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ABSTRACT 

 The purpose of this study was to investigate the 

relationship between the perceived leadership style of the 

principal and late career teacher job satisfaction.  In 

addition, the impact of demographic variables including 

age, race, and gender were explored.  The participants 

consisted of 70 late career K-6 teachers in 17 elementary 

schools across three school districts in Southern Arizona.  

The participants completed two survey instruments.  

Interview data was also collected. 

 Pearson product-moment correlation tests were used to 

analyze the relationship between nine leadership variables 

describing transformational, transactional, and laissez-

faire leadership, and intrinsic and extrinsic satisfaction 

variables.  Correlation tests were also used to examine the 

relationship between leadership variables and demographic 

variables.  Multiple regression analyses were used to 

analyze the intercorrelations between leadership and 

demographic variables and extrinsic and intrinsic 

satisfaction. 

 The examination of the relationship between leadership 

variables and intrinsic and extrinsic variables produced 

several significant findings.  The relationship between 
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leadership variables and demographic variables also 

produced several significant findings.   

 The multiple regression analyses identified a 

significant relationship between the perception of 

Idealized Influence and extrinsic satisfaction.  A 

significant relationship was also found between Contingent 

Reward and intrinsic satisfaction.  Qualitative data from 

individual teacher interviews supported these findings. 

 The overall findings from this study suggest that late 

career teachers’ perceptions of their principals’ 

leadership styles impact intrinsic and extrinsic 

satisfaction.  More specifically, some transformational and 

transactional variables had a positive impact on job 

satisfaction. These findings suggest that a balance of 

transactional and transformational leadership styles may be 

most effective for school leaders wishing to improve the 

satisfaction of late career teachers.  

A model was developed to describe the findings of the 

study.  The Leadership-Satisfaction model provides an 

additional perspective on the relationship between 

perceived leadership and satisfaction by illustrating that 

perceived leadership impacts extrinsic and intrinsic 

factors which affect the overall picture of satisfaction.
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CHAPTER 1 

INTRODUCTION 

With the shortage of qualified teachers in the United 

States, it has become increasingly necessary for school 

districts to promote the retention of veteran teachers.  

Although significant attention is paid to the recruitment 

and support of teachers new to the field of education, the 

specialized needs of veteran teachers are often overlooked.  

Given that 40 to 50% of new teachers leave the profession 

within a few years, school districts must recognize that 

recruitment alone is not a solution to the teacher shortage 

(Ingersoll & Smith, 2003).   

Ingersoll and Smith (2003) addressed the issue of 

leaders within school districts who focused a majority of 

their efforts on teacher recruitment by comparing this 

practice to filling a bucket with water.  They wrote, “The 

image that comes to mind is that of a bucket rapidly losing 

water because of holes in the bottom.  Pouring more water 

into the bucket will not do any good if we do not patch the 

holes first” (p. 33).  In order to “patch the holes,” 

school districts must focus their efforts on retaining the 

qualified, seasoned teachers they employ. 
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Statement of the Problem 

 In the United States, there is a growing population of 

teaching professionals who have spent decades as educators.  

In 1999, there were 3,450,000 teachers working in American 

public and private schools; 36%, or 1,242,000 of these 

teachers had 19 or more years of teaching experience.  With 

late career teachers comprising over one-third of the 

teaching force, school leaders must focus on the retention 

and satisfaction of these veteran teachers by acknowledging 

and addressing the unique challenges they face (U.S. 

Department of Education, 2005).   

One contributing factor to the specialized needs of 

late career teachers is age.  In 1999, the average age of 

all teachers in the United States was 42.  The median age 

was 44 (U.S. Department of Education, 2005).  With much of 

the teaching force approaching middle-age, it is imperative 

that school leaders encourage continued focus and 

dedication in those they lead.  This may be difficult, 

however, because teachers who are toward the end of their 

careers are prone to “de-motivation,” partly because the 

priorities of these individuals are different than when 

they were younger (Krupp, 1987).  Krupp stated, 

 



 14 

Adults in the second half of life perceive education  

 differently than they did in their youth.  They have  

confronted the illusion of their dreams, have faced 

the dualities of individualization, and have 

experienced the challenge of career and family issues. 

(p. 29) 

 

To promote the retention of these teachers, school leaders 

must demonstrate (1) concern for the health and well being 

of teachers, (2) an expressed appreciation for the 

competencies of teachers, and (3) individualized attention 

(Mathis, 1987). 

Another difficulty faced by late career teachers is 

the perception that teaching is an isolating and draining 

profession.  In traditional public school models, there is 

a lack of support for adults in schools.  Schools exist to 

nurture children, yet there is very little attention paid 

to the developmental needs of the adults who work within 

those schools.  For schools to be true learning 

communities, they must also incorporate knowledge of adult 

development.  This goes beyond the notion of designing and 

offering professional development meant to reinforce good 

teaching practices.  Rather, schools must incorporate and 

provide opportunities to address the unique needs of aging 

adults, relieve feelings of isolation, and revitalize weary 

staff members (Levine, 1987).  
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Another challenge late career teachers face has come 

with federal education legislation in the form of President 

George W. Bush’s No Child Left Behind (NCLB) Act of 2001.  

For over a century, the public education system in the 

United States functioned in a fairly predictable, 

standardized, and familiar way.  Steel and Craig (2006) 

referred to education in the past 100 years as having 

“conformed to an industrial production model” (p. 676).  In 

a discussion of “efficiency” (p. 676), they examined the 

philosophical influences of the Industrial Age on public 

education.  To illustrate this point, they compared Henry 

Ford’s use of the assembly line to American public schools’ 

production of “educated citizens” (p. 676).  Of the past 

century of American education, Steel and Craig stated,  

As a society, we came to believe that students could 

be placed on a metaphorical conveyor belt at the start 

of their school years, and provided the machine was 

properly constructed, would step off at the end with 

all the necessary skills and knowledge to enter 

adulthood. (pp. 676-677)  

   

Education in America in the past decade has changed 

dramatically, and the federal government has determined 

that the metaphorical conveyor belt is no longer effective.  

In the current age of heightened accountability, this 

industrial production model has proven insufficient.  In 
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light of NCLB, educators are slowly coming to the 

realization that they cannot continue to define education 

as it has been defined for the past century.  This is 

especially difficult for late career teachers who, working 

within the industrial model, have achieved mastery in their 

work. 

 NCLB (2001) “aims to have all groups of students move 

steadily towards a high level of achievement and promises 

to hold all schools responsible for providing all children 

a good education” (Sunderman, Tracey, Kim, & Orfield, 2004, 

p. 6).  Although this seemed an honorable goal, NCLB 

assumed that if teachers were held accountable for test 

score gains and if sanctions were imposed on both teachers 

and their schools, they would be motivated to better 

performance.  This has brought substantial criticism 

because according to NCLB, better teacher performance is 

solely determined by test scores in two subjects (reading 

and mathematics).  According to federal guidelines, nothing 

else counts as a measure of teacher success.   

Late career teachers know that test scores alone do 

not determine the success of either themselves or their 

students.  In turn, these teachers feel that their efforts 

to positively impact the lives of children are undervalued 
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by NCLB (2001). This has led to an increase of frustration 

and a decrease in the job satisfaction and morale of 

teachers across the nation (Sunderman et al., 2004). 

The state of education in the United States is one of 

change.  Steel and Craig (2006) stated,  

If education in America has so far been shaped by the 

energies and philosophies of the Industrial Age, then 

innovative thinking, awareness of the bigger picture, 

and new goals of the instructional enterprise should 

characterize the modern effort. (p. 680) 

 

The work of teachers within the education system has also 

been expanded and transformed with the authorization of 

NCLB (2001).  Many late career teachers have the sense that 

the rules have been changed in the middle of the game.  The 

teaching profession has always been viewed as a challenging 

one, but the demands brought by NCLB have caused many 

teachers to decide that this is not a profession in which 

to remain.   

NCLB (2001) has forced both teachers and school 

administrators to shift their priorities.  This is 

difficult for late career teachers who have been educators 

for years and have established pedagogical philosophies 

(Bracey, 2002).  This is also challenging for school 

districts and administrators who must ensure that students 

are adequately prepared.   
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NCLB (2001) requires schools to assess student 

progress on a yearly basis through testing.  Experienced 

teachers are invaluable in the preparation of students for 

these federally mandated, high-stakes tests.  Further, the 

law requires that teachers be “highly qualified.”  To be 

considered highly qualified, teachers must have a 

bachelor’s degree, full state certification, and content 

knowledge of the subject they teach (Anthony & Kritsonis, 

2006).  With the demands placed on districts to have a 

highly qualified teacher in each classroom, it has become 

increasingly challenging to find eager teaching candidates 

who meet these criteria.  Therefore, districts must shift 

their energies to keeping those highly qualified teachers 

they have.  Anthony and Kritsonis stated, “Highly qualified 

teachers and administrators are in high demand.  Too often 

the challenge is not simply preparing more teachers and 

administrators, but preparing the teachers and 

administrators we have” (p. 1). 

 Many districts are faced with an aging faculty and a 

growing number of teachers with distinct leadership and 

developmental needs.  Mathis (1987) stated, “All major 

institutions of society are facing age-related issues and 

problems that call for new approaches to the way 
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organizations relate to individuals” (p. 86).  This poses a 

common challenge for today’s school leaders, many of whom 

lack specific knowledge regarding the specialized 

leadership needs of late career teachers.  

Purpose of the Study 

 The purpose of this study was to record and document 

70 elementary level, late career teachers’ perceptions of 

their principals’ leadership styles as they related to 

their job satisfaction.  The scope of this study did not 

include an examination of teacher motivation.  Satisfaction 

and motivation are each distinct topics, and the purpose of 

this study was to examine job satisfaction as separate and 

distinct from motivation.   

The results of this study may be useful for school 

leaders who, given the shortage of qualified new teachers 

and the current climate of school accountability, must 

focus on the retention of veteran teachers.  However, 

looking beyond simply retention, the results of this study 

may give insight about the perceptions and job satisfaction 

of both those late career teachers who want to use their 

remaining years in the profession to devote all their 

energies to their students and their classrooms, as well as 
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those late career teachers who are content to finish their 

years in a mundane manner.   

In addition, the central focus of this study is the 

perception of the principal’s leadership on job 

satisfaction.  Leadership was specifically examined in 

relation to this population of teachers because too often 

the leadership needs of late career teachers are overlooked 

or underappreciated.  This study may challenge the 

assumption made by some school leaders that late career, 

veteran teachers are autonomous.  Some school leaders 

assume that good or bad, late career teachers are set in 

their ways of teaching and principal leadership has little 

impact on the attitudes and practices of these individuals.  

This study will help to inform school leaders about the 

validity of this assumption.  This study also contributes 

to the body of literature surrounding both late career 

teachers and teacher job satisfaction. 

 Using Herzberg, Mausner, and Snyderman’s (1959) two-

factor theory as a theoretical foundation, this study used 

both a quantitative survey analysis and subsequent 

qualitative individual interviews to obtain data regarding 

late career teachers’ perceptions of their principals’ 

leadership styles and their job satisfaction.  The nine 
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leadership styles examined were those transformational and 

transactional leadership scales measured by Bass and Avolio 

(1995) in the Multifactor Leadership Questionnaire.  

Intrinsic and extrinsic job satisfaction was measured by 

the Minnesota Satisfaction Questionnaire (Weiss et al., 

1967).  Survey data provided the descriptive statistics, 

and interviews were utilized to clarify and expand upon 

survey responses.   

Prior studies have analyzed the job satisfaction of 

teachers, but this study specifically examined these 

factors in relation to late career teachers.   

Research Questions 

 The following research questions guided this study: 

1. What is the relationship between late career 

elementary teachers’ perceptions of their principals’ 

leadership styles and their job satisfaction? 

2. What are the relationships among the age, gender, 

race, years of service at the current school, and 

consecutive years of service of teachers and their 

perceptions of the leadership styles of their 

principals? 

3. What are the relationships among the age, gender, 

race, years of service at the current school, and 
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consecutive years of service of teachers and their 

job satisfaction? 

Significance of the Study 

 This study of late career teachers’ perceptions of 

their principal’s leadership styles as they related to 

their job satisfaction is significant for the following 

reasons: 

1. The supporting literature on late career teachers is 

dated.  The issue was more closely examined in the 

1980s, but this study contributes by helping to 

update the existing literature. 

2. This study informs the educational community about 

the specific needs of teachers nearing retirement. 

3. This study provides data for Arizona school 

administrators to learn more about the specialized 

needs of late career teachers in order to address 

issues of job satisfaction. 

4. This study provides staff development personnel with 

data they may use to design activities to better meet 

the needs of late career teachers. 

5. This study provides Arizona school administrators 

with data they may use to focus attention on the 

retention of veteran teachers, which may help in 
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their efforts to meet the highly qualified teacher 

requirements of NCLB (2001).       

Definition of Terms 

Late Career Teacher.  As used in this study, a late 

career teacher is one who has taught for a minimum 10 

consecutive years (not necessarily in the same school or 

district) and who is a minimum 40 years of age.   

Length of Service.  As used in this study, the length 

of service is the number of consecutive years study 

participants have taught. 

Near Retirement.  As used in this study, a teacher who 

is near retirement is one who has taught for a minimum 10 

consecutive years and who is a minimum 40 years of age. 

Intrinsic Satisfaction.  As used in this study, 

satisfaction that stems from internal reinforcements such 

as feelings of achievement and recognition. 

Extrinsic Satisfaction.  As used in this study, 

satisfaction that stems from environmental reinforcements 

such as salary, work conditions, and policy. 

Transformational Leadership.  As used in this study, 

leadership that centers on collaboration, shared decision 

making, and relationship building. 
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Transactional Leadership.  As used in this study, 

leadership that involves an exchange of services for 

rewards that are controlled by the leader. 
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CHAPTER 2 

REVIEW OF THE RELATED LITERATURE 

 It is the responsibility of the public school system 

in the United States to provide each student with a quality 

education.  This requires that districts recruit 

enthusiastic, qualified new teachers who can survive the 

difficulties they will face in their first years in the 

classroom.  This also requires that districts retain 

skilled veteran teachers and continue to maintain high 

standards for teaching.  As a result, most school districts 

spend a great deal of time and money on recruitment and 

retention efforts.  With districts facing both a growing 

population of school-aged children and changing demands 

brought on by the accountability movement, these efforts 

have become essential (Guarino, Santibanez, & Daley, 2006). 

The Nature of the Teacher Shortage 

 The nature of the teacher shortage in the United 

States is often misrepresented.  Nationally, there are more 

certified teachers than there are teaching positions 

available.  Although some states experience a genuine 

shortage of qualified teachers, others produce more 

teachers than they can employ.  However, regardless of the 

number of teachers who maintain licenses in the United 
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States, there is still a shortage of teachers who are 

willing to commit to teaching as a profession.  During the 

past 10 years, approximately 10% of newly hired teachers 

were hired without the proper certification.  Put simply, 

there are not enough people willing to work under the 

conditions and at the salaries that schools provide 

(Darling-Hammond, 2001). 

 Ingersoll and Smith (2003) explained the teacher 

shortage further by stating that policymakers “point to a 

dramatic increase in the demand for teachers resulting from 

two converging demographic trends: increasing student 

enrollments and increasing numbers of teachers reaching 

retirement age” (p. 30).  Therefore, in addition to a 

paucity of individuals willing to enter the teaching 

profession, the issue of teacher attrition continues to be 

problematic for school districts. 

Guarino et al. (2006) summarized the nature of the teacher 

shortage by stating, 

The basic principle driving the supply of teachers is 

the following: Individuals will become or remain 

teachers if teaching represents the most attractive 

activity to pursue among all activities available to 

them.  By attractive, we mean desirable in terms of 

ease of entry and overall compensation (salary, 

benefits, working conditions, and personal 

satisfaction). (p. 175) 
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Leaders in the field of education must continue to work to 

make the profession of teaching appealing and fulfilling.  

This is especially challenging because the aspects of the 

job in which individual teachers find fulfillment vary. 

Teacher Attrition 

 Teacher attrition is influenced by several factors.          

Teachers may retire, move to other positions within the 

educational system, migrate between schools, or leave the 

profession altogether.  Several leading reasons emerging in 

recent literature explain why teachers leave the profession 

including low salary and lack of benefits, poor student 

motivation and behavior, insufficient collegial support, 

lack of administrative support, inadequate preparation, and 

difficult workplace conditions such as large class sizes 

and lack of resources (Darling-Hammond, 2003; Harrell, 

Leavell, van Tassel, & McKee, 2004; Ingersoll & Smith, 

2003).   

Attrition remains a concern because the number of 

teachers leaving the profession continues to grow.  

According to the U.S. Department of Education (2005), at 

the end of the 1999-2000 school year, the number of 

teachers who left teaching for another profession was 

280,000, or 8% of the entire teacher workforce in the 
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United States.  Ingersoll and Smith (2003) identified 

attrition as a concern by stating, “The sheer size of the 

teaching force, combined with the relatively high annual 

turnover rate within the teaching occupation, means that 

large numbers of employees flow into, between, and out of 

schools each year” (p. 32).  This affects all aspects of a 

school not only in terms of staffing but with regard to 

school climate and culture.  Ingersoll and Smith went on to 

reinforce Darling-Hammond’s (2003) idea that recruitment of 

new teachers will not, in itself, solve the teacher 

shortage.  Rather, school leaders must turn their attention 

to teacher retention.   

