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Abstract 

This explanatory mixed methods study explored the relationship between teachers’ 

perceived trust in their principal and teacher burnout. This study also explores novice 

teachers’ lived experience of trust in their principal and stress. Snowball sampling 

through a public Facebook post was used to gather participants during the 20192020 

school year for an online survey. The survey was conducted using the Faculty Trust in 

Principal subscale of the Omnibus-T Scale and Maslach’s Burnout Inventory for 

Educators to survey 165 Ontario teachers. Follow-up semi-structured interviews were 

conducted with three novice teachers within the first 5 years of their careers to outline 

their lived experiences and identify traits of principals that indicate trustworthiness. 

Results identified a negative correlation between trust in principal and emotional 

exhaustion, depersonalization, as well as a positive correlation between trust in principal 

and sense of personal accomplishment. Results also indicated a connection between 

increased faculty trust in principal when they had a shorter working relationship. The 

novice teachers interviewed perceive that principals can develop their trust through the 

individual consideration and idealized influence components of transformational 

leadership. Participants also identified principals reducing their workloads and trusting 

them as important components for trust development. Novice Ontario teachers identified 

stress due to high expectations, precarious employment, and the pressure to build a 

positive reputation as influencers in trust development.  
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CHAPTER ONE: INTRODUCTION 

Teaching is commonly recognized as a stressful profession. In fact, literature cites 

93% of teacher participants reporting high levels of stress and above average physical 

and mental health problems (Herman, Hickmon-Rosa, & Reinke, 2018). Extended stress 

responses that accumulate over time can also result in burnout that is commonly 

experienced by teachers (Herman et al., 2018; Leithwood, 2006), whose jobs carry high 

social and ethical responsibility (Bauer et al., 2005). Burnout refers to physical, 

emotional, and mental exhaustion that occurs as a result of chronic stress or pressure 

(Jepson & Forrest, 2006). It is comprised of feelings of emotional exhaustion, 

depersonalization, and low personal accomplishment (Maslach, Jackson, & Leiter, 2018). 

Due to the many stressors teachers face that are difficult to control, establishing factors 

that alleviate burnout is likely more effective than trying to entirely remove stressful 

experiences from teaching. Fortunately, trust can act as a buffer against burnout (Van 

Maele & Van Houtte, 2014). Specifically, faculty trust in principal predicts the level of 

teacher job stress experienced (Owen, 2018).  

This is a study of the relationship between teachers’ level of trust in their principal 

and teacher burnout. Trust is an essential pre-requisite of transformational leadership, 

which builds upon Maslow’s hierarchy of needs by encouraging leaders to satisfy the 

lower levels of the hierarchy to promote higher levels of motivation in their followers 

(Goethals & Allison, 2016). Kelloway, Turner, Barling, and Loughlin (2012) found that 

trust in the leader mediates the positive relationship between perceptions of the 

managers’ transformational leadership and employees’ psychological well-being. In this 

study, trust is defined as a willingness to be vulnerable to another based on the 



2 

 

 

confidence that the other is benevolent, honest, open, reliable, and competent 

(Tschannen-Moran, 2014; Van Maele & Van Houtte, 2014). Burnout will be 

operationalized as a syndrome of three types of feelings: emotional exhaustion, 

depersonalization, and low personal accomplishment (Maslach et al., 2018).  

This introductory chapter includes the problem and purpose for this study and 

outlines the research questions that guided this investigation. It also includes an overview 

of the researcher’s position, the theoretical framework, and important terms. 

Assumptions, limitations, and delimitations are provided to clarify how the conclusions 

made in this study may be reasonably extended to other contexts.  

Background of the Problem 

Teaching has been noted in the literature to be a highly stressful profession 

(Jepson & Forrest, 2006). Though stress is prevalent in many of the caring professions, it 

is of particular concern for teachers (Troman, 2000). The stress level experienced by 

teachers has been shown to be higher than other professions, as 41% of teachers report 

experiencing high levels of stress compared to 31% of nurses and 29% of managerial 

staff (Jepson & Forrest, 2006). Literature cites 93% of teacher participants reporting high 

levels of stress and being found to have above average physical and mental health 

problems (Herman et al., 2018). The consequences of the resulting teacher job stress 

include increased burnout, reduced individual performance, health side effects, increased 

sick leave use, teacher attrition, and reduced student learning (Leithwood, 2006; Van 

Maele & Van Houtte, 2014).   

Throughout this study, the term follower(s) will be used to refer to individuals 

who are working under the direction of a leader within a general organization context. In 
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circumstances specific to education, these individuals will be indicated using the term 

teacher(s). Transformational leadership uses Maslow’s hierarchy of needs by 

encouraging leaders to satisfy the lower levels of the hierarchy to promote higher levels 

of motivation in their followers (Goethals & Allison, 2016). Leaders elevate their 

colleagues’ interests in furthering the joint mission of the collective by encouraging, 

inspiring, and motivating them (Aranzamendez, James, & Toms, 2015). To encourage 

followers to align to a collective vision, it is essential that principals earn teachers’ trust 

(Goethals & Allison, 2016).  

By fostering interdependence, trust increases organizational effectiveness and 

efficiency (Tschannen-Moran & Gareis, 2015). Hoy and Tschannen-Moran (1999) broke 

down trust to include benevolence, honesty, openness, reliability, and competence, 

features shown to reduce emotional exhaustion in teachers (Van Maele & Van Houtte, 

2014). Principals’ role is to influence individuals to follow a collective group vision, so 

they need to give their staff a voice, earn their trust, and make their decisions honestly 

and without bias, so they can show the group they are valued (Goethals & Allison, 2016). 

Trust increases individuals’ confidence in the positive intentions of others and decreases 

uncertainty in situations of interdependence (Van Maele & Van Houtte, 2014). 

Teachers today face societal pressure to teach more than just the curriculum 

(Maslach et al., 2018). They are expected to correct social problems, develop student job 

skills, facilitate enrichment activities, meet individual student needs in classes with a 

range of individuals, and encourage the moral and ethical development of students 

(Maslach et al., 2018). Schools often have low human and financial resources to meet 
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these expectations, and lack of success in achieving these somewhat impossible goals has 

eroded teacher credibility in the wider community (Maslach et al., 2018).  

Extended stress responses that accumulate over time can result in burnout 

(Herman et al., 2018; Leithwood, 2006). Burnout refers to physical, emotional, and 

mental exhaustion that occurs as a result of chronic stress or pressure (Jepson & Forrest, 

2006). It is comprised of feelings of emotional exhaustion, depersonalization, and low 

personal accomplishment (Maslach et al., 2018). Burnout is a continuous variable and 

individuals can have low, medium, or high degrees of experienced feelings (Maslach et 

al., 2018). High burnout decreases teaching quality and impairs relationships (Herman et 

al., 2018). Burned-out teachers are often emotionally exhausted from their overwhelming 

job demands, leaving them cynical, and with decreased self-efficacy (self-perceived 

ineffectiveness) as they have faced excessive demands but lack the resources needed to 

meet them (Herman et al., 2018). Stress and burnout present the greatest direct threat to 

teachers’ performance and thereby, present the greatest indirect threat to student learning 

(Leithwood, 2006). 

Stress has been shown to create decreased teacher well-being (Herman et al., 

2018; von der Embse, Sandilos, Pendergast, & Mankin, 2016). Occupational stress can 

lead to heart disease, hypertensive diseases, gastrointestinal disorders, insomnia, 

depression, and alcoholism (Jepson & Forrest, 2006). These mental and physical side 

effects of stress make teachers more likely to take sick leave (Jepson & Forrest, 2006). 

Educator stress may result in increased financial costs for educational institutions, with 

school boards required to fund replacement staff (Jepson & Forrest, 2006). In 2017 the 

Toronto District School Board (Canada’s largest school board) spent $96.5 million 
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replacing teachers that were absent due to illness, religious, or personal reasons 

(Howorun, 2018). Since 2012, 50 school boards in Ontario have reported an increase in 

sick day use of approximately 30% (Howorun, 2018). The epidemic of teachers’ work-

related stress has impacted both recruitment and retention (Bloom, 2018). As stress 

reduces teachers’ job satisfaction (von der Embse et al., 2016), it inevitably contributes to 

teacher turnover (Herman et al., 2018). Stress is known to impact whether teachers leave 

a particular school or leave the profession entirely (Jepson & Forest, 2006), which is 

referred to in the literature as attrition (Prilleltensky, Neff, & Bessell, 2016). Studies 

report 30-50% of teachers leaving the profession within the first five years, with as many 

as 20-33% leaving within the first three years (Herman et al., 2018; Prilleltensky et al., 

2016). Attrition leads to financial costs at the organizational and institutional level 

(Prilleltensky et al., 2016). Teacher attrition is associated with increased instability for 

students and personal, financial, and societal burden (Herman et al., 2018).  

Unmanaged stress may lead to the deterioration of morale, attitudes, enthusiasm, 

and communication (Kelehear, 2004). Emotions of frustration and anger may become 

commonplace, dismantling learning communities (Kelehear, 2004) and reducing 

teachers’ productivity and performance (Herman et al., 2018; Jepson & Forrest, 2006; 

Leithwood, 2006). Stress exposure decreases both the quality of teaching and educator 

patience and tolerance for misbehaviour (Hinds, Jones, Gau, Forrester, & Biglan, 2015). 

As a result, stress makes teachers more likely to increase instances of harsh discipline, 

creating a culture of stress among students, changing their school experience, and 

adversely affecting their ability to learn (Hinds et al., 2015; Kelehear, 2004).  



6 

 

 

Stress may also affect the quality of students’ classroom experiences. When stress 

leaves teachers emotionally exhausted, they may provide low levels of positive behaviour 

supports and high rates of harsh reprimands (Herman et al., 2018). Teachers under stress 

may devote less energy to nurturing relationships with students. As a result, student 

academic and behaviour outcomes may be reduced (Herman et al., 2018). Students may 

become increasingly antisocial and may begin to display oppositional defiant behaviours 

(Herman et al., 2018). Herman and colleagues (2018) concluded that high teacher stress 

and burnout combined with low coping skills are related to poor student outcomes. 

Students of teachers who demonstrated high stress and low coping skills scored low in 

adaptive behaviours, math achievement, and had high levels of disruptive behaviour 

(Herman et al., 2018). These consequences highlight the importance of identifying, 

supporting, and managing teacher stress and burnout.  

Attempting to improve student learning by reducing teacher stress is a relatively 

unexamined path to targeting student achievement (Herman et al., 2018). Based on the 

stressful nature of the teaching profession, it is unrealistic to attempt to remove all 

possible stressors. Identifying factors that have been shown to reduce teachers’ 

experience of stress and burnout is worth considering as a mechanism for targeting 

student achievement. Existing research points to a relationship between teacher trust in 

their principals and burnout (Dworkin & Tobe, 2014; Mo & Shi, 2017; Owen, 2018; Van 

Maele & Van Houtte, 2014), suggesting that teacher trust in principals could be a key 

mechanism through which to reduce teachers’ experience of stress.   

Dworkin and Tobe (2014), in their longitudinal study of 8,000 Texas teachers 

between 2002 and 2012, used the Maslach’s Burnout Inventory (MBI), to track changes 
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in stress, trust, accountability standards, school safety, and budgetary cuts. They found 

that decreased interpersonal trust is associated with increased burnout (Dworkin & Tobe, 

2014). Though primarily driven by job stress, burnout is mitigated by supportive 

principals and co-workers (Dworkin & Tobe, 2014). Principal and colleague support and 

trust was shown to mediate the effects of decreases in student performance and support 

(Dworkin & Tobe, 2014).  

Van Maele and Van Houtte (2014), in their study of 673 teachers across 58 

elementary schools in Flanders, Belgium, used the Maslach Burnout Inventory for 

educators (MBI-ES), the Omnibus-T scale, and the short form of the Teachers’ Sense of 

Efficacy Scale, to examine whether trust lowers teacher burnout. They found that trust 

can act as a buffer against teacher burnout and that teacher-principal trust is important for 

inhibiting emotional exhaustion in teachers, concluding that principals can affect teacher 

burnout and prevent emotional exhaustion by nurturing trusting relationships in schools 

(Van Maele & Van Houtte, 2014).   

Mo and Shi’s (2017) study included 46 team leaders and 247 employees working 

at a pharmaceutical retail chain in Southern China. This study investigated the impact of 

ethical leadership on employee burnout, deviant behaviour, and task performance (Mo & 

Shi, 2017). The two psychological mechanisms used to investigate these variables were 

developing higher levels of employee trust in leaders and demonstrating lower levels of 

surface acting toward their leaders (Mo & Shi, 2017). They found that employees’ trust in 

leaders mediated the relationships between ethical leadership and employee burnout, 

deviant behaviour, and task performance (Mo & Shi, 2017).   
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Owen’s (2018) study of 141 teachers in Texas, USA, used the Omnibus T-Scale, 

the Alliance Web Survey, and the Stress in General Scale, to determine if faculty trust in 

principals and collaborative leadership behaviours predicted teacher job stress in K12 

public education settings. Owen (2018) found that faculty trust in principal and 

collaborative leadership behaviours predict teacher job stress, when controlling for the 

demographic variables of years of experience and gender.  

Aspects of a school community usually reflect the social culture of the nation the 

school is set in (Hallinger & Leithwood, 1996). A study by Klassen, Usher, and Bong 

(2010) found that cultural values are more strongly linked to individuals’ nation than to 

their religion, employer, or individual personality. The values and behavioural norms 

associated with culture may change relationships within a school by altering the 

expectations and perceptions of leadership (Hallinger & Leithwood, 1996). For example, 

Lam (2002) anticipates that a descriptive profile of a transformational leader would be 

developed differently by people from different nations. Beyond cultural differences, 

institutional context also impacts principal leadership by changing the amount of power 

principals have and the system expectations that drive principal performance (Hallinger 

& Leithwood, 1996). Previous research on trust in principals’ relationship with job stress 

and burnout were conducted by Owen (2018) in the USA and by Van Houtte and Van 

Maele (2014) in the Flemish region of Belgium. To the researcher’s knowledge no other 

studies have been conducted that explore these variables in an educational context. These 

contexts have numerous significant differences that make it necessary to collect data in 

Ontario, Canada, where to the researcher’s knowledge no study has been conducting 

looking specifically at trust in principal and teacher burnout. Canada, the United States, 
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and Belgium are unique education contexts that differ in the public perception of 

teachers, governance and the principal’s resultant role, the role of standardized testing, 

achievement and mandated emphasis on providing for multicultural students, job 

security, and teacher induction programs. To provide further rationale for conducting this 

research in an Ontario context, a brief comparison of Canada, the United States, and 

Belgium will be outlined as part of the literature review.  

Belgium advocates for freedom of education, allowing private schools to receive 

state funding per student they serve (Geyer, 2009). These schools are considerably more 

autonomous than North American public schools, increasing the principal’s role of 

setting policy and vision for the direction of schools, without receiving instructions from 

system overseers (Nusche, Miron, Santiago, & Teese, 2015). Belgium principals must 

balance ensuring productivity for their schools from a business perspective, while 

retaining a high-quality school that attracts student business (Nusche et al., 2015). 

Teachers are well-respected in Belgium (Verhoeven, Aelterman, Rots, & Buvens, 2006) 

and the Flemish region of Belgium is intentionally modifying policy to improve teacher 

job security (OECD, 2018). Belgium is also described based on international standards as 

having above average teacher salaries and below average estimated class sizes of around 

13 (OECD, 2019a). These contextual details are likely to reduce the stress of Belgian 

teachers. Mentoring for novice teachers is not mandatory but is provided for 99% of 

newly qualified teachers (Costa, Almeida, Pinho, & Pipa, 2019). Belgium also does not 

use standardized testing as a school accountability measure (Geyer, 2009; Nusche et al., 

2015). Consideration of diversity is an additional task for teachers that varies depending 

on school demographics. In Belgium, schools in urban centres are often diverse, 
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particularly due to immigration from Southern Europe, and students who are part of 

ethnic minorities frequently perform worse than native Belgian students (Agirdag, Merry, 

& Van Houtte, 2016). Islamic education is provided in many Belgian public schools 

based on demand and the extent to which Islamic education is available is unrivaled in 

other European nations (Agirdag et al., 2016). Still negative attitudes are common 

amongst teachers and subsidies available for Islamic education fail to recognize the 

linguistic difficulties many of these students face, which are often blamed for 

achievement gaps (Agirdag et al., 2016).  

In the United States, the teaching profession is held in relatively low regard 

(Darling-Hammond & Lieberman, 2012). U.S. principals have freedom in how state 

policies are implemented, though they may be advised on how to implement policy by 

their school boards (Leithwood, 2012). This freedom and differences in policy between 

states creates significant nationwide diversity in schools (Loo, 2018). There is also a 

federal department of education which can intervene on national issues (Loo, 2018). One 

relevant intervention was the No Child Left Behind Act invoked in 2001 (Simpson, 

LaCava, & Graner, 2004). This act put a lot of pressure on high-stakes assessments by 

designating rewards and punishments allocated based on students’ performance (Simpson 

et al., 2004). Schools where students performed well received public recognition and 

financial incentives but received sanctions and the threat of state takeover if students 

underperformed (Simpson et al., 2004). The severity of these outcomes puts pressure on 

principals to ensure success in the schools they lead, and pressures teachers to teach to 

the test, regardless of whether this fits with current best practice (Simpson et al., 2004). 

The aforementioned incentives and sanctions were in response to significant achievement 
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gaps in the U.S. that are still present today (Loo, 2018). In the U.S. around 75% of novice 

teachers receive some form of induction program, though the quality of these programs is 

state dependent (Darling-Hammond & Lieberman, 2012). Teachers in general are in high 

demand and teacher shortages are a significant problem in many states (Aragon, 2016).  

In Canada, teaching is a well-respected profession (Levin, 2012). Principals have 

some flexibility in policy implementation but must follow school board mandated 

initiatives that align with province wide education aims (Leithwood, 2012). Similar to in 

the U.S., there is a significant difference in educational practices nationwide (Chen, 

2017). The reduced emphasis on standardized assessment scores to appraise schools’ 

success and allocate funds based on student achievement acts as a key distinction that 

separates Canada’s education values from those found in the U.S. Canadian schools also 

boast smaller achievement gaps between diverse populations than both the U.S. and 

Belgium (Coughlan, 2017). In Ontario, the New Teacher Induction Program (NTIP) is 

mandatory and provides mentoring, professional learning, and orientation to the school 

and school board (Ontario Ministry of Education, 2019). Ontario is operating under a 

long-standing surplus of teachers that is looking to be nearing depletion (Ontario College 

of Teachers, 2018). These differences can contribute to stress, particularly for novice 

teachers trying to enter the profession. In all three contexts, principals play a role in 

hiring teaching staff, causing hiring to impact the capacity for trust development between 

teachers and their principals. If teachers feel that their jobs are at risk, there is increased 

pressure to establish a positive relationship with their principals and develop trusting 

relationships that could increase their sense of safety.  
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Novice teachers experience heightened stress, as unlike many professions, new 

staff have the same workload and experience as more experienced staff (Gray, Wilcox, & 

Nordstokke, 2017). The first year of teaching after university is known to be particularly 

stressful and is associated with high levels of attrition (Aldrup, Klusmann, & Lüdtke, 

2016). For this reason, teacher induction programs can be essential for helping teachers 

begin their careers successfully. Fitchett, McCarthy, Lambert, and Boyle (2018) found 

that teachers are more likely to thrive when they have a reduced schedule, access to 

common planning time, and receive supportive communication from their administrators. 

Understanding the perceptions of novice teachers is essential for determining how 

induction programs can be improved to better facilitate the success of teachers as they 

start their careers. The aim of the present study is to further investigate the relationship 

between teachers’ trust in their principals and levels of teacher burnout in a Canadian 

setting. This study will also outline novice teachers’ perception of how principals can 

develop their trust.  

Statement of the Problem 

Teacher burnout is a problem that teacher trust-in-principal has been shown to 

mediate in the United States (Owen, 2018) and in Belgium (Van Houtte & Van Maele, 

2014). This study seeks to discover whether there is a relationship between teacher trust 

in their principal and teacher burnout in Ontario, Canada a context that to the researcher’s 

knowledge has not yet been explored. In Ontario the teacherprincipal relationship faces 

additional stress created by a competitive job market (Ontario College of Teachers, 2018) 

and provincially mandated pressure to cater to a diverse group of students (Coughlan, 

2017). Unlike the U.S. educational context, Canadian teachers and principals avoid 
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pressure to ensure student performance on standardized tests (Simpson et al., 2004). 

Unlike Belgium, principals’ school vision is significantly determined by school board and 

provincially mandated goals, limiting individual schools’ autonomy (Chen, 2017). By 

limiting a principal’s capacity for change, the amount principals are held accountable for 

implementing top-down protocols is likely to differ. Teacher burnout is a prevalent 

problem that leads to negative consequences for teachers, students, and schools. It is 

important to fill this gap in the literature and conduct a study in a Canadian context 

because the educational system in Canada is substantially different from the jurisdictions 

where studies have been completed. This explanatory mixed methods study helps to 

determine if trust in principal mediates teacher burnout in an Ontario setting—as 

transformational leadership theory predicts it should. By examining teacher trust in their 

principal specifically, this study aims to identify a potential factor that could be mediated 

to reduce burnout in teachers. This study will also extend previous research by exploring 

the lived experiences of novice Ontario teachers, outlining their perceptions of principal 

characteristics that build and weaken trust, and ways that principals can increase and 

alleviate teacher stress. These descriptions of how principals can build and break their 

trust will then be compared with the core attributes of transformational leaders.  

Purpose of the Study 

This explanatory mixed methods study had a dual purpose, the first of which was 

to explore the relationship between teachers’ level of trust in their principals and teacher 

burnout in an Ontario context (RQ1 and RQ2). The second was to explore the lived 

experience of stress and trust for novice Ontario teachers specifically (RQ3, RQ4, and 

RQ5). The quantitative portion aimed to establish whether there was a relationship 
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between trust in principal and teacher burnout and gathered data from Ontario teachers 

with a range of experience levels, while the qualitative portion investigated the lived 

experiences of novice teachers in terms of this relationship, providing insight into how 

novice teachers perceived that principals could develop their trust. Specifically, this study 

sought to identify which components of transformational leadership novice teachers 

identify when describing a principal they can trust. Mixed methods research provides a 

complex representation of social phenomenon, building on the strengths of both 

quantitative and qualitative data collection (Creswell, 2012). This explanatory mixed 

methods study is characterized by beginning with a quantitative portion to identify 

correlation between variables, followed by a qualitative section that explores the 

subjective experience of these relationships, in this case through follow-up interviews 

with novice teachers (Creswell, 2012).  

Research Questions 

 RQ1: Is there a relationship between teachers’ trust in their principal and teacher 

burnout? 

 H1: Teacher trust in their principal is negatively correlated with experiencing 

burnout.   

 RQ2: Is there a relationship between teachers’ trust in their principal and the 

length of time they have worked with their principal?  

 H2:  If teachers have worked with their principal for a longer period of time, 

they are more likely to have less trust in their principal. 

 RQ3: How do novice teachers perceive that principals can develop trust? 
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 RQ4: What attributes of transformational leadership do novice teachers perceive 

as important to principals developing their trust? 

 RQ5: How does the Ontario context influence the development of a trusting 

relationship between a novice teacher and their principal? 

Importance of the Study 

There is limited research that provides evidence for the relationship between 

teacher trust in their principal and teacher burnout (Dworkin & Tobe, 2014; Mo & Shi, 

2017; Owen, 2018; Van Maele & Van Houtte, 2014). Moreover, none of this literature 

evaluates this relationship in a Canadian setting. This study serves to fill this gap in the 

literature by limiting the sample to teachers working in Ontario schools. This study 

provides insight into how the Ontario context influences the development of a trusting 

relationship between a teacher and their principal. Specifically, at the time of data 

collection (2019-2020) tensions in Ontario education were high. A competitive job 

market due to surpluses of teachers created additional stress for novice teachers (Ontario 

College of Teachers, 2018). Additionally, changes in class sizes, cuts to special 

education, and contract negotiations further amplified tensions for Ontario educators 

(Ontario College of Teachers, 2018). This study also builds on the existing literature on 

the relationship between trust and burnout by highlighting the experiences of teachers in 

their first five years of teaching. Multiple studies report that 30-50% of teachers leave the 

profession within their first five years (Herman et al., 2018; Marko, 2015; Prilleltensky et 

al., 2016) due to stress reducing their job satisfaction (von der Embse et al., 2016). 

Understanding early career teachers’ perception of trust development with their principal 
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provides insight into how trust development can be wielded to lower stress and burnout 

levels within this vulnerable population.  

Researcher Position 

It is essential, especially in research with a qualitative component to consider the 

influences and personal history of the researcher to understand the lens through which the 

research is interpreted. The researcher is a teacher who has experienced stress due to a 

lack of trust in their principals. Though the researcher is an Ontario certified teacher and 

was trained to work in an Ontario context, they have not worked as a teacher in Ontario 

outside of practicum experiences. The researcher has worked as a teacher internationally, 

for one year in Sweden and for three years in Bahrain. Their personal experiences impact 

their perception of the data collected and highlight the importance of frequent member 

checking with interview participants to ensure conclusions drawn from interviews 

accurately represent participants’ experiences. Member checking ensures that the themes 

drawn from questionnaire and interview results are not adversely impacted by the 

researcher’s preconceived notions of how trust in principals leads to decreased teacher 

burnout.  

During their bracketing interview, the researcher described a trustworthy principal 

as one who is reliable, authentic, competent, friendly, supportive, respectful, and present 

in the school. They described an untrustworthy principal as manipulative, two-faced, 

inconsistent, cold, and unreliable. They felt strongly that not trusting your principal 

increases your stress level and likelihood of burnout because it causes extra work for 

teachers to protect themselves, and makes teachers inclined to do their job without 

sufficient support in an attempt to prove themselves.  
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Theoretical Framework 

The anticipation of a relationship between teacher trust in principal and teacher 

burnout was not chosen arbitrarily but is grounded in theory. Specifically, trust has been 

identified as central to effective transformational leadership (Jung & Avoilio, 2000; Kark, 

Shamir, & Chen, 2003; Podsakoff, Mackenzie, Moorman, & Fetter, 1990; Zhu, Newman, 

Miao, & Hooke, 2013). Transformational leadership was developed based on Maslow’s 

hierarchy of needs and the concept of a leader satisfying the lowest levels of the 

hierarchy to propel followers towards self-actualization (Goethals & Allison, 2016), 

changing their perspectives, and reducing burnout (Eyal & Roth, 2010).  

Maslow’s Hierarchy of Needs 

Maslow’s hierarchy of needs is taught in many disciplines, but has also been 

widely critiqued for its disregard of the impact of culture on human development (Neher, 

1991; Trigg, 2004), disregard of feminist perspectives (Cullen & Gotell, 2002), lack of 

empirical validity, and tendency towards ethnocentrism, elitism, and ignoring the 

spiritual aspect of human existence (Bouzenita & Boulanouar, 2016; Neher, 1991). 

Despite the limitations highlighted by these critiques which are explored further in 

chapter two, Maslow’s hierarchy is foundational to understanding how transformational 

leadership connects to employee psychological well-being. For this reason, understanding 

Maslow’s hierarchy is important for understanding how trust is related to burnout in the 

present study.  

Abraham H. Maslow (1943, 1950, 1962, 1968, 1987) impacted psychology by 

developing his theory of human motivation, which created a positive, wholistic view of 

human nature. His theory states that human needs exist in a hierarchy and that appearance 
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of the next level need rests on the satisfaction of a more essential need (Maslow, 1943). 

Maslow’s hierarchy of needs begins with physiological needs, then safety needs, 

followed by the need for affection and belongingness, then esteem, and finally the need 

for self-actualization (Burns, 1979). This hierarchy is widely used in business, 

advertising, and other applications in psychology (Maslow, 1987).  

When lower levels of Maslow’s hierarchy are satisfied, individuals become 

motivated to develop and actualize their fullest capabilities and potentials (Maslow, 

1943). When self-actualization is reached, individuals have full use and exploitation of 

their talents, capacities, and potentialities (Maslow, 1950). Self-actualizing individuals 

fulfil themselves and begin performing to their full potential. Maslow (1987) referred to 

self-actualization as a “healthy selfishness, a great self-respect, a disinclination to make 

sacrifices without good reason” (p. 157). At this point, individuals feel safe and free from 

anxiety, accepted, loved and loving, respect worthy and respected, and have worked out 

their philosophical, religious, or axiological bearings (Maslow, 1950). They will also 

have a more efficient perception of reality and more comfortable relations with it 

(Maslow, 1950). As the higher needs are satisfied, individuals experience more happiness 

and greater individual growth (Maslow, 1987).  

Non-surprisingly the traits of self-actualizing individuals make them ideal 

employees (Maslow, 1950). They lack defensiveness and unnecessary guilt, shame, 

sadness, and anxiety, and instead reserve their guilt for their rational improvement of 

their shortcomings (Maslow, 1950). Self-actualizers are motivated by character growth, 

expression, maturation, and self-development. They are strongly ethical and frequently 

exercise creativity, originality, and inventiveness (Maslow, 1950). The reality is that 
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business efficiency and personal growth are not incompatible (Maslow, 1987). Self-

actualization has the potential to increase efficiency (Maslow, 1987). Within teaching 

specifically, self-actualization correlates with increased job performance (Nasseri & 

Sarkhosh, 2019).  

Transformational Leadership 

James MacGregor Burns is considered to be the founding father of 

transformational leadership (Allix, 2000; Bass, 1990; Goethals & Allison, 2016), an 

influential theory that draws on social causation and psychological motivation to promote 

engagement that is morally and democratically based on shared visions (Allix, 2000). 

Transformational leadership draws upon Maslow’s hierarchy of needs by encouraging 

leaders to satisfy the lower levels of the hierarchy to promote higher levels of motivation 

in their followers (Goethals & Allison, 2016). Leaders elevate their colleagues’ interests 

in furthering the joint mission of the collective (Aranzamendez et al., 2015). 

Transforming leaders engage their follower’s emotionally promoting increased 

identification, commitment, and trust in their leader and mission (Jung & Avolio, 2000).  

Numerous studies have highlighted the effects of transformational leadership on 

follower performance (e.g., Eyal & Roth, 2010; Kelloway et al., 2012; Zhao & Liang, 

2018). More recently, transformational leadership has shifted to unearthing the 

psychological mechanisms for the relationship between transformational leadership and 

positive work outcomes (Zhu et al., 2013). Since transformational leadership’s inception, 

trust in leadership has been noted as a core mediating element (Jung & Avolio, 2000). 

Trust has been repeatedly demonstrated to be essential for effective transformational 

leadership (Jung & Avolio, 2000; Kark et al., 2003; Podsakoff et al., 1990; Zhu et al., 
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2013). Yukl (1998) noted that follower’s commitment to leader’s vision depends on the 

leader’s capacity to build trust with their followers. As the task is to influence individuals 

to follow a collective group vision, principals need to give their staff a voice, earn their 

trust, and make their decisions honestly and without bias so they can show the group they 

are valued (Goethals & Allison, 2016). Trust increases individuals’ confidence in the 

positive intentions of others and decreases uncertainty in situations of interdependence 

(Van Maele & Van Houtte, 2014). By fostering interdependence, trust increases 

organizational effectiveness and efficiency (Tschannen-Moran & Gareis, 2015). 

Bass, Avolio, Jung, and Berson (2003) outline transformational leadership to 

consist of four main components; idealized influence, intellectual stimulation, 

inspirational motivation, and individualized consideration. Each of these features outlines 

the behaviours and attributions that truly transformational leaders depict (Avolio, Bass, & 

Jung, 1999). The idealized influence dimension refers to leaders that act as influential 

role models, who generate admiration, respect, and trust from their followers by 

prioritizing follower’s needs and acting ethically (Bass et al., 2003; Zhu et al., 2013). By 

demonstrating exemplary behaviour, consistency between words and actions, and putting 

the needs of the collective first, leaders are viewed as possessing integrity and reliability, 

which are key to trust development (Zhu et al., 2013). Through inspirational motivation, 

leaders encourage creativity, learning, and innovation, viewing their employees as 

sources of solutions and pathways to achieving organizational visions (Bass et al., 2003). 

By involving followers in decision making, leaders extend respect to their followers 

which develops trust by strengthening the emotional bond of their relationship (Zhu et al., 

2013). By invoking inspirational motivation leaders give followers a sense of purpose as 



21 

 

 

they work with the collective to achieve a common vision (Zhu et al., 2013). The social 

exchange required for the leader to express their vision and each person’s contribution to 

it has potential for increasing emotional connection (Zhu et al., 2013). The success of 

group achievement demonstrates the leader’s competence and dependability 

simultaneously promoting trust development (Zhu et al., 2013). Finally, individual 

consideration frames leaders as coaches and mentors, considering individual followers’ 

needs and demonstrating their genuine care for each person by listening and 

communicating (Zhu et al., 2013). Individuals’ needs and desires, particularly for 

achievement and growth, are recognized (Bass et al., 2003). By developing individual 

relationships and showing concern for follower’s needs, welfare, and job security, trust 

development is expected (Zhu et al., 2013).  

Hoy and Tschannen-Moran (1999) argue that trust includes benevolence, honesty, 

openness, reliability, and competence, features shown to reduce emotional exhaustion in 

teachers (Van Maele & Van Houtte, 2014). Benevolent principals are sensitive and 

considerate to teachers’ needs, protect their rights, and refrain from taking advantage of 

them (Tschannen-Moran, 2014). Honesty is a measure of the principals’ integrity, 

character, and perceived authenticity. Openness is assessed by the principals’ sharing of 

information, control, and influence. Reliable principals are predictable, caring, 

competent, and can be depended on to behave consistently. A study by Handford and 

Leithwood (2013) found competence to be the most mentioned feature contributing to 

trust as it pertains to principals’ abilities to perform expected tasks. Competence is often 

determined based on principals’ reputations, experiences, and qualifications. Competent 

principals are willing to act as buffers for teachers in difficult situations (Tschannen-
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Moran, 2014). The reality is that the trust relationship is incredibly complex, with 

teachers typically trusting their principals to differing degrees across specific contexts 

and circumstances (Tschannen-Moran, 2014).  

