
ABSTRACT 

 

GATES, CARMALETTA HARRIS. Factors Related to Burnout In North Carolina Public 
School Teachers. (Under the direction of Duane Akroyd.) 
 
 The intent of this study was to propose and test a conceptual model based on 

Maslach’s theory of burnout that would identify factors in teacher working conditions that 

influenced burnout components in North Carolina public school teachers, as well as to 

determine current burnout levels for North Carolina public school teachers.  

Research questions focused on determining current levels of emotional exhaustion, 

depersonalization, and personal accomplishment of North Carolina public school teachers 

and determining the predictive ability of the independent variables of social support, 

classroom climate, and demographic variables. T-tests based on the responses of 307 North 

Carolina public school teachers, found these teachers to be slightly more emotionally 

exhausted than teachers in the Maslach Burnout Inventory (MBI) 1996 norms. North 

Carolina teachers were significantly less depersonalized and had significantly higher scores 

on personal accomplishment than the teachers in the 1996 MBI norms. Multiple regression 

analysis found emotional exhaustion, depersonalization, and personal accomplishment to be 

significantly predicted by guidance, having access to advice or information within the school; 

reassurance of worth, having a perception of other’s recognition of their competence, skill, 

and value; and years of teaching experience. Environment, having positive learning 

environments exist within the school and classroom, significantly predicted depersonalization 

and personal accomplishment. Order, having orderly classroom and well behaved students, 

and leadership, having administrators who provide instructional leadership within the school 



and classroom also significantly predicted depersonalization. Workload, the number of 

students a teacher worked with daily, was also a significant predictor of depersonalization. 

The model was moderately effective at predicting emotional exhaustion (21%), 

depersonalization (23%), and personal accomplishment (23%). Findings, supported by 

current research, call for greater administrative support and mentoring of teachers, better 

recognition of teacher competence, creation of positive learning environments, greater 

teacher retention efforts, and smaller class size. Proactive approaches for preventing teacher 

burnout are suggested. 
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CHAPTER I: INTRODUCTION 

Introduction to the Study 
 

 There is a growing awareness among researchers and educators that the single most 

important factor in determining student performance is the quality of his or her teachers 

(Alliance for Excellent Education, 2005). If our national goal of providing an equitable 

education to children across the nation is to be met, it is critical that high quality teachers be 

developed in every community and at every grade level. Unfortunately, nearly one thousand 

teachers leave the field of teaching every school day. An estimate of the national cost of 

replacing public school teachers who have dropped out of their profession is $2.2 billion per 

year, and if the cost of replacing teachers who transfer schools is included, the total reaches 

$4.9 billion (Alliance for Excellent Education). Why do teachers leave their profession or 

transfer schools? Stress and burnout have been correlated with 50 percent of United States’ 

beginning teachers leaving the profession during their first seven years of teaching (Ingersoll, 

2001; Ingersoll & Smith, 2003; Vaidero, 2002). Stress and burnout have been found to 

strongly influence teacher attrition and transfer throughout the world (Alliance for Excellent 

Education, 2005; Baker & Smith, 1997).  

 Making the situation worse, teachers who are leaving the profession early tend to be 

those deemed the best and the brightest (Gordon & Maxey, 2000). With these startling 

statistics, many groups have attempted to identify reasons for this attrition of new teachers 

(National Foundation for the Improvement of Education, 1996; U. S. Department of 

Education, 1997). Most studies found beginning teachers to have been given inadequate 

induction and support, and were unprepared for the classroom. This inadequacy was then 

followed with insufficient and inappropriate professional development (Sargent, 2003).  
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 Current estimates are that schools will need to replace more than 2 million teachers 

over the next ten years (Howard, 2003). Increased teacher recruitment will not solve the 

teacher staffing problem unless organizational problems such as stress and burnout are also 

addressed (Ingersoll, 2001). When teachers burn out because of work stresses, there are often 

serious consequences for the teachers, their students, other educators, and the families they 

interact with daily (Wood & McCarthy, 2002). In Europe, almost 70 % of teachers are 

considered to be burned out (Rudow, 1999). Farber (2000b) estimated that 35 % of teachers 

worldwide were extremely dissatisfied with teaching, with up to 20 % being burned out.  

 Teacher burnout can lead to physical illness (Burke, Greenglass, & Schwarzer, 1996; 

Guglielmi and Tatrow, 1998; Maslach & Leiter, 1997; Rudow, 1999; Schaufeli & Enzmann, 

1998), and has been shown to influence teacher absenteeism (Van Dick & Wagner, 2001), 

and teacher attrition (Miller, Brownell, & Smith, 1999; Reglin & Reitzammer, 1998; 

Weisberg & Sagie, 1999).  

 As a state, North Carolina ranks third in the percentage of teachers leaving their 

classrooms and second in the percentage of teachers transferring to other schools. Over 8% 

of North Carolina teachers leave teaching every year (not including retirement), and 10.3% 

of North Carolina teachers transfer schools each year. The total cost to North Carolina for 

replacing teachers who leave or transfer is $188 million, over $1 million every school day 

(Alliance for Excellent Education, 2005)! In order to provide quality education for North 

Carolina students, major causes of teacher burnout and accompanying results, attrition and 

transfer, must be identified. Current levels of burnout in North Carolina public school 

teachers need to be established, and burnout relationship factors, such as social support, 

classroom climate, and demographic variables, need identification. Once these relationships 
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and levels are established, administrators and faculty can begin to provide more 

administrative support, better school climates, and better working conditions in an effort to 

keep teachers in their classrooms. 

Conceptual Framework for Study 

 Burnout has been conceptualized by Maslach, Jackson, and Leiter, as a “syndrome of 

emotional exhaustion, depersonalization, and reduced personal accomplishment that can 

occur among individuals who work with people” (1996, p.4), such as teachers, counselors, or 

nurses.  

 Emotional exhaustion is a feeling of being extremely tired, having no intrinsic 

motivation, zeal, enthusiasm, or interest in teaching. When this exhaustion becomes chronic, 

educators find “they can no longer give of themselves to students as they once could” 

(Maslach, Jackson, & Leiter, 1996, p.28).  

 Depersonalization is an attempt by teachers to cope with their emotional exhaustion 

by distancing themselves from teaching and developing a cold, cynical attitude toward their 

students, treating them as objects, not human beings. Teachers often display 

depersonalization by using derogatory labels for students, or tuning students out through 

psychological withdrawal. Depersonalization is often related to “the experience of emotional 

exhaustion and so these two aspects of burnout should be correlated” (Maslach, Jackson, & 

Leiter, 1996, p. 4).  

 A reduced sense of personal accomplishment causes teachers to think of themselves 

negatively and have a lack of faith in their ability to continue working and achieve positive 

results (Maslach, Jackson, & Leiter, 1996). Reduced personal accomplishment is particularly 

destructive for teachers who entered teaching with a desire to help students learn and grow. 



 4 

When they feel no longer able to contribute to students’ development, they experience 

profound disappointment and are likely to leave teaching (Ingersoll, 2001; Maslach, Jackson, 

& Leiter). 

 Any or all three burnout components can occur at any stage in a teacher’s career. This 

study presents a model for identifying working condition variables including social support, 

classroom climate, and demographic variables related to burnout. Once these variables and 

their relationship to burnout are identified, North Carolina administrators can work toward 

developing work environments designed to lessen stress and burnout and diminish teacher 

attrition and transfer. 

Burnout Factors 

Social Support 

 Weiss (1974) described six different social functions that may be obtained through 

relationships with others. These six functions can be narrowed into three provisions: 

guidance, reliable alliance and reassurance of worth. Guidance was described as having 

access to advice and information (e.g. information on how to handle discipline problems) 

within the school organization. Teachers who scored high in guidance had people within the 

school they could ask for help whenever needed. Reliable alliance was described as having a 

perception that others can be counted upon for tangible assistance (e.g. having access to a 

mentor teacher who can help work through problems). Teachers who scored high in reliable 

alliance found help within their schools. They had colleagues to step into their classrooms 

and demonstrate the best way to handle a problem. Reassurance of worth described teachers’ 

perceptions of competence, skills, and value to others, (e.g. advancement to mentor or lead 

teacher status). Teachers who scored high in this provision indicated that parents or 
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colleagues respected their skills and abilities; their administrators were more likely to support 

them when faced with an angry parent.  

Van der Doef and Maes (2002) found that work aspects, workload, and social support 

explained 40% of the variance in emotional exhaustion, 29% of the variance in 

depersonalization, and 32% of the variance in personal accomplishment. Dworkin, Saha, and 

Hill (2003) reported that principal support, collegiality, and teacher involvement in decision 

making explained 34 % of the variance in burnout as a whole concept. Van Dick and 

Wagner, 2001, found principal support predicted 53 % of the variance in mobbing (criticism 

by principals or colleagues, exclusion from social events in the school, and rumors spread by 

colleagues), which in turn predicted 25% of the variance in burnout. Embich (2001) reported 

lack of principal support explained 42 % of the variance in personal accomplishment for 

teachers who engaged in team teaching for one period per day. Brouwers, Evers, and Tomic 

(2001) found lack of support to be moderately correlated with emotional exhaustion (r =-.42) 

and personal accomplishment (r =.26). Whitehead, Ryba, and O’Driscoll (2000) discovered 

personal accomplishment was significantly lower for individuals who rated themselves as 

having few personal support networks compared to those who indicated they had many 

sources of support. 

Classroom Climate 

 Classroom climate defined the conditions in which teachers work. Factors of 

classroom climate include the extent to which the environment is orderly and students behave 

appropriately, the administration provides instructional leadership, and positive learning 

environments exist within their schools and classrooms (Butler & Alberg, 1991). Van Dick 

and Wagner (2001) found student misbehavior, problems with parents, and hectic work 
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climate to predict 39% of the variance in burnout. Dworkin, Saha, and Hill (2003) reported 

teacher involvement in decision making and collegial support reduced burnout. Abel and 

Sewell (1999) found pupil misbehavior significantly accounted for 32% of the variance in 

personal accomplishment in urban teachers, while time pressures accounted for 47% of the 

variance in emotional exhaustion and 16% of the variance in personal accomplishment for 

rural teachers. Bibou-Nakou, Stogiannidou, and Kiosseoglou (1999) reported that teachers 

who used social-integrative actions (such as asking for peer group help) in dealing with 

disruptive behavior felt less depersonalized. Teachers using punitive practices such as 

threatening students with punishment, had lower perceptions of their personal 

accomplishment. Taris, Van Horn, Schaufeli, and Schreurs (2004) studied the relationships 

between teachers and their students. Inequity within relationships with students predicted 15-

25% of the variance in depersonalization (the first percentage was from their first survey, and 

the second from the second). Personal accomplishment was strongly related to inequity 

experienced in their relationships with students, which explained 24 to 33% of the variance 

in their feelings of personal accomplishment. 

Demographic Variables 

 Demographic factors such as age, gender, number of years teaching, educational 

level, and workload (defined by the number of students taught) have been identified as 

related to burnout. In a 1996 study by Burke, Greenglass, and Schwarzer, male teachers had 

higher overall burnout scores than females, while Konert (1997) found no gender or age 

differences in teacher burnout. Bibou-Nakou, Stogiannidou, and Kiosseoglou (1999) reported 

male teachers had significantly higher levels of emotional exhaustion. In contrast, Sunbul 

(2003) found female teachers to have higher levels of emotional exhaustion than male
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teachers. Sunbul also found age to be related to personal accomplishment, the older the 

teacher, the higher level of personal accomplishment they reported. Abel and Sewell (1999) 

found working conditions such as large class sizes accounted for 20% of the variance in 

emotional exhaustion and depersonalization of urban teachers, and 33% of the variance in 

depersonalization of rural teachers. 

Whitehead, Ryba, and O’Driscoll (2000) found the highest levels of emotional 

exhaustion in middle grade teachers (grades four through six), and in the 30–39 year age 

range. Personal accomplishment was lowest in first through third year teachers, while male 

and middle grade teachers recorded the highest levels of depersonalization. Konert (1997) 

reported significant differences in personal accomplishment and job satisfaction based on the 

number of years teachers had been in their current positions. Teachers with three or fewer 

years experience had lower levels of personal accomplishment than teachers with four or 

more years of experience. Zabel and Zabel (2001) found that teachers with more teaching 

experience and advanced degrees scored higher on personal accomplishment. 

Proposed Burnout Model 

 A proposed burnout model is presented in Figure 1.1, displaying the relationship 

between working condition factors and emotional exhaustion, depersonalization, and 

personal accomplishment. Working condition factors are organized into three major 

groupings: social support, classroom climate, and demographic variables. Social support, 

defined by the independent variables, guidance, reliable alliance, and reassurance of worth, 

are related to each component of burnout. Classroom climate, defined by order, leadership, 

and environment are related to each of the three components of burnout. The demographic 

independent variables of age, gender, years of teaching experience, and workload are related 
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to the three components of burnout, emotional exhaustion, depersonalization, and personal 

accomplishment. 

 

 

Figure 1.1  

Proposed Teacher Burnout Model 

 

Statement of the Problem 

Burnout is a serious problem in all professions, especially in education (Cherniss, 

1993; Golembiewski, Munzenrider & Stevenson, 1986; Maslach & Leiter, 1997).  
Burnout seriously affects the health of teachers (Guglielmi & Tatrow, 1998), the welfare of 

students (Capel, 1987), and the attainment of educational goals and objectives (Farber & 

Miller, 1981; Farber, 2000a). Burnout and related conditions result in teachers transferring 

from school to school in an attempt to find better working conditions, or leaving the teaching 
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field altogether (Alliance for Excellent Education, 2005). In North Carolina, thousands of 

teachers are leaving or transferring every year, causing an economic and educational burden 

on the entire state (Alliance for Excellent Education). 
Efforts to isolate important causes and consequences of burnout have appeared in 

educational literature over the past 25 years (Guglielmi & Tatrow, 1998). Yet, in a review of 

the literature in 1998, the most serious problem Guglielmi and Tatrow found was lack of a 

theoretical framework or model to guide a choice of constructs and operationalization and 

lack of consistency in measurement practices. They felt that “in conceptual and 

methodological rigor and sophistication, the study of teacher stress and burnout is still in its 

infancy” (p. 82).  

This study examined research that occurred since Guglielmi and Tatrow’s (1998) 

article, and found that a lack of a theoretical framework or model persisted. The typical 

burnout study resembled a fishing expedition; a large number of measures were used to 

investigate predictor variables, and except for using the Maslach Burnout Inventory (MBI) 

(Maslach, Jackson, & Leiter, 1996), there was no consistency in assessing social support or 

classroom climate. Post hoc explanations of the results were offered without any attempt to 

fit those results into a theoretically meaningful framework. The result was a shotgun research 

approach where a large number of variables were measured and subjected to correlational 

analysis and the researcher had no theoretical basis to justify which variables were studied 

(Gall, Borg, & Gall, 1996). 

Instead of correlating dozens of teacher stressors with the three components of 

teacher burnout, a model for the prediction of teacher burnout should be constructed and 

used. The model could predict that teachers who work with difficult students in crowded 
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classrooms, with little input into academic decisions and little collegial support would 

experience more burnout. Teachers are a very heterogeneous group. Causes of burnout are 

unlikely to be the same for males and females, for urban and rural teachers, for primary 

versus secondary teachers, and for novice versus experienced teachers. Future research needs 

to pay attention to these diversity issues in suggesting or testing models of teacher burnout.  

 Furthermore, studies resulting in burnout normative data are nationwide and over ten 

years old. More current burnout levels need to be established to determine if burnout levels 

have risen, fallen, or stayed the same over time. Since the target population is North Carolina 

teachers, current burnout levels for teachers in North Carolina are of particular interest. If, as 

suggested, burnout is a significant precursor of teacher attrition, North Carolina 

administrators need to establish burnout baselines so that future attrition rates can be 

correlated with their accompanying burnout levels. 

Purpose of the Study 

 The intent of this study is to propose and test a conceptual model that will identify 

factors in teacher working conditions that influence burnout components in North Carolina 

career public school teachers, as well as to determine current burnout levels for North 

Carolina public school teachers. Unless relationships between burnout components and 

teacher working conditions are explained and established, it is impossible to formulate 

recommendations for intervention programs. It is important for burnout research to shift to a 

theory-based investigation designed to test models of teacher burnout with psychometrically 

sound instruments and methodologies that will assess burnout in a multivariate context. 

Current levels of burnout must be established to provide a baseline against which any 

burnout reduction efforts can be measured, to evaluate their effectiveness. Outcomes from 
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this study and the data analysis may produce information that could be used by legislative 

policy makers, local education departments, and teachers to implement programs designed to 

support teachers, allow them input into decision making, and improve working conditions. 

These programs should minimize burnout, increase teacher retention, and reduce teacher 

transfer between schools. 

Research Questions 

1. What are the burnout levels of North Carolina public school teachers as measured by 

their scores on emotional exhaustion, depersonalization and personal 

accomplishment? 

2. What is the impact of social support (guidance, reliable alliance and reassurance of 

worth), classroom climate (order, leadership, and environment), and demographic 

variables (age, gender, years of teaching experience, and workload) on the emotional 

exhaustion of North Carolina public school teachers? 

3. What is the impact of social support (guidance, reliable alliance and reassurance of 

worth), classroom climate (order, leadership, and environment), and demographic 

variables (age, gender, years of teaching experience, and workload) on the 

depersonalization of North Carolina public school teachers? 

4. What is the impact of social support (guidance, reliable alliance and reassurance of 

worth), classroom climate (order, leadership, and environment), and demographic 

variables (age, gender, years of teaching experience, and workload) on the personal 

accomplishment of North Carolina public school teachers? 
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Significance of the Study 

 Burnout is reaching epidemic proportions in United States workers. High levels of 

employee stress and burnout have been estimated to cost more than $200 billion per year in 

reduced productivity, absenteeism, medical expenses, worker disability, and compensation 

claims (Maslach & Leiter, 1997). Golembiewski, Munzenrider, and Stevenson (1986) studied 

commercial and federal organizations and found all levels of burnout in both agencies. They 

found organizational factors such as low pay grades, low status positions, and quality of 

worker-supervisor relationships to be correlated with burnout. They also found there were 

human costs related to physical health and well-being, and system costs, sick days, low 

performance standards, and disability claims related to levels of burnout (Akroyd, Caison, & 

Adams, 2002). 

 Burnout is a particular problem for teachers. Stress and burnout have been correlated 

with 50% of America’s beginning teachers permanently leaving their classrooms within their 

first seven years of teaching (Ingersoll, 2001; Ingersoll & Smith, 2003; Vaidero, 2002). If the 

job or the organizational setting makes it difficult for teachers to pursue their inner values, 

burnout can occur (Vandenberghe & Huberman, 1999). Many sources of organizational 

stress are found in schools and classrooms. Teaching has been characterized throughout time 

by role conflict, ambiguity, and overload (Lieberman & Miller, 1984). Teachers are asked to 

assume many often contradictory roles including providing academic instruction; 

maintaining order and discipline in the classroom; attending to social and emotional needs of 

students; and meeting the often conflicting expectations of students, parents, administrators, 

and the community. (Bryne, 1998; Smylie, 1999; Vandenberghe & Huberman, 1999).   
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 Teachers are often impacted by decisions made by schools, districts, and state and 

national legislators, with little or no input into these decisions. According to Smylie (1999) 

teachers’ work with students seldom show immediate results. Teachers often work in 

isolation from other teachers, receiving little performance feedback or support from 

colleagues and administrators, and have few meaningful opportunities for quality 

professional development (Wood & McCarthy, 2002). Lack of a challenging and stimulating 

job was found to be significantly related to all three components of teacher burnout (Burke & 

Greenglass, 1995). Teacher workload, having too little time to complete all the 

responsibilities of teaching and having non-teaching duties, was correlated with burnout, as 

was having inadequate rewards for teaching (Manthei, Gilmore, Tuck, & Adair, 1996;  

Maslach & Leiter, 1997). 

 One possible solution to burnout is to simply leave the organization. A change of 

environment may improve the work situation and alleviate burnout (Tartis, Van Horn, 

Schaufeli, & Schreurs, 2004). Fifty percent of beginning school teachers in the United States 

leave the classroom within their first seven years of teaching and never return. More than 

two-thirds of those teachers leave within their first four years. Stress and burnout have been 

attributed to this attrition (Merseth, 1992). Carlson and Thompson (1995) found the greater 

the level of emotional exhaustion, the more likely the teacher intended to leave the teaching 

profession. Maddox (1997) also found teacher burnout to be a significant factor in teachers’ 

decisions to leave teaching. He studied twenty teachers who planned to resign at the end of 

the school year. Seventeen said they were resigning because they were extremely stressed 

and burned out. Reglin and Reitzammer (1998) stated that one-third of current teachers 

would choose another career if they could start over. They also reported the number of 
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teachers with 20 or more years of experience had dropped by nearly half in the past fifteen 

years. 

 Miller, Brownell, and Smith (1999) surveyed a random sample of 1,152 Florida 

special education teachers to examine factors that predict their staying in, leaving, or 

transferring from the special education classroom. Their analysis found that teachers left 

special education teaching primarily because of insufficient certification, high stress, and 

poor classroom and school climate. 

 Teacher turnover is 50% higher in high-poverty schools (Ingersoll, 2001). Possible 

reasons for this turnover include lower salaries, fewer resources, poorer working conditions, 

and higher stress because of the wider range of student needs (Clotfelter, Ladd, Vigdor, & 

Diaz, 2004; Darling-Hammond, 2000). Because burnout has considerable consequences for 

teachers’ performance relative to students and colleagues, it is a problem with serious 

implications for both a teaching career and the learning outcomes of the pupils 

(Vandenberghe & Huberman, 1999).  

 North Carolina has greater attrition and transfer problems when compared to most of 

the other states in the United States, ranking third in the percentage of teachers leaving their 

classrooms and second in percentage of teachers transferring to other schools. Eight percent 

of North Carolina teachers leave their classrooms every year, running up a yearly bill for 

replacing North Carolina teachers of $188 million (Alliance for Excellent Education, 2005). 

To provide quality education for students, major causes of attrition and transfer must be 

identified. In order to improve teaching conditions and alleviate burnout, relationship factors, 

such as social support, classroom climate, and demographic variables, need to be identified 

and their impact measured. 
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This study will test a proposed conceptual model that identifies variables which 

contribute to the development of teacher burnout and the relationship these variables have 

with the components of burnout. It may be possible for administrators and teachers to use 

findings from this study to justify creating a community of support within schools, giving 

teachers a renewed sense of their value and importance. This could create positive work 

environments where teachers feel capable of managing their classrooms and involving 

themselves in important decision making, thereby preventing teacher burnout. According to 

Maslach and Leiter, 

  Whenever an organizational environment is unresponsive to people – to their 

aspirations, their limitations, and the way they work – chronic burnout is the 

inevitable result. It is time to put a higher priority on human values in the workplace. 

Human values are not a luxury but a necessity if we are to get through the current 

crisis and move successfully into the future… .The only alternative, for both economic 

and humane reasons, is to build engagement with work (1997, p.148). 

Teachers will not only benefit from this sense of community and respect, the students will 

have more energetic and recharged teachers and a renewed sense of the value of learning. 

Assumptions 

Burnout in people who work with other people is different from simple exhaustion in 

other jobs, and this burnout can be measured using the Maslach Burnout Inventory (MBI) 

(Maslach, Jackson, & Leiter, 1996). Although these findings are based on self-reported data, 

teachers will answer these survey questions truthfully, and non-respondents will not differ 

from teachers who do respond. Because the normative data for the MBI are based on surveys 

completed over ten years ago, it is assumed that the norms are still valid.  



 16 

Limitations 

 This study will confine itself to examination of research surveys completed by 

randomly selected teachers in North Carolina public schools. The teachers who do not return 

their survey instruments will not be included in the study’s findings. Efforts will be made to 

increase response rates and an analysis of non-responders will be conducted to see if they 

differ from the general or sample population. It may be possible that teachers who are 

experiencing high levels of burnout will be more likely to return the questionnaires because 

the research focus was of interest to them. Conversely, teachers who are experiencing high 

levels of burnout may be less motivated to fill out and return the questionnaires. In either 

case, the potentially significant impact of self selection bias remains undetermined. It has 

been the experience of the researcher that teachers feel strongly about the issues of working 

conditions and teacher burnout, and awareness of the research focus could increase the 

possibility they might cooperate in order to confirm it.  

 Because this research relies on self-reported data, it is possible that teachers who 

suffer from burnout are more likely than their less burned out counterparts to view their 

classroom climate as extremely negative and to feel they have little or no support. Thus the 

reverse causation hypothesis cannot be ruled out.  

 Another limitation is that no burnout data exist for North Carolina teachers. 

Comparisons will be based on nationwide data that are over ten years old, and may not 

correctly reflect current levels of burnout in North Carolina. Furthermore, the teachers in this 

study are all teaching in North Carolina public schools, therefore, the results will not 

generalize to teachers in other states or in private institutions.  
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 The burnout data reported by Maslach, Jackson, and Leiter (1996) were from a 

sample which was 40% male. The teaching population of North Carolina is only 19% male. 

A random sample of North Carolina teachers will not contain the percentage of males 

contained in the original study. 

 It may be that teacher burnout levels are different in the fall than in the spring, which 

is another limitation for this study. There is no way to know if this is truly a limitation, unless 

the study was performed in each season and the results compared, a possible suggestion for 

future study.  

 This research is further limited by surveying only career teachers, that is, teachers 

who have at least three years of teaching experience. The decision to limit the group to this 

sample was designed to avoid any outliers which might come from teachers who have only 

been teaching a short while and are simply feeling overwhelmed with the job responsibility 

instead of the components of burnout.  

Definition of Terms 

  Burnout - “a syndrome of emotional exhaustion, depersonalization and reduced 

personal accomplishment that can occur among individuals who do “people work” of some 

kind” (Maslach  & Leiter, 1997, p.1). 

 Career teacher - a teacher who has taught three or more years and has attained a 

permanent teaching license from the North Carolina Department of Public Instruction. 

Classroom climate - a work factor that includes such variables as the control the 

teacher feels in his or her classroom, discipline problems, school violence, and disrespect 

from students, peers, and administration.  
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 Support - a work factor which describes the social support teachers receive from 

administrators, colleagues, parents, and students. 

 Depersonalization - a component of burnout that occurs when educators attempt to 

cope with emotional exhaustion by detaching themselves from their work and developing 

cold, cynical, distant attitudes toward students, treating them as objects, not as human beings 

(Maslach, Jackson, & Leiter, 1996).  

 Emotional exhaustion - a component of burnout characterized by not having the 

emotional or personal strength to complete work. An emotionally exhausted professional’s 

intrinsic motivation has vanished; his or her zeal, enthusiasm, idealism, and interest in 

teaching are gone (Maslach, Jackson, & Leiter, 1996). 

 Personal accomplishment - a component of burnout defined as a measure of an 

individual’s faith in his or her ability to continue working and achieving a positive outcome 

(Maslach, Jackson, & Leiter, 1996). 

Guidance - the extent to which a teacher has access to advice or information within 

his or her school (Cutrona & Russell, 1987). 

 Reliable alliance - the extent to which a teacher has an assurance that others can be 

counted on for tangible assistance (Cutrona & Russell, 1987). 

 Reassurance of Worth - a teacher’s perception of other’s recognition of his or her 

competence, skill, and value (Cutrona & Russell, 1987). 

 Order - the extent to which the school and classroom environment is ordered and 

appropriate student behaviors are present (Butler & Alberg, 1991). 

 Leadership - the extent to which the administration provides instructional leadership 

within the school and classroom (Butler & Alberg, 1991). 
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 Environment - the extent to which positive learning environments exist within the 

school and classroom (Butler & Alberg, 1991). 

 Workload – the total number of students a teacher works with daily. 



 20 

 

CHAPTER II: LITERATURE REVIEW 

History of Burnout 

Much research has been conducted concerning burnout and service professionals, yet 

there has been no consensus on the exact definition of burnout. Herbert Freudenberger (1982) 

was a clinical psychologist who described burnout as an inability to adequately do one’s job 

because of exhaustion brought on by overwork, accompanied by an inability to respond 

personally and emotionally. He is believed to be the first to label these symptoms burnout, 

describing helping professionals who were “worn out” (Byrne, 1998; Dworkin, 1987; 

Freudenberger, 1982; Schaufeli & Enzmann, 1998). He believed the most committed and 

dedicated individuals give their all to their profession and are the most susceptible to 

burnout. Freudenberger described a burnout victim as seeming depressed and isolated. The 

victims viewed their jobs with cynicism and negativity, without any interest in new 

developments or changes in their field. Associated physical symptoms were frequent colds, 

headaches, stomach trouble, and lack of sleep. 

 Christina Maslach, a social psychologist, began to study how people cope with strong 

emotions in health care situations, interviewing physicians, nurses, psychiatrists, and hospice 

counselors in the early 1970’s (Maslach, 2004; Schaufeli & Enzmann, 1998). She found 

many situations were rewarding, but others, such as working with difficult patients or dealing 

with death and dying, could be very stressful. Experiencing such stress often left practitioners 

feeling emotionally exhausted and drained of all feeling. Secondly, Maslach found “detached  

concern” among her clients; they had attempted to distance themselves emotionally from 

their patients and ended with feelings of dislike. She found clients questioning their ability to 
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continue working in a health career. These three trends formed the basis for Maslach’s study 

into a phenomenon called “burnout” in the legal profession. She and Freudenberger 

identified burnout almost simultaneously in early 1970, on opposite ends of the United 

States, illustrating that “burnout first emerged as a social problem and not as a scholarly 

construct” (Schaufeli & Enzmann, 1998, p. 6). 

 One of the problems with burnout research was that there was no universally accepted 

definition of burnout (Dworkin, 1987; Byrne, 1998). Researchers were forced to use what 

Dworkin called a “trait definition.” Trait definitions are a listing of symptoms of a particular 

problem, some of the effects of the phenomenon being studied, and some of its causes. This 

lack of definition made generalizability, theory construction, and testing difficult (Dworkin). 