Career Stages 

 Cron and Slocum (1986) wrote, “A career is a life-long 

process that includes the preparation for and choice of an 

occupation.  One’s present job is therefore just one of a 

sequence of work experiences encompassed by a career” (p. 

119).  Researchers have determined that in the course of a 

career, various stages are experienced by the worker 

(Burden, 1982; Cron & Slocum, 1986; Super & Hall, 1978).  

Although much of the career-stage literature is dated and 

is based on research that was conducted in the 1980s, many 
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of the conclusions drawn in the literature are still 

relevant today.   

According to the U.S. Department of Education (2005), 

at the end of 1999-2000, teachers who retired were an 

average age of 58 and had taught for an average of 29 

years.  Career stage researchers contended that these 

master teachers, having dedicated 29 years to the 

profession, experienced various stages or phases in their 

careers (Burden, 1982; Cron & Slocum, 1986; Super & Hall, 

1978). 

The literature often describes career stages in three 

or four parts.  Cron and Slocum (1986) called these 

exploration, establishment, maintenance, and disengagement.  

Similarly, Hall and Nougaim (1968) described three stages 

through which individuals progressed: establishment, 

advancement, and maintenance.  According to this 

literature, the final career stage can be complex.  

Individuals experience a sense of mastery in their work but 

also must face the transition from work to retirement.  

This often leads to a feeling of loss of professional 

identity, which in turn may have a negative influence on 

satisfaction (Cron & Slocum, 1986). 
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A study by Raelin (1985) examined work patterns in the 

professional life cycle of workers in manufacturing, 

service, finance, engineering, law, and science.  He found 

that those participants in late career, which he described 

as “entrenched” (p. 185), demonstrated low professional 

commitment.  They were still working but were relatively 

apathetic about their loss of professionalism.  According 

to Raelin, this could be attributed to a number of factors.  

He stated, 

They realize, for example, that management is not as 

interested in their opinions as they once may have 

been.  Although their job may not pay as much as they 

feel they deserve, they don’t consider it likely that 

they will find a job elsewhere due to a number of 

internal and external circumstances. (p. 186) 

 

Raelin went on to argue that this late career group needed 

the most managerial attention.  

Cron and Slocum (1986) had similar findings in their 

study of salespeople from six different companies with 

national sales forces.  They concluded that during the late 

career stage, salespeople experienced a loss of 

professional commitment.  When faced with the prospect of 

retirement, salespeople in this study demonstrated a 

disengagement from their careers.   
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In 1995, Hall and Mirvis proposed a more intricate 

model of career stages which involved a focus on many 

cycles of learning stages rather than the simple cycles of 

a life-long career.  These career cycles were based on the 

continuous learning of individuals, including the 

development of one’s work identity and the changing 

adaptability of the worker over time.  They viewed this as 

a means to promote lifelong development and learning for 

workers over the course of a career.  This model is 

especially relevant for teachers, who must adapt to various 

national and state requirements and a changing student 

population. 

The Late Career Stage for Teachers 

Research specifically focused on late career stage 

teachers described the challenges unique to these 

individuals.  Mathis (1987) argued that older teaching 

professionals suffered from a lack of support and 

appreciation for their work.  He called attention to the 

interest of school boards in controlling district costs and 

offering early-retirement packages to aging faculty. 

Practices like these cause teachers to feel dispensable and 

make teaching an unappealing career choice.  Mathis stated, 

“If public school teaching continues to be an unattractive 
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option, then teachers will most likely have diminishing 

enthusiasm for their work as they grow older” (p. 89).  

These district actions can undermine the efforts of late 

career teachers, which negatively impacts teacher job 

satisfaction. 

Teachers who are late in their careers often 

experience disenchantment with the profession.  This is 

caused by several factors including classroom discipline 

issues, the challenge of meeting the needs of all students, 

keeping current with effective pedagogy, and finding the 

time for professional development (Iwanicki, 1983). 

In addition to these challenges, late career teachers 

must handle the pressures created by changes in school 

procedures and educational expectations.  This often causes 

teacher stress.  In recent years, this stress has been at 

least partially attributed to the changes created by the 

school accountability and high-stakes testing movements.  

Adjusting to these new expectations can be difficult for 

teachers who have been in the profession for most of their 

adult lives (Bracey, 2002; Burden, 1982).   

According to Evans (1989), “Teaching is complex, 

draining, and isolating — and all of these characteristics 
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become more problematic in mid-career” (p. 12).  Similarly, 

Levine (1987) stated, 

By the time middle adulthood is drawing to a close, 

and later adulthood is becoming established, educators 

are likely to have been working in schools for many 

years.  It is not uncommon for veteran educators to be 

wary of their work. (p. 17) 

 

This can be seen in those late career teachers who resist 

growth and improvement.  Nearly every school must contend 

with teachers who intend to “coast” into retirement using 

dated instructional techniques and materials.  However, 

most late career teachers, facing these same difficulties, 

feel confident and secure in the classroom.  Most are 

willing to learn new instructional techniques and attend 

professional development opportunities designed to help 

them continue to grow and improve (Burden, 1982).   

 This contrast in late career attitudes was confirmed 

by the findings of a study conducted in Canada in 2005.  

Hargreaves found that late career teachers were either 

positive or negative “focusers” (p. 974).  Positive 

focusers poured their energies into their classrooms.  

Hargreaves stated that these teachers “decide to spend 

their few remaining years in the profession by 

concentrating their improvement efforts in the small world 

of their own classrooms and students, where they believe 
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they can best make a difference” (p. 974).  Negative 

focusers are motivated by self-interest rather than student 

achievement.  Hargreaves described these teachers by 

stating,  

As they age and gain increased formal or informal 

influence, they are able to marshal increased 

micropolitical resources to find the easiest schedules 

and students, and find ways to resist and undermine 

the change and improvement efforts that threaten them. 

(p. 974)    

 

Late Career Teacher Burnout  

Maslach, Schaufeli, & Leiter (2001) defined “job 

burnout” as “a prolonged response to chronic emotional and 

interpersonal stressors on the job, and is defined by the 

three dimensions of exhaustion, cynicism, and inefficacy” 

(p. 397).  They wrote that across professions, exhaustion 

was the most widely reported dimension of burnout, and the 

emotional demands of work often diminished the ability of 

workers to meet the needs of those around them.  Maslach 

(2003) further described burnout as a social problem 

involving fatigue and a sense of disillusionment with 

regard to one’s job. 

Farber (2000) applied this principle to the study of 

teacher burnout.  He proposed that there were three types 

of teacher burnout: 
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(1) a “wornout” subtype, wherein an individual 

essentially gives up, or performs work in a 

perfunctory manner, when confronted with too much 

stress and too little gratification; (2) a “classic” 

(or “frenetic”) burnout, wherein an individual works 

increasingly hard, to the point of exhaustion, in 

pursuit of sufficient gratification or accomplishment 

to match the extent of stress experienced; and (3) an 

“underchallenged” subtype of burnout, wherein the 

individual is faced not with an excessive degree of 

stress per se (i.e., work overload), but rather with 

monotonous and unstimulating work conditions that fail 

to provide sufficient rewards. (p. 677) 

 

Although some late career teachers drift between these 

descriptions, most veteran teachers experiencing burnout 

fall within the first category (Farber, 2000).  This is 

seen when teachers who feel overstressed and 

underappreciated abandon efforts to improve. 

 Hakanen, Bakker, and Schaufeli (2006) discussed 

teacher burnout in terms of “energetical” and 

“motivational” factors (p. 507).  They described 

energetical processes as job conditions that affected 

health problems through burnout in teachers.  Motivational 

processes were those in which resources affected commitment 

and work engagement.  Their study was conducted with 2038 

elementary, secondary, and vocational teachers in Finland. 

They found that in teachers experiencing burnout, the 

energetical process was more prominent than the 

motivational process.  They attributed this, in part, to 
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the psychological strain involved in trying to secure and 

maintain resources.  This corresponded with the exhaustion 

teachers experienced as described by Farber (2000).  

Effects of the Accountability Movement 

 One contributing factor in veteran-teacher burnout is 

the challenge of meeting the demands of performance-based 

accountability.  One veteran teacher (Angaran, 1999) 

expressed his frustration with the fact that assessment had 

changed without affording teachers with adequate time to 

change their instructional practices.  He stated, “Without 

the time to examine our teaching practices and to work with 

our colleagues, we will continue to teach in the ways we 

were taught 20 or more years ago” (p. 72).  Unfortunately, 

this comment represented the sentiments of teachers across 

the country. 

 A quantitative study conducted by Sunderman et al. 

(2004) examined the effects of NCLB (2001) policies on 

teachers in 55 schools, K-8, in California and Virginia.  

The study found that when asked about the effect they 

thought NCLB was having on their schools, teachers 

responded that they felt pressure and a sense of 

discouragement when faced with meeting the proficiency 

levels defined by NCLB.  Teachers expressed that there were 
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insufficient resources to meet the requirements of NCLB and 

that these requirements were having a negative effect on 

morale and teaching quality. 

Ultimately, the accountability and high-stakes testing 

movements have created new challenges, both practical and 

political, for school leaders.  These leaders must 

demonstrate that their students have mastered the required 

concepts, as well as address the concerns of teachers who 

are feeling an increasing loss of freedom with regard to 

what they teach and how they teach. 

Theoretical Underpinnings 

 Herzberg et al. (1959) conducted a study using 203 

accountants and engineers in Pittsburgh.  The focus of the 

study was to look at factors that influenced job 

satisfaction.  Herzberg et al. used Maslow’s (1954) theory 

of human motivation as the foundation of the study.  Maslow 

had proposed a motivational theory that was based on five 

human needs: physiological, safety, social, esteem, and 

self actualization.   Building upon Maslow’s theory of 

human needs, Herzberg et al. hypothesized that motivation 

could be viewed in two rather than five domains.  The 

results of this important study became the foundation for a 
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theory of job satisfaction called the two-factor, dual-

factor, or motivation-hygiene theory.   

The two-factor theory suggested that job satisfaction 

and job dissatisfaction stemmed from two separate sets of 

work-related factors (Herzberg, 1974).  Herzberg (2003) 

stated that the factors producing job satisfaction were 

“separate and distinct” (p. 7) from those that led to 

dissatisfaction.  Satisfaction and dissatisfaction were not 

opposite feelings.  Rather, the opposite of satisfaction 

was the absence of satisfaction.  The opposite of 

dissatisfaction was the absence of dissatisfaction.  

The first set of factors influenced job satisfaction.  

Herzberg (2003) found that what caused people to feel 

satisfied in their work was related to the job itself.  

These factors, which may be compared to Maslow’s (1954) 

higher-level human needs, included achievement, growth, 

responsibility, advancement, recognition, and the work 

itself.  Herzberg et al. (1959) referred to these needs as 

satisfiers or “motivators” (p. 114) because they fulfilled 

a psychological need.  Of motivators, Herzberg (1974) 

stated, “These satisfier factors are known as motivators 

because if they are present in appropriate amounts in any 

organization, they bring about work motivation as a 
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corollary to their creating positive attitudes of job 

satisfaction” (p. 18). 

The second set of factors (Herzberg, 2003) influenced 

job dissatisfaction.  These were factors that were related 

to the work environment.  These factors, which may be 

compared to Maslow’s (1954) lower-level human needs, 

included policy, supervision, salary, work conditions, 

personal life, and interpersonal relationships, both with 

peers and subordinates (Herzberg et al., 1959).  These 

dissatisfiers were called “hygiene” factors because they 

related to the “preventive and environmental conditions of 

work” (Herzberg, 1974, p. 18).  Herzberg et al. (1959) 

stated, 

Factors involved in these situations we call hygiene, 

for they act in a manner analogous to the principles 

of medical hygiene.  Hygiene operates to remove health 

hazards from the environment of man.  It is not a 

curative; it is, rather, a preventive.  Similarly, 

when there are deleterious factors in the context of 

the job, they serve to bring about poor job attitudes.  

Improvement in these factors of hygiene will serve to 

remove the impediments to positive job attitudes. (p. 

113) 

 

These condition-related factors are rooted in human nature, 

because one’s work environment affects basic biological and 

psychological needs (Herzberg, 1974). 
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 In applying these definitions to the motivation of 

employees, Herzberg et al. (1959) stated, “The motivators 

fit the need for creativity, the hygiene factors satisfy 

the need for fair treatment, and it is thus that the 

appropriate incentive must be present to achieve the 

desired job attitude and job performance” (p. 116).  

Leaders must consider both sets of factors in their efforts 

to foster job satisfaction and prevent job dissatisfaction.        

School Leadership  

Defining leadership is a difficult task.  There are 

countless definitions of leadership, and each person who 

attempts to explain the concept has a slightly different 

interpretation of the word (Stogdill, 1974).  Of this 

phenomenon, Bennis (1989) wrote, 

Always, it seems, the concept of leadership eludes us 

or turns up in another form to taunt us again with its 

slipperiness and complexity.  So we have invented an  

endless proliferation of terms to deal with it . . . 

and still the concept is not sufficiently defined. (p. 

259) 

 

 Theories of leadership have changed as frequently as 

the definition of leadership.  Over time, leadership 

theories have evolved to meet organizational needs.   

Leadership theories traditionally describe leaders and 

organizations within the business sector, but they also 
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translate into the arena of school leadership.  Of school 

leadership theory, Kenneth Leithwood (1992) wrote, 

“Researchers, however, are only just beginning to make 

systematic attempts to explore the meaning and utility of 

leadership in schools, and very little empirical evidence 

is available about its nature and consequences” (p. 9).  

This is especially true regarding the study of school 

leadership in relation to late career teachers.  Very 

little research has been conducted in examination of this 

population. 

Transformational Leadership 

Although first discussed in contrast to transactional 

leadership by Downton (1973), transformational leadership 

theory was discussed more notably by Burns (1978), who 

wrote about leadership in a political context.  The theory 

was then further developed by Bass (1985), and more 

recently Leithwood (1992) has initiated discussion of the 

theory in the context of an educational setting.  

Transformational leadership empowers those who are willing 

to participate in the process of change.  It centers on the 

concept of collaboration and allows leaders to share 

decision making, supervision, and responsibility with 

members of the organization.  It further provides needed 
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incentives for people to attempt to improve their practices 

(Leithwood, 1992). 

Building upon the work of Burns (1978), Bernard Bass 

(1985) described a model of leadership in which 

transformational leadership behaviors enhanced necessary 

transactional behaviors in successful leaders.  In doing 

so, he expanded the initial concept of transformational 

leadership by describing leadership in terms of a 

continuum.  This “full-range leadership” model described 

three types of leadership that effective leaders used to 

varying degrees: laissez-faire, transactional, and 

transformational.   

Laissez-faire leadership is leadership that is non-

existent.  Laissez-faire leaders are avoidant in nature and 

shirk leadership responsibilities.  They are not available 

when needed and cannot be relied upon to complete tasks 

(Bass, 1997).  Laissez-faire leaders do not offer opinions 

or take action.  They allow those they lead to fend for 

themselves and fail to foster any form of vision (Hoy & 

Miskel, 2005). 

Transactional leadership theory has been described as 

“an exchange of services for various kinds of rewards that 

the leader controls” (Leithwood, 1992, p. 9).  It is 
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believed that this method of leadership can be an effective 

means of helping people recognize what needs to be 

accomplished, then encouraging them toward that goal.  

However, the use of transactional leadership alone is not 

sufficient in building or maintaining organizational 

culture (Bass & Avolio, 2004). 

Although Bass and Avolio (2004) described 

transactional leadership as an exchange of rewards for 

services, they stated,  

In its more constructive form, transactional 

leadership is supplemented by working with individuals 

and/or groups, setting up and defining agreements or 

contracts to achieve specific work objectives, 

discovering individuals’ capabilities, and specifying 

the compensation and rewards that can be expected upon 

completion of the tasks. (p. 3)  

 

They further described the transactional end of the 

leadership continuum, in its corrective form, as being used 

to set high standards.  However, transactional leadership 

is often ineffective because it requires that the leader 

give rewards for services rendered.  To offer meaningful 

rewards, transactional leaders must have both the resources 

and the respect of those whom they lead (Bass & Avolio, 

2004).   

According to Bass (1985), transactional leadership has 

three components: contingent reward leadership, management 
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by exception (active and passive), and laissez-faire 

leadership.   

Contingent reward leadership is centered on rewarding 

followers based on the quality or quantity of the 

performance.  Of contingent reward, Bass (1997) stated, 

“Leaders engage in a constructive path-goal transaction of 

reward for performance.  They clarify expectations, 

exchange promises and resources for support of the leaders” 

(p. 134).  

Management by exception leadership takes two distinct 

forms.  Active management by exception involves a leader 

who is actively watching over the work performed to ensure 

that standards are met.  The leader acts immediately if the 

followers deviate from the established guidelines (Bass, 

1997).  In contrast, passive management by exception 

leaders leave followers alone and only intervene once 

problems have become significant.  These leaders wait for 

mistakes to happen, and then they act (Bass, 1997).   