Trust is a known buffer against emotional exhaustion, depersonalization, 

inefficacy, and burnout, a construct through which job-related stress can be evaluated 

(Van Maele & Van Houtte, 2014). Trust changes how positively employees view their 

work environment (Engelbrecht, Heine, & Mahembe, 2015). Often trust is disregarded as 

a soft or secondary skill, but in reality, it is a must-have for the success of organizations 

(Brown, 2018).  

Definitions of Important Terms 

 Anxiety—The emotional component experienced as a result of stress that 

manifests in negative feelings, behaviours, and thoughts (Curta, Mohirta, Ene, 

Velcea, & Rosca, 2017; Prilleltensky et al., 2016).  

 Burnout—Burnout  refers to physical, emotional, and mental exhaustion that 

occurs as a result of chronic stress or pressure (Jepson & Forrest, 2006). Burnout 

is comprised of feelings of emotional exhaustion, depersonalization, and low 

personal accomplishment (Maslach et al., 2018). Burnout is a continuous variable 

and individuals can have low, medium, or high degrees of experienced feelings 

(Maslach et al., 2018). Extended stress responses that accumulate over time can 

result in burnout (Herman et al., 2018; Leithwood, 2006), commonly experienced 

by individuals whose jobs carry high social and ethical responsibility (Bauer et 

al., 2005). 
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 Depersonalization—Occurs when teachers no longer feel positive about their 

students and manifests in unfeeling and impersonal responses to students which 

may include: making derogatory comments, being cold and distant, physically 

distancing themselves from students, and tuning students out through 

psychological withdrawal (Maslach et al., 2018). 

 Emotional exhaustion—This refers to the state of being emotionally 

overextended and exhausted (Maslach et al., 2018). Teachers become tired and 

fatigued as their emotional energy is drained, leaving them unable to give 

themselves to students as they once did (Maslach et al., 2018). 

 Trust—Trust is defined as a willingness to be vulnerable to another based on the 

confidence that the other is benevolent, honest, open, reliable, and competent 

(Tschannen-Moran, 2014; Van Maele & Van Houtte, 2014).  

 Personal accomplishment—Refers to when teachers feel competent and 

successful in their work with students (Maslach et al., 2018). This is especially 

critical in teaching, a profession many join to see students learn and grow 

(Maslach et al., 2018). 

 Transformational leadership—A power and influence theory that uses the 

power of social causation and psychological motivation (Allix, 2000). These are 

used to promote engagement that is morally and democratically based on a shared 

vision (Allix, 2000). Transformational leadership manipulates Maslow’s 

hierarchy of needs by encouraging leaders to satisfy the lower levels of the 

hierarchy to promote higher levels of motivation in their followers (Goethals & 
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Allison, 2016). Leaders elevate their colleagues’ interests in furthering the joint 

mission of the collective (Aranzamendez et al., 2015). 

 Stress—Stress occurs when environmental demands outweigh individuals’ 

perceived capacity to meet them (Herman et al., 2018; Jepson & Forrest, 2006; 

Prilleltensky et al., 2016). The associated negative effects of stress are 

experienced when prolonged and increased pressure cannot be managed by 

individual coping strategies (Jepson & Forrest, 2006). Stress has both an 

emotional component (anxiety) and a somatic (physical) component that results 

from the prolonged anxiety exposure (Curta et al., 2017). The emotional 

component manifests in negative feelings, behaviours, and thoughts (Prilleltensky 

et al., 2016). 

Assumptions, Limitations, and Delimitations 

It is assumed that all questionnaire participants answered honestly. There is no 

workplace advantage or disadvantage to increase individuals’ inclinations towards 

dishonesty. The survey questions are self-explanatory, reducing the potential that 

participants responded randomly out of confusion. It is assumed that the sample 

population provides an accurate exemplification of Ontario teachers.  

It is assumed that all questionnaire scales are valid and reliable instruments, 

specifically the Faculty Trust in Principal Subscale of the Omnibus-T scale and the MBI-

ES. This assumption is based on their reported Cronbach alpha scores of 0.98 and 0.85, 

respectively (Hoy & Tschannen-Moran, 2003; Maslach et al., 2018).    

As part of the bracketing interview, it became clear that the researcher holds a 

number of assumptions. Though some of these assumptions are supported by literature, it 
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is essential to note these perspectives to avoid them influencing this study’s results. These 

assumptions include that teaching is a very stressful job that is impacted by the actions of 

the principal and that establishing trust is likely to reduce the perceived stress and 

burnout experienced by teachers.  

Whether respondents of both the survey and interviews responded with candor 

cannot be confirmed. In spite of attempts to preserve participants’ anonymity, the nature 

of the interview questions may have allowed participants’ emotions to impact their 

answers as they sought to maintain social desirability. For example, they may have 

avoided reviewing their principal harshly if they were friends with them or on the other 

extreme may have felt the need to exaggerate a situation to further justify the harsh stance 

they were taking in their description of their principal’s incompetence. This may also 

have been true for participants responding about their level of burnout depending on how 

in touch they were with their capacity for the components of burnout. As teachers are 

often very busy people, the length of the survey may have caused the latter half of the 

questions to be answered with reduced quality. 

For the interview portion, only teachers within their first 5 years of teaching 

experience were included. Seeking novice teachers means that possible participants are 

often incredibly busy. This could make participants from this demographic less likely to 

volunteer to take on the time commitment that would come with being interviewed.  

Some of the topics discussed in the interview have the potential to be personal. 

Ironically, the development of trust between the interviewer and participant is essential to 

ensure participants are comfortable being open about their experience. By carefully 

designing the Interview Letter and Informed Consent, participants were reassured that 
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their anonymity was protected through the use of pseudonyms and the removal of 

identifying information from their transcript. Prior to the interview, the researcher re-

affirmed these considerations verbally. In spite of these attempts, these is still reasonable 

discomfort that comes from disclosing one’s opinion of their supervisor. This discomfort 

may come, in part, from principals’ power to alter teacher assignments and generally 

make their work easier or more difficult. It is a limitation that the researcher cannot 

ensure that the participant feels completely safe and comfortable divulging information 

during the interview.  

Outline of the Remainder of the Document 

Chapter 1 provides an introduction and general overview that illustrates the 

background, rationale, and theoretical framework for the study. The remaining chapters 

provide a more detailed discussion of the literature, methodology, data analysis, and 

discussion of the implications of this research. Chapter 2 reviews the literature on the 

prevalence of stress and burnout in teachers and their associated consequences. It also 

explains the theoretical foundations this study was developed on, which include 

Maslow’s Hierarchy of Needs and its relationship to the development of 

Transformational Leadership. The literature review will review the importance of trust in 

the workplace, how it is developed, and how it can alter individuals’ experience of stress. 

Literature demonstrating how the Canadian and specifically Ontario education system 

differs from other jurisdictions in which these variables have been previously explored 

will also be presented. Chapter 3 describes the research methodology, participant 

selection, instrumentation, data collection, data analysis, and ethical considerations. 

Chapter 4 presents the results of the research. Lastly, Chapter 5 discusses these results, 
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outlining the implications, directions for future research, and conclusions that can be 

drawn from this study.  
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CHAPTER TWO: LITERATURE REVIEW 

Due to limited research on the effects of teacher trust in their principal on teacher 

job stress and burnout (Owen, 2018; Van Maele & Van Houtte, 2014) it is helpful to 

review the wealth of literature that explores closely related topics. Research exploring job 

stress and its effects, and the use of transformational leadership to reduce these 

consequences has been foundational in establishing trust as a key mediating variable 

(Jung & Avolio, 2000; Kark et al., 2003; Podsakoff et al., 1990; Zhu et al., 2013). The 

following is a review of teacher job stress, the effects of prolonged exposure to stress in 

teachers, Maslow’s hierarchy of needs, transformational leadership, and trust. In addition, 

a review demonstrating the differences between the Canadian, American, and Belgian 

education contexts is included to rationalize establishing whether correlation between 

trust in principal and teacher burnout is found in an Ontario context. 

Understanding stress and how it can lead to burnout for teachers is imperative for 

the rationale of this study. A review of teacher job stress provides a depiction of the 

present study’s problem and the domino-effect of consequences that occur when a teacher 

burns out. The review of transformational leadership highlights how this leadership 

framework has the capacity to encourage the most productive versions of employees. 

Understanding Maslow’s hierarchy of needs is the key to comprehending how 

transformational leadership develops thriving employees by serving as the mechanism for 

transformational leadership’s connection to employee psychological well-being. Once 

these theoretical frameworks have been outlined, the review will focus specifically on the 

importance of trust, a critical requirement for successful transformational leadership, and 

consequently a key factor that might serve to reduce teacher burnout occurrences.    
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Western society traditionally values work. Maslow (1987) described how from a 

young age emphasis is put on struggling, striving, and purposefulness as the primary 

features of success in life. These values remain, as work is still a key means of identity 

production (Thompson, 2019). Work is economically important but has also become 

central to human identity and life purpose (Thompson, 2019). This type of view neglects 

the importance of fun, leisure, meditation, aesthetic creation, and experience, while it 

favors coping, changing, being purposeful, and getting something useful done (Maslow, 

1987). So many people are looking to accomplish something in each day, without 

consciously considering “useless” reactions that do not move us ahead. These include 

expressive behaviours that do not function to accomplish anything, such as happiness, 

love, awe, wonder, fun, and play (Maslow, 1987). Maslow (1987) quoted Poincaré saying 

“everything seems directed towards preserving life and very little towards making it 

worth living” (p. 174).  

As humans strive for success, they experience stress, an unavoidable everyday 

human emotion (Kelehear, 2004), that is pervasive in contemporary life (Troman, 2000). 

When a situation is perceived as stressful (for example a job evaluation), individuals 

consider their ability to change or improve the situation (von der Embse et al., 2016). 

Stress occurs when environmental demands outweigh individuals’ perceived capacity to 

meet them (Herman et al., 2018; Jepson & Forrest, 2006; Prilleltensky et al., 2016). The 

associated negative effects of stress are experienced when prolonged and increased 

pressure cannot be managed by individuals’ coping strategies (Jepson & Forrest, 2006). 

Stress has both an emotional component (anxiety) and a somatic component (physical) 

that result from prolonged anxiety exposure (Curta et al., 2017). The emotional 
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component manifests in negative feelings, behaviours, and thoughts (Prilleltensky et al., 

2016). Stress, burnout, coping, and self-efficacy are interrelated and multidirectional 

(Herman et al., 2018). Coping differs from stress, as it includes the cognitive and 

behavioural efforts to manage the internal and external demands of individuals through 

an environmental transaction (Herman et al., 2018). In this regard it is possible to have 

high level stress but an adequate ability to cope.  

To understand individuals’ stress, it is essential to consider their psychological 

situation and their environment as perceived and reacted to by the individual (Lazarus, 

1984). Stress occurs when a person and their environment are unharmonious. When 

individuals’ resources are exceeded, they start struggling to cope. Lazarus (1984) 

explains stress and coping by referring to factors as hassles, or uplifts. Hassles are 

experiences that are perceived as noticeable and harmful, while uplifts are noticeable, but 

favourable to well-being (Lazarus, 1984). Hassles to some can be uplifts to others and 

vice versa, since these factors are categorized by each individual’s appraisal of them 

(Lazarus, 1984). Lazarus (1984) believed that “what serves as a health preserver is to be 

able to put a positive light on experiences” (p. 381).  

Under the same conditions, people experience different stress levels (Jepson & 

Forrest, 2006). Individual factors intervene, as individual difference causes events to be 

interpreted differently, altering the amount of stress these events cause (Jepson & Forrest, 

2006). In their study, Jepson and Forest (2006) demonstrated a positive relationship 

between type A behaviours, personal achievement strivings, and stress, providing 

evidence that stress is related to individuals’ potential to strive for achievement (Jepson 

& Forrest, 2006). Individuals’ emotional and psychological conditions determine their 
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ability to cope with stress (Owen, 2018). Feelings of anxiety need to be balanced for 

individuals to interact with change. If there is too little anxiety, individuals will have no 

motivation to change, while too much anxiety will lead them to fear change entirely 

(Marshak, 2016). How people react to the stress they experience, significantly changes its 

effect on their well-being (Hinds et al., 2015).  

Frenzel, Becker-Kurz, Pekrun, and Goetz (2015) used a diary approach with 

approximately 220 classroom teachers in Bavaria to explore how anger and anxiety were 

connected to differences in personality and situational factors. The study suggests that 

teacher emotions are key for their psychological well-being and the quality of class 

instruction they provide (Frenzel et al., 2015). They identified that anxiety is most 

commonly experienced due to situational stressors and events and suggest that further 

research establishes a mechanism of response for changes in teacher emotion (Frenzel et 

al., 2015). 

Teacher Job Stress 

Teaching has been frequently mentioned as a highly stressful profession (Jepson 

& Forrest, 2006). Though stress is prevalent in many of the caring professions, it is of 

particular concern for teachers (Troman, 2000). The stress level experienced by teachers 

has been shown to be higher than other professions, as 41% of teachers report 

experiencing high levels of stress compared to 31% of nurses and 29% of managerial 

staff (Jepson & Forrest, 2006). Hinds and colleagues (2015) conclude that a large 

percentage of teachers are experiencing stress, burnout, and depression. In a study 

conducted by Herman and colleagues (2018), 93% of teachers reported experiencing high 

levels of stress. Of the 408 teachers surveyed by Bauer and colleagues (2005) in 
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Germany, 32.5% were found to be experiencing stress-related burnout. In Jeffcoat and 

Hayes’s (2012) study, 60% of their sample of 256 teachers met the criteria for depression.  

Teachers spend their days multitasking, problem solving, and mediating the 

demands of students, parents, and administrators. In their stressful profession, they are 

expected to address a range of issues beyond learning. The stress teachers experience is 

exacerbated by anxiety, isolation, fear, and feelings of inadequacy (Prilleltensky et al., 

2016). Compared to other professions, teachers are found to have above average physical 

and mental health problems, and below average job satisfaction (Herman et al., 2018). 

Teachers are not in control of what their job description involves. Common sources of 

stress for teachers include unmotivated students, maintaining discipline, being evaluated, 

workload, administrative demands, role ambiguity, unsatisfactory working conditions, 

and educational changes (Burić, Slišković, & Penezić, 2019). External pressures 

including changes in curriculum and accountability processes make schools high pressure 

environments (Bloom, 2018). These changes may lead to stress, which requires good 

leadership to convince teachers to accept the necessary changes. In this way, a teachers’ 

willingness to accept and integrate reform is related to their stress level (Owen, 2018).  

Leithwood (2006) reported that proposals for mandated change in education 

policy have assumed that there is need for changes in teacher ability and accountability. 

The resulting reforms have had numerous negative effects on teachers’ working 

conditions, leading to the decline of teacher mental health (Leithwood, 2006). The World 

Health Organization (2019) described mental health as a state of well-being in which 

individuals can: realize their own potential, cope with normal stresses, work productively, 

and contribute to their community.  
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Teachers today face increased pressure to assess and report on student 

achievement, while simultaneously confronting funding decreases (Kelehear, 2004). The 

expectations of teachers’ work continue to intensify, now including many administrative 

and managerial aspects (Troman, 2000). When the government controls the school’s 

actions, each teachers’ professionalism is eroded and staff become anxious about both if 

they are good enough and if their pupil’s progress is sufficient (Bloom, 2018). The reality 

is perhaps best stated by Kelehear (2004), who says that for teachers, tensions are high 

and emotional support is low.  

Survival anxiety can indicate that a teacher may no longer be suited for the 

teaching profession anymore (Owen, 2018). This type of anxiety is associated with 

teachers’ feelings towards a change initiative and whether they feel the need to 

implement it into their practice. With too little survival anxiety, teachers will feel no 

desire to change, but with too much, teachers experience burnout, as they distort, deflect, 

or deny change as a coping mechanism (Owen, 2018). As these avoiding practices 

manifest, teachers become depressed and emotionally exhausted causing outbreaks of 

venting, blaming, or disengagement (Hinds et al., 2015).  

Unmanaged stress leads to the deterioration of morale, attitudes, enthusiasm, and 

communication (Kelehear, 2004). Emotions of frustration and anger become 

commonplace, dismantling learning communities (Kelehear, 2004). As teachers 

experience high stress, it alters their leadership strategies, which creates a culture of 

stress among students (Kelehear, 2004). Stressed leaders become authoritarian, concrete, 

judgemental, and uninviting, causing them to turn away from collaboration, rushing those 

they lead to get things done (Kelehear, 2004). Their stress additionally makes them less 
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aware and receptive to the needs of their followers, as they do most of the talking instead 

of listening (Kelehear, 2004).  

Even the best schools can be drained by uncontrolled and unidentified stress 

(Kelehear, 2004). Stress and burnout have the greatest direct threat to teacher 

performance and thereby the greatest indirect threat to student learning (Leithwood, 

2006). Teacher job stress has been found to be associated with burnout, physical illness, 

depression, and increased staff turnover (Ouellette et al., 2018).  Losing a teacher is a 

critical loss for the school as an organization. Changes in staff increase the workload of 

teachers and administrators as they train new personnel. The Ministry of Education and 

the school boards they serve should also be concerned about the financial implications of 

increased absenteeism, reduced productivity, increased voluntary teacher mobility, and 

increased attrition (Leithwood, 2006). 

Novice Teacher Stress 

The heightened stress for new teachers is especially understandable, as teaching is 

one of the few professions where new staff have the same workload and expectations as 

more experienced staff (Gray et al., 2017). There is no entry level version of full-time 

teaching with less demands for marking, lesson planning, and classroom management. 

Teaching is a difficult job that does not have enough support upon entry into the 

profession and often does not adequately support teachers’ learning as they progress in 

their careers (Prilleltensky et al., 2016). Fitchett and colleagues (2018) noted that stress is 

increased for new teachers especially when they are mismatched in their first assignment. 

Teaching tends to have a loose job description and duties are added without consideration 

of whether they can be reasonably accomplished (Prilleltensky et al., 2016). Teaching 



35 

 

 

also comes with a feeling of powerlessness due to changing instructional priorities, 

paperwork, low morale, safety issues, conflicts, and prescriptive curricula (Prilleltensky 

et al., 2016). The transition from university to practice is particularly stressful and is 

associated with high levels of attrition (Aldrup et al., 2016).  

Beginning teachers come into the classroom with unique workplace perspectives 

(Fitchett et al., 2018). The outcome for many of these teachers depends on how well their 

education prepared them. Increased training quality, including field experience and 

methods coursework, is correlated with more teachers remaining in the profession 

(Fitchett et al., 2018). Aldrup and colleagues (2016) conducted a 2-week diary study with 

152 novice teachers in Germany. The study asked teachers to report on daily stress 

exposure, work enthusiasm, emotional exhaustion, and basic need satisfaction (Aldrup et 

al., 2016). Results showed that less experienced teachers experienced increased 

emotional exhaustion when their need for relatedness with their students went unsatisfied 

(Aldrup et al., 2016).  

Fitchett and colleagues (2018) conducted a longitudinal study over the first five 

years of public-school teaching from the 20072008 school year, until 20112012, using 

the results of the Beginning Teacher Longitudinal Survey. Participants were classified as 

either resourced teachers (RT), balanced teachers (BT), or demands teachers (DT), and 

the contributing factors that led to these dispositions was examined. Resourced teachers’ 

classroom resources were greater than demands, balanced teachers’ classroom demands 

were equal to resources, and demands teachers’ classroom demands were greater than 

resources (Fitchett et al., 2018). A significantly higher percentage of RTs had a reduced 

schedule, access to common planning time, and received supportive communication from 



36 

 

 

administration when compared with their DT counterparts (Fitchett et al., 2018). There 

was not a significant difference in access to mentors between the two groups (Fitchett et 

al., 2018). In general, RTs were less likely to be threatened in their first year and less 

likely to feel that their job security was connected to student high-stakes assessment 

results (Fitchett et al., 2018).  

Novice teachers are expected to maintain their teacher performance, even though 

their resources for doing so are depleted. Operating under these circumstances leads to 

anxiety, hostility, irritability, and negative physiological responses (Burić et al., 2019). 

When stress manifests physiologically, symptoms experienced may include heart 

palpitations, flushed face, stomach complaints, and migraine attacks (Burić et al., 2019).  

Effects of Prolonged Exposure to Stress in Teachers 

Prolonged exposure to stress is associated with multiple personal and professional 

consequences (Prilleltensky et al., 2016). Individuals’ stress creates a domino effect of 

implications. The intuitive consequences of individuals under stress serve as a reminder 

that we cannot ignore the more widespread repercussions of teachers under stress.  

Burnout  

Professions that include high social and ethical responsibility are at increased risk 

for burnout (Bauer et al., 2005), which refers to physical, emotional, and mental 

exhaustion that occurs as a result of chronic stress or pressure (Jepson & Forrest, 2006). 

Fernet, Austin, Trépanier, and Dussault (2013) described burnout as an unhealthy 

relationship between a job and the individual who performs it. Teachers are more 

vulnerable than other workers to burnout symptoms including emotional exhaustion, 

depersonalization, and decreased personal accomplishment (Fernet, Guay, Senécal, & 
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Austin, 2012). These symptoms are experienced by teachers worldwide (Fernet et al., 

2012). When burnout is reached, individuals are exhausted, feel low personal 

accomplishment, and experience depersonalization (Bauer et al., 2005). High burnout 

leads to decreased teaching quality and impaired relationships (Herman et al., 2018). 

Burned out teachers are often emotionally exhausted from their overwhelming job 

demands, leaving them cynical, and with decreased self-efficacy (self-perceived 

ineffectiveness) as they have faced excessive demands but lacked the resources needed to 

meet them (Herman et al., 2018). Burnout consequences include decreased commitment 

to the organization, poor performance, turnover, absenteeism, and impaired health (Burić 

et al., 2019).  

Demerouti, Bakker, Nachreiner, and Schaufeli (2001) alternately conceptualized 

burnout using the Job Demands-Resources model, which defines working conditions by 

evaluating the physical, social, organizational parts of a job that require sustained 

physical/mental effort (demands) and the physical, psychological, social, or 

organizational parts of a job that function to achieve work goals, decrease job demands, 

and increase personal growth and development (resources). Burnout occurs when 

individuals are overwhelmed by the demands of their job to a point of exhaustion 

(Demerouti et al., 2001). They lack the resources necessary to continue to meet job 

demands and as a result, individuals withdraw and become disengaged from work 

(Demerouti et al., 2001).  Based on this model, job resources must be increased to 

enhance employee engagement and avoid burnout (Demerouti et al., 2001).  

Bauer and colleagues (2005) surveyed 408 teachers at a high school in 

southwestern Germany, finding that psychosomatic disorders and symptoms inevitably 
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led to burnout, and early retirement. In their study 32.5% of teachers were experiencing 

burnout. Teachers cited high numbers of students in each class and student displays of 

destructive and aggressive behaviour as significant stressors (Bauer et al., 2005). Burić 

and colleagues (2019) conducted questionnaires with 941 Croatian teachers twice, 6 

months apart. They found that burnout predicts adverse effects, including teacher 

emotions and psychopathological symptoms (Burić et al., 2019). When teachers 

perceived themselves to be more resilient, they reported fewer negative emotions, 

burnout, and psychopathological symptoms (Burić et al., 2019).  

Fernet and colleagues (2013) surveyed 356 Quebec school board employees to 

explore how psychological mechanisms can explain how specific job characteristics 

contribute to burnout. They found that positive social support systems are essential for 

reducing burnout and that these supports have the capacity to satisfy individuals’ needs 

for relatedness and autonomy (Fernet et al., 2013). In another study, Fernet and 

colleagues (2012) conducted a longitudinal study with 806 teachers in Quebec. Data was 

collected 6 months apart using two identical questionnaires that included the MBI (Fernet 

et al., 2012). Results indicate that interpersonal support from principals plays a major role 

in alleviating stress and burnout (Fernet et al., 2012). Specifically, when the supervisor 

was autonomy supportive, the employee had increased organizational trust, felt decreased 

pressure, and had increased job satisfaction. Teachers’ perceptions of trust led to 

favoured educational outcomes and teachers’ perceptions of autonomy and support from 

their principal was related to autonomous motivation, which was correlated to job 

satisfaction and decreased burnout (Fernet et al., 2012). Principals can shape teachers’ 

perceptions and in doing so can define and design teachers’ realities (Fernet et al. 2012).  
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Health Side Effects 

Stress has been shown to create decreased teacher well-being (Herman et al., 

2018; von der Embse et al., 2016). Occupational stress can lead to heart disease, 

hypertensive diseases, gastrointestinal disorders, insomnia, depression, and alcoholism 

(Jepson & Forrest, 2006). Burnout and mental health problems are bidirectional, as 

burnout increases symptoms of mental illness and mental illness symptoms can in and of 

themselves increase burnout (Burić et al., 2019).   

Staff Retention 

In 2003, the National Commission on Teaching and America’s Future deemed 

teacher retention to be a national crisis (Owen, 2018). The epidemic of teachers’ work-

related stress has impacted recruitment and retention (Bloom, 2018). Of the teachers who 

began their careers in 2008, 17% left the profession within 4 years (Fitchett et al., 2018). 

As stress reduces teachers’ job satisfaction (von der Embse et al., 2016), it inevitably 

contributes to teacher turnover (Herman et al., 2018). Burnout leads to turnover 

intentions and job absenteeism (Herman et al., 2018). Stress fuels both physical and 

psychological absence from work, reducing the effectiveness of instruction and teachers’ 

capacity to manage behaviour (Herman et al., 2018). Programs designed to support new 

teachers have been shown to reduce the effects of attrition (Fitchett et al., 2018). Leaders’ 

behaviour also determines the key working conditions that influence teachers’ decisions 

to stay or go (Leithwood, 2012). 

The mental and physical side effects of stress make teachers more likely to take 

sick leave (Jepson & Forrest, 2006). This increases the financial cost for educational 

institutions, with school boards required to fund replacement staff (Jepson & Forrest, 
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2006). The Toronto District School Board, Canada’s largest school board, spent $96.5 

million replacing teachers that were absent due to illness, religious, or personal reasons in 

2019 (Howorun, 2018). A 2017 auditor-general report revealed that 50 school boards 

reported an increase in sick day use of approximately 30% since 2012 (Howorun, 2018).  

Stress is known to impact whether teachers leave a particular school or leave the 

profession entirely (Jepson & Forest, 2006; Prilleltensky et al., 2016). Studies report 

30%50% of teachers leaving within the first 5 years, with as many as 20%33% leaving 

within the first 3 years (Herman et al., 2018; Marko, 2015; Prilleltensky et al., 2016). 

Teachers working with special education populations showed especially high rates of 

attrition (Hinds et al., 2015). “Retaining skilled teachers is as important as hiring them to 

begin with” (Leithwood, 2012, p. 27). Attrition leads to financial cost, organizational, and 

institutional costs (Prilleltensky et al., 2016). When teachers leave it creates instability for 

students and causes personal, financial, and societal burdens (Herman et al., 2018).   

Student Learning 

Stressed teachers suffer from decreased productivity and performance (Herman et 

al., 2018; Jepson & Forrest, 2006; Leithwood, 2006). Stress exposure decreases the 

quality of teaching and decreases teachers’ patience and tolerance for misbehaviour 

(Hinds et al., 2015). As a result, stress makes teachers more likely to increase instances of 

harsh discipline, changing students’ school experience, and consequently, their ability to 

learn (Hinds et al., 2015).  

Tackling student learning by reducing teacher stress is a relatively unexamined 

path to targeting student achievement (Herman et al., 2018). When stress leaves teachers 

emotionally exhausted, they provide low levels of positive behaviour supports, and high 
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rates of harsh reprimands (Herman et al., 2018). Teachers under stress devote less energy 

to nurturing relationships with students, causing them to suffer. As a result, academic and 

behaviour outcomes are reduced (Herman et al., 2018). Students become increasingly 

antisocial and display oppositional defiant behaviours (Herman et al., 2018).  

A study by Herman and colleagues (2018) concluded that teachers under high 

stress with high burnout and low coping were found to have the poorest student 

outcomes. Stress and low coping teacher’s students scored low in adaptive behaviours 

and math achievement and had high levels of disruptive behaviour (Herman et al., 2018). 

This study suggests that stress impacts the well-being of both teachers and students 

(Herman et al., 2018).  

Theoretical Foundations: Maslow’s Hierarchy of Needs 

As psychologists seek to understand human life, they have been forced to take 

into account human aspirations. Maslow (1987) identified that universally, humans have 

a tendency towards growth, self-actualization, and striving for health, identity, autonomy, 

and excellence. Humans work to their fullest potential when striving for something they 

lack (Maslow, 1987). Often individuals are motivated by seeking the happiness they 

expect to achieve when they reach their goals. The unfortunate reality is that happiness is 

transient and when acquired through achievement is experienced only temporarily 

(Maslow, 1987). It is disappointing when the wanting continues after a need is gratified. 

Though one need has been met, it is rapidly replaced by an aspiration for a higher desire 

(Maslow, 1987).  

 Abraham H. Maslow (1943, 1987) impacted psychology by developing his theory 

of human motivation, which created a positive, holistic view of human nature. Maslow 
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disagreed with Freud’s belief that the demands of ego and culture are at odds with each 

other and that humans are at the core motivated by selfish instincts, instead arguing that 

humans are good, cooperative, and can be fulfilled by culture (Maslow, 1987). His theory 

states that human needs exist in a hierarchy and that appearance of the next level need 

rests on the satisfaction of a more essential need (Maslow, 1943). Maslow’s hierarchy of 

needs begins with physiological needs, then safety needs, followed by the need for 

affection and belongingness, then esteem, and finally the need for self-actualization 

(Burns, 1979). This hierarchy is widely used in business, advertising, and other 

applications in psychology (Maslow, 1987).  

The basic principles of Maslow’s hierarchy include the deficit principle, the 

prepotency principle, and the progression principle (Bouzenita & Boulanouar, 2016). The 

deficit principle denotes that unsatisfied human needs lead to tension, that then motivates 

individuals to take action that will move them towards satisfaction (Bouzenita & 

Boulanouar, 2016). In this way, satisfied needs are unmotivating, while unmet needs 

predominate (Bouzenita & Boulanouar, 2016). The prepotency principle refers to the 

concept that needs must be met in ascending order and that only after lower stage needs 

are met can the next be pursued (Bouzenita & Boulanouar, 2016). The progression 

principle denotes that physiological needs must be met before a person will look to needs 

further up the pyramid (Bouzenita & Boulanouar, 2016). 

Based on this hierarchy the most essential needs are physiological and include the 

need for food, safety, love, and esteem (Maslow, 1943). The most basic of these 

physiological needs are physical and contain the need for air, food, and water (Maslow, 

1987). All energy is put into satisfying hunger and the domination of this need makes 
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individuals think that if that need is satisfied then everything else will be good (Maslow, 

1943). This is similar to the feeling of being sick and promising the universe that you will 

appreciate normal so much more if you can just get better. As frustration of the lower 

needs intensifies, there is a greater motivation to realize them (Burns, 1979). Once the 

lowest level is satisfied the next level need, of safety, seems the most important. Often 

physiological needs can seem less important because through their satisfaction they 

become underestimated (Maslow, 1943).  

Maslow’s (1943) theories allow social goals to emerge, as the satisfaction of 

physiological needs releases their domination. Humans are normally dominated by their 

unsatisfied needs and in this respect “gratification becomes as important a concept as 

deprivation in motivation theory” (Maslow, 1943, p. 375). Wants consist of things 

humans long for, while needs refer to physiological requirements (Burns, 1979). The 

need does not need to be satisfied 100% before the next level emerges, but generally a 

want that is satisfied is no longer considered to be a want (Maslow, 1943).  

Multiple levels of Maslow’s (1943) hierarchy are relevant to teachers’ level of 

motivation. In respect to safety needs, individuals show preference to a job with tenure 

and try to arrange predictable circumstances to keep fears of the unexpected at bay 

(Maslow, 1943). Belonging needs pertain to affectionate relationships with people, a 

feeling of belonging in the group and involve both giving and receiving love (Maslow, 

1943). For teachers, this might look like developing relationships with fellow teachers 

and administrators. As individuals’ psychological safety is increased, they will be 

increasingly willing to engage in new behaviours that will allow them to achieve their 

goals (Aranzamendez et al., 2015).  
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According to Maslow (1987), the value of safety and love for individuals is no 

longer up for debate. “Their gratification does breed health, their satisfaction is possible, 

their frustration does breed sickness (Maslow, 1987, p. 118). This connects directly to the 

experience of teachers in their school community. When teachers feel cared for and 

supported by their colleagues this can reduce their experience of stress (Tschannen-

Moran & Gareis, 2014). Maslow (1943) was ahead of his time when it comes to the 

underlying root of many mental health issues saying, “who is to say that a lack of love is 

less important than a lack of vitamins?” (p. 394).  

When lower levels of Maslow’s hierarchy are satisfied, individuals become 

motivated to develop and actualize their fullest capabilities and potentials (Maslow, 

1943). Maslow divides the esteem level of his hierarchy into two distinct sections. One 

aspect is the desire for strength, achievement, adequacy, confidence, independence, and 

freedom, while the other highlights a desire for reputation, recognition, attention, 

importance, or appreciation (Maslow, 1943).  

