explicitness and detail (without 
direct questioning). Potential bias and evaluative 
insinuations were minimized, to the extent possible, by 
stressing to those interviewed that the determinants chosen 
for commentary by the researcher (interviewer) were chosen 
at random and were not reflective of the personal judgments 
or preferences of the researcher.

No attempt was made to standardize and structure the 
interview process (however, all interviews are structured by 
both the researcher and the. subject to some degree) . A 
specific battery of questions wa? not used; rather, a 
general list of issues for exploration served as a guide.

90
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Teachers interviewed were queried regarding: 

o attitudes toward their jobs
° sources and characteristics of teaching and the 

educational environment thought to be 
satisfying to teachers

° sources and characteristics of stress and job
dissatisfaction thought to affect teachers in 
dysfunctional ways

° attitudes about teaching as a career 
° perceived in-service and development needs 
o effects of the teaching profession on personal

interests, time, relationships, psychological 
and physical health

Data Management and Analysis 
The data collected in this study were analyzed in three 

sections -- the NASSP Teacher Satisfaction Survey, the 
Faculty Questionnaire and the qualitative data collected 
through personal interviews. The data management and 
analysis processes are described in the following three 
sections.
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Teacher Satisfaction Survey Analysis

Instruments that comprise the NASSP CASE battery are 
intended to be scored by computer and mark-sense scanning 
equipment. (Computer scoring programs were developed at 
Western Michigan University.) Scoring services used to 
analyze data generated in this study were provided by CASE 
Field Services, The Evaluation Center, Western Michigan 
University, Kalamazoo, Michigan. The service provides 
group-composite data in a score report profile. The profile 
includes information about the nine component scales 
(defined previously); the items on each scale; the mean, 
standard deviation and standard score for each scale; the 
mean and standard deviation for the national norms; and a 
"box-and-whiskers" visual display of the data.

Halderson, Kelley and Keefe (1988, p. 30) encourage 
that the following factors be considered in the analysis and 
interpretation of survey data:

° Any score with one standard deviation of the 
mean (50), either above or below, falls by 
definition within the middle 68 percent of all 
the scores. Variation in measurement may cause 
an increase or decrease in any given score by a 
significant degree when the survey is given a 
second time, with or without any intervention. 
Standard scores of 40-60 on the group profiles 
should be interpreted as 'above average'' for the 
scale. Standard scores higher than 60 are 
positive indicators. Those lower than 40 may 
identify a source of concern that should be 
addressed to the extent possible.
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° The scores on one subscale may be affected by 

related scores on another subscale. This is 
true of all instruments that collect perceptual 
data. Unless care is taken in identifying likely 
contributors to a low score, efforts to improve 
perceptions on one subscale may be accompanied by 
decreases on other subscales. Subscale scores 
below 40 should be carefully investigated to 
identify the probable reasons for negative 
perceptions and to plan realistic interventions 
that support general improvement.

o Frequency data should be examined in reviewing 
subscale scores. A subscale score based on a 
small proportion of the total respondent group, 
for example, should not be the basis for 
significant interventions or a reason for 
complacence. Many persons completing the survey 
either did not answer the items or responded with 
the '6' response -- 'don't know' (Halderson, 
Kelley and Keefe, 1988, p .30).

Faculty Questionnaire Analysis
Responses to the three questions posed in the Faculty 

Questionnaire (Appendix B) provided a catalog of the most 
satisfying, the most dissatisfying and the most stressful 
aspects of teaching. Analysis of the data and development 
of the catalog involved evaluating, recording and 
categorizing, according to general topic, the most 
satisfying, dissatisfying and stressful aspects of teaching 
as identified in the faculty responses. (For example, 
responses identifying the most satisfying aspects of 
teaching, such as "day-to-day interaction with students, 
"teaching young people," "a chance to teach and help the

I!



94
kids," were indexed and listed under the general category 
"Work With Students.") After general categories of 
satisfying, dissatisfying and stressful aspects were 
established, responses in each category were counted and 
tabulated. The categories then were ranked and reported 
according to the number of responses in each category. 
(Example: The most frequently identified aspect or
"category" -- "Work With Students" -- was ranked as the top 
satisfier.)

Responses to the two items on the Faculty Questionnaire 
that asked faculty members to rate job satisfaction and 
stress levels were computed by counting the number of 
responses to each rating and reporting the percentage of 
faculty who chose each rating (percentage that reported 
being "extremely satisfied," percentage that reported being 
"satisfied," etc.).

Responses to the third item on the Faculty 
Questionnaire -- "Would you choose to become a teacher if 
you could choose again? Yes or No" -- were tabulated and 
reported as percentages of respondents reporting "Yes" and 
percentage of respondents answering "No."
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Qualitative Analysis
The qualitative data provide a descriptive analysis of 

individuals and the group studied, accounts of satisfaction 
and dissatisfaction, present conditions and participant 
characteristics. The perceptions of satisfaction noted in 
the NASSP survey findings and responses to the Faculty 
Questionnaire were explained by actual accounts, experiences 
and knowledge provided by the participants interviewed.

Interview analysis required selection, interpretation 
and organization throughout the process of anecdotes, 
accounts and details, as well as unedited quotations. 
Procedures used to analyze qualitative data included several 
steps prescribed by Hammersley and Atkinson (1983) and 
several steps specific to this study:

o careful review of all interview data.
° identify patterns -- anything surprising or 

puzzling.
° compare and contrast relationship of data to what 

was expected.
o identify inconsistencies or contradictions among the 

views of those interviewed, 
identify accounts, experiences, information that 
augment survey and questionnaire data and provide 
additional support and insight or point to 
discrepancies.

O
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° categorize and organize the data into similar

categories and, as possible, into the nine survey 
component scales and data gathered through the 
Faculty Questionnaire.

The interview and questionnaire data gathering and 
analysis process also involved the use of several strategies 
to strengthen validity. Procedures used to enhance validity 
included:

o Interview Techniques
Understanding the extent to which the researcher 

may have influenced the testimony is an important 
consideration in the collection and the analysis of 
qualitative data. Because there is no such thing as 
"'pure7 data that are free from potential bias"
(Hammersley and Atkinson, 1983, p. 112), emphasis was 
on minimizing the researcher's influence on data 
collection and on analysis and interpretation of the 
data.

The interview methods were not restricted by a 
single method of exploration. Becker and Geer (1960) 
underscore the importance of varying interview 
techniques to ensure the perspectives of those 
interviewed are not exclusively dependent on solicited 
responses. Therefore, several questioning
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methods were employed at different stages of the 
investigation and were used to gather different types 
of information, solicited accounts, concrete 
descriptions and spontaneous anecdotes. These methods 
included non-directive and directive questioning. Non
directive questions are designed to prompt wide 
discussion and free flow of ideas and information; 
directive questions are designed to extract a specific 
piece of information. (See Chapter 1 -- Definitions of 
Terms Used" for more information on directive and non
directive questioning techniques.)

To reduce the influence of the interviewer, a 
deliberate attempt was made to use primarily non
directive questioning techniques to advance an 
unimpeded expression of the participants' views of the 
teaching environment apd experience. Participants were 
encouraged to speak at length and to discuss any topic 
that the general subject area suggested (with minimal 
interruption by the researcher). The inquiry was 
varied in order and in form; additional questions and 
areas of exploration were prompted by participants.

The use of "leading questions," however, was 
unavoidable. Use of this method was limited, and 
calculated attention was given to the probable 
direction of bias. The tactic used to reduce the risk
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of bias was to frame the question in a way to "lead" in 
the opposite direction of the expected answer. 
(Additional strategies to minimize interviewer bias are 
mentioned in the section, "Interview Procedures.")

o Data Recording
Methods used to record, store and retrieve data 

also were considered in the qualitative data gathering 
and analysis. "These techniques play an important role 
in facilitating reflexivity," according to Hammersley 
and Atkinson (1983, p. 173) .

They provide a crucial resource in 
assessing typicality of examples, checking 
linkages, searching for negative cases, 
triangulating across different data sources 
and stages of the fieldwork, and assessing 
the role of the researcher in shaping the 
nature of analysis (Hammersley and Atkinson,
1983, p. 173).

Methods used to record data included a combination 
of note taking and audiotaping. Audiotaping ensured 
accurate quotations and reporting with no loss of vital 
information. "The actual words people use can be of 
considerable analytic importance," according to 
Hammersley and Atkinson (1983, p . 153). With audio
recording utilized, concentration was given then to 
recording notes about non-verbal behavior which allowed 
additional concrete and descriptive details. An
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additional advantage of audiotaping was the reduced 
possibility for the interviewee to be distracted by the 
interviewer's writing of quotations. These methods 
also reduced inference, the interviewer's own 
interpretations/ reliance on memory, and the need to 
summarize. (Data recording and processing were 
monitored and modified throughout the process depending 
on ethical factors.)

Interviews were conducted at intervals that 
allowed the immediate production and transcription of 
audiotapes, and .the analysis of field notes to ensure 
high-quality data and preservation of detail. The data 
and transcripts were organized and stored in categories 
-- descriptive data, experiences, controversial 
accounts, accounts related to job satisfaction, 
accounts related to job dissatisfaction, examples of 
stress, anecdotes, information of historical interest 
and data specifically related to the nine component 
scales measured in the NASSP Teacher Satisfaction 
Survey and the determinants identified through the 
Faculty Questionnaire. The categories changed 
considerably during the data .gathering/interview 
process.
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° Triangulation
Triangulation is a means to cross-check data from

one source to another.
In social research, if one relies on a 

single piece of data there is the danger that 
undetected error in the data-production 
process may render the analysis incorrect.
If, on the other hand, diverse kinds of data 
lead to the same conclusion, one can be a 
little more confident in that conclusion.
This confidence is well founded to the degree 
that the different kinds of data have 
different types of error built into them 
(Hammersley and Atkinson, 1983, p. 198) .

"Respondent validation," one form of 
triangulation, was used to cross-check data. This

lmethod involved showing data collected from one 
interviewee (or data source) to other interview 
participants and asking for and recording their 
comments. This allowed inferences based on one set of 
data to be checked with data from another source.

o Time
"Time" also was considered in the qualitative data 

gathering and analysis. Researchers emphasize that 
information participants report in interviews should be 
used in a "temporal context" to understand it and draw 
correct conclusions. "Temporal context" means the
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setting and conditions before and after the event or 
action being studied or discussed.

What people say and do is produced in 
the context of a developing sequence of 
interaction. If we ignore what has already 
occurred or what follows we are in danger 
of drawing the wrong conclusions (Hammersley 
and Atkinson, 1983, p. 193).

It is not a matter of accepting or 
rejecting data, but rather of knowing how to 
interpret it; there is great temptation to 
assume that actions, statements, or interview 
responses represent stable features of the 
person or of settings. This may be correct, 
but it cannot be assumed. Actions are 
embedded in temporal contexts and these may 
shape them in ways that are important for 
the analysis (Hammersiey and Atkinson, 1983, 
p. 194).

© Feedback
Seeking and utilizing feedback from participants 

and others close to the study also was a useful tool in 
the qualitative analysis. During the data gathering, 
analysis and writing process, drafts were read by 
individuals involved in the study. They were asked to 
check facts, interpretations and other details. This 
method helped ensure accurate reporting, clarification 
and appropriate conclusions.

Accuracy of reported information is one 
critical dimension, and readers close to the 
setting provide yeoman service checking for 
correctness and completeness (Wolcott, 1990, 
p. 132) .
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The Sample and Selection Methods

The public school teachers who participated in this 
study are faculty members at a high school in a major 
Southwestern city. The school is one of the district's nine 
public schools -- five elementary schools, one junior high 
school, one high school and two alternative schools. More 
than 6,200 students are enrolled districtwide. According to 
district information, a competitive salary plan attracts and 
retains a high-caliber faculty districtwide. Approximately 
95 percent of faculty members have completed course work 
beyond the bachelor's degree; the average number of years of 
teaching experience in the district is 10 years.

The high school faculty, which serves 1,800 students, 
is comprised of 88 classroom teachers (full and part-time), 
one librarian and seven counselors (administrators were not 
included in this analysis); 48 are women and 48 are men.
The average age of faculty members is 41 (ranging from age 
23 to age 62). The average number of years teaching is 7.3 
years; the average salary is $29,300. (The number of years 
experience and low average salary can be attributed to a 
district retirement incentive. Approximately 32 percent of 
the high school faculty are new teachers who have been hired 
within the last three years.) The faculty group was not 
disaggregated according to grade level, academic subjects
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taught, age or years of experience because the sample sizes 
within such groups are small and the study was not intended 
to make comparisons among such groups.

Candidate selection for personal interviews was based 
on a variety of sampling strategies designed to enhance data 
collection at various stages in the investigation and to 
ensure as complete a representative sample as possible. 
Selection techniques included: 

o Random Sampling
This method was used to ensure that each member of 
the faculty had an equal and independent 
opportunity to be selected. Ten faculty members 
were chosen for interviews through random 
sampling. Each faculty member, listed in 
alphabetical order, was assigned a two-digit 
number (from 01 - 96). A table of random numbers 
(Shavelson, 1988, p. 667) was used to select 
ten two-digit numbers; the individuals with the 
same corresponding identification numbers were 
identified for the random sample.

° Additional Sampling
In addition to random sampling, additional faculty 
were chosen to ensure a representative group of 
teachers for interview front specific academic
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departments, according to educational 
qualifications, and from a variety of age and 
tenure groups. Nine teachers were chosen: a
teacher with extensive hours of "after-school" 
supervisory duties and/or with a class that 
requires students - to be active (drama, 
physical education); a teacher with very few hours 
of "after-school" assignments and/or who teaches 
students who work primarily at their desks 
(English, math); a teacher with more than 15 years 
of teaching experience; a teacher with two to five 
years of teaching experience; a teacher between 
the ages of 23 (the youngest teacher) and 35; a 
teacher between age 36 and 50; a teacher between 
age 51 and 62 (the oldest teacher); a teacher with 
a bachelor's degree; and a teacher with a master's 
degree and more than 36 graduate hours. (Within 
each disaggregated group described above, random 
sampling was used to identify participants.)

° Internal Social Networking
In addition, two interview participants were 
selected based on internal social networking. 
Example: Those teachers initially interviewed
(chosen according to random and representative 
sampling methods) were asked to identify other
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teachers who may have institutional memory, could 
provide relevant or unique accounts and 
experiences in an area of concern, or may have 
special insight in a pertinent domain that should 
be explored. This method, Hoffman (1980) 
notes, produces "more informative and insightful 
data." Use of this strategy provided additional 
insight into the faculty culture in that it opened 
exploration into potentially sensitive areas and 
additional avenues of inquiry, and aided in the 
identification of subjects who were sensitive to 
particular areas. The strategy also minimized the 
potential for sponsors to shape the development of 
the research and afforded the researcher added 
independence.

Summary
This chapter included a description of the qualitative 

and survey methodologies used in this study. It also 
included a description of the study, a description of the 
sample and review of selection methods, a description of the 
survey instrument and questionnaire and the procedures used 
for data analysis and management.
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RESULTS OF THE STUDY 

Introduction

The findings of this study are reported in three 
sections. The first section describes and summarizes the 
results of the NASSP Teacher Satisfaction Survey; the second 
includes a report of the factors that influence job 
satisfaction and dissatisfaction, and the causes of stress 
identified by faculty who completed the Faculty 
Questionnaire. The third section, summarizes information 
disclosed in the personal interviews that augments and 
further explains survey and questionnaire findings.

NASSP Teacher Satisfaction Survey
The NASSP Teacher Satisfaction Survey was distributed 

to the 96 members of the 1995-96 faculty (88 teachers, one 
librarian and seven counselors) of a high school in a major 
Southwestern city in September 1995. Data were received 
from 81 faculty; 84 percent of those contacted participated 
in the study.

The instrument was scored by the CASE Field Services at 
The Evaluation Center, Western Michigan University. The 
service provides group composite data in a tabular report of

CHAPTER 4
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scores and in graphic form. (The scores and graphic can be 
found in Table 1.)

The tabular report of scores includes information about 
the nine component scales; the items on each scale; the 
mean, standard deviation, and standard score for each scale; 
and the mean and standard deviation for the national norms. 
The nine subscales on the NASSP Teacher Satisfaction Survey 
-- Administration (1), Compensation (2), Opportunities for 
Advancement (3), Student Responsibility and Discipline (4), 
Curriculum and Job Tasks (5), Co-workers (6), Parents and 
Community (7), School Buildings, Supplies and Maintenance 
(8), and Communication (9) -- are specified under the title 
"Scale Name" and the numbers of the statements included in 
each subscale are listed under the title "Items." (The 
definitions for each of the component scales are found in 
Chapter 3.) Under "School" in the tabular report are the 
standard score "SS" and the average "mean" score of the 
school studied in this report for each of the nine 
subscales, and also the standard deviation "SD" of the 
scores for the school studied.