Schaufeli and Enzmann (1998) warned that since the list of symptoms was so numerous (they 

listed 132), the concept of burnout could be easily expanded to mean anything, and there 

existed danger that in the end it might not mean anything at all (Schaufeli, Maslach, & 

Marek, 1993). 

 Maslach and Leiter (1997) offered the most often cited definition of burnout:  

“Burnout is a syndrome of emotional exhaustion, depersonalization and reduced personal 

accomplishment that can occur among individuals who do “people work” of some kind” 

(p.1). The Maslach Burnout Inventory (MBI) (Maslach, Jackson, and Leiter, 1996) included 

the three dimensions of this definition: emotional exhaustion, depersonalization, and lack of 

personal accomplishment (Maslach, 2004; Maslach & Leiter, 1997; Schaufeli & Enzmann, 

1998; Schaufeli, Maslach, & Marek, 1993). Interestingly, while Maslach and Leiter (1997) 

separated the three components of burnout, any of which could occur separately, 

Golembiewski, Munzenrider, and Stevenson (1986) placed the three components into a 



 22 

progression, first depersonalization, then diminished personal accomplishment, and finally, 

emotional exhaustion.  

Components of Burnout 

 Maslach quickly realized that “working with people, particularly in a care giving 

relationship, was at the heart of the burnout phenomenon” (Maslach, 2004, p.2). She began 

psychometric research and, on the basis of that research, developed a measure called the 

Maslach Burnout Inventory (MBI) (Maslach, Jackson, & Leiter, 1996). This measure 

assessed the three components of the burnout syndrome: emotional exhaustion, 

depersonalization, and personal accomplishment.  

Emotional Exhaustion 

 Emotional exhaustion is the first component of burnout according to Maslach (1982). 

She noticed exhaustion in professionals who did not have the emotional or personal strength 

to complete their work. Their intrinsic motivation had vanished; their zeal, enthusiasm, 

idealism, and interest were gone. They believed they invested more in the relationship with 

clients than they received in return (Taris,Van Horn, Schaufeli, & Schreurs, 2004).The 

quality and quantity of their work had decreased, they were depressed, disillusioned, 

discouraged, and withdrawn (Burke, Greenglass & Schwarzer, 1996; Schaufeli & Enzmann, 

1998). Farber (2000b) described teachers as “worn out” instead of being burned out. Instead 

of collapsing from overwork, they turned off their jobs and stopped attempting to succeed in 

what appeared to be hopeless situations. Buunk and Schaufeli (1993) suggested that the 

interaction between job uncertainty and emotional reactivity caused emotional exhaustion, 

thus, highly reactive individuals were less able to cope with uncertainty, and maintained a 

less effective and passive coping style.  
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Depersonalization 

 Depersonalization is the second component of burnout according to Maslach (1982). 

Workers may attempt to cope with their emotional exhaustion by detaching themselves from 

their clients, and developing a cynical, cold, and distant attitude toward them. 

Depersonalization describes the dislike and disinterest caregivers felt for their clients; health 

care professionals treated their patients as objects, not as human beings. Buunk and Schaufeli 

(1993) found depersonalization to be directly related to self-esteem. Caregivers experienced a 

decreased involvement with clients, reflected by a “cynical and dehumanizing perception of 

recipients characterized by negativism, pessimism, lessened empathy, and stereotyping” 

(Schaufeli & Enzmann, 1998, p. 26). Burned out individuals felt hostility and suspicion 

toward their clients, colleagues, supervisors and organizations (Taris, Van Horn, Schaufeli,  

& Schreurs, 2004). They were “sick and tired” of recipients who needed help, support, care, 

advice or attention. (Freudenberger, 1982; Schaufeli & Enzmann). By responding to the 

recipients of their services or colleagues in a depersonalized way instead of expressing 

genuine concern, caregivers lowered their investments in those relationships by a coping 

behavior designed to result in a more equal balance of the relationship (Taris, Van Horn, 

Schaufeli, & Schreurs).  

Personal Accomplishment 

 The third component of burnout is personal accomplishment (Maslach, 1982), the 

individuals’ faith in their ability to continue working and achieving positive outcomes. 

Reduced personal accomplishment was described as a “person’s negative self-evaluation in 

relation to his or her job performance” (Schaufeli, Maslach, & Marek, 1993, p. 17). 

Freudenberger (1982) found individuals began to question their motivation and their 
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professional job commitment. He described them as believing their organization had 

disappointed or wronged them (Schaufeli & Enzmann, 1998); they were disappointed with 

tasks, projects, and relationships. They suffered from overwhelming feelings of guilt and 

inadequacy, along with having a real sense of loss of idealism and enthusiasm (Pines, 1982; 

Schaufeli & Enzmann). McPherson (1984) described burned out teachers as having lost 

touch with dignity and self-respect.  

Physical Symptoms of Burnout 

 Along with psychological and emotional symptoms of burnout, subjects often 

experienced a variety of physical illnesses. These illnesses included ulcers, gastric-intestinal 

and dermatological disorders, high blood pressure, and coronary heart disease symptoms. 

Other symptoms included headaches, nausea, sleep problems, back and neck pain, 

restlessness, overweight, underweight, and alcohol and drug abuse (Burke, Greenglass, & 

Schwarzer, 1996; Freudenberger, 1982; Golembiewski, Munzenrider, & Stevenson, 1986; 

Guglielmi & Tatrow, 1998; Hobfoll & Freedy, 1993; Maslach & Leiter, 1997; Pines, 1982; 

Rudow, 1999; Schaufeli & Enzmann, 1998). Chronic fatigue was the most common physical 

sign of burnout mentioned by most authors who described the syndrome. Burned-out 

individuals felt extremely tired and physically exhausted (Schaufeli & Enzmann; Winnubst, 

1993). They experienced lingering colds and flu, and had increased susceptibility to viral 

infections. Flare-ups of pre-existing problems such as asthma, diabetes and rheumatoid 

arthritis occurred (Schaufeli & Enzmann). Burned out individuals were more impulsive, they 

were “hyperactively running around the place, not knowing where to go or what to do, and 

not being able to concentrate on anything in particular” (Schaufeli & Enzmann, 1998, p. 27). 
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Burned out individuals were often aggressive or violent, or more commonly, they withdrew 

and became socially isolated. 

 According to Maslach and Leiter (1997), teachers who were emotionally exhausted 

were tired and depleted emotionally and physically. Teachers suffering from 

depersonalization were negative and detached toward others, especially their students. 

Teachers with low personal accomplishment had little self-confidence as teachers. Several 

studies have confirmed that high levels of teacher burnout are significantly correlated with 

physical symptoms such as headaches, stomach problems, allergies, depression, heart 

disease, hypertension, and teacher absenteeism (Burke & Greenglass, 1995; Burke, 

Greenglass, & Schwarzer, 1996; Greenglass, Burke, & Konarski, 1998; Mazur & Lynch, 

1989; Pierce & Malloy, 1990).   

Factors Related to Burnout in Teachers 

 Social Support 

 Several researchers have noted that lack of social support was related to teacher 

burnout (Carlson & Thompson, 1995; Greenglass, Burke, & Fiksenbaum, 2001; Greenglass, 

Burke, & Konarski, 1998). Greenglass, Burke, & Fiksenbaum identified four types of social 

support that were correlated with teacher burnout. Those types of support included support 

from supervisors, co-workers, family, and friends. Carlson and Thompson found that lack of 

school and district support, inadequate administrative support for discipline problems, and 

lack of adequately trained teachers were significantly correlated with teacher levels of 

emotional exhaustion. Greenglass, Burke, and Konarski found that high levels of support 

from colleagues related to lower levels of emotional exhaustion.  
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 In 2001, Van Dick and Wagner conducted two studies of German teachers measuring 

workload and mobbing (a more recent concept describing certain kinds of terrorizing at the 

workplace by colleagues or principals) as stressors, physical symptoms such as reactions to 

stress, and self-efficacy and social support as moderating variables. In the second study the 

concepts of coping strategies, absenteeism, and burnout were added. The first study included 

356 teachers and measured physical symptoms such as heart troubles, pain in the neck or 

shoulders, headaches, stomach problems, or general weakness. Workload was assessed by 

perceptions of too many students, student misbehavior, problems with parents, and hectic 

work climate. Mobbing was measured by comments concerning such perceptions as frequent 

criticism by principals or colleagues, exclusion from informal social activities at school, 

rumors spread by colleagues, and other negative activities. Social support assessed social 

support from principals, colleagues, friends, partners, parents, and students. The self-efficacy 

measure referred to internal versus external locus-of-control issues, as well as more personal 

self-efficacy such as a perception of being able to cope with difficult situations.  

Van Dick and Wagner’s (2001) second study replicated and extended the first study. 

A German version of the Maslach Burnout Inventory was used to measure burnout. Other 

conditions were measured using a variety of adapted and researcher constructed instruments. 

Reliability results were given for all instruments. The researchers found principal support to 

be an important factor in reducing stress at work, with global social support serving as an 

important moderator. Teachers with low feelings of support reported more stress and strain. 

Coping strategies served as a mediator between workload and burnout. Teachers who coped 

by ignoring or avoiding problems had higher burnout levels. Coping was positively 

influenced by principal support. Teachers who perceived more support from their principals 
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were able to actively cope with stress better than teachers who perceived having less support. 

Burnout served as a moderator between workload and mobbing and physical symptoms. The 

more teachers suffered from stress, the more they showed symptoms of burnout, such as 

reduced personal accomplishment, emotional exhaustion, and physical symptoms. Burnout 

and its physical symptoms led to more school absences. 

 Davis and Wilson (2000) used Vogt and Murrell’s 1990 model of empowerment as a 

framework for a study to determine the impact of principals’ empowerment of teachers on 

teacher motivation, job satisfaction, and stress. Their sample consisted of 660 elementary 

teachers (77% female) and 44 principals (37% female) in Washington public elementary 

schools. In order to participate in the study, the school had to have a designated principal 

who had been in that position at least a full year. Teachers were asked to complete a 

questionnaire developed by Tymon in 1988 and a survey pertaining to principal empowering 

behaviors (PEB), based on Vogt and Murrell’s 1990 development of self, group, and 

organization empowerment. Principals also completed the empowering behaviors survey. 

Reliability information was given for both studies. Their findings showed a significant 

correlation between PEB and teacher motivation with r = .38. The more principals 

participated in empowering behaviors, the greater impact their teachers felt in fulfilling 

work-related tasks r =.37 and the more likely they were to see themselves having choices in 

selecting actions that would lead to positive outcomes, r = .36. However, principals’ 

empowering behaviors were not directly correlated with either teacher job satisfaction or job 

stress. Teacher motivation was correlated to both job satisfaction r = .56 and job stress  

r = -.53, thus the higher teachers’ intrinsic motivation (impact, competence, meaningfulness, 

and choice), the more satisfied they were with their jobs, and the less stress they experienced.  
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 Brouwers, Evers, and Tomic (2001) tested the relationships between perceived lack 

of social support, perceived self-efficacy in attaining support at the workplace, and burnout. 

They used the model of burnout proposed by Maslach and Leiter (1997) and developed a 

model explaining how teachers’ perceived lack of emotional support from supervisors and 

colleagues had a negative effect on teachers’ perceived self-efficacy in eliciting support from 

those colleagues. In turn that lowered self-efficacy contributed to emotional exhaustion, 

followed by depersonalization, and reduced personal accomplishment. The authors then 

explained that teachers’ negative attitudes toward their students, colleagues, and their own 

job performance would impact whether they experienced lack of support from supervisors 

and colleagues. Participants in the study were 277 (73% male, 27% female) teachers working 

in vocational secondary schools in the Netherlands. Burnout was measured using the Dutch 

version of the Maslach Burnout Inventory for teachers. Perceived self-efficacy was measured 

with two subscales of the Teacher Interpersonal Self-Efficacy Scale developed by Brouwers 

and Tomic in 2000. Perceived lack of emotional support was measured using the six items of 

the Emotional Support Subscale of the Social Support List, developed by Van Sonderen in 

1991. Reliability information on all parts of the inventories was above .70. Reported inter 

correlations of the scale revealed that a perceived lack of support had a moderate relationship 

with depersonalization r = .28, which in turn had a moderate relationship with personal 

accomplishment, r = -.44. Emotional exhaustion had a moderate relationship with personal 

accomplishment, r = -.35. The relationship of personal accomplishment with perceived lack 

of support and perceived self-efficacy in eliciting support were moderate r = -.32 and r = .36. 

Teachers’ perceived self-efficacy was moderately related to emotional exhaustion r = -.38, 
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indicating that teachers who needed support from their school team but had little confidence 

in their abilities to ask for such support were more likely to develop burnout symptoms. 

Van der Doef and Maes (2002) did a survey of 454 secondary vocational teachers in 

the Netherlands, testing the Leiden Quality of Work Questionnaire, developed by the authors 

in 1999, versus a teacher specific version of the same inventory. They also used the Dutch 

version of the Maslach Burnout Inventory and the Dutch version of the Symptom  

Checklist-90, which assessed anxiety, depression, and somatic complaints. Hierarchical 

regression analysis of the data revealed that in all instances, the teacher-specific version of 

the questionnaire explained more variance in the outcomes under study than the general 

version. Significant correlates of burnout in teachers were high work and time pressure, 

student aggression, role ambiguity, further training, lack of task variety, high physical 

exertion, low colleague support, and lack of meaningfulness of teaching. For anxiety and 

depression, high work and time pressure, role ambiguity, high levels of colleague support, 

and high physical exertion were significant predictors. High physical exertion, heavy 

workload, and time pressure were related to higher levels of somatic complaints. An 

unexpected finding was that high levels of colleague support were related to burnout, 

anxiety, and depression. The authors offered various explanations for this finding, which is 

contrary to much prior research. They suggested a reverse causal pathway, that higher 

burnout in teachers might lead to the provision of more social support by their colleagues. 

Dworkin, Saha, and Hill (2003) studied teacher burnout and principal management 

style. They proposed that a democratic school reduces the likelihood of teacher burnout, first 

defining a democratic school to have non-authoritarian and non-bureaucratic management by 

the principal, shared decision making by staff and students regarding school matters, and 
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open communication of knowledge and information. The survey was completed by 2,961 

teachers from one of Houston’s largest school districts, using a questionnaire developed for 

this study by the researchers. Reliability estimates were given for each component of the 

questionnaire. Regression analysis of the data revealed that for each standardized increment 

in the perceived democratic style of the principal, teacher burnout was reduced by a third of a 

standardized unit. Burnout was also reduced by the perception that the students were 

academically able and discipline policies on the campus were effective. Collegial support by 

co-workers and support by parents each reduced burnout slightly. The researchers concluded 

that teachers who perceive their principals as non-authoritarian, supportive and collegial, and 

who involve their teachers in school decision-making are less likely to experience burnout. 

Balogun, Titiloye, Oyeyemi, Balogun, and Zuccaro (1999) studied burnout in 

physical and occupational therapists. They surveyed 169 physical therapists and 138 

occupational therapists who completed the Maslach Burnout Inventory and 20 socio-

demographic questions designed by the researchers. The data were analyzed with one way 

analysis of variance and stepwise regression models to determine predictive values of the 

socio-demographic variables on the three components of burnout. There were no significant 

differences between the two types of therapists on the socio-demographic data, and both 

types of therapists reported higher scores of all three components of burnout than are found 

in the general population and other human service professionals. Level of social support, 

number of children, and religious affiliation were viable predictors of emotional exhaustion. 

The only significant predictor of depersonalization and personal achievement was level of 

support from colleagues.  
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Akroyd, Caison, and Adams (2002) studied levels of burnout in 2,108 American 

radiographers. They used the Maslach Burnout Inventory (MBI) to measure burnout, the 

Daily Stress Inventory developed by Brantley and Jones to measure levels of stress, and 

Cutrona and Russell’s Social Provisions Scale to measure levels of perceived social support. 

The researchers found radiographers had significantly higher levels of emotional exhaustion 

compared to MBI norms, but lower levels of depersonalization and higher levels of personal 

accomplishment. Radiographers’ levels of burnout were similar to those found in several 

nursing studies. Regression analysis of data revealed that personal stress, environmental 

stress, reassurance of worth, guidance, and workload significantly predicted emotional 

exhaustion and depersonalization. Reassurance of worth, guidance, and workload were 

significant predictors of personal accomplishment, depersonalization, and emotional 

exhaustion. 

In these studies, researchers studying burnout and support found lack of support to be 

a strong predictor of all components of burnout. Principal support was found to be the 

strongest predictor, but lack of support from colleagues also significantly determined 

burnout.  

Classroom Climate 

 Abel and Sewell (1999) studied stress and burnout in 97 rural and urban secondary 

teachers (84 women and 14 men) in Georgia and North Carolina. They defined rural as 

schools in a county with a population of 30,000 or less, and urban as schools in a county with 

a population of 100,000 or more. These teachers were comparable in years of experience in 

education. They used the Sources of Stress Questionnaire developed for use in the British 

school system by Borg and Riding in 1991, rewording some terms for use in the United 
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States. They measured teacher burnout with the Maslach Burnout Inventory, educators 

version. Reliability coefficients for both instruments were reported. They used multivariate 

analysis of variance (MANOVA) to examine the differences between rural and urban 

teachers. The urban teachers reported significantly higher stress levels than the rural teachers 

due to poor working conditions and poor staff relations. No significant differences for stress 

existed between the two groups because of pupil misbehavior and time pressure. There was 

no significant difference between rural versus urban teachers’ levels of the three components 

of burnout.  

Stepwise multiple-regression analysis was used to determine the best predictors of the 

three different components of burnout. For urban school teachers, poor working conditions 

significantly accounted for 20% of the variance in both emotional exhaustion and 

depersonalization, and pupil misbehavior significantly accounted for 32 % of the variance in 

reduced personal accomplishment. For rural teachers, time pressures significantly accounted 

for 47% of the variance in emotional exhaustion, poor working conditions significantly 

accounted for 33% of the variance in depersonalization, and time pressures significantly 

accounted for 16% of the variance in personal accomplishment. There was significantly 

greater stress for urban versus rural teachers due to poor working conditions such as 

inadequate salary, poor promotion prospects, lack of recognition of good teachers, and 

inadequate equipment and resources for teaching. Urban teachers had less stress caused by 

poor staff relations such as lack of friendly atmosphere among staff and lack of support from 

colleagues and supervisors. Rural and urban teachers’ stress levels did not differ because of 

pupil misbehavior, maintaining class discipline, and difficult classes.  
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 Abel and Sewell (1999) suggested that urban school teachers may have had poorer 

working conditions and staff relations than rural school teachers. The poorer working 

conditions were caused by overcrowded classrooms, shortage of educational supplies, and 

poorly distributed education funds. The poorer staff relations might have been the result of 

large school systems in urban areas employing greater numbers of teachers leading to less 

informal interactions and collegial support. Time pressures and poor working conditions 

were the best predictors of burnout for urban school teachers, and pupil misbehavior and 

poor working conditions were the best predictors of burnout for rural school teachers.  

 Jeffery Dorman (2003) studied 246 primary and secondary teachers from private 

schools in Queensland, hoping to identify school and classroom environmental factors that 

predict burnout. He used the School-Level Environment Questionnaire developed by Fraser 

in 1994, and another instrument based on a questionnaire developed by Dorman, Fraser, and 

McRobbie in 1997 to assess school environment. He took items from two classroom 

environment instruments created by the same authors, and used the Maslach Burnout 

Inventory for educators. He found staff support and work and time pressures were significant 

predictors of emotional exhaustion. Lack of consensus among staff concerning mission and 

important decisions, and lack of cooperation in classrooms were found to be significant 

predictors of depersonalization. Classroom interactions and co-operation of students were 

significantly related to personal accomplishment. Results supported Maslach and Leiter’s 

(1997) theory that emotional exhaustion impacted depersonalization which subsequently 

influenced personal accomplishment. 

 In 1999, Bibou-Nakou, Stogiannidou, and Kiosseoglou studied burnout levels of 200 

full-time elementary teachers from Northern Greece and their preferred practices to deal with 
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specific school and classroom behavior problems. They looked at four minor examples of 

misbehavior in school, disobedience, playing the clown, disturbance of others, and off task 

behavior. Teachers’ perception indicating frequency and intensity of the four behaviors were 

assessed, as well as teachers’ perceptions of the causes of these behaviors, and their coping 

strategies for dealing with the behaviors. Teachers who used social-integrative actions (such 

as asking for peer group help) felt less depersonalized. Teachers who chose punitive practices 

such as threatening students with punishment, had lower perceptions of their personal 

accomplishment. Male teachers were found to have significantly higher levels of emotional 

exhaustion than the female teachers.  

 Hastings and Bham (2003) studied the relationship between student behavior and 

teacher burnout. They studied 100 primary school teachers in the south of England. They 

completed a questionnaire with three main components: the Pupil Behavior Patterns 

Questionnaire developed in 1995 by Friedman, the educator version of the Maslach Burnout 

Inventory (1996), and a demographics questionnaire. Regression analysis of teacher burnout 

revealed that emotional exhaustion was predicted by student disrespect, depersonalization 

was predicted by disrespect and lack of sociable student behavior, and personal 

accomplishment was reduced by the lack of sociable behavior in the classroom.  

 In 2001, Brouwers, Evers, and Tomic studied 411 students in their late teens who 

attended vocational training at a Regional Training Center in the Netherlands. Seventy-three 

of their teachers also participated in the study. Three questionnaires were adapted for use 

with students: the Dutch version of the Maslach Burnout Inventory (1996), the Self-Efficacy 

Scale for Classroom Management and Discipline from Emmer and Hickman in 1991, and the 

Order and Organization subscale of the Classroom Environment Scale from Moos and 
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Trickett in 1974. Analysis of the teacher data revealed that competence in dealing with 

disruptive student behavior was significantly related to a reduction in personal 

accomplishment. The researchers found that students predicted less emotional exhaustion 

than the teachers perceived, and greater levels of depersonalization. Teachers and students 

both felt that disruptive student behavior contributed to teacher burnout. 

 In these studies, student disruption and disrespect and teacher capability to cope with 

classroom management figure prominently in predicting burnout. Able and Sewell (1999) 

also found time pressures and dividing teaching and non-teaching roles to be important in 

predicting burnout. 

Demographic Variables 

 Burke, Greenglass, and Schwarzer (1996) found gender differences in burnout 

predictors for teachers. They found male teachers to have higher overall burnout scores than 

female teachers while Konert (1997) found no gender or age differences in teacher burnout. 

For men, the best predictors were red tape and self-doubt, and the most common predictor for 

female teachers was disruptive students (Burke, Greenglass, & Schwarzer; Friedman, 2003; 

Manthei, Gilmore, Tuck, & Adair, 1996). These findings were supported by Van der Doef 

and Maes’s (2002) work which found student aggression to be an important correlate of 

teacher burnout. 

 In 2003, Sunbul studied the relationships between locus of control, job satisfaction, 

and demographic characteristics such as age and gender, with burnout in 297 Turkish high 

school teachers. He used Hackman and Oldham’s 1974 Job Satisfaction Survey to measure 

the teachers’ job satisfaction level, the Maslach Burnout Inventory (1996) to measure 

teachers’ levels of burnout, and Rotter’s 1966 Internal-External Locus of Control Scale to 
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determine the extent to which teachers had an external or internal locus of control. He found 

that female teachers had higher depersonalization and emotional exhaustion than male 

teachers. Regression analysis of the data revealed that age had a predictive effect on personal 

accomplishment. The analysis found the older the teacher, the higher level of personal 

accomplishment exhibited.      

 Whitehead, Ryba, and O’Driscoll (2000) studied factors relating to job burnout in a 

sample of 386 New Zealand teachers and principals. Their teachers recorded significantly 

higher scores on the MBI emotional exhaustion than a similar group of United States 

teachers. The highest levels of emotional exhaustion were found in teachers of the upper 

primary level (grades 4 – 6) and in the 30 – 39 year age range. Reduced personal 

accomplishment was highest in first through third year teachers. It was significantly higher 

for individuals who rated themselves as having few personal support networks compared to 

those who indicated they had many sources of support. Male teachers and teachers of grades 

four through six recorded the highest levels of depersonalization. 

 Tatar and Horenczyk (2003) studied 280 Israeli teachers who reported having 

immigrant students in their classes to determine if teachers’ personal and professional well-

being were impacted by working with a culturally diverse student body. They used a survey 

developed from the Multicultural Ideology Scale and the Tolerance Scale, both developed by 

Berry and Kolin in 1998. They developed a set of questions to examine perceptions of the 

multicultural organization of the school. They administered the Hebrew version of the 

Maslach Burnout Inventory to measure burnout. Multiple regression of the data revealed 

elementary teachers showed more burnout, both general and diversity related, than teachers 

of higher grades, and home-room teachers were found to have higher levels of diversity-
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related burnout than subject-area teachers. Tatar and Horenczyk reasoned that elementary 

teachers often have a heavier workload and more emotional involvement with their students 

than higher-grade teachers, thus they are more prone to burnout. 

 Embich (2001) studied 300 secondary learning disabilities teachers, divided by 

whether they team teach, or teach in self-contained classrooms. She hoped to delineate 

factors contributing to feelings of burnout. Teachers were surveyed using the Maslach 

Burnout Inventory (1996), the Role Conflict and Role Ambiguity Questionnaire developed in 

1970 by Rizzo, House and Lirtzman, demographic questions, and questions investigating 

participant perceptions of workload and principal support. Reliability and validity statistics 

were given for the two instruments. Multiple regression analysis involving dependent 

variables of the three components of burnout with independent variables of workload, years 

of teaching, age, level of education, role conflict, role ambiguity, and principal support was 

performed. Role conflict was found to be the strongest predictor of emotional exhaustion for 

all team teachers, predicting 40% of the variance, and particularly for those who taught in 

teams three or more periods per day (69% of the variance). Workload was the strongest 

predictor of emotional exhaustion for self-contained teachers (40% of the variance). Lack of 

principal support strongly contributed to reduced sense of personal accomplishment for 

teachers who taught in a team for one period per day (42%). Role ambiguity was the 

strongest predictor for a reduced sense of personal accomplishment (39%) for teachers who 

teach in a team for two periods each day. One conclusion drawn from this study was that 

expanding roles and responsibilities for secondary learning disabilities teachers contributed 

significantly to team teachers’ feelings of depletion, fatigue, and overextension.  
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 Zabel and Zabel (2001) conducted a study of burnout with 301 Kansas special 

education teachers. They used the Maslach Burnout Inventory (1996) to measure burnout. 

They found no significant correlations between teachers’ age and burnout components. They 

did find that teachers with more regular teaching experience or masters degrees and beyond 

scored higher on personal accomplishment.    

In 2001, Greenglass, Burke, and Fiksenbaum studied the relationship between 

workload and burnout in 1363 Ontario nurses. They used an assessment of workload 

developed by Armstrong et al in 1996, and the Maslach Burnout Inventory General Survey 

(1996). They also used a 12-item subscale of the Hopkins Symptom Checklist, developed in 

1979, to measure somatization (experiencing physical symptoms such as pains in the heart or 

chest). They found workload to be positively related to emotional exhaustion, cynicism, and 

somatization. Workload was also inversely related to professional efficacy. Emotional 

exhaustion and cynicism were positively correlated with somatization. Workload was seen as 

a predictor of emotional exhaustion, which in turn led to cynicism (depersonalization) and to 

somatization.  

 While many studies have addressed demographic variables, often with contradictory 

results, the majority of researchers focused on the age of the teachers, their gender, the 

number of years of teaching experience they had, and their workload as defined by number of 

students taught. Some studies found age to have predictive ability (Sunbul, 2003), while 

others found no differences with regard to age (Zabel & Zabel, 2001). Embich (2001) and 

Greenglass, Burke and Fiksenbaum (2001) found workload to be a significant predictor of 

burnout. 
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Measuring Burnout 

 As a result of Maslach’s (1982) work in psychometric research, a measure called the 

Maslach Burnout Inventory (MBI, 1996) was developed. The measure was not derived from 

a theoretical model of burnout because none existed at the time of Maslach’s research. 

Instead it was derived empirically from research data. The inventory was designed to assess 

the three components of the burnout syndrome: emotional exhaustion, depersonalization, and 

personal accomplishment. There are 22 items written in the form of statements about 

personal feelings or attitudes. They are answered in terms of the frequency (on a 7-point 

Likert Scale) with which the respondent experiences them. The MBI is now recognized as 

the measure of choice for burnout, used in 91 % of burnout research (Schaufeli & Enzmann, 

1998) and used by researchers around the world in various translations. Three versions are 

now available (Maslach, Jackson, & Leiter, 1996): an original version for use with human 

services profession (MBI-HSS), a version for use with educators (MBI-ES), and a new 16-

item survey designed for use with workers in other occupations. All three forms of the MBI 

provide scores on the three dimensions of burnout, and these scores can be correlated with 

other information obtained from respondents such as job characteristics, job performance, 

attitude or personality measures, health and demographic information (Maslach, 2004).  

Conclusion 

 The literature concerning teacher burnout is wide-ranging. The economic cost of 

employee stress and burnout have been estimated at more than $200 billion per year in 

reduced productivity, absenteeism, medical expenses, and worker disability and 

compensation claims (Maslach & Leiter, 1997). Golembiewski, Munzenrider, and Stevenson 

(1986) studied commercial and federal organizations and found components of burnout in all 
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the agencies. They found organizational factors such as lower pay grades, lower status 

positions, and quality of worker-supervisor relationships to be correlated with burnout. They 

also found there were human costs, related to physical health and well-being, and system 

costs, sick days, low performance standards, and disability claims related to levels of burnout 

(Akroyd, Caison, & Adams, 2002). 