Finally, laissez-faire leadership as described by Bass 

(1995) is passive and avoidant leadership.  Laissez-faire 

leaders do not lead because they do not engage in 

leadership behaviors.   
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In summary, Bass and Avolio (2004) described 

transactional leadership in the following way: 

It is clear that certain aspects of transactional 

leadership may be counterproductive to the aims of the 

leader, associates, and the overall organization.  For 

example, people may take shortcuts to complete the 

exchange of a reward for compliance to a task or 

objective.  Quality, versus quantity of output, which 

is more easily measured, may suffer if not as closely 

monitored by the leader.  Game playing may ensue, 

where rewards are tied to specific performance 

targets, and commitment is nil.  People do exactly 

what they are told to do, no more, no less.  (p. 26) 

 

It follows that transactional leadership is not effective 

in organizations where growth and improvement was desired 

(Bass & Avolio, 2004). 

Transformational leadership is an extension of 

transactional leadership.  Bass and Avolio (2004) found 

that when they asked workers around the world to describe 

leadership qualities that made an effective leader, the 

responses went beyond a description of one who gives 

rewards based on performance.  These workers used words 

such as “inspirational,” “intellectually stimulating,” 

“visionary,” and “charismatic” (p. 3).   

Rather than an exchange of rewards for services, 

transformational leaders are concerned with motivating 

workers toward a vision based on collaboration (Bass, 

1985).  Leithwood (1992) described this by stating, 
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“Transformational leaders are in a continuous pursuit of 

three fundamental goals: 1) helping staff members develop 

and maintain a collaborative, professional school culture; 

2) fostering teacher development; and 3) helping them solve 

problems together more effectively” (p. 9).   

According to Bass (1985), transformational leadership 

has four components: idealized influence, inspirational 

motivation, intellectual stimulation, and individualized 

consideration. 

Idealized influence, also characterized as charisma, 

is demonstrated when leaders display sincere concern and 

thoughtful action regarding important issues, exhibit high 

standards of integrity, do what is best for others rather 

than what is best for themselves, and use power in a 

constructive way by leading others toward meaningful 

change.   These leaders are respected because they earn the 

esteem and loyalty of those with whom they work (Bass, 

1997). 

Inspirational motivation involves the leader helping 

to make work meaningful and challenging for those they lead 

by helping to instill vision.  This vision is based on 

optimism for what is possible within the organization.  



 47 

These leaders encourage others toward goals by defining 

purpose and meaning (Bass, 1997). 

Intellectual stimulation was defined by Bass (1985) as 

“the arousal and change in followers of problem awareness 

and problem solving, of thought and imagination, and of 

beliefs and values, rather than arousal and change in 

immediate action” (p. 99).  Leaders demonstrate 

intellectual stimulation by offering new solutions to old 

problems and encouraging others to do the same.  These 

leaders establish an atmosphere where the sharing of ideas 

is encouraged and valued (Bass, 1997). 

Individualized consideration means that the leader 

sets an example.  These leaders listen and consider the 

needs of individuals within the organization.  In addition, 

they provide professional development opportunities geared 

toward personal, individual growth.  The leader acts as an 

advisor, teacher, and coach (Bass, 1997). 

Transformational leadership is desirable in school 

leaders, but it is when leaders demonstrate a balance and 

mastery of both transformational and transactional traits 

that they find the most success.  Day, Harris, and Hadfield 

(2001) discussed theories of effective leadership as 

compared to the practices of successful school principals.  
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They found that successful principals demonstrated a blend 

of both transformational and transactional leadership 

traits.  This supported the assertion by Bass (1985) that 

transformational leadership “augments” transactional 

leadership.  The study also found that leaders who 

demonstrated both transformational and transactional 

leadership behaviors valued personal connections.  These 

principals were concerned with the modeling and promotion 

of respect, fairness and equality, and caring for the well-

being and whole development of students and staff, 

integrity, and honesty. 

Personal Leadership 

Corresponding with transformational leadership theory 

is the recent body of literature surrounding personal, 

integrity-driven leadership.  Personal leadership can be 

characterized as knowledge of oneself, sensitivity to 

others, and willingness to involve and lead people in the 

process of change.  Recent scholars have recognized that 

successful leaders have a clear awareness of their values 

and beliefs.  Value-driven leaders live and work with 

integrity.  When self-interests are in conflict with values 

and beliefs, the values and beliefs of effective personal 

leaders dictate their decision making (Sergiovanni, 1992).   
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Stephen Covey (1989) maintained that in order to live 

successfully, one must develop “The Character Ethic” (p. 

32).  He stated, “Character Ethic is based on the 

fundamental idea that there are principles that govern 

human effectiveness” (p. 32).  These principles are basic 

laws of conduct, which are never changing.  He named these 

principles, which included fairness, integrity, and 

honesty. 

Similarly, Blanchard and Peale (1988) discussed “The 

Five P’s of Ethical Power” (p. 43).  These included 

purpose, pride, patience, persistence, and perspective.  

They described purpose as behaving in a way that brought 

pride to oneself every day.  That pride was the feeling of 

accomplishment and satisfaction that came from daily work 

and interactions with others.  Patience was necessary in 

order to remain cognizant of the broader mission of the 

organization.  Acting in haste often resulted in poor 

decision-making.   

Blanchard and Peale (1988) stated, “When you have 

patience, you realize that if you do what is right—even if 

it costs you in the short run—it will pay off in the long 

run” (p. 60).  Persistence means living ethically “all the 
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time – not only when it is convenient” (p. 65).  In other 

words, persistent leaders are tough, and they remain 

ethical even in the face of criticism.  Finally, leaders 

need perspective.  Blanchard and Peale stated, “Perspective 

is the capacity to see what is really important in any 

given situation” (p. 69).  Steven Covey (1989) called this 

putting “first things first” (p. 145).  Personal leaders 

must be able to pause, reflect, and evaluate what has been 

accomplished before moving forward. 

 Likewise, Warren Bennis (1989) explained a number of 

“ingredients” (p. 39) found in effective leaders.  He began 

by stating that leaders needed a guiding vision and a 

passion for both life and work.  He believed that when a 

leader could communicate a passion for both life and work, 

it gave hope to others.  Bennis then discussed integrity, 

which he believed involved self-knowledge, candor, and 

maturity.  Candor meant that leaders must be honest about 

themselves.  They must practice honesty in their words and 

actions.  Finally, they must be mature in that they have 

experienced and grown first as a follower. 

Personal leadership enables leaders to build lasting 

influential relationships with other people.  Michael 

Fullan (2001) discussed that leaders had a moral purpose.  
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He maintained that building meaningful relationships in the 

workplace benefited both leaders and followers.  For the 

leader, once trusting relationships were established, any 

doubts or reservations expressed by employees could be 

thoughtfully taken into consideration by the leader and may 

in fact be of benefit to that leader.  Warren Bennis (1999) 

stated, 

Effective leaders reward dissent, as well as encourage 

it.  They understand that whatever momentary 

discomfort they experience as a result of being told 

from time to time that they are wrong is more than 

offset by the fact that reflective back talk increases 

a leader’s ability to make good decisions. (p. 114) 

 

Bennis (1989) also discussed this in terms of 

maturity.  He stated, 

Every leader needs to have experienced and grown 

through following—learning to be dedicated, observant, 

capable of working with and learning from others, 

never servile, always truthful.  Having located these 

qualities in himself, he can encourage them in others. 

(p. 41) 

 

Value-driven leaders earn the respect and loyalty of those 

around them.  They empower others to function with 

maturity, which allows people to act with honesty and 

eliminates the need for constant monitoring (Covey, 1990). 

There is further recognition that both leaders and the 

people they lead are seeking to work in purposeful 
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environments.  They want to find fulfillment in the work 

they do each day.  Bolman and Deal (2001) stated, 

Too many workplaces are almost devoid of meaning and 

purpose.  They are ruled by technology, efficiency, 

and the bottom line, with little regard for what human 

beings need in order to experience personal 

fulfillment and success.  Over time, this takes a 

heavy toll on motivation, loyalty, and performance. 

(p. 6)   

 

Strong personal leaders value people and genuinely care 

about the well being of those around them.  These leaders 

know that by making personal connections, they increase 

enthusiasm among those they lead.    

In addition to making connections, personal leadership 

demands that leaders involve others in the process of 

change.  Rather than viewing oneself as separate from the 

group, effective leaders view themselves as partners with 

those they lead.  Sergiovanni (1992) discussed this in 

terms of followership.  He explained that through 

demonstrating one’s dedication as a follower, one becomes a 

true leader.  Block (1993) continued this assertion with 

discussion of stewardship.  He stated that effective 

leaders viewed themselves as stewards.  Stewardship leads 

to empowerment in others, and a distribution of power in 

the workplace becomes genuine.  
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Personal leadership is the foundation upon which 

meaningful relationships may be built.  When leaders 

demonstrate an unwavering commitment to personal integrity 

and consideration of others, people willingly offer their 

trust and loyalty.  

Personal Leadership and Late Career Teacher  

Job Satisfaction 

Studies have confirmed that when school principals 

practice personal leadership, late career teachers find 

more fulfillment in their work.  Burden (1982) suggested 

that experienced teachers who are mature in age felt 

confident in the work they did.  They had reached mastery 

and felt effective in the classroom.  It is therefore 

appropriate for principals to use a less directive approach 

with these teachers, and instead maintain the role of 

listener, encourager, and problem solver.  Then the teacher 

and the principal become partners in education, and the 

teacher assumes the primary responsibility for the quality 

of instruction.   

A study conducted by Richards (2005) examined the 

principal behaviors that encouraged 75 K-8 teachers in 

California during different phases in their careers.  For 

those teachers with more than 10 years of experience, she 
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found that their greatest leadership need was for 

principals to respect the experience and expertise they 

brought to the classroom.  Interestingly, these teachers 

were found not to rely on praise but rather on the 

knowledge that their leaders listened and their opinions 

mattered.   

Krupp (1986) reinforced the idea that older 

professionals needed their leaders to listen.  She stated, 

“Principals say over and over again that listening 

motivates older employees.  Experienced adults, even those 

who are most rigid, want to share their past with others.  

When listened to, adults feel respected and esteemed” (p. 

109).  Principals found that by asking about employees’ 

outside interests and by asking older professionals to 

serve in roles that utilized their expertise, they were 

able to increase enthusiasm and productivity (Krupp, 1986). 

Steel and Craig (2006) supported this idea by stating 

that when administrators took the time to develop 

relationships with teachers, they accomplished two things: 

First, they communicate their understanding that 

teachers are people whose lives extend beyond their 

roles as educators, thus making it more likely that 

teachers will feel connected to and sustained in the 

workplace.  Second, they establish a relational 

context in which they can more effectively garner 

support for their decisions and actions as school 
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leaders.  All members of such school communities feel 

vested in administrative decisions and, regardless of 

outcome or personal conviction, remain engaged 

contributors. (p. 678) 

 

This is critical for school leaders who cannot expect a 

school staff to agree on everything and yet want a school 

staff who contribute to solutions regardless of personal 

agendas or opinions.  

 In addition to listening to employees, principals who 

want to establish trusting relationships must give teachers 

some measure of freedom with their school time.  Late 

career teachers especially benefit from personal leaders 

who allow employees to function without constant 

supervision.  Krupp (1983) stated, “By midlife adults begin 

to like time alone because of its recuperative qualities.  

They seek opportunities for solitude and feel more creative 

and productive after such a time” (p. 43).  This 

contradicts the methods of many principals who feel the 

need to account for every minute that a teacher spends at 

school.  Rather than allow teachers quiet time to plan, 

grade, and reflect, too many principals fill all available 

time with meetings and trainings. 

 A study by Singh and Billingsley (1998) examined how 

professional support affected teacher commitment.  Data 
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were drawn from a national survey database using 

information from elementary, secondary, and combined 

elementary and secondary teachers.  They found that 

“Principals influence teachers’ commitment to the 

profession” (p. 231).   

School leaders who demonstrate personal leadership 

attributes influence the commitment and enthusiasm of those 

they lead.  Late career teachers who feel a sense of worth 

are more committed to the profession.  When principals 

provide constructive feedback and support, which lead to 

this feeling of worth, late career teachers experience 

greater professional satisfaction (Singh & Billingsley, 

1998). 

 A quantitative study by Davis and Wilson (2000) 

confirmed this idea.  This study examined principals’ 

empowering behaviors and their effects on elementary 

teacher job satisfaction.  Personally empowering behaviors 

they studied included creating an atmosphere of shared 

power, promoting personal power, and motivating others by 

offering choices.  They found a significant relationship 

between the principals’ empowering behaviors and teacher 

motivation.  When principals behaved in ways that were 

personally empowering, teachers did feel that they had more 
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choices, and therefore felt they were making a greater 

impact in their classrooms.    

In summary, late career teachers need effective 

personal leaders who demonstrate that they care about 

others.  Stephen Covey (1990) stated, 

 People want to contribute to the accomplishments of  

worthwhile objectives.  They want to be a part of a 

mission that transcends their individual tasks.  They 

don’t want to work in a job that has little meaning.  

They want purposes and principles that lift them, 

ennoble them, inspire them, empower them, and 

encourage them to their best selves. (pp. 179-180) 

 

It is only with this sense of worth that teachers can be a 

positive influence in the lives of students (Krupp, 1983). 

Other Factors that Impact Teacher Job Satisfaction 

 A series of studies conducted in the late 1960s and 

early 1970s looked at factors affecting teacher job 

satisfaction without placing any special emphasis on the 

effects of principal leadership.  In one of the most 

notable studies completed by Thomas Sergiovanni (1966), he 

tested the hypothesis put forth by Herzberg et al. (1959) 

in their book, The Motivation to Work.  In this study, 

Sergiovanni tested the hypothesis with 56 teachers in New 

York.  Sergiovanni found that achievement and recognition 

were significant factors in teacher job satisfaction.  He 

found that poor interpersonal relationships with peers and 
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students, inadequate supervision, and rigid school policies 

were factors that prominently contributed to teacher 

dissatisfaction.  He summarized this by stating, “The 

satisfaction factors tended to focus on the work itself, 

and the dissatisfaction factors tended to focus on the 

conditions of work” (p. 124).  This confirmed the original 

hypothesis put forth by Herzberg et al. 

 A second study was conducted by Savage in 1967.  He 

looked at the causes and effects of teacher satisfaction 

and attitudes.  Using Herzberg’s (1959) findings as a 

theoretical base for his study, he interviewed 60 teachers 

in Alabama.  Similar to the findings of Sergiovanni (1966), 

Savage found that achievement and recognition were 

significant factors in satisfaction.  This study, however, 

found that supervision and factors relating to one’s 

personal life were the greatest contributors to 

dissatisfaction. 

 Wickstrom (1971) conducted a qualitative study of 373 

elementary and secondary teachers in Canada.  He examined 

job satisfaction among these teachers, and in light of 

Herzberg’s (1959) findings found that the prominent 

satisfiers were achievement, interpersonal relationships 

with students, and a sense of responsibility.  
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Dissatisfiers included school policy, administration, 

unfavorable working conditions, and factors relating to the 

teachers’ personal lives. 

 Finally, Miskel (1974) conducted a study of 683 

teachers and administrators based on the hypothesis that 

Herzberg’s (1959) motivation factors would differ between 

educators and workers within other industries.  This 

hypothesis was generally supported by his findings.  In a 

comparison of teachers with business managers, Miskel found 

that intrinsic work factors were similar between the two 

groups.  Both groups indicated a need to express 

creativity.  Both groups also indicated that the 

responsibility that came with work was a satisfier.  

However, Miskel found that when he measured risk-taking 

behaviors between the two groups, the business managers had 

the highest mean scores, and teachers had the lowest mean 

scores.  This indicated that the business managers 

demonstrated a tendency toward high-risk behaviors, with 

less focus on extrinsic factors.  Teachers showed a 

tendency toward low-risk behaviors with a significant focus 

on extrinsic factors. 

 Recent studies on teacher job satisfaction reported 

that job satisfaction for teachers may be more complex than 
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earlier studies had described.  Edwards (2003) looked at 

the retention and motivation by interviewing 21 veteran K-

12 teachers in Tennessee and found that teacher job 

satisfaction was based on a number of factors that had not 

been thoroughly examined, including the pleasure that was 

associated with watching children learn new concepts, 

recognition from peers and students, and the special 

attributes of the career such as having free time in the 

summer. 

 Ouyang and Paprock (2006) compared teacher job 

satisfaction between the United States and China.  They 

described teacher job satisfaction in three categories: 

community factors, school factors, and teacher 

characteristics.  They took into account the effects that 

salary, school size, geographic location, and student 

population had on teacher satisfaction in addition to the 

aforementioned factors of relationships, resources, and 

administrative support.  Ouyang and Paprock found that 

teachers had needs in each of these different areas.  They 

argued that it was the responsibility of school 

administrators to satisfy as many of these needs as 

possible, leading to lasting job satisfaction for teachers. 
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Maintenance, Renewal, and Revitalization 

 Leaders within the context of a school must be 

motivators.  They must work to empower late career teachers 

to deal with and accept the challenges they face each day.  

Hoy and Miskel (2005) stated, “The challenge for 

administrators is to develop motivated teachers who are 

actively engaged in teaching and learning, open to new 

ideas and approaches, are committed to students, and who 

change over the lifetime of their teaching careers” (p. 

157). 

To influence late-career teacher satisfaction, Evans 

(1989) suggested a human resource approach.  He recommended 

that veteran teachers establish an organizational identity, 

meaning they must find an area within the organization 

where they can contribute.  However, this meant that school 

leaders must provide the opportunity for collaboration, and 

veteran teachers must continue to seek out opportunities 

for growth.  Many principals have found that this kind of 

non-bureaucratic, collaborative approach to organizational 

leadership is most effective (Richardson & Sistrunk, 1989). 