Self-Actualization 

When self-actualization is reached, individuals have full use and exploitation of 

their talents, capacities, and potentialities (Maslow, 1950). Self-actualizing individuals 

fulfil themselves and begin performing to their full potential. Maslow (1987) referred to it 

as a “healthy selfishness, a great self-respect, a disinclination to make sacrifices without 

good reason” (p. 157). At this point individuals feel safe and free from anxiety, accepted, 

loved and loving, respect worthy and respected, and have worked out their philosophical, 

religious, or axiological bearings (Maslow, 1950). They will also have a more efficient 

perception of reality and more comfortable relations with it (Maslow, 1950). As the 
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higher needs are satisfied, individuals experience more happiness and greater individual 

growth (Maslow, 1987).  

Not surprisingly the traits of self-actualizing individuals make them ideal 

employees (Maslow, 1950). They lack defensiveness and unnecessary guilt, shame, 

sadness, and anxiety, and instead reserve their guilt for their improvable shortcomings 

(Maslow, 1950). Self-actualizers are motivated by character growth, expression, 

maturation, and self-development. They are strongly ethical and frequently exercise 

creativity, originality, and inventiveness (Maslow, 1950). Margulies (1969) states that 

self-actualization may increase efficiency, as these employees may be more likely to take 

initiative. By increasing self-actualization, organizations can tap into each employee’s 

individual creativity, increasing the organization’s capacity for keeping up with a 

changing world (Margulies, 1969).  

Critiques of Maslow’s Hierarchy 

Though Maslow’s hierarchy of needs is still taught in many disciplines, it has also 

been widely critiqued (Bouzenita & Boulanouar, 2016; Cullen & Gotell, 2002; Neher, 

1991; Trigg, 2004). These critiques operate on the basis that Maslow disregards the 

impact of culture in human development (Neher, 1991; Trigg, 2004), disregards feminist 

perspectives (Cullen & Gotell, 2002), lacks empirical validity (Bouzenita & Boulanouar, 

2016; Neher, 1991), is ethnocentric (Bouzenita & Boulanouar, 2016; Cullen & Gotell, 

2002; Neher, 1991; Trigg, 2004), elitist (Neher, 1991), and misses the spiritual aspect of 

the human existence (Bouzenita & Boulanouar, 2016). Understanding these critiques is 

imperative to acknowledge the limitations of this aspect of the theoretical framework.  
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The impact of culture on development. Neher (1991) critiqued that Maslow 

downplays the role of the environment in forming the human psyche. Maslow is a 

nativist, believing that human’s inborn needs are enough to allow for healthy 

psychological growth (Neher, 1991). Maslow’s hierarchy describes individual needs as 

innate, overall downplaying the impact of social interactions and culture (Trigg, 2004). 

This does not account for learning in an evolutionary context because it downgrades 

culture’s role in human development (Trigg, 2004). In reality, human development 

includes being socialized into a specific culture, through learning language and other 

cultural traits (Neher, 1991). In spite of this, Maslow’s hierarchy of needs views culture 

as an unnecessary and potentially destructive part of development (Neher, 1991). This 

goes against Western values that state individuals are unlimited in their capacity for 

improvement, instead suggesting that we are limited by the potential already present in 

our nature (Neher, 1991).  

Feminist perspectives. Maslow’s hierarchy of needs was developed based on his 

1930s study of the relationship between self-esteem and sexual behaviour in young 

college women (Cullen & Gotell, 2002). At this time in history, there was cultural tension 

as dismantling gender roles came to the forefront (Cullen & Gotell, 2002). With this 

context, Maslow’s hierarchy of needs can be viewed as Maslow establishing his stance in 

attempts to re-instate normative heterosexuality, while eroticising and sexualising male 

dominance (Cullen & Gotell, 2002). Maslow asserts that female submission is natural and 

conflates self-actualization with masculinity, dominance, and sexuality (Cullen & Gotell, 

2002). At the beginning of the 21st century, the expectation that women can only achieve 

high level success if they become more like men, with theories like Maslow’s hierarchy, 
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was still being used to justify women’s exclusion from powerful positions (Cullen & 

Gotell, 2002). Contrary to the hierarchy of needs, which views needs for safety and 

belonging as lower level, in Feminist theory relationships are seen as of the utmost 

importance for individual development (Trigg, 2004).  

Empirical validity. Maslow’s hierarchy of needs has not been extensively 

validated and does not align with multiple theories of human psychology (Neher, 1991). 

An empirical study including diverse populations of American society has never been 

conducted (Bouzenita & Boulanouar, 2016). Even the concept of satisfaction of needs 

ignores the cyclical nature of many of these needs, for example hunger (Neher, 1991). In 

reality, moderate deprivation can stimulate our creative potential, keep us motivated, and 

can lead to a sense of competence through our ability to meet these needs (Neher, 1991). 

Though many can agree that extreme deprivation of our needs is detrimental, that doesn’t 

mean that extreme ease of need gratification is healthy (Neher, 1991). Consider for 

example the developmental outcomes for a child whose parents protect them from 

adversity and meets their every need instantly. These children would lack the 

mechanisms necessary to cope with adversity. In reality, it is likely that a moderate 

version of needs gratification is best for children’s development (Neher, 1991).  

Ethno-centricity. Bouzenita and Boulanouar (2016) argue that Maslow’s 

hierarchy of needs has been accepted through Western hegemony. It has been developed 

using U.S. participants (Gambrel & Cianci, 2003) universalized on the basis of American 

values and is embedded in a capitalist ideology (Bouzenita & Boulanouar, 2016). The 

hierarchy glorifies Western individualism (Bouzenita & Boulanouar, 2016; Neher, 1991; 

Trigg, 2004). Maslow developed his hierarchy on the individualistic society of the 1950s 
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USA (Bouzenita & Boulanouar, 2016). The hierarchy is not as universal as originally 

implied and does not consider collectivist societies like those found in the Far and Middle 

East (Bouzenita & Boulanouar, 2016; Neher, 1991). Gambrel and Cianci (2003) outline a 

hierarchy based on Chinese collectivist culture, expecting that it would begin with 

belonging needs, would disregard self-esteem, and would attain self-actualization through 

social development needs.   

Elitist. Neher (1991) critiques that the conditions that allow for needs 

gratification may only be present in more affluent societies, making Maslow’s hierarchy 

of needs an elitist model of how human motivation works. In advanced societies, 

physiological and safety needs can be satisfied fairly easily, while love and self-esteem in 

these societies has proven to be more of a challenge (Neher, 1991). In simpler societies, 

though physiological and safety needs may be difficult to meet, many have a strong sense 

of self and social ties (Neher, 1991). Despite going hungry, or facing life threatening 

illness, people can still find satisfaction of their love and belonging needs, which should 

not be possible based on the principles of Maslow’s hierarchy (Neher, 1991).  

Lack of spiritual aspect. Maslow’s hierarchy lacks mention of the spiritual 

development of human fulfilment that is of paramount importance to individuals whose 

life is centered on their religious beliefs. Bouzenita and Boulanouar (2016) present an 

Islamic critique that asserts that the spiritual aspect of human life is not reserved for those 

with their basic needs satisfied. Instead, Bouzenita and Boulanouar (2016) argue that the 

spiritual aspect should permeate the entire human life, constantly linking individuals to 

the creator, regardless of their current circumstance.  
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The Value of Maslow’s Hierarchy 

Despite the critiques mentioned above, Maslow’s Hierarchy is foundational to 

understanding transformational leadership’s connection to employee psychological well-

being. This connection is central to the intention to use transformational leadership as the 

theoretical framework for this research. Maslow’s Hierarchy of Needs explains how 

transformational leadership techniques impact employees, describing a mechanism for 

how this style of leadership might reduce stress and burnout. For this reason, 

understanding Maslow’s hierarchy is crucial for understanding how trust is related to 

burnout in the present study.  

Organizational Leadership and Stress 

Leadership occurs when a person with certain motives and values mobilizes 

resources in a context of competition and conflict to realize goals held either 

independently or mutually by both leaders and followers (Burns, 1979). Maslow (1950) 

argues that leaders need to give up on being omnipotent, threatening authoritarians, 

refusing to compete with followers and instead remain as realistically human as possible. 

This creates an environment without suspicion, defensiveness, hostility, anxiety, and 

threat responses (Maslow, 1950). “Managers who [treat] subordinates with trust and 

respect [create] a more supportive, more productive, and more creative work situation” 

(Maslow, 1950, p. xxxix).  

James MacGregor Burns (1979) echoed many of Maslow’s sentiments and 

believed that what a person perceives as lacking is important to consider. Inevitably, 

individuals eventually want what they need. Leaders are able to encourage certain wants 

and discourage others, influencing their followers through stimulation and transformation 
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(Burns, 1979). “The original sources of leadership and followership lie in vast pools of 

human wants and in the transformation of wants into needs, social aspirations, collective 

expectations, and political demands” (Burns, 1979, p. 61).  

As individuals move up Maslow’s needs ladder, there is a change in how much 

influence leaders have, as followers become less egoistic, less short-term, more consistent 

and deliberately defined (Burns, 1979). Leaders must find balance between 

accommodating the wants and needs of their followers, without sacrificing the basic 

principle of the organization’s goals (Burns, 1979). Leaders serve as the focal point for 

the organization, ensuring that work is directed towards a common goal. They can choose 

to be open or authoritative, supportive or not, innovative or conservative, and how they 

lead will change the stress level of their followers.  

Deprived individuals view the world as a dangerous place filled with people they 

can dominate and people who can dominate them (Maslow, 1950). Once individuals are 

satisfied, they devote themselves to higher gratifications and have a completely changed 

value system (Maslow, 1950). An example is if two teachers receive feedback, one might 

feel attacked or threatened, while another might not view the critique as an attack or 

rejection of themselves and will listen and be grateful for criticism (Maslow, 1987). 

There is an important distinction between deprivation and threats to personality, which 

are viewed as negatively impacting their life goals (Maslow, 1987). When the goal 

individuals seek represents love, prestige, and respect it is viewed differently.  

Transformational Leadership 

James MacGregor Burns is considered to be the founding father of 

transformational leadership (Allix, 2000; Bass, 1990; Goethals & Allison, 2016). He 



51 

 

 

noticed that historical practices of transactional leadership were limiting to organizations, 

as they restricted followers intellectually (Allix, 2000). He also believed that as people 

associated leadership with power, they had become blinded to the role of power in 

politics (Burns, 1979). Transformational leadership (or as Burns called it, transforming 

leadership) is a power and influence theory that uses the power of social causation and 

psychological motivation (Allix, 2000). These are used to promote engagement that is 

morally and democratically based on a shared vision (Allix, 2000). Transformational 

leadership is built foundationally on Maslow’s hierarchy of needs by encouraging leaders 

to satisfy the lower levels of the hierarchy to promote higher levels of motivation in their 

followers (Goethals & Allison, 2016). Leaders elevate their followers’ interests in 

furthering the joint mission of the collective (Aranzamendez et al., 2015).  

Power requires both motive and resources to exist (Burns, 1979). Burns (1979) 

believed that deep human relationship is a powerful influence that possesses the potential 

to persuade, elevate, and transform (Burns, 1979). Burns (1979) fiercely believed that 

moral ends are more important than functional objectives and he saw a connection 

between leadership and moral purpose. He believed that what makes someone a leader is 

that they cared for their followers, not just for desirable ends (Kezar, Carducci, & 

Contreras-McGavin, 2006). 

Transformational leadership has become incredibly popular due to its shift in 

strategy from the norms of the past. Taylor’s theory of Scientific Management was a 

critical development in the industrial revolution, serving to optimize factory efficiency by 

having employees use one best practice rather than allowing personal discretion (Olum, 

2004). Employees did as they were told so they could get paid and avoid consequences, 
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and they were not recognized as unique individuals by their bosses (Olum, 2004). This 

historical norm is called transactional leadership, which refers to a contractual 

relationship between the leader and their followers (Sternberg, 2005). This form of 

leadership can be viewed as an agreement to satisfy the specific interests of individuals or 

groups destined to go their separate ways (Burns, 1979). With transactional leadership, 

followers are either motivated by the promise of a reward if they do good work or by the 

avoidance of penalties (Bass, 1990). Rewards are often in the form of financial 

compensation but could be through promotions, jobs, or subsidies. This process may 

leave the leader’s hands tied, as they often lack complete control of these rewards and 

penalties (Bass, 1990). Additionally, this system relies on the assumption that 

“employees want the rewards or fear the penalties” (Bass, 1990, p. 21).  

Bass worked to breakdown transformational leadership into four factors which 

include: idealized influence, individual considerations, intellectual stimulation, and 

inspirational motivation (Sternberg, 2005). Bass (1990) also elaborated in more detail on 

the changes in follower behaviour that were likely under transformational leadership. 

Most importantly, Bass (1990) rejected the binary approach of Burns (1979), which 

suggested that leaders were either transactional or transformational. Instead, Bass (1990) 

believed the best leaders would have attributes of both leadership styles and that 

transformational leadership is not a substitute for transactional leadership (Leithwood & 

Jantzi, 2005). 

Eyal and Roth (2010), in their study of 122 Israeli elementary school teachers, 

used the Measures Multifactor Leadership Questionnaire (MLQ), Friedman and Farber’s 

Burnout Scale, and Roth and Colleague’s Controlled and Autonomous Teacher 
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Motivations Scale, to examine the relationship between educational leadership and 

teacher motivation. They found that transformational leadership is negatively associated 

with teacher burnout, an association partially mediated by teacher autonomous 

motivation (Eyal & Roth, 2010). In contrast, transactional leadership was positively 

correlated with teacher burnout and was controlled by teacher-controlled motivation 

(Eyal & Roth, 2010). This suggests that principals’ leadership style, as perceived by 

teachers, is a predictor of the type of teacher motivation and consequently the experience 

of burnout in schools.  

The leader exists in a teaching role that leads followers up through levels of 

morality, focusing on end values such as liberty, justice, and equality (Burns, 1979). In 

South Korea, 158 Masters of Business Administration students were surveyed to assess 

how employee perception of leader justice correlates to teacher burnout (SuJin, Do-

Yeong, & Mina, 2014). Translated versions of the Maslach Burnout Inventory-General 

Survey (MBI-GS), a sub-dimension of Colquitt’s Organizational Justice Measure, 

McAllister’s Scale of Cognition-based Trust in Supervisors, Becker’s Turnover Intentions 

Scale, and the Leader-member Exchange Scale were used (SuJin et al., 2014). SuJin and 

colleague’s (2014) results suggest that authentic exchanges between leaders and members 

mediated the relationship between interpersonal justice, affect-based and cognitive-based 

leadership trust, and burnout. Future research is suggested to look at affect-based trust in 

leaders and the relationship to teacher/member exchanges (SuJin et al., 2014).  

Leaders have the ability to make their followers feel valued and significant by 

employing procedural justice, giving their followers a voice, earning their trust, and 

making decisions honestly and without bias (Goethals & Allison, 2016). Through these 
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actions they send a subconscious signal to their followers that they have value in the 

group (Goethals & Allison, 2016). Regardless of individual interests, the group unites in 

pursuit of higher collective goals (Burns, 1979). Once physiological, safety, and 

belonging needs are satisfied, employees can be elevated in their work, seeking higher 

levels of motivation, morality, and cognitive processing (Goethals & Allison, 2016). By 

recognizing and exploiting these needs, leaders and followers are satisfied by this 

collective act that produces mutual stimulation and elevation (Allix, 2000).   

In contrast, transformational leaders work to revolutionize their employees’ ways 

of thinking and gain followers to organizational visions so that employees work 

collectively to change the system they work in (Sternberg, 2005). Transformational 

leadership thrives in living systems that arise from the needs of individuals in an 

organization and can be disturbed (Capra, 2002). In this case, leaders intend to change the 

culture, first by understanding it, then by realigning the culture with a new vision (Bass & 

Avolio, 1993). Mintzberg (2007) describes the interpersonal, informational, and 

decisional aspects of leaders. As a component of the interpersonal aspect, he describes 

how leaders must reconcile followers’ individual needs with organizational needs 

(Mintzberg, 2007). Similarly, through transformational leadership, employees are 

encouraged to look beyond their own personal interests to work for the good of the 

collective group (Bass, 1990). An essential aspect is to encourage input from the group in 

working towards the desired vision. Capra (2002) believes that “we ignore people’s need 

to participate at our own peril. If they’re involved, they will create a future that already 

has them in it” (p. 113). Transformational leadership taps into the teaching role of 

leadership (Burns, 1979) as employees are encouraged by their leaders to undergo 
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emotional reframing by re-thinking their personal perspectives (Berkovich & Eyal, 2017). 

By allowing teachers to participate in developing the school’s vision, principals can 

mediate the intersection between top-down board requirements and the needs of teaching 

staff. Specifically, “the transforming leader recognizes and exploits an existing need or 

demand of a potential follower” (Burns, 1979, p. 4). Transformational leadership is 

innovative and satisfying, as the followers are often given the opportunity to become 

leaders and leaders take on the role of moral agents (Burns, 1979). By encouraging 

individuals to align their needs with a group-wide holistic vision, transformational leaders 

develop the organization’s capacity for innovation (Hallinger, 2003).  

The Ontario Leadership Framework (OLF), is a research-based document 

developed as a source for standardized province-wide educational leadership objectives 

(Leithwood, 2012). The OLF is stated to reflect most practices found in current 

transformational leadership models and aims to create organizational conditions that 

advance teaching and learning (Leithwood, 2012). The OLF cites transformational 

leadership’s potential to persuade teachers to stay in their schools, crediting practices 

such as: providing professional development and support for teachers, distributing 

leadership, providing time for collaboration and planning, developing a shared vision for 

instruction, and building trust among staff and with school leaders (Leithwood, 2012). 

These practices work to build a shared commitment to the school vision, connect the 

vision to staff personal and professional goals, speak to staff’s values, and provide staff 

with professionally rewarding experiences (Leithwood, 2012). The OLF is a key source 

of objectives for province-wide educational leadership, and in 2012 added building 
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trusting relationships within and among staff, students, and parents as a specific practice 

for the Building Relationships and Developing People domain (Leithwood, 2012).  

Lambersky (2016), conducted semi-structured interviews with 20 secondary 

school teachers in Ontario and examined the types of leadership practices understood by 

the teachers to produce the best teacher performance, seeking to discern what about 

transformational leadership makes it effective in providing emotional support. Interview 

participants had a range of experience teaching a variety of subjects at 16 different 

schools of varying socioeconomic status (Lambersky, 2016). Critical principal 

behaviours were found to be showing professional respect, encouragement, 

acknowledgement, appropriate protection, communicating visions, and allowing teacher 

voice (Lambersky, 2016).  

Zhao and Liang (2018) collected 603 teachers’ questionnaires, completed 

longitudinally over 2 years by staff from 34 schools in Beijing. The questionnaire 

collected background information and measured teacher professional ability, work stress, 

and principals’ transactional and transformational leadership qualities (Zhao & Liang, 

2018). Results provided evidence that principals’ transformational leadership attributes 

improve teacher professional ability and decrease work stress, while transactional 

leadership qualities demonstrated no significant effect (Zhao & Liang, 2018). Zhao and 

Liang (2018) argue that transactional and transformational leadership are mutually 

reconcilable and that effective leaders should use aspects of both strategies. That being 

said, transactional aspects have been found to be the less influential of the two (Zhao & 

Liang, 2018). 
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Kelloway and colleagues (2012), in their study of 436 fieldworkers in a large 

Canadian telecommunications organization, examined the relationship between 

employees’ perceptions of their managers’ transformational leadership style and 

employees’ psychological well-being. They found that trust in the leader mediated the 

positive relationship between perceptions of managers’ transformational leadership and 

employee psychological well-being in the cross-sectional sample.   

Senge (2007) quoted W. Edwards Deming, who said, “Our prevailing system of 

management has destroyed our people” (p. 486). Senge (2007) highlighted the irony that 

as employees focus on performing for someone else’s approval, they limit themselves to 

mediocre performance. Under a transactional model the top of the organization thinks 

and the local acts, but when adaptive learning is incorporated employees go from coping 

to creating (Senge, 2007). Educational systems are constantly changing, which highlights 

the necessity of incorporating transformational leadership. Emphasis should be on 

developing leaders who can cultivate organizations, roles, skills, and tools to create a 

learning organization that is anticipating constant growth (Senge, 2007).  

Transformational leadership was promoted in education in the 1990s and served 

as a rejection of the top-down policy driven model of the 1980s (Hallinger, 2003). By 

understanding individual staff needs, this new leadership style looked to envision and 

create the future by building off of the aspirations of teachers, supporting and developing 

change to increase teaching and learning (Hallinger, 2003). Unlike mechanisms of the 

past where leaders sought to generate first order effects by changing institutional 

practices, principals now produced changes in teachers, increasing their capacity to 

produce first order effects on learning (Hallinger, 2003). This shift required tolerance for 
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uncertainty, as the change process was less direct. Leithwood and Duke (1998) developed 

a model outlining the components of transformational leadership, breaking it down to 

include individualized support, shared goals, vision, intellectual stimulation, culture 

building, rewards, high expectations, and modelling.  

Organizational change. Change is inevitable in educational organizations as 

mechanisms of improving student experience are continually developed—often to the 

detriment of teachers and students. Principals are usually responsible for ensuring policy 

implementation (Zhao & Liang, 2018). There is significant pressure on teachers to 

perform and implement change (Owen, 2018), making government imposed change a 

major stress for teachers (Hargreaves, 2004). It is worth noting that the issue is not just a 

fear of change. Hargreaves’s (2004) study found that of the teachers interviewed, most 

stated being overwhelmed with government-imposed change, but in contrast felt 

positively about self-driven change. Self-initiated change increases teacher mental health 

by instilling pride, satisfaction, excitement, and feelings of accomplishment, even when 

originally initiated by mandated government change (Hargreaves, 2004).  

Leadership is critical for educational change (Hauge, Norenes, & Vedøy, 2014) 

and principals must work to understand how teachers respond to the change required in 

education, so they can foster an environment that is conducive to change (Owen, 2018). 

Leaders’ behaviour alters teacher disposition towards change (Kadji-Beltran, Zachariou, 

& Stevenson, 2013). Baglibel, Samancioglu, Ozmantar, and Hall (2014), in their study of 

638 teachers in Gaziantep, Turkey, examined the relationship between teachers’ attitude 

towards change and principals’ change facilitator style. They found that teachers had 

improved attitudes towards change if their principal was perceived as the change initiator 
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(Baglibel et al., 2014). This positive attitude was conditional on the principal establishing 

a clear vision and clear expectations (Baglibel et al., 2014).  

Transformational leadership can intervene by promoting emotional reframing 

among teachers, allowing staff to feel intrinsically motivated to achieve government 

mandated goals by increasing their positivity (Berkovich & Eyal, 2017). Leithwood 

(2010) believed “we have to nurture the way our staff feel about their work if we expect 

them to be resilient and sustain their efforts” (p. 2). Furthermore, by using 

transformational leadership styles, administrators exercise courage and moral purpose to 

promote what is best for students and achievable by staff (Hargreaves, 2004). This 

remains true when leaders need to challenge the bureaucracy of government mandates 

(Hargreaves, 2004).  

Sverdlik and Oreg (2015), in their study of 61 university employees undergoing 

an imposed university campus relocation, used a survey and two lab experiments, where 

changes were manipulated to be either imposed or voluntary. The level of identification 

with the organization and its leaders was found to influence reactions to both voluntary 

and involuntary change (Sverdlik & Oreg, 2015). These reactions were not uniform 

across individuals and depended on differences in individual values, as supportive 

leadership and environments affected some more than others (Sverdlik & Oreg, 2015).   

Navickaité (2013) looked at how principals’ transformational leadership qualities 

improved organizational change circumstances; the study found that transformational 

leaders provide clear vision and directed activities that allow change implementation (as 

cited in Owen, 2018). Specifically, there was benefit to the principal being personally 

involved, developing positive relationships, and allowing for shared leadership (Owen, 
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2018). Future research should allow for a larger quantitative study of leadership 

behaviour during organizational change (Owen, 2018).  

Kadji-Beltran and colleagues (2013), in their study of 320 principals of primary 

schools in Cyprus, used a nationally administered questionnaire measuring demographic 

and education for sustainable development (ESD) activities, to examine the leadership 

practices required to re-orient schools to an ESD model. They found that promoting 

professional development, facilitating and encouraging innovation, supporting teacher 

initiatives, and providing moral support, praise and encouragement were key to 

developing trust and open communication with staff members, improving their 

acceptance of ESD changes (Kadji-Beltran et al., 2013). 

Features of transformational leaders. What does a transformational leader look 

like in a school? How should a principal act to develop a transformational approach? As 

research into the most critical attributes of these leaders continues, there is disagreement 

concerning the exact definition of transformational leadership (Kezar et al., 2006). As it 

increased in popularity, multiple theorists developed summaries of the critical 

components of this leadership style. Bass and Avolio (1993) refer to the four I’s, which 

include: idealized influence, inspirational motivation, intellectual stimulation, and 

individual consideration. These four components of transformational leadership will be 

used as a priori codes for qualitative data analysis in the present study and were 

developed based on assuming all people are trustworthy, purposeful, and have unique 

contributions to make (Bass & Avolio, 1993). It also assumes that complex problems are 

best handled at the lowest levels of organizations (Bass & Avolio, 1993). The idealized 

influence dimension refers to leaders that act as influential role models, who generate 
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admiration, respect, and trust from their followers by prioritizing follower’s needs and 

acting ethically (Bass et al., 2003; Zhu et al., 2013). By demonstrating exemplary 

behaviour, consistency between words and actions, and putting the needs of the collective 

first, leaders are viewed as possessing integrity and reliability, which are key to trust 

development (Zhu et al., 2013). Through inspirational motivation, leaders encourage 

creativity, learning, and innovation, viewing their employees as sources of solutions and 

pathways to achieving organizational visions (Bass et al., 2003). By involving followers 

in decision making, leaders extend respect to their followers which develops trust by 

strengthening the emotional bond of their relationship (Zhu et al., 2013). By invoking 

inspirational motivation leaders give followers a sense of purpose as they work with the 

collective to achieve a common vision (Zhu et al., 2013). The social exchange required 

for the leader to express their vision and each person’s contribution to it has potential for 

increasing emotional connection (Zhu et al., 2013). The success of group achievement 

demonstrates the leader’s competence and dependability simultaneously promoting trust 

development (Zhu et al., 2013). Finally, individual consideration frames leaders as 

coaches and mentors, considering individual followers’ needs and demonstrating their 

genuine care for each person by listening and communicating (Zhu et al., 2013). 

Individuals’ needs and desires, particularly for achievement and growth are recognized 

(Bass et al., 2003). By developing individual relationships and showing concern for 

follower’s needs, welfare, and job security, trust development is expected (Zhu et al., 

2013). An alternate model more recently developed by Leithwood and Jantzi (2005) 

broke down transformational leadership behaviours to include setting directions, helping 
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people, redesigning the organization, and a transactional and managerial aggregate in 

acknowledgement of the transactional components required in all leadership positions.  

Both descriptions satisfy the basic levels of Maslow’s hierarchy, requiring 

principals to develop a relationship with teachers that fulfils individuals’ need for safety, 

love, and belonging. As the task is to influence individuals to follow a collective group 

vision, principals need to give their followers a voice, earn their trust, and make their 

decisions honestly and without bias so they can show the group they are valued (Goethals 

& Allison, 2016). This emphasizes the requirement of a relationship between the 

principal and teachers, which corresponds to Bass and Avolio’s (1993) individual 

considerations and Leithwood and Jantzi’s (2005) helping people views of 

transformational leadership.  

Janovská, Orosová, and Janovskÿ (2016), in their study of 265 teachers from 

Eastern Slovakia, explored the relationship between head teacher personality traits and 

the subjective well-being of primary teachers. Their study concluded that traits that 

positively affect well-being include dominance, supportiveness, cooperativeness, respect, 

emotional support, advice giving, decisiveness, responsibility, and active patient 

listening, while neuroticism led to negative effects (Janovská et al., 2016).  

Senge (2007) advocates for developing a creative tension between the vision and 

current reality of the organization. By clearly articulating the gap, a natural tension 

develops that encourages progress (Senge, 2007). The principal needs to draw attention to 

the contradictions and inconsistencies in teachers’ individual value structures (Allix, 

2000) which requires leaders to have skills in emotional recognition (Berkovich & Eyal, 
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2017). Transformational leaders need to recognize the emotions of their followers, so 

they can reframe employees’ emotions when necessary (Hargreaves, 2004).  

Finally, being a leader worth following is critical to principals’ success. To be 

truly transformational, Bass (1990) argues that being intellectually stimulating and 

charismatic are the most imperative attributes. These factors are paramount in teachers’ 

decision to commit to the collective vision their principal is selling. The power of 

charisma is so important, that some theorists consider charisma to be a leadership theory 

in itself (Leithwood & Jantzi, 2005). Research emphasizes the importance of articulating 

clear and compelling visions that match the needs and values of followers (Kezar et al., 

2006). Teachers need to be sure their principal is advocating for them, which comes to a 

head when trying to challenge government mandates.  

Mission-oriented leaders value productivity and initiate the development of 

structure, while person-oriented leaders are sensitive to people’s feelings and show 

consideration for those they lead (Sternberg, 2005). Though transformational leaders 

have some combination of both focuses, followers can usually identify whether their boss 

is mission or person oriented. The impact that principals have on their teachers can be 

quantified in a variety of different ways. Research studies look at levels of motivation 

(Eyal & Roth, 2010; Fernet et al., 2012; Yang, 2014), psychological well-being 

(Kelloway et al., 2012), emotional wellness (Berkovich & Eyal, 2017), job satisfaction 

(Podsakoff et al., 1990; Yang, 2014), morale (Lambersky, 2016), and stress (Lambersky, 

2016) to try and quantify how principals’ transformational leadership alters teacher 

mental health. Burnout refers to prolonged and extensive job-related stress that renders 

the employee unable to function effectively at work (Leithwood, 2006). Excessive 
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administrative paperwork and lack of support and recognition are major factors that 

contribute to burnout (Leithwood, 2006). Burnout reduces the mood of staff and “teacher 

morale influences all aspects of the teacher and learning environment within the school 

setting” (Baylor & Ritchie, 2002, p. 410).  

It is unlikely that transactional leadership would ever be enough for a passionate 

educator. People would likely struggle to maintain mental health while teaching if they 

were just there for the money. Graeber (2013) observed that the more obviously one’s 

work benefits other people, the less likely we are to pay for it with high salaries. This is a 

huge issue in education, where teachers are frequently undermined by parents, challenged 

by students, and spend hours of their nights and weekends working. Transformational 

leadership alleviates teacher fears and encourages them to re-interpret negativity 

(emotional reframing), which leads to increased job satisfaction, because staff feel 

encouraged, energized, supported, and have a new sense of hope (Berkovich & Eyal, 

2017). Research has shown that transformational leadership behaviours, such as inspiring 

vision and celebrating achievement, increase leader effectiveness and follower 

satisfaction (Kezar et al., 2006). Lambersky (2016) summarized the six most critical 

things teachers need from their principal as: professional respect, encouragement and 

acknowledgement, appropriate protection, being seen, allowing teacher voice, and 

communicating their vision. It is no coincidence that all of these aspects are 

accommodated for through a transformational leadership approach.  

A review of current research clearly shows that a positive school climate is 

connected to teacher mental health and that school climate is influenced by principals 

(Gray et al., 2017). Principals hold the capacity to abuse their authority and be indifferent 
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to their teachers’ welfare (Salifu, 2014). De Vos and Kirsten’s (2015) phenomenological 

study conducted by phone interviews with 27 teachers in South Africa found evidence 

that principal malpractice in terms of organizational management and personal 

relationships creates a work culture that permits bullying and can result in physical, 

psychological, and social health effects for teachers. When teachers do not find the 

climate they are looking for, they move schools to be with leaders that make them feel 

human and know them as individuals, fleeing from principals that are disrespectful and 

damaging (Beatty, 2002). Leadership practices were found to be the second most 

important condition in teachers’ decision to stay at or leave a school (Leithwood, 2006). 

Good leadership is more than just good management (Sternberg, 2005). Management 

denotes maintenance and control, while leadership involves creation, inspiration, and 

support (Beatty, 2000). Human beings share multiple common desires. People want 

freedom to exercise choice, to assert their own identity, and to achieve personal respect 

and dignity (Burns, 1979). Consequently, school leaders who invest in ongoing training 

and support for teachers retain their teaching staff (Clark, 2012). Lambersky (2016) states 

that emotionally savvy leadership practices should be put back on the agenda for district 

and system leaders in Ontario. Berkovich and Eyal (2017) go so far as to suggest 

complete restructuring of schools to implement transformational leadership strategies in a 

widespread fashion.  

An area of significant interest is the magnitude of positive effect when adopting 

principal behaviour changes and school improvement methods (Lambersky, 2016). This 

concept can be applied more specifically to the nature of each study. How does a 

principal’s emotional intelligence correlate to the effectiveness of their school? (Brinia, 
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Zimianiti, & Panagiotopoulos, 2014). Similarly, conducting a study of principals’ 

emotional abilities, side-by-side with teachers’ emotional experience would identify more 

clearly the connection between the two (Berkovich & Eyal, 2017). By collecting further 

data, researchers could establish how their models can be predictive of the effectiveness 

of leadership and how this can explicitly lead to improved organizational outcomes 

(Berkovich & Eyal, 2017).  