 Burnout is a particular problem for teachers. Stress and burnout have been correlated 

with half of America’s beginning teachers permanently leaving the profession within their 

first seven years of teaching (Ingersoll, 2001; Ingersoll & Smith, 2003, Vaidero, 2002). If the 

job or the organizational setting makes it difficult for teachers to pursue their inner values, 

burnout can occur (Vandenberghe & Huberman, 1999). Many sources of organizational 

stress are found in schools and classrooms. Teachers are asked to assume contradictory roles 

including: providing instruction; maintaining discipline in the classroom; attending to social 

and emotional needs of students; and meeting the expectations of students, parents, and 

administrators (Bryne, 1998; Smylie, 1999; Vandenberghe & Huberman), often without 

adequate support from administrators or colleagues.   

 Teachers follow rules devised by their schools, plus local, state, and national 

legislators, but have little input into these decisions. According to Smylie (1999), teachers’ 

work seldom shows immediate results. Teachers work alone in their rooms with little social 

support from supervisors or colleagues and few opportunities for quality professional 

development (Wood & McCarthy, 2002). Lack of a challenging and stimulating job was 

found to be significantly related to all three components of teacher burnout (Burke & 

Greenglass, 1995). Teacher workload, working with too many students, having little time to 

complete the responsibilities of teaching, and having non-teaching duties were also correlated 
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with burnout, as was having inadequate rewards for teaching (Manthei, Gilmore, Tuck, & 

Adair, 1996, Maslach & Leiter, 1997). 

 One possible solution to burnout is simply leaving the organization. A change of 

environment may improve the work situation and alleviate burnout (Tartis, Van Horn, 

Schaufeli, & Schreurs, 2004). Half of the beginning school teachers in the United States quit 

within their first seven years of teaching and never return. This attrition has been attributed to 

stress and burnout (Merseth, 1992). Carlson and Thompson (1995) found the greater the level 

of emotional exhaustion, the more likely the teacher was to leave the teaching profession. 

Maddox (1997) also found burnout to be a significant factor in teachers’ decisions to leave 

teaching. He studied twenty teachers who planned to resign at the end of the school year. 

Seventeen said they were resigning because they were stressed and burned out. Reglin and 

Reitzammer (1998) reported that one-third of current teachers would choose another career if 

they could start over, and the number of teachers with 20 or more years of experience had 

dropped by nearly half in the past fifteen years. 

 The United States has problems with teacher attrition and transfer. North Carolina 

ranks third in teacher attrition and second in teacher transfer. North Carolina’s attrition rate 

 is 8% and transfer rate is 10.3%, resulting in a cost of over $188 million per year (Alliance 

for Excellent Education, 2005). In order to continue providing quality education for students, 

major causes of attrition and transfer must be identified. Burnout levels of North Carolina 

teachers need to be established and relationship factors identified so efforts can be made to 

attempt to alleviate burnout.  

 This study will test a proposed conceptual model that identifies variables which 

contribute to the development of teacher burnout and the relationship these variables have 
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with the components of burnout. In efforts to prevent and alleviate teacher burnout 

administrators and teachers may use the findings from this study to justify creating a 

community of support within schools. This will give teachers a renewed sense of their value 

and importance. Positive work environments can be created where teachers feel capable of 

managing their classrooms and are involved in important decision making. Teachers will 

benefit from this sense of community and respect, students will have more energetic and 

recharged teachers, and everyone will have a renewed sense of the value of learning. 
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CHAPTER III: METHODOLOGY 

Introduction 

 This chapter describes the sample used in this study, the location and setting for the 

research, the research design, how data were collected, and statistical treatments and 

procedures used in analyzing the data.  

Design 

 This study employed a quantitative correlation research design. Correlational research 

is used in studies to explore the relationships between variables. Correlational research has 

the advantage of permitting the researcher to analyze the relationships among a large number 

of variables in a single study while providing information concerning the degree of the 

relationships (Gall, Borg, & Gall, 1996). Multivariate correlational statistics are used when 

three or more variables are involved in studying predictions or relationships (Gall, Borg, & 

Gall).  

The data were gathered through the use of four one-time surveys administered to a 

random selection of North Carolina public school teachers. Participation was voluntary. All 

teachers selected received a letter explaining the survey and asking for their participation. 

The mailing packet included the cover letter, survey instruments, and a self-addressed 

stamped envelope for returning the answer sheets.  

Population and Sample 

 The participants in this study consisted of randomly selected, currently employed, 

career (having taught a minimum of three years) North Carolina public school teachers. The 

selection was done by the North Carolina Department of Public Instruction. According to 
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North Carolina Public Schools (2006), there are over 94,000 teachers currently teaching in 

North Carolina. Regression analysis with only one dependent and one independent variable 

normally requires a minimum of 30 observations. A good rule of thumb is to add at least an 

additional 10 observations for each additional independent variable added to the equation 

(Jaeger, 1993). Because there are several demographic variables which potentially could 

significantly explain variance in each dependent burnout variable, there should be 

approximately 100 observations per dependent variable, thus resulting in a need for 300 

observations or participants.  

The researcher hoped to increase the return rate of the surveys by entering 

respondents’ names in a drawing for a prize (Arzheimer & Klein, 2005). The return rate 

needed to be at least 25%, in order to obtain a sample size of at least 300 participants. The 

researcher sent mailings to approximately 1,200 teachers. The researcher explained why the 

survey is important to the teaching profession and asked for teachers’ responses. The cover 

letter (Appendix C, page 147) emphasized the drawing for the prize and information on 

confidentiality. It gave directions about what to do with the completed survey, and a “thank 

you in advance” for participating. These efforts have been shown to be effective in increasing 

response rates (Gall, Borg, & Gall, 1996).  

 Respondents were compared to the general population being studied by comparing 

demographic variables such as gender and ethnicity. If respondents were similar to the 

general population, the results may be more generalizable. A random sample of non-

respondents was also chosen. The researcher called these individuals and solicited their 

cooperation in letting the researcher administer the surveys to them in a telephone interview 

format. “A sample of 20 individuals should be sufficient to check the non-responding group. 
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A comparison of their responses to each item with the responses of those who replied 

initially will enable you to determine whether the non-responding sample is biased” (Gall, 

Borg, & Gall, 1996, p. 304). Any differences between the two groups were noted and 

discussed in reporting the results of the responding sample. 

 Research involving human subjects depends on a moral commitment to advancing 

and benefiting human welfare, knowledge, and understanding. Ethical human research 

should include two fundamental components; the research will advance knowledge so that 

the subjects of the research might benefit from the new knowledge, and the research will be 

conducted ethically. Conducting research ethically implies that it will be conducted with a 

respect for human dignity. Individuals will have the right to make free and informed 

decisions, that is, subjects will not be tricked into replying. The privacy and confidentially of 

respondents will be maintained, fairness and equity will be maintained, and harm will be 

minimized while benefits to the respondents will be maximized.  

 Teachers were randomly chosen, thus assuring fairness and equity. A letter was 

included in the survey packet giving a brief introduction to the researcher and explaining why 

the research is important (Appendix C, page 147). This explanation was brief, not mentioning 

burnout, so as to not bias teacher responses in any way. By responding to the survey, the 

respondent gave their consent to be included in the study. The individual surveys had an 

identifying number on them corresponding to the randomly generated list of names. That 

way, non-respondents were identified. After the response due date, non-responders were 

identified, 25 were randomly chosen, and called. Only 20 teachers chose to participate in and 

complete the phone interview. The responses of the non-responding teachers were compared 

with the responses of the responding teachers. 
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To maintain confidentiality, only the researcher had to access the list of participants 

which corresponded to individual responses. This information on confidentially was included 

in the cover letter (Appendix C, page 147), mailed with the survey instruments. All survey 

instruments remained under the care of the researcher. No one else had access to the 

information or surveys. Respondents were offered an opportunity to request survey results in 

the accompanying letter. 

Instrumentation 

Maslach Burnout Inventory 

 The Maslach Burnout Inventory – Educator’s Survey (MBI-ES) (Mashlach, Jackson, 

& Leiter, 1996) was used to survey teacher burnout levels. The MBI-ES includes a total of 22 

questions that support three scales:  nine questions assess emotional exhaustion, providing a 

measure of fatigue, five items assess depersonalization, or the extent the teachers distance 

themselves from students, and eight items assess personal accomplishment, or how effective 

a teacher is in attaining his or her goals. The survey used a 7-point Likert-type scale with 

“frequency” anchors ranging from never (coded 0) to every day (coded 6). The demographic 

data for the normative samples employed for the MBI-ES were collected over 10 years ago 

and were based on responses that included 4,163 teachers (grades K-12). The sample was 

40% male and 82% Caucasian. The numerical responses are summed for each subscale; the 

higher the score on the Emotional Exhaustion and Depersonalization subscales, the higher 

the level of burnout. The Personal Accomplishment subscale is scored inversely so that the 

lower the score, the higher the level of burnout.  
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Reliability of the Maslach Burnout Inventory 

 Acceptable levels of internal consistency reliability estimates were reported in the 

Maslach Burnout Inventory manual by Maslach, Jackson, and Leiter (1996). Cronbach’s 

alphas were .90 for emotional exhaustion, .79 for depersonalization, and .71 for personal 

accomplishment. Test-retest coefficients were .82 for emotional exhaustion, .60 for 

depersonalization, and .80 for personal accomplishment (Maslach, Jackson, & Leiter, 1996).  

Validity of the Maslach Burnout Inventory  

 Gold, Roth, Wright, Michael, and Chen (1992) tested for factorial validity of the 

Maslach Burnout Inventory with a sample of beginning teachers with one to three years of 

teaching experience. Factorial analysis revealed three identifiable factor dimensions 

corresponding to the three constructs of the MBI-ES, emotional exhaustion, 

depersonalization, and personal accomplishment. In an oblique exploratory factor analysis, 

the correlation between emotional exhaustion and depersonalization was .76, between 

emotional exhaustion and personal accomplishment -.65, and between depersonalization and 

personal accomplishment -.74. Gold et al. found the MBI to have “considerable potential 

validity in identifying those beginning teachers who may have a substantial risk for   

burnout” (p. 766). 

 Convergent validity from five studies (using mental health workers, police and 

spouses, physicians, nurses, and social services workers) examined relationships between 

performance on the Maslach Burnout Inventory and similar surveys. While statistically 

significant at the .05 level or lower, the coefficients were low to moderate, .15 to .56. The 

highest score was between peer observation of “fatigue” and scores on the emotional 
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exhaustion scale r = .42 and on the depersonalization scale, peer observations of the 

respondent appearing “emotionally drained by the job,” r = .50 and “physically fatigued,”  

r = .55. Depersonalization scores were negatively correlated with perceived co-worker 

satisfaction r = -.41, and growth potential satisfaction r = -.47. Personal accomplishment 

scores were positively correlated with perceived co-worker satisfaction r = .40, and growth 

satisfaction r = .41(Maslach, Jackson, & Leiter, 1996, p. 45). Because of copyright 

provisions, a copy of the MBI-ES could not be included in the Appendices.  

Exploratory Factor Analyses of the Maslach Burnout Survey 

The Maslach Burnout Inventory (Maslach, Jackson, & Leiter, 1996) has been 

subjected to numerous exploratory factor analyses, confirming the three components of 

burnout, emotional exhaustion, depersonalization, and personal accomplishment (Byrne, 

1993; Gold, et al., 1992; Iwanicki & Schwab, 1981; Leiter & Durup, 1994; Maslach, 

Jackson, & Leiter, 1996). Lee and Ashforth (1993) confirmed the three factor model and 

found emotional exhaustion and depersonalization to be distinct but highly correlated, and 

both of these subscales were more highly correlated with measures of psychological and 

physiological strain than personal accomplishment. Because of the many factor analyses 

which have confirmed the factor structure of the Maslach Burnout Inventory (Maslach, 

Jackson, & Leiter), no further exploratory factor analysis of the instrument was needed by the 

researcher.  

Social Provisions Scale 

 Social support was measured using the Social Provisions Scale developed by Cutrona 

and Russell (1987) (with permission from the authors). This scale consisted of 24 questions 

which addressed six social provisions: guidance, reassurance of worth, social integration, 
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attachment, nurturance, and reliable alliance. For the purposes of this study, the three 

provisions which relate classroom teachers and the support they feel within the classroom 

were used: guidance, reassurance of worth, and reliable alliance, which were represented by 

twelve questions. Responses were scored through the use of Likert-type ratings [strongly 

disagree (1) to strongly agree (4)]. The numerical responses were summed for each subscale, 

the higher the score for guidance, reassurance of worth, and reliable alliance, the greater the 

level of that support the teacher perceived. For each provision, there were four questions, two 

positively worded, and two negatively worded. 

Reliability of the Social Provisions Scale 

  Table 3.1 reports the reliability results for each of the three provisions of the Social 

Provisions Scale as reported by Cutrona and Russell (1987). The reliabilities of the individual 

social provision subscales were adequate for using the instrument for research, with 

coefficient alphas ranging from .653 for reliable alliance, to .665 for reassurance of worth, to 

.760 for guidance. Reliability of the total Social Provisions score (.915) was estimated by 

Cutrona and Russell (1987) based on the reliability of a linear combination of scores given 

by Nunnaly (1978). The average inter-item correlations ranged from .324 for reliable alliance 

to .451 for guidance, the inter-item correlation for the entire scale was .293. 

Validity of the Social Provisions Scale 
 
 A study by Russell, Cutrona, Rose, and Yurko (1984) provided support for the 

construct validity of the Social Provisions Scale. Reliable alliance was related to the 

perceived quality of friend relationships (ß = .253, p < .001), guidance was related to 

relationships with mentors (ß = .301, p < .01), and reassurance of worth was related to work 

relationships (ß = .236, p <.001).  



 50 

Table 3.1  
 
Descriptive Statistics and Reliabilities for the Social Provisions Scale* 

 
Provision         M   s.d.    a       Average ra 

__________________________________________________________________________ 

Reassurance of Worth  13.29   2.02  .665    .336 

Reliable Alliance  14.43   1.91  .653  .324 

Guidance   14.18   2.23  .760  .451 

Total Social Provision Score 82.45   9.89  .915  .293 

__________________________________________________________________________ 
Note. aThese are the average inter-item correlations.(Cutrona & Russell, 1987) 
 

Exploratory Factor Analyses of the Social Provisions Scale 

This study did not use the complete Social Provisions Scale developed by Cutrona 

and Russell in 1987, rather guidance, reliable alliance, and reassurance of worth were used. 

Cutrona and Russell’s reliability study consisted of 1792 respondents, which included only 

303 public school teachers. Because there was such a small teacher sample, and only parts of 

the original questionnaire were used, an exploratory factor analysis to investigate the factor 

structure of the survey instrument was needed.   

Tennessee School Climate Inventory 

 The Tennessee School Climate Inventory, developed by Butler and Alberg (1991), 

was used (with permission from the authors) to assess the school and classroom climate in 

which the individual teachers worked. The inventory consisted of seven dimensions, each 

containing seven items. For the purposes of this study, only three dimensions of climate were 

studied, those which were shown to relate strongly to burnout in prior research. These three 
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dimensions were order, leadership, and environment, which were measured by 21 questions, 

with seven questions for each subscale. Responses were scored through the use of Likert-type 

ratings [strong disagreement (1) to strong agreement (5)]. The scores for each subscale were 

summed; higher scores indicated a perception of a positive school environment.  

Reliability of the Tennessee School Climate Inventory 

 The items and scales of the Tennessee School Climate Inventory demonstrated 

discriminatory power by yielding empirical indicators that differentiate school faculties on 

the variables of leadership, environment, and order. Scale descriptions and current internal 

reliability coefficients were provided by Butler and Alberg (1991). Cronbach’s coefficient 

alpha for leadership was .86, for environment .85, and for order .84.  

Validity of the Tennessee School Climate Inventory 

 Content and construct validity for the Tennessee School Climate Inventory was 

assured through developmental and review procedures. Individuals outside the development 

team reviewed the items and scales and supported their use in assessing perceptions of school 

climate dimensions. School faculties in more than 100 school sites used the inventory and 

indicated support for the constructs assessed, and affirmed the value of the information 

yielded by the individual items and the scales. Inventory information used in planning school 

improvement in a variety of rural, small town, and urban settings further confirmed validity 

of the items:  

“Face validity of the school climate items and logical ordering of the items by 

scales were established by the research time during the development of the inventory. 

Subsequent analysis of responses collected through administration of the inventory in  
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a variety of school sites substantiates validity of the items” (Butler & Rakow,  

1995, p.4).  

Most, if not all of the validity studies for the Tennessee School Climate Inventory were 

conducted in Tennessee public schools. 

Exploratory Factor Analyses of the Tennessee School Climate Inventory 

This study did not use the entire Tennessee School Climate Inventory as developed 

by Butler and Alberg (1991), the questions dealing with leadership, environment, and order 

were selected. Butler and Alberg’s reliability study consisted of 863 respondents holding 

faculty, administrator, or support staff positions. Because the reliability sample was small 

and the entire questionnaire was not used, exploratory factor analysis investigating the factor 

structure of the questions was needed to ensure the instrument assessed separate dimensions 

of school climate.  

Demographics 

 Demographic information was collected using a questionnaire developed by the 

researcher. Demographics included were workload (number of students taught), age, gender, 

and years of teaching experience. Each of these variables had been shown to be related to 

burnout components in prior research. A copy of the teacher survey including the 

demographic questions is included in Appendix D, page 148.  

Statistical Methods 

 Educational research is often complex. There may be several possible causes 

associated with a problem and likewise several factors necessary for a solution. Complex 

statistical applications are needed which can deal with interval and ratio type variables, 

assess causal linkages, and predict future outcomes (Jaeger, 1993).  
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 As stated earlier in this chapter, there have been sufficient exploratory factor analyses 

conducted of the factor structure of the Maslach Burnout Inventory (Byrne, 1993; Iwanicki & 

Schwab, 1981; Lee & Ashforth, 1993; Leiter & Durup, 1994; Maslach, Jackson, and Leiter, 

1996). Factor analysis of the MBI was not performed as part of this research. However, 

because this study used only parts of the Social Provisions Scale (Cutrona & Russell, 1987) 

and the Tennessee School Climate Inventory (Bulter & Alberg, 1991), and the original 

samples were small, the support and climate questions were subjected to exploratory factor 

analyses using squared multiple correlations as prior communality estimates. Depending on 

the results of the factor analyses, components were re-configured before proceeding with 

further statistical analyses. 

Ordinary least squares linear regression is the most widely used type of regression for 

predicting the value of a dependent variable from the value of an independent variable. It is 

also widely used for predicting the value of one dependent variable from the values of two or 

more independent variables. When there are two or more independent variables, the analysis 

is called multiple regression. Just as with simple regression, multiple regression will not be 

good at explaining the relationship of the independent variables to the dependent variables if 

those relationships are not linear. In order to determine the linear nature of the variables, one 

should first assess each independent variable with the dependent variable by determining 

correlation coefficients or developing a scatter plot. The number of independent variables in 

the equation should be limited to support, classroom climate, and any demographic variables 

that contribute significantly to explaining the variance in the dependent burnout variable 

(Hair, Anderson, Tatham, & Black, 1992; Stevens, 1996).    
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Research Questions and Statistical Procedures 

1. What are the burnout levels of North Carolina Public School teachers as measured by 

their scores on emotional exhaustion, depersonalization, and personal 

accomplishment? 

Descriptive statistics, means, standard deviation, and frequency distributions were 

figured to determine levels of emotional exhaustion, depersonalization, and personal 

accomplishment for the responding North Carolina public school teachers. T-tests were 

conducted to compare results from this survey with demographic norms presented in the MBI 

by Maslach, Jackson, and Leiter (1996). These statistics are displayed in Table 4.6 (page 72) 

in Chapter 4.  

2. What is the impact of social support (guidance, reliable alliance, and reassurance of 

worth), classroom climate (order, leadership, and environment), and demographic 

variables (age, gender, years of teaching experience, and workload) on the emotional 

exhaustion of North Carolina public school teachers? 

Descriptive statistics, means, standard deviation, and frequency distributions were 

figured for all independent variables; social support (guidance, reliable alliance, and 

reassurance of worth), classroom climate (order, leadership, and environment), and 

demographic variables (age, gender, years of teaching experience, and workload). A multiple 

regression analysis was performed to identify which independent variables, social support, 

classroom climate, or demographic variables may predict the severity of the dependent 

variable, emotional exhaustion. The results of the multiple regression analysis are presented 

in Table 4.8 (page 79) in Chapter 4.  
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3. What is the impact of social support (guidance, reliable alliance, and reassurance of 

worth), classroom climate (order, leadership, and environment) and demographic 

variables (age, gender, years of teaching experience, and workload) on the 

depersonalization of North Carolina public school teachers? 

Descriptive statistics, means, standard deviation, and frequency distributions were 

figured for all independent variables; social support (guidance, reliable alliance, and 

reassurance of worth), classroom climate (order, leadership, and environment), and 

demographic variables (age, gender, years of teaching experience, and workload). A multiple 

regression analysis was performed to identify which independent variables, social support, 

classroom climate, or demographic variables may predict the severity of the dependent 

variable, depersonalization. The results of the multiple regression analysis for 

depersonalization are presented in Table 4.10 (page 83) in Chapter 4.  

4. What is the impact of social support (guidance, reliable alliance, and reassurance of 

worth), classroom climate (order, leadership, and environment), and demographic 

variables (age, gender, years of teaching experience, and workload) on the personal 

accomplishment of North Carolina public school teachers? 

 Descriptive statistics, means, standard deviation, and frequency distributions were 

figured for all independent variables; social support (guidance, reliable alliance, and 

reassurance of worth), classroom climate (order, leadership, and environment), and 

demographic variables (age, gender, years of teaching experience, and workload). A multiple 

regression analysis was performed to identify which independent variables, social support, 

classroom climate, or demographic variables may predict the severity of the dependent 
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variable, personal accomplishment. The results of the multiple regression analysis for 

personal accomplishment are presented in Table 4.12 (page 88) in Chapter 4. 

Data Collection 

A letter introducing the study, describing the survey instruments, assuring 

confidentiality, and instructions for completion and submission was attached to each survey 

(Appendix C, page 147) along with a stamped and self-addressed return envelope. One 

thousand, two hundred surveys were mailed on September 5, 2006, by first class mail. The 

survey letter requested completion of the survey by September 27, 2006.  

 The goal was that responses would be received from at least 25 % of those who 

received the survey, which would result in a minimum of 300 responses. This return rate was 

possible because the response rate for surveys is often greater among more highly educated 

people who are knowledgeable about the issues involved in the survey, and the survey was a 

reasonable length and easy to complete. The cover letter explained the purpose of the survey, 

the confidentiality measures, the usefulness of the survey to the teaching profession, and 

expressed appreciation for cooperation. The respondents were also entered into a drawing for 

a hand-made rope hammock to be given away at the conclusion of the study.  
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CHAPTER IV: RESULTS 

Introduction 

The purpose of this study was to propose and test a conceptual model that would 

attempt to identify factors that influence burnout in North Carolina career public school 

teachers. The three components of burnout: emotional exhaustion, depersonalization, and 

personal accomplishment, were measured to determine current levels of burnout in these 

teachers. The independent variables thought to influence burnout were social support, 

classroom climate, and selected demographics. 

 The survey instrument (Appendix D, page 148) contained 71 questions, all 

quantitative. The survey consisted of four pages. The first page was the Maslach Burnout 

Inventory (MBI) for Educators (Maslach, Jackson, & Leiter, 1996), the second page 

consisted of selected questions from the Social Provisions Scale (Cutrona & Russell, 1987), 

page three contained selected questions from the Tennessee School Climate Inventory 

(Butler & Alberg, 1991), and page four was a demographic questionnaire developed by the 

researcher. The pages of the survey paralleled the burnout model and review of the literature: 

1. Emotional exhaustion, depersonalization, and personal accomplishment 

2. Support – guidance, reliable alliance, and reassurance of worth 

3. Climate – order, leadership, and environment 

4. Demographics 

A coding sheet indicating which questions related to each section, and which items were 

reverse coded can be found in Appendix E, page 152. 

One thousand two hundred surveys were mailed out and 317 were returned, with 307 

usable responses. This number of responses equaled a response rate of 26.4% with 266 
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females and 41 males. Data were collected and analyzed using multivariate statistics for the 

social sciences (Hair, Anderson, Tatham, & Black; 1992; Stevens, 1996). 

This chapter presents results from the analysis of data collected from the study 

sample using six primary statistical treatments. First, exploratory factor analysis results of the 

Social Provisions Scale questions and the Tennessee School Climate questions are presented. 

Second, reliability coefficients for all variables used in this study are listed. Third, descriptive 

statistics representing the demographics of the 307 North Carolina public school teachers 

who responded to the survey and the twenty non-respondents are given. Fourth, non-

respondent data were compared with respondent data and t-test analysis results of the 

differences in the survey means and the means reported by the Maslach Burnout Inventory 

are presented. Fifth, Pearson correlations between dependent burnout variables and the 

independent variables are presented. Sixth, the correlations are followed by multivariate 

regression analysis results to investigate the influence the independent variables, classroom 

climate, support, and demographics had on the burnout scores of the North Carolina teachers.  

Exploratory Factor Analysis of Social Support Questions 

This study did not use Cutrona and Russell’s (1987) complete Social Provisions 

Scale, specific sections were chosen; guidance, reliable alliance, and reassurance of worth. 

Cutrona and Russell’s reliability study included only 303 public school teachers. Because 

this was such a small teacher sample and only parts of the original questionnaire were used, 

an exploratory factor analysis was needed to determine whether the survey instrument was 

assessing separate dimensions of social support.   

The survey included twelve questions, four assessing guidance, four assessing 

reassurance of worth, and four assessing reliable alliance. Each subscale had two items which 
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were reverse coded. The questionnaire used a four point Likert scale, that ranged from 1 

(strongly disagree) to 4 (strongly agreed). The numerical responses were summed for each 

subscale, higher scores indicated a perception of greater social support by the teacher. 

Responses to the twelve social support questions were subjected to an exploratory 

factor analysis using squared multiple correlations as prior communality estimates. The 

principal factor method was used in extracting the factors followed by a promax (oblique) 

rotation. Oblique rotations are performed when the factors are considered to be related 

(Hatcher, 1994). Cutrona & Russell (1987) originally separated the questions into three 

factors, and the scree test (a graphical representation of how closely aligned factors are) 

suggested three factors. These three factors were retained for rotation. Questionnaire items 

and corresponding factor loadings for social support items are presented in Table 4.1. 

In interpreting the rotated factor pattern, an item was considered to load on a given 

factor if the factor loading was .40 or greater for that factor and was less than .40 for the 

others. Using these criteria, six items were found to load on the first factor which 

corresponded to guidance (the extent to which a teacher has access to advice or information 

within their school), the label suggested by Cutrona and Russell (1987). Three of the 

guidance questions loaded under this factor and three reliable alliance (the extent to which a 

teacher has an assurance that others can be counted on for tangible assistance) loaded under 

that factor as well. Logically, all six of these questions (support questions number 1, 2, 5, 6, 

8, and 9, on page 2 of the survey, Appendix D, page 148) dealt with having relationships 

with others that could be counted on for support and guidance, so this factor loading made 

sense.  
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Table 4.1 

Questionnaire Items and Corresponding Factor Loadings for Social Provision Scale from the 

Rotated Factor Pattern Matrix 

__________________________________________________________________________ 

Factor Pattern for Social Support 

  1 (Guidance) 2 (Rel. Alliance)    3 (Reas. of Worth)     Social Support Factor 
1.64   1.17     0.88          Percent Variance Explained 
  .80          .75          .66          Cronbach Coefficient Alpha 

___________________________________________________________________________        
 
  .74   05   .01   1.   There are people I can depend on to help me if  

       I really need it. 
  .66 -.12   .17   2.   There is no one I can turn to for guidance in times  

       of stress. 
  .09  .06   .53   3.   Other people do not view me as competent. 
  .08  .10   .64   4.   I do not think other people respect my skills and  

       abilities. 
  .45 -.03   .34   5.   If something went wrong, no one would come to my  

       assistance. 
  .42  .24  -.05   6.   There is someone I could talk to about important  

       decisions in my life. 
-.04  .74   .06   7.    I have relationships where my competence and skill  

       are recognized. 
  .55  .38  -.13   8.   There is a trustworthy person I could turn to for  

       advice if I were having problems. 
  .60 -.07    .17   9.  There is no one I can depend on for aid if I really  

       need it.  
  .25  .02    .20            10.  There is no one I feel comfortable talking about  

        problems with. 
 -14   .64    .25            11.  There are people who admire my talents and  

        abilities. 
  .32   .57   -.08            12   There are people I can count on in an emergency. 
__________________________________________________________________________ 
Note: N = 307. Significant loadings are in bold type. 
  
 

Evidently the questions designed to measure guidance and parts of reliable alliance 

combined into one factor instead of separating into two factors. The other guidance question, 



 61 

number 10, failed to load under any factor and was eliminated from analysis as it did not 

contribute strongly to the analysis.    

Three items loaded under the second factor, reliable alliance, questions 7, 11, and 12. 

Two questions concerned having people who recognized the teachers’ competence, skill, 

talents, and abilities. The other question concerned having someone to count on in an 

emergency. The other questions, 3 and 4, loaded as another factor, reassurance of worth, 

defined as having someone who recognized the teacher as a competent, capable teacher. 

Logically, both questions should have loaded with the other two questions concerning 

capability and competence, but for some unknown reason they did not.  

 As a result of the factor analysis, the social support questions were re-assigned with 

questions 1, 2, 5, 6, 8, and 9 representing guidance, questions 7, 11, and 12 representing 

reliable alliance, and questions 3 and 4 representing reassurance of worth. 

 Because the questions were re-assigned, the summed means reported by Cutrona and 

Russell (1987) could not be compared with the current summed means. Because guidance 

contained six questions, instead of four, the mean would have been at least eight points 

greater than the mean reported by Cutrona and Russell, and it was 8.18 greater. The means of 

the other two subscales were similarly affected due to the loss of questions. 