Data also are presented in graphic form in a "box and 
whiskers" visual display. The "box and whiskers" (Table 1) 
arrangement shows the distribution of national normative 
group scores. According to NASSP interpretation 
instructions that accompany test results, the survey's nine
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Table 1
NASSP Teacher Satisfaction Survey Results 

Respondents = 81

Scale Name Items School National
SS Mean SD Mean SD

1 . Admin. 1-8 50 28.6 7.3 28.8 6.92. Compensation 9-13 49 14.1 4.7 14.7 4.7
3. Opportunities 14-17 46 9.4 4.2 10.9 3.7
4 . Student Resp. 18-22 43 13.0 3.8 16.3 4.4
5 . Currie. & Jobs 23-29 50 25.6 5.1 25.7 4.7
6. Co-workers 30-36 48 27.3 5.6 28.6 4.57. Parents/Commun. 37-42 40 13.9 5.3 18.9 4 .88. Bldgs./Supplies 43-49 44 22.2 5.8 25.4 5.39. Communication 50-56 48 23.5 6.6 24.5 5.2

1 2 3 4 5 6 7 8 9

1 2 3 4 5 6 7 8 9



109
subscales are illustrated by a vertical column designated by 
the number of the subscale (1-9 along the graph top). The 
"mean" score (for each subscale) for the school studied is 
represented by an "X." The value of the "X" is determined 
by the RAW SCORE scale shown at each side of the graph. The 
"box" represents the range of scores between +1SD and -1SD 
for the national norms group. Therefore, an "X" inside the 
box indicates a school "mean" score which can be considered 
characteristic of all schools; an "X" outside the box, a 
school "mean" score that is atypically high or low compared 
to the national norms. The "whiskers" or vertical lines 
above and below the boxes represent the total range of 
possible "mean" scores for each subscale. (The NASSP "How 
to Interpret the CASE Surveys" instructions can be found in 
Appendix C .)

Interpretation of NASSP Survey Results
The standard score "SS" compares the survey results of 

the school under study to the national sample results. The 
average standard score "SS" is 50. According to NASSP 
interpretation instructions (Appendix C), approximately two- 
thirds of schools tested have standard scores between 40 and 
60. Considering that the standard scores for the school 
surveyed in this study fall between 40 and 50, as indicated 
in the tabular report found in Table 1 under column "SS,"
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the school is considered typical of schools nationally with 
respect to each subscale.

The "box and whiskers" graph, also shown in Table 1, 
shows a school "mean" score that is considered typical of 
all schools in eight of the nine subscales. The "X" outside 
the box for Subscale 7 -- Parents and Community -- indicates 
a school "mean" score that is atypically low, compared with 
the national norms sample.

According to NASSP interpretation directions (Appendix 
C), the "mean" column, under the heading "School," is the 
average raw score for the school studied. It is calculated 
by averaging the scores of all individuals who participated 
in the survey. A score for a respondent is calculated by 
assigning one point for each "Very Dissatisfied" response, 
two points for each "Dissatisfied" response, etc., and then 
adding the points for each subscale. According to NASSP 
instructions, because the subscales have different numbers 
of items, "mean" scores of the subscales cannot be compared 
directly. However, the "mean" score can be used by dividing 
it by the number of items in the subscale. The value 
derived will be between one and five. According to 
interpretation instructions, a value above 3.0 indicates a 
positive level of satisfaction for the subscale; a value 
below 3.0 indicates a level of dissatisfaction (Appendix C).
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Using this calculation, the "mean" scores indicate 

certain job facets more or less satisfying than others for 
the faculty under study. The results for each subscale 
measured show a level of satisfaction with five of the nine 
subscales -- Administration; Curriculum and Job Tasks; Co
workers ; Buildings, Supplies and Maintenance; and 
Communication. A level of dissatisfaction is indicated for 
the subscales Compensation, Opportunities for Advancement, 
Student Responsibility and Discipline, and Parents and 
Community. A summary of results is shown in Table 2. The 
table includes the scale name, mean score for each subscale, 
number of survey items within each subscale, the value 
derived using the calculation described earlier and the 
result.

Faculty Questionnaire
According to Hofmann, Mathieu and Jacobs (1990) an 

important element in understanding teacher job satisfaction 
is distinguishing the determinants (variables) that affect 
satisfaction or dissatisfaction. This portion of the study 
was conducted to determine the factors and elements of the 
education environment that affect teacher work life 
positively or negatively.

The 96 members of the high school faculty studied were 
asked to respond in writing to a six-item questionnaire: 
three queries regarding the most and least satisfying
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Table 2
Table of Results

NASSP Teacher Satisfaction Survey 
"Mean" Score Calculation

Respondents = 81

Mean Survey Value
Scale Name Score Items Derived Result

l. Admin. 28.6 8 (1-8) 3.57 Satisfaction

2 . Pay 14.1 5 (9-13) 2.82 Dissatisfaction

3 . Advancement
Opportunity 9.4 4 (14-17) 2.35 Dissatisfaction

4 . Student
Resp./Disc. 13.0 5 (18-22) 2.6 Dissatisfaction

5. Curriculum
and Jobs 25.6 7 (23-29) 3.65 Satisfaction

6. Co-workers 27.3 7 (30-36) 3.9 Satisfaction

7 . Parents/
Community 13.9 6 (37-42) 2.31 Dissatisfaction

8. Bldgs./
Supplies 22.2 7 (43-49) 3.17 Satisfaction

9. Communica
tion 23.5 7 (50-56). 3.35 Satisfaction
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aspects of teaching and the most stressful aspects of 
teaching; two items identifying overall satisfaction and 
stress levels; and an item on teaching as a career choice. 
Fifty-six faculty members completed the questionnaire for a 
58 percent return. The primary responses are reported in 
the following section. (The Faculty Questionnaire can be 
found in Appendix B.)

Most Satisfying Aspects of Teaching
Teachers who completed the Faculty Questionnaire 

indicated most frequently that "working with students" and 
"collegial relationships" are two important sources of 
satisfaction. A sample of faculty responses regarding the 
two factors is included in the following section; an 
inventory of additional responses listed by respondents also 
is included. (A summary of responses can be found in Table 
3.)

o Work With Students
Ninety-six percent of the respondents (54 teachers) 

identified one or more aspects in the general category "Work 
With Students" as sources of job satisfaction. Aspects in 
this category appeared in the faculty responses 73 times. 
(Fourteen of the 54 respondents identified more than one 
aspect of "working with students." For instance, one 
respondent listed "a chance to work with students" and
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Table 3
Faculty Questionnaire 

The Determinants of Job Satisfaction 
The Most Satisfying Aspects of Teaching

Respondents = 56

Determinant
Total

Faculty Responses
Percent of 

Faculty
Work With Students 73 96%
Colleagues 37 57%
Vacations 17 30%

Total Faculty Responses = the total number of times
respondents identified a satisfying aspect related to 
the general category (determinant).

Percent of Faculty = the percentage of respondents who 
identified one or more satisfying aspects in the 
general category (determinant).
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"problem solving with students" as two separate sources of 
satisfaction.)

Faculty responses included: "helping students 
achieve," "working with teens," "helping motivated students 
grow intellectually," "helping kids learn," "helping kids 
who want to learn, " "seeing a student ' get it,''' "watching 
kids grow," "contact with the students," "being there to 
help students learn and with life's problems," "seeing their 
'lights' come on," "student accomplishments," "interacting 
with kids," "getting to know students as individuals," 
"helping kids develop into functioning adults," "the 
challenge of working with youth," "seeing students 
progress," "knowing that I am making a difference in the 
life of a student," "contributing to future citizens and 
society." Also, "watching students who get excited about 
learning," "when kids see that learning in school can be 
used in life," "being a positive role model for students," 
"seeing students grow emotionally and academically,"
"opportunity to teach students the subject I love," "gaining 
student confidence," "teaching students and seeing them 
actually retain the information, " "preparing students for 
life after school," "problem solving with students,"
"helping and seeing students mature," "being able to 
influence students in a positive way," "seeing kids create 
something on their own." (NOTE: Further information



regarding this construct can be found in the Personal 
Interviews section under the heading "Work With Students.")

° Colleagues
Fifty-seven percent of those who answered the Faculty 

Questionnaire (32 teachers) identified one or more aspects
f " ■  -

pertaining to the general category "Colleagues" as sources 
of satisfaction in the teaching profession. A variety of 
aspects in this area appeared in the questionnaire responses 
37 times. (Five of the 32 respondents listed more than one 
response in this category. For example, one teacher listed 
"working with great teachers" and "sharing ideas with other 
teachers" as two separate sources of satisfaction.)

A sample of faculty responses: "working with great
teachers," "support from the faculty," "great faculty,"
"sharing ideas and information with other teachers,"
"colleagues," "working with other teachers who share the 
same commitment to teaching," "working toward the same goals 
with other teachers," "the quality of other teachers,"
"competent co-workers," "working with teachers I like," 
"camaraderie," "working with my colleagues," "being a member 
of the faculty," "learning from other teachers," "being a 
member of a great staff," "esprit de corps," "personal and 
professional friendships with teachers and administrators," 
"opportunities to work with first-rate colleagues." (NOTE: 
Further information regarding this construct can be found in

116
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the Personal Interviews section under the heading 
"Professional Relationships.")

° Additional Satisfying Aspects
Other satisfying aspects of teaching cited by faculty 

included: "challenging myself," "administrative support," 
"getting positive feedback," "the learning I do as I teach 
and work with students," "vacations," "large blocks of time 
off to spend with my children," "holidays and summers off," 
"time in the summer to take classes," "coaching,"
"sponsoring clubs," "having the tools I need," "experiencing 
success myself," "teaching the subject I enjoy," "freedom to 
manage my own classroom," "using my creativity."

Least Satisfying Aspects of Teaching
Those who completed the Faculty Questionnaire indicated 

four major factors as the least satisfying aspects of 
teaching: stress (or a specific source of stress as
identified in the third questionnaire item on stress), 
parents, paperwork and low pay. Faculty responses regarding 
these factors are summarized in the following section and 
are shown in Table 4. (NOTE: Further findings and
discussion of these topics can be found in the "Personal 
Interviews" section under the same headings.)
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Table 4
Faculty Questionnaire 

The Determinants of Job Satisfaction 
The Least Satisfying Aspects of Teaching

Respondents = 56

Determinant
Total

Faculty Responses
Percent of 
Faculty

Stress 89 91%
Parents 67 86%
Paperwork 56 84%
Compensation 28 29%

Total Faculty Responses = the total number of-times
respondents identified a satisfying aspect related to 
the general category (determinant).

Percent of Faculty = the percentage of respondents who 
identified one or more satisfying aspects in the 
general category (determinant).



119
o Stress
"Stress" (or a specific source of stress also 

identified in responses to the third Faculty Questionnaire 
item, such as "student disrespect" or "student apathy") was 
cited 89 separate times as a source of dissatisfaction by 
those responding to the questionnaire. Ninety-one percent 
of respondents (51 faculty members) listed one or more 
aspects of stress as dissatisfiers. (A complete list of
causes of stress as identified by faculty is included in 
Most Stressful Aspects of Teaching. which follows this 
section.)

o Parents
Several factors associated with "parents" were cited as 

sources of dissatisfaction or stress 67 separate times by 86 
percent (48 teachers) of those who completed the Faculty 
Questionnaire. (The NASSP Teacher Satisfaction Survey also 
indicated a level of faculty concern in this area; "parents" 
also was a major subject discussed in the personal 
interviews.)

Dissatisfiers related to parents included: "dealing 
with unreasonable parents," "dealing with parents," "parents 
not backing up teachers," "parent conferences," "dealing 
with certain parents," "dealing with abusive parents," "lack 
of parental support," "lack of support from administration
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and parents," "apathy of parents," "lack of parental 
involvement," "no parental support or sticking by teachers," 
"students and parents with the same behavior problems," 
"dealing with unhappy and misinformed parents," 
"unappreciative parents and kids," "parent non
participation, " "disrespectful parents." Also, "parents who 
don't expect their kids to go to school," "parents who just 
don't care," "lack of parent role models," "parents who 
expect teachers to be responsible for parent 
responsibilities," "parents who don't take care of their 
kids," "no values being taught by parents," "parents who 
pressure administration," "parents who threaten to file 
lawsuits every time you turn around," "dealing with the 
effects of students' home life," "parents who think their 
kids are always right," "parent neglect and abuse of kids."

Also, "lack of parent participation in homework," "lack 
of emphasis on school at home," "parents who play the blame 
game," "lack of family support for learning," "critical 
parents," "parent neglect," "inability of some parents to 
take care of their children," "parent pressure for us to do 
what they can't do," "seeing the general parent abuse of 
children," "unrealistic public expectations," "dearth of 
positive parent role models," "parents who don't accept the 
character flaws of their children."
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o Paperwork
Paperwork was identified as a source of dissatisfaction 

or a source of stress 56 separate times on the Faculty 
Questionnaire.. Paperwork specifically associated with 
reporting tardies and absences, making referrals, collecting 
and reporting data for various reasons (class lists, 
detention, eligibility), grading papers, calculating and 
reporting grades, preparing lesson plans, preparing make-up 
work for students, testing and "paperwork projects wanted by 
administration" were cited most frequently by 84 percent (47 
teachers) of those responding.

Faculty responses included: "abundance of paperwork,"
"overburdened with paperwork," "can't teach because of all 
the paperwork," "never-ending paperwork requirements," "too 
much record keeping," "clerical duties," "paperload," 
"paperwork, paperwork, paperwork," "bureaucratic paperwork," 
"grading, not to be confused with correcting," "listing of 
weekly grade reports," "deadlines for paperwork," 
"instructions for make-up work," "large amount of paperwork 
is difficult to manage," "massive amount of paperwork," "so 
exhausting to keep up with paperwork required," "reporting 
tardies, attendance, grades," "wasting time on all the 
paperwork," "the extra paperwork from having to do multiple 
sets of lessons for absent kids," "requests for paperwork 
from administration."
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o Compensation
"Low pay" was identified 28 times as a source of job 

dissatisfaction or stress by 16 teachers (29 percent). The 
interview data on compensation further outline this factor. 
(See "Compensation" in the Personal Interviews section for 
additional information on this subject.)

° Additional Dissatisfying Aspects
Other aspects of the teaching profession identified by. 

faculty as problematic included: "lack of administrative 
support," "lack of recognition," "disruptions in the 
learning environment by administration (and students),"
"administrative confrontation with the teaching side," 
"attitudes of administration," "internal politics,"
"politics of district," "politics," "working with 
administrative decisions that are counterproductive,"
"too many preps," "double-digit absences," "students who 
don't come to school and then expect a break or want to make 
up the work when it's too late," "isolation from other 
adults," "not enough time with other teachers," "having to 
teach classes I don't want to teach," "not enough time for 
planning," "overcrowded classrooms," "daily routine without 
much flexibility," "too many rules," "gender bias against 
white males," "lack of resources," "budget," "religious 
right," "being held accountable for student progress when 
they have so many absences," "counselors who don't get
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students scheduled into the correct classes," "excessive 
amounts of work to take home."

Most Stressful Aspects of Teaching
The sources of stress identified throughout the 

responses to the third query on the Faculty Questionnaire 
Please list what you consider to be the MOST stressful 
aspects of teaching -- can be divided into three primary 
categories: student discipline and behavior-related issues,
social factors, and public pressure and professional image. 
Specific faculty responses regarding these issues are 
reported in the following section, as is a listing of 
additional causes of stress identified by faculty. The 
results are shown in Table 5. (NOTE: Additional
information regarding stress is summarized in the Personal 
Interviews section under the heading "Stress.")

° Student Discipline and Behavior
Faculty identified student discipline and behavior- 

related issues as causes of stress in 86 separate responses 
on the Faculty Questionnaire. Fifty-five of the 56 teachers 
who completed the survey listed one or more stressors 
related to student discipline or behavior.

Faculty responses included: "aggressive students," 
"uncooperative students," "students who don't want to be in 
school," "unmotivated and apathetic students," "disruptive
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Table 5
Faculty Questionnaire 

The Determinants of Job Satisfaction 
The Most Stressful Aspects of Teaching

Respondents = 56

Total
Determinant Faculty Responses

Percent of 
Faculty

Discipline and
Behavior 86 98%
Social Factors 43 70%
Public Pressure/. 
Professional Image 24 34%

Total Faculty Responses = the total number of times
respondents identified a satisfying aspect related to 
the general category (determinant).

Percent of Faculty = the percentage of respondents who 
identified one or more satisfying aspects in the 
general category (determinant).
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students," "rude students," "verbally abusive students," 
"violent students," "disrespectful students," "belligerent 
students," "chronically absent students," "out-of-control 
tardy rates," "sociopathic students," "unruly students who 
demand time away from others," "trying to motivate 
unmotivated students," "wasted talent," "working harder for 
lazy students," "restrictions on how to deal with tardy 
students."

° Social Factors
A variety of social factors were reported as sources of 

stress in 43 separate responses by 39 (70 percent) of the 
respondents. Responses included: "drugs," "gang activity," 
"juvenile violence and crime," "weapons toted around by 
kids," "teen pregnancy," "lack of parenting in our society," 
"economic hardship in students' homes," "lack of parental 
supervision/family breakdown," "students who have not been 
taught any social skills," "students are needier now in our 
community than in the past," "students who run the show 
because adults and the media today teach them they can," 
"lack of community focus on raising kids today."

° Public Pressure/Professional Image
In addition to stress associated with students and 

social conditions, 19 faculty members listed 24 separate 
responses related to teachers' professional image and public 
expectations. The responses centered around "unrealistic
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public expectations for teachers," "public criticism of 
teachers," "general lack of moral support for teachers from 
the public," "negative professional public image," "too 
little public respect for teachers," "media's focus on the 
weaknesses of education," "lack of effort to improve 
professional image," "lack of time and too many expectations 
from the government and public," "public pressure to wear 
too many hats," "negative press about education when so many 
good things are happening."

o Additional Stressful Aspects
Other stressful aspects of teaching identified through 

the Faculty Questionnaire included "career ladder," "career 
ladder -- it could be used in a better way," "not enough 
time to get through the curriculum," "too much to do in so 
little time," "the feeling the administration doesn't value 
your expertise and effort," "policy decisions," "trying to 
satisfy what I think is right versus administration 
beliefs," "after-school obligations," "workload," "grading 
without a computer," "not having a computer to prepare 
materials," "hours required outside of regular day," "50-60 
hours a week on work," "long hours," "having three preps 
before lunch," "too many meetings," "teaching skills beyond 
my curriculum," "having administration watching all of the 
time," "all the rules and regulations," "attendance and 
discipline policy not followed by administration," "number
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of students in class," "not enough planning time," "having 
to teach same concepts over and over," "observations," "so 
many students, so many different needs," "finals and end of 
the year."