Critiques of Transformational Leadership 

Transformational leadership has faced numerous critiques in academia. Some of 

these critiques target the lack of ethics required for a leader to be deemed 

transformational and warn against leadership visions that are perhaps not worth following 

(Lee, 2014). Transformational leadership was originally developed by Burns with the 

vision of ‘great men’ fitting the mold (Lee, 2014). In reality, figures including Adolf 

Hitler fit the bill as transformational leaders, regardless of whether he exploited his 

emotional appeal in a negative way (Lee, 2014). These critiques were refuted by stating 

that Hitler is pseudo-transformational, but regardless, having a bias that transformational 

leaders are heroic puts society at risk for blind trust from followers and autocratic 

behaviour by leaders (Lee, 2014). Though it pretends to be empowering, transformational 

leadership can be a mechanism of controlling individuals’ emotional connections 

(Gunter, 2001). Transformational leadership can be autocratic and antidemocratic, in that 

the leader dictates what is important and the direction the organization should move in 

(Lee, 2014). Leaders’ proposed visions may be impractical, over-ambiguous, or even 

deceptive, in which case followers should be hesitant to align for the collective good 

(Lee, 2014).  
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Transformational leadership is also critiqued based on its lack of conceptual 

clarity (Berkovich, 2016; Lee, 2014). Bass outlines the four critical components of 

transformational leadership but does not explain how leaders can make use of them (Lee, 

2014). Also, scales commonly used to determine levels of transformational leadership 

qualities, like the Multifactor Leadership Questionnaire, show high intercorrelations 

between their dimensions (Berkovich, 2016). Berkovich (2016) notes critique based on 

the lack of empirical distinctiveness from other types of leadership due to a lack of 

construct boundaries. Transformational leadership is similar to participative leadership, 

ethical leadership, and leader-member exchanges by lacking discriminant validity 

(Berkovich, 2016). Finally, Berkovich (2016) discusses how transformational leadership 

has inadequate causal models regarding how this leadership style produces outcomes and 

how transformational leadership can be contingent on additional moderators (Berkovich, 

2016). Though these critiques are valid, they do not detract from the foundational nature 

of trust in leader-follower relationships, which is how transformational leadership will be 

applied as the theoretical framework in the present study.  

Administrators’ Role in Reducing Teacher Stress 

Stress can be reduced by either minimizing risk factors, or by increasing the 

shielding factors that protect against stress (Prilleltensky et al., 2016). Risk factors 

include any characteristics of the person or environment that increase the chance of 

negative outcomes for the individual or system (Prilleltensky et al., 2016). For teachers, 

risk factors might include difficult students, additional school responsibilities, large class 

sizes, changes in curriculum, and negative parent interactions. Protective factors in 

contrast include characteristics of the person or environment that increase the chance of 
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positive outcomes for the individual or system (Prilleltensky et al., 2016). Impactful 

protective factors for teachers are often interpersonal and include a caring and 

compassionate environment, empathetic listening, and supportive mentoring 

(Prilleltensky et al., 2016). At the organizational level, protective factors include positive 

administrative actions, the principal’s management style, and the school’s organizational 

climate (Prilleltensky et al., 2016). Principals can manipulate the school environment to 

ensure it is nurturing by providing positive behaviour supports for teachers. These 

supports could include: increasing the positive interactions from administrators, peers, 

and parents; providing adequate preparation and training; and facilitating the 

development of social networks to reduce isolation (Herman et al., 2018).  

By surveying 529 middle and elementary school teachers, Hinds and colleagues 

(2015) explored the concept of experiential avoidance, an unhealthy stress coping 

strategy common to teachers, in which they avoid thoughts, feelings, and internal 

experiences. They used the Patient Health Questionnaire-8, the MBI-ES, the Index of 

Teaching Stress-Part B, a five-item staff social support measure, and the Teacher 

Acceptance and Action Questionnaire (Hinds et al., 2015). Of their sample, 71% showed 

signs of emotional exhaustion, 28% exhibited depersonalization, even though 94% were 

experiencing personal accomplishment (Hinds et al., 2015). Their results demonstrated a 

relationship between experiential avoidance and stress, and a correlation to burnout, 

depression, and reduced teacher well-being (Hinds et al., 2015). Teachers with high 

experiential avoidance exhibited denial, venting, self-blame, and disengagement and 

sought emotional support from others, while teachers who did not avoid experiences 

showed the ability to accept situations and use positive reframing (Hinds et al., 2015). 
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These results highlight the value of mindfulness-based interventions as a stress reduction 

technique, to help teachers notice and accept difficult experiences without judging, 

repressing, or fighting them (Hinds et al., 2015).  

By establishing a climate of emotional and professional support, administrators 

can inspire growth (Prilleltensky et al., 2016). They can define teachers’ roles to avoid 

ambiguity or reduce learning with fear and retribution (Prilleltensky et al., 2016). 

Transformational leadership emphasizes the importance of principals’ ability to recognize 

the emotions of teachers so that they can encourage emotional reframing (Berkovich & 

Eyal, 2017). Berkovich and Eyal’s (2017) study had principals complete an emotional 

recognition video task where they were shown nine clips of a teacher and were asked to 

identify teachers’ emotions. Responses were compared with teachers’ reported emotions. 

Half of the teachers sampled (N=319) reported on principals’ transformational leadership 

behaviour using the Multifactor Leadership Questionnaire, while the other half (N=320) 

reported on their perceptions of the principal’s ability to promote emotional reframing 

using the Emotion Regulation Questionnaire (Berkovich & Eyal, 2017). The goal was to 

confirm that transformational leadership is a primarily emotional phenomenon and that 

the ability to recognize emotions shapes the perception of social relations in an emotional 

nature (Berkovich & Eyal, 2017). Transformational leadership inspires followers to join 

in pursuing organizational goals as a collective group (Berkovich & Eyal, 2017). Results 

indicated a relationship between transformational leadership, emotional reframing, and 

emotional recognition, supporting the claim that transformational leadership promotes 

emotional transformation (Berkovich & Eyal, 2017).  
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Berkovich and Eyal (2018), in their study of 113 Israeli primary teachers, used 

both paper and video experimental vignettes, making it possible to infer causality. 

Participants were shown a video clip depicting a parent expressing to a teacher that their 

daughter’s failure was a result of the teacher’s professional inadequacy. Next, teachers 

were provided with a written scenario describing a follow up conversation that the 

teacher in the video had with their principal, in which principals’ listening type and 

reframing message were manipulated. Participants were randomly assigned to empathetic 

or non-empathetic principal listening, alongside a reframing message that was either 

empowering, normalising, or no reframing message (Berkovich & Eyal, 2018). The study 

found that empathetic listening corresponded with greater emotional reframing, 

regardless of the message the principals were providing, but that the presence of a 

reframing message influences the reframing of the negative effect (Berkovich & Eyal, 

2018).  

Herman and colleagues (2018) believe the key to stress reduction is supporting 

teacher coping and self-efficacy. Administrators can screen teachers to identify 

individuals who need assistance (high stress and low coping teachers; Herman et al., 

2018). Once teachers have been identified, principals can offer supportive services such 

as stress management, and adaptive thinking and behaviour strategies. 

Vulnerability and Trust in the Workplace 

Beatty (2002) describes emotional epistemologies as systems of making meaning 

that are unique for each individual. People have different ways of knowing and being, 

which depend on their emotional awareness and their interpersonal engagement (Beatty, 

2002). The unspoken rubric of professionalism determines acceptable levels of emotion 
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in the workplace, which can often be summarized as completely unemotional (Beatty, 

2002). When conflict develops between adults in a school, typically the “saner heads 

prevail” (Beatty, 2000, p. 334). Being sane is associated with being unemotional and 

consistently maintaining control. Principals in particular are under significant pressure to 

remain composed and unemotional. Beatty (2000) writes that “in attempting to retain 

appropriate professional decorum, the continual denial or suppression of the emotionality 

of our experience may be creating an artificiality to organizational life that is energy 

depleting and even unhealthy” (p. 335).  

Transformational leadership requires vulnerability, as the principal compels 

teachers to follow the proposed vision. This transfers power to the teachers as they decide 

whether to jump on board. This stress opposes the pressure principals face to be 

confident, be decisive, be in control, and represent the school at all times. This pressure 

needs to be broken-down, so principals can feel able to express their authentic emotions. 

This is important as lack of emotional expression limits the potential for professional 

renewal and synergy, creating an emotional division between principals and teaching 

staff (Beatty, 2000). This division can cause teachers’ emotions to be the inverse of the 

principals’ as they subconsciously compete to feel powerful. For example, as teaching 

staff feel secure and empowered, their leader may feel threatened, insecure, and anxious 

(Beatty, 2000).  

In Beatty’s (2000) study, principals expressed being held back by this anxiety and 

fear when confronted with sharing school governance with their teaching staff. By 

drawing on interviews from 50 teachers and repeated internet correspondence with 25 

leaders over 7 months, Beatty (2000) strongly establishes her goal of understanding the 
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emotional instigators of behaviour. How does the desire to develop transformational 

leaders intersect with repeated conditioning that deems only unemotional behaviour as 

professional? Can we judge these leaders for protecting themselves from emotional hurt 

that might undermine their confidence? Principals cannot be emotionless paper-pushers 

(Brinia et al., 2014). To develop relationships, principals must be vulnerable, a critical 

component for trust development (Tschannen-Moran, 2014). According to Ray Williams 

of Ray Williams and Associates, 30% of employees in America want to look for a new 

job when the economy improves and 48% of these individuals cite a loss of trust in their 

employer as the instigator for this intention (Williams, 2011). Trust in the workplace is 

essential for staff retention. During difficult times, people rely on the trust and empathy 

that has been built in the relationship (Kelehear, 2004). Teachers want principals that 

they can trust (Kelehear, 2004). 

Trust in the Principal 

Principals have the potential to cultivate trust in schools (Tschannen-Moran & 

Gareis, 2015). Trust development can lead to positive outcomes. A school’s strengths are 

amplified as staff garner positive intentions for professional relationships. The benefits of 

this type of environment are significant. Developing and sustaining working relationships 

becomes essential in environments with the unmatched level of interpersonal intensity 

found in schools (Leithwood, 2012). By setting a tone of trust, principals can influence 

how staff relate to students, parents, and to each other (Demir, 2015; Tschannen-Moran 

& Gareis, 2015).  

Yang (2014) evaluated leadership styles against trust and job satisfaction for 341 

employees of a Taiwan insurance firm, found trust to be predictive of job satisfaction and 
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motivation to accept the leader’s vision. This suggests that trust motivates teachers to 

accept the vision and change proposed by their principal, which is consistent with the 

conclusion that trust is a critical component of transformational leadership (Yang, 2014). 

Suggested future research should evaluate how transformational leadership affects 

follower’s psychological states and should further delve into the trust stress connection 

(Yang, 2014).  

Working in a school requires collaboration and interdependence to achieve high 

performance. Social support from colleagues and a positive social climate are key 

resources for teachers (Aldrup et al., 2016). Staff relationships are mentioned as the key 

to teachers’ satisfaction with teaching (Troman, 2000). Teachers depend on their social 

interactions to accomplish their teaching goals (Van Maele & Van Houtte, 2014). 

Interdependence requires trust to facilitate the interactions between colleagues 

(Tschannen-Moran & Gareis, 2014). Depending on others requires a willingness to take 

risks that another will not follow through. Trust increases individuals’ confidence in the 

positive intentions of others and decreases uncertainty in situations of interdependence 

(Van Maele & Van Houtte, 2014). By fostering interdependence, trust increases 

organizational effectiveness and efficiency (Tschannen-Moran & Gareis, 2015). 

Principals need to learn how to deal with teacher emotions and better support their 

staff emotionally (Berkovich & Eyal, 2017). Having supervisor support is a key job 

resource that can alleviate some of the demands of teaching and help staff avoid 

exhaustion (Demerouti et al., 2001). One positive example is empathetic listening, which 

was shown to better allow teachers to reframe their emotions and increase their positivity 

by giving them space to self-interpret as the listener encourages them to work through 
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their thoughts (Berkovich & Eyal, 2018). Combining empathetic listening with reframing 

messages, however, has been shown to decrease the positive impact of empathetic 

listening and thus is discouraged (Berkovich & Eyal, 2018). Berkovich and Eyal (2018) 

speculate that reframing messages might undermine teachers’ feelings of security and 

openness and as a result may interrupt the effects of empathetic listening. Training 

principals to enhance their skills in communication and empathetic listening is imperative 

(Berkovich & Eyal, 2018).  

Engelbrecht and colleagues (2015), in their study of 204 teachers in South Africa, 

studied the relationship that trusting and ethical relationships between leaders and 

followers has with work engagement. Findings suggest that more ethical leaders were 

more likely to be trusted, which resulted in increased work engagement from employees 

(Engelbrecht et al., 2015). Work engagement leads to increased productivity and 

performance for employees.  

Foundations of Trust 

Maslow (1987) theorized that good human relationships take place by expression, 

basic need gratification, removing threat, improving understanding, authority, reduction 

of symptoms, and positive self-actualization, individualization, and growth. As 

friendships are developed, individuals establish a mutual frankness, trust, honesty, and a 

lack of defensiveness (Maslow, 1987). These features allow us to be who we really are 

and allow us to feel loved and respected (Maslow, 1987). The reality of any interaction is 

that it is “not what was consciously said or done, but what was unconsciously done and 

unconsciously perceived” (Maslow, 1987, p. 97). Every encounter we have has three 

separate sections: the action, how it is perceived, and how it makes the receiver feel. 
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When interpreting an encounter, trust plays a role in how actions are perceived and how 

we feel as a result. These encounters are frequent between the many people in schools. 

Educational relationships require trust and teaching is an emotional process for which 

trust is paramount (Troman, 2000).  

Trust fundamentally changes an employee’s psychological response (Engelbrecht 

et al., 2014; Xuan-Na, Xue, & Wang, 2016), by facilitating stability, co-operation, and 

cohesion (Troman, 2000). It allows creativity to thrive as individuals experience freedom 

and autonomy, while co-requisitely supporting interdependence as communities develop 

(Troman, 2000). Engelbrecht and colleagues (2014) demonstrated that trust increases an 

employee’s willingness to take risks, allowing them to engage in their work at a higher 

level, increasing their performance and effectiveness. Trust is critical for teachers’ 

professional self-efficacy, which is their belief in their capacity to plan, develop, and 

implement the necessary actions to achieve educational goals (Owen, 2018). 

Consequently, increased trust will cause teachers to accept leadership roles, further 

empowering them (Owen, 2018). Trust changes how teachers comply with innovation 

and participate in professional development, as trust reduces individuals’ resistance 

through their willingness to rely on their leaders (Demir, 2015). As a result, trust 

becomes the backbone of a strong professional learning community.  

Teachers will use their interactions with principals and their observations of them 

to distinguish whether they can be trusted (Tschannen & Gareis, 2014). Principals can 

use their organizational power to harm teachers, making it essential for teachers to decide 

if their principal can be trusted (Demir, 2015). Perception is an essential component of 

trust. It does not matter if the principal has acted ethically and deserves trust. Believing 
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that we are trustworthy is different than being perceived as trustworthy by others (Brown, 

2018). Perception is viewed as reality for most individuals (Owen, 2018).  

Tschannen-Moran (2014) explains that trust is cultivated in situations where we 

must rely on the willingness and competence of others to care for what is important to us. 

By putting them in a position where they have the choice to hurt something important to 

us, we are demonstrating trust. Trust is defined as a willingness to be vulnerable to 

another based on the confidence that the other is benevolent, honest, open, reliable, and 

competent (Tschannen-Moran, 2014; Van Maele & Van Houtte, 2014). Charles Feltman 

describes trust as the decision to make something of value vulnerable to another person’s 

actions (as cited in Brown, 2018). It is an act in which we accept the vulnerability to 

another person’s ill will, without expecting it (Tschannen-Moran, 2014). Trust is perhaps 

most meaningfully conceptualized by Baier, who described trust like air, unnoticed until 

it becomes scarce or polluted (Tschannen-Moran, 2014).  

Frazier, Gooty, Little, and Nelson (2015), in their study of 353 employees at 

various companies in the midwestern United States, found that a leader’s perceived 

trustworthiness increases both adult attachment to the leader and the employee’s 

willingness to be vulnerable. The study suggests that future research look at how 

leadership attachment correlates to trust levels in the leader-member relationship and how 

this is predictive of organizational outcomes (Frazier et al., 2015). 

Eikeland (2015) distinguished between affective and cognitive trust based on 

McAllister’s work from 1999. Affective trust pertains to the emotional connections made 

between individuals based on individual perceptions of motives (Eikeland, 2015) and 

serves to decrease individuals’ fear of potential loss through risk taking (Aranzamendez 
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et al., 2015). Affective trust is exchange based, relational, and typically results from 

mutual care and concern (Zhu et al., 2013). Cognitive trust consists of the perception of 

another’s ability and reliability (Eikeland, 2015), and increases individuals’ feelings of 

safety to state ideas and concerns (Aranzamendez et al., 2015). This trust forms as 

followers evaluates a leader’s ability, competence, reliability, and integrity prior to 

extending trust (Zhu et al., 2013).   

Hoy and Tschannen-Moran (1999) broke down trust to include benevolence, 

honesty, openness, reliability, and competence, features shown to reduce emotional 

exhaustion in teachers (Van Maele & Van Houtte, 2014). A benevolent principal is 

sensitive and considerate to teachers’ needs, protects their rights, and refrains from taking 

advantage of them (Tschannen-Moran, 2014). Honesty is a measure of principals’ 

integrity, character, and perceived authenticity. Openness is assessed by principals’ 

sharing of information, control, and influence. Have they shown themselves to be 

forthcoming of their intentions and feelings, or is this information discovered indirectly at 

a later time? A reliable principal is predictable, caring, competent, and can be depended 

on consistently.  

A study by Handford and Leithwood (2013) found competence to be the most 

mentioned feature contributing to trust, as it pertains to principals’ ability to perform a 

task as expected. This component is often based on principals’ reputation, experience, 

and qualifications. A competent principal is willing to act as a buffer for teachers in 

difficult situations (Tschannen-Moran, 2014). The reality is that the trust relationship is 

incredibly complex, to the extent that teachers can trust their principals in some areas and 

not others (Tschannen-Moran, 2014). Recent research has added the criteria of 



78 

 

 

vulnerability, which supports interdependence. It is unreasonable for a principal to expect 

teaching staff to be vulnerable without demonstrating this characteristic themselves. By 

being vulnerable, they can establish trust that they will protect others when they 

demonstrate vulnerability (Tschannen-Moran & Gareis, 2015). 

Talking about the level of trust in one’s relationship is uncomfortable and as a 

result many people struggle with how to talk to each other about trust. The reality is that 

when we lack the tools and skills to talk to someone about trust, the natural reaction is 

often to talk about them, not to them (Brown, 2018). It is easy to logically know this is 

not productive. This back-channeling of conversation further deteriorates the school 

community. It does not lead to an improvement in the level of trust and can be viewed as 

a waste of energy in an organization (Brown, 2018). As a result, actions can serve to 

communicate trust information. For example, principals that micro-manage everything 

and refuse to delegate responsibilities project the message that they do not trust anyone 

else to get the job done (Brown, 2018). Leaders who demonstrate vision, hold values, and 

support fairness and loyalty are more likely to develop trust with their followers (Owen, 

2018). Principals are expected to lead, empower, assign responsibility, appreciate 

success, motivate, be respectful, and encourage participation and self-development 

(Demir, 2015). If they fail to do these things, trust can be lost, but if trust is established, 

teachers often work beyond what is required (Demir, 2015).  

Social institutions are facing unprecedented scrutiny in today’s society (Troman, 

2000; Tschannen-Moran, 2014). With an increasingly educated society, more people 

want to know where their tax dollars are going. Tschannen-Moran (2014) stated that “the 

success of our education system has created the very conditions that enable the common 

person to think critically and challenge the status quo” (p. 12). The expectations for 
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education are increasing and as these increased expectations are not met, it becomes more 

difficult for people to trust schools (Tschannen-Moran, 2014). The need for leaders and 

professionals that are viewed as trustworthy is significant.  

Psychological Safety 

Trustworthiness is one of the key leadership behaviours known to create a 

psychologically safe environment for employees (Aranzamendez et al., 2015). 

Psychological safety is conceptualized as an employee’s perception of consequences for 

taking interpersonal risk in the work environment (Aranzamendez et al., 2015). When 

safety is perceived, employees are encouraged to give and receive feedback, advancing 

creativity and improving decision making. In order to for continued improvement, 

honesty is essential. When people are afraid to speak up, it creates a barrier to 

improvement. Trust is required to eliminate this fear and allows leaders to remove the 

constraints that discourage followers from expressing their concerns and ideas 

(Aranzamendez et al., 2015).  

Trust Cultivation  

Trust must be consciously cultivated, and it is the responsibility of the person with 

greater power to establish trusting relationships (Tschannen-Moran, 2014). Teacher trust 

in their principal is more high stakes and their lower status leaves them at risk for unfair 

treatment and exploitation (Tschannen-Moran, 2014). Though trust grows slowly, most 

people extend trust temporarily until evidence appears that they should not be trusted 

(Tschannen-Moran, 2014). When colleagues first interact, they begin to demonstrate their 

willingness to trust others and that they will not exploit those who trust them (Tschannen-

Moran, 2014). As these interactions occur, they can arrive at an unspoken mutual 

expectation based on these limits of trust and influence (Tschannen-Moran, 2014). When 
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a new principal begins work at a school, the buzz begins as staff share stories that can 

either improve or degrade trust. New principals’ reputation is an unavoidable contributor 

to the initial level of trust. Misunderstandings in a single email can set the tone and leave 

a bad taste in teachers’ mouths. In contrast, principals can build trust through authentic 

communication and by being considerate of teacher needs. 

Trust goes both ways in the relationship. When principals are establishing which 

teachers they trust, priority goes to the staff members that they view as competent, 

reliable, and committed (Tschannen-Moran, 2014). These staff are less likely to generate 

the parent and student complaints principals have to mediate. Constant surveillance of 

teaching staff is impractical and impossible, so the principal needs to trust that the 

teachers are doing their jobs behind classroom doors. This establishment of trust is 

considerably more low stakes in this direction, as the consequences will most likely be 

directed to the teacher should they demonstrate incompetence. An untrusted teacher will 

also be granted less professional discretion and is more likely to be micromanaged 

(Tschannen-Moran, 2014). This cycle compounds itself, as work-related stress and 

mental illness manifests in teachers who fear they are not trusted to do their job (Bloom, 

2018). People do not get into teaching expecting it to be an easy job, but the new culture 

of surveillance is undermining their hard work (Bloom, 2018).  

Whether individuals have a disposition to trust is relevant when two people do not 

know each other (Tschannen-Moran, 2014). Those with a high disposition to trust are 

more likely to view interactions optimistically, emphasizing positive points with a 

willingness to overlook flaws (Tschannen-Moran, 2014). They choose to believe in the 

best version of their colleagues, giving them the benefit of the doubt based on the 

assumption that others are typically well-intended in their actions. Based on this 



81 

 

 

perception, people with a disposition to trust tend to be happier, more well-liked, and 

tend to be more trustworthy themselves (Tschannen-Moran, 2014). 

The TrustStress Connection 

Trust influences an employee’s response to stressors (Owen, 2018). Uncertainty 

leads to stress and anxiety, but if there is trust in leadership, employees can identify with 

the collective which decreases anxiety (Sverdlik & Oreg, 2015). Trust is an essential 

component of a stable social relationship, as it can reduce uncertainty and increase 

cooperation (Demir, 2015; Van Maele & Van Houtte, 2014). Increased support buffers 

stress and decreases psychological health outcomes (Hinds et al., 2015). Brown (2018) 

states that without trust there is no connection. Principals are integral in developing a 

school atmosphere that fosters trust development, making them indirectly involved in 

strengthening all trust relationships that occur in the school (Van Maele & Van Houtte, 

2014). Trust allows for free exchange of ideas, knowledge, and information between 

colleagues (Engelbrecht et al., 2015). The sole purpose of organizations is to accomplish 

tasks that are too large to be completed alone (Tschannen-Moran, 2014). As they inspire 

trust, they concurrently inspire teachers to move to a higher level of effort and 

achievement (Tschannen-Moran, 2014). Unsatisfactory relationships can be a source of 

stress (Troman, 2000), but increased trust in colleagues and the principal decreases 

teacher stress and anxiety (Demir, 2015). When teachers share their thoughts and feelings 

it can strengthen team spirit and cooperation (Demir, 2015).  

Van Maele and Van Houtte (2014), in their study of 673 teachers across 58 

elementary schools in Flanders, Belgium, used the MBI-ES, the Omnibus-T scale, and the 

short form of the Teachers’ Sense of Efficacy Scale, to examine whether trust lowers 
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teacher burnout. They found that trust can act as a buffer against teacher burnout and that 

teacher-principal trust is important for inhibiting emotional exhaustion in teachers, 

concluding that principals can affect teacher burnout and prevent emotional exhaustion 

by nurturing trusting relationships in schools (Van Maele & Van Houtte, 2014). When 

trust is fostered, teachers are more likely to ask for help, because they have escaped the 

fear that others will perceive them as inadequate or incompetent (Tschannen-Moran, 

2014). 

Owen (2018), in a study of 141 teachers in Texas, USA, used the Omnibus T-

Scale, the Alliance Web Survey, and the Stress in General Scale, to determine if faculty 

trust in principals and collaborative leadership behaviours predicted teacher job stress in 

K12 public education settings. Owen (2018) found that faculty trust in principal and 

collaborative leadership behaviours predicted teacher job stress, when controlling for the 

demographic variables of years of experience and gender.  

To do their jobs effectively, teachers rely on a predictable environment, fairness, 

and accessing resources and professional support from their principals (Tschannen-

Moran, 2014). Trust related instances will remain in teachers’ minds far longer than in 

principals for this reason. Across organizational settings, social relationships have shown 

potential to increase or decrease employees’ capacity for managing stress (Van Maele & 

Van Houtte, 2014). 

Principals have the potential to either increase or decrease teacher stress level. 

They can provide feedback, acknowledgement for achievements, increase teacher 

autonomy, and can invoke supportive leadership practices (Zhao & Liang, 2018). In 

supportive environments trust is communicated, risk taking is encouraged, and teacher 
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opinions are honored (Kadji-Beltran et al., 2013). Principals need to understand 

behaviours that can ease job related stress (Owen, 2018).  

Once again, perception outweighs reality in importance. Employees will become 

increasingly engaged when the procedures and systems implemented by the principal are 

perceived as trustworthy and predictable (Engelbrecht et al., 2015). Additionally, how 

teachers perceive their social relationships at school determines their perceived social 

support and their ability to cope with the demands of the job (Van Maele & Van Houtte, 

2014). Unsatisfactory relationships increase stress (Van Maele & Van Houtte, 2014). 

Furthermore, as colleagues connect, they begin to view each other as people doing their 

best (Brown, 2018). When trust is cultivated through principals’ attitudes, example and 

policies, colleagues can better work together to solve the difficult problems encountered 

in schools (Tschannen-Moran, 2014). It both connects peers and facilitates their 

communication, inevitably increasing efficiency and allowing communication and 

absolution of problems before they grow in significance (Tschannen-Moran, 2014).  

Exposing oneself to trust takes courage and requires personal risk. When one 

trusts there is a potential for rejection and ridicule and the individual is exposed, no 

longer able to hide who they are (Eikeland, 2015). When trust is lacking, energy must be 

expended to guard against the potential for betrayal by entering situations through a lens 

of self-protection (Demir, 2015; Tschannen-Moran, 2014; Tschannen-Moran & Gareis, 

2014). Energy is required to prepare for alternate outcomes and assess resource 

availability to prepare for betrayal. When teachers feel their principal is untrustworthy, an 

uncertain work context is established that can lead to emotional exhaustion (Van Maele 

& Van Houtte, 2014). When teachers feel isolated, their reserves of energy and emotional 
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resources are rapidly used up (Van Maele & Van Houtte, 2014). Emotional exhaustion 

leads teachers to distance themselves from all school members, reducing their access to 

resources that were once shared readily with their colleagues and subsequently 

decreasing their overall efficacy (Van Maele & Van Houtte, 2014). Without trust, sharing 

professional practice becomes a risk that can be used against you (Demir, 2015). 

Participating in professional development, receiving feedback, mentoring, and even 

explaining one’s thoughts are suddenly viewed as unsafe (Demir, 2015). Energy should 

be reserved for attaining work-related goals, not for focusing on evading the undesirable 

events that are feared when trust is absent (Hinds et al., 2015). Overall low trust 

environments are counterproductive and tend to decrease productivity and lower morale 

(Troman, 2000).  

When a principal is reliable, their actions are more predictable and energy does 

not need to be invested in wondering whether they will follow through with 

commitments, so no energy is wasted considering how to manage if the principal does 

not come through (Tschannen-Moran, 2014). Trust reduces these costs while increasing 

adaptability and innovation in individuals (Tschannen-Moran, 2014). Often trust is 

disregarded as a soft or secondary skill, but in reality, it is a must-have for the success of 

organizations (Brown, 2018). Trust changes how positively employees view their work 

environment (Engelbrecht et al., 2015).  

To move toward building trust, we need a more complex understanding of what 

stands in the way of trust in so many work relationships. It is insufficient for the principal 

to simply inform teachers that “they need to trust them,” as these words of desperation 

usually come when it is too late to build trust (Brown, 2018). Developing trust requires 
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ongoing intentional action that reaffirms that a leader cares enough to engage on a 

personal level and can be relied upon to act in a way that aligns with the organization’s 

stated values (Brown, 2018). Building these connections requires vulnerability, due to the 

potential for betrayal and harm (Brown, 2018; Tschannen-Moran, 2014). There is a lot of 

power in ensuring that the vulnerability is coming from both parties. For example, leaders 

can make themselves vulnerable by sharing authority and accepting the consequences for 

these joint actions, rather than scapegoating their followers (Tschannen-Moran, 2014). 

Inclusion increases trust by developing a mutual respect (Owen, 2018). This camaraderie 

allows for psychological safety and makes individuals more inclined to participate in 

school improvement efforts.    

Education Systems and Cultural Norms 

The 20th century has seen a hegemony of Western ideas, incorrectly assuming that 

research and theory is transferable cross-culturally (Hallinger & Leithwood, 1996). Even 

among western countries, significant differences in institutional context, societal norms, 

and cultural values exist. This is especially true through the lens of education which 

boasts a complex array of national systems worldwide. Though research exploring 

teacher trust in principal and its correlation to teacher burnout has been conducted in 

Beligum (Van Maele & Van Houtte, 2014) and the United States (Owen, 2018), the 

substantial differences between these settings and Ontario, Canada, the setting of the 

present study will be outlined. These differences are essential to consider when 

conducting and evaluating research. Relationships between variables of influence, 

motivation, and emotion, such as trust and burnout in the present study, are particularly 

impacted by cultural context (Klassen et al., 2010).  
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“Institutional structure varies across settings” (Hallinger & Leithwood, 1996, p. 

103). Institutional context, which includes the broader education system, is one of the 

many variables that impacts principal leadership (Hallinger & Leithwood, 1996). This 

includes factors such as the degree of system centralization, state and national 

regulations, mandated curriculum, unionism, and of course mandated managerial goals 

(Hallinger & Leithwood, 1996). Different nations have significant institutional 

differences (Hallinger & Leithwood, 1996). These dissimilarities alter the amount of 

power principals have, how principal placement is decided, and the system expectations 

that drive principal performance (Hallinger & Leithwood, 1996). 

Schools may have different cultures, but schools within the same country will 

likely share many cultural similarities compared to schools from other nations (Hallinger 

& Leithwood, 1996). Parts of a school community will reflect the social culture of the 

nation (Hallinger & Leithwood, 1996). “The values and behavioural norms shared by 

people of a given culture will exercise profound effect on all aspects of relationships 

within their school” (Hallinger & Leithwood, 1996, p. 105). The values, norms, and 

expectations that define society are called the societal norms, all of which significantly 

influence administrators, making it essential to consider cultural context in administrative 

practice (Hallinger & Leithwood, 1996). 

Cultural values also shape follower’s perceptions of their leaders (Hallinger & 

Leithwood, 1996). Cultural groups differ in their depiction of an effective leader and it is 

expected that transformational leaders’ descriptions from diverse nations have different 

cultural profiles (Lam, 2002). Some sociocultural characteristics would be inclined to 

promote transformational leadership’s definitive roles, while others might emphasize the 
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use of the processes promoted in transformational leadership theory (Lam, 2002). Though 

cultural values can differ within a country, Klassen and colleagues (2010) suggest that 

cultural values are more strongly linked to one’s nation than they are to religion, 

employer organization, or individual personality.  

Klassen and colleagues (2010) surveyed 500 elementary and middle school 

teachers in Canada, South Korea, and the USA, exploring how teachers’ collective 

efficacy, job stress, and the cultural dimension of collectivism are associated with job 

satisfaction across these three cultural contexts. Results demonstrated that teachers’ 

collective efficacy predicted job satisfaction across all three contexts but found that job 

stress was only associated with job satisfaction for North American teachers and 

collectivism was significantly related to job satisfaction only for South Korean teachers 

(Klassen et al., 2010). There were also difference between the responses of Canadian and 

American teachers, as U.S. teachers rate teacher collective efficacy for instructional 

strategies significantly higher than Canadian teachers (Klassen et al., 2010). These results 

indicate that cultural context influences how motivation beliefs are understood, which 

highlights the importance of considering the geographical context of a study and the role 

of teachers’ cultural values (Klassen et al., 2010).  

Previous studies that look at how teacher trust in their principal is related to job 

stress and burnout have been conducted by Owen (2018) in the USA and by Van Houtte 

and Van Maele (2014) in Belgium, specifically in Flanders, the northern Dutch-speaking 

region of the country. Though the difference between Belgium and Canada may seem 

more intuitive, as Canadians share individualist western ideologies with the U.S., 

Canadian culture is governed by its own unique historical, political, economic, social, and 
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cultural heritage (Lam, 2002). Though generally academia allows transfer of best 

practices and principles between Canada and the U.S., their education systems are unique 

in their values, the way they operate, their performance, and how they are perceived by 

the public (Chen, 2017; Loo, 2018). To understand the pertinence of conducting 

additional data collection in a Canadian setting, it is necessary to outline the differences 

between all three of these contexts. The diversity between education contexts worldwide 

should be considered before applying principles to systems in different nations.  