Exploratory Factor Analysis of School Climate Questions 

This study did not use the entire Tennessee School Climate Inventory developed by 

Butler and Alberg (1991), the questions assessing leadership, environment, and order were 

selected. Because Butler and Alberg’s reliability study had a small sample and selections of 

the inventory were used, an exploratory factor analysis was needed to investigate whether the 
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questions used were assessing separate dimensions of school climate. Questionnaire items 

and corresponding factor loadings for school climate items are presented in Table 4.2. 

Responses to the 21 school climate questions were subjected to an exploratory factor 

analysis using squared multiple correlations as prior communality estimates. As before, to 

interpret the rotated factor pattern, an item was said to load on a given factor if the factor 

loading was .40 or greater for that factor, and was less than .40 for the others. The Tennessee 

School Climate Inventory (Butler & Alberg, 1991) suggested three factors, with seven 

questions loading under each factor. The scree test appeared to indicate two, so two separate 

factor analyses were performed, one for two factors and one of three factors. Careful analysis 

of both factor analyses revealed more consistency in using the three factor pattern. Factor 

one, leadership (the extent to which the administration provides instructional leadership 

within the school and classroom) (Butler & Alberg, 1991), loaded on six items, questions 2, 

7, 12, 16, 18, and 20. Question 13 was supposed to load under leadership, but it did not load 

on any factor.                                                                                        

Factor two, environment, loaded on three items, questions 6, 14, and 21. Factor three, 

order, loaded on four items, questions 4, 5, 8, and 15. Three of these questions originally 

assessed order,  5, 8, and 15. Question 4 originally assessed environment which was a logical 

fit because it dealt with a description of the school building. Question 10, originally assessing 

environment and describing an atmosphere of trust in the school, loaded under both 

leadership and environment and was dropped from the analysis. Questions 9 and 11 

originally assessed order, and question 13 assessed leadership, but all three questions failed 

to load under any factor so they were omitted from analysis.  
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Table 4.2 
Questionnaire Items and Corresponding Factor Loadings for School Climate from the 
Rotated Factor Pattern Matrix, 
__________________________________________________________________________ 
Factor Pattern for Social Support 
1(Leadership)   2(Environment)   3(Order) School Climate Factor  
  2.06   1.16         1.20 Percent variance explained 
    .87              .77              .79 Cronbach Coefficient Alpha 
_________________________________________________________________________ 
 . 42  .42      -.10  1.  Faculty and staff feel that they make an important  

contribution to our school. 
  .62  .02   .06  2.   The administration in my school communicates the  

belief that all students can learn. 
 .37       .20        .09                 3.  Varied learning environments are provided to  

accommodate diverse teaching and learning styles. 
 .04  .08   .52  4.  My school building is neat, bright, clean, and comfortable.  
-.03  .15   .75  5.  Rules for student behavior are consistently enforced. 
-.02  .58   .24  6.  School employees and students show respect for each  

other’s individual differences.  
 .76     0 -.08  7.  My administration encourages teachers to be  

creative and try new methods.  
 .26   .06  .58  8.  Student discipline is administered fairly and appropriately. 
 .02      -.37     0  9.   Student misbehavior in my school does not interfere  
           with the teaching process. 
.43   .45  .02           10.  An atmosphere of trust exists among the administration, 

                                   faculty, staff, students, and parents at my school. 
.05 -.31     -.02           11.  Student tardiness or absence from my school is not  

a major problem.  
 .69      -.07   .16           12.  My principal or administration provides useful  

feedback on teacher performance. 
 .06      -.11   .38           13.  My administration does a good job of protecting  

instructional time. 
 .19   .53    09           14.  Teachers in my school are proud of the school and  

its students. 
 .02    17   .51           15.  My school is a safe place in which to work. 
 .88      -.11   .10           16.  My principal is an effective instructional leader. 
 .07   .46   .23           17.  At my school, teachers, administrators, and parents  

assume joint responsibility for student discipline. 
 .41   .17   .15           18.  The goals for my school are reviewed and updated  

 regularly. 
-08   .52  . 32           19.  Student behavior is generally positive in my school. 
.69 -.04   .18           20.  The principal is highly visible throughout my school. 
.36        .60       -.21               21.  People in my school really care about each other. 
__________________________________________________________________________ 
Note: N = 307. Significant loadings are in bold type.      
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A total of six questions were omitted from survey analysis because of the factor 

analysis findings: questions 1, 3, 9, 10, 11, and 13. Because questions were re-assigned or 

omitted from the study, comparisons of the current summed survey means with Butler and 

Alberg’s (1991) summed means were unproductive. Changing the number of questions under 

each subscale changed the possible means, making for an invalid comparison. 

Reliability for Survey 

Internal consistency for this survey was estimated by Cronbach’s coefficient alpha  

(n = 307), considered the most common estimate of internal consistency of items in a scale 

(North Carolina State University, 2006). Cronbach’s alpha is computed as a function of the 

number of test items and the average inter-correlation among the items. If average inter-item 

correlation is low, alpha will be low. If inter-item correlations are high, there is evidence the 

items are measuring the same underlying construct, and the corresponding alpha is high. 

Thus a high alpha for a set of questions is considered indicative of having “high” or “good” 

reliability. Many researchers consider an alpha above .75 to have good reliability, while 

alphas below .75 have questionable reliability (North Carolina State University).  

Cronbach’s coefficient alphas based on the raw scores for items for the survey 

subscales were: .90 for emotional exhaustion, .62 for depersonalization, .74 for personal 

accomplishment, .80 for guidance, .66 for reassurance of worth, .75 for reliable alliance, .79 

for order, .87 for leadership, and .77 for environment. Emotional exhaustion had high 

reliability, while personal accomplishment approached the desired level of .75.  Guidance, 

reliable alliance, order, leadership, and environment all had medium reliability.  

Depersonalization and reassurance of worth did not indicate good reliability, having a large 

probability of error.  This finding is of concern because it indicates the possibility that the 
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depersonalization and reassurance of worth scores could be the result of error or chance. The 

alphas of this survey are also close to the alphas published by the authors of the 

questionnaires used. Maslach, Jackson, and Leiter (1996) reported alphas of .90 for 

emotional exhaustion, .79 for depersonalization, and .71 for personal accomplishment for the 

Maslach Burnout Inventory. Maslach, Jackson, and Leiter reported a higher alpha for 

depersonalization .79 than the current study .62, but had a lower alpha for personal 

accomplishment .71 compared to .79. Cutrona and Russell (1987) reported alphas of .76 for 

guidance, .65 for reliable alliance, and .67 for reassurance of worth for the Social Provisions 

Scale. The current study’s reliability estimate for reassurance of worth .66 is very close to the 

alpha .67 reported by Cutrona and Russell. Butler and Alberg (1991) reported alphas of .78 

for order, .83 for leadership, and .85 for environment for the Tennessee School Climate 

Inventory. Means, standard deviations, inter-correlations and alpha reliability statistics for 

this study are presented in Table 4.3. 

Table 4.3 
 
Means, Standard Deviations, Inter-correlations and Coefficient Alpha Reliability Estimates 
for Burnout Factors 
______________________________________________________________________________________________________________ 
 
Factor Mean SD   EE DP PA Guid. RelAl    ResofW   Order  Lead Environ. 
______________________________________________________________________________________________________________ 

EE  22.12 11.05   (.90) 

DP     4.32 4.13    .43   (.62) 

PA 40.78 5.33   -.37   -.41 (.74) 

Guidance 22.28 2.54   -.28   -.29  .36 (.80)  

RelAllian 10.83 1.43   -.26   -.23  .28  .49  (.75) 

ResofWor 7.11 1.15   -.31   -.23  .22  .42   .33    (.67) 

Order 11.95 2.31   -.24   -.27  .19  .22   .24     .17     (.79) 

Lead 27.46 5.05   -.25   -.14  .21  .20   .25     .21      .24      (87) 

Environ 12.04 2.12   -.27   -.27  .32  .35   .35     .24      .62      .63    (77) 

__________________________________________________________________________ 
Note: N=307. Reliability estimates appear in parenthesis on the diagonal. 
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Descriptive Statistics 

Using the Maslach Burnout Inventory (Maslach, Jackson, & Leiter, 1996), items from 

the Social Provisions Scale (Cutrona & Russell, 1987), and the Tennessee School Climate 

Inventory (Butler & Alberg, 1991), and a demographic survey developed by the researcher, 

1200 surveys were mailed out to randomly selected North Carolina public school teachers. A 

total of 307 usable surveys were returned by the deadline. Twenty-five names were randomly 

chosen from the list of non-respondents and asked to respond to the survey over the phone. 

Twenty teachers chose to participate and complete the survey. The demographics of the non-

responders were compared to the demographics of the responders in order to determine if 

there were significant differences between the groups. Pearson Chi-Square results for tests 

for differences in respondents and non-respondents are given in Table 4.4. Statistical output 

for Pearson Chi-Square tests for the differences between respondent and non-respondent 

responses can be found in Appendix F, page 154. 

Table 4.4 

Pearson Chi-Square Test Results for Differences in Respondents and Non-Respondents 

______________________________________________________________________ 

Demographic Variable Pearson Chi-Square Value N of Valid Cases Asymp. Sig (2-sided) 

Gender    .044    327   .835 

Teaching Position   .662    327   .956 

Education   .085    327   .770 

Ethnicity   .343   327   .987 

_______________________________________________________________________ 
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Demographic statistics for the survey are presented in Table 4.5, giving the counts 

and percentages of the demographic variables for survey respondents and interviewed non-

respondents along with current North Carolina teacher statistics. Not all variables were 

included in the multiple regression. Variables such as school and county population, level of 

education attained, and percentage of the school day devoted to non-teaching duties were 

used for comparison with the 2006 general population of North Carolina teachers. These data 

were compared to known characteristics of the teachers involved with the norms presented 

by Maslach, Jackson, and Leiter in 1996, Cutrona and Russell in 1987, and Butler and Alberg 

in 1991.  

Eighty-seven percent of the current survey respondents were female and 13% were 

male. This gender division varied significantly from the demographic norm for the Maslach 

Burnout Inventory scale which had only 61% female respondents and 39% male (Maslach, 

Jackson, & Leiter, 1996). As a whole, North Carolina public school teachers are 80% female 

and 20% male (North Carolina Public Schools, 2006). The current survey had slightly more 

females than the state average. The non-responding teachers who participated in the phone 

interview were 85% female and 15% male. A Pearson Chi-Square statistic was computed to 

test how closely the gender percentage of the non-responding teachers matched that of the 

responding teachers. Chi-Square for gender was 0.044, p = .835, which indicated the 

differences between the percentages of male and female in the two groups were small and 

insignificant.  

Fifty-six percent of the surveyed teachers were teaching in elementary schools, 20% 

were in middle schools, and 17% were in secondary schools. No percentages for teaching  
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Table 4.5   

Characteristics of the Survey Sample 
___________________________________________________________________ 

Characteristic    N Survey  NC Non-Responder 
        %   %  % 
___________________________________________________________________ 

Gender 

 Female    266   87  80  85 

 Male      41   13  20  15 

Current teaching position 

 Elementary school teacher 172   56  51  50 

   Middle school teacher     60   20  20  25  

 Secondary school teacher   53   17  29  20 

 Other      22     7  na    1 

Level of education attained    

 Bachelors   159   52  63  55 

 Masters   124   40  33  40  

 Educational specialist    21     7    1    5 

 Doctorate       3     1    1    0 

Ethnic background 

 African American    28      9  14  10 

 Caucasian   274    89  83  90 

 Hispanic       1   0.3  na    0 

 Native American      2   0.7  na    0 

 Other        2   0.7   3    0 

Mean age of teacher        44  na   46  

Mean teaching experience       17  na   20 

Number of students daily       54  na   48  

__________________________________________________________________________. 

 



 69 

position were given by Maslach, Jackson, and Leiter (1996), or by Cutrona and Russell in 

1987, but survey percentages were fairly close to those reported by Butler and Alberg in 

1991, which were 47% in elementary, 14% in middle schools, and 39% in secondary schools.  

The survey respondents and the non-respondents closely matched the North Carolina 

average of 51% of teachers in elementary school, 20% in middle school, and 29% in 

secondary school (North Carolina Public Schools, 2006). A Pearson Chi-Square statistic was 

computed to test how closely the teaching position of the non-responding teachers matched 

that of the responding teachers. Chi-Square for teaching position was 0.662, p = .956, which 

indicated the differences between the percentages of elementary, middle and secondary 

teachers in the two groups were small and insignificant. 

Fifty-two percent of current survey respondents had bachelor degrees and 40% had 

master degrees, 7% held educational specialist degrees, and 1% held doctorates. Fifty-five 

percent of the non-responding teachers had bachelor degrees, 40% had master degrees, and 

5% held educational specialist degrees; thus survey respondents were very similar to non-

respondents with regard to educational status. Pearson Chi-Square for educational differences 

between the survey respondents and non-respondents was 0.085, p = 0.770 indicating the 

differences in educational levels in the two groups were small and insignificant. No 

information was available for educational status of the teachers represented by the three 

questionnaires used to create this survey. Currently 63% of teachers in North Carolina public 

schools have a bachelor degree, and 33% have a master degree, with 1% holding an 

educational specialist degree and 1% holding a doctorate (North Carolina Public Schools, 

2006).  
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In the current survey, 89% of the teachers were Caucasian and 9% were African 

American. The respondents of the Maslach Burnout Inventory norms were 82% Caucasian 

and 11% African American. The population of North Carolina public school teachers 

currently is 83% Caucasian and 14% African American (North Carolina Public Schools, 

2006). Non-respondents were 10% African American and 90% Caucasian. A Pearson Chi-

Square statistic was computed to test how closely the ethnic percentage of the non-

responding teachers matched that of the responding teachers. Chi-Square for ethnicity was 

0.343 with p = .987, which indicated the ethnic difference between the two groups was small 

and insignificant. 

The average age of the current survey respondent was 44 years old compared to the 

average non-respondent’s age of 46 years. The average respondent had 17 years of teaching 

experience compared to the average of 20 years for a non-respondent. The average survey 

respondent worked with 54 students per day compared to 48 students per day for non-

responders. No information about average age of teacher, years of teaching experience, or 

workload of students per day was given for the three questionnaires used to create this 

survey, or the current population of North Carolina public school teachers. 

 Demographics of this survey varied slightly from the profile of the average North 

Carolina teacher indicating that more females, Caucasians, and teachers with master degrees 

responded to the survey. The percentage of males was higher in the Maslach Burnout 

Inventory norms, 39%, (Maslach, Jackson & Leiter, 1996). North Carolina currently has 20% 

males in the classroom (North Carolina Public Schools, 2006), and most states have similar 

percentages. No information is given as to where the teachers who participated in the 

Maslach Burnout norms were from. Based on the Chi-Square statistics, the non-respondent 
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sample did not differ significantly from the survey sample, Chi-Square statistics are 

presented in Table 4.4 on page 66.  Statistical output for the Pearson Chi-Square tests of 

respondent versus non-respondent responses is presented in Appendix F, page 154. 

One possible explanation for the slight differences in demographics of the survey 

sample and the North Carolina teacher population could come from the exclusion of teachers 

with less than three years of experience from the sample population. The beginning teachers 

likely would have had more bachelor degrees, and might have been more gender and racially 

mixed. This exclusion could have slightly skewed the sample. Also it has been reported that 

the more education one has the more likely one is to respond to an educational survey (Gall, 

Borg, & Gall, 1996). This fact could account for the larger number of respondents with 

advanced degrees. 

Comparison of Burnout Means with Maslach Norms 

T-tests were performed to compare the burnout levels of North Carolina teachers with 

published norms for the Maslach Burnout Inventory (Maslach, Jackson, & Leiter, 1996), 

these results are presented in Table 4.6. Independent sample t-tests are used to compare 

means on two independently sampled groups such as the mean given by Maslach, Jackson, 

and Leiter for their Maslach Burnout Survey, and the means for the current survey. When 

p<.05, the researcher may conclude the two groups are significantly different in their means 

(North Carolina State University, 2006). This study found significant differences between the 

North Carolina public school teachers and teachers in the norms established by Maslach, 

Jackson, and Leiter in 1996. 

Because questions were omitted or re-assigned as a result of the factor analysis, the 

summed total means for the subscales for the Social Provisions Scale (Cutrona & Russell, 
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1987) and the Tennessee School Climate Inventory (Butler & Alberg, 1991) were not 

comparable with the current survey means.   

Table 4.6  

T-Test Comparison of Survey Means with Maslach Burnout Norms 
___________________________________________________________________________ 
 
Test Variable Normed 

Mean 
Normed 
Standard 
Deviation 

Sample 
Mean 

Sample 
Standard 
Deviation 

Mean 
Difference 

Sig. Cohen’s    
D 

 
Emotional  
Exhaustion 

 
   21.25i 

N = 4,163 

 
11.01 

 
   22.12 
N= 307 

 
11.05 

 
   -0.871 

 
0.169 

 
-.079 

 
Depersonalization 

 
  11.00i 

N = 4,163 

 
6.19 

 
     4.33 
N= 307 

 
 4.14 

 
   6.671 

 
 0.000* 

 
 1.27 

 
Personal 
Accomplishment 

 
  33.54i 

N = 4,163 

 
6.89 

 
    40.79 
N= 307 

 
 5.33 

 
   -7.26 

 
0.000* 

 
-1.00 

 

_________________________________________________________________________________________________________________________________________ 

I (Maslach, Jackson, & Leiter, 1996), *p < .05. 
 
 

Emotional Exhaustion 

Emotional exhaustion is a condition where teachers feel unable to continue their 

normal working relationship with colleagues and students (Farber, 2000b; Maslach, 1982). 

Teachers decrease the quality and quantity of their work and they become depressed, 

disillusioned, and unable to cope with everyday traumas (Buunk & Schaufeli, 1993). In 

Maslach, Jackson, & Leiter’s (1996) study of 4,163 teachers, they found the mean emotional 

exhaustion score to be 21.25. North Carolina teachers had a mean of 22.12, slightly higher, 

but not statistically significant. Cohen’s d for the effect size of the difference between these 

two means was -.08, indicating very little difference between the two means. These scores 

indicate that current North Carolina teachers are slightly more emotionally exhausted than 

teachers in the MBI Studies were ten years ago. This finding indicated that emotional 
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exhaustion continues to be a problem for teachers, slightly worse than ten years ago. In two 

tests Brouwers and Tomic (2000) found teachers in the Netherlands much less burned out, 

with mean emotional exhaustion scores of 16.3 and 16.83, respectively. Their survey 

contained a higher percentage of males, 74%, than Maslach, Jackson, and Leiter’s. Brouwers, 

Evers, and Tomic (2001) also reported lower emotional exhaustion scores, 17.88 with a 

standard deviation of 8.88, yet neither of these research groups made any formal statistical 

comparison of their scores with the MBI means. It has been well documented that younger 

teachers are more likely to evidence signs of burnout than older teachers (Schwab, 1995). 

The exclusion of teachers with less than three years of teaching experience could explain the 

lack of a significant increase of emotional exhaustion between this study and the Maslach 

norms. 

Depersonalization 

Depersonalization is an attempt by teachers to cope with emotional exhaustion by 

detaching themselves from students and colleagues. Depersonalized teachers withdraw and 

develop a cold, cynical attitude toward students and colleagues, treating them as objects and 

not as human beings (Maslach, 1982). In the Maslach, Jackson, and Leiter 1996 norms, 

teachers had a much higher mean score on depersonalization, 11.00, with a standard 

deviation of 6.2. Current survey respondents had a mean score of 4.33 with a standard 

deviation of 4.14. This indicated North Carolina teachers were significantly less 

depersonalized than the teachers in the Maslach Burnout Inventory norms. Effect size was 

computed for the difference between the current survey mean and the mean reported for the 

Maslach Burnout Inventory, and Cohen’s d was 1.27. This statistic indicated a very large 

standardized difference between the two depersonalization means.  
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The North Carolina teachers were only a third as depersonalized as the teachers in the 

MBI norms. The current survey mean was much closer to the depersonalization means for 

two studies reported by Brouwers and Tomic (2000) of 5.71 with a standard deviation of 

4.18, and 6.50 with a standard deviation of 4.13. A subsequent study by Brouwers, Evers, 

and Tomic (2001) reported a similarly low depersonalization score, 6.94 with a standard 

deviation of 4.24. Evers, Tomic, and Brouwers completed another burnout study in 2004. 

The depersonalization mean for teachers in that study was 5.17 (SD = 2.88). Hastings and 

Bham (2003) reported a depersonalization mean of 4.57 (SD = 4.33), very close to the mean 

for this study. Bibou-Nakou, Stogiannidou, and Kiosseoglou (1999) examined the burnout 

levels of Greek teachers and reported a depersonalization mean of 3.41 (SD = 3.83) which 

they considered to be low. Zabel and Zabel (2001) reported depersonalization scores ranging 

from 4.91 to 5.34 among groups of special education teachers. All of these means were 

significantly lower than the MBI norm, yet none of the studies did any statistical comparison 

of means or questioned such large differences. It must be noted that the Maslach mean was 

determined in 1996 or before, and most of these studies were in the next decade. There is a 

strong possibility that the average depersonalization score is lower now than it was in 1996. 

Personal Accomplishment 

Personal accomplishment refers to a measure of teachers’ faith in their ability to 

continue working and achieving positive outcomes (Maslach, 1982). Teachers in the MBI 

norms scored 33.54 on personal accomplishment with a standard deviation of 6.9 in 1996. 

North Carolina teachers had a significantly higher mean, 40.80, with a standard deviation of 

5.33, indicating that North Carolina teachers were much more confident about their ability to 

make positive differences in the lives of their students. Cohen’s d for the difference in means 
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between the MBI norm and this survey was -1.00, indicating a very large standardized 

difference between the means. As with depersonalization, the researcher was curious about 

why North Carolina teachers had much higher perceptions of their personal accomplishment. 

 In 2003, Hastings and Bham reported a personal accomplishment mean of 37.22  

(SD = 6.37) and only mentioned that the score was much higher than MBI norms indicating 

their teachers had more positive feelings and less burnout. They did not question the 

difference further or do a statistical comparison of the difference. Bibou-Nakou, 

Stogiannidou, and Kiosseoglou (1999) reported a personal accomplishment level of 40.47 

(SD = 5.23), and Zabel and Zabel (2001) reported personal accomplishment scores ranging 

from 40.16 to 41.36 from different groups of special education teachers. These studies did 

not question the large difference between their mean and the MBI norms. They did no 

statistical comparison of the mean differences and posed no opinion why the difference 

existed. Such a large difference should be noted and questioned. These studies have occurred 

in the decade since the MBI norms and could possibly indicate an upward movement in the 

personal accomplishment mean. This result would indicate that teachers have increased their 

overall perception of their ability to create positive changes in their students. Further study is 

needed to determine if the mean personal accomplishment score has risen since 1996. 

Multiple Regression 

 Multiple regression analyses are performed to predict the value of a dependent 

variable from two or more independent variables. In order to perform a multiple regression 

analysis, certain assumptions about the data are necessary. First, it is assumed that residuals 

are normally distributed with a mean of zero, that is, a histogram of the standardized 

residuals will approximate a normal curve, and a p-plot of the residuals will approximate a 
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diagonal (Statsoft.com, 2006). A second assumption is that residuals are not related to one 

another. This assumption is checked by running a Durban-Watson test on the model 

summary. If this score is near two, residuals are not related (Statsoft.com). In all three 

regression analyses, accompanying histograms approximated normal curves, p-plots of the 

residuals approximated a diagonal, and Durbin-Watson scores were close to two, indicating 

that the assumptions for conducting multiple regression analysis were met.  

Multiple regressions were performed to identify survey variables which may predict 

emotional exhaustion, depersonalization, and personal accomplishment in survey 

respondents. As a first step in performing multiple regressions, correlation matrixes were 

generated, and indicated the relationships the survey variables had with one another. These 

matrices were important in investigating the relationships between the individual variables. If 

the correlation was very high between two variables (.80 or above), they both contribute 

essentially the same information. When this happens, the variables are collinear and the 

results will show multicollinearity. The correlation matrixes showed varying degrees of 

correlation among the survey variables, but no correlations were greater than .80. The 

correlational matrix for emotional exhaustion can be found in Appendix J, page 160, for 

depersonalization in Appendix L, page 164, and for personal accomplishment in Appendix 

N, page 167. 

Emotional Exhaustion Multiple Regression 

Emotional exhaustion describes a situation where a teacher does not have the 

emotional or personal strength to complete his or her work. Their intrinsic motivation 

vanishes, their enthusiasm and interest in the job begins to disappear (Maslach, 1982; 

Schaufeli & Enzmann, 1998). They turn off their job and stop attempting to succeed in what 
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they see as hopeless situations (Farber, 2000b). Many researchers believe emotional 

exhaustion to be the first step in becoming burned out (Maslach, 1982; Schaufeli & 

Enzmann).  

The histogram of the standardized residuals of emotional exhaustion approximated a 

normal curve, and a p-plot of the residuals of emotional exhaustion approximated a diagonal, 

which indicated the residuals were normally distributed. The Durban-Watson test of 

emotional exhaustion yielded 1.958, which is close to two and indicated the residuals were 

not related. Thus, the assumptions for conducting multiple regression analysis were met. The 

histogram and p-plot of the standardized residuals for emotional exhaustion are presented in 

Appendix G, page 157.  

The Pearson product-moment correlation coefficient can be used to address the nature 

of the relationship between two variables (Hatcher, 1994). Correlations were computed to 

investigate the relationship emotional exhaustion had with the independent variables 

suggested by the burnout model. The correlation matrix for the relationship of emotional 

exhaustion and the independent variables are presented in Table 4.7. The statistical output for 

these correlations is presented in Appendix J, page 160. 

The relationship between age and years of teaching experience .72, emerged 

strongest, which is logical, as in most instances the older a teacher, the longer he or she has 

been in the profession. The relationship between leadership and environment, r =.63, was 

fairly strong as it was between order and leadership, r = .62. Leadership, environment, and 

order are all components of school climate. It is likely they were related, but the relationship 

was moderate, not close to 1, indicating they were not measuring the same concept. All other 

relationships were fairly low, indicating measurement of individual topics within support. 
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Table 4.7 
 
Correlations for Emotional Exhaustion and Related Independent Variables 
_______________________________________________________________________________________________________________ 
 
Factor EE Guid. RelAl    ResofW   Order  Lead Environ.     Age Yrs Tch Workkoad 
_______________________________________________________________________________________________________________ 

EE  1.00    

Guidance   -.26             1.00  

RelAllian   -.31    .49  1.00 

ResofWor  -.26     42   .33    1.00 

Order  -.24     22   .24     .17 1.00 

Lead  -.25     .20   .25     .21    24  1.00 

Environ  -.27      35   .35     .24    .62     .63   1.00 

Age  -.02     .03   .06     .01    .09     .07     .08   1.00 

Yrs Tch   -.02     .02   .05     .06    .11    . 03     .07     .72   1.00 

Workload  -.01   -.02   .07     .01  -.17    -.08    -.10     .02      .01   1.00 

__________________________________________________________________________ 
Note: N=307. 

 
The summary of the regression analysis for emotional exhaustion is presented in 

Table 4.8, using the background variables of guidance, reliable alliance, reassurance of 

worth, order, leadership, environment, age, gender, years of experience, and workload. The 

statistical output for the regression analysis for emotional exhaustion and related variables is 

presented in Appendix K, page 162. Together the predictors accounted for approximately 

21% of the variance in emotional exhaustion. 

The regression equation for emotional exhaustion equals 69.82 - .179 (leadership) - 

.341 (environment) - .466 (order) - .564 (guidance) - .508 (reliable alliance) – 1.71 

(reassurance of worth) – 2.79 (gender) - .308 (teaching position) -.137(age) -.304 (education) 

- .948 (ethnic) + .007 (number of students worked with daily) + .196 (number of class 

preparations daily) + 2.37 (planning period) + 1.80 (duty free lunch) + .149 (years of 

teaching experience).  

Reassurance of worth, (having a perception that others see him as a good, competent  
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teacher) a component of social support (Curona & Russell, 1987), had a significantly 

negative impact on emotional exhaustion (ß = -0.178, p = 0.004). Lower levels of 

reassurance of worth are associated with higher teacher emotional exhaustion. Van Dick and 

Wagner (2001) found teachers with negative perceptions of their value as teachers more 

likely to suffer from emotional exhaustion. Brouwers, Evers, and Tomic (2001) found 

teachers with low self-efficacy more likely to be emotionally exhausted and lack the 

confidence to ask for the help they needed.  

Table 4.8 

Multiple Regression Analysis for Emotional Exhaustion and Related Independent Variable 
________________________________________________________________________ 
Variable/item   Unstandardized B  Standardized ß Significance 
________________________________________________________________________ 
Guidance -0.564 -0.130 0.052 

Reassurance of Worth -1.709 -0.178 0.004* 

Reliable Alliance -0.508 -0.066 0.301 

Order -0.466 -0.097 0.190 

Leadership -0.179 -0.075 0.318 

Environment -0.341 -0.066 0.399 

Age -0.137 -0.126 0.097 

Gender -2.785 -0.086 0.131 

Years of Teaching Experience  0.149  0.120 0.121 

Workload  0.007  0.029 0.617 

Teaching Position                          -0.308                      -0.029                         0.634 

__________________________________________________________________________ 
Note: F = 4.76, p<.05. R2 = 0.21. Adjusted R2 = 0.16. Significant effects shown in bold type. 
.  
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Another component of social support, guidance (having access to advice and support) 

(Cutrona & Russell, 1987), approached significance (ß = -0.130, p = 0.052), and accounted 

for 13 % of the variance in emotional exhaustion. This finding indicated that having someone 

to rely on for advice and support resulted in less emotional exhaustion. This finding is 

supported by Greenglass, Burke, and Fiksenbum (2001) and Carlson and Thompson (1995) 

who found that academic support from other teachers and administrators resulted in less 

emotional exhaustion. Age also approached significance (ß = -0.126, p = 0.097), younger 

teachers exhibited more emotional exhaustion than older teachers. This finding is supported 

by research which correlates burnout with 50% of America’s beginning teachers leaving the 

classroom within their first seven years of teaching (Ingersoll, 2001, Ingersoll & Smith, 

2003, Vailero, 2002).  