 It is the responsibility of organizational leaders to 

ensure that late career professionals continue to find 

satisfaction in their jobs.  Hunter-Boykin and Evans (1995) 
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suggested that when teachers experienced this satisfaction 

on a daily basis, it benefited everyone in the 

organization.  They stated, “The advantage of high morale 

includes low turnover, less absenteeism, and a better 

academic environment for instruction.  The primary 

responsibility for motivating the teachers toward achieving 

organizational goals lies with the principal” (p. 157).   

Today’s most talented teachers have aspirations beyond 

the classroom.  Although they want to continue to teach, 

they desire opportunities for growth and diversification in 

areas such as curriculum writing, school improvement 

committees, mentorship, and professional development.  

Current school administrators are obliged to provide 

opportunities for teachers to fulfill these goals while 

continuing to teach (Steel & Craig, 2006). 

Shared Decision Making and Teacher Leadership 

The prevailing philosophy of recent organizational 

leaders lies in the belief that effective leadership is 

shared leadership.  For late career professionals, models 

of shared leadership have a positive effect on their 

motivation and morale (Evans, 1989).  Therefore, there is 

little doubt that the behavior of the principal has a 

direct effect on how teachers perceive their job and their 



 63 

place within the organizational structure (Rinehart & 

Short, 1994). 

Administrators must develop structures that enable 

teachers to become involved in decision making (Rinehart & 

Short, 1994).  Offering teachers the opportunity to 

participate in school decisions conveys to teachers that 

they are recognized and valued. School leaders approach 

this task in many ways, but popular ideas include the 

establishment of site councils and school improvement 

committees.  Of teacher participation in shared decision 

making, Rinehart and Short stated, “This recognition 

provides awareness of the impact teachers have on 

organizational effectiveness which enhances their status” 

(p. 575). 

When teachers have an opportunity to work together 

with both their peers and their school administrators 

toward a common goal, they feel a personal investment in 

the work.  This is especially valuable because those 

teachers who assume roles of leadership feel that their 

expertise is valued, which in turn affects their 

satisfaction and self-esteem (Woods & Weasmer, 2002).  

Teacher leadership has positive influence beyond 

personal satisfaction, however.  Drawing from a critical 
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analysis of teacher leadership literature, Harris (2005) 

concluded that teacher leaders could have a positive effect 

on the teaching practices of their peers.  Further, she 

found that when teacher leaders worked to help their peers, 

they typically developed in their own instructional 

practices.  Ultimately, Harris believed that teacher 

leadership not only impacted the teacher, but the students 

and the school as a whole. 

 For late career teachers, teacher leadership is often 

the answer to the question of revitalization.  When 

educators are part of decision making, they increase their 

commitment and participation in the school.  Their lives 

are “enriched and energized” (Barth, 2001, p. 445) when 

they seek out leadership opportunities.  Barth stated, 

“Rather than remain passive recipients—even victims—of 

what their institutions deal to them, teachers who lead 

help to shape their own schools and, thereby, their own 

destinies as educators” (p. 445). 

Mentoring 

Involving late-career teachers in mentoring 

opportunities allows older professionals to experience a 

renewed sense of value.  Of teachers who have been mentors, 
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Krupp (1985) stated, “They gained self-awareness, personal 

growth, and a sense of worth and friendship—all factors 

necessary to an increased sense of self and the feeling 

that school and job are self-satisfiers” (p. 155).  Nir 

(2002) agreed and discussed these kinds of intangible 

benefits.  He stated, “The greater the perceived benefits 

provided by the school to teachers, the more likely it is 

that teachers’ commitment to the school will increase” (p. 

325). 

Mentoring is beneficial for late career teachers in a 

number of ways.  In a study by Yost (2002), teachers who 

served as mentors became more aware of their own teaching 

because it compelled them to examine what was being viewed 

through the eyes of a colleague.  These teachers also 

commented that simply being chosen as mentors affirmed and 

validated their skill and competence as teachers. 

For late career teachers, serving in the role of 

mentor aroused a renewed enthusiasm for teaching.  These 

teachers knew that another teacher was looking to them for 

guidance, and as a result, they felt the need to be at 

their best (Ford & Parsons, 2000).  Ford and Parsons wrote, 

“These feelings can rejuvenate a career, especially if 
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teachers are older and have been feeling that the ‘world’ 

has passed them by.  The result of mentoring is a lifeline 

from potential feelings of isolation and age” (p. 7). 

A study by Zuckerman (2001) resulted in similar 

findings. Zuckerman conducted a year-long interview study 

of seven secondary teachers involved in district mentoring 

programs.  He found that the veteran teachers who engaged 

in mentoring opportunities had the potential to feel 

revitalized and experienced an “enhanced sense of their own 

professional worth” (p. 25).  He concluded that “a 

collaborative mentoring relationship can thus provide 

context for the revitalization of a veteran teacher” (p. 

25).  Holloway (2001) also believed this to be true.  In 

describing a mentoring program in Canada, Holloway stated 

that experienced teachers involved in the program “were 

particularly enthusiastic because they believed that 

mentoring allowed them to help others, improve themselves, 

receive respect, develop collegiality, and profit from the 

novice teachers’ fresh ideas and energy” (p. 85).  

Mentoring allowed veteran teachers to experience a new role 

as a leader which served to renew enthusiasm and 

commitment. 
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Professional Development 

 Participation in professional development is yet 

another way for late career teachers to find a renewed 

energy in their teaching.  When teachers sought 

opportunities to learn, they were exposed to new ideas.  

These opportunities also allowed teachers to spend time 

with each other discussing both their interests and 

concerns (Woods & Weasmer, 2002). 

 Providing veteran teachers with differentiated 

opportunities for professional growth is the key to 

maintaining thriving late career staff members.  However, 

administrators must collaborate with late career teachers 

to determine what professional growth options they want.  

Examples range from workshops on teaching strategies to 

action research projects.  Alvy (2005) wrote that these 

opportunities could make the difference between those 

teachers who retired because they were ready to explore the 

next phase in their lives and those teachers who retired 

because they felt that they were unwanted and 

underappreciated. 

 Professional development may also serve to boost the 

confidence and esteem of late career teachers.  Megyeri 

(1996) noted that veteran teachers in late career stages 
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became more interested in “their own education, skills, 

mental acuity, outside interests, and family relationships” 

(p. 27).  Therefore, professional development and growth 

may inspire veteran teachers to undertake new endeavors, 

teach new material, try new instructional strategies, or 

take on the responsibility of a student teacher. 

Findings 

 The body of literature related to late career teachers 

had several significant findings.  First, the late career 

stage presents several unique and distinct challenges for 

teachers (Bracey, 2002; Burden, 1982; Evans, 1989; 

Iwanicki, 1983; Levine, 1987).  Late career individuals 

often experience a shift in priorities from career and 

developmental concerns to personal and health concerns.  

This can lead to feelings of being overwhelmed, which may 

lead to teacher burnout (Farber, 2000).  These feelings are 

exacerbated by the demands of a changing student 

population, increased stress stemming from a number of 

places, and most notably from the accountability movement 

(Sunderman et al., 2004).   

 The literature indicated that personal, 

transformational leadership had a positive effect on late 

career teachers.  When leaders listened to their employees, 
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set an example, asked about employees’ outside interests, 

and showed an appreciation for the expertise a veteran 

employee brought to the work community, they often found 

that their veteran staff demonstrated increased commitment 

and enthusiasm (Blanchard & Peale, 1988; Burden, 1982; 

Davis & Wilson, 2000; Krupp, 1986; Singh & Billingsley, 

1998; Steel & Craig, 2006). 

 In addition to leadership influences, the literature 

suggested that teacher leadership opportunities served to 

revitalize the work attitudes of late career teachers.  

Involvement in shared decision making, mentoring, and 

meaningful professional development caused late career 

teachers to feel valued and motivated them to work toward 

common school goals (Alvy, 2005; Evans, 1989; Ford & 

Parsons, 2000; Holloway, 2001; Hunter-Boykin & Evans, 1995; 

Nir, 2002; Rinehart & Short, 1994; Zuckerman, 2001). 

Construct of Conceptual Model 

 The careful contemplation of existing theories and 

research, specifically that research concerning leadership 

and satisfaction, led the author of this study to suggest a 

conceptual model to describe the potential relationship 

between these two factors.  This model contends that Bass 

and Avolio’s (1995) nine leadership styles describing 
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laissez-faire, transactional and transformational 

leadership impact both intrinsic and extrinsic variables 

which affect the overall picture of one’s satisfaction.  

That satisfaction can be viewed in terms of high or low 

intrinsic satisfaction, and high or low extrinsic 

satisfaction.  The following model can best illustrate that 

proposed concept. 

Figure 1 

Leadership-Satisfaction Model 

        

 

            

          
 

            

  

   

          

 

 

            

    
 

The first element of the Leadership-Satisfaction model 

is perceived leadership style.  Leadership styles used in 

this model stem from Bass and Avolio’s (1995) nine 

leadership styles describing transformational, 

transactional, and laissez-faire leadership.  The 

leadership styles include idealized influence (attributes 
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and behaviors), inspirational motivation, intellectual 

stimulation, idealized consideration, contingent reward, 

management by exception (active and passive), and laissez-

faire.  The model suggests that the follower’s perception 

of the leader’s leadership style affects the follower’s 

feelings of intrinsic and extrinsic satisfaction. 

The second elements of the model include intrinsic and 

extrinsic factors that impact one’s overall feelings of 

satisfaction.  Herzberg’s (1959) two-factor theory 

suggested that job satisfaction and dissatisfaction stemmed 

from two separate sets of job related factors.  The first 

set of factors, influencing satisfaction, Herzberg called 

“motivators” (p. 114) because they derived from the 

fulfillment of higher-level human needs.  The second set of 

factors, influencing dissatisfaction, Herzberg called 

“hygiene” factors because they related to environmental 

conditions related to the work.  Weiss et al. (1967) built 

upon the two-factor theory (1959) and viewed satisfaction 

in terms of internal reinforcements and environmental 

reinforcements.  Weiss et al. refer to these as intrinsic 

and extrinsic factors that influence job satisfaction.  

Both intrinsic satisfaction and extrinsic satisfaction can 

be high, low, or in between.  
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The third element illustrates high and low 

satisfaction and a range between.  The model suggests that 

one may experience high intrinsic and extrinsic 

satisfaction, or low intrinsic and extrinsic satisfaction.  

However, based on the research of both Herzberg (1959) and 

Weiss et al. (1967), the model further suggests that one 

may experience intrinsic satisfaction that is distinct and 

different than extrinsic satisfaction.  One’s intrinsic 

satisfaction may be high, while their extrinsic 

satisfaction is low.  The reverse may also be true. 

In essence, the Leadership-Satisfaction model suggests 

that feelings of high or low intrinsic or extrinsic job 

satisfaction are impacted by the teacher’s perception of 

the principal’s leadership.  Several studies validate that 

principal leadership style is vital in determining the 

level of job satisfaction in teachers (Bowden, 2002; Chu, 

1993; Martino, 2003; O’Connor, 2001; Rugg, 2005).   

Summary 

Concerns about the shortage of qualified teachers in 

the United States, new teacher attrition, and the 

significant number of teachers who are nearing retirement 

have compelled school leaders to focus their energies on 

the retention and satisfaction of late career teachers.  
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Although environmental factors affect satisfaction, the 

literature has shown that school leadership has a 

connection to the job satisfaction and morale of teachers.  

Therefore, it is imperative that school leaders become 

familiar with the specific needs of late career teachers so 

they may be effective in their efforts toward encouraging 

an enthusiastic, dedicated staff.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 74 

CHAPTER 3 

METHODOLOGY 

 This chapter outlines the design methodology in this 

study.  The following sections are included:  design 

overview, sample, instrumentation, validity of the survey 

instruments, validity of the individual interviews, 

reliability of the survey instruments, data analysis, 

procedure, and delimitations. 

Design Overview 

 This study measured late career teachers’ perceptions 

of their principals’ leadership styles as they related to 

their feelings of job satisfaction.  Because this study was 

based on a mixed-methods design, the researcher relied upon 

data analysis derived from two survey instruments and 

follow-up individual interviews with volunteer 

participants.  More specifically, this followed an 

explanatory design and provided both quantitative and 

qualitative data.  The first survey instrument used was the 

Multifactor Leadership Questionnaire (MLQ) 5X-Short form 

developed by Bass and Avolio (1995). This survey measures 

leadership and effectiveness behaviors based on teachers’ 

perceptions of their principal’s leadership style.  The 

second instrument used was the Minnesota Satisfaction 
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Questionnaire (MSQ) short-form developed by Weiss, Dawis, 

England, and Lofquist in 1967.  This instrument determines 

job satisfaction by measuring several specific aspects of 

work and work environment. 

 The researcher requested participants to indicate 

their age, race, gender, number of years at their current 

school, and number of consecutive years teaching on a 

supplemental demographic information sheet.  Follow-up 

individual interviews using a sample of convenience were 

conducted after an analysis of the survey data.  These 

interviews served to further explain results of the survey 

instruments.   

Sample 

 The target population for this study was 70 late 

career, elementary teachers in three unified public school 

districts in Southern Arizona.  The school districts 

represented both urban and rural communities.  Each 

district had a student enrollment ranging from 13,000 to 

17,000 students and would be characterized as traditional 

K-12 school districts.   

 The population of teachers had been teaching for a 

minimum of 10 consecutive years, although not necessarily 

in the same school or district.  The teachers in this study 
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were a minimum of 40 years of age.  Further, the 

participating teachers had been teaching at their site for 

a minimum two years and were chosen from schools where the 

principal had been the on-site administrator for a minimum 

two years. 

 Following the survey administration, the researcher 

conducted individual interviews using a sample of 

convenience in each of the three districts.  Participation 

in this interview process was voluntary, but specific 

attention was given to selecting diverse participants 

including a balance between male and female participants.  

Instrumentation 

Three different sources were used for data collection 

in this study: the Multifactor Leadership Questionnaire 

(Bass & Avolio, 1995), the Minnesota Satisfaction 

Questionnaire (Weiss et al., 1967), and 10 individual 

interview questions.  The Multifactor Leadership 

Questionnaire (MLQ), called MLQ5X-Short, is a Likert-type 

perception survey.  The MLQ has been used in a wide range 

of research in various fields.  Further, the MLQ has been 

used in more than 30 countries and has been translated into 

12 languages.  The MLQ5X is a revised version of the MLQ5R, 

which was originally used by Bass in 1985 to measure a 
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range of leadership behaviors, as well as distinguish 

effective from ineffective leaders.  Revisions were made in 

response to criticisms by Conger and Kanungo (1987, 1988) 

and House, Spangler and Woycke (1991) that the earlier 

version of the instrument measured “behaviors, impacts and 

outcomes within a single leadership scale” (Bass & Avolio, 

2004, p. 46).   

Several steps were taken by Bass and Avolio (1995) to 

address these concerns and create a revised version of the 

instrument.  Based on the results of Howell and Avolio’s 

(1993) work with an earlier version of the MLQ5X, Bass and 

Avolio conducted a Partial Least Squares analysis to choose 

items to include in the revised MLQ5X.  In addition, a 

review of literature differentiating between 

transformational leadership and charismatic leadership was 

used to guide their development of new questions.  Finally, 

six leadership scholars reviewed an earlier version of the 

MLQ5X and recommended modifications based on Bass and 

Avolio’s (1991) full-range model of leadership (Bass & 

Avolio, 2004).   

Teacher subjects in this study used the MLQ5X-Short 

Rater form to rate the leadership styles of their 

principals.  The MLQ5X-Short form (Bass & Avolio, 1995) 
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contains 45 question items and 12 scales.  Thirty-six items 

describe the leadership actions of the person being rated 

in nine scales.  Nine items measure three outcome scales 

(see Table 1). 

Table 1 

MLQ-5X Scales and Item Numbers 

 

Scale Item 

Idealized Influence 

(attributed) 

10, 18, 21, 25 

Idealized Influence 

(behavior) 

6, 14, 23, 34 

Inspirational Motivation 9, 13, 26, 36 

Intellectual Stimulation 2, 8, 30, 32 

Individualized Consideration 15, 19, 29, 31 

Contingent Reward 1, 11, 16, 35 

Management by Exception 

(active) 

4, 22, 24, 27 

Management by Exception 

(passive) 

3, 12, 17, 20 

Laissez-faire 5, 7, 28, 33 

Extra Effort 39, 42, 44 

Effectiveness 37, 40, 43, 45 

Satisfaction 38, 41 

 

The response options are 0 = not at all; 1 = once in a 

while; 2 = sometimes; 3 = fairly often; and 4 = frequently, 

if not always. 
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The nine leadership styles described by Bass and 

Avolio (2004) are divided into transformational and 

transactional categories.  The first five leadership styles 

described are transformational leadership styles.  The 

final four leadership styles described are transactional 

leadership styles.  The first style illustrates leaders 

with Idealized Influence (attributes and behaviors).  These 

leaders are admired, respected, and trusted.  Bass and 

Avolio stated that when a leader exhibits these traits, 

“Followers identify with and want to emulate their leaders.  

The leader earns credit with followers by considering 

followers’ needs over his or her own needs” (p. 97).  