Public Perception of Teachers 

Public perception of teachers changes the experience of being a teacher, 

potentially making teachers feel unappreciated for their work. In some high performing 

countries teaching has been shown to be as respected as medical doctors (OECD, 2018) 

There has been a wave of teacher bashing in the United States leaving teachers 

unfortunately characterised as less intelligent and capable than those entering other 

professions (Darling-Hammond & Lieberman, 2012). In a desperate attempt to have 

enough teachers in their schools, programs like Teach for America promote individuals 

working in high-needs low income schools with little training and a 2-year commitment 

(Darling-Hammond & Lieberman, 2012). These types of programs further depict 

teaching as a last resort job that can be filled by anyone, regardless of their formal 

training.  

Ontario has recently turned around a teacher bashing context between 2003 and 

2007, which has significantly improved the education context present today compared to 

public perception twenty years ago (Darling-Hammond & Lieberman, 2012). In Ontario, 

teachers are viewed as well-educated and well-respected within most communities 



89 

 

 

(Levin, 2012). In Belgium, a study by Verhoeven and colleagues (2006) found that 

teachers receive high esteem for their work. Despite this, teachers in Belgium still face 

status inconsistencies, as they receive high social regard, while their salary remains lower 

or much lower than the salary of other similarly scored occupations (Verhoeven et al., 

2006). In general, today teachers are perceived well in Belgium and Canada, and are held 

in lower regard in the United States, though teacher perceptions are still expected to vary 

significantly depending on area. 

Governance and Principal Role  

The role of the principal varies depending on institutional systems, as these 

systems generate the drivers of principal performance (Hallinger & Leithwood, 1996). In 

Canada and the U.S. principals are allowed some freedom in their mechanisms of policy 

implementation but are directed via school board and state/province wide goals 

(Leithwood, 2012). Canadian and U.S. education are both regulated at the provincial and 

state levels respectively, leading to substantial diversity in education nationwide in both 

contexts (Chen, 2017; Loo, 2018). Canada has no federal education body (Chen, 2017), 

while the United States Executive branch has a federal department of education, led by 

the Education Secretary, who is appointed by the president and confirmed by the senate 

(Loo, 2018). The federal department of education collects data, brings national attention 

to key educational issues and exists to ensure there is equal access to education and no 

discrimination (Loo, 2018).  

Belgium has three distinct education systems as part of the nation’s constitution 

which include the Flemish system in the north, the French system in the south, and the 

German speaking system in the east (Geyer, 2009). These systems each have individual 
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authority, but the beginning and end of compulsory school, the minimum requirements 

for a diploma, and the retirement regulations for teachers and educational staff are 

decided at the federal level (Geyer, 2009; Nusche et al., 2015). The information presented 

emphasizes practices in the Flemish region, as this is where Van Maele and Van Houtte’s 

(2014) study on teacher trust and burnout was conducted. During the 20112012 school 

year the Flemish system consisted of 56.3% of the Belgian student population (Nusche et 

al., 2015).  

Belgium’s constitution advocates for freedom of education, allowing 

organizations to autonomously establish schools (Geyer, 2009). As a result, there are a lot 

of private schools in Belgium that are subsidized by the state (Geyer, 2009). In the 

Flemish community, schools are relatively autonomous and make 89% of decisions about 

instruction organization, 75% of personal management decisions, and 71% of decisions 

about planning and structures (Nusche et al., 2015). Their lowest control is of resource 

management, including the allocation and use of teaching resources, operating expenditure, 

and professional development budgets, for which schools make about 50% of the decisions 

(Nusche et al., 2015). This autonomy alters the principals’ roles as they are more involved 

in setting policy and vision for the direction of the school. Parents’ freedom to choose their 

child’s education also creates a level of competition between schools, which receive 

government funding for each student they register (Nusche et al., 2015). This type of 

system becomes a balancing game for principals, as they navigate being cost effective 

while maintaining a competitively high quality of education. The overarching governance 

systems found in Canada and the U.S. are quite similar. Belgium’s use of publicly funded, 
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but privately opened schools leads to significant differences in how the principal’s job is 

defined when compared to schools in a North American context.  

Role of Standardized Testing 

All three countries place different emphasis on standardized tests. In Canada, 

standardized testing is decided provincially and occurs approximately every 3 years 

(Chen, 2017). These tests tend to have little effect on student progression and are used as 

a system of accountability between school boards and schools in publicly funded 

education systems (Chen, 2017).  

In the United States, students complete statewide student achievement tests and 

SATs as a standardized indicator for college admissions (Loo, 2018). In 2001, the No 

Child Left Behind (NCLB) Act, which mandates that all students demonstrate annual 

academic progress, put a lot of pressure on high-stakes assessments by designated 

rewards and punishments allocated based on students’ performance (Simpson et al., 

2004). Schools that’s students did well received public recognition and financial 

incentives, while receiving sanctions and the threat of state takeover if students 

underperformed (Simpson et al., 2004). The severity of these outcomes puts pressure on 

principals to ensure success in the schools they lead, puts significant pressure on teachers, 

and motivates teachers to teach to the test, regardless of whether this fits with current best 

practice (Simpson et al., 2004).  

Belgium does not have federally mandated standardized tests or examinations 

(Geyer, 2009; Nusche et al., 2015). However, there are a range of externally designed 

tests that schools can use the measure their outcomes (Nusche et al., 2015). School 
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accountability is obtained through school inspections, which monitor schools’ self-

imposed quality assurance systems (Nusche et al., 2015).  

There is a clear cultural difference in the weight assigned to student achievement 

as the primary goal of education, which represents the different values that characterize 

these education systems (Hallinger & Leithwood, 1996). The reduced emphasis on 

standardized assessment scores as a tell-all of student achievement acts as a key 

distinction that separates Canada’s education values from those found in the U.S. The 

complete lack of standardized testing as a school accountability measure in Belgium, 

further differentiate its education context.  

Immigration and Multiculturalism 

Canada has a clear pro-immigration stance and a strong commitment to diversity 

that stands in contrast to the historical treatment of indigenous populations in residential 

schools (Chen, 2017). The uniting theme of equity and political changes have decreased 

the appeal of the USA (Chen, 2017). Canada shares a common commitment to providing 

students with an equal chance at school and as a result for more than one third of young 

adults, both parents are from a different country (Chen, 2017). As of 2018, Canada has 

resettled the greatest number of refuges of any country, settling 25,000 Syrian refugees 

from November 2015 to February 2016 and 47,000 by the end of 2016 (Greenwood, 

2019). In Ontario specifically, 27% of the student population was born outside of Canada 

and 20% of students are visible minorities (Levin, 2012). Multiculturalism in Canada is 

especially prevalent in urban centres (Chen, 2017). In Canadian schools there is a smaller 

gap than most OECD averages between students with different socioeconomic statuses, 
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with only a 9% variation in scores (Coughlan, 2017). Canadian schools also have a 

smaller achievement gap between different schools (Coughlan, 2017). 

The United States in contrast is increasingly viewed as unwelcoming to 

immigrants and foreigners (Loo, 2018). The U.S. has been called a melting pot, to reflect 

the accumulation of immigrants from different countries that are expected to assimilate to 

American ideals (Alghamdi, 2017).  In the U.S. there is an expectation for cultural groups 

to assimilate and neglect their unique cultural identities (Alghamdi, 2017). In the U.S., 

Whites are more likely to succeed in public schools when compared to African 

Americans and other minorities (Alghamdi, 2017). Students of different cultural 

backgrounds can be presumed by their teachers to be less knowledgeable and less 

competent (Alghamdi, 2017).  

In Belgium, nationwide education goals include equal opportunity, combatting 

discrimination, and preventing school failure (Geyer, 2009). Similar to Canadian 

mandates, multiculturalism is considered a key consideration in education. A key 

difference though is in how multiculturalism is viewed differently in these contexts. One 

study found that pre-service American teachers will less likely to associate faith and 

religion with multiculturalism than with race, disability, or social class (Agirdag et al., 

2016). This is likely because the religious background of the largest ethnic minority in 

the U.S. is Christianity, the same as the white middle-class (Agirdag et al., 2016). In 

Europe, the largest ethnic minority is Muslim, which has historically been less welcome 

in European contexts (Agirdag et al., 2016).  

In the Flemish region of Belgium, a significant number of immigrants from 

southern Europe came after World War II (Agirdag et al., 2016). Years later, many ethnic 
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minority students still face exclusion due to religious and language differences, and lag 

behind the native Flemish students (Agirdag et al., 2016). In 2012, 17.5% of the Flemish 

region’s population had at least one parent born outside of the country and 7.1% did not 

have Belgian nationality, with the largest immigrant groups coming from Morocco, 

France, the Netherlands, and Italy (Nusche et al., 2015). Larger cities tend to have higher 

proportions of immigrants than more rural communities (Nusche et al., 2015). In 2002 a 

Decree of Equal Education Opportunities (GOK policy) included provisions to create 

consultation platforms to ensure fair school admission and enrolment, measures to 

safeguard school choice for students during economic growth, and allocating extra staff 

resources for schools working to implement additional educational support (Nusche et al., 

2015). In 2008, a weighted funding system for school operating grants was implemented 

based on the student characteristics in the school to further balance disparities (Nusche et 

al., 2015). 

In Belgium, PISA results confirmed the existence of inequity between students of 

different socio-economic status (Nusche et al., 2015). In 2012, 11% of Flemish students 

had an immigrant background and were more likely to have low socio-economic status as 

a result (Nusche et al., 2015). Students with an immigrant background were significantly 

more likely to be low achievers (Nusche et al., 2015). Students with low academic 

achievement are given the option to transfer schools, which may reduce incentives for 

teachers to try and get them caught up on missing work (Nusche et al., 2015). 

Job Security  

Exploring the stress and burnout experienced by teacher must take into 

consideration job security, as when absent, this can serve as an additional stress for 
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teachers. The Ontario College of Teachers (2018) reported a decrease in unemployment 

amongst early year teachers after a decade long teaching surplus. In 2013, Ontario novice 

teachers were at the peak of unemployment, with annual teacher retirement acting as the 

source of majority of available jobs (Ontario College of Teachers, 2018). As early as 

2003, retirement decreased as the age bulge in Ontario teacher demographics passed. In 

response to the competitive job market, applicants to consecutive teacher training 

programs fell from 16,500 applicants in 2007, to less than 9,500 in 2013 and 2014 

(Ontario College of Teachers, 2018). Applicants decreased even further in 2015, as 

Bachelor of Education degrees in Ontario became 2-year programs (Ontario College of 

Teachers, 2018). As of 2018, the teacher surplus is nearing depletion and first year 

teacher unemployment is now only 6%. Despite this low level of unemployment, 82% of 

teachers pursue alternate work part time, 71% doing so because they need to supplement 

their teaching incomes (Ontario College of Teachers, 2018). A third of teachers in 2018 

identified job security as an issue for them (Ontario College of Teachers, 2018).   

This source of stress is less prevalent in the U.S., which have in contrast struggled 

with teacher shortages. In the U.S. between 2011 and 2012 more than 67% of schools had 

at least one teaching vacancy, forcing states to loosen hiring standards in desperation 

(Aragon, 2016). This trend seems to be continuing as enrollment in teacher preparation 

programs has dropped from 725,518 in 20092010 and was down to 465,536 in 

20132014 (Aragon, 2016). Novice teachers are specifically incentivised financially if 

they transfer to disadvantaged schools (OECD, 2018). These financial bonuses are 

intended to attract talented teachers with the hopes of improving education outcomes 

(OECD, 2018).  
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In Belgium, recent policy action has been undergone to improve job security for 

teachers (OECD, 2018). Specifically, the salary grid was revised and contractual 

progression for starting teachers was simplified (OECD, 2018). Through this policy 

novice teachers’ contracts are automatically renewed if their school has sufficient funding 

(OECD, 2018).  

Each context’s demand for teachers changes the level of job security for teaching 

staff. In the U.S. teachers are in high demand, the Flemish region of Belgium is 

intentionally modifying policy to improve teacher job security and Ontario, Canada has a 

surplus of teachers that is looking to be nearing depletion (Aragon, 2016; OECD, 2018; 

Ontario College of Teachers, 2018). These differences can contribute to stress, 

particularly for novice teachers trying to get into the profession. In all three contexts, 

principals play a role in hiring teaching staff, causing this component of the context to 

impact the capacity for trust development between teachers and their principals and the 

level of pressure that teachers feel to ensure a positive relationship to retain their job.  

Teacher Training and New Teacher Induction Programs  

Fitchett and colleagues (2018) note that research should focus on the content of 

induction programs, instead of just reporting on trends of whether or not novice teachers 

have access to them. It is important that administrators and colleagues remain aware of 

the risk of stress for novice educators (Fitchett et al., 2018). “Administrators at the 

epicenter of school-level policy, can potentially ameliorate the risk for stress among new 

teachers by spear heading initiatives that make use of professional induction programs for 

new teachers” (Fitchett et al., 2018, p. 113). These induction programs and the teacher 

training programs that precede them are not all created equal. Internationally there is 
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significant variation in the components of these programs, which consequently alters how 

prepared the novice teachers of each nation are. These differences are likely to change 

novice teachers’ risk for stress and burnout, and their overall longevity in the teaching 

profession.  

 Teacher training programs prepare novice teachers with practice teaching 

experience to a variety of degrees. In New Zealand, students receive several 4-week 

sessions of practice teaching during their training, while Germany, France, Luxembourg, 

Belgium, and Chinese Taipei offer a full-year internship or more (Howe, 2006). Teachers 

in Canada and the U.S. typically have between 12 and 15 weeks of practice teaching 

during their formal training as educators (Howe, 2006). In 2015, Bachelor of Education 

degrees in Ontario became 2-year programs, doubling the amount of practice teaching 

incorporated into the teacher certification program (Ontario College of Teachers, 2018).  

 An age-old adage predicts the experience of novice teachers to include the most 

difficult classes, more courses to teach, and more extracurricular activities that make the 

first few years as a teacher overwhelming (Howe, 2006). Teacher induction practices 

vary significantly across the globe, though best practice tends to prioritize opportunities 

for experts and novices to learn together in an environment conducive to collaboration, 

reflection, and acculturation (Howe, 2006). Nations that have induction programs 

implement a combination of extended internships, trained mentors, comprehensive in-

service, and decreased teaching assignments (Howe, 2006). The relative quality of 

Canadian teacher induction programs is ranked as good, standing more favourably than 

the many countries who do not have induction programs, but remain less comprehensive 

than programs in place in Germany, Singapore, Japan, and New Zealand, which boast 
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reduced teaching loads and lengthy internships to help novice teachers begin their careers 

(Howe, 2006).  

Around half of the countries in the European Union have comprehensive, system-

wide induction programs (Costa et al., 2019). In Belgium, mentoring for novice teachers 

is voluntary, mentors are not paid, and schools are not responsible for organizing 

mentoring programs (Costa et al., 2019). Though mentoring is not compulsory, it is 

provided for 99% of newly qualified teachers (Costa et al., 2019).   

The United States is also reviewed as mediocre in the world of teacher induction 

as not all states have mandatory teacher induction programs (Howe, 2006). Some of the 

better programs are found in California and Connecticut. California has a Beginning 

Teacher Support and Assessment Program that is mandatory and lasts for 2 years (Howe, 

2006). In Connecticut, the Beginning Educator Support and Training Program is required 

in the first three years of teaching (Howe, 2006). This program emphasizes support and 

learning and assessment opportunities, with most of the program’s budget going towards 

training mentors (Howe, 2006). Still, most states have a required induction program of 

some sort, as around 75% of novice teachers receive some form of induction 

programming (Darling-Hammond & Lieberman, 2012). 

Ontario implements the New Teacher Induction Program (NTIP) for first year 

permanent hires and long-term occasional (LTO) teachers in their first year of 97 or more 

days of work (Ontario Ministry of Education, 2019). LTOs are short term contract 

positions that involve filling in for teachers with permanent contracts for reasons ranging 

from maternity leaves, medical leaves, or general leave of absences. The goals of NTIP 

mandatory programs is to promote confidence, efficacy, instructional practice, and 
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commitment to continuous learning (Ontario Ministry of Education, 2019). The program 

provides mentoring for new teachers by experienced teachers, professional learning 

relevant to the individual needs of the new teachers, and orientation for new teachers to 

their school and school board (Ontario Ministry of Education, 2019).  

NTIP is continuously improved via longitudinal research, composed of a survey 

that measures the program’s impact (Ontario Ministry of Education, 2019). This research 

found that ongoing feedback and encouragement from principals was the strongest 

predictor of the growth novice teachers experienced through the program (Ontario 

Ministry of Education, 2019). New teachers that highlighted the importance of their 

principal for their development also trusted their principal, felt supported by their 

principal, and felt that they could speak openly without judgement (Ontario Ministry of 

Education, 2019). Building relational trust is key and according to NTIP can be achieved 

by principals that model inclusion, openness, and collaboration (Ontario Ministry of 

Education, 2019). To develop trust, principals are also encouraged to listen and engage in 

goal setting conversations with their staff (Ontario Ministry of Education, 2019). 

Building a Picture of the Ontario Context 

Since this study was conducted in Ontario, it is pertinent to provide some 

contextual information about this particular education context. Ontario has approximately 

two million children in publicly funded education, which is divided into four sets of 

locally elected boards that have overlapping boundaries (Levin, 2012). Canada provides 

public support for public and Catholic schools that operate primarily in either English or 

French (Levin, 2012). The majority of Canadian students attend publicly funded schools, 

with only about 7.2% of secondary students enrolled in private schools in 2013, though 
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enrollment numbers vary significantly by region (Chen, 2017). Ontario has an 80% urban 

population, with the majority of people living in the southern part of the province (Levin, 

2012). The area of the province of Ontario is larger than France, Denmark, Germany, 

Belgium, and the Netherlands put together (Levin, 2012). For this reason, school boards 

range in size from a few hundred students to around 250,000 in the Toronto District 

School Board (Levin, 2012). There are approximately 5,000 schools in the province, most 

of which are relatively small (Levin, 2012). Elementary schools serve an average of 350 

students, while secondary schools serve on average 1,000 students in each school (Levin, 

2012).  

All of Ontario’s public-school teachers are part of one of four unions that 

correspond to the four school systems (Levin, 2012). School principals and super-

intendents must have Ontario specific qualifications, which is controlled under law by the 

Ontario College of Teachers, which is governed by its own council, elected by teachers 

(Levin, 2012). Ontario has an extensive set-up of learning networks across the province, 

intended to share best practices between schools (Darling-Hammond & Lieberman, 

2012). In Ontario successful “Lighthouse Schools” are identified, publicized, and given 

funds designated to sharing best practices with other schools (Darling-Hammond & 

Lieberman, 2012). 

To understand the level of diversity in Ontario within the teacher and student 

populations we can examine the diversity gap, which compares the percentage of teachers 

of colour to the proportion of racial minorities in the total population, where a value of 

1.0 would indicate no gap, and with a smaller number representing a more significant gap 

(Turner, 2014). The diversity gap for Ontario and Toronto are 0.38 and 0.40 respectively, 
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exceeding the gap found in the United States (Turner, 2014). Racial minorities represent 

approximately 26% of the Ontario population, but make up only approximately 10% of 

teachers (Turner, 2014).  

Summary 

 There have been few studies conducted that explore trust in principal and 

teachers’ experience of burnout specifically (Owen, 2018; Van Maele & Van Houtte, 

2014), therefore to have a sufficient understanding of the connection between these 

variables it is important to explore the wealth of literature that has been conducted on 

related topics. Understanding burnout, requires understanding the stressors that cause it 

within the teaching profession. Numerous empirical studies support the claim that 

teaching is a stressful profession (Bauer et al., 2005; Hinds et al., 2015; Jepson & Forrest, 

2006; Troman, 2000). This is especially true in today’s age of increased pressure to 

assess and report on student achievement while simultaneously confronting funding 

decreases (Kelehear, 2004). If this stress is prolonged, it can lead to significant 

consequences including burnout, health side effects, diminished individual performance, 

teacher turnover, and reduced student learning (Herman et al., 2018; Jepson & Forrest, 

2006; Leithwood, 2006; von der Embse et al., 2016).  

Maslow’s hierarchy of needs provides a framework explaining the experience of 

an employee whose well-being is positively affected by their leader. Maslow’s (1943) 

theory of human nature states that human needs exist in a hierarchy and that appearance 

of the next level of needs rests on the satisfaction of a more essential need. Maslow’s 

hierarchy of needs begins with physiological needs, then safety needs, followed by the 

need for affection and belongingness, then esteem, and finally the need for self-
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actualization (Burns, 1979). When lower levels of Maslow’s hierarchy are satisfied, 

individuals become motivated to develop and actualize their fullest capabilities and 

potentials (Maslow, 1943). The traits of self-actualizing individuals make them ideal 

employees as they are motivated by character growth and self-development, are ethical, 

inventive, creative, and lack defensiveness and unnecessary anxiety (Maslow, 1950).  

Burns (1979) built transformational leadership foundationally on Maslow’s 

hierarchy by encouraging leaders to satisfy the lower levels of the hierarchy to promote 

higher levels of motivation in their followers (Goethals & Allison, 2016). 

Transformational leadership is negatively associated with teacher burnout (Eyal & Roth, 

2010), improves teacher professional ability (Zhao & Liang, 2018), improves 

organizational change circumstances (Owen, 2018), and decreases teacher work stress 

(Zhao & Liang, 2018). Transformational leadership is a framework for leadership that 

holds the potential to positively impact employee well-being.  

Trust in the leader has been found to mediate the positive relationship between 

perceptions of managers’ transformational leadership and employee psychological well-

being (Kelloway et al., 2012). Trust motivates teachers to accept the vision and change 

proposed by their principal, which is consistent with the conclusion that trust is a critical 

component of transformational leadership (Yang, 2014). Hoy and Tschannen-Moran 

(1999) break down trust to include benevolence, honesty, openness, reliability, and 

competence, features shown to reduce emotional exhaustion in teachers (Van Maele & 

Van Houtte, 2014). Principals have the potential to cultivate trust in schools, leading to 

positive outcomes (Tschannen-Moran & Gareis, 2015). A school’s strengths are 

amplified as staff garner positive intentions for professional relationships. By setting a 



103 

 

 

tone of trust, principals can influence how staff relate to students, parents, and to each 

other (Demir, 2015; Tschannen-Moran & Gareis, 2015). Trust fundamentally changes an 

employee’s psychological response (Engelbrecht et al., 2014; Xuan-Na et al., 2016), by 

facilitating stability, co-operation, and cohesion (Troman, 2000). It allows creativity to 

thrive as individuals experience freedom and autonomy, while co-requisitely supporting 

interdependence as communities develop (Troman, 2000). Uncertainty leads to stress and 

anxiety, but if there is trust in leadership, employees can identify with the collective 

which decreases anxiety (Sverdlik & Oreg, 2015).  

Stress can be reduced by either minimizing risk factors, or by increasing the 

protective factors that protect against stress (Prilleltensky et al., 2016). Trust is a known 

buffer against emotional exhaustion, depersonalization, inefficacy, and burnout, a 

construct through which job-related stress can be evaluated (Van Maele & Van Houtte, 

2014). When a principal is reliable, their actions are more predictable, and energy does 

not need to be invested in wondering whether they will follow through with 

commitments, so no energy is wasted considering how to manage if the principal does 

not come through (Tschannen-Moran, 2014). Trust reduces these costs while increasing 

adaptability and innovation in individuals (Tschannen-Moran, 2014). 

Education systems vary between nations in terms of institutional context, societal 

norms, and cultural values (Hallinger & Leithwood, 1996). These differences can be 

assessed by considering a nation’s public perception of teachers, principals’ roles, state 

vs. federal control, use of standardized tests, acknowledgement of diversity, and job 

security (Aragon, 2016; Chen, 2017; Coughlan, 2017; Darling-Hammond & Leiberman, 

2012; Gorard, See, Smith, & White, 2006; Hallinger & Leithwood, 1996; Klassen et al., 
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2010; Lam, 2002; Loo, 2018; Magaziner, 2016). These factors change the expectations of 

the principal and how they will be perceived by their teaching staff. They also exist as 

variables in teachers’ experience of stress and burnout.  

Of particular impact to this study is variations in teacher training and new teacher 

induction protocols. These programs differ in the amount, quality, and presence of 

practice teaching, internships, mentoring, and in-service professional development 

(Howe, 2006). In some exemplary nations, induction programs even include easier 

teaching assignments and reduced teaching loads (Howe, 2006). Specifically, the United 

States, Canada, and Belgium differ in their education contexts. This validates the 

importance of collecting data on teacher trust in their principal and their experience of 

burnout in an Ontario context. These many differences in educational environment are 

essential to consider when research can be impacted by cultural context. 
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CHAPTER THREE: METHODOLOGY 

This study used an explanatory mixed methods design including an online survey 

and semi-structured interviews to explore the relationship between teacher trust in their 

principal and teacher burnout. A total of 165 kindergarten to Grade 12 teachers 

completed the survey and three individuals completed a follow up interview. Explanatory 

mixed method designs occur sequentially, beginning with quantitative data collection and 

analysis, which is followed by the qualitative design phase (Creswell & Plano Clark, 

2018; Doyle, Brady, & Byrne, 2016). This method is advantageous because it is 

straightforward and allows one researcher to complete both phases of data collection 

without a research team (Doyle et al., 2016). The quantitative phase is emphasized, and 

the qualitative phase elaborates on the initial quantitative results (Creswell & Plano 

Clark, 2007). In this study, the quantitative phase provided a general understanding of 

how trust in principal was related to teacher burnout by identifying the level of 

correlation between these variables. The qualitative phase increased completeness, 

providing more comprehensive information about how trust in principal is developed and 

which components of the theoretical framework, transformational leadership, were 

perceived by novice teachers as important for trust development. Enhancing 

completeness is an accepted rationale for mixed methods research, with the intent of 

exploring identified quantitative phenomena in more detail (Doyle et al., 2016). An 

explanatory mixed method methodology was appropriate for this study, because it 

allowed identification of a correlation between variables to be enhanced by qualitative 

data driven recommendations based on novice teachers’ perceptions of how principals 

can develop their trust. Mixed methods research provides a complex representation of 
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social phenomenon, building on the strengths of both quantitative and qualitative data 

collection (Creswell, 2012). 

Quantitative research refers to the collection of numerical data to analyze trends, 

compare groups, and identify relationships between variables using statistical analysis 

(Creswell, 2012). This permits a larger sample of participants, providing a broad 

spectrum, and more generalizable depiction of the research problem, which allows this 

research to identify widespread relationships (Creswell, 2012), in this case between 

teacher trust in their principal and teacher burnout. The quantitative online questionnaire 

was a correlational design, which used the Trust in Principal subscale of the Omnibus-T 

scale to measure teachers’ level of trust in their principals and the Maslach Burnout 

Inventory for Educators (MBI-ES). Statistical analysis was used to determine the 

direction and the degree of association between variables. Correlational analysis provides 

the degree of association between two variables and does not confirm probable causality, 

but demonstrates a relationship between the variables (Creswell, 2012).  

Qualitative data provides a more elaborate explanation of quantitative results, 

increasing knowledge of the nature of identified relationships (Creswell, 2012).  

Interviews afford qualitative research participants the opportunity to express their 

experiences, opinions, and perspectives on the phenomena being studied (Frey, 2018). 

Qualitative data allows the phenomena to be explored in more depth than quantitative 

data provides (Creswell & Plano Clark, 2018). In the present study, the intention was to 

understand development of trust in principal from a novice teachers’ perspective. 

Following the questionnaire, a sample of three Ontario teachers in their first 5 years of 

teaching were selected to complete a semi-structured interview. Following semi-
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structured interview style, questions were open-ended, potential follow-up questions were 

developed in advance, and the researcher asked individualized follow-up questions 

unique to each participant during interviews (Frey, 2018). This research sought to 

identify interviewed novice teachers’ perspective on how principals can develop their 

trust. Additionally, interviews were used to identify context specific stressors for Ontario 

novice teachers.  

Statement of the Problem 

This study sought to discover whether there is a statistically significant correlation 

between teacher trust in their principal and teacher burnout. Additionally, this study 

underwent preliminary investigation into how novice teachers perceived principals could 

develop their trust, looking specifically at the attributes of transformational leadership 

identified. The quantitative questionnaire was completed by 165 kindergarten to Grade 12 

Ontario teachers between November and January during the 20192020 school year. 

Following statistical analysis of questionnaire data, semi-structured interview questions 

were used to identify the attributes of transformational leadership that novice teachers 

perceive as being important to trust development.  

This study is important as the sample population are teachers in Ontario, Canada, 

an area very underrepresented in the scientific literature on trust and burnout. Existing 

studies primarily focus on identifying that teachers are experiencing stress and burnout 

(e.g., Bauer et al., 2005; Burić et al., 2019; Gray et al., 2017; Herman et al., 2018; Hinds 

et al., 2015; Jepson & Forrest, 2006; Kelehear, 2004; Leithwood, 2006; Ouellette et al., 

2018; Prilleltensky et al., 2016; Troman, 2000), but limited research exists that suggests 

specific factors that mediate teacher burnout (Demerouti et al., 2001; Fernet et al., 2013; 
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Fernet et al., 2012; Owen, 2018; Van Maele & Van Houtte, 2014). By looking 

specifically at teacher trust in their principal, this study aims to identify a potential factor 

that decreases burnout in teachers.  

Research Questions 

 RQ1: Is there a relationship between teachers’ trust in their principal and teacher 

burnout? 

 H1: Teacher trust in their principal is negatively correlated with experiencing 

burnout.   

 RQ2: Is there a relationship between teachers’ trust in their principal and the 

length of time they have worked with their principal?  

 H2:  If teachers have worked with their principal for a longer period of time, 

they are more likely to have less trust in their principal. 

 RQ3: How do novice teachers perceive that principals can develop trust? 

 RQ4: What attributes of transformational leadership do novice teachers perceive 

as important to principals developing their trust? 

 RQ5: How does the Ontario context influence the development of a trusting 

relationship between a novice teacher and their principal? 

Population and Sample Recruitment 

Following ethics clearance from Brock University (File number 19-086 – 

SAVAGE), a Facebook post highlighting general study information was posted on the 

researcher’s general Facebook page. This post was made public and anyone willing was 

encouraged to share it on their own Facebook page to increase its reach. All participants 

were encouraged to pass the survey along to any colleague or connection who teaches 
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from kindergarten to Grade 12 in Ontario. Participants were gathered using snowball 

sampling, a strategy in which participants are asked to identify others to become 

members of the sample (Creswell, 2012). Initial participants were found using 

convenience sampling based on the researcher’s established 1,068 Facebook contacts. 

Snowball sampling is advantageous as it recruits a large number of participants, 

decreasing the likelihood that the sample will be different than the population (Creswell, 

2012). To allow for snowball sampling, detailed survey information and consent forms 

were all embodied in the survey link. Participants were given the opportunity to 

participate in the interview portion in the initial Facebook post and at the end of the 

survey. Interested individuals were asked to contact the researcher by email should they 

wish to be interviewed. It was intentionally decided that interview participants would not 

be identified within the survey so that all individual survey responses remained 

anonymous. Individuals that contacted the researcher based on their desire to participate 

in the follow-up interview received additional information on the nature of the interview 

prior to being asked for their consent.  

The intent of this study was to gather data about how trust in principals relates to 

teacher burnout. Originally, limiting data collection to one Ontario school board was 

considered, but it was decided that by opening the survey up to a wider population, the 

sample size could be increased, improving the power of the data collected, and allowing 

for improved generalization of the effects identified. Most studies on related topics limit 

their sample population to one geographic setting (Bauer et al., 2005; Eyal & Roth, 2010; 

Frenzel et al., 2015; Kadji-Beltran et al., 2013; Lambersky, 2016; Sujin et al., 2014; 

Sverdlik & Oreg, 2015; Zhao & Liang, 2018), only one of which collected their data in 
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Canada (Lambersky, 2016). The survey began by asking individuals if they were teachers 

who instruct students from kindergarten to Grade 12 in an Ontario school.   

The survey identified basic demographic information, such as sex; if they work in 

a public, Catholic, or private school; type of contract the individuals currently work 

under; relative age of students the individual works with; years of experience; and years 

the individual has worked with their current principal. This data allowed the demographic 

of the sample population to be clearly presented while protecting the anonymity of each 

individual.     

Interview participants were the individuals that contacted the researcher directly 

and were limited to Ontario teachers that had taught in a full-time capacity for 5 years or 

less. Six individuals contacted the researcher regarding an interview, but only three of 

these met the novice teacher criteria. Studies report 30%50% of teachers leaving within 

the first 5 years (Herman et al., 2018; Prilleltensky et al., 2016). By limiting interviews to 

teachers in their first 5 years, the intention was to learn more about how trust in principals 

affects the burnout level of these teachers that may be considering leaving the profession 

entirely.  

In Ontario, competition for teaching positions means the common route into the 

profession is through occasional teaching, long-term occasional (LTO) positions, and 

then gradual progression from partial contracts to full time. Ontario teachers can only be 

hired following a minimum of 10 months of occasional teaching and 4 months in an LTO 

position (Ontario College of Teachers, 2017). This means that Ontario teachers may be 

working full-time for 5 years as teachers but have additional years of experience through 

supply work and LTOs. For clarity, this study considered experience in LTOs, contracts, 



111 

 

 

and permanent work to count towards years of teaching experience, as these positions 

involve all the duties and responsibilities of teaching (marking, planning, etc.). Ten 

months of work in LTO positions was considered equivalent to 1 year of full-time 

teaching experience.  