Combining the three factors which impacted emotional exhaustion led to a conclusion 

that, the longer a teacher stays in the profession, the more likely he or she is to develop 

sources of advice and council and a stronger sense of self-worth and value as a teacher. This 

perception of having guidance and a positive self-worth results in less emotional exhaustion.  

Depersonalization Multiple Regression 

Depersonalization has been described as an attempt by teachers to cope with 

emotional exhaustion by detaching themselves from their colleagues and students and 

developing a cynical and distant attitude (Maslach, 1982). A histogram of the standardized 

residuals for depersonalization and related independent variables approximated a normal 

curve and a p-plot of the residuals approximated a diagonal which indicated the residuals 

were normally distributed. The Durban-Watson test yielded 1.958, which indicated the 
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residuals were not related. The histogram and p-plot of the standardized residuals for 

depersonalization can be found in Appendix H, page 158.  

The Pearson product-moment correlation is used to assess the nature of the 

relationship between two variables (Hatcher, 1994). When correlations were computed for 

the relationship between depersonalization and the independent variables suggested by the 

burnout model, order and leadership had the strongest correlation r = .64. This was second 

only to the logical correlation of age and years of teaching experience. Other strong 

relationships were leadership and environment r = .63, and order and environment, r = .62. 

These relationships were logical considering that they are all aspects of school climate, but 

no relationships were close to .80 which would indicate they were measuring the same 

concept. Correlation coefficients for depersonalization and related independent variables are 

presented in Table 4.9 and statistical output for these correlations is presented in Appendix L, 

page 164.  

Table 4.9 
 
Correlations for Depersonalization and Related Independent Variables 
__________________________________________________________________________________________________________ 
 
Factor DP Guid. RelAl    ResofW   Order  Lead Environ.     Age Yrs Tch Workload 
__________________________________________________________________________________________________________ 

DP  1.00    

Guidance   -.29             1.00  

RelAllian   -.23    .49  1.00 

ResofWor  -.23     42   .33    1.00 

Order  -.27     22   .17     .24 1.00 

Lead  -.14    .20   .21     .25   .64  1.00 

Environ  -.27     34   .24     .35   .62    .63   1.00 

Age  -.05    .03   .01     .06   .09    .07     .08   1.00 

Yrs Tch   -.03    .02   .06     .05   .11    .03     .07     .72   1.00 

Workload  -.15   -.02  -.17     .07  -.17   -.08    -.10     .02      .01   1.00 

____________________________________________________________________________________ 
Note: N =307 
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North Carolina career public school teachers responding to this survey were 

significantly less depersonalized than teachers studied by Maslach, Jackson, and Leiter in 

1996, indicating North Carolina teachers had more positive impressions of their students. 

  The summary of the regression analysis for depersonalization using the background 

variables of guidance, reliable alliance, reassurance of worth, order, leadership, environment, 

age, gender, years of experience, and workload is presented in Table 4.10. Statistical output 

for the regression analysis for depersonalization is presented in Appendix M, page 165. 

Altogether the variables together accounted for approximately 23% of the variance in 

depersonalization. 

The regression equation for depersonalization equals 17.94 - .146 (leadership) - .264 

(environment) - .346 (order) - .212 (guidance) - .198 (reliable alliance) – .529 (reassurance of 

worth) + .781 (gender) + .238 (teaching position) -.060 (age) +.077 (education) +.143 

(ethnic) + .011 (number of students worked with daily) + .052 (number of class preparations 

daily) - .327 (planning period) + 1.66 (duty free lunch) - .080 (years of teaching experience).  

Order, (the extent to which the school and classroom environment is ordered and 

appropriate student behaviors are present), (Butler & Alberg, 1991) emerged as having the 

strongest impact on depersonalization (ß = -0.193, p = 0.009). Van der Doef and Maes (2002) 

reported that a lack of meaning in teaching strongly correlated with burnout scores. Dworkin, 

Saha, and Hill (2003) found burnout was reduced by the perception that students were 

academically able and the campus had effective discipline policies. Abel and Sewell (1999) 

found poor working conditions and pupil misbehavior significantly predicted 

depersonalization. Evers, Tomic, and Brouwers (2004) found competence in coping with 

student disruptive behavior correlated significantly with depersonalization, r = -.35.   
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Table 4.10 

Multiple Regression Analysis for Depersonalization and Related Independent Variables 

__________________________________________________________________________ 

Variable/item   Unstandardized B  Standardized ß    Significance  
__________________________________________________________________________ 
 
Guidance -0.212 -0.130 0.048* 

Reassurance of Worth -0.529 -0.148 0.015* 

Reliable Alliance -0.198 -0.068 0.277 

Order -0.346 -0.193 0.009* 

Leadership -0.146 -0.163 0.028* 

Environment -0.264 -0.135 0.079 

Age -0.060 -0.150 0.048* 

Gender   0.781  0.064 0.253 

Years of Teaching Experience -0.080 -0.172 0.025* 

Workload   0.011  0.134 0.018* 

Teaching Position                            0.238                         0.060                        0.321 

__________________________________________________________________________ 
Note: F = 5.26, *p <.05. R2 = .23. Adjusted R2 = .18. Significant effects shown in bold type. 

 

Years of teaching (ß = -0.172, p = 0.025) and age (ß = -0.150, p = 0.048) were 

significant predictors of depersonalization, and indicated that the older a teacher and the 

longer he or she taught, the less depersonalization he or she perceived. Research correlating 

burnout levels with teacher attrition agrees that younger and less experienced teachers 

frequently develop burnout and leave the profession (Ingersoll, 2001; Ingersoll & Smith, 

2003; Vaidero, 2002). 



 84 

Leadership significantly predicted depersonalization levels (ß = -0.163, p = 0.028). 

The perception of having administrators who provide instructional leadership within the 

school and classroom (Butler & Alberg, 1991) reduced the depersonalization of teachers. 

Van Dick and Wagner (2001) reported that teachers who perceived more support from their 

principals were better able to cope with stress and burnout. Dworkin, Saha, and Hill (2003) 

found democratic, non-bureaucratic management by principals reduced teacher burnout. 

Dorman (2003) reported that lack of consensus in the school concerning mission and other 

important decisions significantly predicted depersonalization.  

Reassurance of worth, having a perception that colleagues and administrators view 

you as a good, competent teacher, had a significant negative impact on depersonalization    

(ß = -0.148, p = 0.015). A teacher who had someone appreciate his or her competence as a 

teacher was less depersonalized. Brouwers, Evers, and Tomic (2001) supported this finding 

by finding a perceived lack of social support strongly negatively impacted depersonalization. 

Dworkin, Saha, and Hill (2003) found that teachers who perceived their principals and other 

administrators as supportive and collegial were less likely to experience burnout.  

Workload, the number of children a teacher worked with daily, significantly impacted 

depersonalization, (ß = 0.134, p = 0.018). The more students a teacher had per day, the more 

likely he or she was to be detached from those students. Abel and Sewell (1999) found 

overcrowded classrooms to predict burnout. The National Education Association (2002) 

strongly supported lowering class size to increase student success and teacher morale. Van 

Dick and Wagner (2001) found that having too many students in a classroom contributed to 

burnout. Embich (2001) found expanding roles and responsibilities of teachers contributed 

significantly to teachers’ feelings of burnout and overextension.  
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Guidance, the extent to which a teacher has access to advice or information within his 

school, (Cutrona & Russell, 1987), impacted depersonalization negatively (ß = -0.130,  

p = 0.045). The less access a teacher had to advice and information within the school, the 

more depersonalization they exhibited. Van Dick and Wagner (2001) found teachers without 

support and guidance less able to cope with the stresses of teaching. Brouwers, Evers, and 

Tomic (2001) found perceived lack of support (of which guidance is a part) had a strong 

effect on depersonalization. Van der Doef and Maes (2002) found low colleague support to 

significantly predict burnout.  

Environment, the extent to which positive learning environments exist within the 

school or classroom, (Butler & Alberg, 1991), approached significance with 

depersonalization (ß = -0.135, p = 0.079). Teachers who worked in what they perceived to be 

good learning environments were less depersonalized. Abel and Sewell (1999) found poor 

working conditions significantly predicted depersonalization, and Van Dick and Wagner 

(2001) found hectic work climate contributed to burnout.  

Personal Accomplishment Multiple Regression 

Personal accomplishment is a measure of the teachers’ faith in their ability to 

continue working and achieving a positive outcome (Maslach, 1982). Teachers with strong 

personal accomplishment scores are likely to be more committed to their profession, 

involved with tasks, projects, and relationships (Schaufeli & Enzmann, 1998). A histogram 

of the standardized residuals for personal accomplishment and related independent variables 

approximated a normal curve and a p-plot of the residuals approximated a diagonal, 

indicating the residuals were normally distributed. The Durban-Watson test yielded 1.958, 

indicating the residuals were not related, thus meeting the criteria for conducting a multiple 
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regression of the personal accomplishment results. These histograms and p-plots of the 

standardized residuals for personal accomplishment are presented in Appendix I, page 159. 

The Pearson product-moment correlation is used to assess the nature of the 

relationship between two variables (Hatcher, 1994). When correlations were computed for 

the relationship between personal accomplishment and the independent variables suggested 

by the burnout model, order and leadership had the strongest correlation r = .64, after the 

logical correlation of age and years of teaching experience. A strong relationship was found 

between leadership and environment, r = .63. A slightly weaker relationship existed between 

order and environment, r = .62. These relationships were all aspects of school climate, but no 

relationships were close to .80 which would indicate two factors were measuring the same 

concept. Correlation coefficients for personal accomplishment and related independent 

variables are presented in Table 4.11. Statistical output for correlations between personal 

accomplishment and related variables can be found in Appendix N, page 167. 

North Carolina public school teachers responding to this survey had significantly 

higher scores in personal accomplishment than teachers reported by Maslach, Jackson, and 

Leiter in 1996. The summary of the regression analysis for personal accomplishment, using 

the background variables of guidance, reliable alliance, reassurance of worth, order, 

leadership, environment, age, gender, years of experience, and workload is presented in 

Table 4.12. Statistical regression analysis output for personal accomplishment is presented in 

Appendix O, page 169. All of the predictors together accounted for approximately 23% of 

the variance in personal accomplishment. 
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Table 4.11 

Correlations for Personal Accomplishment and Related Independent Variables 

________________________________________________________________________________________________________________ 
 
Factor PA Guid. RelAl    ResofW   Order  Lead Environ.     Age Yrs Tch Workload 
________________________________________________________________________________________________________________ 

PA  1.00    

Guidance     .36             1.00  

RelAllian     .22    .42  1.00 

ResofWor    .28     49   .33    1.00 

Order    .19     22   .17     .24 1.00 

Lead    .21    .20   .21     .25    .64  1.00 

Environ    .32     35   .24     .35    .62     .63   1.00 

Age   -.03    .03   .01     .06    .09     .07     .08   1.00 

Yrs Tch      10    .02   .06     .05    .11     .03     .07     .72   1.00 

Workload   -.02  -.02   .01     .07   -.17    -.08    -.10     .02      .01   1.00 

___________________________________________________________________________ 
Note: N=307. 
 
 

The regression equation for personal accomplishment equals 18.85 +.038 (leadership) 

+.385 (environment) - .062 (order) + .431 (guidance) + .345 (reliable alliance) +.458 

(reassurance of worth) + .794 (gender) - .834 (teaching position) + .044 (age) - .290 

(education) +.140 (ethnic) + .001 (number of students worked with daily) + .146 (number of 

class preparations daily) - .151 (planning period) - .405 (duty free lunch) + .084 (years of 

teaching experience).  

Guidance, the extent to which a teacher has an assurance that others can be counted 

on for tangible assistance (Cutrona & Russell, 1987), had the greatest impact on personal 

accomplishment (ß = 0.206, p = 0.002). Brouwers, Evers, and Tomic (2001) also found that 

lack of support affected personal accomplishment. Van der Doef and Maes (2002) found low 

colleague support predicted burnout, and Dworkin, Saha, and Hill (2003) reported colleague 

support reduced burnout. Balogun, Titiloye, Oyeyemi, Balogun, and Zuccaro (1999) found  
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level of support from colleagues to be a significant predictor of personal accomplishment. 

Embich (2001) found lack of principal support to have a strong contribution to reduced 

personal accomplishment.  

Table 4.12 

Multiple Regression Analysis for Personal Accomplishment and Related Independent  
 
Variables 
___________________________________________________________________________ 
Variable/item  Unstandardized B Standardized ß      Significance 
___________________________________________________________________________ 
Guidance   0.432  0.206 0.002* 

Reassurance of Worth   0.458  0.099 0.099 

Reliable Alliance   0.345  0.093 0.140 

Order -0.062 -0.027 0.713 

Leadership  0.038  0.033 0.655 

Environment  0.385  0.153 0.046* 

Age  0.044  0.084 0.266 

Gender  0.794  0.051 0.364 

Years of Teaching Experience  0.084  0.141 0.066 

Workload   0.001  0.013 0.819 

Teaching Position                          -0.834                  -0.163                           0.007* 

__________________________________________________________________________ 
Note: F = 5.48, *p<.05. R2 = .23. Adjusted R2 = 0.19. Significant effects shown in bold type. 
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Teaching position had a statistically negative impact on personal accomplishment  

(ß = -0.163, p = .0.007). Elementary school teachers had higher personal accomplishment 

scores. Teachers in upper grades perceived themselves as feeling less confidence in their 

ability to make positive changes in their students and school.  

Environment, the extent to which positive learning environments exist within the 

school and classroom (Butler & Alberg, 1991), significantly influenced personal 

accomplishment (ß = 0.153, p = 0.046). The greater a teacher’s perception of working in a 

positive learning environment, the higher his or her personal accomplishment score. Abel and 

Sewell (1999) supported this finding by reporting poor working conditions to be significant 

predictors of burnout. Dworkin, Saha, and Hill (2003) found safe and orderly schools with 

effective disciplinary policies to predict burnout as a whole (ß = -0.179) which is close to this 

survey’s findings. Hastings and Bham (2003) found student lack of sociability to 

significantly predict personal accomplishment (ß = -0.308, p = 0.005). Dorman (2003) found 

classroom interaction and co-operation of students to be significantly related to personal 

accomplishment. Environment, which is part of classroom climate appeared to strongly 

influence a teacher’s perception of personal accomplishment. 

Years of teaching experience approached significance in predicting personal 

accomplishment (ß = 0.141, p = 0.066). This finding agreed with research that suggests the 

more teaching experience teachers have, the more positive they feel about themselves and 

their ability to make positive changes in their students (Zabel & Zabel, 2001). Zabel and 

Zabel found a significant correlation between the amount of teaching experience teachers 

have and their personal accomplishment score, r = .13. Current correlation between years of 

experience and personal accomplishment was a bit lower, r = .10. Embich (2001) found a 
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similar predictive level (B = 0.135, p = .301) but that finding was not significant. Whitehead, 

Ryba, and O’Driscoll (2000) found personal accomplishment to be lowest in first through 

third year teachers. Age was not a significant predictor of personal accomplishment in this 

study, but it was highly correlated with years of teaching experience, r = .72. Sunbul (2003) 

found age to have a predictive effect on personal accomplishment. Evers, Tomic, and 

Brouwers (2001) found age to be moderately correlated, r = .31, with personal 

accomplishment. 

Reassurance of worth also approached significance (ß = 0.099, p = 0.099). The higher 

a teacher’s perception of others’ recognition of his or her competence, skill, and value 

(Cutrona & Russell, 1987), the greater his or her sense of personal accomplishment. Van 

Dick and Wagner’s (2001) study of teachers revealed that teachers who perceived more 

support were better able to cope with stress and had higher levels of personal 

accomplishment. Brouwers, Evers, and Tomic (2001) reported a moderate impact of lack of 

support on personal accomplishment. Balogun, Titiloye, Oyeyemi, Balogun, and Zuccaro 

(1999) found level of support from colleagues to be a significant predictor of personal 

accomplishment. Evers, Tomic, and Brouwers (2001) found a moderate correlation, .35, 

between competence and coping with disruptive behavior and personal accomplishment.  

Examination of Burnout Model 

The purpose of this study was to propose and test a conceptual model that identifies 

factors in teacher working conditions that predict burnout components in North Carolina 

public school teachers. Variables that predict burnout have been identified. Guidance, having 

access to advice and information within school, (Cutrona & Russell, 1987) and reassurance 

of worth, a perception of other’s recognition of his or her competence, skill and value, 
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(Cutrona & Russell), significantly predicted all three components of burnout: emotional 

exhaustion, depersonalization, and personal accomplishment. Guidance and reassurance of 

worth are components of social support that have been found to predict burnout in many 

studies (Brouwers, Evers, & Tomic, 2001; Davis & Wilson, 2000; Dworkin, Saha, & Hill, 

2003; Van der Doef & Maes, 2002; Van Dick & Wagner, 2001). 

Years of teaching experience also predicted the three components of burnout. The 

more experience a teacher has, the less likely he will become emotionally exhausted, 

depersonalized, and the more likely he or she will have a positive self-image. There have 

been numerous studies in recent years that reported the relationship years of teaching 

experience had with burnout (Embich, 2001; Sunbul, 2003; Whitehead, Ryba, &  

O’Driscoll, 2000).  

Environment significantly predicted both depersonalization and personal 

accomplishment. The perception of having a positive learning environment within the school 

and classroom (Butler & Alberg, 1991) helps teachers avoid becoming detached from their 

work and developing cold, distant attitudes toward their students. Having a positive learning 

environment also increases teachers’ faith in their ability to continue working and achieving 

positive outcomes (Maslach, Jackson, & Leiter, 1996). Environment is a part of classroom 

climate, a variable which has been shown to predict burnout (Abel & Sewell, 1999; Dorman, 

2003).  

Unfortunately, this model only moderately predicted emotional exhaustion (21%), 

depersonalization (23%), and personal accomplishment (23%). There are other unidentified 

variables that together explain close to 80% of the variance in each component of burnout. 

Other researchers have reported larger prediction percentages. Abel and Sewell (1999) found 
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time pressures (part of classroom climate) accounted for 47% of the variance in emotional 

exhaustion, and poor working conditions accounted for 33 % of the variance in 

depersonalization. Van der Doef and Maes (2002) found work aspects, workload, and social 

support predicted 40% of the variance in emotional exhaustion, 29% of the variance in 

depersonalization, and 32% of the variance in personal accomplishment.   

Other studies did no multiple regressions, but reported correlational significances.  

Embich, 2001, found principal support to have a significant relationship with emotional 

exhaustion, r = -.13, which is identical to North Carolina teachers’ relationship with guidance 

and emotional exhaustion, r = -.13. Embich also found principal support to significantly 

correlate with personal accomplishment, r = .27, which compares favorably with the current 

correlation of guidance with personal accomplishment, r = .21. Zabel and Zabel (2001) found 

teaching experience to correlate significantly with personal accomplishment, 

 r = .13, which is comparable to North Carolina teachers’ correlation of years of teaching 

experience with personal accomplishment, r = .10. Bibou-Nakou, Stogiannidou, and 

Kiosseoglou (1999) found that social interaction of teachers had a low, but significant 

correlation with depersonalization, r = -.15, which compares to the correlation of guidance 

with depersonalization, r = -.28.   

In testing this burnout model, the sample of North Carolina public school teachers 

had one restriction: first through third year teachers were excluded. Research has shown that 

these beginning teachers have greater problems with teacher burnout (Konert, 1997; Zabel & 

Zabel, 2001). There have been other studies that further restricted the population in some 

way, urban versus rural schools (Abel & Sewell, 1999), elementary teachers only (Bibou-

Nakou, Stogiannidou, & Kiosseoglou, 1999), teachers from private schools (Dorman, 2003), 
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and secondary teachers (Van der Doef & Maes, 2002). The researcher suggests this model be 

used with different populations, especially including beginning teachers, since years of 

experience were found to be significant in predicting emotional exhaustion, 

depersonalization, and personal accomplishment. Including this group of teachers might have 

impacted the amount of burnout measured. 
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CHAPTER V: DISCUSSION, IMPLICATIONS, RECOMMENDATIONS FOR 

FURTHER STUDY, AND CONCLUSIONS 

Introduction 

The purpose of this study was to propose and test a conceptual model that would 

attempt to identify factors in teacher working conditions that influence burnout components 

in North Carolina career public school teachers, and to determine current burnout levels for 

those teachers. The three components of burnout; emotional exhaustion, depersonalization, 

and personal accomplishment were measured to determine current levels of burnout. The 

independent factors investigated to determine their impact on burnout components were 

social support, classroom climate, and selected demographics. Potential outcomes from the 

data analysis may produce information that could be used educational policy makers, 

administrators, and teachers to modify school and classroom environments, lowering the 

likelihood of teacher burnout.  

Development of the study included reviewing the past ten years of related research on 

burnout of classroom teachers, in America and abroad. Methods and instruments used to 

collect data on all aspects of teacher burnout were studied. Comparisons were made of 

models used to explain how burnout occurs. Variables which predicted burnout components 

were noted. 

Concluding there had been no consistent model used and no consistent method for 

identifying related variables, the researcher developed a model, demonstrating the 

relationship that classroom climate, support, and demographics have with emotional 

exhaustion, depersonalization, and personal accomplishment. Using the Educator version of 

the Maslach Burnout Inventory (MBI-ES, 1996), selected sections of the Social Provisions 



 95 

Scale (Cutrona & Russell, 1987), selected sections of the Tennessee School Climate 

Inventory (Butler & Alberg, 1991), and a demographic survey developed by the researcher, 

1200 surveys were mailed to randomly selected North Carolina public school teachers.  

Discussion of Results 

Discussion of Survey Questions 

The research questions’ conclusions are as follows: 

1. What are the burnout levels of North Carolina Public School teachers as measured by 

their scores on emotional exhaustion, depersonalization and personal 

accomplishment? 

Emotional Exhaustion Levels of North Carolina Teachers 

According to Maslach, Jackson, and Leiter (1996), emotionally exhausted teachers 

are tired physically and depleted emotionally. Their intrinsic motivation is lower than normal 

and their enthusiasm, interest, and idealism have begun to disappear. The quality of their 

work has decreased. They are depressed, discouraged, and disillusioned with the teaching 

profession (Schaufeli & Enzmann, 1998). They feel overworked and will soon stop 

attempting to succeed in what they see as a hopeless situation (Farber, 2000b). They feel 

unable to cope with the day to day demands of teaching and have begun to withdraw from 

their job responsibilities (Buunk & Schaufeli, 1993).  

The mean for emotional exhaustion of North Carolina public school teachers was 

22.12, slightly higher than the reported national mean of 21.25 (Maslach, Jackson, & Leiter, 

1996). The North Carolina score indicates that emotional exhaustion continues to be a 

problem for teachers, with current teachers feeling slightly more exhausted than teachers ten 

years ago. Most researchers view emotional exhaustion as the first step in teacher burnout, 
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which indicates North Carolina teachers are in the beginning stages of burnout (Maslach, 

1982; Schaufeli & Enzmann, 1998). This study excluded beginning teachers, and it is well 

documented that younger teachers are more likely to evidence signs of burnout (Schwab, 

1995). Because of this fact, one could assume that if beginning teachers been included in the 

study, the means for emotional exhaustion and depersonalization would have been higher. 

Even without statistical significance, finding a higher level of emotional exhaustion in 

North Carolina teachers is of concern, and major efforts should be made to reduce their 

exhaustion levels. There should be more emphasis on improving school climate, providing 

teacher support, and reducing class size (current average number of students taught by 

respondents per day was 55 students). North Carolina Governor Easley gave priority to all 

three of these conditions. In 2004, he commissioned a teacher conditions survey, striving to 

identify problems and improve classroom conditions in North Carolina public schools 

(Southeast Center for Teaching Quality; 2004; Stockard & Lehman, 2004). A second survey 

has just been completed in North Carolina; results and recommendations are similar to the 

2004 report (Southeast Center for Teaching Quality, 2007).  

Burnout researchers have suggested improving working conditions and adding more 

administrative support in order to avoid teacher attrition (Ingersoll, 2001; Ingersoll & Smith, 

2003). Based on prior research (Farber, 2000b; Buunk & Schaufeli, 1993; Schaufeli & 

Enzmann, 1998), these steps need to be taken to control emotional exhaustion in North 

Carolina teachers to prevent them becoming increasingly exhausted, disillusioned, and 

unable to cope. Also, since there are many psychological and emotional symptoms of 

burnout leading to a variety of physical illnesses (Rudow, 1999; Schaufeli &  
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Enzmann, 1998), preventing emotional exhaustion of teachers is an important step in keeping 

teachers well and in their classrooms.  

Depersonalization Levels of North Carolina Teachers 

Depersonalization is an attempt by teachers to cope with emotional exhaustion by 

distancing themselves from teaching and developing a cold, cynical attitude toward their 

students (Maslach, 1982). Nationally teachers scored more than twice as high on 

depersonalization, with a mean of 11.00 (Maslach, Jackson, & Leiter, 1996). North Carolina 

teachers averaged 4.33, which indicated they are less than half as depersonalized as teachers 

were in the MBI survey norms. This finding indicates that North Carolina teachers currently 

feel less need to distance themselves from their students. They feel comfortable in their 

classrooms, and are able to work with students on a daily basis without emotionally 

withdrawing in order to protect themselves. North Carolina teachers feel less hostility and 

suspicion toward their colleagues, administration, students, and parents (Taris, Van Horn, 

Schaufeli, & Schreurs, 2004) than teachers in the MBI survey ten years ago. They feel 

genuine concern for their students and colleagues and are able to maintain a positive self 

esteem (Buunk & Schaufeli, 1993).   

Given the large difference in the 1996 MBI norms and the North Carolina public 

school teacher mean, the North Carolina mean was compared with other current research. 

The North Carolina mean, 4.33, was much closer to depersonalization means of 5.71 and 

6.50 reported by Brouwers and Tomic (2000). A subsequent study by Brouwers, Evers, and 

Tomic (2001) reported a similarly low depersonalization score, 6.94. Evers, Tomic, & 

Brouwers completed another burnout study in 2004 with a depersonalization mean of 5.17. 

Hastings and Bham (2003) reported a depersonalization mean of 4.57, very close to the North 
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Carolina mean. Bibou- Nakou, Stogiannidou, and Kiosseoglou (1999) reported a 

depersonalization mean of 3.41, which is significantly lower than the current mean of 4.33,  

and Zabel and Zabel (2001) reported depersonalization means ranging from 4.91 to 5.34 

among groups of special education teachers.  

Eleven years have passed since Maslach, Jackson, and Leiter (1996) published the 

latest mean for depersonalization (11.00). The depersonalization means reported in the 

preceding paragraph are from research that occurred since 1996, those means are presented in 

chronological order in Table 5.1. It may be that the depersonalization mean for North 

Carolina public school teachers (4.33) is much closer to a current norm for depersonalization. 

This finding would indicate the depersonalization is not as great a problem for current 

teachers as it was in 1996. Except for the current research, none of these studies did a 

statistical comparison of the differences in their survey mean for depersonalization and the 

MBI mean (Maslach, Jackson, & Leiter, 1996), although some of them had larger mean 

differences than the current study. 

 Table 5.1 
 
Depersonalization Means from Research Related to Teacher Burnout 
__________________________________________________________________________ 
Mean Standard 

Deviation 
N      Date Researcher Where Research 

Was Conducted 
 

11.00 6.20 4,163 1996 Maslach, Jackson, & Leiter United States 
 3.41 3.83   200 1999 Bibou-Nakou, Stogiannidou, 

 and Kiosseoglou 
Greece 

 5.71 4.18   558 2000 Brouwers & Tomic Netherlands 
 6.94 4.24   277 2001 Brouwers, Evers, & Tomic Netherlands 
 5.17 2.88   359 2004 Evers, Tomic, & Brouwers Netherlands 
 4.91 0.43   601 2001 Zabel & Zabel Kansas 
 4.57 4.33   100 2003 Hastings & Bham England 
 4.33 4.14   307 2006 Current study, Gates North Carolina 
__________________________________________________________________________ 
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More research to determine current depersonalization levels is needed, with 

beginning teachers included in the study.  Future research should include t-tests to determine 

whether mean differences are statistically significant and how big an effect the differences 

represent. To justify burnout intervention programs and measure their effectiveness, current 

and accurate norms must be established. 

Personal Accomplishment Levels of North Carolina Teachers 

Personal accomplishment is a measure of a teacher’s faith in his or her ability to 

continue working and achieving a positive outcome (Maslach, 1982). When teachers believe 

their school or administration have disappointed or wronged them, they become disenchanted 

with tasks, projects, and relationships (Schaufeli & Enzmann, 1998). They suffer from 

feelings of inadequacy, indignity, and low self-respect (Schaufeli & Enzmann;  

McPherson, 1984).  

Nationally, teachers had a mean score of 33.54 on personal accomplishment in the 

1996 MBI norms (Maslach, Jackson, & Leiter, 1996). North Carolina teachers scored 

significantly higher, with a mean of 40.8, which indicated that North Carolina teachers were 

significantly more confident in their ability to be a positive influence for students. North 

Carolina teachers perceived themselves as having more self-esteem and self-respect than 

teachers eleven years ago and were more motivated and committed to the teaching 

profession. They were more likely to remain in the profession and be in better health than 

teachers who experienced low personal accomplishment (Maslach, 1982; Schaufeli & 

Enzmann, 1998). 
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The difference in means between the Maslach, Jackson, and Leiter (1996) norm of 

33.54 and the North Carolina teacher mean of 40.80 was great enough to warrant closer 

investigation. In 2003, Hastings and Bham reported a personal accomplishment mean of 

37.22, much higher than MBI norms, which indicated their teachers had more positive 

feelings and less burnout. Bibou-Nakou, Stogiannidou, and Kiosseoglou (1999) reported a 

personal accomplishment level of 40.47. Zabel and Zabel (2001) reported personal 

accomplishment scores from different groups of Kansas special education teachers ranging 

from 40.16 to 41.36.  None of these studies did more than mention that their means were high 

when compared to the MBI norms. They made no statistical comparisons of the difference 

between the two means. The difference in means should have been explored in greater detail. 