Satisfaction and Stress Levels Ratings
In addition to queries to identify the determinants of 

job satisfaction and stress, the Faculty Questionnaire asked 
respondents to rate overall job satisfaction and stress 
levels, and indicate whether they would choose the teaching 
profession again. The results are summarized in this 
section and shown in Tables 6 and 7 on the following page.

° Satisfaction Levels
Although faculty concentrated considerable attention 

on the dissatisfying and stressful aspects of teaching in 
response to the three queries, 64 percent of faculty 
indicated positive overall job satisfaction levels -- 16 
percent (9 teachers) indicated they are "extremely 
satisfied"; 48 percent (27 teachers), "satisfied"; 13 
percent (7 teachers), "neutral"; 21 percent (12 teachers), 
"dissatisfied," and 2 percent (1 teacher), "extremely 
dissatisfied" with teaching. (The results are shown in 
Table 6.)
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Table 6
Faculty Questionnaire 

Overall Satisfaction Levels
Respondents == 56

Level
Percent of 
Faculty

Extremely Satisfied 16%
Satisfied 48%
Neutral 13%
Dissatisfied 21%
Extremely Dissatisfied 2%

Table 7
Faculty Questionnaire 
Overall Stress Levels

Respondents ■= 56

Level
Percent of 
Faculty

Extremely Stressed 9%
Stressed 62%
Neutral 7%
Mildly Stressed 16%
Not Stressed 4%
Not Responding 2%

v I  '
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° Stress Levels
In addition to overall job satisfaction levels, the 

questionnaire queried participants to determine overall 
stress levels. The results revealed 87 percent of the 
respondents experience stress in teaching. Nine percent (5 
teachers) indicated they are "extremely stressed"; 62 
percent (35 teachers), "stressed"; 7 percent (4 teachers), 
"neutral"; 16 percent (9 teachers), "mildly stressed"; and 4 
percent (2 teachers), "not stressed." (Two percent [one 
teacher] did not respond to this item.) (The results are 
shown in Table 7 on p. 128.)

o Teaching as a Career Choice
The final item on the Faculty Questionnaire asked 

respondents if they would choose a career in teaching if 
they could choose again. Seventy-three percent (41 
teachers) indicated they would choose teaching again; 27 
percent (15 teachers) indicated they would not choose 
teaching again.

Personal Interviews
Information collected from the NASSP Teacher 

Satisfaction Survey and questionnaire was augmented by 
personal interviews with 21 faculty members. The interviews 
sought to gain insight into the levels of satisfaction or 
dissatisfaction determined through the NASSP survey and ihfco
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determinants of job satisfaction and dissatisfaction, as 
well as the most stressful aspects of teaching identified 
through the Faculty Questionnaire. Faculty members provided 
narrative on several issues reported in the following 
section: "Work With Students," "Professional
Relationships," "Administration," "Compensation," "Parents," 
"Opportunities for Advancement" and "Stress."

Work With Students
High on the brick wall of the high school's auditorium 

is a large banner that symbolizes the school and faculty, as 
described by all interview participants. Next to the school 
logo in bright school colors are the words: WE CAN MAKE A
DIFFERENCE. "They are the words we live by...our 
culture... a reminder to not give up," a faculty member 
explained.

Considering the respondents often and clearly 
articulated commitment to making a difference in the lives 
of students, it is not surprising that a common thread 
throughout the interviews and in the Faculty Questionnaire 
was the opportunity to "work with kids" or "make a 
difference" as a source of job satisfaction. Teachers 
interviewed noted that intellectual stimulation and 
satisfaction is derived from the actual work and association 
with students. (There is a paradox, however. Students ar#
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at once the greatest source of satisfaction and the most 
intense source of stress. The majority of teachers surveyed 
identified student-related factors as the number-one source 
of stress. This issue is discussed in the "Stress" section 
under the heading "Students.")

Faculty members identified most frequently three 
primary satisfying aspects when working with students: 

d "Exhilaration" From Student Success 
"That is why I stay here year after year. The 

experiences I've had with students who have struggled so 
hard...who finally understand the concept. That's the 
reward," said a teacher with more than 10 years in 
education. "When you see the light bulb go on. That's how 
I renew myself and why I continue teaching," a teacher 
reiterated. Another said, "I sometimes think it's not worth 
it... It can be a thankless job, then you see that one child, 
who could have cared less at one time, suddenly get his act 
together and just blossom. That's enough to keep you 
going for a while." "Once you've had that experience," 
another teacher stressed, "you remember it forever. When 
you're down and ready to give up, that face or voice from 
the past is there and reminds you of your commitment. And 
you know there will be more successes today, tomorrow or 
sometime it will hit again." A beginning teacher added,
"Even to see a slight improvement in a student's work can
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give you satisfaction. Student progression is definitely 
the greatest source of satisfaction." Another commented, 
"It's very satisfying and energizing to work with 
appreciative students who want to learn and to help students 
who try hard." "I'm invigorated when students put forth the 
effort. It's an exhilarating feeling when you see them 
respond," said another.

Other teachers noted: "Seeing a student succeed is
energizing; nothing can stop you once you've been there."
"My greatest source of satisfaction is knowing the student 
made it, got there. When you see them celebrate their own 
successes and feel good about achieving academic success or 
even social success; it's a direct shot of adrenaline." 
"Students who try to make it give you such a feeling of 
excitement. They are the ones who make it worthwhile."
"When you get fed up with the public and the politicians and 
anyone who bashes public education, we remember why we're 
here. The kids are the motivation."

o Validation of Effort
Many teachers specifically reported the opportunity to 

"help the students" as a significant source of satisfaction 
in teaching. "Where else do you feel so needed than in 
education. Sure you can also feel used and completely 
unappreciated, but I've also known I was the most important 
adult in the lives of some of the students I've had over the
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years. I was the only stable force in their lives," an 
interviewee reported. Others interviewed said: "It's
surprising and rather sad, but at the same time very 
rewarding to know you're such an important figure to some 
students." "My greatest moments teaching have been seeing 
kids succeed and knowing I had a part in their successes." 
"Once I was the only person a student thought she could turn 
to. That is a great burden too, but I helped her find real 
help from a lot of other sources and it showed me how I can 
make a contribution in the life of a young person beyond 
teaching." "I get a lot of satisfaction when I have 
experiences that remind me I'm needed and even critical to 
some students." "It's satisfying to see former students who 
act excited to see you and give you positive reinforcement. 
Then you know it was worth all your effort."

o Positive Influence
The opportunity to "turn a student around," "change a 

life," "be a good influence," "motivate a student," "be an 
inspiration," "stimulate students to improve" and "encourage 
student achievement" were mentioned often in the faculty 
interviews. "I get a lot of satisfaction from being a role 
model." "Being a role model is becoming a more and more 
satisfying part of my job because it seems that more and 
more students are depending on me and other teachers. It's 
one of the simpler and better ways I can help students."
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Others identified opportunities to influence students as 
"opening doors of opportunity to young adults" and 
"expanding student horizons."

A teacher also provided this anecdote: "I had a
student who was going nowhere fast. I was frustrated and 
ready to let that child sit there and do nothing. Then one 
day I said you can be a nobody and a do-nothing if that's 
your choice, but I'm not going to stop trying. Then I 
started having conversations with him about 
motorcycles...his life. I really hated motorcycles but I 
thought maybe it could help open communication. He was a 
little different from then on and at least did try to show 
an interest in the subject matter, clearly in an effort to 
appease me. He barely made it through high school; I didn't 
hear from him for at least five or six years. Then one day 
he graduated from the university; he sent me a letter and a 
copy of the commencement program and just said I had had an 
influence on him and thanks. I think about that student 
often, when I'm ready to throw in the towel."

° Intellectual Stimulation/Street Savvy
"You learn continuously from students," a teacher 

reported. "You are constantly reminded that there is more 
than one way to do things. There can be more than one way 
to look at a problem," another teacher mentioned. "Where 
else than in a classroom full of teepagers can you see the
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world through so many eyes? In what other job can you learn 
so much from teenagers?" another said. "Many times I go 
home, shake my head and see my own light bulb go on.
Students are teachers too," a teacher with a long career in 
teaching reported. High-school students can be a source of 
great satisfaction "just in and of themselves," a teacher 
said. They can "give you a whole new understanding of life 
and make you see things from a completely different 
viewpoint." "Looking at life through the eyes of a teenager 
gives me a fresh perspective and quite often I think I learn 
from them as much as they learn from me," said another.

Teachers also noted increased "street savvy" from 
working with teens as a source of satisfaction. "You have 
to identify with kids to at least some degree to be able to 
communicate with them, I've learned. You have to keep up 
with what's happening in their world -- music, dance, 
fashion. That stimulates your thinking and helps you to 
stay on top of things. You certainly can't stay in a rut 
when you work with teenagers every day." Another teacher 
said, "I'm more street smart than a lot of people my age.
The kids teach me a lot about survival, endurance and the 
challenges and problems they face in the world today." An 
interviewee also noted, "Working with teens keeps you 
abreast of what's happening in the world. They bring it 
right into the class every day."
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Teachers also described working with students as a 

"kick," "sometimes humorous," "like nothing else except 
rearing your own children," "very enlightening."

Professional Relationships
Positive collegial support is a strong determinant of 

job satisfaction for the faculty. The NASSP Teacher 
Satisfaction Survey results indicate a level of faculty 
satisfaction with co-workers, as reported in the first 
section of this chapter. Responses provided in the Faculty 
Questionnaire also identified co-workers as an important 
influence on job satisfaction. Throughout the interviews 
there was a running commentary on relationships with co
workers. Those interviewed gave a high priority to finding 
and taking opportunities to build collegial relationships 
and associate with other teachers as much as possible. This 
finding is supported in the literature by researchers 
(Farber and Miller, 1982) who found that dissatisfaction 
results when teachers are isolated from colleagues and their 
needs for collegiality are not met.

Teachers in this school apparently form informal 
internal support units to provide professional support to 
each other. Several interviewed gave a variety of 
explanations for this activity. "We have, over the years, 
primarily due to less money, learned to depend on each
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other," a faculty member mentioned. "We have formed strong 
support networks and alliances with each other," said 
another interviewee. Several tied the support units to the 
need to attain feedback and share information. "We ask for 
feedback from each other, bounce ideas and actually help 
each other in many ways inside and outside of school. In 
some cases, the networks are intertwined interactions with 
faculty members and even administrators from the other 
schools in the district."

A "sense of community" was mentioned often by faculty 
members, who reported a heightened sense of efficacy because 
the environment is distinguished by supportive "personal and 
professional relationships and a sense of community." Other 
teachers also reported: "You know you can depend on
colleagues to provide support, cooperation, assistance and 
encouragement." "You are not out there with no support
mechanism." "You have to share expertise and ideas. Five 
teachers are more effective than one." "We are a part of a 
community. We have a shared vision and mutual respect."
"We believe that old saying that it takes a community to 
raise a child. We think it takes a community of teachers to 
help students achieve success." "We are each others' eyes 
and ears. We share information that helps us understand the 
students better." "I've been at the same lunch table for 
eight years. We sound ideas and let each other know what's
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happening with kids." "We couldn't be as effective as we 
are, deal with all of these student and social problems that 
constantly threaten our goals, and help kids without the 
support and encouragement from each other." "We have one 
purpose... to help our students succeed. We keep our eye on 
the ball and definitely help each other get there."

Collegial accountability and collaborative trust also 
are important components in this internal network, according 
to those interviewed. "It goes beyond supporting each 
other. We challenge each other. We don't just expect 
excellence from our students. We require excellence from 
each other and from the administration as much as they 
require it from us." Other interview participants said, "We 
think the internal challenge (of each other) to be 
outstanding helps define our faculty. We are a team." 
Another reported, "The faculty is definitely a team. There 
are times when the team doesn't work perfectly, but we do 
expect that from each other and operate that way most of the 
time." "I think of some of my colleagues as family," a 
teacher said. Another noted, "We are like a family; 
sometimes we agree with each other and sometimes we don't, 
but we are always supportive of each other and loyal to our 
common goals."

Teachers offered additional specific benefits from 
professional associations, among them: emotional support; a
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fresh perspective; alternatives, options and new ideas for 
dealing with a problem situation or personality; sharing 
information, materials, expertise.

Although 17 of the 21 teachers interviewed agreed 
collegial relationships are a source of job satisfaction, 
not every teacher shared the same enthusiasm. Four teachers 
find more satisfaction in independence from co-workers. 
"Quite frankly, too much contact with other teachers and 
administrators is a source of stress and dissatisfaction," 
an interviewee said. Another agreed, "I'm not chatty. What 
is more important to me is just knowing we have a shared
'Xmission and goals for our students and school." Another 
teacher said, "The satisfaction from my affiliation with my 
co-workers is found in activities outside of school, not at 
school," a teacher reported. (Examples of outside 
activities that teachers participate in together, according 
to those interviewed, include attending concerts, social 
events, going to dinner and to occasional university 
athletic events.)

The four teachers cited additional reasons for 
resisting collegial affiliations, including the threat to 
autonomy and lack of trust. "Some of us have been teaching 
for many years. There is nothing more aggravating than for 
other teachers to impose their ideas on us when we've been 
down that road and know from experience that the idea is not
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good for kids or the school," one teacher reported. Another 
added, "I trust my own instincts better than some of my co
workers. I like them personally very much, but I don't like 
interference." An interviewee also noted, "I resent 
spending time listening to other faculty and I resent 
feeling guilty because I like being on my own." A teacher 
with several years of experience also added, "I find my 
creativity and freedom is stifled when I have to work with 
other teachers or serve on committees. I am honestly more 
productive when I can exercise my independence and do my 
thing. I don't want to be involved with other teachers in 
the lunch room or on a committee."

Administration
Of the 21 teachers interviewed, 19 identified 

administrative relations as a strong influence on job 
satisfaction or dissatisfaction. (One teacher stated the 
"administration doesn't affect me one way or the other." 
Another teacher said, "I just teach, do what administration 
asks and don't get involved with politics or let them affect 
me,") Overall, the teachers view the administration 
positively. The interview information is consistent with 
findings of the NASSP survey that showed a level of 
satisfaction with administration. However, 18 of the 
faculty interviewed consistently cited a level of
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dissatisfaction with administrative recognition of faculty 
accomplishments, and 17 teachers cited a level of 
dissatisfaction with the faculty's role in school 
governance. The findings regarding administration are 
reported in the following three sections: administrative
support, administrative recognition and feedback, and 
authority for professional affairs. (Twelve teachers cited 
a degree of dissatisfaction with administration due to lack 
of administrative support on discipline issues. The 
comments are reported in the "Students" section under 
"Stress.")

° Administrative Support
"This is my second teaching job in this town and the 

differences between the administrators are like night and 
day. Our administrators here and in the district are 
excellent," a teacher noted. Another said, "We have an 
outstanding principal." Others said, "We have a good 
administration in this school." "I've been very pleased 
with the administration." "Our administration is very
supportive." "Administrators are straightforward and 
honest." "Our administrators are generally understanding." 
"Our administration (and faculty) stress students as our 
highest priority." "We have respect for each other." "We 
are treated fairly." "We are expected to do our best."
"Our administration is child oriented." Others described
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the high school administrators as "sensitive," "forgiving," 
"patient," "non-judgmental," "able to keep a lot of balls in 
the air." "We all have a lot to do. I think our 
administrators do the best they can given the workload."

o Recognition and Feedback
Although considerable attention was paid to positive 

characteristics of the administration, 18 faculty members 
interviewed identified a lack of positive feedback and 
recognition from administration as a source of concern and 
dissatisfaction. (All 21 teachers interviewed agreed that 
recognition is an important influence on job satisfaction 
and motivation. This view mirrors results from the most 
recent Harris survey on teacher job satisfaction that found 
teachers have higher levels of satisfaction when they are 
recognized for meritorious performance [Harris, 1995].)

The 18 teachers who indicated concern for recognition 
and feedback described a "weak" system to recognize 
outstanding teacher performance. "There is no ongoing 
recognition that I have ever seen in my 18-plus years at 
this school." "There are no notes of recognition from
administrators when we have achieved something deserving of 
recognition." As an example, the teacher noted that four 
students had been honored in two local competitions and had 
won all of the top honors, but "there was no recognition in
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word or in print; no one ever said anything to me about it." 
Another teacher confirmed, "Everybody likes to be told once 
in a while they're doing a good job, but that is spotty 
here." A teacher with more than 10 years in education said, 
"I learned in teaching you have to praise kids for doing a 
good job; it helps motivate them. It's the same with 
teachers but there isn't much recognition for our 
achievements or efforts."

Other interview comments included: "The
administration's approach to teacher recognition is very 
relaxed. It's hit or miss I think." "I haven't seen any 
evidence that teacher recognition is a very high priority." 
"My observation is that recognition comes if you win an 
award, not if you're doing something creative or unique to 
help students learn daily." "You have to get recognized by 
some other group before the administration will recognize 
you." "The administration probably thinks it's doing this 
(recognition) but the perception of many of us is that 
recognition really isn't important." "Students are 
recognized in various ways by the school and that is the 
most important thing...but teachers have to be stroked now 
and then too."

An inquiry into the administration's efforts to 
recognize teachers revealed that no organized or systematic 
approach ensures regular facility recognition. The
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administration "tries to send notes to teachers" to 
congratulate or recognize them for achievements; and notices 
of awards and outstanding achievements may appear in the 
district newsletter and/or faculty bulletin. (The student 
council sponsors a "Teacher of the Month.")