Description of Participants  

During the 20192020 school year between November and January, 165 teachers 

completed the anonymous online survey (elementary n=95, high school n=61, both 

elementary and high school n=9), as outlined in Table 1. Of the participants 76.36% were 

female, 22.42% were male, and 1.21% preferred not to disclose their sex. Demographic 

questions were used to identify the type of school the teachers worked in and as shown in 

Table 2 found that 59.39% work in public schools, 14.55% work in Catholic schools, and 

26.06% work in private schools. The majority of participants identified as working in a 

full-time permanent capacity (full-time permanent 63.03%, full-time contract 8.48%, 

LTO 28.48%). Participating teachers had a range of years of teaching experience, with 

the largest portion having between 3 and 5 years of experience (0 to 2 years 10.91%, 3 to 

5 years 44.24%, 6 to 10 years 24.24%, 11 to 15 years 6.67%, 16 to 20 years 6.67%, more 

than 21 years 7.27%).  

The opportunity to complete a follow-up interview was extended for participants 

who had been working as a full-time teacher in either an LTO or full-time position for 1 

to 5 years. These participants were asked in-depth questions about their experiences of 

trust and stress in the workplace. Three participants volunteered to complete semi-

structured interviews. Detailed demographic information about interview participants can 

be found in Table 4 in Chapter 4 of this study.  
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Table 1 

Participants Organized by Gender and Division Teacher Instructs 

 No. of teachers  

Division Female Male Prefer not to say Total no. of teachers per division 

K8 82 12 1 95 

912 41 19 1 61 

K12  3 6 0 9 

Total: 126 37 2 n= 165 
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Table 2 

Participants Organized by Type of School and Employment Capacity 

 No. of teachers 
 

Type of 

school 

Full-time 

permanent 

Full-time 

contract 

Long Term 

Occasional (LTO) 

Total no. of teachers 

per type of school 

Public 60 1 37 98 

Catholic 14 1 9 24 

Private 30 12 1 43 

Total: 104 14 47 n= 165 
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Figure 1. Survey participants’ years of teaching experience. 
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Data Collection and Establishing Credibility 

 Procedural transparency is pertinent to qualifying the validity of this study’s 

findings. By explaining data collection procedures and rationale in detail, readers can 

assess the relevance of the results when applied to a variety of contexts.  

Quantitative Instrumentation  

The questionnaire was developed to quantify the perceptions of participants 

using Likert-like scales taken from validated instruments. By using Likert scales, 

participant selections can be quantified and statistically analyzed (Creswell, 2012). 

Participant completion of the questionnaire occurred entirely online as an electronic 

survey and took approximately 15 minutes to complete. The process of data collection 

and recording was automated by using the survey software Survey Monkey, which 

collects data in an exportable file. The results were then imported into SPSS for analysis. 

The quantitative questionnaire used two previously validated instruments: the Omnibus- 

T scale and MBI-ES.  

Faculty trust in principal subscale of the Omnibus-T scale. The Omnibus T-

scale holistically measures the sub-dimensions of faculty trust, including trust in the 

principal, trust in colleagues, and trust in clients (students and parents; Hoy & 

Tschannen-Moran, 2003). This scale includes 26 Likert items developed based on the 

belief that trust is characterized by vulnerability, benevolence, reliability, competence, 

honesty, and openness (Hoy & Tschannen-Moran, 2003). This scale was selected because 

it specifically measures teacher trust in their principal. Though many scales of trust exist, 

it was essential that the questionnaire measure teacher trust in principal specifically.  
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The Faculty Trust in Principal subscale (TP) includes eight Likert items, three of 

which are reverse scored (Hoy & Tschannen-Moran, 2003). This subscale yields reliable 

and valid measures for principal trust. Pilot studies established that the Cronbach’s alpha 

for the Trust in Principals subscale of the Omnibus-T scale is 0.98. The Omnibus-T scale 

has been widely used as a measure of trust in educational research literature (Demir, 

2015; Demirtas, Özer, Demirbilek, & Bali, 2017; Kars & Inandi, 2018; Owen, 2018). 

Maslach Burnout Inventory for Educators (MBI-ES). The MBI-ES is a version 

of the original MBI for use with educators and consists of 22 questions that measure the 

three components of burnout—emotional exhaustion, depersonalization, and personal 

accomplishment (Maslach et al., 2018). Since publication of the original MBI in 1981, 

this instrument has been administered in thousands of studies and is recognized as the 

leading measure of burnout (Maslach et al., 2018). For each question participants will 

select one of seven anchored responses from 0 (“never”) to 6 (“everyday”) (Maslach et 

al., 2018). The scale intentionally does not include burnout in any labels to avoid 

sensitization and its developers recommend presenting it as a job attitudes survey 

(Maslach et al., 2018). 

The three MBI-ES scales show good internal reliability, with Cronbach alpha 

estimates of 0.90 for Emotional Exhaustion, 0.76 for Depersonalization, and 0.76 for 

Personal Accomplishment (Maslach et al., 2018). The MBI is the most commonly used 

measure of teacher burnout in the literature and has been cited many times (e.g., Benoliel 

& Barth, 2017; Brackett, Palomera, Mojsa-Kaja, Reyes, & Salovey, 2010; Herman et al., 

2018; Ho, 2016; SuJin et al., 2014; Van Maele & Van Houtte, 2014). 

Qualitative Interviews  
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Qualitative data was collected after the questionnaire data was analyzed and semi-

structured interview questions had been finalized. The interview questions pertained to 

novice teachers’ perceptions of their principals and specifically sought to highlight 

participants’ personal experiences of trust in their principal and how their principal could 

increase and/or decrease their stress levels (Appendix C). 

Participants who volunteered for the interview portion were contacted by email 

due to their widespread geography and were sent a letter of invitation and a consent form 

for their review. They were informed that the interview was semi-structured in nature and 

were provided with a list of preliminary questions so they could anticipate what to expect 

from the interview and prepare their thoughts (see Appendix C). No prior preparation was 

required for the interviews, but the preliminary questions allowed participants to consider 

these topics and feel more at ease with what to expect from the interview. Though these 

questions were prepared in advance, the participants were encouraged to lead the 

conversation based on the overarching research theme. Interviews were approximately 60 

minutes in length and allowed participants to further explain their experiences of stress in 

teaching as it pertains to trust in their principal. All interviews were conducted 

individually using online video calls, which were audio recorded.  

Participants were encouraged to only share what they were comfortable with and 

were informed (both in the letter of invitation, the consent form, and verbally) of their 

right to decline to answer questions and/or withdraw from the study at any point. Upon 

withdrawal, participants could choose to have any data destroyed that had been collected 

during their interview. There was no penalty for withdrawal and participants were 
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informed that their withdrawal from the study would not jeopardize their relationship with 

the researcher or the completion of the study. No participants withdrew from the study.  

The interview questions were developed prior to the study based on hypothesized 

outcomes of the quantitative survey. The questions were open-ended, to solicit qualitative 

responses that elaborated on survey findings. As Creswell (2012) states, open-ended 

questions allow participants to explain their experiences without limitations placed on 

them by the researcher or of the findings of past research. The questions posed in the 

interview allowed participants to explain their perceptions of the importance of trusting 

their principals and how this contributes to the job stress they experience. 

All interviews were recorded using an audio recording device. These semi-

structured transcribed interviews provided the qualitative text data for the study 

(Creswell, 2012). After completion, each interview was transcribed immediately, and 

participants were emailed the password-protected transcript for their review. After 

receiving the transcription, participants were prompted to review and offer changes or 

clarifications. This type of member checking is important so that participant responses 

are correctly interpreted (Creswell, 2012; Frey, 2018). When not in use, all data from the 

interviews was kept in password protected files on the researcher’s personal computer. 

Ensuring accuracy and credibility in research findings is incredibly important. To validate 

the qualitative interview data, triangulation, a researcher bracketing interview, member-

checking, and procedural transparency were employed. 

Triangulation. Triangulation in qualitative research employs multiple data 

sources to enhance a study’s accuracy (Creswell, 2012). This technique was used to 

validate qualitative data by corroborating evidence from multiple interview participants 
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and multiple data sources. By interviewing multiple novice teachers with different 

backgrounds and perspectives, themes identified in different interview transcripts could 

be considered more accurate and credible. Collecting data in the questionnaire and in the 

interviews further validated findings, as this information was corroborative. By 

developing interview questions from the questionnaire, the researcher enlisted multiple 

data sources and grounded their development of the interview protocol in data. The 

researcher also triangulated participants’ perspectives with their own personal experience 

and the lens through which they interpreted the data.  

Researcher bracketing interview. Bracketing involves researchers identifying 

their preconceptions so they can be conscious of how these notions may impose meaning 

on data during research (Fischer, 2009). Bracketing also encourages the researcher to 

specify the perspective through which they perceive the data, as their perspective 

inevitably impacts the structure and design of the study (Fischer, 2009). Despite these 

commonalities, there is no exact definition of bracketing and many methods exist, 

making it essential for each researcher to be explicit about their bracketing process so 

others can understand (Tufford & Newman, 2012).  

In the present study, the researcher acted as an interview participant and 

completed a bracketing interview. Once the semi-structured interview questions and 

protocol had been established, the researcher enlisted an outsider to this research to act as 

the interviewer in an audio-recorded interview with the researcher as the participant. The 

data from this bracketing interview is not included in the results, as the researcher does 

not fit interview participant criteria, as they have never working in a full-time capacity in 

Ontario. Preconceptions are an inevitable part of being human and this bracketing 
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interview served to increase the researcher’s clarity about their own perspective so they 

could manage the preconceptions and emotions that came from their lived experience of 

the phenomena being researched (Tufford & Newman, 2012). This process allowed the 

researcher to identify and record their perspective on interview topics, so they could 

avoid biasing the results of the study. This also allowed them to edit the interview 

questions for clarity and make additions prior to conducting participant interviews. The 

researcher’s perspective will be outlined in detail in the methodological assumptions 

section of this chapter.  

Member checking. Member checking is an opportunity for qualitative research 

participants to respond to researchers’ interpretation of qualitative data (Frey, 2018). It is 

used to validate the accuracy of findings and to check if data interpretation accurately 

represents participants’ perspectives (Creswell, 2012). Through member checking, 

participants are given the opportunity to clarify and/or respond to researchers’ 

interpretation, improving the credibility and reliability of the research process (Frey, 

2018). Some prefer to refer to member checking as the participant validation strategies 

because member checking is not a one-time event (Frey, 2018). Member checking is a 

repeated technique that occurs throughout the research process as a means of confirming 

the validity and trustworthiness of results (Frey, 2018).  

In this study, member checking occurred at multiple stages of data collection. 

During interviews, participants were asked prompting questions to clarify what they 

meant by their responses to questions. After audio recorded interviews were transcribed, 

transcripts were sent to participants for member checking, allowing participants to add to 

their responses if they chose. Following coding of transcripts using a priori and inductive 



121 

 

 

codes, final results were sent to participants multiple times to check for accurate 

interpretation of their responses. Results sections sent included participants quotes and an 

overarching summary of the results.  

Procedural transparency. Transparency allows readers of a study to evaluate 

and examine the evidence, analysis, and process (Moravcsik, 2014; Tuval-Mashiach, 

2016). Moravcsik (2014) describes the three dimensions of transparency to include data, 

analytic, and production transparency. Data transparency gives readers access to the 

evidence that supports empirical research (Moravcsik, 2014). In this study data 

transparency occurred by including direct quotes from interview transcripts that were 

used to draw conclusions. Analytic transparency is intended to give readers detailed 

information about how the data was analyzed (Moravcsik, 2014). Documenting the 

process of analysis is particularly challenging for qualitative research and providing a 

detailed record of interview analysis serves to ensure a more valid and trustworthy 

interpretation of data (Tuval-Mashiaach, 2016). The present study outlines in detail how 

transcripts were coded using both a priori and inductive thematic coding in the qualitative 

analysis section of this chapter. Production transparency allows readers to understand 

how evidence, arguments, and methods were selected from the range of possibilities 

(Moravcsik, 2014). Based on production transparency, the researcher has included 

rationale for choosing each aspect of the research methodology. Transparency is 

important in strengthening this study’s rigor and trustworthiness, and in addition 

promotes the acceptance of qualitative research in environments that prefer systematic 

methodologies (Tuval-Mashiach, 2016).  
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Data Analysis Procedures 

Quantitative and qualitative data were analyzed differently. Responses to the 

questionnaires were all closed-ended and consequently were statistically analyzed to 

identify themes, patterns, and trends. Confirmation of hypothesized results informed the 

open-ended questions used in the semi-structured interview. All data collected was used 

to answer the aforementioned research questions.  

Quantitative Analysis  

The quantitative data collected was used to identify a score for each participant to 

represent their level of trust in their principal and their level of burnout. Null hypothesis 

significance testing was conducted to identify whether there was relationship of statistical 

significance between these two variables. Statistical tests were conducted using SPSS. 

This analysis produced the effect size and confidence intervals that allowed conclusions 

to be drawn based on the significance of the findings.  

Qualitative Analysis 

Following completion of the interviews, the audio recordings were transcribed 

verbatim to text files. The researcher gained further insight into the participants’ 

experiences by listening to the audio files multiple times during the process of 

transcription. This afforded the researcher an in-depth comprehension of the emotion 

behind the words that may otherwise have been lost during the transcription process. The 

completed transcripts were forwarded to participants to allow for member-checking, to 

confirm that the transcripts accurately represented the views of participants.  

The process of qualitative analysis was iterative and as a result the researcher 

moved back and forth from data collection to analysis (Creswell, 2012). The 
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methodology used for qualitative analysis follows the method used by Igo, Kiewra, and 

Bruning (2008) in their sequential explanatory mixed method study of college students’ 

copy-and-paste note-taking skills. Transcripts were read and re-read, then the researcher 

highlighted the interview questions in the transcripts to clarify the division between 

questions. This allowed the researcher to compare and contrast the responses to the same 

question between the interviews. Descriptive meaningful statements made by each 

participant were extracted (Igo et al., 2008) and were divided based on their association 

with either: trust in principal; distrust in principal; deciding to trust or not; unique 

hardships for novice Ontario teachers. These statements were then sorted using a priori 

codes for the four attributes of transformational leadership; idealized influence, 

individual consideration, intellectual stimulation, and inspirational motivation. A fifth 

category was established for meaningful statements that did not fit into any of the other a 

priori codes. Once meaningful statements were sorted, inductive codes were developed to 

more clearly identify the characteristics and behaviours participants were identifying to 

add more nuance to result presentation.   

If the participants’ stances had differed in substantive ways, interview transcripts 

would have been used to develop complete narratives for each participant. When 

reviewing the transcripts, it was clear that participants expressed similar perspectives. As 

a result, the interviews were summarized using generalities, individuals were identified 

when unique opinions were outlined, and examples of individuals’ experiences were 

provided. Meaningful statements that pertained to each code were truncated and cleaned 

to increase clarity and the qualitative results section was sent to participants for member-

checking. Cleaning and truncating of quotes included removing repeated words, umms, 
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likes, and sentence components unnecessary for understanding the concept expressed. 

These changes were not intended to change the meaning of the quotes. The completed 

qualitative results section, as presented in Chapter 4, was sent to participants for member-

checking. This email clarified the importance of participants ensuring their perspective 

was accurately interpreted and that the results accurately represented their perspective. 

One participant chose to send a typed addition to her perspective to be added to the 

results, expanding on one of her direct quotes.  

Ethical Considerations 

Because this study involved human participants, there were ethical implications to 

be considered. This necessitated the approval of the Social Science Research Ethics 

Board of Brock University. Ontario school boards conduct research reviews that extend 

beyond Canadian ethical guidelines in order to protect their reputation and communities. 

Most school boards require research reviews if a researcher is using their resources, 

operating under their offices, or is specifically researching one of their policies or 

programs. This research was conducted on the teaching profession as a whole and did not 

identify or target any specific school or schoolboard. To ensure anonymity for survey 

participants, no identifiable information was collected.  

Within the online survey, individuals were prompted to email the researcher 

should they be interested in being interviewed. For the survey portion, it was necessary to 

communicate the purpose of the study and obtain permission from each participant, while 

protecting the anonymity of respondents (Creswell, 2012). The potential outcome of the 

study leading to the publication of a graduate thesis in addition to pursuit of publication 

in a research journal was made clear. There was no deception, as participants had each 
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research step explained. Prior to the interviews, the purpose of the study was clearly 

conveyed, to avoid deceptive practices. In remaining aware of the power issues involved 

in data collection, the researcher articulated that participants could change their responses 

by reviewing the transcript to ensure their opinions were accurately represented. 

All survey participants were provided with pseudonyms to protect their 

anonymity and all identifiable information was removed from their interview transcripts. 

Upon reviewing the transcripts, participants were able to remove or make changes to 

responses to preserve their identity. All computer files were password protected to reduce 

the risk of exposure and harm coming to the participants by someone discovering their 

actual names. Once audio files had been adequately transcribed and analyzed they were 

destroyed to further protect participants from any future risk of voice identification.  

Risk in research ethics is identified as experiences beyond what individuals would 

encounter in their day to day life. The questionnaire and the interview did not discuss any 

topics beyond teachers’ normal scope of experience and as such there was no need to 

provide teachers with additional support resources. As teaching professionals, they have 

union support and employee assistance programs to support their needs which provide 

more appropriate teaching specific resources than the researcher has the capacity to 

provide.  

Methodological Assumptions 

This study does not speak to the experiences of all teachers who experience stress 

and burnout. The intention was for this research to provide generalizable information 

through the questionnaire based on the sample population’s responses. The interviews 

served to highlight some perspectives of teachers but are not generalizable to the wider 



126 

 

 

population. It was essential to consider the researcher’s status as a qualified teacher who 

has experienced stress due to a lack of trust in their own principals. The researcher is a 

28-year-old female who, despite being Ontario certified, has not taught in an Ontario 

context. The researcher has 4 years of full-time teaching experience working as an 

intermediate-level science teacher, has worked for 1 year in Sweden in a multicultural 

school, and for 3 years in Bahrain in a monocultural school comprised of primarily 

Bahraini students. In these settings, the researcher worked with two different principals 

and had both positive and negative experiences. The following is a statement 

summarizing the researcher’s core beliefs that pertain to this study: 

I believe not trusting your principal increases your stress level as a teacher. 

Specifically, I believe a lack of trust in your principal means you have to do extra 

work to protect yourself, by documenting everything and ensuring a paper trail of 

communication should you need it to protect yourself. Lack of trust may also 

mean you end up doing your job without support because you feel like you need 

to prove yourself. I believe trustworthy principals are reliable, authentic, 

competent, supportive advocates for their teachers. I would describe 

untrustworthy principals as manipulative, two-faced, unsupportive, unreliable, 

and inconsistent.   

The researcher’s personal experiences impact their perception of collected data 

and necessitated frequent member checking with interview participants to ensure the 

conclusions drawn from interviews accurately represented their individual voices. The 

researcher was intentional about ensuring that the themes drawn from questionnaire and 
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interview results were not adversely impacted by the researcher’s preconceived notions 

of how trust in principals leads to increased teacher job stress.  

Study Limitations 

Though snowball sampling is beneficial for recruiting large number of 

participants, the individuals in the sample cannot be identified. It will remain unknown 

which individuals received and chose not to complete the survey, and the countless 

teachers who never received the survey at all. As a result of these factors, those 

responding may not be a good representation of all individuals in the population 

(Creswell, 2012). Since not all survey participants were interviewed, this limits the scope 

of perspectives being represented in this study. Many voices remain unheard and it is 

unlikely that the interview participants adequately represent the experiences of all 

Ontario teachers with 1 to 5 years of full-time teaching experience.  

Starting points for snowball sampling were based on respondents to an 

introductory Facebook post, posted on the researcher’s personal Facebook home page. 

This created bias in the sample, as most initial starting points were teachers that attended 

their Bachelor of Education year with the researcher or knew them personally in another 

capacity. As demonstrated in Figure 1, 55% of survey participants had between 1-5 years 

of full-time teaching experience, which indicated the quantitative data disproportionally 

represents the perspectives of novice teachers when compared to their proportion of the 

overall population of teachers in Ontario. Though the researcher knows people who teach 

in many school boards across Ontario, this may have affected the geographic distribution 

of the final sample population. To preserve the anonymity of individuals and avoid 

disruption of Ontario school boards by refraining from researching specific board policies 
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and programs, the survey did not ask teachers to indicate which Ontario school board 

they work in. This opened up the likelihood of having a sample that is unequally 

distributed across boards.  

It is important to acknowledge the education climate in Ontario schools during 

data collection. Collective bargaining between the provincial government and multiple 

teachers’ unions representing publicly funded educators began in the spring of 2019 

(Smith, 2020). No agreement was reached between unions and the government, which 

placed unions in legal strike position by late November 2019 (Dhanraj, 2019). Survey 

participants were diversely affected by these strikes. If teachers worked in privately 

funded schools, they were not part of the collective bargaining process. Teachers working 

in publicly funded institutions were instructed to take strike action by their respective  

unions, specifically the Elementary Teachers’ Federation of Ontario (ETFO), Ontario 

Secondary Schools Teachers' Federation (OSSTF), and Ontario English Catholic 

Teachers’ Association (OECTA) (Smith, 2020). The Ontario government was on the side 

of increasing average class sizes from 22 to 28, mandatory e-learning for high school 

students, cuts to student needs grants, and funding cap introductions to autism programs 

(Smith, 2020). Unions in general were fighting for investment and a stop to education 

cuts (Dhanraj, 2019). Data collection for the online survey was collected between 

November 7th, 2019 and January 14th, 2020. Work to rule was commonly in place in 

schools in late November, which involved a variety of instructions for teaching staff 

including not arriving early or staying late, and not participating in a variety of 

government mandated duties such as report card comments and standardized testing 

(Jones, 2019). OSSTF union members began a series of one-day strikes in December, 
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which continued into January (CBC News, 2019; Smith, 2020). ETFO began with a one-

day strike in late January, and continued with rotating strikes in February (Smith, 2020). 

The entire Ontario public system eventually held a collective strike on February 21st, well 

after data collection had been completed (Rocca, 2020).  

This climate of impending job action likely created heightened stress for teachers 

during data collection, that may have altered their responses to questions measuring their 

level of burnout. Since principals are not members of the same union as teachers in 

Ontario job action and the reduced capacity of teachers to perform their duties can make 

things challenging for administrators. Consequently, collective bargaining has the 

potential to create tension between teachers and their principals. Despite this reality, it 

can be speculated that this tension likely exacerbates the relationships that already exist 

between teachers and their principals, with the potential to increase trust if the principal is 

understanding of teachers’ position or to erode trust if a principal puts teachers in difficult 

situations.  

It is also important to note that teachers’ perception of trust and burnout was 

unlikely to be affected by the COVID-19 global pandemic, as data collection took place 

before the pandemic became a prominent issue in Canada in March of 2020. Schools 

were closed initially for an extended March break from March 14th to April 5th 2020, 

which led to students remaining online for the rest of the 2019-20 school year (DeClerq, 

2020). From November 2019 to January 2020 while data for the present study was 

collected, though emerging in other nations, COVID-19 was not a prominent concern for 

Ontario teachers (Geller & Ritter, 2020). 
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Summary 

This study uses an explanatory mixed methods design that included an online 

survey and semi-structured interviews to explore the relationship between teacher trust in 

their principal and teacher burnout. Mixed methods research provided a complex 

representation of social phenomenon, building on the strengths of both quantitative and 

qualitative data collection (Creswell, 2012). By looking specifically at teacher trust in 

their principal, this study aimed to identify a potential factor that decreases burnout in 

teachers. 

For the quantitative portion of the study, starting points were established through 

a general Facebook post asking for volunteers to complete the survey. Snowball sampling 

allowed these participants to identify others to become members of the sample (Creswell, 

2012). The survey followed a correlational design and used Survey Monkey to distribute 

the survey and appropriate consent forms electronically. The survey was limited to 

teachers who instruct students from kindergarten to Grade 12, work in Ontario, and work 

in a full-time capacity (not supply teaching). The survey used two previously validated 

instruments: the Omnibus- T scale and Maslach Burnout Inventory for Educators (MBI-

ES). The Omnibus T-scale holistically measures the sub-dimensions of faculty trust, 

including trust in the principal, trust in colleagues, and trust in clients (students and 

parents; Hoy & Tschannen-Moran, 2003). Only the sections pertaining to faculty trust in 

principal were used in this study. The MBI-ES is a version of the original MBI for use 

with educators and consists of 22 questions that measure the three components of 

burnout—emotional exhaustion, depersonalization, and personal accomplishment 
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(Maslach et al., 2018). Following data collection, results were imported into SPSS and 

analyzed.  

At the end of the survey, participants that were teaching in Ontario who had 

taught for less than 5 years were asked to email the researcher directly if they wanted to 

have a follow up interview conducted. These 60-minute interviews were semi-structured 

in nature and explored the reason for the relationships identified in the survey. Interviews 

allowed participants to further explain their experiences of stress in teaching as it 

pertained to trust in their principal. Interviews were audio recorded, transcribed, and 

coded thematically by the researcher. To validate the qualitative interview data, 

triangulation, a researcher bracketing interview, member-checking, and procedural 

transparency was used. Care was taken to ensure the anonymity of all research 

participants. Interviews served as a mechanism to present some perspectives on stress in 

teaching, though these were not generalizable to a wider population. The limitations of 

convenience and snowball sampling indicate that participants may not be a good 

representation of all individuals in the population (Creswell, 2012). Chapter 4 will outline 

the results of both the quantitative and qualitative phases of the research process 

described in Chapter 3.  
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CHAPTER FOUR: RESULTS 

 This study utilized an online anonymous questionnaire and semi-structured 

interviews to develop conclusions regarding the impact Ontario teachers’ trust in their 

principal has on their perceived level of job stress and burnout. Results were organized 

based on their collection, with quantitative data coming from 165 online anonymous 

questionnaires conducted using Survey Monkey and qualitative data coming from semi-

structured interviews with three teachers in their first 5 years of full-time teaching.  

Quantitative Data (Online Anonymous Questionnaire) 

Data cleaning was completed based on multiple criteria. The survey intentionally 

began with a filtering question, asking participants to select yes or no in response to the 

statement “I currently work teaching K12 students in an Ontario school.” Of the 220 

respondents, five selected no and using survey logic were presented a message that 

thanked them for their participation and encouraged them to share the link with Ontario 

teachers. Data was then filtered for complete responses using Survey Monkey, leaving 

167 respondents. Incomplete responses indicate a lack of engagement and less 

consideration for responses (Gitlin, 2020). Complete average response data also requires 

a full data set (Gitlin, 2020). Data cleaning based on response time was also considered, 

removing two participants who took less than 1 minute to complete the survey. The 

survey took participants an average of 5 minutes and 15 seconds to complete. The 

intention was to remove participants who were speeding through the survey without 

carefully reading questions or thoughtfully considering their responses (Gitlin, 2020). 

The data was also reviewed for respondents that straight-lined. Data was exported 

numerically and reviewed for anyone who responded the same number repeatedly 
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throughout, though no such participants were identified. Following these steps in the 

data-cleaning process, 165 participants remained.  

Parametric tests assume that that dependent variable is normally distributed for 

each group of the independent variable (Laerd Statistics, 2018). Data can be tested for 

normality by using either numerical or graphical methods. Though numerical methods 

provide an objective assessment of normality, they can be too sensitive with large sample 

sizes and nor sensitive enough at low sample sizes (Laerd Statistics, 2018). Graphical 

methods require the researcher’s judgement and experience to assess normality but have 

the potential to be very effective (Laerd Statistics, 2018). Laerd Statistics (2018) 

recommends relying on numerical methods when the researcher lacks experience and/or 

confidence using visual methods. 

The means and standard deviations for each variable are provided in Table 3. 

Variables were tested to determine if they were normally distributed or not. Faculty trust 

in principal scores were not normally distributed with a skewness of -0.628 (standard 

error = 0.189) and kurtosis of -0.212 (standard error = 0.376). Emotional exhaustion 

scores were normally distributed with a skewness of 0.006 (standard error = 0.189) and 

kurtosis of -0.896 (standard error = 0.376). Depersonalization scores were not normally 

distributed with a skewness of 1.123 (standard error = 0.189) and kurtosis of 1.260 

(standard error = 0.376). Personal accomplishment scores were not normally distributed, 

with a skewness of -0.916 (standard error = 0.189) and a kurtosis of 0.752 (standard 

error= 0.376). Years working with current principal were not normally distributed with a 

skewness of 3.053 (standard error = 0.189) and kurtosis of 9.803 (standard error = 0.376). 

Because the data was not normally distributed, a Spearman’s correlation was used, which 

is robust to non-normal distributions.  
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Table 3 

Means and Standard Deviations for Each Variable 

Variable Mean Standard deviation 

Omnibus Trust Scale 

     Faculty trust in the principal 

 

4.48 

 

0.08 

Maslach’s Burnout Inventory   

     Emotional exhaustion 25.55 0.96 

     Depersonalization 6.23 0.42 

     Personal accomplishment 38.95 0.48 

Years working with current principal 2.81 0.28 
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A Pearson’s Product Moment correlation was not an option, as it requires the 

data be normally distributed and this data was significantly skewed. Means for all 

variables are presented in Table 3 and were consistent with norms for the Omnibus Trust 

Scale subscale for Faculty Trust in the Principal and all subscales of the MBI-ES. 

Spearman’s correlation is a non-parametric test that calculates a coefficient (rs) 

that measures the strength and direction of the relationship between two continuous or 

ordinal variables. This test’s assumptions include having two continuous and/or ordinal 

scale variables, that variables represent paired observations, and that variables have a 

monotonic relationship (Laerd Statistics, 2018). When variables have a monotonic 

relationship, as the value of one variable increases the value of the other variable either 

increases or decreases consistently (Laerd Statistics, 2018). When interpreting the results, 

an rs value of zero indicates there is no association between the variables within the 

population. Therefore, rs values closer to zero indicate a weaker association, while values 

closer to +1 or -1 indicate a stronger association and specify whether there is a positive or 

negative correlation (Laerd Statistics, 2018). The Sig. (2-tailed) or p-value denotes 

statistical significance, as a p-value above .05 is not statistically significant (Laerd 

Statistics, 2018). 

A Spearman’s rank-order correlation was run to assess the relationship between 

teacher trust in their principal and each subscale of Maslach’s Burnout Inventory for 

Educators in Ontario teachers. The results are presented in Table 4. The subscales 

include emotional exhaustion, depersonalization, and personal accomplishment. Using 

data from the 165 recruited participants, preliminary analysis showed the relationship to  
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 Table 4 

Spearman’s Correlation of Principal Trust With the Subscale of Maslach’s 

Burnout Inventory (n=165) 

Variable 1 2 3 4 5 

1. Omnibus Trust Scale _     

2. Emotional exhaustion -.370**     

3. Depersonalization -.211** .665**    

4. Personal accomplishment .218** -.405** -.431**   

5. Years working with current principal -.185* -.085 -.094 .967  

* Correlation is significant at the 0.05 

** Correlation is significant at the 0.01 level  
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be monotonic for all three subscales, as assessed by visual inspection of each scatterplot 

(Appendix D). 

There was a statistically significant, small negative correlation between teacher 

trust in their principal and teacher experience of emotional exhaustion, rs(163) = -.370, p 

< .01. There was a statistically significant, small negative correlation between teacher 

trust in their principal and teacher experience of depersonalization, rs(163) = -.211, p < 

.01. There was a statistically significant, small positive correlation between teacher trust 

in their principal and teacher experience of personal accomplishment, rs(163) = .218, p < 

.01. There was a statistically significant, small negative correlation between the years a 

teacher has worked with their current principal and teacher trust in their principal, rs(163) 

= -.185, p < .05.  

The presence of statistically significant correlations between each pair of 

variables allows for the null hypotheses to be rejected. The null hypothesis assumes that 

the correlation the research intends to present does not exist (Laerd Statistics). The rs 

values instead allow us to accept the alternate hypotheses developed (H1 and H2). 

Statistically significant correlation between teacher trust in their principal and emotional 

exhaustion, depersonalization, and personal accomplishment suggests that teacher trust in 

their principal is negatively correlated with experiencing burnout. Statistically significant 

correlation between the years a teacher has worked with their current principal and 

teacher trust in their principal supports the alternate hypothesis that if teachers have 

worked with their principal for a longer period of time, they are more likely to have less 

trust in their principal.  
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Qualitative Data (Semi-Structured Interviews) 

 

Three female teachers between 27 and 29 years old, with 1-5 years of teaching 

experience, volunteered to be interviewed. Interviews were conducted through online 

video calls and were approximately 1 hour in length. Interviewed teachers worked in 

three different Ontario school boards. Additional pertinent demographic information is 

presented in Table 5. This small sample of interview participants provided three 

examples of the lived experiences of early career Ontario teachers, with the intention of 

presenting their perspectives to increase understanding of the quantitative survey 

results.  

Novice Teacher’s Perception of How Principals Can Develop Their Trust 

Participants were asked in interviews through a variety of prompts to describe 

both trustworthy and untrustworthy principals. The interview questions did not directly 

prompt participants to identify any of the four attributes of transformational leadership, 

ensuring that when these traits were identified in participant responses, it was solely 

due to novice teachers’ identification of them as important to trust development. 

Meaningful statements were identified and sorted into association with trust in 

principals, distrust in principals, the decision to trust or not, or the unique difficulties 

faced by novice Ontario teachers.  

The trust associated sections were then further sorted using a priori codes of the 

four attributes of transformational leadership: idealized influence, intellectual 

stimulation, inspirational motivation, and individual consideration. An additional 

category was used to place meaningful statements not associated with any of the four 

attributes, welcoming the development of additional inductive codes. Once divided into  
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Table 5 

Demographic Information for Semi-Structured Interview Participants 

 
Participant number (and pseudonym) 

Item 1 (Amy) 2 (Stef) 3 (Jenn) 

Gender Female Female Female 

Age 28 27 29 

Type of school Public Catholic Public 

Years of teaching   

experience 

   

Supply  1 0 1.5 

LTO 1.5 1 2.5 

Full-time 

permanent 

2.5 4 0 

Number of principals 

worked with (non-

supply) 

8 5 3 

Number of schools 

worked in (non-

supply) 

8 3 3 

Grades currently 

teaching 

9 & 10 7 & 8 9 & 11 

Subject currently 

teaching 

Math and science French immersion 

(everything but 

English, music, and 

drama) 

Geography 

Qualified to teach    

     Grades 7-12 4-12 4-12 

     Subjects Math, Chemistry, 

Physics, Special 

Education 

French, Religion, 

First Nations, Métis, 

and Inuit Studies (11-

12), Math (7-8) 

History, geography, 

family studies, social 

sciences, First 

Nations, Métis, and 

Inuit Studies, Special 

Education 
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these five categories, statements were then re-read, and an inductive method was used 

to further divide these attributes to identify specifically how trust development was 

associated with each attribute. 