Table 5.2 presents the research means for personal accomplishment in chronological order. 

Table 5.2 

Personal Accomplishment Means from Research Related to Teacher Burnout 
___________________________________________________________________________ 
 
Mean Standard 

Deviation 
   N Date Researcher Where Research Was 

Conducted 
 

33.54   6.90 4,163 1996 Maslach, Jackson, & Leiter United States 
40.47   5.23    200 1999 Bibou-Nakou, Stogiannidou, 

and Kiosseoglou 
Greece 

40.16   0.52    601 2001 Zabel & Zabel Kansas 
41.36   0.04    300 2001 Zabel & Zabel Kansas 
37.22   6.37    100 2003 Hastings & Bham England 
40.80   5.33    307 2006 Current study, Gates North Carolina 
___________________________________________________________________________ 

The studies mentioned have occurred in the decade after Maslach, Jackson, and Leiter 

(1996) published the current MBI norms. Their means range from 33.54 to 41.36, with the 

North Carolina teacher mean of 40.80 in between. It could be that the mean for personal 
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accomplishment has increased over the years and is actually closer to the current mean of 

40.80. This indicates reduced personal accomplishment is not as significant a problem for 

current teachers as it was in 1996. Research is needed to determine if personal 

accomplishment levels have risen in recent years. North Carolina and other states have spent 

considerable time and money to improve teacher working conditions and provide more 

teacher support. It might be that the higher personal accomplishment scores are indicative of 

these efforts. 

It is time for Maslach, Jackson, and Leiter to conduct another study of teacher 

burnout in America, and establish new norms for emotional exhaustion, depersonalization, 

and personal accomplishment. Future studies should include statistical comparison of means 

as part of the model and study. 

2. What is the impact of social support (guidance, reliable alliance, and reassurance of 

worth), classroom climate (order, leadership, and environment), and demographic 

variables (age, gender, years of teaching experience, and workload) on the emotional 

exhaustion of North Carolina public school teachers? 

Emotional exhaustion is a feeling of being extremely tired, losing one’s sense of inner 

motivation, enthusiasm, and interest in teaching (Maslach, Jackson, & Leiter, 1996). As 

exhaustion increases, educators find themselves unable to give of themselves to their students 

and their jobs. Reassurance of worth, having a perception that others see him or her as a 

good, competent teacher, (Cutrona & Russell, 1987) significantly and negatively impacted 

emotional exhaustion (ß = -0.178, p = 0.004), the lower a teacher’s reassurance of worth, the 

higher his or her sense of emotional exhaustion. Van Dick and Wagner (2001) found that 

teachers who had negative perceptions of their value as teachers were more likely to suffer 
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from emotional exhaustion. Brouwers, Evers, and Tomic (2001) reported that teachers who 

lacked support from principals and colleagues were more likely to be emotionally exhausted, 

r = .37, compared to North Carolina teachers’ correlation of r = -.26 between reassurance of 

worth and emotional exhaustion. Teachers achieve reassurance of their worth when they are 

nominated to mentor teacher status or when their administrators support their decisions 

(Cutrona & Russell, 1987). Teachers who have administrative and collegial support are less 

likely to perceive themselves as extremely tired. They are more likely to have a positive 

attitude toward teaching, to be intrinsically motivated, enthusiastic, and interested in their 

teaching. Van Dick and Wagner (2001) reported a correlation of r = -.22 between high 

principal support, physical stress, and exhaustion. This finding was similar to North Carolina 

teachers’ correlation of reassurance of worth with emotional exhaustion, r = -.26. 

Guidance, having someone who provided advice and council, (Cutrona & Russell, 

1987), closely approached significance with emotional exhaustion (ß = -0.130, p = 0.052). 

Teachers who did not have access to advice and information within their schools were more 

emotionally exhausted. In prior research studies, social support, including guidance has been 

found to significantly impact emotional exhaustion.  

Brouwers, Evers, and Tomic (2001) found a lack of social support to have a moderate 

relationship with emotional exhaustion, r = -.45. Brouwers, Evers, and Tomic studied social 

support as a total construct, not separating it into different variables. The current model 

divided social support into three variables, each correlating with emotional exhaustion: 

guidance, r = -.26, reliable alliance, r = -.31, and reassurance of worth, r = -.26. Dworkin, 

Saha, and Hill (2003) studied burnout as a whole, using their own instrument and found 

principal support to significantly impact burnout in teachers, (ß = -0.336). Teachers who 
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perceived their principals as supportive were less likely to experience burnout. North 

Carolina teachers related guidance with emotional exhaustion, (ß = -0.130), 

depersonalization, (ß = -0.130), and personal accomplishment, (ß = 0.206). Van der Doef and 

Maes (2002) found social support significant in determining the variance in emotional 

exhaustion. Bibou-Nakou, Stogiannidou, and Kiosseoglou (1999) found that social 

interaction among teachers had a low but significant correlation with emotional exhaustion,  

r = -.15, which compares to the North Carolina teachers’ correlation of guidance with 

emotional exhaustion, r = -.26. Van Dick and Wagner (2001) studied the effects of social 

support from principals, colleagues, friends, partners, parents, and students and found social 

support to be an important moderator. Teachers with less support reported more stress and 

strain.  

Age, which was closely related to years of teaching experience, r = .72, approached 

significance in predicting emotional exhaustion in this model (ß = -0.13, p = 0.097). This 

finding indicated that older North Carolina teachers exhibited less emotional exhaustion than 

younger teachers. Hastings and Bham (2003) reported a similar finding (ß = -0.100,  

p = 0.393). While this result was not significant, it was similar to the predictive value found 

in the current study. Brouwers, Evers, and Tomic (2001) found that teachers’ perceived self-

efficacy, or confidence in asking for support correlated with emotional exhaustion, 

r = -.30, compared to North Carolina teachers’ correlation of guidance and emotional 

exhaustion, r = -.26.  

The burnout model predicted only 21% of the variance in emotional exhaustion.  

Other studies have reported larger prediction percentages. Abel and Sewell (1999) found 

time pressures (part of classroom climate) to account for 47% of the variance in emotional 
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exhaustion, and Van der Doef and Maes (2002) found work aspects, workload, and social 

support to predict 40% of the variance in emotional exhaustion. It may be that in addition to 

including beginning teachers in the study, the model itself should have included more aspects 

of climate such as time pressures, role ambiguity, job insecurity, and physical exertion (Abel 

& Sewell; Van der Doef & Maes). 

Throughout the United States, efforts are being made to find and retain good teachers; 

school systems are working harder to maintain support systems for new teachers (Sargent, 

2003). This study and prior research seem to indicate that teachers greatly benefit from 

administrative and collegial support and recognition and reward of good teaching practices. 

Efforts to retain teachers must be strengthened and continued as teachers seem to develop 

better burnout coping strategies with each additional year of teaching experience. 

3. What is the impact of social support (guidance, reliable alliance and reassurance of 

worth), classroom climate (order, leadership, and environment), and demographic 

variables (age, gender, years of teaching experience, and workload) on the 

depersonalization of North Carolina public school teachers? 

Depersonalization is an attempt by teachers to cope by detaching themselves from 

teaching and developing a cold, cynical attitude toward their students and colleagues, treating 

them as objects, not human beings. Teachers often display depersonalization by using 

derogatory labels for students or tuning them out through psychological withdrawal 

(Maslach, Jackson, & Leiter, 1996).  

For North Carolina teachers, order, the extent to which the school and classroom 

environment is ordered and appropriate student behaviors are present (Butler & Alberg, 

1991), had the strongest prediction value for depersonalization (ß = -0.193, p = 0.009). The 
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more orderly and well behaved they perceived their classroom, the less depersonalization 

they exhibited.  Hastings and Bham (2003) found student disrespect to have greater 

predictive ability for depersonalization (ß = 0.315, p = 0.009) as well as students lack of 

socialability (ß = 0.232, p = 0.031). Evers, Tomic, and Brouwers (2004) found a low 

correlation between disruptive student behavior and depersonalization, r = .11. North 

Carolina teachers had a higher correlation of order and depersonalization, r = -.27, which 

indicated their depersonalization levels were more strongly influenced by student behavior. 

Embich (2001) found conflict to be a significant predictor for depersonalization  

(ß = -0.249, p = .031). Dworkin, Saha, and Hill (2003) found safe and orderly classrooms to 

predict burnout (ß = -0.197, p =.000). These findings are close to the predictive power of 

order in this study (ß = -0.193), indicating orderly classrooms help prevent depersonalization 

in North Carolina teachers. 

Years of teaching experience (ß = -0.172, p = 0.025), and age (ß = -0.150, p= 0.048),   

had predictive value for depersonalization in North Carolina teachers. Hastings and Bham 

(2003) had similar findings, with age approaching significance with depersonalization  

(ß = -0.183, p = 0.063).  

Leadership, the extent to which the administration provided instructional leadership 

within the school and classroom (Butler & Alberg, 1991) significantly predicted 

depersonalization (ß = -0.163, p = 0.028). Dworkin, Saha, and Hill (2003) found that as a 

whole, democratic personnel policies and principal efficacy significantly predicted burnout 

(ß = 0.338, p = 0.000).   

Guidance, the extent to which a teacher had access to advice and information within 

the school (ß = -0.130, p = 0.048), and reassurance of worth (ß = -0.148, p= 0.015), having 
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someone to support the teacher as competent and capable, significantly predicted 

depersonalization. Both variables were components of social support. While not significant, 

Van der Doef and Maes (2002) found a similar predictive value for supervisor support  

(ß = -0.10). Brouwers, Evers, & Tomic (2001) found lack of principal support to correlate 

with depersonalization, r = .28, while the current survey found r = -.29 for guidance, and  

r = -.23 for reassurance of worth to correlate with depersonalization. Dworkin, Saha, and Hill 

(2003) found burnout as a whole was predicted by co-worker collegiality and support  

(ß = -0.048, p = 0.000), which is much lower than current findings. Reassurance of worth is a 

component of social support which many studies did not separate.  

Workload was significant in predicting depersonalization (ß = 0.134, p = 0.018). Van 

Der Dorf and Maes (2002) found work and time pressures significantly predicted 

depersonalization (ß = 0.14), indicating the more students a teacher worked with daily, the 

more likely he or she was to be depersonalized. Embich (2001) found workload had slightly 

more prediction ability (ß = 0.209, p = 0.025). Abel and Sewell (1999) found poor working 

conditions significantly accounted for 20% of the variance in depersonalization. School 

administrators should consider reducing class size and teachers’ total workload to avoid 

depersonalization. Research has supported reducing class size to improve the academic 

experience and teacher working conditions (Abel & Sewell, 1999; National Education 

Association, 2002). 

The burnout model predicted only 18% of the variance in depersonalization, yet it 

identified seven variables which are significant in predicting depersonalization (order, years 

of teaching experience, leadership, age, reassurance of worth, workload, and guidance). The 

prediction percentage is low, but it compares favorably with prior research. Several 
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researchers did not separate the components of social support and classroom climate and 

reported results as a whole. Dworkin, Saha, and Hill (2003) studied burnout as a whole 

construct instead of the three components suggested by Maslach, Jackson, and Leiter (1996). 

Thus, comparisons were difficult and harder to interpret.  

4.  What is the impact of social support (guidance, reliable alliance, and reassurance 

 of worth), classroom climate (order, leadership, and environment), and demographic 

 variables (age, gender, years of teaching experience, and workload) on the personal 

 accomplishment of North Carolina public school teachers? 

A reduced sense of personal accomplishment causes teachers to evaluate themselves 

negatively and lack faith in their ability to continue working and achieve positive outcomes 

(Maslach, Jackson, & Leiter, 1996). When teachers, who entered the profession to help 

students learn and grow, feel they can no longer contribute to their students’ development, 

they often experience profound disappointment and frequently leave the profession.  

This study found guidance (having access to advice and information within his or her 

school) to have the strongest relationship with personal accomplishment, (ß = 0.206,  

p = 0.002). The importance of social support and classroom climate was echoed by other 

researchers (Embich, 2001; Whitehead, Ryba, & O’Driscoll, 2000). Davis and Wilson (2000) 

found that when principals attempted to empower teachers, the teachers were more likely to 

see themselves as having choices in selecting actions that would lead to positive outcomes in 

their classrooms. Brouwers, Evers, and Tomic (2001) found teacher’s perceived lack of 

emotional support from supervisors and colleagues correlated with their sense of personal 

accomplishment, r = -.26. The current study found a correlation of r = .36 between guidance 

and personal accomplishment. Van Dick and Wagner (2001) found low principal support to 
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correlate with workload which had a relationship with stress and anxiety, r = -.36. In a 

longitudinal study of teacher burnout, Brouwers and Tomic (2000) found perceived self-

efficacy to have a strong correlation with personal accomplishment, r = .69. Friedman (2003) 

found self efficacy to be significantly correlated with personal accomplishment,  

r = .14, much lower than North Carolina teachers’ correlation of r = .36. Balogun, Titiloye, 

Oyeyemi, Balogun, and Zuccaro (1999) found level of support from colleagues to be the only 

significant predictor of personal accomplishment in physical and occupational therapists. To 

increase teachers’ sense of personal accomplishment, administrators must provide access to 

advice and information within the school to all teachers, especially new or lateral entry 

teachers. 

 Teaching position impacted personal accomplishment negatively. Teachers in 

secondary schools and upper grades felt less personal accomplishment than teachers in lower 

grades. This finding is unsupported by research. Evidently teachers in upper grades have 

higher class loads which result in more stress and less feelings of accomplishment. Larger 

classes could reduce teacher interaction as well, possibly resulting in teachers’ feeling less 

confident about their ability to create positive changes in individual students. 

Environment, the extent to which positive learning environments exist within the 

school and classroom, significantly predicted personal accomplishment (ß = 0.153,  

p = 0.046). When teachers worked in positive learning environments, they had high personal 

accomplishment levels. Able and Sewell (1999) found poor working conditions to be 

significant predictors of burnout. Dorman (2003) found classroom interaction and student 

cooperation to be significantly related to personal accomplishment. Hastings and Bham  
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(2003) found the absence of student sociable behavior predicted personal accomplishment  

(ß = -0.308, p = 0.005).  

Years of teaching experience approached significance in predicting personal 

accomplishment (ß = 0.141, p = 0.066). Research suggested the more teaching experience a 

teacher had, the more confidence he or she felt in making positive changes in students (Zabel 

and Zabel, 2001). Zabel and Zabel found a significant positive relationship between amount 

of teaching experience and personal accomplishment, r = .13. This relates to the North 

Carolina teachers’ correlation of years of teaching experiences with personal 

accomplishment, r =.10. Whitehead, Ryba, and O’Driscoll (2000) found personal 

accomplishment to be lowest in first through third year teachers.  

Reassurance of worth, a teacher’s perception of other’s recognition of his or her 

competence, skill, and value, (Cutrona & Russell, 1987) approached significance in 

predicting personal accomplishment (ß = 0.099, p = 0.099). When teachers thought others 

believed them to be competence, valuable teachers, they felt more personal accomplishment. 

Reassurance of worth is a social support variable. Van Dick and Wagner (2001) found high 

levels of principal and colleague support to be related to teachers’ perceptions of stress and 

burnout, r = -.22. Embich (2001) found principal support to predict personal accomplishment 

(ß = 0.111, p = 0.286). While not significant, their finding is very close to the North Carolina 

teacher’s correlation of reassurance of worth with personal accomplishment, r = .28. 

Brouwers, Evers, & Tomic (2001) found lack of emotional support from colleagues to 

correlate with personal accomplishment, r = -.32. It is well documented that teachers need to 

feel others think of them as valuable members of the teaching community (Brouwers, Evers, 

& Tomic; Embich; Whitehead, Ryba, & O’Driscoll, 2000; Zabel & Zabel, 2001).  
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Discussion of Burnout Model for this Study 

In 1998, Guglielmi and Tatrow found that with regard to conceptual and 

methodological rigor, the study of teacher stress and burnout was still in its infancy. A 

careful investigation of burnout research since 1998 showed similar results. Investigations of 

teacher stress and burnout failed to adopt sound theoretical frameworks. Most studies 

proceeded without any framework and used a shotgun approach to choosing and presenting 

variables. A typical research study could best be described as a fishing expedition.  The 

Maslach Burnout Inventory was used, along with a number of researcher-created tests, 

respondents were surveyed, and no predictions were made. The data were analyzed and 

significant correlations were identified. There were no models presented and few attempts 

made to justify why specific variables were chosen.  It seemed the variables chosen were 

dependent on the desired outcomes.  

Few studies offered a model to explain which variables were thought to relate to 

burnout and little or no explanation of the nature of that relationship was given. Other studies 

defined burnout, support, or classroom climate in general terms, without separating the 

components. This study attempted to correct some of these problems by presenting a model 

and explaining why the independent variables were chosen. The model was based on 

Maslach’s theoretical conception of burnout and attempted to describe the relationship 

between burnout and the selected variables. 

The burnout model predicted only 21% of the variance in emotional exhaustion, and 

23% of the variance in depersonalization and personal accomplishment, but it identified 

guidance, reassurance of worth, and years of teaching as significantly predicting emotional 

exhaustion, depersonalization, and personal accomplishment. Environment significantly 
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predicted depersonalization and personal accomplishment. Order, leadership, and workload 

significantly predicted depersonalization. 

Reliability was low for depersonalization (.62) and reassurance of worth (.66). The 

low reliability levels indicate that there was a possibility of error in this study. Maslach, 

Jackson, and Leiter (1996) reported a substantially higher reliability for depersonalization 

(.79). The norms for the Social Provisions Scale (Cutrona & Russell, 1987) were moderate to 

poor, their highest reliability was .76 for guidance, with .65 for reliable alliance, and .67 for 

reassurance of worth. The current study’s reliability alphas were almost identical, with .80 

for guidance, .66 for reassurance of worth, and .75 for reliable alliance. In fact, the current 

study had a greater reliability for guidance and reliable alliance than Cutrona and Russell in 

1987. This may be because of the re-arranged factor structure of the social support questions. 

There were problems with the factor structure of the Social Provisions Scale (Cutrona & 

Russell, 1987) and the Tennessee School Climate Inventory (Butler & Alberg, 1991) which 

could have impacted reliability and thus prediction ability. Other studies reported larger 

prediction percentages, Van der Doef and Maes (2002) found work aspects, workload and 

social support to predict 32% of the variance in personal accomplishment. To improve 

prediction value, this model could have included more support and climate factors, such as 

National Board Certification, mentoring, salary, time pressures, physical exertion, or high 

versus low performing schools status. 

Factor Analysis of the Social Provisions Scale 

Factor analysis of the questions used from the Social Provisions Scale (Cutrona & 

Russell, 1987) revealed problems with how consistently the factors loaded. The current study 

contained the 12 support questions developed by Cutrona and Russell (1987), four questions 
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assessing guidance, four questions assessing reassurance of worth, and four assessing reliable 

alliance. The factor analysis results did not agree with Cutrona and Russell’s classification of 

the questions. One, question, 10, was omitted from analysis and several others were re-

assigned. Questions 1, 2, 5, 6, 8, and 9 loaded under guidance, giving guidance two more 

questions than Cutrona and Russell’s study. Reliable alliance loaded on only three questions, 

7, 11, and 12, which was one question less than in the original study. Reassurance of worth 

loaded on only two questions, 3 and 4, which allowed for a mean of eight at best. This re-

assignment of questions prohibited any formal comparison of the Cutrona and Russell means 

with the current study means.  

The Social Provisions Scale by Cutrona and Russell (1987) needs work on the 

questions, possibly re-wording them so they load more cleanly. The two subscales, guidance 

and reliable alliance, by definition are barely distinguishable. Both subscales deal with the 

teachers’ perception of having someone to rely on for assistance and advice. More questions 

need to be written to better distinguish reassurance of worth, and reliable alliance should be 

combined with guidance. This change would allow for better comparisons with current 

research (Brouwers, Evers, & Tomic, 2001; Brouwers & Tomic; 2000; Embich, 2001). 

Retaining two factors, guidance and reassurance of worth, and having better questions, would 

improve reliability and measurement. 

Factor Analysis of the Tennessee School Climate Inventory 

The current study used 21 questions from the Tennessee School Climate Inventory 

developed by Butler and Alberg (1991), with seven questions each assessing order, 

leadership, and environment. Six questions were omitted from analysis because of the results 

of the factor analysis. Because the means were determined by summing the individual 
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responses to the questions under each subscale, any comparison of the means reported by 

Butler and Alberg (1991) and the current study means would have been invalid.  

Environment, which was to be assessed by questions 1, 3, 4, 6, 10, 14, and 21, loaded 

on questions 6, 14, 17, 19, and 21. Leadership which was to be measured by questions 2, 7, 

12, 13, 16, 18, and 20, loaded on questions 2, 7, 12, 16, 18, and 20, with only 13 failing to 

load. Order, which was originally measured by questions 5, 8, 9, 11, 15, 17, and 19 loaded on 

questions 4, 5, 8, and 15. 

According to the factor analysis, leadership was the most well defined subscale of this 

inventory. Order was poorly defined, with questions 9 and 11 failing to load and being both 

negatively worded and reverse coded. These two questions were confusing, many teacher 

respondents added questions marks by their answers to these questions. Environment was not 

well defined. Question 1 loaded both under leadership and environment, as did question 10. 

Both these questions concerned faculty and staff involvement with the school environment, 

which would reasonably cause them to load under both leadership and environment. 

Several of the questions in the Tennessee School Climate Inventory (Butler & Alberg, 

1991) were poorly written and ambiguous. These questions had to be omitted from the 

analysis because they did not load properly in the factor analysis. Rephrasing certain 

questions and re-arranging them so they fit into their associated factors would make 

comparisons with current research more understandable (Abel & Sewell, 1999; Dworkin, 

Saha, & Hill, 2003; Evers, Tomic, & Brouwers, 2004; Hastings & Bham, 2003; Van der 

Doef & Maes, 2002). 

The Social Provisions Scale (Cutrona & Russell, 1987) and the Tennessee School 

Climate Inventory (Butler & Alberg, 1991) had problems with question construction and 



 114 

needs major re-work in order to better measure the contribution of social support and school 

climate on burnout.  The Social Provisions Scale (Cutrona & Russell) and the Tennessee 

School Climate (Butler and Alberg) items also need larger samples and confirmatory factor 

analyses in order to assure they are indeed measuring separate social support and school 

climate variables. More research needs to be done using the combination of these two 

instruments, with the Maslach Burnout Inventory (Maslach, Jackson, and Leiter, 1996), to 

establish baseline norms for use with the present model. 

 The survey sample was drawn from the population of North Carolina public school 

teachers with three or more years of experience. It was decided that excluding beginning 

teachers from the sample would prevent new teachers, who may be feeling overwhelmed 

with the job, from skewing the results. However, the researcher feels the exclusion of 

beginning teachers may have skewed the results in another way. New teachers leave the 

profession at a much higher rate than veteran teachers (North Carolina Public Schools, 2006) 

and are more prone to burnout (Whitehead, Ryba, & O’Driscoll, 2000). Including them in the 

study may have changed all three burnout means. 

Implications for Policy 

 This model identified variables which significantly predict emotional exhaustion, 

depersonalization, and personal accomplishment. Guidance, having access to advice and 

information within his or her school (Cutrona & Russell, 1987), reassurance of worth, having 

a perception that others recognized him or her as a good teacher (Cutrona & Russell), and 

years of teaching experience, were significant predictors of burnout. 

Education decision makers need to pay more attention to burnout and its underlying 

causes. University teacher education programs cannot prepare a teacher for every 
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contingency, they need to prepare teacher inductees to seek support and guidance within their 

schools (Gordon & Maxey, 2000). Universities should make teacher inductees aware of their 

need for guidance and advice, and set up programs to demonstrate the importance of 

mentoring during student teaching and carry such support into the first three or so years of 

teaching. 

Teachers need intrinsic and well as extrinsic rewards (Friedman, 2003). Universities 

should work closer with administrators to provide recognition for teachers who do well in 

their profession. State policy makers must work harder to bring teacher salaries closer to the 

level of other professional jobs. Salary is not cited as the most important factor in retaining 

teachers, 89% of teachers listed intrinsic rewards such as helping a child develop and making 

a difference in their life as what they liked most about their job (Latham, 1998). Yet salary is 

an important consideration in the decision to remain in the profession. States with higher 

teacher salaries have lower teacher attrition rates (Alliance for Excellent Education, 2005). 

North Carolina teachers have a salary scale determined by the state, so salaries vary only 

based on local supplements. The amount of supplement could have been another 

demographic variable in the current study. 

Both guidance and reassurance of worth deal with interpersonal relationships, such as 

mentoring or professional friendships. Programs such as the North Carolina Center for the 

Advancement of Teaching (NCCAT) allow teachers to get together outside of work 

responsibilities in week long interdisciplinary seminars of their choice. These seminars 

strengthen teacher’s classroom expertise by exposing them to new ideas they can use in their 

classrooms. The time spent at NCCAT provides opportunities for teachers to network and 

provide guidance and advice to one another. The week-long retreat is also seen as providing 
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recognition and reward for outstanding teaching by the seminar participants (North Carolina 

Center for the Advancement of Teaching, 2007). Recent studies have found that teachers 

who attend NCCAT seminars have lower attrition rates than average North Carolina teachers 

(Gates, 2007). Teachers attribute this lower attrition rate to the support and recognition 

NCCAT provides. 

In 2004, North Carolina Governor Mike Easley commissioned the Southeast Center 

for Teaching Quality to conduct a survey on teaching working conditions. The survey was 

customized to provide information on every district and school, and to recognize the 

importance of teacher working conditions. Governor Easley called for districts to commit the 

time and resources necessary to provide teachers with the environments, resources, and 

support they need to teach effectively. (Southeast Center for Teaching Quality, 2004). 

The Southeast Center for Teaching Quality (2004) found teacher working conditions 

make a difference in teacher retention, and teachers’ perceptions of working conditions 

reflect actual school conditions. This study found that teachers, regardless of their experience 

or background, viewed working conditions similarly. The teacher quality survey suggested 

that improving teacher working conditions would ultimately improve student achievement 

and teacher retention:  

The working conditions under which teachers practice their profession and the 

supports they are provided to do their work effectively and grow professionally are 

absolutely essential. These conditions must be systematically addressed for our 

country to ever develop a critical mass of teachers who are well prepared to teach and 

will stay in our hardest-to-staff schools long enough to make a real difference for 

students and their families.(Southeast Center for Teaching Quality, 2004, p.2).  
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North Carolina’s legislators should continue and strengthen efforts to maintain safe, orderly 

classrooms where teachers can concentrate on teaching. Administrators need to provide 

support and guidance to their teachers. Efforts to recognize teachers and support their 

decisions will help prevent burnout (Brouwers, Evers, & Tomic, 2001; Dworkin, Saha, & 

Hill, 2003; Van der Doef & Maes, 2002). 

North Carolina teachers had significantly lower depersonalization scores which 

indicated they were more comfortable in their classrooms and had better relationships with 

their students than teachers in the Maslach, Jackson, and Leiter study in 1996. North Carolina 

teachers scored higher on personal accomplishment than teachers in the MBI norms, which 

indicated they felt more positive about their own competence and their ability to achieve 

positive outcomes for their students. However, efforts to provide mentoring and guidance to 

all levels of teachers will help lower emotional exhaustion and depersonalization even further 

and teacher recognition programs which encourage and support teachers will improve teacher 

self efficacy and their feelings of personal accomplishment. 

During the past two years it is likely that the working conditions survey impacted 

North Carolina public school teachers’ working conditions in a positive manner. This could 

explain some of the decrease in depersonalization and increase in personal accomplishment. 

The 2006 North Carolina Working Conditions Survey continued to emphasize the 

importance of creating quality working environments for students and teachers.  It called for 

more teacher support from the administration, giving precise information to each school with 

a critical mass of teachers completing the survey (Southeast Center for Teaching Quality, 

2007).  
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Teachers need access to advice and information within their schools, mentoring 

programs can fill this need. Teacher mentoring programs have been in public schools for 

over seventy years. More than twenty-five states in now have mentoring programs for 

beginning teachers (Feiman-Memser, 1998). Schools are beginning to realize that veteran 

teachers need help and support from administrators and colleagues as much as new teachers 

fresh out of graduate school. The National Education Association (2002) called for 

mentoring programs for the two million new teachers who will enter the profession in the 

next ten years and the untold number of veteran teachers who will be re-assigned to new 

positions, or confront problems they are unable to deal with.  

Urbanski and O’Connell (2003) described a program implemented by the Rochester 

Teacher Association that created a teacher induction plan which included mentoring and peer 

review. The plan had lead teachers who taught half time and worked as mentors or 

consultants the rest of the day. This program provided “an opportunity for exemplary 

teachers to inspire excellence in the profession, share their knowledge and experience with 

others, and actively participate in instructional decision making” (Urbanski and O’Connell,  

p.7). These lead teachers offered intervention services for new teaches who did not have 

resources and answers to veteran teachers who might have changed grade levels, schools or 

were otherwise in need of help.  

Mentoring programs increase reassurance of worth for the mentor teacher, another 

component of social support which significantly impacted emotional exhaustion, 

depersonalization, and personal accomplishment. Reassurance of worth in the form of being 

selected to be a mentor teacher, would allow teachers to know that their contribution to 

education is valued (Cutrona & Russell, 1987). When teachers are recognized as being 
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competent and in control, they are able to sustain their energy and not become exhausted. 

Additionally, Brouwers, Evers, & Tomic (2001) found teachers who left teaching cited 

inadequate administrative recognition and support as the main reason they were dissatisfied 

with teaching.  