Fifteen of the teachers interviewed suggested that 
regular feedback from administration not only has a positive 
effect on morale but also is an effective tool to minimize 
feelings of isolation. This seemed especially important to 
one of the younger teachers interviewed. With fewer than 
five years of teaching experience, this teacher stressed the 
positive effects on job attitudes from good administrative 
relations and regular feedback from administration.
"Feeling you're alone is a dissatisfying aspect of teaching. 
Teaching in the beginning is trial by fire. There are a lot 
of benefits from hearing from administration that you're 
doing a good job and getting regular feedback as part of a 
non-threatening structure. By that I mean being told it was 
good that all the students were on task when an 
administrator dropped in or the teaching technique I used 
was interesting and innovative... critiques that are not tied 
to the formal evaluation process." Another teacher with a 
handful of years in teaching added, "New teachers face the 
same challenges as experienced teachers but we have to deal 
with them without the wealth of experience. New teachers
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feel isolation quicker than experienced teachers... as we 
(less-experienced teachers) struggle the feeling of being 
alone is amplified. The feedback we get from other faculty 
members and administrators is very important to combat the 
feelings that we are alone. When you're never hearing 
you're doing a good job, it's discouraging."

This orientation was echoed by others interviewed.
Even the most experienced teachers welcome more feedback, 
but there is a caveat: feedback in an autonomous
environment without isolation. "Suggestions and support 
from administration are critical, but not at the expense of 
our freedom and independence to teach and manage our 
classrooms. That's where it gets to be a problem. Teachers 
do fear that an open invitation (for administration) to make 
more classroom visitations is an invitation for 
intrusion...meddling. It's threatening, even with the most 
respected, admired, well-meaning and best administrators. 
It's very complicated and even the thought does cause a lot 
of anxiety," a teacher reported. Another said, "No one 
wants to invite interference. We have enough of that from, 
you name it, outside forces...discipline problems, family 
problems that cause great obstacles to teaching children, 
pregnant teenagers, crime."

When asked to comment on those sentiments another 
teacher provided additional perspective. "I'm confident
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enough to say that teachers, at least the ones I've known 
for many years, value and want regular feedback from 
administrators. Feedback can have an important effect on 
motivation. A sensitive administrator knows that...and can 
get the most from faculty with a little positive feedback.
It increases satisfaction definitely. Yes, it's complicated 
though because some colleagues are intimidated and see too 
much feedback as a threat to independence and respect."

Another interviewee stressed the importance of having a 
mechanism for sharing accomplishments and failures. "None 
of us wants to be left alone with our achievements. And 
it's equally upsetting, actually, to be left alone with our 
failures. Failure could and should be viewed in a positive 
way. We all benefit from interacting with each other on 
both fronts."

Isolation in the teaching profession was not cited only 
by newer faculty, but seemed more pronounced for them. 
Teachers interviewed who have two to 20 years of classroom 
experience took their share of ownership for feelings of 
loneliness and cited several reasons they may contribute to 
their own isolation. The reasons fell into three general 
areas: unwillingness on their part to request help because
"everyone is too busy"; fear that requests for help will be 
viewed as "incompetence"; concern that seeking aid will be



viewed as the inability to handle stress and difficult 
situations.

° Authority for Professional Affairs
Professional autonomy and input into school affairs are 

powerful influences on job satisfaction, according to the 
faculty interviewed. However, autonomy is clearly a complex 
issue; the definition extends beyond faculty responsibility 
for individual curriculum design and classroom management. 
Autonomy is an important element in shared decision-making 
and a majority of teachers indicated that this too is a 
source of motivation. "Autonomy is important, not only in 
managing the classroom, but in all professional matters," 
said one interviewee. Those interviewed who were asked to 
comment and elaborate continued the theme. "Yes, lack of 
autonomy in school decisions...like school policies and 
procedures... causes and has caused dissatisfaction. We have 
many teachers who want to be involved in decision-making and 
when we are, we feel more motivated." Another added, "It's 
important to be included in autonomous decision-making. I 
am stimulated by it... stimulated to work harder to ensure 
the policies are well-thought out." "It's an opportunity to 
build consensus. It's empowering," a teacher also reported.

Apparently a more direct interest in and responsibility 
for school governance by teachers have emerged and clearly 
escalated as a result of school reform efforts and increased

147
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calls for teacher accountability. One teacher, striking the 
issue squarely, commented that "teachers should have more 
authority in decision-making if we are going to be held 
accountable for everything." Another noted, "Throughout 
education, faculty participation in school governance has 
received massive discussion. But it's time for more and 
more of the decisions actually to be made by teachers or 
jointly with administrators. We teachers have to answer for 
the decisions that are made. If we don't have control, we 
ought to at least have meaningful input."

The difficulty with the faculty's perceived role in 
school governance, raised and discussed at least to some 
degree by all of those interviewed, centered on the issue of 
having "meaningful participation and input." "The general 
feeling is that it doesn't make a whole lot of difference 
what we say," one interviewee said. "We are encouraged to 
participate; it's almost expected and demanded that we serve 
on committees. But administration doesn't really listen," 
said another. Other comments included: "My feeling
is...they say here are the committees, pick two. But 
decisions generally already have been made." "We keep 
getting surveyed and asked our opinions, but no one sees the 
actual results." "The administration says they want us to 
be involved, but it doesn't walk the talk. We just go 
through the motions." "We talk amongst ourselves and think
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we agree on something but when the survey results come in we 
are surprised." "We can make policy but if parents pressure 
administration...like on a discipline problem...the 
administration will roll over. So what's the point of 
spending a lot of time working on something that's not fully 
supported." "The last time I served on a committee was 15
years ago and the administration didn't hold up the 
decisions we made when pressured by parents." When asked to 
comment on that specific remark, teachers said: "That has 
never directly happened to me, but I hear a lot of teachers 
say that." "That happens mostly when parents put on 
pressure." "Yes, it seems the policies were meant to be 
bent." "I've had that happen to me too." "I'm fed up with 
administration capitulating when we think we have a policy 
we'll all stick to." "The administration has been known to 
back down under pressure regardless of policy."

Although 18 teachers indicated some level of agreement 
with the general opinion that fabulty participation in 
school governance is superficial, three interviewees noted: 
"I agree. Sometimes our participation may seem cursory, but 
to be fair, the administration has to weigh every situation 
and sometimes modifying the rules may be appropriate." , 
"It's a mixed bag. We've had meaningful input and we've 
also been ignored. We just keep going." "For the most part 
it's a game to make us feel involved. The great thing is
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that doesn't seem to deter people. We keep forming ideas 
and serving on committees."

Interview participants continually stressed the 
importance of broad faculty involvement in school 
governance. Faculty members recommended that participation 
in school affairs include traditional curriculum and 
textbook selection committees, but emphasized broader 
involvement in school and districtwide professional 
development programs, school business and financial affairs, 
policy formation committees and school operations. Also 
mentioned were committees on student discipline, teacher and 
student security (safety), and committees related to parent 
and community programs.

When asked to respond to those areas, one teacher said, 
"A better image for teachers may lie in professional 
autonomy and opportunities to have influence beyond 
traditional classroom matters. Self-esteem would be 
enhanced more and professional prestige would definitely 
improve." Another faculty member stated, "Most of us are 
reasonably satisfied with our input into teaching strategies 
and textbooks, we want more real input into policy formation 
and representation on. important district and school 
committees."

Faculty also noted that participation in school affairs 
helps to "break the monotony" of the mundane day-to-day



151
routine and repetition often found in teaching. One 
interviewee noted that "teaching can become too repetitious 
and tedious. Teachers sometimes lose their spontaneity and 
feel unchallenged after awhile. There is a constant need to 
be exposed to and involved in new and different ways. 
Participating in committees and with other professionals is 
usually challenging and is a chance to see new faces and 
different scenery."

Additional value-added outcomes of faculty 
participation in school governance identified in the 
interviews included: opportunities for adult contact, to
develop social and collegial relationships and to develop 
additional skills; reduced feelings of isolation; sense of 
increased influence and control. "I like to feel needed and 
that I'm an important contributor outside the classroom," a 
teacher reported. Another agreed, "Morale is improved when 
teachers feel their opinions and knowledge are important and 
that administrators value input. Morale is damaged terribly 
when there is a sense that we are not important enough to be 
consulted and we are being pushed to accept decisions made 
in a vacuum." "Trust is better," another teacher mentioned.
"There's also a sense of mutual respect between teachers and 
administrators when teachers are involved in decisions that 
affect the whole school," another interviewee added. "It 
seems that communication is better when administration
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confers with us. Mutual respect and a better understanding 
of the problems and challenges administrators face also 
result," another faculty member related.

Sixteen teachers also stressed a faculty role in 
school policy minimizes complaining and helps teachers have 
a better understanding of organizational complexity and the 
magnitude of problems administrators face. One teacher 
observed, "When we're directly involved in finding solutions 
to problems or developing policy, the tendency is not to 
criticize the final product. We also gain a better 
understanding of and appreciation for the problem or policy 
being handled if we're on the inside." Another teacher 
mentioned, "We have a better appreciation for what 
administrators and other teachers have to deal with. It's 
beneficial for everyone to share the decision-making role.
We have a bigger stake in how the school operates and in 
ensuring quality results and that also helps us feel more 
pride in our j obs."

Other benefits from faculty governance specifically 
identified in the interviews included better coordination 
between faculty and administrators, a better sense of 
working together to achieve common goals, chances to use 
creativity and special skills and experience, more 
responsible use of resources and elimination of duplicative 
efforts. "When we work together to develop policy and
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procedures, or even to figure out how to solve problems, we 
save time and energy. We gain from other people's ideas." 
Another teacher said, "We also gain a better understanding 
of, and appreciation for, our responsibility to use 
resources wisely and look for cost-efficient and time- 
efficient methods of doing our jobs." Teachers surveyed 
also associated a role in decision-making with renewed 
energy, greater loyalty to the organization and colleagues 
and renewed commitment to school improvement. "When you are 
part of the solution to a problem, there is a definite sense 
of pride," an interviewee noted.

But while some teachers obviously thrive on "autonomy" 
in affecting school decisions and policy, others defined it 
as "work shifting." "When I'm asked to get involved I see 
it as a way for administrators to give their work to me. I 
have enough to do." "Let the policy-makers who are getting 
paid more money make the decisions and be totally 
responsible for the consequences. Give me control of my 
classroom."

Further complicating the notion of individual faculty 
participation in school governance was the observation made 
by another interviewee who said, "The chance to make 
decisions related to the whole school? Some of us don't 
want any part of it and I've seen the dissatisfaction it 
causes flow down to other faculty." Other teachers said:
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"I've always been an outsider; I really don't want to be 
with people on a bunch of committees." "The key, at least 
for several of us, is for the administration to take the 
faculty pulse... everyone is different. Involving those who 
want to become involved and providing a way for regular 
feedback results in great satisfaction; coercing those who 
don't want to be involved and providing too much feedback 
have the potential to cause a lot of stress and dissension 
that could easily be avoided."

Fourteen of the 21 teachers interviewed made special 
mention of the negative attitudes associated with the stress 
of added work and pressure to perform. A "lack of time" to 
participate in decision-making activities and "workload" are 
the primary reasons teachers may not get involved, according 
to those interviewed. "This should come as no surprise," 
one teacher said. "I simply don't have time to do what I 
have to do, let alone take on added work." Another said,
"It would be good to be involved in more policy-making but 
you can't do all of this paperwork, teach, be the parents 
and wear all of these other hats too."

Another teacher cautioned, "The way administrators 
approach this subject is the key, They have to know the 
personalities of their teachers very well. They have to be 
attuned to the priorities of individual teachers and let 
those who want to take responsibility for involvement in
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issues outside of their classrooms volunteer to participate. 
Those who do generally get great satisfaction if their work 
is taken seriously and implemented. Those who don't, but 
are coerced, end up dissatisfied. Then their 
dissatisfaction brings others down. I know. I've been 
there. I want to do my job only. When I'm expected or 
forced to get involved, I want to make others know that I'm 
not happy about it. That's an honest, not a manipulative, 
reaction."

Several teachers stressed the importance of in-service 
training and preparation in management as an important tool 
in encouraging teachers to participate. "I've found myself 
in a situation where I was expected to be, and of course T 
wanted to be, a contributing member of a committee charged 
with making decisions that affect the school. But the 
subjects were outside my area of expertise and I had no 
experience. I would have viewed it more positively if I had 
had a chance to get prepared," said one participant.
Another reported, "I like working in a team and having a 
decision-making role, but sometimes it simply causes too 
much stress. The pressure can be great if you have to 
perform without some kind of orientation and background." A 
teacher with more than 10 years experience recounted, "At 
one time I sought out additional involvement in school and 
districtwide decisions but the experiences caused me to lose
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confidence and affected my self-esteem. I was not prepared 
to deal with the issues at hand. After that it was a long 
time before I even considered becoming involved again."

Compensation
The most recent national Harris survey showed teachers 

are essentially twice as likely in 1995 than those in 1985 
to indicate they are paid an adequate salary (Harris, 1995). 
Ten years ago eight percent of teachers surveyed nationally 
agreed strongly that they earned decent salaries in their 
jobs; 29 percent agreed somewhat (Harris, 1985) . Today, 17 
percent agreed strongly and 46 percent agreed somewhat that 
they are paid a decent wage in teaching (Harris, 1995).

Faculty surveyed in this study, however, report a level 
of dissatisfaction with compensation, according to results 
from the NASSP Teacher Satisfaction Survey and Faculty 
Questionnaire. Several faculty members interviewed also 
affirmed those findings: 11 teachers interviewed expressed
some concern, ranging from mild concern to strong concern, 
with teacher pay; 10 reported neutral or strong satisfaction 
with their pay.

The average salary among the teachers in the high 
school under study is $29,300, compared to the $36,874 
national average public teacher salary for 1994-95 (National 
Education Association). The variance can be attributed to
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the significant number of newly hired teachers in the school 
studied; 32 percent of teachers have been hired within the 
last three years (due primarily to a large number of faculty 
members who took advantage of a retirement incentive during 
that time).

The 11 faculty disconcerted with compensation outlined 
parallel attitudes. Their comments included: "Overall, I'm
satisfied with teaching as a job, but I definitely feel 
underpaid." "I'm glad I'm a teacher. I wish the pay were 
better." "It would be the best job in the world if we got 
paid better." "It's a good job but the pay should be 
higher." "The job is fun and rewarding but the pay is 
terrible." "I entered teaching more than 10 years ago 
expecting lower pay, but I didn't know it would be this 
tough." "We,don't keep up with the cost of living and 
inflation. Prices rise faster than my salary." "I can't 
get ahead on this pay." "Salaries aren't commensurate with 
responsibilities." "It does make me angry that we can't 
make ends meet on a teacher's salary." "I'm basically a new 
teacher and we don't get paid very much, but we still have 
the same cost of living." "Salary levels are too low for 
the job we do." "Teachers are required to have a 
significant amount of education, but we are paid much less 
than other professionals."
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When asked to outline reasons that salaries should be 

higher, teachers cited several factors:
° Stress ("Teaching has gotten more stressful than it 

was a decade ago." "We have so much stress from so many 
sources." "Dealing with the students and parents in the 
1990s is incredibly stressful." "When you're dealing with 
teenagers and others people's children, there is enormous 
stress." "Teaching is physically and emotionally 
exhausting." "We are living and teaching in a very 
demanding time with regard to kids." "The challenges of 
working with students these days aren't gum-chewing and 
smoking in the rest rooms, they're serious social 
problems...shootings and murder, guns at school and 
violence." "Teachers around the country are finding 
themselves in a war zone." "Personal safety never used to 
be an issue; now it is." "People who put their own lives in 
danger should be compensated for it." "Discipline problems, 
students who aren't motivated, students in trouble in school 
and in the community, truancy, paperwork, stress, all the 
hours.")

° The Expanded Role of the Modern Teacher ("We do far 
more than the public knows." "Not only do we have to be 
teachers, much of the time we have, to be parents, peace 
officers, psychologists, child abuse monitors." "And add to 
that parole officers." "We also have to be social workers."
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"The students require a great deal of attention outside of 
teaching these days." "We hold the future of the country in 
our hands every day. We spend more time with the next 
generation and deal with more of their problems than anybody 
else. A decent wage only seems fair." "Since we are now 
expected to supplement teaching with our own money to buy 
supplies, we should be paid more.")

o Accountability ("We are accountable to everyone 
parents, administrators, taxpayers, law makers, the 
governor." "We are expected to fix public schools but it's 
the consultants who are paid a lot of money." "The public's 
expectations are unrealistic. You can't pay college- 
educated professionals these low salaries and expect them to 
fix the world." "It's demoralizing to work this hard and be 
held responsible to everybody on the street and not be paid 
a respectable salary.")

Those teachers who indicated satisfaction with 
professional compensation outlined the "trade-offs" that 
offset lower pay. "Teachers themselves forget that their 
salaries are for nine months," one teacher remarked. Others 
reported, "We have really great vacations during the year." 
"Not everyone gets two weeks at Christmas, a spring break, 
and other holidays." "The four best things about teaching 
are June, July, August and early retirement." "Having the 
summer off is worth it." "I like having a beginning and an
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end and the chance to start fresh every fall." "The entire 
summer off is great if you want to travel or spend extra 
time with your children." "There are some opportunities to 
add to your income... extra-curricular activities are worth 
the extra money and you can boost your income during the 
summer if you want to work." "Teaching is ideal for me 
(even though I'd like to have more money)...my hours are the 
same as my children; I'm home when they are. It's a trade 
off." "The summers off gave me a chance to go to graduate 
school." "The hours are great, if you use your planning 
time wisely." "I can understand how hard it is for a 
beginning teacher to support a family, but when I consider 
what I'm making for nine months of the year, I can't 
complain." "The pay may not be that great, but the benefits 
are excellent and you can't beat the time off."