Leaders with Idealized Attributes “instill pride in others, 

act in ways that build others’ respect, and display a sense 

of power and confidence” (p. 97).  Leaders with Idealized 

Behaviors “talk about his or her values and beliefs, have a 

strong sense of purpose, and have a collective sense of 

mission” (p. 97).   

Bass and Avolio (2004) described leaders with 

Inspirational Motivation attributes as leaders who “behave 

in ways that motivate those around them by providing 

meaning and challenge to their followers’ work” (p. 97).  

They described these leaders as “talking optimistically 
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about the future, talking enthusiastically about what needs 

to be accomplished, and expressing confidence that goals 

will be achieved” (p. 97). 

 Bass and Avolio (2004) defined leaders with 

Intellectual Stimulation attributes as leaders who 

“stimulate their followers’ effort to be innovative and 

creative” (p. 98).  These leaders “seek different 

perspectives when solving problems, and re-examine critical 

assumptions” (p. 98).   

Finally, Bass and Avolio (2004) described Individual 

Consideration.  They stated that leaders who demonstrate 

Individual Consideration “pay attention to each 

individual’s need for achievement and growth by acting as a 

coach or a mentor” (p. 98).  These leaders “spend time 

teaching and coaching, treat others as individuals rather 

than just members of a group, and help others develop their 

strengths” (p. 98). 

Bass and Avolio (2004) then defined the transactional 

leadership styles.  They defined Contingent Reward 

leadership as “displaying behaviors associated with 

constructive and corrective transactions” (p. 98).  These 

leaders “provide others with assistance in exchange for 

their efforts, discuss in specific terms who is responsible 
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for achieving performance targets, and make clear what one 

can expect to receive when goals are achieved” (p. 98).   

Leaders who demonstrate Management-by Exception 

(active and passive) traits are leaders who “specify the 

standards for compliance, and may punish followers for 

being out of compliance with those standards” (Bass & 

Avolio, 2004, p. 98).  Specific traits for Management-by-

Exception (active) include the leader “focusing attention 

on and keeping track of mistakes” (p. 98).  Leaders who 

demonstrate Management-by-Exception (passive) “fail to 

interfere until problems become serious, and wait for 

things to go wrong before taking action” (p. 99).  Finally, 

Bass and Avolio described Laissez-Faire leaders as those 

who “avoid getting involved, are absent when needed, and 

avoid making decisions” (p. 99).       

The Minnesota Satisfaction Questionnaire (Weiss et 

al., 1967) is also a Likert-type survey that was developed 

around Weiss, Dawis, England, and Lofquist’s (1966) Theory 

of Work Adjustment which began development in 1957.  When 

Weiss, et al. started their research, they had two main 

objectives: the development of a diagnostic tool to measure 

work adjustment “potential” and the evaluation of work 

adjustment outcomes.  
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The Theory of Work Adjustment (Weiss et al., 1964) 

defined job satisfaction as a match between work 

personality, the work environment, and vocational needs and 

abilities.  In the MSQ (Weiss et al., 1967) Weiss et al. 

stated, “Work adjustment depends on how well an 

individual’s abilities correspond to the ability 

requirements in work, and how well his needs correspond to 

the reinforcers available in the work environment” (p. v).     

   The Long Form MSQ (Weiss et al., 1967) contains 20 

scales, each measuring a dimension of need.  This study 

used the MSQ Short Form (Weiss et al., 1967), which 

consists of 20 items used to identify areas of satisfaction 

and dissatisfaction in work.  Each item on the MSQ Short 

Form is representative of one of the 20 scales found on the 

MSQ Long Form.  The items selected for the MSQ Short Form 

were those most highly correlated with each of the 20 

scales used on the Long Form MSQ.   

The 20 items found on the short-form MSQ (Weiss et 

al., 1967) survey describe how the subject feels about 

aspects of his or her present job.  These statements 

measure three satisfaction scales (see Table 2).  The 

response options are very satisfied, satisfied, neither 

satisfied nor dissatisfied, dissatisfied, and very  
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Table 2 

MSQ Short Form Scales and Item Numbers 

  

Scale Item 

Intrinsic Satisfaction 1-4, 7-11, 15, 16, 20 

Extrinsic Satisfaction 5, 6, 12–14, 19  

General Satisfaction 1-20 

 

dissatisfied.  The survey offers the subject the following 

descriptions: “Very satisfied, means I am very satisfied 

with this aspect of my job; Satisfied, means I am satisfied 

with this aspect of my job; Neither satisfied nor 

dissatisfied, means I can’t decide whether I am satisfied 

or not with this aspect of my job; Dissatisfied, means I am 

dissatisfied with this aspect of my job; Very dissatisfied, 

means I am very dissatisfied with this aspect of my job” 

(p. 3).    

Weiss et al. (1967) described extrinsic job 

satisfaction as that satisfaction influenced by 

environmental reinforcement factors such as working 

conditions, supervision, co-workers, policies, salary, and 

praise.  For teachers, this translates to such factors as 
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the classroom, supplies, the principal, hours, colleagues, 

salary, the school, and the district.    

Weiss et al. (1967) described internal job 

satisfaction as that satisfaction influenced by internal 

reinforcement factors such as the type of work, 

achievement, and ability utilization.  They continued by 

describing intrinsic satisfaction as the result of feeling 

appreciated and useful, believing in the work that one 

does, and feeling a sense of freedom and accomplishment. 

The interview questions were written by the researcher 

following the quantitative analysis.  The questions were 

developed to explore the statistical trends that emerged in 

the descriptive statistics.  Once written, the questions 

were evaluated by three professional educators for content, 

clarity, and bias.  The three educators included a 

superintendent, a building principal, and a teacher, 

representing three different educational viewpoints.  Based 

on their suggestions, revisions to the questions were made.  

Once approved by this panel, the interview questions were 

field tested with three elementary school teachers.  

Responses were recorded, coded, and categorized with 

special attention paid to any noticeable problems with 

content, clarity, or bias.  Finally, interviews were 
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conducted with a sample of convenience in each of the 

school districts involved in this study.  Subjects’ 

responses were recorded, coded, and then analyzed. 

Validity of the Survey Instruments 

 The Multifactor Leadership Questionnaire (MLQ5R) was 

originally designed by Bass in 1985 to measure a range of 

leadership behaviors including transformational, 

transactional, and non-transactional/laissez-faire 

leadership.  The MLQ has undergone several revisions by 

Avolio and Bass since 1985.  The original MLQ was 

criticized by several scholars for having inadequate 

discriminant validity among the factors in the survey 

(Hunt, 1991; Smith & Peterson, 1988; Yukl, 1994).  The 

survey contained behavioral and impact items in the same 

survey scales, and the validity of the instrument failed to 

be corroborated in empirical research that followed.   

In response, Bass and Avolio (1995) performed a series 

of factor analyses with the MLQ5R which resulted in the 

development of the current nine-factor format of the MLQ5X.  

Nine different data sets (N = 2154) from independent 

researchers were used to test the validity of the 

instrument.  These data were subsequently used as a basis 

for selecting items that demonstrated the best convergent 
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and discriminant validities.  The current version of the 

MLQ5X is an attempt to more closely detail the full range 

of leadership as described by Bass and Avolio in 1991, 

while maintaining convergent and discriminant validities as 

determined by Confirmatory Factor Analyses (Bass & Avolio, 

2004). 

Researchers using the MLQ (Bass & Avolio, 1995) have 

found that workers who perceived their leaders to be 

transformational leaders demonstrated higher commitment 

than those who perceived their leaders to be transactional 

leaders (Bass & Avolio, 2004).  Koh, Steers, and Terborg 

(1995) used the MLQ in a study of 846 secondary teachers in 

Singapore.  They found that teachers were more committed to 

the organization if they rated their principals as more 

transformational than transactional.  They concluded, 

therefore, that “Transformational leadership may be 

effective in enhancing attitudes and behaviors” (p. 330). 

O’Connor (2001) had similar findings when she 

conducted a study using the MLQ (Bass & Avolio, 1995) in 57 

middle schools.  This study was designed to examine 

leadership style in relationship to school climate. 

O’Connor found that teachers perceived transformational 

leaders as being authentic.  This authenticity resulted in 
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an open school climate and was strongly associated with 

teachers who were more dedicated and engaged. 

Rugg (2005) used the MLQ (Bass & Avolio, 1995) to 

study teacher satisfaction as it related to principal 

leadership style in K-12 public schools in Indiana.  Data 

were gathered from 650 randomly selected teachers and found 

that when principals were perceived as demonstrating 

transformational leadership behaviors, teachers were more 

satisfied.  Rugg stated, 

Teachers are more satisfied with principals who earn 

higher MLQ scores in the transformational factors.  

The conclusion of a relationship between 

transformational leadership and teacher satisfaction 

supports the appropriateness of the transformational 

leadership model for k-12 public school principals. 

(p. 76)   

 

Rugg’s study confirmed that when teachers perceived their 

principal as a transformational leader, there was a 

significant and positive effect on their job satisfaction.  

The Minnesota Satisfaction Questionnaire (Weiss et 

al., 1967) was developed as part of an ongoing research 

project being conducted to examine the issue of adjustment 

to work.  The instrument was developed as a measure of 

these “indicators of work adjustment” (Weiss et al., 1967, 

p. v) and was based on the conceptual framework of the 

Theory of Work Adjustment (Weiss et al., 1964).  
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Validity for the MSQ (Weiss et al., 1967) has been 

substantiated because the instrument performs according to 

theoretical expectations (Weiss et al., 1967).  However, 

much of the validity for the MSQ has been established 

indirectly from construct validation studies for the 

Minnesota Importance Questionnaire (MIQ, Weiss, Dawis, 

England, & Lofquist, 1964), which was based on the Theory 

of Work Adjustment (Weiss et al., 1967).  The validity of 

the MSQ was also measured in several studies that used MSQ 

scales as dependent variables and examined the relationship 

between vocational needs and levels of occupational 

reinforcement.  These studies indicated that although the 

MSQ Compensation, Independence, and Social Service scales 

did not consistently perform to theoretical expectations, 

the remaining MSQ scales demonstrated evidence of construct 

validity (Weiss et al., 1964).   

Evidence for the concurrent validity of the MSQ (Weiss 

et al., 1967) came from studies of vocational differences 

in satisfaction.  Weiss et al. (1967) explained that 

validity specific to the short-form MSQ came from studies 

of occupational differences in satisfaction, as well as 

“studies of the relationship between satisfaction and 

satisfactoriness, as specified by the Theory of Work 
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Adjustment” (p. 24). Finally, studies measuring general job 

satisfaction as the dependent variable and the MIQ (Weiss 

et al., 1964) scale scores as the dependent variables 

reported that “Satisfaction becomes a linear function of 

the linear composite of needs” (Weiss et al., 1967, p. 18).  

These results indicated that the MSQ measured satisfaction 

as expected in relation to the Theory of Work Adjustment 

(Weiss et al., 1964).  

Several studies have used the MSQ (Weiss et al., 1967) 

to measure job satisfaction among teachers.  In 2002, 

Bowden conducted a study to examine the relationship 

between the leadership practiced by 10 middle school 

principals and the general job satisfaction reported by 183 

teachers in California.  He found that there was a positive 

correlation between what he called “collaborative” 

leadership and teacher job satisfaction.   

Papadopoulos (2003) used the MSQ (Weiss et al., 1967) 

not to examine a specific variable related to job 

satisfaction but to examine the job satisfaction of 144 

elementary teachers in the Northern Mariana Islands in 

general.  She found that general job satisfaction was 

predicted by a combination of factors including future 

intentions, advancement, co-workers, policies, supervision, 
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and work conditions.  Each of these factors resulted in a 

positive correlation when analyzed in relation to job 

satisfaction as reported by teachers using the MSQ. 

Papin (2005) also examined the job satisfaction of 

teachers in inner-city elementary schools using the MSQ 

(Weiss et al., 1967).  Using a sample of 385 teachers, 

Papin found that general satisfaction was influenced by all 

aspects of the job.  However, teachers reported higher 

levels of satisfaction with the intrinsic aspects of 

teaching and higher levels of dissatisfaction with the 

extrinsic aspects of the profession, including salary. 

Prior studies have been designed to examine the 

relationship between teacher job satisfaction and the 

perceived leadership style of the principal using both the 

MLQ (Bass & Avolio, 1995) and the MSQ (Weiss et al., 1967) 

as survey instruments.  Chu (1993) used both instruments to 

study the relationship of teachers’ job satisfaction and 

their perceptions of principals’ leadership styles in 

private vocational high schools in Taiwan.  He used a 

sample of 629 teachers and found that there was a positive 

correlation between the general job satisfaction of 

teachers and their perceptions of transformational 

leadership as determined by the MLQ Charisma, Inspirational 
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Motivation, Intellectual Stimulation, and Individual 

Consideration scales.  The principals demonstrating 

transformational leadership behaviors were those who 

promoted vision and pride, had high expectations, 

emphasized rationality, and gave individual attention to 

teachers.  Chu found a negative correlation existed between 

perceived Management by Exception (passive) leadership and 

general job satisfaction.  This negative correlation also 

existed when Laissez-faire leadership was perceived by 

teachers. 

Martino (2003) used the MLQ (Bass & Avolio, 1995) and 

MSQ (Weiss et al., 1967) to study leadership style, teacher 

empowerment, and job satisfaction in public elementary 

schools.  Based on data collected from 381 teachers, she 

also found a significant correlation between 

transformational leadership behaviors and general job 

satisfaction.  When significant transformational behaviors 

were indicated by the charisma, idealized influence, 

inspirational motivation, intellectual stimulation, and 

individualized attention MLQ scales, teacher job 

satisfaction increased.               
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Validity of the Interview Questions 

The follow-up individual interviews were used to add 

detail and substance to the survey instrument data.  The 

questions were written by the researcher to expand upon the 

conclusions reached from the statistical data.  The 

questions were derived directly from the results of the 

survey instrument data.  Questions were reviewed and field 

tested before being implemented in the interviews.  

Descriptive data generated by the subjects’ responses 

served to either discount or confirm the statistical 

analysis. 

Reliability of the Survey Instruments 

 To measure internal consistency with the Multifactor 

Leadership Questionnaire (Bass & Avolio, 2004), 

reliabilities within the leadership scales were determined 

by calculating Cronbach’s Alpha coefficient values for each 

of the nine leadership factors.  The following were the 

reliability coefficients: idealized influence (attributed, 

.75), idealized influence (behavior, .70), inspirational 

motivation (.83), intellectual stimulation (.75), 

individualized consideration (.77), contingent reward 

(.69), management by exception (active, .75), management by 

exception (passive, .70), laissez-faire (.71).  The 
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reliability coefficients for the three outcome factor 

scales were extra effort (.83), effectiveness (.82), and 

satisfaction (.79).  These reliability scores were 

calculated by Bass and Avolio (2004) for a total sample of 

27,285 in the United States. 

 Data on the internal consistency reliability of the 

MSQ (Weiss et al., 1967) were calculated with Hoyt’s 

analysis-of-variance method.  The MSQ manual displayed high 

reliability coefficients for the Short Form.  The 

reliability coefficients differed based on occupational 

groups, but median reliability coefficients were:  

intrinsic satisfaction (.86), extrinsic satisfaction (.80), 

and general satisfaction (.90).      

Data Analysis 

Survey data were analyzed using an alpha level of .05 

to determine statistical significance in Pearson product-

moment correlations and two multiple linear regressions 

tests.  First, a correlation was run to examine the 

relationship between the nine leadership scales and the 

intrinsic and extrinsic satisfaction scales.  A second 

correlation examined the relationship between the nine 

leadership scales and the five demographic scales.  Then, a 

multiple regression analyzed the relationship between the 
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dependent variable of intrinsic job satisfaction as 

indicated by the MSQ (Weiss et al., 1967) scale, the 

independent variables including the nine leadership scales 

found in the MLQ, and the five teacher demographic 

variables.  The second regression analyzed the same 

relationship, but the dependent variable was extrinsic job 

satisfaction as indicated by the MSQ scale.   

Following the survey instrument analysis, qualitative 

data were collected through individual interviews.  These 

descriptive data were used to explain themes that emerged 

from the statistical data relating to the common 

experiences of the subjects.  Qualitative methods as 

described by explanatory study design were used to evaluate 

the subjects’ responses (Fraenkel & Wallen, 2003).  

Interview responses were coded in an effort to identify 

themes relating to the opinions, feelings, and experiences 

of late career teachers.  These data were then analyzed in 

relation to the statistical data.  

Procedure 

 The data collection for this study began in the spring 

of 2007.  The purpose of the study was shared with each of 

the three school districts, and permission was granted from 

each district for data collection.  Survey instruments were 
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then delivered to late career teachers at each of the 

eligible elementary schools.   

In an attached letter, the researcher explained 

efforts for data collection and informed subjects that they 

may choose to remain anonymous, or they may choose to give 

their name on the demographic information sheet.  The 

letter explained that if the subject chose to give his/her 

name, he/she was indicating that it was permissible for the 

researcher to contact the subject to participate in an 

interview following his/her completion of the survey 

instrument.   

Surveys were distributed to eligible teachers’ school 

mailboxes by each school’s administrative assistant.  Each 

survey was accompanied by an envelope.  The subject was 

instructed to place the completed survey and the signed 

informed consent documents in the envelope, seal the 

envelope, and return it to an envelope in the school’s 

administrative office.   Approximately one week after the 

survey administration, the survey instruments were 

collected and analyzed. 