North Carolina should consider implementing a similar mentoring program for novice 

and veteran North Carolina public school teachers. Leave time should be included as part of 

the program, allowing time for teacher networking, both in individual and larger groups. 

Depersonalization was also significantly predicted by workload, the number of 

students a teacher works with daily. For many years there has been interest in reducing class 

size, a reform proposal strongly supported by parents, teachers, and educational researchers 

(National Education Association, 2002). A Tennessee study of class size by Mosteller, 

(1995) found that students in smaller classes made significant academic gains, and African 

American students doubled the academic gains of white students. In 2000, Egelson and 

Harman studied the effect of small class sizes on Burke County schools, a largely rural 

school district in western North Carolina. They found students in the small classes 

significantly outperformed their counterparts.  

Governor Easley is currently working to reduce class sizes in North Carolina, 

especially in elementary grades. His work should be continued and efforts made to reduce the 

actual number of students an individual teacher works with daily. Many secondary teachers 

work with more than a hundred students daily, as do elementary and middle school art, 

physical education, and music teachers (Egelson & Harman, 2000; Mostellar, 1995; National 

Education Association, 2002). These teachers need fewer students in order to give quality 

time to each student. North Carolina needs to increase efforts to reduce class size by 
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providing additional teacher slots to schools where class sizes exceed allowable limits. 

Efforts should also be made to reduce the total number of students a teacher works with 

daily. 

Implications for Administrators 

This model identified variables which predict emotional exhaustion, 

depersonalization, and personal accomplishment.  Guidance, the extent to which a teacher 

had access to advice or information within his or her school (Cutrona & Russell, 1987),  

reassurance of worth, a teacher’s perception of others’ recognition of his or her competence, 

skill, and value (Cutrona & Russell), and years of teaching experience significantly predicted 

all three aspects of burnout. Environment, a perception that positive learning environments 

exist in the school and classroom (Butler & Alberg, 1991) significantly predicted 

depersonalization and personal accomplishment. Administrators should pay attention to these 

four variables and work to develop burnout prevention programs which provide 

administrative and collegial support and recognition for teachers (Perie & Baker, 1997; Van 

Dick & Wagner, 2001), and greater administrative leadership within the school (Dworkin, 

Saha, & Hill, 2003).   

New teachers should be assigned both a “buddy” teacher as well as a “mentor” 

teacher before school starts if possible. Both of these teachers could help the new teacher get 

his or her room ready and be prepared for greeting the students on the first day. 

Administrators need to monitor these relationships carefully to make sure the teacher actually 

has access to guidance and advice. All teachers, especially new or transferred teachers should 

be provided adequate help and advice for settling into school routines. Access to an 
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administrator who empowers teachers to help one another and make needed decisions and 

changes would be ideal (Davis & Wilson, 2000; Friedman, 2003).  

Teachers who have been in the classroom and are recognized by their fellow teachers 

as excellent teachers should be promoted to mentor status within the school. The school 

should provide mentor teachers release time to visit classrooms of new teachers, to provide 

“hands on” help when requested. Such a program would help teachers increase order and 

discipline in their classrooms, and would improve teachers’ sense of empowerment (Davis & 

Wilson, 2000; Feiman & Memser, 1998; Protheroe, 2006). The mentor teachers would 

increase their own reassurance of worth perception because they had been recognized and 

rewarded as good, competent teachers, capable of providing leadership to others. 

Principals and superintendents should use the data provided by The Southeast Center 

for Teaching Quality to review and improve the environment in their schools and classrooms. 

A considerable difference exists between the teachers’ view of the school environment and 

the principal’s view of the same environment (Southeast Center for Teaching Quality, 2007). 

Orderly, well-behaved classroom atmospheres can extend throughout a school and encourage 

an environment where teachers and students are respected and rewarded for a job well done. 

Such environments would reduce both burnout and teacher attrition (Abel & Sewell, 1999; 

Van der Doef & Maes, 2002).  

Administrators need to encourage teachers to develop learning communities within 

their school, to share knowledge and expertise.  They should find opportunities to empower 

teachers, as teacher empowerment encourages teacher motivation and job satisfaction (Davis 

& Wilson, 2000; Dworkin, Saha, & Hill, 2003). 
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Administrators have limited control over class size, but whenever possible, they could 

use extra teachers provided by the local system to reduce class size and provide leave time 

for teachers to work together (Egelson & Harman, 2000). Staff meetings should be 

interactive, giving career teachers more input into the agenda, thus providing recognition for 

the teacher’s efforts. Providing for “Teacher of the Month” in different areas would allow 

teachers greater recognition. At the end of the school year, teachers should be recognized for 

their years of teaching, and younger teachers reminded that teaching gets easier with 

experience (Carlson & Thompson, 1995; Cherniss, 1993). Administrators should take every 

opportunity to support their teachers and let them make decisions concerning school policy, 

then support those decisions. As a result, their teachers will gain a sense of empowerment 

and personal accomplishment (Abel & Sewell, 1999, Dworkin, Saha, & Hill, 2003). 

Implications for Teachers 

 Teachers can help one another stay in teaching.  The roles of guidance and 

reassurance of worth in preventing teacher burnout are important for teachers to know. 

Teachers should share their expertise with one another, looking for teachers who might have 

problems coping with teaching methods, student behavior, or other issues. Career teachers 

can share their solutions with less experienced teachers. They can select a fellow teacher to 

share advice and guidance with. Career teachers need to recognize burnout symptoms in 

themselves and others, and ask for help when needed.  Teachers need to assure one another 

that to ask for help is acceptable behavior, indicative of teacher growth and development as a 

professional. 

 Within school systems, teachers who are attempting National Board Certification join 

together to share information and help one another complete their portfolios. Likewise, 
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teachers need to join together to implement new programs or simply to network during the 

school year (Darling-Hammond, 2000). In many schools, this process is called creating 

teaching and learning communities. Teachers find new and different ways to present 

materials, improve classroom climate, and provide needed support. Mentor teachers can work 

toward developing such communities within their own schools. 

 Beginning teachers need to understand they are not expected to be able to solve every 

problem or answer every question. They should not be afraid of seeming incompetent if they 

don’t know the best way to handle a problem. They need to know that by securing advice 

from other teachers, they increase their knowledge base (Breauz & Wong, 2003), and prevent 

becoming burned out. By asking other teachers for advice, they acknowledge their respect for 

the opinions and expertise of the other teachers, increasing those teachers’ reassurance of 

worth.  

 Teachers should develop ways to recognize and reward their fellow teachers for jobs 

well done (Protheroe, 2006). Teacher of the month programs can be started, often for each 

content area, even rewarding a teacher with a special parking place helps develop feelings of 

being a good, competent teacher. 

 Career teachers need to be aware that each additional year of teaching experience was 

found to increase a teachers’ reassurance of worth and personal accomplishment (Whitehead, 

Ryba, & O’Driscoll, 2000, Zabel & Zabel, 2001). They need to take time to talk with less 

experienced teachers and tell them they will be better able to cope and feel better about their 

teaching competence with increasing experience. An end of the year ceremony 

acknowledging each teacher’s years of experience would be encouraging to all teachers. 
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Recommendations for Further Study 

Burnout was conceptualized by Maslach, Jackson, and Leiter (1996) as a syndrome 

identified by emotional exhaustion, depersonalization, and reduced personal 

accomplishment. This syndrome occurs in people who work closely with other people, such 

as teachers, nurses, or doctors. Emotional exhaustion in teachers was described as a feeling 

of being very tired, having no motivation, enthusiasm, or interest in teaching. When their 

exhaustion became worse, teachers could no longer give of themselves to their students. 

Depersonalization occurred when teachers attempted to cope with emotional exhaustion by 

distancing themselves and developing a cold, cynical attitude toward their students, not 

treating them as human beings. Depersonalization was often displayed by using derogatory 

labels for students, such as “the Class from Hell.”  

Malach, Jackson, and Leiter (1996) felt depersonalization was related to emotional 

exhaustion. Personal accomplishment was related to professional efficacy; teachers thought 

of themselves positively and felt they could continue working and achieve positive results 

(Maslach, Jackson, and Leiter). Lowered personal accomplishment was particularly 

destructive for teachers who entered teaching with a desire to help students learn and grow. 

When they no longer felt they could make a positive contribution to students’ development, 

they were profoundly disappointed and likely to leave teaching (Ingersoll, 2001; Maslach, 

Jackson, & Leiter). 

In this study, a conceptual model was tested to identify teacher working condition 

variables that predict burnout in North Carolina public school teachers, and to determine 

current burnout levels for North Carolina public school teachers. The completion of this 
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survey and subsequent analyses resulted in several findings with implications for future 

research. 

As mentioned in discussion of the model, more work should be done on the Social 

Provisions Scale (Cutrona & Russell, 1987) and the Tennessee School Climate Inventory 

(Butler & Alberg, 1991).  Exploratory factor analysis revealed questions which did not load 

as expected and some questions which did not load significantly on either factor, or loaded 

on two factors at the same time.  More questions need to be written for the Social Provisions 

Scale to better distinguish between guidance and reassurance of worth, and reliable alliance 

should be combined with guidance. Re-wording questions in the Tennessee School Climate 

Scale and re-arranging them so they fit into their associated factors would make comparisons 

with current research more understandable (Abel & Sewell, 1999; Dworkin, Saha, & Hill, 

2003). Reworking both these surveys could have improved the reliability of this study as 

well. Since two of the important predictors of burnout were determined by these scales, 

guidance and reassurance of worth, getting accurate measurements on these factors is vital.  

Analysis of the data indicated North Carolina teachers were slightly more emotionally 

exhausted than teachers who participated in the norms for the Maslach Burnout Inventory 

(MBI-ES) in 1996. Current teachers reported significantly less depersonalization than 

national norms and significantly higher levels of personal accomplishment. However, careful 

examination of means reported in other research conducted within the past decade showed 

depersonalization and personal accomplishment means closer to the means of this study. The 

likelihood that depersonalization and personal accomplishment means have dramatically 

changed in the past eleven years should be investigated. The 2006 Southeast Center for 

Teaching Quality study provided support for this conclusion, finding North Carolina teacher 



 126 

working conditions to be superior to working conditions in other states which also used the 

survey. Additional burnout research is needed, not just within North Carolina but in schools 

across the nation and world, to determine new norms for all three components of burnout. 

North Carolina teachers, as well as teachers around the world, continue to leave the 

classroom at an alarming rate. Programs need to be implemented that focus on reducing 

burnout. In order to measure the success of any new program, valid norms for emotional 

exhaustion, depersonalization, and personal accomplishment are needed to provide a baseline 

against which to measure any successes or failures. 

This model identified variables which only moderately predicted burnout. In order to 

improve the predictive ability, other demographic variables should be included in the study. 

Salary supplement amount should be included as a variable and type of schools, urban versus 

rural. Further classification of teachers could be attempted, separating mentor teachers or 

teachers who have achieved National Board Certification. Classifications of schools created 

by the No Child Left Behind Act of 2001, such as meeting adequate yearly progress or not 

are needed. Low performing schools versus high performing schools could be distinguished. 

Workload could be broken down into average class size, as well as number of children 

worked with daily. 

Because levels of emotional exhaustion were higher than ten years ago, this finding 

demands attention. Further research on burnout in North Carolina should be done. This is one 

test, and survey respondents differed slightly from the general population of North Carolina 

teachers, but the results cannot be discredited. This study did not include beginning teachers. 

Research indicates that beginning teachers suffer increasingly from stress and burnout 

(Gordon & Maxey, 2000; Sargent, 2003; Whitehead, Ryba, & O’Driscoll, 2000). This study 
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should be repeated, including beginning teachers to determine burnout levels for all teachers 

in North Carolina. 

This survey was conducted in the fall when teachers were returning to their 

classrooms, prepared to face another year. If the study had been conducted in the spring, 

levels of burnout may have differed. Teachers should be surveyed both in the spring and in 

the fall to see if their burnout levels change as the year progresses. 

Conclusions 

This burnout model identified variables which have a significant relationship with 

emotional exhaustion, depersonalization, and personal accomplishment.  These variables 

were important for designing interventions for classroom teachers. The prediction 

percentages were low but significant. The model itself could add demographic variables, in 

order to capture more of the variance in burnout. Reliability was low for guidance and 

reassurance of worth. Factor analysis of Cutrona and Russell’s Social Provisions Scale 

(1987) revealed serious flaws in the factor structure. This finding indicated a need to re-work 

the survey, possibly combining guidance and reliable alliance into one factor, and re-word 

the questions to more specifically represent their factors. Butler and Alberg’s Tennessee 

School Climate Inventory suffered similar problems. Too many questions either failed to 

load or loaded on two factors and had to be dropped from analysis. Two questions were both 

reverse coded and negatively worded, leaving teachers to wonder what the questions were 

asking. The questions on this survey need re-wording so they will load more consistently. 

Such work would have improved the reliability of the study and the predictive value of the 

burnout model.  
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Three variables emerged as significant in predicting emotional exhaustion, 

depersonalization, and personal accomplishment: guidance, reassurance of worth, and years 

of experience. Environment was significant in predicting depersonalization and personal 

accomplishment. These four variables provide important considerations for policy makers, 

school administrators, and teachers interested in preventing teacher burnout.  

This study had limitations. Conducting the study in the fall, when teachers were fresh 

may have resulted in lower burnout means than if the study had been conducted in early 

spring, traditionally when burnout is at its worst. Having a higher percentage of white 

females with advanced degrees, the typical survey respondent varied slightly from the 

average teacher in North Carolina. The exclusion of first through third year teachers might 

have accounted for this difference. The sample size of 307 was adequate for the study, but 

having a greater number of respondents would have improved reliability. Restricting the 

study to North Carolina teachers limited the applicability of the study to other states. 

Unreliable or vague questions from the Social Provisions Scale (Cutrona & Russell, 1987) 

and in the Tennessee School Climate Inventory (Butler & Alberg, 1991) likely contributed 

error to the study, resulting in decreased reliability. 

Despite these limitations, this study indicated that burnout, especially emotional 

exhaustion, continues to remain a problem for North Carolina teachers. More forceful 

interventions should be devised to help teachers cope with the multiple demands of teaching. 

Efforts to create mentor and recognition programs, improve classroom environments, reduce 

class size, and retain teachers, will help reduce burnout in teachers (Feiman-Memser, 1998; 

Mosteller, 1995; NEA Foundation, 2001; Southeast Center for Teaching Quality, 2004; 

Urbanski & O’Connell, 2003). The North Carolina teacher’s working conditions survey of 
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2006 and subsequent efforts by administrators throughout North Carolina may have 

improved teachers’ working conditions, resulting in reduced depersonalization and increased 

personal accomplishment. Administrators must continue to increase their efforts to improve 

teacher working conditions, to reduce the amount of time teachers spend on non-teaching 

tasks, and to allow teachers time to work together and plan (Abel & Sewell, 1999; Dorman, 

2003). Almost half the states include mentoring programs for new teachers, but few 

programs include mentors for teachers who change positions or simply run into problems 

they cannot solve (Urbanski & O’Connell, 2003). Instead of struggling with a problem which 

continues to worsen, teachers need someone they can turn to for advice and counsel. They 

need to know they are not alone in their classrooms (Urbanski & O’Connell). Administrators, 

especially those who deal with new and lateral entry teachers, should provide quality mentor 

teachers to advise them (Breauz & Wong, 2003; Darling-Hammond, 2000; Graziano, 2005; 

Johnson, Dardos, Kauffman, Lui, & Donaldson, 2004). These administrators should provide 

this support and leadership themselves, whenever possible, increasing their efforts to 

empower teachers. 

Creating positive learning environments is one of the desired outcomes of Governor 

Easley’s North Carolina working conditions survey as well as an important condition for 

avoiding burnout as voiced by other researchers (Ingersoll, 2001; Ingersoll & Smith 2003; 

Southeast Center for Teaching Quality, 2004). Administrators need to “commit the time and 

resources necessary to providing teachers with the environment, resources, and support they 

need” (Southeast Center for Teaching Quality, 2004, p. viii). This and other research 

encourages administrators to actively engage all school staff and parents in evaluating 

learning environments. Student input should also be considered. If all stakeholders were 
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actively involved in creating positive learning environments, they would feel more 

responsible for supporting the learning which occurs within those environments. 

Teachers and administrators must work together to develop teacher support systems 

within the schools, work to improve classroom climates, and reduce the numbers of students 

teachers work with daily in order to help teachers avoid burnout. They need to simply 

encourage teachers to stay in the profession, as their sense of competence and worth are 

increased with each additional year of teaching. Keeping good teachers in their classrooms is 

North Carolina’s goal. Reducing teacher burnout is one way to help meet that goal. 
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Appendix A 

Permission to use Tennessee School Climate Inventory 

 
 
 

Permission to Use Tennessee School Climate Inventory 
 

Ms. Gates: 
 
I have attached to this message a copy of our School Climate Inventory for 
your review. We make this instrument available to students without a fee 
so long as we are given proper credit for deve loping and owning the 
instrument. 
 
Thanks, 
 
Sam 
 
-- 
Samuel Hurst 
Assistant Director for Administration  
The University of Memphis 
The Center for Research in Educational Policy  
325 Browning Hall 
Memphis TN 38152 
 
Office: 901-678-2310 
Fax:   901-678-4257 
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Permission to use Social Provisions Scale 
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Appendix C 

Survey Cover Letter 

 
Dear Teaching Colleague: 
 
I am a graduate student at North Carolina State University, working on a doctorate in Adult 
and Higher Education. I work as a Center Fellow at the North Carolina Center for the 
Advancement of Teaching, providing staff development for the teachers in North Carolina. I 
have spent my entire working life with teachers and have the greatest respect for what you 
do!  I am completing a study of teacher working conditions and teacher’s attitudes about their 
teaching. I need your help and support in order to complete this study. 
 
This packet includes a survey for you to complete. It will take no more then 40 minutes of 
your time, yet the information you share with me may prove valuable in planning 
environments for current and future teachers. All information you share with me will be kept 
totally confidential, I alone will have access to the data. I will number the surveys for two 
reasons, first, I want to keep track of how many teachers respond to the survey, so I can 
compare non-responders with responders, and second, I plan to enter each teacher into a 
drawing for a jumbo sized Pawley’s Island type rope hammock, woven from white polyester 
rope by my husband, David Gates, owner of Bradley’s General Store in Dillsboro, NC. If you 
win the hammock, I will ship it to you by UPS at the conclusion of the study.  
 
You are under no obligation to complete this survey, although I urge you to! There is no 
penalty for not returning the survey, and you may stop at any time, if you feel uncomfortable 
with the questions. By returning the survey, you signify your participation in the study, 
although you can contact me at any time, and ask that you not be included in the study.  
 
Please answer all of the questions, turning the pages, and please note that the response scales 
change on different parts of the survey. If you have any additional comments you’d like to 
make, please feel free to add them, keeping in mind that your responses will be confidential. 
Once you have completed the survey, please place it in the stamped envelope and return it to 
me by September 27 or sooner. If you would like to hear the conclusions of my study, please 
enclose a note so I can get them to you.  
 
If you have questions, or if anything is unclear to you, please feel free to email me at 
gates@nccat.org or call me at 828.293.5202.x1103. Again, I appreciate the job you do and 
your willingness in helping me complete this study.  
 
Sincerely yours,  
 
 
Carrie Gates 
Graduate Student, NCSU 
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Appendix D 

 Educator’s Survey 
 

The first page of the survey is the Maslach Burnout Inventory, Educator’s Survey, (Maslach, 
Jackson, & Leiter, 1996), that, because of copyright, cannot be included in this document.  
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Educator’s Survey         page 2 
_________________________________________________________________________ 
Instructions: In answering the following questions, think about your current 
relationships with friends, family members, co-workers, community members, and so 
on. Please indicate to what extent each statement describes your current relationships 
with other people. Use the following scale to indicate your opinion. 
STRONGLY DISAGREE        DISAGREE      AGREE      STRONGLY AGREE 
      1         2      3         4   
________________________________________________________________________________________ 
 
So, for example, if you feel a statement is very true of your current relationships, you 
would respond with a 4 (strongly agree). If you feel a statement clearly does not 
describe your relationships, you would respond with a 1 (strongly disagree). 
_________________________________________________________________________________________ 
   
       Rating 
 1. ________  There are people I can depend on to help me if I really need it.                
  
 2. ________  There is no one I can turn to for guidance in times of stress.                  
  
 3. ________ Other people do not view me as competent.                                          
  
 4. ________  I do not think other people respect my skills and abilities.  
  
 5. ________  If something went wrong, no one would come to my assistance.              
  
 6. ________  There is someone I could talk to about important decisions in my life. 
  
 7. ________  I have relationships where my competence and skill are recognized. 
    
 8. ________  There is a trustworthy person I could turn to for advice if I were having problems. 
  
 9. ________ There is no one I can depend on for aid if I really need it. 
  
10. ________  There is no one I feel comfortable talking about problems with. 
  
11. ________  There are people who admire my talents and abilities. 
  
12. ________ There are people whom I can count on in an emergency. 
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Educator’s Survey                                                                                    page  3 
__________________________________________________________________________ 
Instructions: Indicate the extent to which you agree with each of the following items as 
they are currently reflected in your school. If you have no basis on which to respond, 
leave the item blank. Use the following scale to indicate your opinion. 
STRONGLY DISAGREE        DISAGREE     NEUTRAL      AGREE      STRONGLY AGREE 
               1                              2                 3                4                       5 
________________________________________________________________________________________ 
        Rating 
 1. ________ Faculty and staff feel that they make an important contribution to our school.  

 2. ________ The administration in my school communicate the belief that all students can learn.  

 3. ________ Varied learning environments are provided to accommodate diverse teaching and  

      learning styles. 
 4. ________ My school building is neat, bright, clean, and comfortable. 

 5. ________ Rules for student behavior are consistently enforced. 
 6. ________ School employees and students show respect for each other’s individual differences. 

 7. ________ My administration encourages teachers to be creative and try new methods.  

 8. ________ Student discipline is administered fairly and appropriately. 

 9. ________ Students misbehavior in my school does not interfere with the teaching process. 

10. ________ An atmosphere of trust exists among the administration, faculty, staff, students  

         and parents at my school. 
11. ________ Student tardiness or absence from my school is not a major problem. 

12. ________ My principal or administration provides useful feedback on teacher performance. 

13. ________ My administration does a good job of protecting instructional time. 

14. ________ Teachers in my school are proud of the school and its students. 

15. ________ My school is a safe place in which to work. 

16. ________ My principal is an effective instructional leader. 

17. __________ At my school, teachers, administrators, and parents assume joint responsibility  

           for student discipline. 
18. ________ The goals for my school are reviewed and updated regularly. 

19. ________ Student behavior is generally positive in my school. 

20. ________ The principal is highly visible throughout my school.  

21. ________ People in my school really care about each other. 
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Educator’s Survey        page 4 
__________________________________________________________________________ 
Please place an X in the blanks that best describes you. 
 
1. What is your gender? 

___ Female 
___ Male 

 
2. What is your current teaching position? 

___ Elementary school teacher 
___ Middle school teacher 
___ Secondary school teacher 
___ Other (counselor, librarian, school psychologist, school social worker, etc.) 

 
 
3. How many years have you been in the teaching profession?  __________ 
 
4. What is your age?  __________ 
 
5. What level of education have you attained? 

___ Bachelors 
___ Masters 
___ Educational Specialist 
___ Doctorate 

 
6. What is your ethnic background?   

___ African American 
___ Asian American 
___ Caucasian 
___ Hispanic 
___ Native American 
___ Other 
 

7. What percentage of students in your school are eligible for free lunch? ________ 
 
8. What percentage of students in your school are performing below grade level? _________ 
 
9. Have you ever attended a renewal seminar at NCCAT?  

___ Yes 
___  No  

 
10. How many children do you work with daily?  ______ 
 
11. What is the population of the county in which you teach?  _________ 
 
12. How many students are in your school? _________ 
 
13. How many different subjects (preparations) do you teach?  _________ 
 
14. Do you have a planning period every day?  ________ 
 
15. Do you have a duty-free lunch period? _________ 
 
16. What percentage of your work day do you spend on non-teaching duties? _________ 
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Appendix E 
Code Sheet for Survey 
 
Maslach Burnout Inventory 
Emotional Exhaustion = EE 
mas1, mas2, mas3, mas6, mas8, mas13, mas14, mas16, mas20 
Depersonalization = DP 
mas5, mas10, mas11, mas15, mas22 
Personal Accomplishment = PA 
mas4, mas7, mas9, mas12, mas17, mas18, mas19, mas21 
 
Social Support Instrument 
Guidance = Guidance 
sup1, sup2*, sup5, sup6, sup8, sup9*, 
Reliable Alliance = RelAllian 
sup7, sup11, sup12 
Reassurance of Worth = ResofWorth 
sup3*, sup4*, 
 
Tennessee School Climate Inventory 
Order 
clim4, clim5, clim8, clim15, 
Leadership 
clim2, clim7, clim12, clim16, clim18, clim20 
Environment = enviro 
clim6, clim14, clim17, clim19, clim21 
 
* These items are reverse scored.  
 
Gender 
0= female, 1 = male 
 
Tchpos = teaching position 
1 = elementary school, 2 = middle school, 3 = secondary school, 4 = other 
 
Yrsecp = how many years have you been in the teaching profession? 
Age 
Educ = level of education 
0 = bachelors, 1 = masters or above 
Ethnic 
1 = African American, 2 = Asian American, 3 = Caucasian, 4 = Hispanic,  

5 = Native American, 6 = Other 
Freelunch = percentage of students receiving free lunch 
Gradeleve = percentage of students performing below grade level 
NCCAT = ever attended an NCCAT seminar 
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0 = yes, 1 = no 
 
Nubchild = workload = number of children you work with daily 
Popcty = population of county in which you teach 
Studsch = number of students in your school 
Prep = number of different preparations you teach 
Panning = do you have a planning period every day 1 = yes, 2 = no 
Dutyfreelch = do you have a duty free lunch? Yes = 1, 2 = no 
Nontchper = percentage of time spend on non-teaching duties 
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Appendix F 
 

Pearson Chi-square Output of Respondent Versus Non-respondent Responses 
gender * id 
 Crosstab 
 

id 
  1.00 2.00 Total 

Count 266 17 283 1.00 
% within gender 94.0% 6.0% 100.0% 
Count 41 3 44 

gender 

2.00 
% within gender 93.2% 6.8% 100.0% 
Count 307 20 327 Total 
% within gender 93.9% 6.1% 100.0% 

 
 Chi-Square Tests 
 

  Value df 
Asymp. Sig. 

(2-sided) 
Exact Sig. 
(2-sided) 

Exact Sig. 
(1-sided) 

Pearson Chi-Square .044(b) 1 .835     
Continuity 
Correction(a) .000 1 1.000     

Likelihood Ratio .042 1 .837     
Fisher's Exact Test       .740 .521 
Linear-by-Linear 
Association .043 1 .835     

N of Valid Cases 327         
a  Computed only for a 2x2 table 
b  1 cells (25.0%) have expected count less than 5. The minimum expected count is 2.69. 
 

tchpos * id 
 Crosstab 
 

id 
  1.00 2.00 Total 

Count 171 10 181 1.00 
% within tchpos 94.5% 5.5% 100.0% 
Count 60 5 65 2.00 
% within tchpos 92.3% 7.7% 100.0% 
Count 53 4 57 3.00 
% within tchpos 93.0% 7.0% 100.0% 
Count 22 1 23 4.00 
% within tchpos 95.7% 4.3% 100.0% 
Count 1 0 1 

tchpos 

7.00 
% within tchpos 100.0% .0% 100.0% 
Count 307 20 327 Total 
% within tchpos 93.9% 6.1% 100.0% 
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 Chi-Square Tests 
 

  Value df 
Asymp. Sig. 

(2-sided) 
Pearson Chi-Square .662(a) 4 .956 
Likelihood Ratio .717 4 .949 
Linear-by-Linear 
Association .011 1 .916 

N of Valid Cases 
327     

 
    

a  5 cells (50.0%) have expected count less than 5. The minimum expected count is .06. 
 

educ * id 
 educ * id Crosstabulation 
 

id 
  1.00 2.00 Total 

Count 282 18 300 1.00 
% within educ 94.0% 6.0% 100.0% 
Count 25 2 27 

educ 

2.00 
% within educ 92.6% 7.4% 100.0% 
Count 307 20 327 Total 
% within educ 93.9% 6.1% 100.0% 

 
  Chi-Square Tests 
 

  Value df 
Asymp. Sig. 

(2-sided) 
Exact Sig. 
(2-sided) 

Exact Sig. 
(1-sided) 

Pearson Chi-Square .085(b) 1 .770     
Continuity 
Correction(a) .000 1 1.000     

Likelihood Ratio .081 1 .776     
Fisher's Exact Test       .675 .506 
Linear-by-Linear 
Association .085 1 .770     

N of Valid Cases 327         
a  Computed only for a 2x2 table 
b  1 cells (25.0%) have expected count less than 5. The minimum expected count is 1.65. 
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ethnic * id 
 Crosstab 
 

id 
  1.00 2.00 Total 

Count 28 2 30 1.00 
% within ethnic 93.3% 6.7% 100.0% 
Count 274 18 292 3.00 
% within ethnic 93.8% 6.2% 100.0% 
Count 1 0 1 4.00 
% within ethnic 100.0% .0% 100.0% 
Count 2 0 2 5.00 
% within ethnic 100.0% .0% 100.0% 
Count 2 0 2 

ethnic 

6.00 
% within ethnic 100.0% .0% 100.0% 
Count 307 20 327 Total 
% within ethnic 93.9% 6.1% 100.0% 

 
 Chi-Square Tests 
 

  Value df 
Asymp. Sig. 