Parents
,Results of the NASSP Teacher Satisfaction Survey 

indicate a level of teacher dissatisfaction in this area.
The second most frequently mentioned response to the 
questionnaire item on sources of dissatisfaction was related 
to parents.

The faculty interviews revealed many positive attitudes 
toward parents: "Most parents are supportive and want to be
involved." "We have a lot of good parents." "Many parents
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take a major interest in their kids and the school." "Most 
parents care about the school and teachers." "Teachers and 
parents generally work together." "Parents have 
traditionally been involved and active in education in our 
district." "Parents who are involved in educating their 
child at home and at school are definitely appreciated and 
valued."

However, the faculty members interviewed also noted "it 
only takes one or two parents to spoil your day" and 
provided considerable commentary and a more precise 
understanding of this faculty's dissatisfaction with issues 
related to parental/family support of education. The scope 
of interview discussions in this area, although extremely 
far-reaching, centered primarily on parents and student 
responsibility and accountability, relationships with 
parents and the lack of family involvement in learning at 
home and in the daily activities of student life outside of 
school.

Faculty members interviewed offered observations on the 
frustration and dissatisfaction credited to parents who 
don't hold children "accountable" and parents who make 
"excuses for poor student performance or bad behavior."
Nine faculty members reported dissatisfaction associated 
with an increase in the propensity for parents to hold 
everyone but the child accountable. "My frustration with
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parents is serious when it comes to accountability. So many 
of them are so quick to place blame. The unfortunate thing 
is that the child is seldom held responsible anymore."
"There is no individual accountability...no personal 
responsibility." "Today, parents are looking for someone 
else to blame for the problems their kids are having. 
Teachers are easy targets." "When I started teaching, you 
knew you had a good chance of straightening out a disruptive 
student if you even mentioned calling the parents. Now it's 
like, 'Go ahead and you'll be the one to get in trouble.'" 
Other teachers reported, "The sad thing is that's right; the 
teachers are the ones the parents get angry with." "The 
parents who cause dissatisfaction are the ones who don't 
hold their own children responsible for their behavior and 
school work."

Teachers also reported, "The intensity of attacks from 
parents has definitely increased." "We try to teach 
responsibility and accountability, but a lot of students are 
getting the opposite message right from their parents." "We 
put a lot of emphasis on accountability at our school but 
students are getting the message from others that 'I can do 
anything I want.'" "Parents, though, sometimes get away 
with not holding the kids responsible because the 
administration caves into their demands." "One of the 
primary reasons I've thought about getting out of teaching
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is the frustration I have because parents today don't expect 
more from their kids and expect them to be accountable." "I 
sometimes just think my attempts are futile; some parents 
will back up their children no matter what." "My problem 
with parents is their unwillingness to get involved unless 
there's trouble. Then they're here screaming at everyone 
but the child." "Sometimes you just run into a parent who's 
loaded for bear...just looking for someone to blame for 
their problems. - It is very stressful and causes a lot of 
problems." "I'm dissatisfied with the parents who think the 
teacher is always wrong and the student is always right. It 
makes me crazy." "We have a lot of very supportive parents. 
The ones whose kids can do no wrong cause stress and 
dissatisfaction."

A faculty irritant, specifically reported by 20 
faculty members interviewed, was parents not actively 
involved in educating the child. It's "unconscionable that 
some parents say they don't have time to get involved" with 
education, a teacher reported. "The reason I'm not happy 
with parents is this excuse so many of them use about not 
having time. If they're not spending.time on their kids, 
then what are they doing that is so much more important?" 
"I'm absolutely disgusted when I hear parents don't have 
time." "It's unbelievable that parents say they don't have 
time to volunteer at school or help with homework." "The
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teachers have become the parents today in so many cases." 
"The biggest problem with parents is their lack of 
commitment to getting into school with their kids." "If 
parents don't have time, then who does?" "Parents put the 
pressure on us...well it's time for teachers to expect 
parents to be accountable for their share in this 
partnership. Parents shouldn't be allowed to say they don't 
have time."

Teachers also described "angry parents," "hostile 
parents," "parents who manipulate the system" and "parents 
who are non-parents" as sources of dissatisfaction.

The literature reveals that some faculty members, 
fearing parental interference or a loss of independence, are 
reluctant to advocate parental participation in schooling. 
All faculty members interviewed in this study, however, 
welcomed and encouraged parent participation; no faculty 
members identified parental involvement as intrusive, 
problematic, or a threat to autonomy. In fact, when asked 
to identify one thing that could be used to improve 
education, increased parent/family involvement was 
identified by 16 of the 21 teachers interviewed; "public 
support" for education and better funding of education were 
identified by five teachers.
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Opportunities for Advancement

Faculty dissatisfaction with "opportunities for 
advancement" was disclosed in the NASSP Teacher Satisfaction 
Survey results. Those interviewed did not elaborate 
extensively on this subject. Eight teachers interviewed 
attributed dissatisfaction in this area to "the small size 
of the district" and the "nature of the profession." "It's 
a product of the small district we have. There just aren't 
many other jobs to move up to," an interviewee said.
Another added, "It's a fact of life in teaching in this 
district. You don't have this long ladder to climb." "The 
choices are definitely limited," a teacher said.

Other comments included: "You'd have to wait a long
time in this district or try for a position in another 
district." "It may be a fact of life, but it is very 
depressing and discouraging to not have other opportunities 
to aspire to." "I have felt very unhappy and frustrated 
with the lack of choices and opportunities to move up to a 
new job." "This is not a profession that promotes upward 
mobility."

Seven teachers interviewed indicated satisfaction with 
advancement opportunities. "I'm where I want to be; I 
haven't thought about being an administrator," a teacher 
reported. "If I wanted to go for an administrative 
position, the administration would probably give me a fair
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shot." "There are probably more opportunities in education, 
outside of the classroom, than most people realize." "I'm 
not motivated to move to administration; I want to teach."

Six teachers interviewed indicated a neutral position 
on "opportunities for advancement."

Stress
Stress (pressure and anxiety) was identified as the 

most significant cause of dissatisfaction with teaching, 
according to those who responded to the Faculty 
Questionnaire, and was a major issue of discussion in the 
personal interviews. Knowing how to reduce or eliminate 
stress first requires understanding the sources of teacher 
stress and how it is exhibited in a specific educational 
environment. Teachers involved in this study reported that 
stress is associated with four general areas: students;
social factors; public pressure, perceptions and 
professional image; and paperwork. A common theme 
throughout the personal interviews also centered on the 
effects of stress on teachers. Information regarding stress 
and the manifestations of stress is summarized in this 
section.

° Students
Results of the NASSP Teacher Satisfaction Survey 

indicated a level of dissatisfaction with the component
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scale "Student Discipline and Responsibility." Consistent 
findings were revealed in faculty responses to the Faculty 
Questionnaire and in the latest Harris poll, which showed 
that teachers nationally are concerned with student 
discipline (Harris, 1995) . The interviews lend emphasis to 
these findings and show teacher anxieties centered around 
contact and interaction with students. Teaching aggressive 
or volatile students, uncooperative students, students with 
moderate to severe discipline and behavioral problems and 
unmotivated and apathetic students were mentioned frequently 
as teacher stressors in the interviews.

The stress caused by constant interruptions from 
disruptive students (both chronic and occasional disrupters) 
also emerged in the interviews. Comments included:
"Students who are determined to stop learning for everyone 
are tremendously stressful." "There are many things that
you have to watch out for during the course of the day. Are 
students learning in my classroom? Are students safe in my 
classroom? Am I providing enough positive feedback? When 
your focus on those important things is interrupted by 
disruptive students, stress is bound to increase." "Stress 
from disruptive students causes a lot of job 
dissatisfaction. Anytime you are forced to discipline a 
student, the other students suffer. That also causes me to 
feel guilty for the lost opportunity for other students to
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learn...which also is stressing." "Student discipline is 
always a major factor related to stress. Explosive students 
are also intimidating and that just adds to the stress." 
"Disorderly, inconsiderate, rude students cause a lot of 
tension for teachers and students." "The biggest cause of 
stress has always been student-related...discipline problems 
and parents getting involved and not supporting the school 
at all." "I always try to look for the good in kids, but 
some of them today are just bad people. Our school does a 
good job of identifying them and following them, but they 
inevitably cause trouble and that is hard on teachers."
"Our school calls the police to the campus more than others. 
It's not that we have more trouble on campus than other 
schools, it's because our administration calls when there is 
a problem." "I think other schools try to deal in-house 
with what could be police calls."

Twelve teachers interviewed independently reported 
feeling the administration "needs to crack down on 
discipline." They noted: "Administration should be harder
on those who are the trouble makers and send a message to 
the rest of them." "Kids are getting away with a lot." 
"Student discipline is a total negative." "As a teacher, I 
have very little power; the parents and kids can run over 
you and the administration doesn't back you up." "The 
administration crumbles for parents." "Administration is
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being bullied by a few parents who threaten the school."
"The rude and obnoxious behavior of kids today, and 
administrators who let them get away with it, has really 
soured me."

Also cited by 20 of the teachers interviewed is stress 
related to "students who don't want to be in school" and 
students "who only go to school to socialize and have no 
interest in learning." "Students who are in school because 
they have to be create the biggest problem." "If you 
interviewed the students who do want to be there, they would 
tell you those students are also the biggest problem for 
them." "Many students don't value education. They just 
live for the day...they'd rather play videos." "Students
who are constantly absent disrupt teaching and learning for 
everyone." "We have to find a better way to handle students 
who don't care and disrupt the environment for everyone."

But the challenge of managing discipline problems is 
not as "simple" in the 1990s as it might have been in the 
past, according to several teachers interviewed. "Once upon 
a time you could deal with the problem...be strict and get 
on with it. Now students have a different mind-set. Many 
of the worst problem students look right at you and blame 
all of their problems on you. Now that causes stress and 
frustration. Everything is someone else's fault."
"Somewhere these kids have learned they don't have to be



170
responsible and it's problem to live with." Another 
teacher provided this view, "There's that and the stress 
caused because you don't know when you scold a student for 
being a problem...is he or she going to show up with a 
loaded pistol later?"

° Social Factors
In response to the question on causes of stress in the 

Faculty Questionnaire, various social issues were reported 
often. Teachers cited several primary areas in the social 
structure of the 1990s that contribute to a stressful 
teaching environment: economic hardship in students' homes;
lack of supportive family structure; drugs; teen pregnancy; 
and juvenile violence, specifically gangs, guns and the 
criminal element. In addition, the teachers interviewed 
chose to elaborate on many of the same social problems as 
contributors to stress and further agreed that these 
problems have intensified significantly in the last two to 
seven years. "There seem to be more social problems that we 
have to wrestle with today. These are not trivial problems 
either; they are quite serious and difficult to manage, 
especially for teachers," a teacher with more than 10 years 
of experience noted. "The range and extent of social 
problems are astonishing and disturbing in comparison to 
just a few years ago." "It all makes me sick -- my stomach, 
my sleep, my nerves. All of these children having children,
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child criminals, no family there to support some of these 
children," another outlined.

Of particular concern and stress to teachers in this 
study are family-related matters: 100 percent of the
teachers interviewed discussed family-associated issues to 
some degree. Anxiety about students lacking emotional, 
nutritional and moral support from a family was voiced.
"For all intents and purposes some students I have known 
live entirely on their own with no parental or family 
support structure," a teacher said. Another reported, "We 
have kids living with other kids." One interviewee noted, 
"There are students here, and in every school across the 
country, who have all their meals at school. There is just 
no one home or no one available or willing to provide 
dinner." "You simply can't fault the child. Because 
teachers spend the lion's share of the day with these 
children, we are the one's who have to deal directly with 
the consequences of blatant neglect." "I see 14-year-olds 
out and about at all hours. It's not unusual to see 
freshmen in local fast-food restaurants at 11 p.m. Who is 
looking out for them?" "We have seen children raise 
themselves. It obviously becomes an enormous problem at 
school. Children need family. Society needs the family in 
order to thrive. Schools need the family too in order to be
successful."
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Teen pregnancy, a major problem in this state, was 

another source of emotional discussion. Findings from the 
questionnaire and personal interviews show that this social 
problem is a source of stress for 75 percent of the teachers 
questioned. (Findings in the recently released Harris poll 
on teacher job satisfaction indicated teachers nationally 
also are concerned with teen pregnancy [Harris, 1995] .)
"Every day I see one or two kids pushing strollers in the 
halls or carrying their babies. The other day at a 
restaurant close to campus, two students were there with 
their babies." "How can the average teenage girl function 
with a child or with children? This is not only disruptive 
in the girls' lives but in the classroom." Teachers noted, 
they are absent more, have more emotional issues to handle 
and have more adult responsibilities. "When the choice is 
between doing your homework or taking the child to the 
doctor or to the park, homework is always last on the list," 
another teacher said emphatically. Other unsettling student 
behavior manifest at school that is thought by the teachers 
interviewed to be associated with teen pregnancy include: 
lack of motivation, lack of focus and lack of concentration. 
"It isn't surprising," a teacher stressed. "When you've got 
that much on your mind...when you're 14 or 16 and you have 
to take care of a child, you are going to be distracted."
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In addition, five teachers interviewed pointed out that 
pregnant teens or teen mothers may feel more pressure to get 
finished with school and that such pressure causes stress 
for the teens and in turn causes stress for educators.

The interviews revealed a strong relationship between 
high stress levels and concerns with student harassment, 
physical violence, fear of student-on-student attacks and 
violence from external sources (particularly gangs and 
violent teens or community members). All teachers 
interviewed expressed feelings of distress from one or all 
of these threats: "Crime and violence are significant
sources of stress and the main causes of job dissatisfaction 
for me," a teacher reported. "I couldn't agree more," 
another teacher said. "When did the world get turned upside 
down? I never would have imagined this much stress over 
fear for my own safety at school." "I don't think a lot of 
teachers admit just how scary it is to be a classroom 
teacher in 1995." "There have been more and more reports of 
teachers being shot and of shootings on and off school 
grounds. It's very disturbing...brutal beatings and murders 
by and against teens." "I think I fear for my students the 
most. I look in the paper every day to see if any of our 
students are the latest victims." "We are all so 
vulnerable." "I've never felt threatened, but other 
teachers have been verbally or physically assaulted." "It's
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a form of intimidation." "We live in a violent society.
I've thought about wearing a bullet-proof vest." "Did you 
notice the security guards when you came through the gate? 
That says it all."

Teachers interviewed who have more than five years 
experience agreed this violence is a relatively new 
phenomenon and a major barrier to an effective learning 
environment. One teacher observed, "You'll find that stress 
from student aggression is relatively new to many of us.
Just a few years ago it was not a big worry." Another said, 
"Ten years ago you worried about students smoking in the 
rest room. Today, you wonder if you or one of your students 
or your school will end up on the 10 o'clock news as the 
latest shooting victim or place of the latest teen 
shooting." "When you are concerned with your own safety, 
you know you don't focus like you should on teaching." "I 
know our district is doing a lot to ensure campus safety, 
but the threats are still in the back of my mind." "We are 
reminded of the potential for school violence even when we 
don't want to think about it. It's in the news every day."

o Public Pressure and Professional Image
An indication of dissatisfaction with the community or 

public also was registered in the "Parents and Community" 
section of the NASSP Teacher Satisfaction Survey. This 
finding also is consistent with the latest Harris survey,
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which found urban teachers see plummeting public support for 
schools (Harris, 1995). With few exceptions, those 
interviewed, when asked to identify specific sources of 
stress, reported increased public demands on and criticism 
of education and teacher performance, and teachers' 
"inability to mobilize" to thwart inaccurate public 
perceptions of the teaching profession.

Teachers in this study reported adverse reactions and 
increased feelings of stress due to demands for outcomes 
that require teachers to perform "heroic feats" as teachers, 
parents, nutritionists, truant officers, conflict managers 
and family counselors. "No one can do all of that and yet 
the public expects teachers to solve all of society's 
problems," one teacher said. Another expanded on the theme, 
"It goes beyond the stress from being expected to solve all 
of these problems. It's complicated because we come to 
expect these feats from ourselves after awhile. Then we 
feel even more frustrated because we have no training to be 
nutritionists, family counselors, law enforcement officers. 
It's the proverbial vicious circle."

Teachers also pointed out the actual "real teaching 
workload" placed on teachers by the parents, administration, 
the public and legislative and governmental bodies. 
Bredemeier (1979) identified this condition as "role strain" 
-- the requirement to do more than one can do with available
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time, means, strength and energy. "Teachers would have 
fewer problems and be stressed less if the workload and time 
pressures were balanced by more realistic expectations," one 
interviewee commented. Another continued, "It seems that in 
general, no matter how hard teachers work, we can't 
accomplish enough to meet the expectations of the public."

Teachers also are stressed by the public's image of the 
teaching profession and professional status of teachers. 
Findings of this study suggest teachers are stressed by an 
apparent lack of organization within the profession to raise 
the status of teachers. Sixteen of the 21 teachers 
interviewed focused attention on "the inability of teachers 
to clear up inaccurate public perceptions and to project a 
more positive and professional image." One teacher 
suggested, "The problem is systemic. Most people don't 
question a doctor's method. If you do, the doctor can say, 
'Go to another doctor.' As a profession, we get parents who 
say, 'You're doing it all wrong.' There's nothing we can do 
about that. It's a daunting task to change that. But in 
the meantime you start questioning yourself, 'Am I doing 
something wrong?'" Another interviewee added, "It's a major 
mind game and extremely stressful."