Transformational leadership attributes key to trust development. Below are 

excerpts sorted into thematic categories that provide illustration of participants’ 

identification of the importance of individual consideration and idealized influence in 

principals’ development of their trust. These attributes of transformational leadership are 

further divided to clarify the nature of this identification.  

Individual consideration. Participants identified the value of their principals 

considering them as individuals by developing a personalized relationship with them and 

engaging in positive communication with them.  

Valuing teachers as individuals and getting to know them. All participants 

mentioned the importance of their principal getting to know them personally in the 

process of trust development. When asked to describe a principal they trust, there was a 

unanimous consensus among participants that relationship development through 

individual connection is a prerequisite. Valuing teacher’s backgrounds, getting to know 

them, and being genuinely interested in them as individuals has trust developing 

potential. These sentiments are outlined below in participant descriptions of trustworthy 

principals. 

Amy:  I think they need to value the background that you have coming into your 

role as a teacher. And, yeah, value your insights and your experiences that you 

have. 
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Jenn:  The principals that I’ve had that have been more interested in who I am as a 

person and making a personal connection with me, I viewed them as more trusting 

because they at least appear like they’re interested in me and that they’ll have my 

back when something happens… willing to work with [teachers] if there’s a 

family commitment that we want to participate in and trying to help us balance 

work and life, which is necessary for a lot of people. And that was really, that 

showed us that we could open up to him. 

Stef:  The more that they’re able to build a relationship with their staff, the more 

likely it is that we’ll be able to trust them. … Taking the time to get to know their 

staff is really the first thing that starts to bridge that gap. There’s this sense of 

taking an interest, instead of seeing us as the people who do the things right? 

Instead they take an interest in who we are as people. Because the best way to 

make use of our strengths is to know what they are.   

Maintaining open communication. All participants mentioned open 

communication as important for trust development, emphasizing principals’ capacity to 

be direct and not jump to extreme conclusions when the teacher comes to them with a 

concern. To allow for this communication, ideally novice teachers look for the principal 

to be approachable, warm, non-aggressive, non-manipulative, and available to talk to 

them. Below are some examples of this within participants’ descriptions of a trustworthy 

principal: 

Amy:  They’d be one that I would be willing to go in and talk openly with. 

Someone that I wouldn’t be worried if I say either a positive or a negative thing 
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about a student or a colleague that it wouldn’t come back in a negative way on 

me, and it could be a more candid conversation. 

Jenn:  They should do their best to be open and honest and they should value clear 

communication. So, they should try and not beat around the bush about any 

subjects. If there’s something a teacher should know, they should be direct about 

telling the teacher. 

Stef:  Somebody in which you can talk to about an issue that you’re having, 

without it being blown out of proportion.  

Stef and Jenn both emphasized the importance of principals being approachable 

so that trust can be cultivated. Stef described how whether a principal feels approachable 

or not can be somewhat intangible saying, 

It’s also a feeling thing, right? So that trust piece also comes down to 

approachability. And if your principal’s approachable, because I’ve had a few that 

are not approachable [laughs], then there’s sort of like an uncomfortableness 

within the school. … You don’t trust somebody if they make you uncomfortable.  

Jenn identified that principals can be unapproachable by being so busy that they are 

perceived to not have time for their teachers. She describes feeling this way with one 

particular principal she did not feel she could trust.  

I wasn’t comfortable approaching this administrator because I feel like they were 

so concerned about the 30 other things they had to do, that I wasn’t high up on 

their priority list. So, I didn’t feel like I could trust them because I couldn’t 

approach them. I didn’t feel like the problems that I was having were worth their 

time because that’s not the gist that I got from them. … Those types of principals 
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who make it look like they have no time for anything other than what they’re 

doing right now. Those are the types of principals who I would rather put my head 

down and deal with the problem on my own than approaching them for support. 

 Though it was clear Jenn perceived that her principal did not have time for her, 

she also described the reality that principals can often be completely unavailable due to 

the many demands of their job.  

Factors and circumstances that impede a trusting relationship are the factors and 

circumstances that make the principal unavailable on a regular basis. And so, 

where they may say “my door is always open and you can come talk to me 

anytime,” if I’ve attempted to go talk to a principal or vice-principal, they are 

busy as anything. They are putting out fires all the time. And if I need to talk to 

them after school, I could be waiting an hour or two. So … you make an 

appointment to talk to them? There was one day where I had an issue with a 

colleague of mine, and I wanted to go talk to the principal about how I felt the 

interaction went in case they heard about it and just to kind of document it. And I 

didn’t want to put my name on an email because then it could be traced back to 

me. It’s a very long story. So, we were gonna wait to see the principal. And the 

minute we got to the office, he brought a student into his office for a conversation. 

And it turned out that that student had been threatening self-harm. So, it’s not like 

the principal can drop whatever they’re doing because it’s a student’s health 

who’s at risk. So, I mean, there are some times where staff come second and it’s 

more frequent than you would imagine. And I feel like that is a circumstance that 

impedes trust, because I can’t talk to my manager technically. 
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 When asked to describe a principal that cannot be trusted, Amy outlined the 

destructive nature of principals being manipulative in conversations:  

Sometimes it feels like a person can be manipulating the answers that they wanna 

get and there’s pressure to say the right thing, and I think that’s the part about the 

distrust. … I think [an untrustworthy principal] would be pretty short, in what 

they’re willing to say, or just in their general conversation tone. Not necessarily 

just short to be to the point, but short in more of an aggressive way, and not really 

asking open questions, but leading questions. They’ll be like “so this is what 

you’re going to do, right?” type of thing. 

Idealized influence. Transformational leaders are said to embody an idealized 

influence by being ethical, respected, reliable, admired, and self-sacrificing (Bass et al., 

2003). When translated to the tangible instances that might identify the presence of this 

trait, teachers look for a principal who shows consistency between their words and deeds, 

following through with what they say they are going to do (Bass et al., 2003). Novice 

teachers in this study expressed that their perception of their principal, including the 

principal’s capacity to be competent, reliable, and well-respected by teaching staff, is 

connected to how much they feel they can trust them.  

Reliable, and consistency between words and deeds. Novice teachers value when 

a principal follows through with what they say they will do, making sure to support 

teaching staff. For teachers, principals commonly serve as a next level of discipline for 

students not responding to classroom management techniques. All participants noted the 

importance of principals being reliable and following through with support during 

conflict.  
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Amy:  If you don’t feel like they’re going to support you in what you do in the 

classroom, so if you have an issue with the student and you send them to the 

office for whatever reason they come right back up, I think that just starts a more 

negative relationship. 

Jenn:  I feel like an ideal administrator who I would trust would be someone who 

would follow through on their actions. So, if they say, for instance, you know, 

“we’ll look into this student.” They will not only follow up with it, but they will 

then tell me the outcome. 

Stef:  If they say that they’re gonna do something that they follow through. … If 

for example, I were to call down to the office because I’m having an issue with a 

particular student, that they work with that student and that they follow through 

and that they back you up in a situation. … Like when you’re having behavioural 

issues with students and you send them down to the office and for the student to 

come back almost immediately with a lollipop is very frustrating. That can sort of 

break any amount of trust you previously had with that administrator. However, if 

that administrator is able to assist you in dealing with the situation or behaviour 

that can absolutely bridge any gap of trust.  

Demonstrating competence. Novice teachers did not automatically assume their 

principal was competent. Trust development involves observing their skills and thinking 

critically about the usefulness of their advice. For Stef this was due to how long it had 

been since principals have been in the classroom teaching, saying: 

Sometimes I find that administrators haven’t been in the classroom for the past 

10, 15, 20, 25 years. So, they know, but they don’t know, sort of, what’s going on 
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in the classroom. Taking the time to kind of almost recognize that I think 

demonstrates a fair amount of trustworthiness all on its own. Recognizing that we 

don’t have all the answers because we don’t, nobody does. 

Amy, who has worked with eight principals since she started LTOs, described 

how she gradually extends trust when she interacts with a principal: “I think you would 

have to approach them with a smaller issue at first and then gauge their reaction. So, 

come with concerns you have maybe about your class and then see what type of advice 

they’re willing to give.” 

Principal’s vision needs to be perceived to have the right priorities. Idealized 

influence involves prioritizing the needs of followers (Bass et al., 2003), which in this 

case includes both teaching staff and students. As principals relay their vision for a 

school, their priorities inevitably are made known and may alter novice teachers’ 

perceptions of them, and consequently their trust. Stef noted that trust reduction may 

occur when the principal “seems to have different priorities than I might have, or my 

division might have.” Amy noted her experience of a principal that saw being a principal 

as a step in-line to a promotion, saying,  

Sometimes I think their priority is building their own profession. Like, they see 

themselves just moving to the next step within education, instead of being a 

principal as their main focus. They’re just seeing, “what can I do to make sure 

that I present myself the best?” not how I present my school, or my students in the 

best way. So, a little bit more selfish in their actions. 

Collective staff perception. Teachers talk and the perceptions of other teachers in 

the school significantly impact novice teachers’ perception of the principal. When novice 
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teachers begin at a school, existing staff is likely to share their thoughts on the current 

administration. When a new principal comes to a school, it is likely that teachers on staff 

have either worked with them or heard of their established reputation from teachers at a 

different school.  

Amy:  I think there’s something about how they’re perceived in the school, if the 

principal is more long standing, that’s gonna be a pretty big impact. So, when you 

come into school and you meet the staff, the staff generally share their opinions 

about the administrative team, and how they already work together, and what kind 

of support you can expect. So, I think previous perception is gonna be large in a 

school. And it doesn’t necessarily matter where you go, they’re always gonna be 

there to share what they think. The staff are always going to share. 

Jenn:  What happens is administrator assignments go out on the same day every 

year. And what happens is you’re called into a stand-up staff meeting 5 minutes 

before the bell happens. The principal comes up and says, I just want to take a 

minute of your time. This is where I’m going next year. Every single teacher 

whips out their phone and texts other people they know at that school or they text 

the people, and then sorry, the administrator says, this is where I’m going, this is 

who’s coming in. So, they text everybody at the future school and say, this is who 

you’re getting. And they text everybody at the new person’s school and say, what 

did you think of them? So, they all want as much information as possible or 

they’ve heard bits and pieces about them, or they’ve worked with them in the past 

and they have this preconceived notion about them. 
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Stef:  When I told my current principal at the time who my new principal was 

going to be, they just told me, “oh, you’re going to get along with them really 

well. It’s going to be really great.” Whereas my following year, I actually had the 

opportunity to post in and choose my school and my position and my principal at 

the time told me, “well, your future principal’s going to scare you, but don’t 

worry its all for show.” I was like, uh well that’s OK. What it turned out to be was 

that my first two principals were very kind, caring women in very, very small 

schools and I was going to a school that was almost three times the size … with a 

male principal who was known for being “rough around the edges.” … So I was I 

was pretty worried based on that. Then once I got to the school, a lot of my 

colleagues were like, “ah don’t worry about it. They’re fine. It’s all for show.” 

Right. Which makes you feel a little bit more comfortable. … But of course, 

there’s always that buzz as new principals come in. So, when we had a new 

principal last year the buzz was a lot of really, really mixed review. But I found 

that if you try to keep an open mind no matter what, because you never know 

what you’re going into, and one person’s experience, it’s not necessarily your 

experience, of course, it tends to go reasonably smoothly and you’re able to form 

your own opinions. However, for sure, that beginning stage is very much 

influenced by your colleagues. 

Intellectual stimulation. Meaningful statements under this code seemed to focus 

on the importance of the principal extending trust to their teachers. Intellectual 

stimulation involves promoting innovation and including followers in problem solving, 

both of which involve the leader extending trust to their followers (Bass et al., 2003). 
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Based on the meaningful statements extracted it is clear that novice teachers reduced the 

trust extended to principals when they felt their principal did not trust them, rather than 

reduced trust due to a lack of intellectual stimulation. For this reason, it was determined 

that participants did not identify intellectual stimulation as a significant prerequisite to 

developing trust in their principal.  

Inspirational motivation. Principal vision for the school was only mentioned 

once during the interviews. It is speculated that novice teachers are focused on proving 

themselves and may not need the same encouragement from principals. Inspirational 

motivation was not identified as a significant attribute required for novice teachers to 

trust their principals.  

Additional factors key to trust development. During data analysis, inductive 

codes were used for additional factors key to trust development that did not fit into the 

four attributes of transformational leadership. Two additional factors were identified: 

principals extending trust to the novice teacher, and principal’s actions that reduce the 

novice teacher’s workload.  

Principals trusting teachers. Trust is developed when principals show trust for 

novice teacher’s professional judgement and believe what they say. In contrast, distrust is 

likely when novice teachers are undermined and micromanaged. Stef summarized this 

saying “A principal that you can trust also trusts you and your professional judgement.” 

Jenn increased her trust in one principal after her professional judgement was respected. 

She had a student who was absent over half the time due to illness, but felt the student 

deserved the credit for the course based on the work she demonstrated when she was 

present. In response to receiving her principal’s support, Jenn said,  
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I just thought that what I was asking for was a big stretch. So, it was neat that she 

trusted my judgment enough [when I said], you know, here are some parallels 

with the curriculum. In my professional opinion, she deserves the credit. And, you 

know, my principal was willing to say, OK, I trust you, go for it.  

Whether a principal trusts a teacher’s professional judgement can be conveyed 

circumstantially as above or can be expressed by additional requirements that 

micromanage a teacher’s work. Stef gave an example in which the principal created 

additional requirements for report card comments:  

Adding in, like silly requirements. Well, they’re not silly, but unnecessary 

requirements, to things like reporting. I had a principal at one time tell me that all 

next steps need a next step and an at home next step. And I said “so for phys ed 

what’s an at home next step look like for Grade 8 gym? What does that look 

like?” And they weren’t even able to really give me an example. … So adding 

things in like that, that sort of demonstrates a lack of trust for your professional 

judgment can be stressful for sure. 

Stef also experienced the frustration of when her administration team undermined her in 

an interaction with a parent.  

I had an issue when on our recent progress reports I gave a student two S’s 

[satisfactorys on learning skills] and during the parent teacher interview the parent 

was very aggressive and really didn’t agree with my decision. Which, you know, 

that’s fine, that’s their judgment. They’re allowed to disagree. So then I went 

down and I talked to my administrator about it, and they basically told me that I 

should have known and that I should have already called, this is off their baseline, 
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we’ll make another meeting with a parent and you’ll have to apologize. “Would 

you feel comfortable changing the mark?” And so, I’m freaking out, I’m feeling 

super uncomfortable and then she goes, well, you’ll have to have all of these notes 

to explain why you gave the S. And then when I brought my notes down to show 

my VP I could kind of tell that she wasn’t satisfied with the notes that I had on the 

student about why I gave the two S’s and so that wasn’t great. Then they called 

the parent and tried to book another appointment after they had cancelled the first. 

I was already feeling uncomfortable because the parent had essentially yelled at 

me during the interviews. And so, then the V.P., came back up to me later and 

said “Oh, so it’s not S’s that are the problem. It’s actually your comment. The 

mom thinks it’s contradictory. And I re-read it and it is contradictory. So, you 

know.” I just kind of said okay and was feeling pretty discouraged and frustrated 

since she was the one who had approved my comment during the proofreading 

process. … Yeah. Then it turned into the mom was no longer able to make the 

second appointment. And then my VP started saying things like, well, you know, 

your students spoke much better French when they were in Grade 5. So, I don’t 

know what’s going on up there. So, I just kind of left it at that and avoided any 

unnecessary interactions with them. 

In this case Stef was undermined by her administration and told she was not doing a good 

enough job based on her student’s progress.  

Principals reducing teacher’s workload. When principals’ actions reduce the 

novice teachers’ workload, trust develops. Stef mentioned more tangible actions through 

which her principal reduced her workload. She said, “One day my principal just said ‘hey 
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you’ve had a rough day. I’m going to take your duty.’” Both Stef and Jenn mentioned 

that principals can support them by removing difficult students and handling behaviour 

issues on their level.  

Jenn:  For instance, if there’s a specific student in your room who is nothing but 

trouble, it’s important for the administrator to do whatever they need to, to create 

a safe learning environment in that classroom for the good of all students and 

staff, not just that one student who may be having a harder time. 

Stef:  I can’t do this consistent power struggle … my principal at that time just 

took the student away and then dealt with it on their level. Which was so much 

more supportive. So, I think if you’re in a situation whereby you know, you’re 

going to be supported, it can certainly alleviate stress, especially if what you’re 

dealing with is—if a lot of your stress is student behaviour related. 

Stef references trust reduction saying, “Not valuing our time can really sort of 

impede that trust as well.” Teachers are incredibly busy, a fact that is further amplified 

for novice teachers (Prilleltensky et al., 2016). Despite this reality, teachers are often 

expected to have the capacity to do more. Jenn described the lack of accountability and 

administrative intervention that can occur when students are performing poorly. At the 

high school level, instead of students being responsible for poor performance, the teacher 

is often asked what more they could be doing. Jenn explained saying,  

Two of my students are sitting under 10%. And so, I’ve told that to my principal 

and it was on their report cards and their report cards were read and signed by 

vice-principals and their response is always “well, have you called home?” My 

response is yes. And they say, “well, what else have you done?” It always comes 
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back to what has, or hasn’t the teacher done versus, you know, what may be 

holding the student back. … Maybe it should be more of a disciplinary function. 

At least it should in my books. 

 Stef experienced this pressure to do more in the wake of a concussion she 

sustained while at the school.  

I went on leave for a concussion that that happened at school. While I was off my 

VP was texting me about things that she didn’t really need my input on while I 

was off, like school fundraisers. … And then at one point sent me an e-mail 

saying my kids don’t have enough work and that I need to give them more work 

… now that I’m more experienced, I realize that like I’m only supposed to give or 

it’s only needed for me to give 3 days’ worth of plans. … And then it’s up to them 

to figure it out from there. So, I wrote two and a half weeks’ worth of plans while 

I was concussed. … Which makes the leave pretty pointless. … The opposite of 

what I’m supposed to do. 

Features of the Ontario Context That May Influence Trust Development 

This study is unique primarily due to the lack of studies conducted in Canada. As 

outlined in Chapter 2, Ontario novice teachers face a variety of additional stressors that 

impact trust development with their principals. This section will outline participant 

references to stressors resulting from the Ontario context. Specifically, the immense 

expectations placed on Ontario teachers, the pressure to build a positive reputation, and 

precarious employment are all sources of stress mentioned by participants. 

High expectations for Ontario teachers. Novice teachers face significant stress 

when trying to keep up with the expectations placed on Ontario teachers. All participants 
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mentioned that maintaining their own mental health and well-being was challenging due 

to an overwhelming workload and significant work outside of the school day.  

Stef:  We promote mental health and mental well-being with students. And yet, 

often as staff we’re preaching it, and yet not able to take care of ourselves. 

Jenn:  It’s not sustainable. I could probably work the way I’m working for another 

3 to 5 years. But as it is, like during the school year, I have no social life. I do not 

go out during the week like when I come home. I am in for the night. I like, don’t 

have a relationship right now. I don’t have a partner because I don’t have time. 

Amy:  I go into work early, so I’m there like an hour before school starts, so that I 

can do prep work in the morning, and then I stay an hour once the bell rings. So 

there’s like 2 hours at work beyond the regular school hours, not including my 

prep period. … Then I’m trying to get myself ready and talking with the other 

teachers that are teaching the same subjects. And then, I would go home and do 

an hour, maybe 2. It was more like 2 at the beginning and then now it’s decreased 

a little bit. 

 Stef explained that during her teacher training, intense restrictions were expressed 

for what actions will get you in trouble. These comments put her on edge as she began 

her career, making her nervous about making a fireable mistake.  

In my first 2 years, I was very anxious about what I was allowed to do, what I 

wasn’t allowed to do, because I felt like a big part of teacher’s college at the 

particular school that I attended was all about not ending up in the blue pages or 

being fired. Our running joke was, “Don’t worry, you’ll be fired for that.” So, 

there was this real sense of fear. 
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 Jenn explained the significant number of expectations that are frequently running 

through her head as a novice teacher:  

I only ever prep one day ahead because I can’t get any more than one day ahead. I 

haven’t had the chance to mark anything since early November, because I have, 

you know, order of priorities. You know, you can wait for a mark back, tomorrow 

is going to happen whether I want it to or not. So, I need to focus on building a 

lesson and then not just building a lesson, building a diversified lesson, building a 

universally designed lesson. How do I make sure that it’s accessible to my ESL 

students? How do I make sure that it’s accessible to my Asperger’s students? 

How do I make sure that I am, you know, using technology in the correct way? Is 

it engaging? They have a test next week. How do I design test questions that are 

critical thinking based? Yet also knowledge based, yet also application based? 

How do I build a good relationship with my students? Keep a safe and accepting 

classroom? Foster relationships like with my colleagues. How do I make sure I 

drink water during the day? How do I make sure that, you know, student A has a 

question, student B has a question, like student C is currently walking up to me 

with another question? And then I have an on call, I have to do this thing for the 

club or team I’m running. It’s just that you’re expected to do a lot. And the things 

that you’re expected to do aren’t easy things either. It’d be different if my job was 

show up and teach something that someone else developed. But I have a 

perfection complex and I can’t do that. So, it’s that there are so many levels of 

things. Oh, how do you write a good report card comment? Like is it gonna get 

bounced back to me? Is my vice-principal gonna say, like, what is my vice-
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principal going to think about this report card comment and then the whole parent 

level? How do I make sure I’m calling parents enough about students I’m 

concerned about? Like it comes down to there are too many things to do and not 

enough time in the day. I looked at what I’ve been doing over the past couple of 

weeks and I work from 7:30 to 4:30. I get home about 5:00. I have dinner. … 

Then I go back to work at 8:30 and I work till 11:3012:00. And I, then I go back 

like. There physically aren’t enough hours in the day to be a human and be a good 

teacher. I think you could be an acceptable teacher and be an acceptable human. 

But especially as an LTO, you cannot do both. 

 Jenn feels like these overwhelming expectations are coupled by a lack of support 

for novice teachers:  

We use a marking program called Mark Book. I think it was built in the Stone 

Age. It’s terrible. The training that I got on Mark Book was here’s how you open 

the program and set up a course. You can ask a staff member if you need more 

help. And that’s kind of how the whole new teacher program has gone. It’s trial 

by fire. And the fact that I have made it into year four is, bonkers. I can’t believe 

that I have survived. 

Stress of precarious employment. Novice teachers in Ontario are likely to spend 

a number of years supply teaching and working in LTOs, as evidenced by participants 

spending an average of 0.83 years supply teaching and 1.67 years working in LTOs. Until 

Ontario teachers have full-time contracts, this also means multiple rounds of job 

applications, interviews, and uncertainty in terms of whether they will end up. Recent 

provincial changes in Ontario class sizes has also led to “surplusing” (being laid-off when 
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a teacher of higher seniority is without a contract and takes the individual’s job) and less 

LTO contracts available.  

Amy:  [After getting a job in the spring and then being surplused before the 

summer]. Yeah, so all through the summer, I didn’t have a job. I wasn’t sure what 

September was gonna look like. And then, the first day of school happens, I’m not 

at school, and I get an email at 3:30 saying like, you’re expected at school 

tomorrow you got your job back. … I think there’s just like a huge part of the job 

uncertainty that adds to the stress portion. 

Jenn:  [When asked how likely it is that she’ll be moving schools every year]. 

Almost guaranteed. Yep, almost guaranteed. Especially in our political climate. In 

the board that I teach in. There were only seven contract jobs posted for a total of 

like 14 lines. … There were no full-time contract. They were all part time contract 

and they were all in the areas that I don’t teach in. So, I’m kind of stuck with 

LTOs. And even then, I got one of three full-time LTOs in the whole board. The 

cards were in my favour, and I like to say that I won the LTO lottery because 

there are many people out there who are piecemealing jobs together. You know, 

spending lunch hours, driving to another school, that’s incredibly common. So, I 

prepare my classes like almost from Thanksgiving on that I very likely won’t be 

here next year because of the way that the political climate is right now. 

The lack of available jobs also means that novice teachers do not have the luxury 

of being selective and interest in particular courses or grades becomes irrelevant beyond 

their qualifications if teachers want to secure a job. Jenn describes how jobs are listed 
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very generally and give little detail about the nature of the courses and grades teachers 

are applying for.  

The way that jobs are posted is interesting in that you’re applying to teach within 

a subject area and then when you get to the interview, you find out what the 

courses are. So, you’re interviewing for the leftovers. You’re not interviewing for 

what works for you … it narrows down people’s opportunity to teach within their 

comfort zone, and I feel like if you’re teaching in your comfort zone, you’re going 

to do a way better job of it than if you’re teaching outside of your comfort zone. 

Teachers qualified to teach both intermediate (Grade 810) and either junior 

(Grade 46) or senior (Grade 1112) divisions must decide to pursue either elementary 

or secondary education. Once they have worked their way up the associated supply and 

LTO lists it can be difficult to consider changes to the other division. Stef, who currently 

teachers Grade 8 but is qualified to teach Grades 4 to 12, has struggled with whether to 

pursue teaching high school and risk losing job security. 

I mean, ideally, at some point I’d love to teach high school, but due to the climate 

in Ontario at the moment, it’s not likely for the next little while, which is 

disappointing. So, I do feel a little bit stuck in that, I can apply, and we can see 

how it goes but I’ve been applying every year and I still haven’t been able to 

secure a high school position. But I’m also a little bit afraid that if I do post in and 

I get there I’ll probably be surplused at the end of the year and then you get what 

get. Then I could be off teaching core French somewhere or teaching Grade 1. 

Pressure to build a positive reputation. Novice teachers face significant 

pressure to build a positive reputation with their principals, as this is often necessary for 
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them to secure future employment. During the early years of their career, novice teachers 

move frequently between schools working with numerous principals and teaching 

colleagues. Each new school comes with the stress of demonstrating their skills and 

building their credibility. All participants mentioned the additional stress that comes with 

the pressure to establish a positive reputation.  

Amy:  You want to be able to go into whatever new school you’re at, and then be 

able to showcase just the positive parts, so that when you know you’re going to 

leave the school, you’re gonna get a positive review from the principal. Because 

the principals have meetings every month, they talk, and they’re like, oh you have 

this new person at your school, and then they’re gonna share their opinions. … As 

a new teacher in [name of specific school board], like every single year, I move at 

least one time. … I think the other challenge is you’re always starting new. And 

you’re always having to like, re-build your relationship with students, and with 

the staff, and with the admin team, so there’s always so many new relationships 

that you’re trying to develop in a really short amount of time, but then you’re just 

going to have to re-start that process over again, and it’s a bit of a daunting task. I 

was talking to another teacher this past week, and she was like, well it’s 

November, people are probably starting to be nice to you now. As in the other 

staff … but, at the same time like, there’s a lot of staff that I haven’t really talked 

to, but now I’m starting to talk to more, and it just takes time. … They know that 

based on my seniority level that, I’m not necessarily gonna stay at the school. 

They know the climate as well. And if you have under 10 years teaching 

experience in (name of specific school board) you’re not really safe where you’re 

at. 
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Stef:  When you’re coming in new to a situation that’s well established, there is 

still a certain amount of you having to go and tell the principal what you’re good 

at and demonstrate your skills. 

Jenn:  LTOs kind of need to know the principal in order to schmooze with them in 

order to get a job … the only time you really talk to principal is when you want 

them to hire you or evaluate you so that you get hired. 

The pressure to be seen as a competent teacher can also change how likely a 

novice teacher is to seek additional support from their administrators. This is particularly 

true in terms of classroom management, as novice teachers want to be perceived as 

having their classrooms under control. Amy explained how this changes how likely she is 

to send a student down to the office.  

 Amy:  It takes a lot for them to leave my room.  

I:  Right. So, for the most part you’re trying to kind of manage the classroom, 

handle everything yourself.  

Amy:  Yep.  

I:  Do you feel … when you’re making that decision, whether to send a student 

out of the classroom, do you feel like that’s impacting your principal’s perception 

of you?  

Amy:  Absolutely. I feel like, if they’re smaller issues and then I send them down, 

then it’s going to reflect negatively on me, because there’s an idea that I have that 

like I can’t handle the students and that’s not necessarily the right thing, but that’s 

just what I feel is gonna happen. 
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 Jenn explained the stress of balancing the knowledge that she needs a principal 

reference with being genuine in developing relationships with administration:  

I feel so not genuine when I strike up a conversation just so I can be like, “hi, I 

need you for something.” I think there’s a lot of administrators who get it. They 

know they’re being used and that’s part of the job for them, so it’s not offending 

in any way because it is their job to do it. But it also, I don’t know, I’m a person 

who doesn’t like to ask for somebody else’s time. I’m free to give my time 

willingly, but I don’t like asking other people to spend their time on me. So, 

asking somebody to take 45 minutes to an hour out of their day to do something 

for me is so beyond my comfort zone. But it’s something I have to do every year 

so that I can have updated references so that unfortunately if I have to move to 

another school the next year, I can get a job. 

Summary 

 This explanatory mixed methods study provided a wealth of data to answer its 

proposed research questions. Quantitative data included statistically significant 

correlations that allowed the rejection of the null hypothesis. Alternate hypotheses 

supported by the results included that teacher trust in their principal is negatively 

correlated with teachers’ experiencing burnout as measured by increased emotional 

exhaustion and depersonalization and decreased personal accomplishment. Additionally, 

results supported that if teachers have worked with their principal for a longer period of 

time, they are more likely to have less trust in their principal.  

 In qualitative data collected through semi structured interviews, individual 

consideration and idealized influence were the transformational leadership attributes 
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identified as being key to trust development. Individual consideration was specifically 

described through the importance of principals maintaining open communication and 

valuing teachers as individuals and getting to know them. Idealized influence was 

outlined by interview participants as the importance of principals demonstrating 

competence, ensuring their vision is perceived to have the right priorities, cultivating a 

collective staff perception of them that is positive, and maintaining reliability and 

consistency between their words and deeds. Intellectual stimulation and inspirational 

motivation were not identified by participants as significant attributes required for novice 

teachers to trust their principals. In addition to the transformational leadership attributes 

identified, study participants highlighted principals extending trust to their teachers and 

reducing teachers’ workloads as additional factors key to trust development.  

 During interviews, participants described multiple features of the Ontario context 

that influence trust development with their principals. These features included high 

expectations for Ontario teachers, the stress of precarious employment, and the pressure 

to build a positive reputation. The subsequent chapter will discuss these results in detail, 

outlining their connection to academic literature and their many implications for 

professional practice.  
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CHAPTER FIVE: SUMMARY, DISCUSSION, AND IMPLICATIONS 

There are many factors that make teaching a stressful profession (Herman et al., 

2018; Jepson & Forrest, 2006; Leithwood, 2006; Troman, 2000). For this reason, 

establishing elements that alleviate burnout is likely more effective than trying to remove 

stressors from teaching entirely. Trust has been shown to alleviate stress and the resulting 

burnout in studies conducted in Belgium (Van Maele & Van Houtte, 2014) and the 

United States (Owen, 2018), but the relationship between these factors has yet to be 

explored in a Canadian setting. This study used an explanatory sequential mixed methods 

approach to explore teachers’ trust in their principal and its effect on teacher job stress 

and burnout within an Ontario context. Specifically, this study intended to identify that 

teacher trust in their principal is correlated to burnout, as measured through emotional 

exhaustion, depersonalization, and reduced personal accomplishment. Additionally, this 

study explored teacher trust in principal quantitatively, by asking if it was correlated to 

the length of the working relationship the teacher and principal have, and qualitatively, 

by exploring the lived experiences of novice teachers. Through qualitative analysis this 

study ascertains how novice teachers perceive principals can develop their trust, noting 

whether participants mention transformational leadership characteristics unprompted. 

Finally, this study identified how the Ontario context influences the trust development 

between a teacher and their principal.  

Discussion 

This study contributes to the literature by providing an Ontario perspective of how 

principal trust and burnout are related, and how novice teachers perceive these factors 

through their own experience. The quantitative results provide evidence of a connection 
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between teachers’ trust in principal and teachers’ experience of burnout, and the 

qualitative results provide novice teachers’ perspective of how principals can best 

develop their trust. These results align with current literature in this field and introduce 

areas for exploration to further solidify the proposed conclusions.    

Higher levels of Trust in Principal are Correlated with Lower levels of Teacher 

Burnout 

The results align with the theoretical framework of transformational leadership, 

through which trust was predicted as a more specific indicator of how leadership impacts 

job stress and burnout. The OLF reflects practices found in current transformational 

leadership models and is the source of standardized province-wide educational leadership 

objectives for Ontario principals (Leithwood, 2012). Through the OLF, principals are 

encouraged to wield transformational leadership’s potential to build a shared commitment 

to the school vision amongst all school staff (Leithwood, 2012). Transformational 

leadership is built foundationally on Maslow’s hierarchy of needs, as it urges leaders to 

satisfy employee’s lower levels of the hierarchy to increase their motivation and energy 

expended towards self-actualizing intentions (Goethals & Allison, 2016).  