 Following the survey data analysis, qualitative data 

were collected and analyzed.  The researcher then separated 

the surveys by school district and identified those surveys 
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on which teachers had written their names.  From those 

surveys, the researcher chose subjects as potential 

participants for the individual interviews.  These subjects 

represented various schools, ages, and years of experience.  

The researcher also attempted a balance of male and female 

participants.  Subjects were contacted by phone and invited 

to take part in an individual interview to be held at their 

school site.  During this conversation, each subject was 

given a brief explanation of the study and the interview 

process.  Each subject was also given the following 

information: 

1. The researcher was conducting a study to fulfill 

the requirements for a doctoral degree in 

Educational Leadership at the University of 

Arizona. 

2. The study was centered on late career teachers’ 

perceptions of their principals’ leadership styles 

in relation to their job satisfaction. 

3. The study involved an interview that would last 

approximately 30 minutes. 

4. The interview would be conducted in a neutral 

location at their school site. 
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5. The interview would not be taped, and only 

handwritten notes would be taken by the 

researcher. 

6. The subject’s name and background information 

would not appear in the study, and his/her 

identity would remain completely confidential to 

all parties. 

7. The name of the subject’s principal would not 

appear in the study, and his/her identity would 

remain completely confidential to all parties. 

8. The subject’s school and school district would not 

be identified in the study.   

Interviews were then conducted within each of the 

three districts.  Each interview was a semi-standardized 

interview, and questions followed the open-ended question 

design as described by Fraenkel and Wallen (2003).  Each 

interview was approximately 30 minutes in length.  The 

researcher took written notes at each interview. 

Delimitations of the Study 

 The following delimitations were considered and 

accounted for in the gathering and reporting of data: 
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1. Generalizability may be limited by the size and 

location of the school districts involved in the 

study. 

2. Generalizability may be limited by the number of 

subjects involved in the study. 

3. This study was limited to the subjects’ perceptions 

of their own job satisfaction and their feelings 

toward and about their principal. 

4. This study did not identify the gender of the 

principal as a research variable. 

5. Personal backgrounds of the individual teachers may 

affect subjects’ perceptions as identified by the 

survey instrument. 

6. Both survey instruments were designed for business 

and industry rather than for educators. 
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CHAPTER 4 

PRESENTATION AND ANALYSIS OF THE DATA 

The purpose of this study was to examine the 

relationship between late career teachers’ perceptions of 

their principals’ leadership styles and their job 

satisfaction.  From analysis of these perceptions, as well 

as analysis of teachers’ job satisfaction, implications 

were drawn as to how school leaders can best support, 

encourage, and rejuvenate their veteran staff members.   

This chapter includes an examination of the research 

questions, a presentation of the results, and an 

explanation of follow-up analyses that were conducted.  The 

data for each research question were tested using Pearson 

product-moment correlations and multiple regression 

analysis.  Statistical significance for these tests was 

determined at alpha ≤ .05.  Additionally, perceptions were 

gathered through interviews with teacher participants.  

Qualitative research techniques were then used for 

analysis. 

Profile of Participants 

  One hundred eighty-four surveys were given to 

potential participants.  Seventy late-career elementary 

teachers from 17 elementary schools across three school 
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districts in Southern Arizona participated in this research 

study.  This constituted a 38% survey return rate.  The 70 

participants ranged in age from 40 to 64 years old.  Of the 

70 participants, 63 (90%) were female, and seven (10%) were 

male.  Sixty-two (88%) participants identified themselves 

as White, six (9%) identified themselves as Hispanic, and 

two (3%) identified themselves as Pacific Islanders.  The 

teacher participants varied in number of years teaching at 

their current school site ranging from 3 to 32 years.  

Further, teachers in the sample ranged in number of 

consecutive years of service from 10 to 40 years.  Nine 

participants volunteered to take part in the individual 

interviews.  Of the 9 participants, seven (78%) were 

female, and two (22%) were male.  Interview participants 

represented each of the three school districts. 

Research Question 1 

 What is the relationship between late career 

elementary teachers’ perceptions of their principals’ 

leadership styles and their job satisfaction?   

The nine leadership styles, including idealized 

influence (attributed), idealized influence (behavior), 

inspirational motivation, intellectual stimulation, 

individualized consideration, contingent reward, management 
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by exception (active), management by exception (passive), 

and laissez-faire, were correlated with intrinsic and 

extrinsic teacher satisfaction using the Pearson product-

moment correlation.  All 70 participants completed this 

data.  All but two of the correlations were statistically 

significant.  The correlations between the leadership 

styles and the extrinsic satisfaction variable were 

generally higher than those of the intrinsic variables.  Of 

the correlations between the leadership styles and the 

extrinsic variable, the largest correlation was found 

between idealized influence (attributed) and the extrinsic 

satisfaction variable, r = .80, p < .01.  The next largest 

correlation was between intellectual stimulation and the 

extrinsic satisfaction variable r = .70, p < .01.  It is 

also of interest that statistically significant negative 

correlations were found between laissez-faire and the 

extrinsic satisfaction variable r = - .52, p < .01, as well 

as management by exception (passive) and the extrinsic 

satisfaction variable r = - .44, p < .01.  The correlation 

between management by exception (active) and the extrinsic 

satisfaction variable was not found to be statistically 

significant.     
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   Of the correlations between the leadership styles and 

the intrinsic satisfaction variable, the largest 

correlation was between individualized consideration and 

the intrinsic satisfaction variable r = .51, p < .01.  The 

next largest correlation was between contingent reward and 

the intrinsic satisfaction variable r= .49, p < .01.  A 

statistically significant negative correlation was also 

found between management by exception (active) and the 

intrinsic satisfaction variable r = - .28, p < .01.  

Correlations between management by exception (passive) and 

the intrinsic satisfaction variable as well as laissez-

faire and the intrinsic satisfaction variable were not 

found to be statistically significant (see Table 3). 

The statistically significant positive correlation 

between idealized influence (attributed) and the extrinsic 

job satisfaction of late career teachers (r = .80) 

suggested that principals who were perceived by late career 

teachers as demonstrating idealized influence (e.g., they 

were respected, trusted, and confident) tended to be 

associated with teachers who were more extrinsically 

satisfied with their jobs.   

 The statistically significant positive correlation 

between contingent reward and the intrinsic job            
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Table 3 

Correlation of Leadership Styles and  

Extrinsic/Intrinsic Variables 

Leadership Styles Intrinsic Extrinsic 

   

1. Idealized Influence (Attributed) .46** .80** 

2. Idealized Influence (Behavior) .33** .54** 

3. Inspirational Motivation .33** .61** 

4. Intellectual Stimulation .45** .74** 

5. Individualized Consideration .51** .66** 

6. Contingent Reward .49** .70** 

7. Management-by-Exception (Active)  - .28*  - .13 

8. Management-by-Exception (Passive)  - .06  - .44** 

9. Laissez-faire Leadership  - .07  - .52** 

   

*p < .05 **p < .01 

N=70. 

 
satisfaction of late career teachers (r = .49) suggested 

that principals who were perceived by late career teachers 

as utilizing contingent reward practices (e.g., being 

specific regarding who was responsible for achieving 

performance targets and making clear what one could expect 

to receive when goals were achieved) tended to be 

associated with teachers who were more intrinsically 

satisfied with their jobs. 
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 The statistically significant negative correlation 

between laissez-faire leadership and the extrinsic job 

satisfaction of late career teachers (r = - .52) suggested 

that principals who were perceived by late career teachers 

as laissez-faire leaders (e.g., failing to interfere until 

problems became serious and waiting for things to go wrong 

before taking action) tended to be associated with teachers 

who had lower extrinsic job satisfaction. 

Research Question 2 

 What are the relationships among the age, gender, 

race, years of service at the current school, and 

consecutive years of service of teachers and their 

perceptions of the leadership styles of their principals? 

The nine leadership styles, including idealized 

influence (attributed), idealized influence (behavior), 

inspirational motivation, intellectual stimulation, 

individualized consideration, contingent reward, management 

by exception (active), management by exception (passive), 

and laissez-faire, were correlated with the five 

demographic variables which included age, gender, race, 

years teaching at the current school, and consecutive years 

of service using the Pearson product-moment correlation.  

All 70 participants completed this data.  Gender was coded 
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1 = male, 2 = female.  Race was coded 0 = white, 1 = 

minority.  Several correlations were found to be 

statistically significant (see Table 4). 

The correlations involving the gender variable 

produced two significant findings.  Female participants 

appeared more often to perceive their principals as 

demonstrating Individualized Consideration r = .29, p < 

.05.  Male participants tended to more often perceive their 

principals as demonstrating laissez-faire leadership traits 

r = - .30, p < .05. 

A significant correlation was also found between the 

number of years a teacher had worked at the current school 

and the perception of laissez-faire leadership.  It 

appeared that the longer teachers had worked at their 

current school, the more likely they were to view their 

principal as demonstrating laissez-faire leadership r = 

.25, p < .05. 

The correlations involving consecutive years of 

service produced two statistically significant findings.  

It appeared that late career teachers who had taught fewer 

consecutive years more often viewed their principals as 

demonstrating idealized influence (attributed) r = - .25,  
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Table 4 

Correlation of Leadership Styles and Demographics 

 Age Gender Race01 Years 

at  

School 

Consec. 

Years 

Service 

      

1. Idealized Influence 

  (Attributed) 

.09 .21 .02 - .18 - .25* 

2. Idealized Influence 

(Behavior) 

.01 .13 - .15 .01 - .07 

3. Inspirational 

Motivation 

.18 .15 - .08 - .03 - .09 

4. Intellectual 

Stimulation 

.06 .20 .06 - .21 - .34** 

5. Individualized  

Consideration 

.03 .29* .09 - .14 - .21 

6. Contingent  

Reward 

.18 .16 - .06 - .14 - .18 

7. Management by 

  Exception (Active) 

- .15 .22 .24 .12 .08 

8. Management by 

  Exception (Passive) 

- .21 - .01 .03 .24 .13 

9. Laissez-faire - .20 - .30* - .03 .25* .21 

      

*p < .05 **p < .01 

N=70. 
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p < .05, and intellectual stimulation r = - .34, p < .01.  

This suggested that late career teachers with fewer 

consecutive years of service more often viewed their 

principals as individuals who were respected, trusted, and 

confident.  It further suggested that these teachers more 

often viewed their principals as encouraging teachers to be 

innovative problem solvers. 

The correlations between the nine leadership scales 

and age produced no statistically significant findings.  

The correlations between the nine leadership scales and 

race produced no statistically significant findings. 

Research Question 3 

What are the relationships among the age, gender, 

race, years of service at the current school, and 

consecutive years of service of teachers and their job 

satisfaction? 

Age, gender, race, years of service at the current 

school, consecutive years of service, and the nine 

principal leadership styles were entered as predictors in a 

multiple regression analysis predicting extrinsic job 

satisfaction in late career teachers.  Following this 

analysis, all the demographic variables were entered in a 

second multiple regression analysis to predict extrinsic 
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job satisfaction.  Following this analysis, the nine 

leadership styles were entered in a third multiple 

regression analysis to predict extrinsic job satisfaction.  

All 70 participants completed this data.   

The one significant predictor of extrinsic job 

satisfaction was idealized influence (attributed) b = .73, 

p = .05, beta = .49 (see Table 5).  This finding indicated 

that out of the intercorrelations of all the predictors of 

extrinsic job satisfaction, idealized influence 

(attributed) stood out as statistically significant. 

The demographic variables were entered into a multiple 

regression to predict extrinsic job satisfaction.  Then the 

nine leadership styles were entered in a separate multiple 

regression to predict extrinsic job satisfaction.  This was 

done to explore separately these two groups of predictors. 

In the regression involving the demographic 

predictors, only consecutive years of service was a 

significant predictor of extrinsic job satisfaction b =  

- .246, p = .039.  This suggested that teachers with more 

consecutive years of service appeared to experience lower 

extrinsic job satisfaction. 

In the regression involving the nine leadership 

styles, idealized influence (attributed) was the one 
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Table 5 

Multiple Regression with Extrinsic Variable 

 B SE Beta T P 

      

Constant 21.54 5.86  3.67 .00 

Age - .07 .10 - .08 - .80 .43 

Gender   .93 1.87   .05 .50 .62 

Race01 - 2.16 .158 - .13 - 1.37 .18 

Years at School - .12 .10 - .14 - 1.25 .22 

Consec. Years Service - .14 .09 - .17 - 1.58 .12 

I I (Attributed)   .73 .35   .49 2.06 .05 

I I (Behavior) - .23 .28 - .15 - .80 .43 

Inspirational Motivation   .21 .28   .13 .75 .46 

Intellectual Stimulation   .27 .31   .18 .89 .38 

Ind. Consideration   .10 .21   .07 .48 .63 

Contingent Reward   .15 .28   .10 .52 .61 

M by E (Active)    .13 .15   .08 .89 .38 

M by E (Passive)  - .25 .26 - .14 - .97 .34 

Laissez-faire    .25 .26   .16 .97 .34 

      

N=70. 

predictor that was found to be statistically significant 

b = .984, p = .007.  Of all nine leadership scales, only  

idealized influence stood out as a statistically 
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significant predictor of extrinsic job satisfaction.  

It is interesting to note that the correlation between 

idealized influence (attributed) and extrinsic job 

satisfaction was high r = .80, p < .01, and when idealized 

influence (attributed) was entered into a multiple 

regression analysis as a predictor along with all other 

variables, it was still statistically significant b = .727, 

p = .046.  Finally, when it was entered into a multiple 

regression analysis as a predictor with the other 

leadership styles, it was still statistically significant  

b = .984, p = .007 when the other leadership styles were 

not statistically significant. 

Age, gender, race, years of service at the current 

school, consecutive years of service, and the nine 

principal leadership styles were entered as predictors in a 

multiple regression analysis predicting intrinsic job 

satisfaction in late career teachers.  The one significant 

predictor of intrinsic job satisfaction was contingent 

reward b = .83, p = .03, beta = .55 (see Table 6).  This 

finding indicated that out of the intercorrelations of all 

the predictors of intrinsic job satisfaction, contingent 

reward stood out as statistically significant. 
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The demographic variables were entered into a multiple 

regression to predict intrinsic job satisfaction.  Then the 

nine leadership styles were also entered in a separate 

multiple regression to predict intrinsic job satisfaction.  

This was done to explore separately these two groups of 

predictors. 

In the regression involving the demographic 

predictors, no predictors of intrinsic job satisfaction 

were found to be statistically significant.  In the  

regression involving the nine leadership styles, there were 

no predictors of intrinsic job satisfaction found to be 

statistically significant. 

It is interesting to note that the correlation between 

contingent reward and intrinsic job satisfaction was high  

r = .49, p < .01, and when contingent reward was entered 

into a multiple regression analysis as a predictor with all 

the other variables, it was still statistically significant 

b = .828, p = .032. 

Interviews were conducted to collect data related to 

late career teachers’ perceptions of their principals’ 

leadership styles and their job satisfaction.  A semi-

structured interview approach as described by Fraenkel and 

Wallen (2003) was used with 10 interview questions.    
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Table 6 

Multiple Regression with Intrinsic Variable 

 B SE beta T P 

      

Constant 35.05 7.75   4.52 .00 

Age - .04 .13 - .05 - .33 .74 

Gender - .76 2.47 - .04 - .31 .76 

Race01   .51 2.08   .03   .25 .81 

Years at School   .03 .13   .00   .03 .98 

Consec. Years Service   .11 .12   .14   .94 .35 

I I (Attributed) - .15 .47 - .10 - .32 .75 

I I (Behavior) - .24 .38 - .16 - .63 .53 

Inspirational Motivation   .05 .37  .03  .14 .89 

Intellectual Stimulation   .43 .41  .28  1.05 .30 

Ind. Consideration   .29 .28  .21  1.01 .32 

Contingent Reward   .83 .37  .55   2.22 .03 

M by E (Active) - .31 .20 - .20 - 1.55 .13 

M by E (Passive)   .30 .34  .17  .87 .39 

Laissez-faire    .33 .34  .22  .87 .34 

      

N=70. 

Fraenkel and Wallen describe the semi-structured interview 

as “a series of questions designed to elicit specific 

answers on the part of respondents” (p. 456).  This data is 
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gathered most often with the intent of comparing and 

contrasting it later.  The semi-structured interview is 

useful when conducted at the end of a study because 

qualitative data can both shape the perceptions of the 

researcher and provide information necessary to test a 

hypothesis.    

Nine participants were interviewed in neutral 

locations at their school sites.  Each individual interview 

lasted approximately 30 minutes.  Handwritten notes were 

taken during the interview and then typed afterward.  The 

analysis of the interview responses was conducted to code 

any emerging categories and themes.     

The analysis began by typing each response and then 

reading each answer individually two times.  The data were 

then analyzed using procedures as described by Marshall and 

Rossman (1999).  This process involved organizing the data, 

generating categories and themes, and coding the data into 

the themes.   

The data were sorted and reviewed.  The responses were 

sorted into three categories: late career teacher needs, 

extrinsic job satisfaction, and intrinsic job satisfaction.  

Within the first category, late career teacher needs, 

responses developed two themes: staff development needs and 
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leadership needs.  The theme of leadership needs yielded 

several common responses centered on support, respect, 

trust, encouragement, and instructional leadership.  The 

following quotes are reflective of these common themes: 

Late Career Teacher Staff Development Needs 

• We need staff development that is not redundant.  It 

should be something that gives us new ideas and helps 

us grow.  We can avoid burnout by learning new things.   