Teachers identified low morale as a by-product of poor 
public image. When contrasted with other professionals 
"it's downright demoralizing that other professions, such as



lawyers, bankers and athletes have better job status than 
teachers. It's unbelievable. We hold the future of the 
nation and these people's children in our hands," said a 
teacher. "That's exactly right. Teachers in private and 
public schools have enormous, staggering responsibility for 
human beings and yet public recognition of our contribution 
and worth is often trivialized," another teacher confirmed. 
This is a major concern because "disrespect from parents and 
the general public breeds disrespect from students," a 
teacher stated.

Grappling with the issue of public perception is 
stressful in itself. This has become a common topic of 
discussion among the broader education community, according 
to one interviewee. "The responsibilities are great; the 
external recognition and rewards are low. But when teachers 
raise these issues, we are perceived as whiners." Teachers 
interviewed underscored this thought and noted feelings of 
being "taken advantage of" by the system. "We know from the 
start that we are not going to be paid high salaries.
That's a good clue that most of us are not motivated by 
money. We want to work with young people; we want to make a 
positive contribution and we'd like to be paid a fair and 
respectable wage. Many of us give our all despite our 
perceptions of a lack of public respect." Another teacher, 
who was asked specifically to expound on that comment, noted

177
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that "teacher productivity and self-esteem are damaged by 
the poor public attitudes toward teachers. What results is 
burnout and it seems that nothing is being done by us or can 
be done to improve the situation." Another teacher 
explained, "Our society can't expect us to keep going. So 
many of the best and most dedicated teachers have left the 
profession because they get to a point of no return. I've 
entertained the notion of leaving for a number of years now. 
It's inevitable that I will leave teaching eventually. I'm 
always looking for other job possibilities."

This viewpoint was not shared by all teachers 
interviewed however. Three of the 21 interviewed 
independently acknowledged that poor public opinion of 
teachers is a problem that should be remedied by teachers in 
a proactive way. But these teachers noted that many good 
teachers will stay in teaching and that the local community 
provides tremendous support and respect for teachers in this 
school district. "Surely poor public perceptions damage 
teacher morale, but there are many of us who remain focused 
on the primary reason we got into teaching in the first 
place -- to teach kids -- and many of us feel public support 
and appreciation." "All of us could do a better public 
relations job. If the public were better informed about the 
challenges of teaching and the way we rise to the occasion 
and meet them, teachers would be canonized." Another added,
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"Much of our anxiety over public pressure and perception 
could be eliminated if we joined together to inform the 
public. Simply worrying about public image is not going to 
get us anywhere in our pursuit for better public relations. 
It's absolutely counterproductive and destructive to job 
satisfaction. Those of us who are committed owe it to 
ourselves and future teachers to be proactive and do our 
part to raise the status of teachers."

o Paperwork
As reported earlier, a tally from the Faculty 

Questionnaire shows this topic mentioned 56 times as either 
a source of stress or a source of dissatisfaction.
Throughout the interviews teachers described "mountains of 
paperwork,” an "avalanche of paperwork." One teacher noted, 
"I've taught on several levels, including the community 
college and the university, and I've never seen as much 
paperwork as I have now." "We get so many requests for 
class lists, eligibility lists, requests for everything you 
can possibly imagine." "What's frustrating is the paperwork 
that really has nothing to do with actually teaching." "The 
amount of paperwork is a nightmare." "Sometimes 
administration puts so much emphasis on paperwork that 
doesn't relate to teaching." "Administration is too focused 
on paperwork. They'll say, 'I saw a student walk in late to 
your class and you didn't report it.' That's important, but
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teaching is more important and providing a safe learning 
environment is what I'd like to focus on." "Sometimes we 
say to each other, 'Wouldn't it be fun to teach!'"

Manifestations of Stress
Teachers interviewed consistently articulated two 

patterns regarding the manifestations of stress: 
manifestations that have detrimental effects on teaching and 
students and manifestations related to general well-being of 
teachers. With regard to the effects on teaching and 
students, faculty interviewed outlined that stress can cause 
teachers to become frustrated and isolated, impatient and 
unsympathetic and more anxious to leave the profession. In 
regard to general well-being of teachers, those interviewed 
described physical, psychosomatic and social implications of 
stress. Commentary on these specific manifestations of 
stress are summarized in the following section.

o Frustration and Isolation
Teachers reported they feel and demonstrate 

"frustration" in the classroom when stressed. "I simply 
become frustrated when students behave badly and don't put 
forth the effort required to succeed," one teacher said. 
Another asked, "Which causes which? Does stress cause 
frustration or does frustration cause stress? Either way 
it's frustrating and stressful to deal with student-related



181
problems. The dynamics are very complicated with students: 
Not only do you worry about the behavior of the student, you 
worry about (student) performance outcomes, parent reactions 
and the potential for administration to get involved." All 
teachers interviewed agreed. One added, "And don't forget 
the effects on other students and how that comes into play 
and adds to the frustration and stress of dealing with 
student problems. Students deserve to work in a climate 
conducive to learning. When students disrupt that climate 
for any reason, other students suffer and teachers worry a 
lot about it." "Plus," said one faculty member,
"frustration leads to less tolerance, which also wrecks 
havoc in the classroom and with a teacher's psyche. When 
you're frustrated over some students, you become less 
tolerant of all students. What would not have normally 
bothered you, suddenly becomes a huge deal. You don't let 
things roll off...you don't tolerate anything. You're 
stress level is flashing in big red letters. Don't mess 
with me, I'm stressed, frustrated, whatever."

In addition, many teachers reported that public 
criticism causes frustration and causes them to try to avoid 
public, parent and collegial contact as much as possible.
In "response to frustration and avoidance, teachers can 
ultimately become isolated," a teacher noted. "When you 
isolate yourself as a way to deal with job dissatisfaction
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or the frustration and stress, you become less motivated and 
less interested in doing your job. Eventually you focus 
just on yourself and how you are going to cope," another 
teacher added.

o Unsympathetic and Impatient
The majority of teachers identified a lack of sympathy 

as incidental to stress. "I find I don't have the patience, 
empathy or understanding for students when they cause me to 
be stressed. Disruptive, undisciplined students cause a lot 
of stress. I know I react by listening less, by being 
anxious and impatient in general." "I can identify with 
that," a teacher reported. "Student-caused stress makes me 
less patient, less understanding and more demanding. 
'Reasons' students come up with for not performing up to 
speed look more like excuses to me (even if they might be 
legitimate reasons). I think I try to send a message that 
I'm not interested in anyone's excuses or bad behavior and 
we better get on with business or no one gets any sympathy 
for any excuse."

o Anxious to Leave Teaching
Many teachers reported that student-caused stress and 

anxiety are primary reasons teachers may entertain the 
notion to leave teaching. "When I'm stressed by students, 
that's when I think I've got to get out of this profession. 
Students can do it every time. I can be stressed by all of
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the paperwork, but I don't say, 'I've got to get out of 
here.'" "Students can certainly cause stomach-turning 
stress," said a teacher who has spent more than 10 years in 
teaching. "Over the years, I've thought about leaving 
teaching really only during times when I'm dealing with 
student problems. The issue isn't just the student. You 
become stressed by the thought or reality of also having to 
deal with parents. Usually if parents get involved, 
administration or counselors get involved. If they get 
involved, you get stressed because you worry they will think 
you can't handle problem students. Administrators don't 
like teachers who have or give them problems. Nothing makes 
me want to get out more than that. It's a tangled web of 
very stressful and complicated feelings." Another teacher 
said, "I'm close to retirement. If I had 10 or 12 years to 
go, I'd quit because so many of the kids have no values or 
discipline."

In addition, teachers related the stress associated 
with the rising tide of potential or actual student violence 
to thinking about or planning to leave education. This most 
often is the result of fear that students, other faculty, 
themselves -- "innocent bystanders" -- will be in the "wrong 
place at the wrong time." Teachers' fear of violence is 
being stoked by incidents of student violence in other 
schools in the same city and media reports from across the
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country. One teacher noted that recent media reports in 
another state of the fatal shootings of two teachers and a 
student by a young man seeking reprisal against a female 
student (over a traffic accident) were "enough to get me out 
of teaching. Generally, I'm happy with teaching, but these 
reports of shootings are stressing me out. I've got 
children. It's not worth putting my life in danger. I 
don't get paid enough for that." Several teachers 
independently repeated similar concerns. The possibility of 
school violence is "not just stressful... it's emotionally 
exhausting, depressing and probably the main reason I think 
about finding a new job," said a teacher. Another added, 
"When I got into teaching, I didn't know I could be working 
in a war zone. That's what we've got out there and even if 
we haven't had a shooting in our school, it could happen. I 
wonder, 'Should I get out now before I end up dead?'"

o Health and Well-being
Many teachers reported the effects of stress on health 

and overall well-being. Generally, teachers reported that 
stress in the workplace is associated with a variety of 
physical ailments. Most often mentioned were tight muscles, 
fatigue, loss of appetite, increased appetite, stomach and 
digestive problems, exhaustion, headaches and insomnia.
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Teachers interviewed reported that physical conditions 

also played a role in complicating their emotional well
being. "The physical problems from stress play tricks with 
your head," an interviewee explained. "If I'm stressed over 
an uncooperative student or other work-related problems and 
can't sleep, then the next day without fail I feel not only 
tired but depressed. Dealing with problems or even with 
positive situations becomes very difficult under those 
circumstances. Then you worry about not being a good 
teacher."

Others also noted that physical problems associated 
with stress are detrimental to self-esteem and result in 
ineffective performance. "I was so stressed-out because of 
behavioral problems and poor student motivation, I began 
suffering from headaches and nerves. Then I started 
questioning my competence and self-worth. I ended up 
feeling worthless at school and at home. I cope by eating." 
Another offered this footnote, "Much of the time many of us 
suffer in silence, because there is a stigma attached to 
stress-related problems. We think we aren't strong...that 
we can't deal with difficult issues and we don't necessarily 
want everyone to know our problems." Another said, "This is 
the first time I admitted to someone outside of my family 
that I'm stressed by my work."



186
Teachers also reported psychological interference 

related to job stress. Most frequently identified results 
of stress included emotional drain, depression, anger and 
frustration, guilt and feelings of hopelessness. Testimony 
provided by interview participants indicates these teachers 
cope with psychological symptoms by withdrawing; becoming 
defensive; by spending less time focused on teaching; losing 
enthusiasm; collaborating and communicating less with 
colleagues, parents and students; complaining more; taking 
more sick leave; and inadvertently fostering a negative 
classroom climate.

A teacher interviewed observed, "When teachers, who are 
my close friends, tell me they feel stressed or act 
stressed, I notice obvious changes in their personalities. 
Those who are by nature enthusiastic become indifferent; 
those who are generally positive become negative; those who 
are supportive of administration have been known to become 
more critical." Another said, many of us are very aware of 
the changes within ourselves. I know I just keep to myself 
and don't want to associate with other teachers, don't want 
to talk with parents and certainly don't want to be with the 
students anymore than I have to be." Another teacher agreed 
with those observations and added feeling guilty is the 
result when I'm stressed. Now this is even more of a 
problem because I beat myself up and then feel depressed.
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Eventually the guilt and depression take over and I can't 
function like I usually do." Several teachers said stress 
can be "debilitating." Others reported that stress and 
anxiety can take "precedence over wbrk" and cause teachers 
to become "ambivalent," "uncommunicative" and "obsessed with 
their own survival." According to another teacher, "The 
most alarming result of stress is the negative way it 
affects the atmosphere. I've found that I distance myself, 
become more critical of and impatient toward other teachers, 
administrators and especially students. You know sooner or 
later everybody feels the hostility and I know my 
effectiveness suffers." One interviewee bluntly reported, 
"I've noticed over the years that when the faculty is under 
increased stress, morale takes a dive. Stress usually 
doesn't affect a single teacher but the whole faculty. Why? 
Because when one teacher starts to express frustration by 
finding fault, it's usually with administration or other 
teachers. Those people become defensive and critical, etc. 
etc. etc. Eventually everyone feels it."

Another teacher, when asked to describe the 
manifestations of stress, said, "Stress happens over a 
period of time. Sometimes you aren't fully aware of the 
physical and. emotional stress you have until you get away 
from the job. I notice how stressed I am when I have time 
off, like at Christmas or beginning of summer. It takes a
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week to get the knots out. You don't know how bad it hurts 
until you stop banging your head against the wall. Then you 
go back to school and there's no way to ease back into it. 
You're there. There's nothing like a snowball in your face 
to remind you how stressful it is."

Teachers noted an obvious increase in stress in recent 
years. School reform and public pressure, budget tightening 
and dwindling resources from state and local entities, 
juvenile crime, gang activity, increased teen shootings in 
and out of school, and the prevalence of weapons and 
violence on high school campuses (particularly cited in 
other schools in the same city) were cited as the primary 
reasons for increased stress levels today.

One indicator cited most frequently to signify the 
problem was the use of time off to cope with stress.
Eighteen of the 21 teachers interviewed agreed that teachers 
take "mental health" days to cope with stress. "Sometimes 
the only thing to do to alleviate the stress is to get away 
from it." "I think everyone at one time or another has used 
a sick day for a mental health day," one teacher observed. 
However, many of those interviewed were extremely sensitive 
about this issue and independently emphasized that this 
practice is not abused. "People really benefit by stepping 
back. It does the whole school some good when those who are
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stressed just take a day to regroup." "We take mental 
health days but this practice is not abused as far as I 
know."

Teachers warned that failure to recognize and 
ameliorate teacher stress comes at the expense of the 
student and the teachers. One stated succinctly, "Failure 
to recognize stress and stress-related disorders gradually 
erodes the learning environment', fuels dissatisfaction and 
can harm your personal life." Another capsulized, 
"Negativism and cynicism are the products of stress. They 
are destructive personally and professionally. We have a 
great deal of stress in our jobs. There is enormous 
pressure in our school and in all schools and teachers cope 
with it in different ways. The causes have to be 
identified. If you don't know the causes you can't get rid 
of them."

Summary
The findings of this study were presented in three 

sections. Findings of the NASSP Teacher Satisfaction Survey 
were reported in the first section; in the second section, 
data gathered through the Faculty Questionnaire were 
presented. In the third section, information provided 
through faculty interviews, and used to augment survey and 
questionnaire findings, was outlined.
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Findings from the NASSP Teacher Satisfaction Survey 

showed faculty members in this study indicated a level of 
job satisfaction in five of the nine component scales 
measured: administration, curriculum and job tasks, co
workers, communication, and school buildings, supplies and 
maintenance. Faculty members indicated a level of 
dissatisfaction in four of the nine component scales: 
compensation, opportunities for advancement, student 
responsibility and discipline, and parents and community.

Data examined from the Faculty Questionnaire provided a 
register of the most satisfying, the least satisfying, and 
most stressful aspects of teaching. The most satisfying 
aspects, according to questionnaire responses, included work 
with students and professional relationships with co
workers. The least satisfying aspects identified by faculty 
were stress, unsupportive parents, paperwork, and low pay. 
The respondents identified the most stressful aspects of 
teaching as: student-related issues (aggressive students,
uncooperative students, disruptive students, apathetic and 
unmotivated students); social factors (gangs, drugs, 
juvenile crime and violence, teen pregnancy, family 
breakdown, economic hardship in students' homes); and public 
pressure, perception and professional image.

Also, of the 56 respondents who completed the 
questionnaire, 16 percent reported being "extremely
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satisfied" with teaching; 48 percent, "satisfied"; 13 
percent, "neutral"; 21 percent, "dissatisfied"; and 2 
percent, "extremely dissatisfied."

When asked to classify overall stress levels, 9 percent 
of the respondents indicated "extremely stressed"; 62 
percent, "stressed"; 7 percent, "neutral"; 16 percent, 
"mildly stressed"; and 4 percent, "not stressed." (One 
teacher did not respond to this item.)

Seventy-three percent of the respondents indicated they 
would choose teaching if given the chance to choose again;
27 percent indicated they would not.

The information provided through the faculty interviews 
served to further explain the most and least satisfying 
aspects of teaching, as well as sources of stress identified 
in the Faculty Questionnaire. In addition, the faculty 
interviews revealed faculty are concerned with a lack of 
administrative recognition and feedback, and their actual 
role in school governance.
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CHAPTER 5 
CONCLUSION

Summary of the Findings 

Importance of the Study
Research findings yield considerable evidence that 

teacher job dissatisfaction and burnout have profound 
effects on teachers' physical and emotional health, as well 
as their performance and commitment to teaching. Job 
dissatisfaction and burnout can affect every aspect of the 
school organization, including students, administrators, 
teachers, parents, community and ultimately the quality of 
education.

Documentation throughout the literature shows that job 
dissatisfaction threatens the well-being of teachers, 
fostering physical illness (headaches, obesity, dizziness, 
blurred vision, gastrointestinal problems, heart disease, 
reduced energy, sudden death) and psychosomatic illness 
(depression, panic, paranoia, poor self-esteem, withdrawal, 
emotional breakdown), and ultimately is manifest in poor 
teaching performance (imperious behavior, "distancing," 
classroom hostility and poor student, public and collegial 
relationships). Specific ways researchers have found 
teachers manage poor job satisfaction include: questioning
authority (almost to the point of insubordination);
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disregarding standard operational procedures; and becoming 
rigid, uncompromising and unwilling to be innovative in 
classroom instruction and management. Dissatisfied teachers 
also become less communicative with and more hostile toward 
students; abuse leave policy; focus on survival rather than 
on teaching; transfer or leave the profession; and criticize 
administrators, colleagues, parents and students.

Deterioration in teaching effectiveness and physical 
and psychological illnesses results in skyrocketing costs, 
not only in terms of human resources (absenteeism, turnover 
and well-being), but in damaged public image for teachers; 
stressed relations among teachers, school leaders, parents 
and legislative bodies; and most importantly in disrupted 
and reduced student learning. Continued attention to 
teacher job satisfaction in schools is imperative because of 
the potential for harmful effects on teaching, teachers and 
students.