Trust has been identified as a key component of transformational leadership 

techniques (Kelloway et al., 2012; Yang, 2014), which is why transformational 

leadership and its foundation in Maslow’s hierarchy of needs are relevant to the 

interpretation of the present results. At a large Canadian telecommunications 

organization, Kelloway and colleagues (2012) found that trust in the leader mediated the 

positive relationship between perceptions of managers’ transformational leadership and 

employee psychological well-being. Yang (2014) similarly found that the effects of 



165 

 

 

transformational leadership on job satisfaction are mediated by leadership trust. Both of 

these studies identify trust as a key practical way to enhance employee job satisfaction 

and improve employee psychological well-being (Kelloway et al., 2012; Yang, 2014). 

The relationship between trust in principal and teacher burnout in the present study, 

where lack of trust predicts burnout, further identifies trust as critical and suggests that 

these previously identified relationships in business organizational theory are present in 

an education context.  

In their study of elementary school teachers in Belgium, Van Maele and Van 

Houtte (2014) found that trust can act as a buffer against teacher burnout, specifically 

noting that teacher-principal trust is important for preventing emotional exhaustion in 

teachers. Owen’s (2018) study in the USA similarly found that faculty trust in principal 

and collaborative leadership behaviours predicted teacher job stress. This study provides 

data to support the claim that faculty’s trust in their principal is correlated with burnout in 

a Canadian setting whereas low trust indicates higher burnout. This aligns with the results 

of studies conducted in Belgium (Van Maele & Van Houtte, 2014) and the United States 

(Owen, 2018). In this study, high levels of trust in principal was significantly correlated 

with lower emotional exhaustion, lower depersonalization, and higher personal 

accomplishment scores for teachers, which are all components of teacher burnout. These 

findings indicate that despite the many differences between the Canadian educational 

context and that of Belgium and the United States, trust still remains correlated to 

burnout. This connection further points to trust as a key mediator of burnout, which 

suggests that by emphasizing the use of a transformational leadership framework in 

schools, which is reliant on trust, teacher burnout could be reduced.  
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Shorter TeacherPrincipal Relationships Correlated with Increased Levels of Trust 

It would be incorrect to assume that since trust development takes time, teachers 

who have worked with their principal for a longer time are automatically more likely to 

trust them. Based on Tschannen-Moran’s (2014) research, teachers tend to trust their 

principals until they are given a reason not to. Though trust grows slowly, the majority of 

people will extend trust initially until evidence appears that they should not (Tschannen-

Moran, 2014). This aligns with the present study’s results indicating a statistically 

significant correlation between higher levels of trust and less years working with current 

principal. This is further supported by novice teachers’ sharing of instances where they 

felt unsupported by their principals. It can be inferred that the longer a teacher works with 

their principal, the more likely they are to have an interaction that tests trust.  

Novice Teachers’ Perceptions of how Principals Can Develop Their Trust 

Understanding the connection between teacher trust in their principal and a 

decreased experience of burnout has little impact unless principals know how to increase 

teachers’ trust in them. Novice teachers’ perceptions of how principals can develop their 

trust can serve as a tool for principals wanting to intentionally build trusting relationships 

from the beginning. All three novice teachers interviewed emphasized similar behaviours 

and attributes when describing trustworthy principals. Without any prompting, 

participants all identified the importance of the transformational leadership components 

of individual consideration and idealized influence for principals developing their trust. 

The identification of two of the four components of transformational leadership serves to 

demonstrate the aspects associated with trust development specifically. This affirms 

literature that for decades has identified trust as key for effective transformational 



167 

 

 

leadership (Jung & Avolio, 2000; Kark et al., 2003; Podsakoff et al., 1990; Zhu et al., 

2013). Furthermore, it is speculated that this indicates the components of 

transformational leadership that make it an effective means of trust development and 

burnout reduction, allowing the development of specific recommendations and training 

for school administrators.  

 Based on the results of this research it is recommended that principals build trust 

with novice teachers through: 

 Individual consideration, which includes: 

o Valuing them. 

o Getting to know them personally. 

o Maintaining open communication by being approachable, warm, and available 

to talk.  

o Avoiding aggressive and manipulative communication.  

o Avoiding jumping to conclusions when approached with a concern.  

 Acting as an idealized influence, which includes: 

o The principal building a positive reputation.  

o Following through with what they say they will do, making sure to be 

supportive.  

o Being competent, handling problems well, and giving good advice. 

o Having the “right” priorities for their vision (student learning and staff well-

being is likely a good place to start).  

 Additional factors, which include: 

o Reducing novice teacher workloads.  
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o Trusting novice teachers, rather than undermining and micromanaging them.  

Individual consideration and idealized influence are the attributes of 

transformational leadership that novice teachers in this study perceived as important for 

developing their trust, but this does not lead to the conclusion that intellectual stimulation 

and inspirational motivation are unimportant and unrelated to trust. Further research is 

required to identify whether perhaps trust is a prerequisite for intellectual stimulation and 

inspirational motivation, or whether these become more important in trust development 

with principals later in a teacher’s career.  

Additional Stressors Faced by Novice Ontario Teachers that Influence Trust 

A significant amount of the stress associated with teaching is transferrable 

regardless of context. Marking, classroom management, parent interactions, and lesson 

planning are present in schools across the globe. In order to develop specific teacher 

training and induction programs, it is important to acknowledge the ever-changing reality 

of being a novice teacher in an Ontario context. Participants in this study mentioned 

specifically the stress they experience due to high expectations, precarious employment, 

and the pressure to build a positive relationship with principals as a means of securing 

future teaching contracts.  

High expectations. Participants’ expressions of keeping up with high 

expectations give a brief introduction into the reality of life as a novice teacher. An in-

depth exploration of expectations for Ontario novice teachers and whether they can be 

reasonably maintained is beyond the scope of this study, however, job expectations are 

inevitably related to the relationship between a teacher and their principal and the trust 

that may or not be established. It can be speculated based on interview responses that 
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novice Ontario teachers are working many hours on nights and weekends and may 

struggle to maintain a healthy work-life balance. These results align with the literature 

that explains the many expectations of teaching, perhaps best described by Prilleltensky 

and colleagues (2016) who note that teachers’ job descriptions are expansive, and duties 

are often added without consideration of whether they can be reasonably accomplished. 

Though further research is required, it is possible to hypothesize that principals 

decreasing novice teachers’ workloads leads to trust development, which may further 

protect novice teachers from the detrimental effects of burnout. In teaching, tensions are 

often high and emotional support is low (Kelehear, 2004), but principals may have the 

capacity to provide the lacking emotional support.   

Precarious employment. Based on participant responses precarious employment 

is a significant source of stress leaving novice teachers with a lack of stability. Non-

French teaching participants expressed that they expect to frequently move between 

schools. This aligns with province wide data from the Ontario College of Teachers. In a 

2019 Transition to Teaching report from the Ontario College of Teachers, less than one 

in four first- and second-year teachers respond positively about their sense of job 

security, a marked decline from the 2018 report. Less than half of first- and second-year 

teachers are optimistic about their future careers (Ontario College of Teachers, 2019). 

This reduced optimism is likely due to Ontario’s recent class size increases which mean a 

longer path to permanent employment (Ontario College of Teachers, 2019).  

Pressure to build a positive reputation. Novice teachers outlined the pressure to 

build a positive reputation with each principal they work with, a process they claim rarely 

occurs organically. Novice teachers described trying to manage their classrooms without 
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support and making their skillset clear so that their principal has a positive perception of 

them when it is time to ask for a reference. Recent data suggests that only 59% of 

permanent/LTO contract teachers and a measly 11% of daily occasional teachers are 

evaluated by their principals (Ontario College of Teachers, 2019). Despite these numbers, 

a principal evaluation is an essential part of job applications once a novice teacher 

inevitably needs to secure their next teaching contract.  

It is likely that well intentioned principals simply do not have time to allocate to 

professional learning, as they are overwhelmed with their administrative duties. A 2018 

study by the People for Education reports that few principals (9% for elementary, 13% 

for secondary) ranked supporting professional learning and improving the instructional 

program at the school as their most time-consuming task due to an overload of 

administrative work. This report recommends increasing principal supports and reducing 

administrative duties so principals can focus on student learning and staff development 

(People for Education, 2018).  

Implications for Practice 

 The implications of this research can be used to affirm current practices and 

continue to improve others. The correlation between reduced levels of trust and longer 

working relationships between teachers and principals affirms Ontario’s current practice 

of regularly moving principals around to different schools. This research can also be 

considered when improving principal leadership training and professional development, 

and when improving current mentoring programs for new teachers.  

Ontario Leadership Framework 

Building relationships and developing people is one of the Ontario Leadership 
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Framework’s (OLF) five domains that guide school-level leadership (Leithwood, 2012). 

This domain aligns substantially with the individual consideration pillar of 

transformational leadership in its descriptions of “providing support and demonstrating 

consideration for individual staff members” and “building trusting relationships with and 

among staff, students, and parents” (The Institute for Education Leadership, 2013, p. 12). 

This section is supported by novice teachers’ perception in this study that individual 

consideration and relationship building are important for trust development. The OLF 

provides a helpful breakdown of how school leaders can be supportive and considerate of 

their staff as individuals, tangibly suggesting that they recognize accomplishments, 

consider staff opinions, respond to staff needs, and treat staff equitably (The Institute for 

Education Leadership, 2013). These tangible suggestions were all mentioned during 

participant’s interview descriptions of principals they trust, further supporting their 

inclusion in the OLF. The correlation between teacher trust in principal and teacher 

burnout identified in this study supports the OLF’s emphasis on building trusting 

relationships by suggesting how trust can cause a positive impact. This study’s results 

show how teacher burnout may be mediated by teacher trust in principal.  

Realistic Allocation of a Principal’s Time 

During her interview, Jenn described how her principal’s busyness reduced Jenn’s 

ability to trust them because they were frequently unavailable. A report by the People for 

Education (2018) emphasized that it is a challenge for principals to find time to be 

curriculum leaders when they balance their administrative tasks. The report states that 

supporting professional learning and improving the instructional program was ranked as 

the task principals spent the most time on for only 9% of elementary and 13% of 
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secondary principals (People for Education, 2018). A staggering one-fifth of elementary 

school principals spend the majority of their time managing facilities (People for 

Education, 2018), a duty frequently forgotten by the general public. Almost 82% of 

principals felt managerial duties took too much of their time, leaving little time to give 

attention to instructional issues (Pollock, 2014). With the knowledge that principals 

spend approximately 59 hours per week working and that 87% feel they do not have 

enough time to complete their work (Pollock, 2014), Jenn’s expression certainly aligns 

with research on the nature of principals’ work.   

Recommendations for increasing principals’ interaction with novice staff cannot 

be made without acknowledging that principals are already overextended. Restructuring 

of principals’ priorities would be required to increase their availability to staff. The 

present study suggests that trust development between teachers and principals occurs 

through individual consideration and relationship development. It is important for 

research and reflection to delve into whether principals have sufficient time available to 

cultivate trusting relationships. The OLF is an excellent document that is grounded in 

research (Leithwood, 2012) and is continually being revised. It is important for policy 

like the OLF to consider what is realistic for principals to accomplish and to make clear 

what aspects should be prioritized.  

Principal Training and Professional Development 

This study emphasized the importance of relationship development between 

teachers and principals. This relationship is required for the success of transformational 

leadership (Allix, 2000), the leadership style currently promoted for use by Ontario 

principals through the OLF (Leithwood, 2012). Deep human relationship is a powerful 
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mechanism for influence (Burns, 1979). Through relationship, principals can support 

teachers’ need for safety and belonging, so they can focus on their work (Goethals & 

Allison, 2016). Principal professional development should encourage them to consider 

how their decisions are perceived by teaching staff and how this perception can impact 

already established trust. Understanding the nuances of perception, communication, and 

intentional relationship development can be impactful components of trust development. 

If these factors can be wielded by principals to reduce stress and burnout in their teaching 

staff, the possible positive effects would be far reaching.  

Principals can begin by devoting 30 minutes of monthly staff meetings to 

conversations where teachers have time to discuss their needs, celebrate successes, and 

outline their goals (Kelehear, 2004). As this conversation unfolds, the principal can 

verbally paraphrase the dialogue to avoid misconceptions (Kelehear, 2004). The principal 

would then write up and send out notes to staff, which teachers can use to develop goals 

that include how the principal can support them (Kelehear, 2004). Effective principals build 

partnerships, create collaborative networks, set directions, consult widely, empower others, 

understand complexity, demonstrate integrity, facilitate capacity building, and turn strategy 

into action (Kadji-Beltran et al., 2013). Principals need more professional development in 

empowering staff, encouraging critique on current school approaches, and exploring all 

possibilities in terms of curriculum, pedagogy, and policy (Kadji-Beltran et al., 2013).  

Improved Induction Programs for Novice Teachers that Facilitate Reference 

Acquisition 

The implications of this research on mentoring programs for novice teachers 

revolves around the identified unique stressors experienced by these individuals. 
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Governing bodies should question whether programs currently in place are meeting the 

needs of today’s novice teachers. Mentoring programs should put specific emphasis on 

tools that novice teachers can use to care for their mental health during the stressful first 

years of their career. 

Literature has identified the helpful interventions to include mindfulness, 

emotional reframing exercises, and self-help books. Hinds and colleagues (2015) promote 

the use of mindfulness-based interventions that promote positive re-framing and 

acceptance of difficult situations. Bekovich and Eyal (2017, 2018) affirm the benefits of 

emotional reframing when the stressors are unavoidable and changes in perception are the 

most realistic and impactful. Jeffcoat and Hayes (2012), in their study of 236 Washoe 

Country School District (WCSD) personnel, examined the effectiveness of using self-

help books to prevent and reduce mental health distress. Participants were randomized to 

receive an ACT workbook that included reading, quizzes, and a post-assessment. Results 

indicate that the workbook positively impacted general psychological health and 

depression, reducing anxiety and stress, with 38% of changes being considered clinically 

significant (Jeffcoat & Hayes, 2012). These studies outline an excerpt of the many 

interventions shown to reduce stress and the potential for burnout. Preventative 

interventions that aim to support novice teachers in stress management cannot just be 

presented in journal articles. They should be implemented as part of teacher induction 

programs.  

Too often induction programs repeat foundational concepts already covered in 

teacher training programs, instead of actively responding to the changing landscape. In 

the current competitive climate in Ontario for example, why not address novice teacher 
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concerns about job security by creating policy that facilitates relationship development 

with their principal? Principals will inevitably be expected to comment on novice teacher 

performance for their next position. Currently in Ontario only 66% of New Teacher 

Induction Program (NTIP) participants are formally evaluated by their principals (Ontario 

College of Teachers, 2019). In an age where novice teachers are required to have a 

principal’s reference from their most recent principal, this simply does not set them up 

for success. Instead, novice teachers face the additional stress of trying to develop a 

positive relationship with their principals, when focusing on their teaching expectations is 

likely a sufficient burden. Either principal observation of all LTO and partial contract 

teachers in their school should be mandated or it should be reconsidered who could more 

appropriately provide reliable references for these teachers. If it is unrealistic for a 

principal to see all these individuals teach, should the requirement of a principal reference 

for job applications be reconsidered? Would qualified, experienced mentor teachers be a 

more appropriate mechanism for providing references for novice teachers? 

Novice teachers face significant pressure to prove themselves to their principals, 

which may result in novice teachers seeking less support and experiencing the stress of 

ensuring they have developed a sufficient relationship with their principal so they can 

secure a principal reference. Ideally, principals should be encouraged to intentionally 

interact with novice teachers. It is speculated that relationship development between 

novice teachers and their principal could be facilitated through scheduled check-ins. 

These check-ins could serve to increase the flow of communication and provide space for 

the principal to consider the novice teacher individually, satisfying the individual 

consideration criteria of transformational leadership that interview participants identified 
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as important. It is the researcher’s opinion that the uncomfortable, forced nature of the 

novice teacher-principal relationship is an unnecessary additional stress for novice 

teachers that could be alleviated through an intentionally designed program. 

Implications for Theory 

It has been well established that transformational leadership is connected to 

reduced stress and burnout (Berkovich & Eyal, 2017; Eyal & Roth, 2010; Zhao & Liang, 

2018). Kelloway and colleagues (2012) identified trust in leader as the factor that 

mediated the positive relationship between perceptions of managers’ transformational 

leadership and employee psychological well-being, suggesting that trust is the key to the 

relationship between transformational leadership and well-being. Yang (2014) 

demonstrated that trust motivates teachers to accept the vision proposed by their 

principals, a foundational requirement of transformational leadership once again. Though 

the present research is grounded in transformational leadership as part of the theoretical 

framework, the questionnaire did not discern whether principals were using this 

leadership style. Instead, the intention was to confirm that within an Ontario context, 

higher levels of trust were correlated with lower levels of burnout consequences, 

including less emotional exhaustion, less depersonalization, and increased personal 

accomplishment.  

Interviews with novice teachers present the lived experiences of these individuals. 

Though these results cannot be generalized, they identify some of the unique stressors 

novice teacher face. In particular, these testimonies highlight how difficult it is for novice 

teachers to navigate the competitive Ontario job market. Interview data also provides 

insight into the connection between trust and transformational leadership. Participants 
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were not prompted during interviews to mention characteristics of transformational 

leadership when describing trustworthy principals. Despite this, all participants indicated 

the importance of the idealized influence and individual consideration pillars of 

transformational leadership for trust development. It is hypothesized that idealized 

influence and individual consideration specifically should be starting points for future 

research seeking to understand the nuance of trust development as it pertains to 

transformational leadership. It is speculated that research exploring transformational 

leadership should continue to focus on the trust element as it is very important.  

Limitations and Suggestions for Future Research 

Though the sample of participants that completed the online questionnaire is 

significant at 165, it is still a small sample of the over 128,000 full-time equivalent 

teachers recorded in the 20182019 school year (Ontario Ministry of Education, 2020). 

By selecting the sample population using a Facebook post followed by snowball 

sampling, a delimitation is that this may increase the bias towards a younger demographic 

of teachers using Facebook. In order to avoid this limitation, a larger sample of data 

should be collected, perhaps using prominent teachers’ unions as a method for 

distribution. Collecting data from all voices is impossible and collecting samples whose 

perspectives can be used to represent commonly held opinions is often the only option in 

research.  

The three novice teachers interviewed serve as an introduction to the untapped 

potential understanding the unique stressors of this group brings to improving the 

transition between studying education at university and formal practice as a teacher in 

schools. This small sample outlines the lived experience of these individuals, which may 
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or may not represent the experience of the many novice teachers currently working in 

Ontario schools. Further research should seek to use larger comparative samples to 

identify how the day-to-day experience of novice teachers differs from those more 

established in the field of education.  

This study focuses on the relationship between a teacher and their principal, but it 

is important to acknowledge that teachers may perceive their principals and vice-

principals interchangeably. All interview questions asked participants to describe their 

principals, but some responses still focused on describing interactions with their vice-

principals. Depending on the school, teachers may have more or less interactions with 

their principals directly, and some interaction may be delegated to vice-principals. It is 

important that educational research continues to explore the difference between the role 

of principals and vice-principals in leadership research.     

This research indicates that there is a statistically significant correlation between 

the perceived level of trust teachers have in their principal and their experience of three 

burnout indicators, which include decreased personal accomplishment and increased 

emotional exhaustion and depersonalization. This research also outlines the unique 

perceptions and experiences of novice teachers, specifically outlining how they perceive 

principals can develop their trust and the unique stressors they face in the Ontario 

context. Future research should explore how principals can be supported in developing 

trust with teachers and how mentoring programs for novice teachers can more 

intentionally address their unique risk of stress and burnout. It is also important to 

understand how emotionally vulnerable teachers are able to be with their administrators 

at work and how this effects their resiliency.  
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The next step is to evaluate mechanisms for promoting trust in the principal 

teacher relationship. Van Maele and Van Houtte’s (2018) study determined that for 

teacher trust in principal, 19% of variance was explained at the school level, indicating 

that “trust occurs as a collective faculty feature” (p. 104). What tools are principals 

currently being given to promote trust development in schools? Integration of training on 

emotional recognition is one possible way to ensure principals can better support their 

teachers’ psychological well-being (Berkovich & Eyal, 2017). Berkovich and Eyal (2018) 

also explored the effects of principals’ communication practices on teachers’ emotional 

distress, another study that delves into an essential aspect of transformational leadership 

and trust development that could be identified as one of the keys for reducing teacher 

stress and burnout. Investing time and energy into this type of research has the potential 

to profoundly impact the experience of teachers and the students they serve.  

Engagement in an improved mentoring program has the potential to change the 

levels of stress, burnout, and consequently the attrition seen in novice teachers. Are the 

current programs in place being evaluated and improved to keep up with societal 

changes? Knowing the answer to this question requires that programs like the NTIP in 

Ontario create opportunities for novice teacher participants to speak candidly, without the 

pressure of job security looming. Until data is collected by an external unbiased source 

that assures the anonymity and protection of participants, these types of programs will 

remain stagnant, wasting valuable time and resources, without supporting novice teachers 

in critical areas.  

It is likely that understanding more about which novice teachers experience 

burnout will help further indicate how burnouts effects can be reduced. It is also worth 
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considering that novice teachers may have specific profiles based on the kinds of people 

who often choose to become teachers, how teacher candidates are selected, and how 

teaching faculty are hired. Future research that explores how the common experience of 

stress and burnout for novice teachers relates to potential similarities between them could 

provide valuable insight for the structure of teacher education programs and hiring 

policies. Identifying actions teacher candidates can take to reduce their own stress and 

burnout when they become novice teachers is also a topic worthy of exploration.  

Though Maslach’s Burnout Inventory (MBI) has been used in thousands of 

studies (Maslach et al., 2018), further research could explore whether certain subscales 

are amplified depending on the primary causes of burnout. For example, are experiences 

of depersonalization more common when negative student interactions are the primary 

stressor experienced? Hinds and colleagues (2015) found that of their sample 71% 

showed signs of emotional exhaustion, 28% exhibited depersonalization, even though 

94% were experiencing personal accomplishment (Hinds et al., 2015). This suggests that 

though burnout has been broken down into these components, teachers can feel 

personally accomplished even in the midst of emotional exhaustion. Teachers at the same 

school do not report the same levels of burnout, suggesting that it is a characteristic of 

individual teachers, not of the collective (Van Maele & Van Houtte, 2014). Research that 

continues to understand the relationship between the factors of burnout will allow 

increased understanding of how to alleviate their negative effects.  

Conclusion 

Overall, this research identifies a connection between teacher trust in principal 

and teacher experience of burnout. This research also presents the lived experience of 
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three novice teachers emphasizing their perceptions of how principals can build and 

break their trust and the unique stressors they face in an Ontario context. Understanding 

the factors that mediate teachers’ experiences of stress and burnout is essential for 

avoiding the inevitable consequences that result. The side effects for a burned-out teacher 

may include health side effects that result from decreased teacher well-being (Herman et 

al., 2018; von der Embse et al., 2016). On a larger scale, the epidemic of teachers work-

related stress increases the financial burdens of increased sick leave (Jepson & Forrest, 

2006) and impacts teacher recruitment and retention (Bloom, 2018). Most notably, 

stressed teachers demonstrate reduced productivity and teaching performance (Herman et 

al., 2018; Jepson & Forrest, 2006; Leithwood, 2006), changing students’ school 

experience, and potentially reducing their ability to learn (Hinds et al., 2015).  

It is essential that there is a shift in society’s acceptance of teaching as a stressful 

job at risk for burnout. Instead factors that positively and negatively contribute to teacher 

stress levels should be identified. By identifying trust in principal as one of these factors, 

the present study begins the process of disseminating the confusion about what can be 

done. By identifying trust as a factor that alleviates teacher stress, priorities can be 

changed, and the policies that shape educational institutions can be modified to create a 

climate conducive to improved teacher well-being.  
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Appendix A 

Facebook Call for Participants 

 

Calling on Ontario teachers or anyone who knows an Ontario teacher! 

My name is Colleen DeKlerk, and I am working on my Master’s thesis which looks at 

teachers’ perceptions of stress and trust in the workplace.    

To participate you must be: 

- Currently teaching in Ontario 

- Working in an LTO or full-time position 

Online Survey 

If you meet these criteria, you are invited to complete the anonymous online survey 

below that looks at the level of trust teachers have in their principals and how educators 

view their job and the people with whom they work most closely. Please pass this link 

along to anyone who is eligible to participate! 

 

SURVEY LINK TO BE INCLUDED HERE 

 

Interested in being interviewed on this topic? 

Ontario teachers that have been working as a full time teacher for 1-5 years (either in an 

LTO or full-time contract position) are invited to contact me by email 

(cl09cd@brocku.ca) to take part in an individual interview that will focus on teacher 

experiences of trust and stress in the workplace.  

 

The anonymous survey is anticipated to take approximately 25-35 minutes to complete 

and the individual interview is expected to take between 45-60 minutes to complete. 

 

Please feel free to contact me if you have any questions or would like more information 

about my research.  

Colleen DeKlerk 

Primary Student Investigator 

905-328-8995 

cl09cd@brocku.ca 

 

 

 

 

 

 

mailto:cl09cd@brocku.ca
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Appendix B 

Online Survey 

 

To participate in this aspect of the study please read each of the questions carefully and 

select the response you believe is most correct. Please answer the questions based on the 

currently acting principal in your workplace. If you work in multiple schools, please 

choose one school as your focus for the survey responses. If you work with multiple 

principals (not including vice-principals), please choose one principal as your focus for 

the survey responses. After you complete the questionnaire please submit it. Your 

questionnaire is not provided to the researchers until you submit it.  

 

INFORMED CONSENT 

 

I have checked the box below to indicate that I voluntarily agree to participate in this 

study described above. I have made this decision based on the information I have read in 

the Information-Consent Letter. I have had the opportunity to receive any additional 

details I wanted about the study and understand that I may ask questions in the future. I 

understand that I may withdraw this consent at any time before completing and 

submitting the questionnaire. If you do not consent to participate, please select the "I do 

not wish to participate" option.  

 

a. I voluntarily consent to participate in this study. 

b. I do not wish to participate.  

 

1. I currently work teaching K-12 students at one Ontario school.  

a. Yes 

b. No 

 

2. What is your sex? 

a. Female 

b. Male 

c. transgender or intersex 

d. prefer not to say 

 

3. Under what capacity are you currently working as a teacher? 

a. Full-time permanent 

b. Full-time contract position 

c. Long Term Occasional (LTO) 

 

4. Which of the following best describes the school your currently work at? 

a. Public School 

b. Catholic School 

c. Private School 
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5. The school you work at includes students that are in which of the following grade 

categories? 

a. K-8 

b. 9-12 

  

6. How many years of experience do you have working as a teacher? 

a. 0-2 years 

b. 3-5 years 

c. 6-10 years 

d. 11-15 years 

e. 15-20 years 

f. More than 21 years 

 

7. For how many years have you been working with your current principal? 

TEXT BOX (numerical response required) 

Omnibus-T Scale (Copyright© Hoy and Tschannen-Moran, 2003)   

Please indicate your level of agreement with each of the following statements about your 

school from strongly disagree to strongly agree.  

 

8. Teachers in this school trust the principal. 

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 

 

 

9. The teachers in this school are suspicious of most of the principal’s actions.  

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 

 

 

10. The teachers in this school have faith in the integrity of the principal. 

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 

 

11. The principal in this school typically acts in the best interests of the teachers.  

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 
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12. The principal of this school does not show concern for the teachers.  

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 

 

13. Teachers in this school can rely on the principal.  

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 

 

14. The principal in this school is competent in doing his or her job.  

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 

 

15. The principal doesn’t tell teachers what is really going on.  

 
Strongly 

disagree Disagree 

Somewhat 

disagree 

Somewhat 

agree Agree 

Strongly 

agree 

1 2 3 4 5 6 

 

MBI for Educators Survey (Copyright© Maslach, Jackson & Schwab, 1986)  

 

The purpose of this survey is to discover how educators view their job and the people 

with whom they work closely.  

 

Instructions: On the following pages are 22 statements of job-related feelings. Please 

read each statement carefully and decide if you ever feel this way about your job. If you 

have never had this feeling, select the number 0. If you have had this feeling, indicate 

how often you feel it by selecting the number (from 1 to 6) that best describes how 

frequently you feel that way.  

 

How often:  

 

Never 

A few times a 

year or less 

Once a month 

or less 

A few times 

a month 

Once a 

week 

A few times 

a week Every day 

0 1 2 3 4 5 6 

 

** Questions not included for copyright reasons** 

 

After the questionnaire is submitted the following feedback page appears:  

Thank you very much for your participation in this research study.  
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If you wish, you are welcome to share this survey link with other Ontario teachers that 

you know by sending them the following link: 

 

SURVEY LINK WILL BE INCLUDED HERE 

 

If you have been working as a full-time Ontario teacher for 1-5 years (either in an LTO or 

full-time contract position) and you would like to also participate in an individual 

interview as part of this study, please email the primary student researcher, Ms. Colleen 

DeKlerk at cl09cd@brocku.ca to set up a mutually convenient time.  

 

If you would like to receive an executive summary of the final study results you may 

contact Ms. Colleen DeKlerk by email (cl09cd@brocku.ca). You will be sent this 

summary within 12 months of your participation in the study. 

 

Thanks again for your participation! 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

mailto:cl09cd@brocku.ca
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Appendix C 

Individual Interview Prelude and Interview Prompts  

 

Pre-Interview script to be read by the interviewer as prelude to the interview: 

Thank you for agreeing to participate in the research study entitled, “The Impact of Trust 

in Principal on Teacher Burnout: Using Transformational Leadership to Decrease 

Teacher Job Stress” being carried out by Ms. Colleen DeKlerk (a Master of Education 

candidate) and Professor Michael Savage (a faculty member) from Brock University. The 

purpose of this research study is to explore teachers’ understandings of trust in their 

principal, and job stress.  

 

As part of this interview here, we would like to continue to explore: 

 Your perceptions, understandings, and attitudes towards trust in your principal 

and job stress. 

 Your personal experiences of trust in your principal. 

 How you envision a principal that is trustworthy 

 How you envision a principal that is untrustworthy.  

 

We appreciate your willingness to share your understandings and experiences with us. 

Before we begin this interview, I would like to remind you of your right to withdraw 

from this study. As outlined in the information letter and consent form that you signed at 

the beginning of the study, your participation in this study is entirely voluntary. You may 

withdraw from the study or any part thereof at any time, for any reason, without any 

penalty.  

 

We anticipate that participants will find engaging in a discussion about trust and job 

stress to be enjoyable and potentially enlightening. Again, please be aware that you are 

not required to answer any of these questions and may elect to skip or terminate the 

interview session as any time without any penalty.  

 

We would also like to remind you that your comments are confidential. That is, we will 

not directly share your responses with others including your employer. Rather in order to 

protect your privacy and ensure that the information you provide is confidential, you will 

be provided with a pseudonym that will be used in collecting, analyzing, and reporting of 

information collected during this part of the research project. In order to protect the 

confidentiality of others, please avoid using the actual names of colleagues, 

administrators or students as part of this interview (if you do by mistake, we will remove 

their names from the transcription).  

 

As outlined in the Letter of Information/Informed Consent for this study, this session will 

be audio-recorded for transcription and data analysis. Within two weeks following this 

interview you will be emailed a copy of the session transcript for review and verification 

of accuracy. If you wish, you may make any changes and return those changes by email 

to the primary student researcher within two weeks. If I do not hear back from you within 

two weeks, I will assume that the transcript is accurate, and you do not require any 
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revisions. Details of this process will be included in the email containing your 

transcription. If you do not wish to make any changes, or the researchers do not hear from 

you within two weeks, the transcript will be used as is.  

 

Do you have any questions or concerns about the interview process? Again, please be 

reminded that if you wish to skip (or not answer) a question, or wish to leave the 

interview session, please let me know and I will abide by your wishes without question. 

Additionally, once the interview is over, you may contact me if you would like to 

withdraw from the study completely. Upon withdrawal you may choose to have any data 

destroyed that has been collected during your interview. There will be no penalty for 

withdrawal, and your withdrawal would not jeopardize our relationship or the completion 

of the study.  

 

May I begin audio recording? 

 

Interview Questions and Potential Prompts 

 

Demographic Questions 

1. How many years have you been a teacher? 

 

2. How many different principals have you worked with? 

 

3. What subjects/grades do you currently teach? 

 

Trust 

4. What comes to mind when you hear the word trust?  

 

5. What role does trust play in your job as a teacher? 

 Does it play a role with students? 

 Does it play a role with colleagues? 

 

6. What would an ideal principal that you trust look like? 

 What can a principal do to build your trust? 

 How would you know they were trustworthy? 

 How would they interact with parents? 

 How would they look interact with other teachers? 

 How would they interact with you? 

 What values might they have? 

 What behaviours might they exhibit? 

 What are their priorities? 

 How would they run their staff meetings? 

 

7. How would you describe a principal that you don’t feel you can trust? 

 What can a principal do that would destroy trust? 

 How would you know that they are not trustworthy? 

 How would they interact with parents? 
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 How would they look interact with other teachers? 

 How would they interact with you? 

 What values might they have? 

 What behaviours might they exhibit? 

 What are their priorities? 

 How would they run their staff meetings? 

 

8. In Ontario, principals are frequently moved between different schools. How can a 

new principal show you that they’re trustworthy? 

 

9. Reflect on a time when you felt your principal had your back. Describe that 

situation to me.  

 How did you know they were supporting you? 

 Were you surprised that they had your back? Or did you already trust that they 

would? 

 

10. Reflect on a time where you felt unsupported by your principal. Describe that 

situation to me. 

 How did you know that they were not supporting you? 

 Were you surprised that they did not support you? Or did you already know 

that you couldn’t trust them? 

 

11. What factors/circumstances might facilitate a trusting relationship? 

 

12. What factors/circumstances might impede a trusting relationship? 

 

Stress 

13. What are some stressful aspects of your job as a teacher? 

 

14. How do you think your level of trust in your principal affects your job stress? 

 

15. What does your principal do that decreases your stress level? 

 

16. What does your principal do that increases your stress level? 
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Appendix D 

Scatterplots to Assess for Monotonic Relationship Between Variables 
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