• One need we have is for professional development that 

isn’t geared to new teachers.   

• Staff development needs to be meaningful.  It should 

help us refresh skills we have or develop new skills. 

• Veteran teachers need staff development that is on our 

level.  They shouldn’t assume that we don’t know 

things. 

• New teachers need staff development to survive.  We 

need professional development that is aimed at veteran 

teachers to help us continue to grow in the 

profession. 
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Late Career Teacher Leadership Needs 

Support. 

• We need principals who ask what we need and what 

they can do to help us continue to do our job 

well. 

• Principals should support us by disciplining 

students and having our back with parents. 

• A principal’s role is to support experienced 

teachers in trying new things while recognizing 

that we have done this a while and we know what 

we are doing.  Support us, then stay out of our 

way. 

Respect. 

• Respect the experience that we have and treat us 

as professionals. 

• Someone who is respectful and honors that you 

know what you are doing. 

• I need a principal who recognizes what we do 

well, and shows mutual respect. 

• Respect that we aren’t tired—we are experienced, 

and have seen it all before. 
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Trust. 

• We need someone who trusts us to come up with 

ideas and trusts us to follow through. 

• Late career teachers don’t need to be 

micromanaged.  We should be trusted, and not have 

to do menial tasks like turning in weekly lesson 

plans. 

Encouragement. 

• Affirm what we are good at and help us grow. 

• Give encouragement that we are doing a good job. 

• Leave notes.  We might be old, but we still need 

a pat on the back from time to time. 

Instructional leadership. 

• Be an instructional leader and help us find 

information we can use. 

• Provide what we need to refine our skills.  

Present articles and research that we would find 

interesting. 

• A principal needs to be a resource. 

• A principal should look at all domains of our 

teaching and then give honest feedback.  It is 

nice in an evaluation to hear that everything is 
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great, but if a principal has no instructional 

suggestions or refinements to discuss, then I 

can’t grow as a teacher. 

Within the second category of extrinsic job 

satisfaction, themes emerged in relation to both high and 

low extrinsic job satisfaction.  Themes also emerged to 

show the impact of the principal’s perceived leadership 

style as it related to both high and low extrinsic job 

satisfaction.  The following quotes are reflective of these 

common themes: 

High Extrinsic Job Satisfaction 

Classroom and supplies. 

• I love my classroom. 

• We get whatever supplies we need. 

• I don’t think there is anything that I have asked 

for that I haven’t gotten from either my 

principal or our PTA. 

District vision. 

• I’m pleased with the direction our district is 

headed.  They are really focusing on the whole 

child and not just on test scores. 
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• I know that our district administrators put a lot 

of thought into each decision that they make.  I 

might not always agree, but at least I know it is 

a thoughtful decision. 

  Principal leadership. 

• Our principal is a good listener who is willing 

to admit his mistakes. 

• She keeps me grounded by saying not to worry 

about the little stuff. 

• I come here each day knowing that he’ll provide 

all he can. 

• He has an open door policy.  He wants to be a 

part of what’s going on here and that makes me 

feel good. 

• He is very involved and supportive of teachers 

and families.  He makes me want to come to work 

because he knows that I’m good at what I do and 

makes a point of telling me. 

• I’m eager to work for her because I respect her 

knowledge. 

• He gets on things.  He doesn’t let things pile 

up. 
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• She is a strong leader and that gives me 

satisfaction. 

Low Extrinsic Job Satisfaction 

Salary. 

• I need more money 

• Salary increases are not equitable for veteran 

teachers.  A new teacher in five years can make 

what I am making now. 

• The salary is bad.  People don’t value the 

teaching of our children, and teachers’ salaries 

reflect that. 

• The salary sucks. 

• The longer I teach, the more I realize that I am 

deprived. 

Policy. 

• There is nothing new in education.  It is always 

the same ideas, but a new format. 

• We find ourselves in more and longer meetings 

rehashing the same problems over and over. 

• Nothing is being taken away, only new 

requirements piled on.  I’m exhausted. 



 120 

• Some of the policies being handed down are 

ridiculous.  I can’t show a video unless it 

directly relates to my curriculum.  I can’t give 

a student a piece of candy for getting an A on a 

test.  It feels like we aren’t trusted to make 

rational decisions. 

Principal leadership. 

• Our principal is a punitive, negative bully.  We 

try to bring concerns to her and suffer 

retaliation as a result. 

• His organizational skills can be frustrating.  

Things don’t get taken care of in a timely 

manner. 

• The dynamics of her leadership don’t make me feel 

good about being here.  Everything is a power 

struggle. 

• I wish he would be more approachable and take our 

suggestions to heart. 

• If she was more respectful, more of a people 

person, it would help.  She could recognize our 

efforts once in a while.  That would be good. 
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• She should look out for the school, not just 

herself. 

Within the third category of intrinsic job 

satisfaction, themes emerged in relation to both high and 

low intrinsic job satisfaction.  Themes also emerged to 

show the impact of the principal’s perceived leadership 

style as it related to both high and low intrinsic job 

satisfaction.  The following quotes are reflective of these 

common themes: 

High Intrinsic Job Satisfaction 

Teaching and students. 

• My intrinsic satisfaction is extremely high.  I’m 

doing my part, and I feel genuinely appreciated 

by the kids. 

• I look forward each day to working with kids. 

• No matter how bad you feel when you wake up in 

the morning, you know there is at least one kid 

who is going to make you feel better. 

• This is so much fun. 

• I get paid to do this?  What a deal! 

• I walk into my classroom each morning and feel 

like a rock star. 
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• I love this job! 

• We single-handedly write the history of the world 

each day with our kids. 

Principal leadership. 

• She appreciates my stories.  I come in and tell 

about the special moments that happen in my 

classroom, and it makes it that much better to be 

able to share it. 

• He gives us time in our faculty meetings to share 

great things that are going on in our classrooms.  

That’s cool. 

• She is good at curriculum and has high standards.  

That fits with my focus on academics. 

• My principal couldn’t really do much more to 

increase my intrinsic satisfaction.  It comes 

from the kids, and it comes from within. 

Low Intrinsic Job Satisfaction 

Teaching and students. 

• My satisfaction is increasingly less.  Kids have 

changed.  They aren’t grateful for the planning 

and the work that I do. 
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• I chose this profession, and I will continue to 

do what I need to do to earn a paycheck, but it 

is becoming increasingly harder and harder. 

Principal leadership. 

• My principal doesn’t know what it is like to be a 

teacher these days.  She has no clue how hard it 

is. 

• She creates a toxic culture and it affects how I 

feel inside each day.   

• His leadership can be frustrating, but I don’t 

think it affects my intrinsic job satisfaction.  

I have changed, the kids have changed, and the 

job has changed.  This is my burden to bear. 

Summary 

 This chapter presented and analyzed the data collected 

regarding late career teachers’ perceptions of their 

principals’ leadership styles and their job satisfaction.  

It reported both survey and interview data collected in the 

fall of 2007.  The study was organized around three 

research questions.  Statistical analyses included Pearson 

product-moment correlation tests and multiple regression 
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analyses.  Additional qualitative analyses were used to 

examine responses to 10 interview questions. 
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CHAPTER 5 

SUMMARY AND DISCUSSION 

 The purpose of this study was to record, document, and 

compare the perceptions of 70 late career elementary 

teachers.  This chapter includes significant findings, 

conclusions, and recommendations.  The following questions 

guided this study: 

1. What is the relationship between late career 

elementary teachers’ perceptions of their 

principals’ leadership styles and their job 

satisfaction? 

2. What are the relationships among age, gender, 

race, years of service at the current school, and 

consecutive years of service of teachers and their 

perceptions of the leadership styles of their 

principals? 

3. What are the relationships among the age, gender, 

race, years of service at the current school, and 

consecutive years of service of teachers and their 

job satisfaction? 

Significant Findings 

The following significant findings were drawn from this 

study: 
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1. Of the correlations between the nine leadership 

styles and the intrinsic satisfaction variable, all 

but management by exception (passive) and laissez-

faire leadership were found to be significant.  Of 

the correlations between the nine leadership styles 

and the extrinsic satisfaction variable, all but 

management by exception (active) were found to be 

significant.  These data implied that late career 

teachers’ perceptions of their principals’ leadership 

styles did indeed impact both their intrinsic and 

extrinsic job satisfaction as suggested by the 

Leadership-Satisfaction model.  This further 

suggested that the relationship between perceived 

leadership style and job satisfaction was an 

important one. 

2. The correlations between the nine leadership styles 

and the extrinsic satisfaction variable were 

generally higher than the correlations between the 

nine leadership styles and the intrinsic satisfaction 

variable.  This indicated that late career teachers’ 

extrinsic job satisfaction was impacted more than 

their intrinsic job satisfaction by their perceptions 

of their principals’ leadership styles.  This 
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suggested that although teachers’ perceptions of 

leadership impacted both their intrinsic and 

extrinsic job satisfaction, it may have had less of 

an impact on intrinsic job satisfaction because 

intrinsic job satisfaction derived more from the 

teachers’ interactions with students, as well as from 

within themselves.  Further evidence was gathered 

from interviews.  When asked what a principal could 

do to increase intrinsic job satisfaction, one 

teacher replied, “I’m not sure what my principal 

could do to increase my intrinsic job satisfaction.  

It comes from inside me.”  Another teacher expressed 

this sense of intrinsic satisfaction by stating, “We 

single-handedly write the history of the world each 

day with our kids.” 

3. Of the correlations involving leadership styles and 

extrinsic job satisfaction, the largest correlation 

was found between idealized influence (attributed) 

and extrinsic satisfaction.  This indicated that when 

teachers respected and trusted their principals, felt 

a sense of pride in being associated with their 

principal, viewed their principals as having 

confidence, and perceived their principals as going 
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beyond self-interest for the good of the school, 

their extrinsic job satisfaction was higher.  Further 

evidence was suggested by the qualitative interview 

data.  One teacher described how her perception of 

her principal’s leadership style had affected her 

extrinsic job satisfaction by stating, “He is warm 

and caring.  He is loved by parents, kids, and 

teachers.  On top of all of this, he says ‘I’m proud 

of you.  I value you.’  That makes me feel good.” 

4. The second largest correlation involving the 

leadership styles and the extrinsic satisfaction 

variable was found between intellectual stimulation 

and extrinsic job satisfaction.  This suggested that 

when late career teachers perceived that their 

principals encouraged innovation, creativity, and 

shared decision making, they experienced higher 

extrinsic job satisfaction.  Many late career 

teachers considered themselves life-long learners. 

They have dedicated their lives to stimulating the 

intellect of their students, so when principals gave 

them the opportunity to innovate, think, and 

contribute, teachers responded positively.  Further 

evidence was suggested in interview data.   
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5. A negative correlation was found between laissez-

faire leadership and extrinsic job satisfaction as 

well as management by exception (passive) and 

extrinsic job satisfaction.  This implied that when 

late career teachers perceived their principals as 

demonstrating some transactional or avoidant 

leadership traits, it had a negative impact on their 

extrinsic job satisfaction.  Further evidence was 

suggested by interview data.  One teacher discussed 

his job satisfaction and his principal’s avoidant 

behavior by saying, “His organizational skills can be 

frustrating.  Things don’t get taken care of in a 

timely manner.”  Another teacher expressed 

frustration with her principal’s leadership style by 

stating, “I wish [my principal] would be more 

approachable and take our suggestions to heart.”   

6. Of the correlations involving the nine leadership 

styles and the intrinsic satisfaction variable, the 

largest correlation involved individualized 

consideration.  This suggested that when late career 

teachers perceived their principals as paying 

attention to the individual needs of teachers, 

helping them develop their strengths, and acting as a 
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coach, they experienced higher intrinsic job 

satisfaction. 

7. The second largest correlation involving the nine 

leadership styles and the intrinsic satisfaction 

variable was found between contingent reward and 

intrinsic job satisfaction.  This correlation 

suggested that when late career teachers perceived 

that their principals clarified goals and 

expectations and expressed satisfaction when others 

met expectations, they experienced high intrinsic job 

satisfaction.  Further evidence was suggested by 

interview data.  One example was found when a teacher 

stated, “When principals give specific feedback in 

evaluations, it helps us grow.” 

8. A negative correlation was found between management 

by exception (active) and intrinsic job satisfaction.  

These data implied that when late career teachers 

perceived their principals to be punitive leaders who 

kept track of mistakes, their intrinsic job 

satisfaction decreased.  One teacher reluctantly 

expressed that her principal’s leadership made her 

job as a teacher incredibly difficult to enjoy.  She 

discussed a specific example by stating, “Our 
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principal is a punitive, negative bully.  We try to 

bring concerns to her and suffer retaliation as a 

result.  Now people just stay out of her way.  It 

makes working here pretty miserable.” 

9. The correlation between leadership styles and gender 

suggested that female teachers more often perceived 

their principals as demonstrating individualized 

consideration, while male teachers more often 

perceived their principals as demonstrating laissez-

faire leadership. 

10. The correlation between leadership styles and the 

number of years the teacher has been at his/her 

current school site suggested that the longer late 

career teachers had taught at their current schools, 

the more likely they were to perceive their 

principals as demonstrating laissez-faire leadership. 

11. The correlation between leadership styles and the 

number of consecutive years of service indicated that 

teachers with fewer consecutive years of service more 

often viewed their principals as demonstrating 

idealized influence (attributed) and intellectual 

stimulation.  Given the findings related to extrinsic 

job satisfaction, this may imply that teachers with 
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fewer years of consecutive service have higher 

extrinsic job satisfaction. 

12. The one significant predictor of extrinsic job 

satisfaction was idealized influence (attributed).  

Further evidence was suggested by the qualitative 

data gathered in interviews.  One teacher commented, 

“I am satisfied with our principal.  He is willing to 

admit his mistakes and make things right.”  Another 

teacher stated, “Our principal shows mutual respect.  

I feel respected as an equal so I enjoy my work that 

much more.” 

13. The one significant predictor of intrinsic job 

satisfaction was contingent reward.  Further evidence 

was suggested through the interviews.  A teacher 

expressed this by saying, “Strong leaders clarify 

what is expected and what is acceptable.  They are 

willing to say no and make decisions not everyone 

likes.”   

Conclusions 

 The following conclusions discuss recommendations for 

school and district leaders.  They are based on both the 

findings in this study and the literature review. 
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Recommendation 1 

 To increase the job satisfaction of late career 

teachers, it is important for school and district leaders 

to establish and use a leadership model based on 

transformational leadership and relationship building.  

When teachers perceive their principals as demonstrating 

transformational leadership behaviors, they are more 

dedicated, engaged, and satisfied (Chu, 1993; Martino, 

2003; O’Connor, 2001; Rugg, 2005).  Sergiovanni (1990) 

described transformational leaders as being “first 

concerned with higher-order psychological needs for esteem, 

autonomy, and self-actualization and, then, with moral 

questions of goodness, righteousness, duty, and obligation” 

(p. 23).  These leadership behaviors serve to motivate and 

inspire both leaders and followers to increased levels of 

commitment.  In a school setting, this involves the 

principal and the teachers working together to be the best 

(Sergiovanni, 1990).  The findings in this study suggested 

that late career teachers experienced increased 

satisfaction when they perceived their principals as more 

specifically demonstrating the transformational behaviors 

of idealized influence (attributed), intellectual 

stimulation, and individualized consideration. 
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 Therefore, based on these findings, principals may 

want to demonstrate those behaviors described by Bass and 

Avolio (2004) as idealized influence (attributed), 

intellectual stimulation, and individualized consideration.  

Principals who demonstrate these behaviors are admired, 

respected, and trusted by teachers.  They display 

confidence, are consistent in their behavior and decision 

making, and consider the needs of others over their own.  

In addition, these principals encourage innovation and 

solicit ideas from others to solve problems.  These school 

leaders are supportive, act as coaches, and pay attention 

to the individual needs of late career teachers.   

Teachers in this study who perceived their principals 

as exhibiting these behaviors expressed higher job 

satisfaction.  As a result, they seemed to be more willing 

to set aside any frustrations or disappointments they may 

hold regarding salary and educational policies.  They also 

expressed that they were better able to handle the 

difficulties associated with teaching when they felt 

supported by their principal and perceived their principal 

as exhibiting transformational behaviors.  One teacher 

expressed this by stating, “Of course we need more money.  

Let’s face it, the salary is bad.  People don’t value the 



 135 

teaching of our children, and teachers’ salaries reflect 

that.  But I come here each day knowing that [my principal] 

will provide all he can.”  This supports the contention of 

Leadership-Satisfaction model that the perception of the 

principal’s leadership style may result in teachers who 

experience high intrinsic job satisfaction as a result of 

feeling supported and valued by the principal, while at the 

same time feeling low job satisfaction regarding work 

conditions such as salary and school policy.  