Thus, this study measures current teacher perceptions 
of job satisfaction, identifies and examines the variables 
that influence job satisfaction, and distinguishes those 
that contribute to dissatisfaction and stress. Based on 
this information, a baseline for longitudinal assessment of 
teacher satisfaction has been established, strengths and 
weaknesses in teacher work life have been defined, and data 
needed to design and implement a plan to improve job
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satisfaction have been verified. By taking steps to 
recognize and manage teacher job dissatisfaction, and by 
providing optimum opportunities for ensuring a satisfying 
and supportive work environment, physical and psychological 
damage to teachers can be reduced, teaching performance 
improved, the loss to the profession minimized and student 
performance enhanced.

Procedures for the Study
To assess current perceptions of job satisfaction, the 

NASSP Teacher Satisfaction Survey was distributed to the 96 
faculty members from a high school in a major Southwestern 
city. The survey was completed by 81 teachers; 84 percent 
of the faculty participated. Data collected from the survey 
were subjected to statistical analysis by CASE Field 
Services at The Evaluation Center, Western Michigan 
University.

In addition to data collected through the NASSP 
instrument, a Faculty Questionnaire was administered to 
identify determinants of job satisfaction and 
dissatisfaction and sources of stress. The questionnaire 
was returned by 56 of the 96 faculty members; faculty 
responses were analyzed and categorized to establish a 
catalog of factors considered by faculty members to foster 
or inhibit job satisfaction or cause stress. Overall levels



195
of job satisfaction and stress were determined through 
analysis of responses to two separate items on the 
questionnaire that requested faculty members to rate their 
satisfaction and stress levels.

Finally, qualitative data were collected through a 
series of personal interviews with 21 faculty members. The 
interviews were designed to collect additional information 
on the determinants of satisfaction, dissatisfaction and 
stress, clarify general problems and concerns and provide 
data to support possible intervention methods. Information 
derived from the interviews was organized, categorized and 
reported.

Review of the Findings
The findings of the NASSP Teacher Satisfaction Survey 

indicated mixed results. On the positive side, the faculty 
members indicated a level of satisfaction with five of the 
nine component scales measured by the survey. Areas of 
satisfaction included administration, curriculum and jobs, 
co-workers, communication, as well as buildings, supplies 
and maintenance. Responses of the teachers surveyed 
indicated a possible level of dissatisfaction with 
compensation, opportunities for advancement, student 
responsibility and discipline, and parents and community.
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Information obtained from the Faculty Questionnaire 

supported findings from the NASSP Teacher Satisfaction 
Survey. The research identified work with students, the 
degree to which teachers feel effective in fostering 
students' progress and the quality of relationships with co
workers as the most satisfying aspects of teaching. Faculty 
members associated dissatisfying aspects of teaching with 
factors that interfere with their ability and efforts to 
teach students -- stress, parents, paperwork. In addition, 
compensation was reported as one of the least satisfying 
aspects of the teaching profession. Primary sources of 
stress, according to those who completed the questionnaire, 
included student discipline and behavior-related issues, 
social factors and public pressure and professional image.

Additional results from the Faculty Questionnaire 
showed 16 percent of the 56 respondents under study 
"extremely satisfied"; 48 percent, "satisfied"; 13 percent, 
"neutral"; 21 percent, "dissatisfied"; and 2 percent, 
"extremely dissatisfied." Also, 87 percent of the 
respondents reported experiencing stress to some degree.
Nine percent of the respondents indicated "extremely 
stressed"; 62 percent, "stressed"; 7 percent, "neutral"; 16 
percent, "mildly stressed"; and 4 percent, "not stressed." 
(One teacher did not respond to this item.)
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A final item on the Faculty Questionnaire revealed 41 

(73 percent) of the 56 respondents would choose teaching 
again as a career if given the choice.

Several recurring themes emerged throughout the faculty 
interviews. Information taken directly from the 21 faculty 
members interviewed indicated:

° Teachers are generally motivated and committed to 
continue in education, driven primarily by 
rewarding work with students.

° Collegial associations have a strong influence on job 
satisfaction and teachers have established, and 
value, a strong collegial network, 

o Teachers generally are satisfied with school
administration. Nevertheless, faculty members are 
concerned with a lack of administrative 
recognition and feedback for outstanding teacher 
contributions and performance, and with a lack of 
opportunity to have "meaningful" input into school 
governance. A discrepancy appears to exist 
between their expectations for the implementation 
of their input and the degree to which their input 
actually is used and implemented.

° Low pay is considered a source of dissatisfaction by 
some teachers who indicated the added stress of 
teaching in the 1990s, the expanded
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responsibilities and role of the modern teacher, 
and public pressure are reasons for higher 
salaries. Teachers also recognized the benefits 
that off-set lower salaries, such as good 
insurance and time-off during the summer, spring 
break, Christmas and other holidays.

o Teachers view parents who are supportive of their 
children, teachers and education, and who are 
involved in contributing to educational efforts at 
home and/or at school, as exceedingly important 
partners. Parents who are unsupportive, who allow 
truancy, who fail to hold children accountable, 
who manipulate the system, and who neglect their 
children are major sources of stress and 
dissatisfaction for this faculty.

o Teachers are dissatisfied with excessive paperwork. 
Required management of paperwork consumes an 
inordinant amount of time, interferes with 
teaching and is a source of stress, teachers 
reported.

o Although NASSP Teacher Satisfaction Survey results 
indicated a level of dissatisfaction with 
advancement opportunities, more than half of those 
interviewed were either neutral or satisfied with 
this area. However, some teachers find the lack
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of opportunities discouraging and dissatisfying, 
noting that opportunities for advancement are 
limited in this district because of its small 
size.

® Stress is the most significant cause of
dissatisfaction for teachers surveyed and is 
physically and psychologically exhausting.
Sources of stress specifically cited by faculty in 
this study include: public pressure and demands
to serve in roles that extend beyond actual 
teaching (such as parent, family counselor, 
nutritionist, truant officer and law enforcement 
officer); poor public perception of teachers and 
lack of public respect; and role strain. Also, 
faculty members reported societal factors, 
including school violence and juvenile crime, 
gangs, teen pregnancy, dwindling resources from 
state and local sources and few external rewards. 
In addition, teachers identified several student- 
related sources of teacher stress and tension, 
including a lack of motivation, student 
discipline, student apathy, aggression and 
truancy.

° Stress affects teachers physically and
psychologically. Physical manifestations include
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fatigue, insomnia, loss of appetite, increased 
appetite, digestive problems, headaches and 
exhaustion. Psychological manifestations include 
depression, emotional exhaustion, anger, 
frustration and guilt.

o Stress ultimately affects teacher performance,
causing frustration, isolation, impatience and 
indifference in the classroom and school setting.

Discussion of the Findings
If schools want to attract and retain effective and 

enthusiastic teachers, factors that influence job 
satisfaction and dissatisfaction must continually be 
appraised and intervention strategies must be introduced 
early to minimize the negative effects of stress and 
dissatisfaction. This study examined current levels of job 
satisfaction in nine areas; the determinants of job 
satisfaction, dissatisfaction and stress; and overall levels 
of job satisfaction and stress.

The facets of job satisfaction are complex and 
multidimensional, according to the faculty studied. 
Satisfaction is derived primarily from work with students 
and associations with colleagues. This study demonstrates 
that teachers generally are dissatisfied with their role in 
the school decision-making process, with administrative



201
feedback and recognition, parent-related issues, student 
discipline and individual responsibility, excessive 
paperwork, compensation, opportunities for advancement and 
stress. These factors and findings will now be discussed.

School Governance
A governance structure designed to provide faculty 

members a legitimate opportunity to participate in decision
making in a productive and tangible way is important to job 
satisfaction in this school. Teachers place substantial 
emphasis on what happens to their ideas and suggestions.
The general opinion, however, is that the faculty's role in 
participatory management is cursory and meaningless.
Faculty members reported this as a source of dissatisfaction 
and that they would prefer more influential involvement.

Faculty members recognized extensive benefits derived 
from participation in decision-making and school affairs. 
Specifically, teachers identified: professional growth;
improved morale; increased sense of motivation, control, 
power, influence and loyalty; enhanced self-esteem, trust 
and mutual respect; better communication; increased 
awareness and understanding of administrative challenges and 
organizational complexity; opportunity for more adult 
interaction and to establish collegial relationships; more 
professional variety and challenge; better coordination and
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use of resources; elimination of duplicative efforts; and 
better definition and understanding of shared goals. Also, 
identified were: improved schoolwide problem-solving;
opportunities to build consensus and unanimity; and use of 
special skills and creativity. When teachers believe their 
involvement is ineffectual, they report reduced desire for 
involvement and higher levels of dissatisfaction.

Because faculty members expressed a strong interest in 
playing a role in school governance, and because the 
benefits they outlined are important to self-esteem and 
motivation, a need exists to involve faculty members in 
decision-making. There is a compelling need, however, to 
first determine the extent to which teachers aspire to 
govern and the areas of their interests and abilities. Many 
teachers thrive on feedback from administration and 
colleagues; others interpret such involvement as meddling 
and a threat to autonomy. What is considered by one teacher 
as an opportunity for participatory management is seen as 
"job shifting" to another. Opportunities to work with 
colleagues on classroom or management assignments is 
motivational to some; for others, imposition of 
participatory management can be a source of stress and 
fosters isolation, resentment, rancor and low morale.

Therefore, faculty members should be polled to identify 
the cadre of teachers with a genuine interest in



participatory management, who will benefit from 
participation and find decision-making a source of 
satisfaction. An assessment also should be conducted to 
determine areas of interests and talents. Those teachers 
then can be involved to varying degrees (depending on level 
of interest) in managerial issues; creating needed school or 
district programs; serving on (or chairing) various academic 
department, school, community or district committees; 
conducting workshops; participating in seminars for 
effective management areas or serving in focus groups. 
Considering the variety of school issues and the broad 
interests of teachers, those who seek a role in policy
making -- and even those who are moderately interested 
will have opportunities to share in decision-making, 
exercise initiative and assume additional responsibilities.

Further consideration should be given to providing 
training opportunities for faculty members who are 
enthusiastic about participatory governance, but are not 
confident in decision-making roles or in a particularly- 
challenging area. Similarly, planning, communication and 
consideration should be given to ensure careful 
clarification of the issue under discussion, the extent of 
decision-making responsibility, and expectations for 
influence are accurate. The clear outline of parameters and 
breadth of responsibility helps increase understanding

203
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between faculty and administration.. Adequate feedback and 
communication also are imperative after the decision-making 
role has been completed to assure faculty members understand 
their input is substantive. Expanded responsibility, 
afforded through appropriate training and a clearly defined 
role in faculty governance, would boost self-esteem and 
provide opportunities for expanding proficiency and 
management skills, as well as decrease isolation from 
colleagues.

Compensation and Advancement
In addition to participatory management, salary level 

is a determinant of job satisfaction and a sign of 
occupational status, according to the faculty surveyed. 
Although many teachers in the district earn $40,000 to 
$50,000, according to district personnel officials, the 
average salary of high school faculty members is $29,300.
The low average salary can be attributed to the high 
percentage of faculty members (32 percent) hired in the last 
three years who are at the lower tiers of the salary scale. 
The large number of new faculty members is primarily due to 
the number of experienced faculty who took advantage of a 
retirement incentive offered by the district during the last 
three years.
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There is cause for optimism, however: Recent advances

in salary negotiations probably will continue as school 
reform and efforts to improve the delivery of public 
education continue. According to the latest nationwide 
study of teacher job satisfaction, sponsored by the 
Metropolitan Life Insurance Company and the Education 
Commission of the States, teachers are more than twice as 
likely now than 10 years ago to report they are paid a 
decent salary (Harris, 1995). Furthermore, teachers in this 
study also recognized opportunities to supplement income by 
overseeing extracurricular activities and by advancing to an 
administrative position (although opportunities for 
advancement are limited in this particular district because 
of its small size). Teachers also acknowledged they have 
opportunities to increase income by working during the 
summer. While some faculty members are dissatisfied with 
pay, teachers interviewed recognized trade-offs for lower 
salaries -- summers off, vacations, holidays and excellent 
benefits.

Faculty dissatisfaction with a lack of opportunities 
for advancement was not unexpected. Lack of advancement 
opportunities is a source of dissatisfaction because the 
school organization, like most, has limited management 
opportunities. Many creative and skilled teachers find 
their only option to significantly increase salary and gain
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occupational status is to move to administration and abandon 
teaching. This has the potential to promote discouragement, 
disappointment and stress.

Paperwork
As noted, paperwork was cited by 84 percent of faculty 

as a source of dissatisfaction and stress in response to the 
Faculty Questionnaire and information on this aspect was 
collected from virtually all of the faculty interviewed. 
Teachers reported dissatisfaction with the amount of 
required paperwork and with the way it interferes with 
actual teaching. Interview data indicate teachers devote an 
average of nine hours a week to responsibilities involving 
paperwork -- calculating and reporting grades, producing 
lists and administrative reports, and reporting and tracking 
tardies, truancy, detention, and discipline. (Faculty 
members noted that although paperwork required for preparing 
and grading tests and homework sometimes is onerous, their 
dissatisfaction is not rooted in this type of paperwork.)

Involving teachers in efforts to reduce paperwork, 
select and design forms and documents, and streamline 
organizational systems to report necessary data is an ideal 
opportunity for faculty decision-making. Because faculty 
members are feeling the effects of cumbersome systems that 
require an abundance of paperwork and detract from actual
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teaching, they could be charged with restructuring and 
simplifying the "paperwork trail" so that more time and 
energy can be dedicated to core processes and value-added 
tasks associated with the actual delivery of education. 
Eliminating the "avalanche of paperwork" and laborious 
assignments no doubt would improve satisfaction levels.

Administrative Feedback and Recognition
Continuous constructive feedback is a strong indicator 

of job satisfaction. Teachers who welcome feedback will 
benefit from administrators who spend additional time with 
them and who have formal and informal avenues of 
communication. Faculty members also noted that colleagues 
are a valuable source of feedback and support. Collegial 
relationships provide opportunities to increase adult 
contact and stimulate professional and social support. 
Specific examples cited included: sharing resources and
technology, special skills, teaching tactics, and lesson 
plans; serving as a "sounding board"; providing a fresh 
viewpoint; sharing strategies for managing problems; 
motivating and challenging each other to develop 
professionally; and sharing social interests. In addition, 
collegial relationships provide opportunities to share 
feelings and attitudes, and are a critical source of 
emotional support, according to faculty interviews.



An important step in minimizing dissatisfaction 
associated with lack of recognition and feedback is for 
those involved in the supervision and mentoring of teachers 
to recognize that the deficiency in faculty recognition 
could be addressed through a continuous and proactive 
system. Interpersonal encounters and regular written and 
verbal acknowledgments are possible means to demonstrate 
recognition and appreciation.

Stress
Sufficient evidence exists to confirm stress is 

influencing the quality of teacher job satisfaction in the 
school studied. In addition to a comprehensive discussion 
of the causes and manifestations of stress through the 
faculty interviews, 87 percent of those responding to the 
Faculty Questionnaire indicated a level of stress associated 
with teaching. Research data also indicated that teaching 
has become more stressful in the 1990s for a variety of 
reasons related to students, society and the public.
However, there is not sufficient evidence to conclude 
teachers in this study are in danger of collapsing 
attitudinally, psychologically or physically. Teachers 
appear to be dedicated and healthy physically and 
emotionally. Because stress was identified as the major 
source of job dissatisfaction and a primary concern within

208
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the study population, and because the literature 
demonstrates that physical and emotional health and 
stability are basic to productive and effective teaching, 
decreasing teacher stress is essential to future teacher 
well-being.

The literature indicates stress can be significantly 
reduced because its causes are found in distinct 
environmental factors within a particular organization, 
which can be altered (Freudenberger, 1977; Gibb, 1978). To 
recognize, prevent, manage and/or reduce stress, 
concentrated and continuous attention should be directed to 
two key areas: establishment of ongoing programs to teach
skills for managing personal stress; and efforts to diminish 
or eliminate the origins of stress and anxiety in the school 
environment, as identified by the study participants.
Various workshops on stress and self-management, conflict 
and confrontation management, crisis management, exercise 
and health, smoking cessation, relaxation conditioning and 
self-defense should be offered to teachers (individually and 
in groups). Many such programs could be provided, at no 
cost, or for a nominal charge, to the school through 
partnerships with the local university's medical, nursing 
and pharmacy colleges. Workshops or sessions to continually 
identify and evaluate sources of stress, and to plan 
strategies to eliminate the sources of stress, are an



important means to improve the teaching environment, job 
satisfaction and productivity, collegiality, 
professionalism, and reduce isolation.

Parents
Parents were identified in the NASSP Teacher 

Satisfaction Survey, the Faculty Questionnaire and in the 
personal interviews as sources of dissatisfaction and 
stress. Although many optimistic attitudes were 
articulated, discussions and comments focused on the 
frustration and dissatisfaction associated with parents who 
fail to hold children accountable, who allow poor 
attendance, and who seldom get involved in educational 
efforts. Why is parental involvement important and what are 
the benefits to children? What can be done to improve 
satisfaction in this area? The major themes and suggestions 
from teachers interviewed are presented in the following 
section.

o Effects of Family Influence on Student Outcomes
The faculty members interviewed consistently noted that 

higher academic achievement for students can be accomplished 
more effectively through parental/family participation in 
learning. Also outlined extensively was the frustration 
teachers experience due explicitly to student deficiencies 
they attribute to lack of parental academic support.