(2-sided) 
Pearson Chi-Square .343(a) 4 .987 
Likelihood Ratio .648 4 .958 
Linear-by-Linear 
Association .125 1 .724 

N of Valid Cases 
327     

a  7 cells (70.0%) have expected count less than 5. The minimum expected count is .06. 
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Appendix G 

 
Histogram and P-Plot of Standardized Residuals of Emotional Exhaustion 
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Appendix H 
 

Histogram and P-Plot of Standardized Residuals of Depersonalization 
 
 
 

5.02.50.0-2.5

Regression Standardized Residual

60

50

40

30

20

10

0

Fr
eq

ue
nc

y

Mean =2.19E-16

Std. Dev. =0.982


N =302

Histogram

Dependent Variable: DP

 
 
 
 
 
 

1.00.80.60.40.20.0

Observed Cum Prob

1.0

0.8

0.6

0.4

0.2

0.0

Ex
pe

ct
ed

 C
um

 P
ro

b

Normal P-P Plot of Regression Standardized Residual

Dependent Variable: DP

 
 



 159 

 
 

 Appendix I 
 
Histogram and P-Plot of Standardized Residuals of Personal Accomplishment 
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Appendix J 
 

Correlation Output for Emotional Exhaustion 
                                                                                                 
   9  Variables:    mas1     mas2     mas3     mas6     mas8     mas13    mas14    mas16         
                    mas20                                                                        
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
  Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   
Label   
                                                                                                 
  mas1            307      3.43974      1.68774         1056            0      6.00000   mas1    
  mas2            307      3.79805      1.76150         1166            0      6.00000   mas2    
  mas3            307      2.79153      1.75888    857.00000            0      6.00000   mas3    
  mas6            307      1.28013      1.44384    393.00000            0      6.00000   mas6    
  mas8            307      2.23127      1.64156    685.00000            0      6.00000   mas8    
  mas13           307      2.89577      1.70415    889.00000            0      6.00000   
mas13   
  mas14           307      3.31922      1.95096         1019            0      6.00000   
mas14   
  mas16           307      0.93485      1.25075    287.00000            0      6.00000   
mas16   
  mas20           307      1.42997      1.48108    439.00000            0      6.00000   
mas20   
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.901304                                   
                                  Standardized        0.899772                                   
                                                                                                 
                                                                                                 
                       Cronbach Coefficient Alpha with Deleted Variable                          
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ         
       mas1            0.731166        0.885525        0.717137        0.884720    mas1          
       mas2            0.705547        0.887564        0.689501        0.886851    mas2          
       mas3            0.758000        0.883238        0.752534        0.881966    mas3          
       mas6            0.509495        0.901160        0.525492        0.899159    mas6          
       mas8            0.764422        0.883069        0.768562        0.880710    mas8          
       mas13           0.743017        0.884551        0.733682        0.883436    mas13         
       mas14           0.679146        0.890650        0.668255        0.888478    mas14         
       mas16           0.457855        0.903824        0.472184        0.903035    mas16         
       mas20           0.677403        0.890094        0.681249        0.887484    mas20         
                                         The SAS System   12:10 Wednesday, February 28, 2007  
41 
                                                                                                 
                                       The CORR Procedure                                        
                                                                                                 
                          Pearson Correlation Coefficients, N = 307                              
                                  Prob > |r| under H0: Rho=0                                     
                                                                                                 
           mas1      mas2      mas3      mas6      mas8     mas13     mas14     mas16     
mas20  
                                                                                                 
mas1    1.00000   0.74887   0.64417   0.34892   0.55885   0.62387   0.58150   0.27679   
0.48497  
mas1               <.0001    <.0001    <.0001    <.0001    <.0001    <.0001    <.0001    
<.0001  
                                                                                                 
mas2    0.74887   1.00000   0.68674   0.33327   0.54286   0.55689   0.58747   0.22392   
0.44049  
mas2     <.0001              <.0001    <.0001    <.0001    <.0001    <.0001    <.0001    
<.0001  
                                                                                                 
mas3    0.64417   0.68674   1.00000   0.46060   0.67322   0.59674   0.53182   0.32656   
0.53506  
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mas3     <.0001    <.0001              <.0001    <.0001    <.0001    <.0001    <.0001    
<.0001  
                                                                                                 
mas6    0.34892   0.33327   0.46060   1.00000   0.47584   0.32668   0.30807   0.58017   
0.38514  
mas6     <.0001    <.0001    <.0001              <.0001    <.0001    <.0001    <.0001    
<.0001  
                                                                                                 
mas8    0.55885   0.54286   0.67322   0.47584   1.00000   0.60209   0.55953   0.45780   
0.66867  
mas8     <.0001    <.0001    <.0001    <.0001              <.0001    <.0001    <.0001    
<.0001  
                                                                                                 
mas13   0.62387   0.55689   0.59674   0.32668   0.60209   1.00000   0.69023   0.35864   
0.60046  
mas13    <.0001    <.0001    <.0001    <.0001    <.0001              <.0001    <.0001    
<.0001  
                                                                                                 
mas14   0.58150   0.58747   0.53182   0.30807   0.55953   0.69023   1.00000   0.23890   
0.50878  
mas14    <.0001    <.0001    <.0001    <.0001    <.0001    <.0001              <.0001    
<.0001  
                                                                                                 
mas16   0.27679   0.22392   0.32656   0.58017   0.45780   0.35864   0.23890   1.00000   
0.45267  
mas16    <.0001    <.0001    <.0001    <.0001    <.0001    <.0001    <.0001              
<.0001  
                                                                                                 
mas20   0.48497   0.44049   0.53506   0.38514   0.66867   0.60046   0.50878   0.45267   
1.00000  

mas20    <.0001    <.0001    <.0001    <.0001    <.0001    <.0001    <.0001    <.0001 
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 Appendix K 
 
Regression Output for Emotional Exhaustion (SAS) 
 
 
Regression Procedure for Dependent Variable: Emotional Exhaustion 
 
                             Number of Observations Read         307  
                             Number of Observations Used         307  
 
 
                                       Analysis of Variance  
 
                                              Sum of           Mean 
          Source                   DF        Squares         Square    F 
Value    Pr > F 
 
          Model                    16     7774.33770      485.89611       
4.76    <.0001 
          Error                   290          29610      102.10415 
          Corrected Total         306          37385  
 
 
                       Root MSE             10.10466    R -Square     
0.2080 
                       Dependent Mean       22.12052    Adj R -Sq     
0.1643 
                       Coeff Var            45.68003 
 
 
                                       Parameter Estimates  
 
                                     Parameter      Standard                       
Standardized 
  Variable         DF      Estimate         Error   t Value   Pr > |t|       
Estimate 
 
  Intercept        1      69.81740       6.85111     10.19     <.0001              
0 
  leadership       1      -0.17939       0.17926     -1.00     0.3178       
-0.07468 
  environmen       1      -0.34144       0.40450     -0.84     0.3993       
-0.06552 
  order            1      -0.46597       0.35442     -1.31     0.1896       
-0.09725 
  guidance         1      -0.56435       0.28865     -1.96     0.0515       
-0.12969 
  ReAllian         1      -0.50766       0.48976     -1.04     0.3008       
-0.06583 
  Resof Worth      1      -1.70862       0.58273     -2.93     0.0036       
-0.17838 
  gender           1      -2.78487       1.84057     -1.51     0.1314       
-0.08585 
  tchpos           1      -0.30762       0.64531     -0.48     0.6339       
-0.02903 
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  age              1      -0.13661       0.08249     -1.66     0.0988       
-0.12646 
  educ             1      -0.30373       0.91772     -0.33     0.7409       
-0.01838 
  ethnic           1      -0.94723       0.90126     -1.05     0.2941       
-0.05637 
  numstudents      1       0.00652       0.01301      0.50     0.6167        
0.02862 
  prep             1       0.19592       0.26024      0.75     0.4521        
0.04529 
  planning         1       2.37300       1.39097      1.71     0.0891        
0.09439 
  dutyfreelch      1       1.89894       1.18211      1.61     0.1093        
0.08712 
  yrsexp           1       0.14906       0.09575      1.56     0.1206        
0.12029 
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Appendix L 
 

Correlation Output for Depersonalization 
                                                                                                 
                  5  Variables:    mas5     mas10    mas11    mas15    mas22                     
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
  Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   
Label   
                                                                                                 
  mas5            307      0.75570      1.18911    232.00000            0      6.00000   mas5    
  mas10           307      0.93811      1.33066    288.00000            0      6.00000   
mas10   
  mas11           307      0.92834      1.42850    285.00000            0      6.00000   
mas11   
  mas15           307      0.27362      0.76058     84.00000            0      5.00000   
mas15   
  mas22           307      1.43322      1.66016    440.00000            0      6.00000   
mas22   
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.624896                                   
                                  Standardized        0.639688                                   
                                                                                                 
                                                                                                 
                       Cronbach Coefficient Alpha with Deleted Variable                          
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ         
       mas5            0.281454        0.615064        0.315272        0.623398    mas5          
       mas10           0.516962        0.496753        0.481268        0.542213    mas10         
       mas11           0.474395        0.517354        0.463295        0.551403    mas11         
       mas15           0.353688        0.598925        0.359165        0.602725    mas15         
       mas22           0.339005        0.608902        0.349214        0.607461    mas22         
                                                                                                 
                                                                                                 
                          Pearson Correlation Coefficients, N = 307                              
                                  Prob > |r| under H0: Rho=0                                     
                                                                                                 
                         mas5         mas10         mas11         mas15         mas22            
                                                                                                 
          mas5        1.00000       0.18249       0.13972       0.35238       0.18953            
          mas5                       0.0013        0.0143        <.0001        0.0008            
                                                                                                 
          mas10       0.18249       1.00000       0.63893       0.15563       0.27253            
          mas10        0.0013                      <.0001        0.0063        <.0001            
                                                                                                 
          mas11       0.13972       0.63893       1.00000       0.20459       0.22672            
          mas11        0.0143        <.0001                      0.0003        <.0001            
                                         The SAS System   12:10 Wednesday, February 28, 2007  
43 
                                                                                                 
                                       The CORR Procedure                                        
                                                                                                 
                          Pearson Correlation Coefficients, N = 307                              
                                  Prob > |r| under H0: Rho=0                                     
                                                                                                 
                         mas5         mas10         mas11         mas15         mas22            
                                                                                                 
          mas15       0.35238       0.15563       0.20459       1.00000       0.25780            
          mas15        <.0001        0.0063        0.0003                      <.0001            
                                                                                                 
          mas22       0.18953       0.27253       0.22672       0.25780       1.00000            
          mas22        0.0008        <.0001        <.0001        <.0001   
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Appendix M 
 

Regression Output for Depersonalization (SAS) 
 
The Regression Procedure for Dependent Variable: Depersonalization  
 
                             Number of Observations Read         307  
                             Number of Obser vations Used         307 
 
 
                                       Analysis of Variance  
 
                                              Sum of           Mean  
          Source                   DF        Squares         Square    F 
Value    Pr > F 
 
          Model                    16     1178.88971       73.68061       
5.26    <.0001 
          Error                   290     4058.88228       13.99615  
          Corrected Total         306     5237.77199  
 
 
                       Root MSE              3.74114    R-Square     
0.2251 
                       Dependent Mean        4.32899    Adj R -Sq     
0.1823 
                       Coeff Var            86.42067  
 
 
                                       Parameter Estimates  
 
                                     Parame ter      Standard                        
Standardized 
  Variable        DF      Estimate         Error   t Value   Pr > |t|       
Estimate 
 
  Intercept       1      17.94177       2.53655      7.07     <.0001              
0 
  leadership      1      -0.14640       0.06637      2.21     0.0282        
-0.16283 
  environment     1      -0.26404       0.14976     -1.76     0.0789       
-0.13535 
  order           1      -0.34577       0.13122     -2.64     0.0089       
-0.19278 
  guidance        1      -0.21246       0.10687     -1.99     0.0477       
-0.13044 
  RelAllian       1      -0.19757       0.18133     -1.09     0.2768       
-0.06844 
  Resof Worth     1      -0.52890       0.21575     -2.45     0.0148       
-0.14752 
  gender          1       0.78058       0.68145      1.15     0.2530        
0.06428 
  tchpos          1       0.23762       0.23892      0.99     0.3208        
0.05991 
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  age             1      -0.06062       0.03054     -1.98     0.0481       
-0.14992 
  educ            1       0.07748       0.33978      0.23     0.8198        
0.01253 
  ethnic          1       0.14259       0.33368      0.43     0.6695        
0.02267 
  numstudents     1       0.01142       0.00482      2.37     0.0184        
0.13400 
  prep            1       0.05184       0.09635       0.54     0.5910        
0.03201 
  planning        1      -0.32678       0.51499     -0.63     0.5262       
-0.03473 
  dutyfreelch     1       1.65549       0.43766      3.78     0.0002        
0.20291 
  yrsexp          1      -0.07972       0.03545      2.25     0.0253        
-0.17187 
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Appendix N  
 

Correlation Output for Personal Accomplishment 
                                                                                                 
     8  Variables:    mas4     mas7     mas9     mas12    mas17    mas18    mas19    mas21       
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
  Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   
Label   
                                                                                                 
  mas4            307      5.19544      1.21305         1595            0      6.00000   mas4    
  mas7            307      5.33225      0.93604         1637            0      6.00000   mas7    
  mas9            307      5.36808      1.00880         1648            0      6.00000   mas9    
  mas12           307      4.59283      1.23419         1410            0      6.00000   
mas12   
  mas17           307      5.37459      0.97337         1650            0      6.00000   
mas17   
  mas18           307      4.98046      1.10832         1529            0      6.00000   
mas18   
  mas19           307      5.12052      1.13837         1572            0      6.00000   
mas19   
  mas21           307      4.82410      1.31171         1481            0      6.00000   
mas21   
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.737414                                   
                                  Standardized        0.744429                                   
                                                                                                 
                                                                                                 
                       Cronbach Coefficient Alpha with Deleted Variable                          
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ         
       mas4            0.287767        0.740265        0.292286        0.745145    mas4          
       mas7            0.436084        0.711164        0.435204        0.718709    mas7          
       mas9            0.505078        0.697935        0.502716        0.705676    mas9          
       mas12           0.513614        0.692884        0.511839        0.703888    mas12         
       mas17           0.386379        0.718930        0.392505        0.726769    mas17         
       mas18           0.497651        0.697472        0.504368        0.705353    mas18         
       mas19           0.552355        0.685805        0.557790        0.694779    mas19         
       mas21           0.320661        0.736768        0.320612        0.740028    mas21         
                                         The SAS System   12:10 Wednesday, February 28, 2007  
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                                       The CORR Procedure                                        
                                                                                                 
                          Pearson Correlation Coefficients, N = 307                              
                                  Prob > |r| under H0: Rho=0                                     
                                                                                                 
             mas4       mas7       mas9      mas12      mas17      mas18      mas19      
mas21   
                                                                                                 
 mas4     1.00000    0.33692    0.16535    0.16247    0.13984    0.12439    0.16748    
0.19009   
 mas4                 <.0001     0.0037     0.0043     0.0142     0.0293     0.0032     
0.0008   
                                                                                                 
 mas7     0.33692    1.00000    0.25422    0.12031    0.27185    0.23623    0.34873    
0.28996   
 mas7      <.0001                <.0001     0.0351     <.0001     <.0001     <.0001     
<.0001   
                                                                                                 
 mas9     0.16535    0.25422    1.00000    0.46461    0.24518    0.29874    0.49055    
0.19727   
 mas9      0.0037     <.0001                <.0001     <.0001     <.0001     <.0001     
0.0005   
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 mas12    0.16247    0.12031    0.46461    1.00000    0.28787    0.45765    0.40488    
0.25236   
 mas12     0.0043     0.0351     <.0001                <.0001     <.0001     <.0001     
<.0001   
                                                                                                 
 mas17    0.13984    0.27185    0.24518    0.28787    1.00000    0.41576    0.20981    
0.12088   
 mas17     0.0142     <.0001     <.0001     <.0001                <.0001     0.0002     
0.0342   
                                                                                                 
 mas18    0.12439    0.23623    0.29874    0.45765    0.41576    1.00000    0.46811    
0.12126   
 mas18     0.0293     <.0001     <.0001     <.0001     <.0001                <.0001     
0.0337   
                                                                                                 
 mas19    0.16748    0.34873    0.49055    0.40488    0.20981    0.46811    1.00000    
0.23091   
 mas19     0.0032     <.0001     <.0001     <.0001     0.0002     <.0001                
<.0001   
                                                                                                 
 mas21    0.19009    0.28996    0.19727    0.25236    0.12088    0.12126    0.23091    
1.00000   
 mas21     0.0008     <.0001     0.0005     <.0001     0.0342     0.0337     <.0001  
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Appendix O 
 

Regression Output for Personal Accomplishment (SAS) 
                                 
The Regression Procedure for Dependent Variable: Personal Accomplishment  
 
                             Number of Observations Read         307  
                             Number of Observations Used         307  
 
 
                                       Analysis of Variance  
 
                                              Sum of           Mean  
          Source                   DF        Squares         Square    F 
Value    Pr > F 
 
          Model                    16     2018.73606      126.17100       
5.48    <.0001 
          Error                   290     6676.50173       23.02242  
          Corrected Total         306     8695.23779  
 
 
                       Root MSE              4.79817    R-Square     
0.2322 
                       Dependent Mean       40.78827    Adj R -Sq     
0.1898 
                       Coeff Var            11.76360  
 
 
                                       Parameter Estimates  
 
                                     Parameter      Standard                        
Standardized 
  Variable      DF      Estimate         Error   t Value   Pr > |t|       
Estimate 
 
  Intercept      1      18.84537       3.25323      5.79     <.0001              
0 
  leadership     1       0.03802       0.08512      0.45     0.6554        
0.03282 
  environment    1       0.38503       0.19207      2.00     0.0459        
0.15319 
  order          1      -0.06183       0.16830     -0.37     0.7136       
-0.02676 
  guidance       1       0.43182       0.13706      3.15     0.0018        
0.20576 
  RelAllian      1       0.34461       0.23256      1.48     0.1395        
0.09265 
  Resof Worth    1       0.45787       0.27671      1.65     0.0991        
0.09911 
  gender         1       0.79397       0.87399      0.91     0.3644        
0.05075 
  tchpos         1      -0.83392       0.30642     -2.72     0.0069       
-0.16318 
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  age            1       0.04369       0.03917      1.12     0.2656        
0.08386 
  educ           1      -0.28987       0.43578     -0.67     0.5065       
-0.03638 
  ethnic         1       0.14029       0.42796      0.33     0.7433        
0.01731 
  numstudents    1       0.00142       0.00618      0.23     0.8190        
0.01288 
  prep           1       0.14631       0.12357      1.18     0.2374        
0.07013 
  planning       1      -0.15053       0.66050     -0.23     0.8199       
-0.01242 
  dutyfreelch    1      -0.40545       0.56132     -0.72     0.4707       
-0.03857 
  yrsexp         1       0.08407       0.04547     -1.85     0.0655         
0.14066 
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Appendix P 
 

Correlation Output for Guidance 
                                                                                                 
              6  Variables:    sup1     sup2     sup5     sup6     sup8     sup9                 
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
  Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   
Label   
                                                                                                 
  sup1            307      3.72964      0.57893         1145      1.00000      4.00000   sup1    
  sup2            307      3.70358      0.64176         1137      1.00000      4.00000   sup2    
  sup5            307      3.63192      0.63505         1115      1.00000      4.00000   sup5    
  sup6            307      3.67752      0.64947         1129      1.00000      4.00000   sup6    
  sup8            307      3.77524      0.50323         1159      1.00000      4.00000   sup8    
  sup9            307      3.76547      0.56335         1156      1.00000      4.00000   sup9    
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.801484                                   
                                  Standardized        0.806958                                   
                                                                                                 
                                                                                                 
                       Cronbach Coefficient Alpha with Deleted Variable                          
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ         
       sup1            0.688572        0.740823        0.693267        0.747193    sup1          
       sup2            0.577273        0.766319        0.577977        0.773991    sup2          
       sup5            0.501415        0.784636        0.504463        0.790379    sup5          
       sup6            0.449876        0.797691        0.456339        0.800819    sup6          
       sup8            0.597449        0.765185        0.598207        0.769387    sup8          
       sup9            0.568261        0.768699        0.567162        0.776436    sup9          
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                                       The CORR Procedure                                        
                                                                                                 
                           Pearson Correlation Coefficients, N = 307                             
                                   Prob > |r| under H0: Rho=0                                    
                                                                                                 
                  sup1          sup2          sup5          sup6          sup8          sup9     
                                                                                                 
    sup1       1.00000       0.58402       0.43954       0.35839       0.57595       0.48631     
    sup1                      <.0001        <.0001        <.0001        <.0001        <.0001     
                                                                                                 
    sup2       0.58402       1.00000       0.36489       0.31876       0.35971       0.46695     
    sup2        <.0001                      <.0001        <.0001        <.0001        <.0001     
                                                                                                 
    sup5       0.43954       0.36489       1.00000       0.26591       0.37429       0.41561     
    sup5        <.0001        <.0001                      <.0001        <.0001        <.0001     
                                                                                                 
    sup6       0.35839       0.31876       0.26591       1.00000       0.45744       0.30173     
    sup6        <.0001        <.0001        <.0001                      <.0001        <.0001     
                                                                                                 
    sup8       0.57595       0.35971       0.37429       0.45744       1.00000       0.38983     
    sup8        <.0001        <.0001        <.0001        <.0001                      <.0001     
                                                                                                 
    sup9       0.48631       0.46695       0.41561       0.30173       0.38983       1.00000     
    sup9        <.0001        <.0001        <.0001        <.0001        <.0001 
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Appendix Q 
 

Correlation Output for Reliable Alliance 
                   
                                                                                                 
                           3  Variables:    sup7     sup11    sup12                              
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
  Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   
Label   
                                                                                                 
  sup7            307      3.61238      0.60194         1109      1.00000      4.00000   sup7    
  sup11           307      3.50814      0.56224         1077      1.00000      4.00000   
sup11   
  sup12           307      3.71336      0.59071         1140      1.00000      4.00000   
sup12   
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.749728                                   
                                  Standardized        0.749644                                   
                                                                                                 
                                                                                                 
                       Cronbach Coefficient Alpha with Deleted Variable                          
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ         
       sup7            0.638929        0.591360        0.639755        0.591868    sup7          
       sup11           0.566839        0.678624        0.566067        0.678704    sup11         
       sup12           0.529704        0.720638        0.527990        0.721710    sup12         
                                                                                                 
                                                                                                 
                          Pearson Correlation Coefficients, N = 307                              
                                  Prob > |r| under H0: Rho=0                                     
                                                                                                 
                                       sup7         sup11         sup12                          
                                                                                                 
                        sup7        1.00000       0.56459       0.51367                          
                        sup7                       <.0001        <.0001                          
                                                                                                 
                        sup11       0.56459       1.00000       0.42032                          
                        sup11        <.0001                      <.0001                          
                                                                                                 
                        sup12       0.51367       0.42032       1.00000                          
                        sup12        <.0001        <.0001                                        
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Appendix R 
 

Correlation Output for Reassurance of Worth 
                                       
 
                                 2  Variables:    sup3     sup4 
 
 
                                        Simple Statistics 
 
   Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   
Label 
 
   sup3            307      3.63844      0.60733         1117      1.00000      4.00000   
sup3 
   sup4            307      3.46906      0.72413         1065      1.00000      4.00000   
sup4 
 
 
                                    Cronbach Coefficient Alpha 
 
                                   Variables              Alpha 
                                   ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ 
                                   Raw                 0.658384 
                                   Standardized        0.665200 
 
 
                        Cronbach Coefficient Alpha with Deleted Variable 
 
                            Raw Variables              Standardized Variables 
 
        Deleted      Correlation                     Correlation 
        Variable      with Total           Alpha      with Total           Alpha    Label 
        ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ 
        sup3            0.498352         .              0.498352         .          sup3 
        sup4            0.498352         .              0.498352         .          sup4 
 
 
                            Pearson Correlation Coefficients, N = 307 
                                    Prob > |r| under H0: Rho=0 
 
                                               sup3          sup4 
 
                                 sup3       1.00000       0.49835 
                                 sup3                      <.0001 
 
                                 sup4       0.49835       1.00000 
                                 sup4        <.0001                                 
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Appendix S 

 

Correlation Output for Leadership             
                                                                                                 
               
6  Variables:    clim2    clim7    clim12   clim16   clim18   clim20               
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
 Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   Label    
                                                                                                 
 clim2           307      4.43648      0.77018         1362      1.00000      5.00000   clim2    
 clim7           307      4.00977      0.95138         1231      1.00000      5.00000   clim7    
 clim12          307      3.79153      1.00107         1164      1.00000      5.00000   
clim12   
 clim16          307      3.88925      1.15786         1194      1.00000      5.00000   
clim16   
 clim18          307      4.16287      0.83989         1278      1.00000      5.00000   
clim18   
 clim20          307      3.97068      1.13865         1219      1.00000      5.00000   
clim20   
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.868852                                   
                                  Standardized        0.870027                                   
                                                                                                 
                                                                                                 
                        Cronbach Coefficient Alpha with Deleted Variable                         
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ        
       clim2           0.627907        0.855526        0.629859        0.854704    clim2         
       clim7           0.657447        0.848283        0.652566        0.850788    clim7         
       clim12          0.691550        0.842191        0.688119        0.844586    clim12        
       clim16          0.774609        0.826621        0.762675        0.831288    clim16        
       clim18          0.568698        0.862633        0.577246        0.863638    clim18        
       clim20          0.714406        0.838996        0.706604        0.841326    clim20        
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                                       The CORR Procedure                                        
                                                                                                 
                           Pearson Correlation Coefficients, N = 307                             
                                   Prob > |r| under H0: Rho=0                                    
                                                                                                 
                  clim2         clim7        clim12        clim16        clim18        clim20    
                                                                                                 
   clim2        1.00000       0.46692       0.48716       0.54178       0.49093       0.51771    
   clim2                       <.0001        <.0001        <.0001        <.0001        <.0001    
                                                                                                 
   clim7        0.46692       1.00000       0.49625       0.64475       0.45197       0.52215    
   clim7         <.0001                      <.0001        <.0001        <.0001        <.0001    
                                                                                                 
   clim12       0.48716       0.49625       1.00000       0.65103       0.51081       0.55655    
   clim12        <.0001        <.0001                      <.0001        <.0001        <.0001    
                                                                                                 
   clim16       0.54178       0.64475       0.65103       1.00000       0.40506       0.70397    
   clim16        <.0001        <.0001        <.0001                      <.0001        <.0001    
                                                                                                 
   clim18       0.49093       0.45197       0.51081       0.40506       1.00000       0.46291    
   clim18        <.0001        <.0001        <.0001        <.0001                      <.0001    
                                                                                                 
   clim20       0.51771       0.52215       0.55655       0.70397       0.46291       1.00000    
   clim20        <.0001        <.0001        <.0001        <.0001        <.0001 
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Appendix T 
 

Correlation Output for Environment            
                                          
                                                                                                 
                           3  Variables:    clim6    clim14   clim21                             
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
 Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   Label    
                                                                                                 
 clim6           307      3.81759      0.85134         1172      1.00000      5.00000   clim6    
 clim14          307      4.21824      0.82916         1295      1.00000      5.00000   
clim14   
 clim21          307      4.00651      0.88927         1230      1.00000      5.00000   
clim21   
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.765338                                   
                                  Standardized        0.766051                                   
                                                                                                 
                                                                                                 
                        Cronbach Coefficient Alpha with Deleted Variable                         
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ        
       clim6           0.564441        0.721215        0.565304        0.722344    clim6         
       clim14          0.630959        0.648883        0.630431        0.649299    clim14        
       clim21          0.599404        0.683646        0.600061        0.683803    clim21        
                                                                                                 
                                                                                                 
                           Pearson Correlation Coefficients, N = 307                             
                                   Prob > |r| under H0: Rho=0                                    
                                                                                                 
                                       clim6        clim14        clim21                         
                                                                                                 
                        clim6        1.00000       0.51953       0.48071                         
                        clim6                       <.0001        <.0001                         
                                                                                                 
                        clim14       0.51953       1.00000       0.56537                         
                        clim14        <.0001                      <.0001                         
                                                                                                 
                        clim21       0.48071       0.56537       1.00000                         
                        clim21        <.0001        <.0001   
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Appendix U 
 

Correlation Output for Order             
                                     
                                                                                                 
                           3  Variables:    clim5    clim8    clim15                             
                                                                                                 
                                                                                                 
                                       Simple Statistics                                         
                                                                                                 
 Variable          N         Mean      Std Dev          Sum      Minimum      Maximum   Label    
                                                                                                 
 clim5           307      3.80456      1.01343         1168      1.00000      5.00000   clim5    
 clim8           307      3.69707      1.03663         1135      1.00000      5.00000   clim8    
 clim15          307      4.44951      0.65671         1366      2.00000      5.00000   
clim15   
                                                                                                 
                                                                                                 
                                   Cronbach Coefficient Alpha                                    
                                                                                                 
                                  Variables              Alpha                                   
                                  ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ                                   
                                  Raw                 0.785988                                   
                                  Standardized        0.787224                                   
                                                                                                 
                                                                                                 
                        Cronbach Coefficient Alpha with Deleted Variable                         
                                                                                                 
                           Raw Variables              Standardized Variables                     
                                                                                                 
       Deleted      Correlation                     Correlation                                  
       Variable      with Total           Alpha      with Total           Alpha    Label         
       ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ        
       clim5           0.743953        0.569857        0.716340        0.611790    clim5         
       clim8           0.718438        0.605894        0.687049        0.645134    clim8         
       clim15          0.491298        0.850321        0.491518        0.850447    clim15        
                                                                                                 
                                                                                                 
                           Pearson Correlation Coefficients, N = 307                             
                                   Prob > |r| under H0: Rho=0                                    
                                                                                                 
                                       clim5         clim8        clim15                         
                                                                                                 
                        clim5        1.00000       0.73981       0.47616                         
                        clim5                       <.0001        <.0001                         
                                                                                                 
                        clim8        0.73981       1.00000       0.44070                         
                        clim8         <.0001                      <.0001                         
                                                                                                 
                        clim15       0.47616       0.44070       1.00000                         
                        clim15        <.0001        <.0001  
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