Recommendation 2 

 Although transformational leadership is important, 

school leaders may want to focus their energies on certain 

transactional behaviors as well.  For late career teachers, 

it appears that contingent reward leadership as described 

by Bass and Avolio (2004) also has a positive effect on job 

satisfaction.  Findings in this study suggest that late 

career teachers appreciate this transactional leadership 

style; therefore, when considering the needs of late career 

teachers, principals may wish to incorporate these 

behaviors into their leadership approach.  Principals who 

demonstrate contingent reward behaviors clarify 

expectations, as well as clarify who is responsible for 

meeting various expectations.  When expectations are met, 



 136 

these principals express satisfaction and offer recognition 

for a job well done.  Late career teachers in this study 

expressed that although they knew what they were doing in 

the classroom, they worked well when the principal 

clarified expectations and then praised the work they did 

rather than assuming that no praise or recognition was 

necessary for late career teachers.  One teacher 

recommended that principals leave notes for late career 

teachers as encouragement.  He joked, “We might be old, but 

we still need a pat on the back from time to time.” 

Sergiovanni (1990) described transactional leaders as 

focusing on “basic and largely extrinsic motives and needs” 

(p. 23).  Transactional leaders and their followers 

exchange services to achieve independent objectives.  In 

this scenario, performance is contingent upon both parties 

keeping their part of the bargain (Sergiovanni, 1990).  In 

this age of high-stakes testing and the accountability 

movement, many late career teachers feel that 

administrators and teachers do have new “independent 

objectives” when it comes to the mission of the profession.  

Teachers in this study expressed a feeling that 

administrators were preoccupied with “the bottom line,” 

resulting in some administrators and teachers having 
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philosophical differences and “independent objectives” 

(Sergiovanni, 1990, p. 23) describes.  Some teachers in 

this study commented that test scores now drive the 

profession and that building relationships with students 

and helping them to become well-rounded, contributing 

members of society is being overlooked.  However, they also 

expressed that they understand the pressures associated 

with NCLB (2001) and were willing to do what was necessary 

to ensure that students were successful when measured by 

these standards.  This may, in part, explain the 

correlation between contingent reward leadership and 

increased job satisfaction.  It would seem that late career 

teachers want principals to clearly define what must be 

done for students to be successful in light of these 

changing expectations.   

Recommendation 3 

 Teachers experience decreased job satisfaction when 

they perceive their principals as demonstrating laissez-

faire or management by exception behaviors (Chu, 1993).  

Although laissez-faire leadership can be compared to the 

absence of leadership, management by exception behaviors 

either involve a punitive principal who spends significant 

attention on the mistakes of others or a reactive principal 
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who waits for things to go wrong before intervening.  

Teachers in this study reported both forms of management by 

exception leadership to have a negative impact on their job 

satisfaction.  One teacher described her principal’s 

management by exception behaviors by stating, “She avoids 

giving recognition.  She only recognizes you if she is 

unhappy with you.  She creates a toxic culture and it 

affects how I feel inside each day.”  

It is important for principals to avoid laissez-faire 

or avoidant leadership because it results in late career 

teachers who do not feel supported.  In addition, 

principals should be aware that keeping a watchful eye on 

their teachers requires balance.  Principals need to be 

knowledgeable about their staff and be actively involved in 

the happenings of the school without being punitive or 

reactive.  When late career teachers in this study 

perceived their principals as focusing their energies on 

failures and mistakes, it resulted in lower job 

satisfaction.       

Discussion 

 This study supported certain themes in the leadership 

literature, the late career literature, and the job 
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satisfaction literature as well as the contentions put 

forth by the Leadership-Satisfaction model.   

Late career teachers are often assumed to be master 

teachers and therefore seem autonomous in what they do each 

day, but findings in this study suggested that principal 

leadership does impact the satisfaction of these 

individuals.  Findings in this study specifically suggested 

that certain transformational leadership behaviors 

increased job satisfaction in late career teachers.  

Teachers in this study indicated that although they were 

veteran teachers, they needed to be supported, involved in 

decision making, praised, coached, and encouraged.  They 

still looked to their principals for guidance, and they 

wanted to work for a principal who demonstrated caring and 

understanding. 

Interestingly, late career teachers in this study also 

indicated that some transactional leadership behaviors, 

namely contingent reward, increased their job satisfaction.  

Late career teachers appeared to want clear guidelines and 

expectations.  Teachers in this study indicated that they 

were grateful when the principal offered assistance in 

meeting various expectations, and they appreciated when 
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principals took the time to offer acknowledgment when 

expectations were met.   

Sergiovanni (1990) described both transformational and 

transactional leadership styles as necessary and 

appropriate in school leadership.  He wrote that these were 

“leadership styles that can be used simultaneously for 

different purposes or with different people” (p. 24).  In 

the past two decades, leadership literature has repeatedly 

touted the advantages of transformational leadership.  

However, one could argue that in advocating for 

transformational leadership, the value of transactional 

leadership in appropriate situations has been somewhat 

discounted.   

Given today’s changing educational climate and in 

light of the findings of this study, it seems that 

transactional leadership might need to make a comeback.  

Late career teachers have seen substantial changes in 

education in the past decade.  Teachers in this study 

expressed concerns about the likelihood of being able to 

meet the demands of NCLB (2001), and as a result, there 

seems to be a shift in what these teachers need from their 

principals to feel successful.  Findings in this study 

indicated that principals’ transformational behaviors still 
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correlated with teachers who feel fulfilled and satisfied, 

yet it may in fact be transactional behaviors including 

clear and defined guidance and expectations that lead to 

teachers feeling capable to meet the changing demands of 

the profession and therefore satisfied in their work. 

This study supports the notion that the overall job 

satisfaction of a teacher has a relationship with the 

perception of the principal’s leadership style whether it 

be transactional, transformational, or laissez-faire.  As 

suggested by the Leadership-Satisfaction model, this 

perception impacts intrinsic and extrinsic satisfaction 

factors which creates the broad and potentially complex 

picture of satisfaction which may be expressed in terms of 

high or low intrinsic satisfaction and high or low 

extrinsic satisfaction.   

Recommendations for Future Research 

Recommendation 1 

 The sample size was limited by the number of 

participants.  Further replications of this study would 

increase the reliability and generalizability of the data.   
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Recommendation 2 

Surveys and interviews of teachers outside of Southern 

Arizona would give a more adequate picture of late career 

teacher perceptions. 

Recommendation 3 

 An examination of the potential impact of the gender 

of the principal on the perception of leadership and job 

satisfaction would expand the scope of the current study. 

Recommendation 4 

 Studies involving samples of late career middle school 

and high school teachers’ perceptions of principal 

leadership styles and job satisfaction would expand the 

scope of the current study. 

Recommendation 5 

 Late career teacher motivation was not examined in 

this study, but it warrants attention.  It would be 

interesting to examine not only the relationship between 

principal leadership and the job satisfaction of late 

career teachers but also the relationship between principal 

leadership and the motivation of these teachers.  It is 

easy to make the assumption that a satisfied late career 

teacher is a motivated late career teacher, but this may 

not be the case.  Rather, it could be that some late career 



 143 

teachers who expressed high job satisfaction were, in fact, 

satisfied because they did very little. 

Recommendation 6 

 Further study of the link between high job 

satisfaction in late career teachers and contingent reward 

leadership is needed.  It would be interesting to examine 

whether the link between contingent reward and high 

satisfaction is exclusive to the population of late career 

teachers or if these are leadership behaviors that are 

desirable for all teachers. 

Summary 

 The purpose of this study was to record and document 

70 elementary level, late career teachers’ perceptions of 

their principals’ leadership styles as they related to 

their job satisfaction. 

 This study revealed that late career elementary 

teachers reported high job satisfaction when they perceived 

their principals as demonstrating idealized influence 

(attributed), intellectual stimulation, and individualized 

consideration transformational leadership behaviors.  They 

also reported high satisfaction when they perceived their 

principals as demonstrating contingent reward transactional 

leadership. 
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 This study further revealed that late career 

elementary teachers reported low job satisfaction when they 

perceived their principals as demonstrating management by 

exception (active and passive) and laissez-faire or 

avoidant leadership behaviors. 

 This study also generated several questions that merit 

future research.  These recommendations are intended to 

broaden the current scope of the study.  Further study may 

serve to inform school and district leaders about the 

unique needs of late career teachers.  
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APPENDIX A:  HUMAN SUBJECTS APPROVAL LETTER 
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APPENDIX B:  INFORMED CONSENT DOCUMENT 

 

 

An Examination of the Relationship between Late Career Teacher Job Satisfaction and the 

Perceived Leadership Style of the Principal in Selected Elementary Schools 

 

Introduction 

 

You are being invited to take part in a research study.  The information in this form is 

provided to help you decide whether or not to take part.  Study personnel will be available to 

answer your questions and provide additional information.  If you decide to take part in the 

study, you will be asked to sign this consent form.  A copy of this form will be given to you. 

 

What is the purpose of this research study? 

 

The purpose of this study is to examine the relationship between late career teachers’ 

perceptions of their principals’ leadership styles and their job satisfaction. 

 

Why are you being asked to participate? 

 

You are being invited to participate voluntarily because you are a teacher who is a minimum 

forty years of age and you have been teaching for a minimum ten consecutive years. 

 

How many people will be asked to participate in this study? 

 

Approximately 300 persons will be asked to participate in this study. 

 

 

What will happen during this study? 

 

You will receive a packet in your teacher mailbox that will include two survey instruments 

and a demographic information sheet.  You will be asked to complete the surveys, which will 

take approximately 15 minutes.  You will have an opportunity on the demographic 

information sheet to indicate if you wish to be contacted by the researcher for an individual 

interview.  You will then put your surveys into an envelope, seal the envelope, and return it to 

a drop box located with your school’s administrative assistant.  If you volunteer to participate 

in a follow up individual interview, you will be contacted by the researcher and an interview 

will be arranged at your convenience.  The researcher will meet with you for an individual 

interview at a neutral location which will last approximately 1/2 an hour. 
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How long will I be in this study? 

 

About 15 minutes will be needed to complete the surveys.  If not participating in an individual 

interview, this 15 minutes will conclude the participant’s involvement in the study.  If 

participating in an individual interview, approximately 30 additional minutes will be needed, 

and interviews will take place within two weeks of participants completing the survey.   

 

Are there any risks to me? 

 

No 

 

Are there any benefits to me? 

 

You will not receive any benefit from taking part in this study.  However, your participation 

will provide information to school leaders about the specific leadership needs of late career 

teachers.   

 

Will there be any costs to me? 

 

Aside from your time, there are no costs involved in taking part in the study. 

 

Will I be paid to participate in the study? 

 

No. 

 

Will video or audio recordings be made of me during the study? 

 

No. 

 

Will the information that is obtained from me be kept confidential? 

 

The only persons who will know that you participated in this study will be the Principal 

Investigator.  Your records will be confidential. You will not be identified in any reports or 

publications resulting from the study.  It is possible that representatives of the Human 

Subjects Protection Program that supports the research study will want to come to the 

University of Arizona to review your information.  If that occurs, a copy of the information 

may be provided to them but your name will be removed before the information is released. 

 

 

What if I am harmed by the study procedures? 

 

You will not be harmed by this study. 
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May I change my mind about participating? 

 

Your participation in this study is voluntary.  You may decide to not begin or to stop the study 

at any time.   Your refusing to participate will have no effect on your employment.  You can 

discontinue your participation with no effect on your employment.  Also any new information 

discovered about the research will be provided to you. This information could affect your 

willingness to continue your participation. 

 

Whom can I contact for additional information? 

 

You can obtain further information about the research or voice concerns or complaints 

about the research by calling the Principal Investigator, Kimberley Parkinson, at (520) 

696-8556. If you have questions concerning your rights as a research participant, have 

general questions, concerns or complaints or would like to give input about the research 

and can’t reach the research team, or want to talk to someone other than the research 

team, you may call the University of Arizona Human Subjects Protection Program office 

at (520) 626-6721.  (If out of state use the toll-free number 1-866-278-1455.) If you 

would like to contact the Human Subjects Protection Program by email, please use the 

following email address http://www.irb.arizona.edu/suggestions.php. 

 

Your Signature 
 

By signing this form, I affirm that I have read the information contained in the form, that the 

study has been explained to me, that my questions have been answered and that I agree to take 

part in this study.  I do not give up any of my legal rights by signing this form. 

 

__________________________________ 

Name (Printed) 

 

__________________________________   ______________ 

Participant’s Signature      Date signed 
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Statement by person obtaining consent 

 

I certify that I have explained the research study to the person who has agreed to participate, 

and that he or she has been informed of the purpose, the procedures, the possible risks and 

potential benefits associated with participation in this study.  Any questions raised have been 

answered to the participant’s satisfaction. 

 

__________________________________ 

Name of study personnel 

 

__________________________________   _______________ 

Study personnel Signature      Date signed 
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APPENDIX C: PARTICIPANT MEMORANDUM 

 

 

TO:  Classroom Teacher 

FROM: Kimberley Parkinson 

DATE:  August, 2007 

SUBJECT: Research Study 

 

The XXX Unified School District, XXX Unified School District and the XXX Unified 

School District, in conjunction with the University of Arizona, have agreed to participate 

in a study of elementary teachers’ perceptions of principal leadership style as it relates to 

job satisfaction.  The study will provide you with the opportunity to express your 

opinions about the leadership behaviors of principals and your job satisfaction. 

 

Participants in the study have been identified as K-6 classroom teachers who are a 

minimum forty years of age, and who have been teaching a minimum ten consecutive 

years.  The data collected in this research study will be used by the researcher for 

academic purposes.  You will not be personally identified as a participant in this study.  It 

is imperative that you not place your name on the survey instruments.  Your anonymity 

will be assured.  

 

It is also important that you complete both the Informed Consent documents and the 

demographic information sheet.  If you are willing to participate in a follow-up individual 

interview with the researcher, you will have an opportunity to write your name and phone 

number on the demographic information sheet.  By writing your name, you are giving the 

researcher permission to contact you regarding participation in an interview.  If you do 

not wish to be contacted or interviewed, you may leave your name and phone number off 

of the demographic information sheet. 

 

This study is being done to determine the relationship between late career elementary 

teachers’ perceptions of their principals’ leadership styles and their job satisfaction.  This 

is not intended to be an evaluation of your principal.  It is important that you answer the 

questions honestly, frankly, and from your perspective.  Please ensure that you answer all 

the demographic information as well as the questions on the two separate questionnaires.  

One questionnaire will measure your perception of your principal’s leadership style, and 

the other measures your job satisfaction.  After completion of the informed consent 

documents, the questionnaires and the demographic information sheet, please place them 

in the enclosed envelope without stapling, seal the envelope, and return it to your 

school’s front office. 

 

Your participation in this study is voluntary and you may withdraw from the study at any 

time.  It is estimated that it will take approximately fifteen to twenty minutes to answer 

the questionnaires.  If you volunteer for a follow-up interview, this would take an 
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additional ½ hour of your time, and would be held at a time of your convenience in a 

neutral location.  Once you have returned your envelope, your participation in the study is 

complete unless you are contacted for an individual interview.  By returning the 

envelope, you are giving permission for the use of the data. 

 

For further information, you may contact the principal investigator, Kim Parkinson, 

doctoral candidate at (520) 696-8556 (W) or (520) 207-7922 (H) or by email at 

parkinsk@flowingwells.k12.az.us.  If you have questions concerning your rights as a 

research participant, you may call the Arizona Human Subjects Protection Program office 

at (520) 626-6721.  

 

Your opinion is important and essential to the success of this study.  Thank you in 

advance for your time. 
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APPENDIX D:  DEMOGRAPHIC INFORMATION SHEET 

 

 

DIRECTIONS:  Please fill out this sheet with the appropriate information. 

 

1. Age  __________ 

 

 

2.  Gender    F     M 

 

 

3.  Race     White    

      Black        

   Hispanic  

      American Indian  

      Pacific Islander  

 

 
4. Number of years teaching at this school __________ 

 

 

5. Number of consecutive years of teaching experience __________ 

 

 

6. I am willing to discuss my survey responses with the researcher in an 

individual interview: 

 

 Yes      No 

 
     

    If yes, contact me at  ______ - __________ 

 

 

 Best time to call __________ 

 

  

 Name______________________________________________________  

(Only for individual interview volunteers) 
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APPENDIX E:  SEMI-STRUCTURED INTERVIEW GUIDE 

 

 
1. What needs do you perceive as being unique to 

teachers with your level of experience? 

 

2. What is your perception of the principal’s role in 
helping to meet those unique needs? 

 

3. How does your principal celebrate veteran 
teachers?   

 

4. Think about the “extrinsic” factors involved in 
teaching (e.g. the physical environment of your 

classroom, the available supplies, the hours, your 

colleagues, your salary, policies, your school, 

your district, and your principal).  Discuss your 

job satisfaction in relation to these extrinsic 

factors. 

 

5. How does your perception of your principal’s 
leadership affect your extrinsic job satisfaction? 

 

6. What could your principal do to increase your 
extrinsic job satisfaction?  Have you ever 

discussed this with your principal? 

 

7. Think about the “intrinsic” factors involved in 
teaching (e.g. believing in the work you are 

doing, feeling appreciated, feeling useful, 

feeling a sense of accomplishment, feeling a sense 

of achievement).   

Discuss your job satisfaction in relation to these 

factors. 

 

8. How does your perception of your principal’s 
leadership affect your intrinsic job satisfaction? 

 

9. What could your principal do to increase your 
intrinsic job satisfaction?  Have you ever 

discussed this with your principal? 
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10. Discuss your thoughts about retirement. 
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APPENDIX F:  PERMISSION TO USE MLQ 
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APPENDIX G:  PERMISSION TO USE MSQ 
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APPENDIX H:  MULTIFACTOR LEADERSHIP QUESTIONNAIRE 
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