210
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Faculty members identified three specific levels of family 
involvement considered valuable in improving students' 
academic success: direct or "active" family involvement in
the home, such as family involvement with homework and 
school projects; family involvement at school, such as 
volunteerism in the classroom, with security and in the 
parent-teacher organization or in social events at school or 
in the community; family involvement that simply requires 
"parental encouragement of academic success," "parental 
emphasis on the importance of school and learning," "adult 
modeling of appropriate school behavior and academic 
commitment," and "parent-child communication regarding the 
importance of learning."

Specifically, faculty members stressed the improved 
student performance that results from a direct dr "active" 
parental or family role in learning. "There is no doubt 
that so many of our students would do better academically if 
their parents made a concerted effort to be involved -- to 
help with homework, to ask about the school day and have 
their kids demonstrate in a non-threatening way what they 
did and learned at school, to reinforce work in school 
through learning activities directed by parents outside of 
school," one teacher explained. "It would go a long way in 
helping us do our jobs better and in benefiting the 
student," another added.
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Parents can be actively involved in a student's 

education in many ways other "than helping with math 
problems at night," according to those interviewed.
Teachers emphasized that parents should continually 
underscore the importance of learning from many sources and 
through many activities. Examples included: reading books
in the home that are related to subject matter being taught 
at school; attending educational or community events related 
to units of study (such as theater, dance or musical 
productions; poetry readings; science fairs; museum or 
historical exhibitions; attending lectures presented by 
university or community organizations); reading newspapers 
and discussing current events together; exploring the 
Internet or working together on the computer; experiencing 
special occurrences (such as viewing astronomical phenomenon 
or the "space shuttle streak across the sky").

Faculty members also mentioned that "even watching 
quality television" and movies with their children are 
useful activities if the program is of "scientific, 
historical or social significance," or provides some 
"enrichment or quality entertainment." One teacher also 
stressed that "doing anything worthwhile with children can 
be educational with only the slightest amount of 
creativity... even walking or exercising can turn into an
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intellectually stimulating experience if a parent will just 
look around and talk about what they are seeing."

Another teacher pointed out, "You don't have to do some 
in-depth study to figure this out. Students whose parents 
pay attention to school work and get involved in study and 
in living life perform better academically and even socially 
than those whose parents are not there for their kids." 
Another said, "My experience in teaching is that students 
held accountable for their performance in school assignments 
by parents or guardians consistently perform to higher 
standards. There definitely are those who are self- 
motivated and do quite well without much help from 
adults...who beat the odds despite great personal challenge 
and hardship, but my experience is that the majority of 
students need the extra coaching and coaxing at home. When 
a parent insists on good behavior and encourages study, my 
job is a hundred times more gratifying and student 
achievement is definitely better."

° Family-Teacher Partnerships
Also stressed throughout the interviews was the opinion 

that "parents and teachers must work together." Teachers 
readily acknowledged the importance of building school- 
family partnerships and encouraging and facilitating family 
participation in schooling at home or "outside of the normal 
school day." "We can't do it all during the school day;
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parents can't do it all at home." Another teacher said, 
"Students need to know their teachers and parents support 
each other, and we are working together to help them be 
successful." Another faculty member stressed, "Parents and 
teachers need to stick together and support each other as 
much as possible. This is not a one-way street. We need 
parents to reinforce the need to study. Parents, 
grandparents, guardians have to participate with us in as 
active a way as possible."

How can families and teachers establish better 
partnerships? According to teachers interviewed, "Parents 
need our help and guidance. It's incumbent on teachers to 
open and maintain good lines of communication with parents 
and to make sure they know what we are studying in class and 
to give them ideas on how to help their children at home." 
Another teacher noted, "It's also incumbent on parents to 
communicate -- to alert us to problems, to ask questions." 
Parents who "call us for clarification of assignments," who 
seek help from teachers to "improve their tutoring skills" 
at home, who discourage absenteeism and who request progress 
reports are more likely to have strong ties to the classroom 
and be actively involved with student learning at home, 
according to those interviewed. Also, parents and teachers 
forge stronger partnerships and common understanding when 
the course and grades are monitored at home. Parents are



encouraged, according to faculty members interviewed, to 
monitor the course outline and understand how grades are 
determined before report cards arrive, ask questions about 
grading practices, and to ask to see graded assignments. 
"Teachers and parents can support each other much more 
effectively if one knows what the other is doing or feeling 
and why," a teacher said. "I know it can't be anything but 
useful for parents to know what is going on and why it's 
going on at school. The reverse also is true. If teachers 
know what parents are like and if they stay in touch with 
what's happening at home, then a lot of student behavior and 
problems with performance can be explained and understood 
and remedied."

Through close communication with teachers and 
administrators, parents frequently become aware of problems 
their children may be experiencing, such as tardiness, poor 
attendance and discipline -- issues cited frequently by 
faculty as sources of dissatisfaction and stress. Parents 
then can begin to find solutions to the problems. The 
primary barriers to parent participation in the school 
studied must be identified. These barriers may include 
scheduling, child care, transportation and language and 
cultural issues. Because these issues may hinder parental 
participation, they should receive attention when programs 
are being conceptualized. Achieving better support for
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students and schools will require communication, respect and 
support among teachers, administrators and parents. When 
many people take ownership, more are there to ensure 
success. These relationships may determine which students 
merely survive and which ones grow and succeed.

Implications
This study provides worthwhile information to improve 

teacher job satisfaction and performance. The appraisal of 
job dissatisfiers and teaching-related stress, and their 
effects on job satisfaction, are critical considerations for 
the long-term well-being of teachers, for teaching 
effectiveness and good student performance, and for the 
design and implementation of intervention programs designed 
to ensure quality work life for teachers. This study was 
conducted to determine and understand the primary indicators 
of job satisfaction and dissatisfaction in a particular 
school, and to investigate levels of job satisfaction. With 
this data profiled, services and programs to enhance teacher 
job satisfaction can be fashioned and executed based on the 
specific priorities, characteristics and needs of this 
specific faculty.

The literature demonstrates that teacher absenteeism, 
flight from the profession and early retirement are related 
to stress and to job dissatisfaction. Indeed, teacher
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absenteeism has increased dramatically in surrounding 
schools due, in particular, to contentious contract 
negotiations. Despite numerous reports of stress among 
faculty in the sample population, however, district 
documentation indicates absenteeism is not a by-product of 
the reported stress. District statistics indicate that 32 
percent of the high school faculty have retired in the past 
three years. However, this is due largely to a district 
retirement incentive offered during the same period.

The literature suggests that low levels of job 
satisfaction result in physical and emotional illness, 
undesirable professional behavior (such as hostility, 
impatience and withdrawal) and impaired job performance.
This study's findings are congruous. Overwhelmingly, stress 
was the most frequently mentioned cause of job 
dissatisfaction in the population. Teachers independently 
linked stress with physical and psychological ailments. 
Specific manifestations most often mentioned were loss of 
appetite, weight gain, gastrointestinal disturbances, 
depression and emotional and physical exhaustion. Other 
symptoms mentioned included headaches, insomnia and feelings 
of guilt and despair.

In addition, teachers noted that stress affects 
teaching performance. Specifically, they reported stress 
causes frustration and "distancing," impatience, an increase
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in thoughts to leave teaching and hostile feelings toward 
students, parents, administration and other faculty.
Faculty members also associated stress with anger, low 
morale, negativism and cynicism.

Based on study data stress is reportedly experienced by 
78 percent of the faculty to some degree. Conversely, 64 
percent of teachers indicated they are satisfied to some 
degree with teaching and 73 percent indicated they would 
choose teaching as a career if given the choice again. 
Although research shows a significant number of teachers 
experience stress, there was insufficient evidence to 
suggest a pronounced problem that is infecting or hampering 
the effectiveness and performance of the entire system. 
Nevertheless, concern for the prevention and care of teacher 
stress should be paramount to reduce future harm to teachers 
and teaching performance.'

By all accounts, teaching today's high school students 
is an exacting and intense endeavor. Superior teaching 
performance requires competent, committed and energetic 
professionals. Concentrated attention should be given to 
ensuring work conditions that support superior teacher 
performance. Emphasizing a focus on the rewards of "working 
with students" and strengthening opportunities for collegial 
affiliations will continue to foster positive teacher job 
satisfaction. Eliminating, to the extent possible, arduous
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tasks and responsibilities, conducting activities to promote 
respect and support for teachers, providing opportunities 
for meaningful decision-making, ensuring written and oral 
administrative recognition of teachers, and creating an 
environment that underscores the management and elimination 
of stress also will enhance positive satisfaction.

Recommendations for Further Research 
By recognizing job dissatisfaction and the damaging 

effects of teacher stress, future strategies to improve the 
teaching environment can be planned to resolve related 
problems. However, to promote satisfaction and optimum 
teacher performance in future decades, further research in 
several areas is necessary. Directions of such work may 
include:

o The evaluation and appraisal of the effectiveness of 
intervention programs designed to eliminate or minimize 
dissatisfaction and stress.

o Longitudinal studies to determine the relationship 
between teacher job satisfaction and administrative 
behavior.

° Follow-up studies of the positive aspects of teaching 
that foster teaching effectiveness, job satisfaction and 
well-being.
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o Longitudinal studies to determine the long-term 

impact of job dissatisfaction and stress on early retirement 
and attrition.

° Examination of the effects of teacher job 
satisfaction/dissatisfaction/stress on students' academic 
achievement.

o An in-depth investigation of the relationships among 
teachers, parental support and student truancy and 
discipline.

° The study of the effects of concentrated 
administrative recognition of teachers on job satisfaction.

o Further study to examine the impact of decision
making opportunities on job satisfaction.

Summary
Continued examination of teacher job satisfaction and 

dissatisfaction remains critical because of the potential 
consequences it has for teachers, students and the learning 
environment. Early detection of dissatisfaction can lead to 
initiation of promising programs and intervention strategies 
with potential to assist in eliminating job dissatisfiers 
and strengthening areas of satisfaction. An assessment 
instrument, such as the NASSP Teacher Satisfaction Survey, 
and other methods of inquiry, such as those used in this 
study, are the first steps in measuring the general
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condition of job satisfaction and in identifying 
determinants of job satisfaction and areas for improvement 
in a specific school. With this examination complete, 
administrators and faculty members are prepared to make 
data-driven decisions for an improvement plan to enhance the 
administrative support structure, provide physical and 
emotional conditioning and provide opportunities for 
increased administrative feedback and recognition, as well 
as faculty influence on organizational governance. 
Administrators and teachers charged with assessing 
satisfaction levels and prescribing and implementing 
intervention strategies to minimize dissatisfaction must 
consider the needs of individual faculty members and 
structure programs to provide opportunities to strengthen 
satisfaction levels for all teachers. As educational 
reform, conservative funding sources, societal issues and 
stress continue to take a toll on teachers and the 
educational environment, the effectiveness of programs 
designed and implemented to improve teacher job satisfaction 
will be closely linked to effective teacher performance and 
student achievement.
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APPENDIX A

MEMORANDUM

TO: All Faculty
FROM: (Name of Principal)
RE: Teacher Satisfaction Survey
DATE: September 8, 1995

Please take some time this weekend to complete this ■»
Satisfaction Survey.
This is an anonymous survey that will be scored at no cost 
to the district by an independent assessment company.
Please follow these directions when completing the survey:
1) Use the satisfaction survey side of the answer sheet.
2) Leave blank all of the background information except #4

-- role. Please bubble the #2 circle.
3) Do not put your name anywhere on the survey.
4) Please return the survey and the booklet to (name of

administrative assistant) by Tuesday, Sept. 12, at 
12:30 p.m.

Thank you for your cooperation in this assessment. The 
information will be valuable in our planning for the next 
five years.

(NOTE: This document was retyped for dissertation
formatting purposes. Names of individuals and the school 
were deleted to protect anonymity.)
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APPENDIX B

Faculty Questionnaire

THANK YOU for completing this questionnaire. Additional 
comments may be made on the back of this page. Please do not 
write your name on this survey. Anonymity is guaranteed.

Please list what you consider the MOST satisfying aspects of 
the teaching profession.
1 .______________________________________________________________________

2 .______________________________________________________________________

3 .

Please list what you consider the LEAST satisfying aspects of 
the teaching profession.
1 .______________________________________________________________________

2 .______________________________________________________________________

3 . _______________

Please list what you consider to be the MOST stressful aspects 
of teaching.
1 .__________________

2 .____________

3 .
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Please rate your overall job satisfaction level. Circle one.
1 = Extremely Satisfied
2 = Satisfied
3 = Neutral
4 = Dissatisfied
5 = Extremely Dissatisfied

Please 
1 
2
3
4
5

Would you choose to become a teacher if you could choose 
again? Check one.

YES NO

rate your overall ~iob stress level. Circle one. 
= Extremely Stressed 
= Stressed 
= Neutral 
= Mildly Stressed 
= Not stressed
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APPENDIX C 

NASSP
How to Interpret the CASE Surveys

Your report of the NASSP CASE Survey has two sections. On 
the upper half of the page is a tabular report of scores and 
on the lower half the same information is presented in 
graphic form.
In the table on the upper part of your report, the names of 
the several subscales of the survey are listed under the 
heading "Scale Name" and the numbers of the items included 
in each subscale are shown under the heading "Items." For 
the definition of each subscale, see the Examiner's Manual, 
pages 3-4. The user should be aware that, although a given 
subscale has only a few items, there was no attempt made to 
identify or measure all of the possible characteristics 
which might be subsumed under the general definition of the 
subscale. Thus, if the score of a particular subscale 
indicates that there may be a problem in that area, a review 
of responses for the several items of that subscale, while 
useful, will not necessarily exhaust all of the possible 
reasons for the problem if, in fact, there truly is a 
problem.
Under the heading "School" on your report are shown the 
standard score "SS" and the average "Mean" score of your 
school for each subscale, and for the Satisfaction surveys 
only, the standard deviation "SD" of the score for your 
school.

The standard score "SS" relates your school's results 
to the results of the national sample that was used to 
obtain the norms for the survey. For each group -- 
students, teachers, and parents -- the average standard 
score "SS" is 50. About two-thirds of all schools have 
standard scores between 40 and 60. Thus, if a given 
school SS is between 40 and 60, that school would 
consider itself typical of schools nationally with 
respect to that subscale or characteristic.
Conversely, if the SS is above 60, the results would be 
considered atypically high, and if the SS is below 40, 
the results are considered atypically low and 
potentially indicative of a problem. Because of the
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way they have been derived, standard scores "SS" permit 
direct comparisons between subscales for the same group 
and between groups for the same subscale.
When comparing standard scores "SS" between subscales, 
keep in mind that scores on one subscale may be 
affected by related scores on another subscale. This 
is true of all instruments that collect perceptual 
data. Unless care is taken in identifying likely 
contributors to a low score, efforts to improve 
perceptions on one subscale may be accompanied by 
decreases on other subscales. Subscale standard scores' 
below 40 should be carefully investigated to identify 
the probable reasons for negative perceptions and to 
plan realistic interventions that support general 
improvement.
Related subscale standard scores across groups can 
suggest areas of progress or of concern. Significant 
differences in perceptions of school climate among 
students, teachers and parents may indicate serious 
problems or the need for some public relations.
The "Mean" in the column under "School" is the average 
raw score for your school. It is derived by averaging 
the scores for all individuals who took the survey. A 
score for an individual is obtained by giving 1 point 
for each "Strongly Disagree" (or "Very Dissatisfied" or 
"Very Unhappy") response, 2 points for each "Disagree" 
(or "Dissatisfied" or "Unhappy") response, and so on, 
and then adding the points for each subscale. Because 
of the different numbers of items in each subscale, 
"Mean" scores of the different subscales can not be 
directly compared. One way to use the "Mean" score is 
to divide it by the number of items in the subscale.
The resulting value will be between 1 and 5. A value 
above 3.0 indicates a positive level of agreement (or 
satisfaction) for that characteristic, while a value 
below 3.0 indicates a level of disagreement or 
dissatisfaction.
For a Satisfaction survey, the standard deviation "SD" 
is an index of the spread of all of the individual 
scores. As a general rule, about two-thirds of the 
scores will be found in the range from one standard 
deviation below the "Mean" to one standard deviation 
above the "Mean." For a Climate survey, the school is 
the unit of measurement and thus there is no standard 
deviation.
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Under the heading "National" on your report are the national 
norms for the several subscales of the survey.

For a Satisfaction survey, the "Mean" is the average 
score of all individuals who participated in the 
national norming of the surveys. For a Climate survey, 
the "Mean" is the average score of all schools that participated in the norming.
The "SD" is the standard deviation of the scores 
obtained in the national norming of the survey: scores
of individuals for a Satisfaction survey and scores of 
schools for a climate survey. Approximately two-thirds 
of all scores were within one standard deviation below 
or above the "Mean" score.

In the graph on the lower part of your report, each subscale 
of the survey is represented by a vertical column headed by 
the number of the subscale (1-10). For each subscale, the 
"Mean" score of your school is shown as an X, with the value 
determined by the RAW SCORE scale shown at either side of 
the graph. The total range of the possible "Mean" scores 
for the subscale is indicated by the vertical line for the 
subscale, and the range of scores between +1SD and -1SD for 
the national norms group is depicted by the box. Thus, an X 
within the box shows a school "Mean" score which can be 
considered typical of all schools, while an X outside the 
box shows a school "Mean" score which is atypically high or 
low, in comparison with the national norms sample.
The user may want to prepare graphs using the standard 
scores "SS" rather than the "Mean" scores for each subscale, 
in order to better facilitate comparison between subscales. 
Sample graphs for this purpose will be found in the CASE 
Examiner's Manual, beginning on page 24.

(NOTE: This document was retyped for dissertation
formatting purposes.)
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