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ABSTRACT

Daspite ihe [ncreasing concems regarding the levels of stress expenenced by feachers, and
the potential resultant effects of this stress, refatively little is known akout the potential effects
of coping strategies and perceived social support in coping with teactier stressors. This study
aimed to investigate whether both general and specific ways of coping (namely. problem-
fosused, emotion-focused and escape-avojoance coping) have the potential fo moderate the
refationship between stressors and strain experienced by individuals within the teaching
profession. Furthermors, attempls wers rmade to esiablish which of these types of coping
strafegles are most effective for coping with the typwal sfressors faced by teaching
professionals. Simitarly, this study investigated whether perceived social support has the
potentfal iv moderate the stressor-strain refationships experienced by teachers, and examined
which fypes of social support (namely. perceived social support from family, friends,
supernvisors, or colleagues) have the pofential to effectively moderale this relationship. The
data were collectad using questionnaires, which were distribufed amongst seventesn
elementary schaols within tha Gauteng region. The sample for this sludy consistec of 188
English-speaking, elementary school feachers, empioyed on a full-dime basis. Moderated
muiltiple {inear regressions were camied out in order to invesligate whether coping stralegies
and social support have the potential fo moderate the strassor-strain relationships, and
analyses of variance wera used fo detsrmine which of the three ways of coping (that is,
problem-focused, emofion-focused, or escape-avaidance coping) has the pofential to be the
most sffective for coping with feacher stressors. Generally, the use of coping stralegies was
found to signiffcantly moderate the investigated stressor-strain relationships of teachers, while
the potential of specific ways of coping to moderate pariicular stressor-sirain relafionships
appears o be specific to the situation. Similar results were found with regards fo percsived
sucial support, FProblem-focused coping strategizs were generally found to be the most
effective methad for coping with a range of teacher stressors, but its efficacy was also found
to be situation-dependent.
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[ INTRODUGTION |

The ievels of stress experienced by individuals empioyed within the teaching profession has, for some
time now, bsen a subject of concern, Teachers could be regarded as the backbone of the educational
system, without whom, the framework of the education system would crumble. Accordingly, significant
decreases in the levels of competent and effective teaching has the potential fo prove destructive to
the educationa) possibilities of the nation's youth. In order to he able to prevent and moderate the
affects of these high levels of stressors experenced, more information regarding the potential
moderators of thess effects is required.

This study has lirnited its focus to the ways in which the types of both coping strategies and social
support could potentially moderate the stressor-strain relationshipes within the teaching professlon. The
literature review which follows will attempt to provide an ovaerview of the cument research findings
regarding teaqher stressors and sirain, as well as the contemporary theories surrounding ways of
coping and social support. A description and explanation of the methodology used for the purposes of
this study will be followed by the results of the statistical analyses of the data gathered. The
discussion of the implications of the findings will conclude with suggested directions for future
research.



LITERATURE REVIEW

There appears to sxist an increasing interest and concem in the subject of teacher stress and coping.
This concem is possibly particularly perlinent in the case of the South African educational system.
Within this chapter, the general aspects of teacher stress will be cutlined, which will be followed by a
discussion of teacher stressors which have been found to be specific to, and common within, the
teaching profession. An examination of the types of stressors which could be considered unique to
the South African situation will also be included. The investigation into the potential consequences of
teacher siress will be proceeded by a discussion of the cument views regarding background variables
and psychological and physiological strain. Models of stress will be outlined in order to intruduce the
model of stress which has been adopted in this study. Finally, the major hypotheses of this study will
follow,

TEACHER STRESS

"...Many falented men and women [in the teaching profession) with high expectations of achievement
are dispirited and disilusioned. Some leave the profession, cthers stay but are plagued by a multitude
of physical, emotionzl and behavioura! stress-related manifestations.”

(Milstein and Golaszewski, 1985, in Cocper, 1995, p.69).

Teaching has been termed "a profession in peril® (French, 1991, p. 208), and many research findings
have reinforced this rather bleak view of the teaching profession. Holland and Michael (1993) suggest
that teachers frequently become disiliusioned with the teaching occupation as a result of the lack of
meaning and satisfaction which the tasks now provide them. Studies conducted in a number of
Western countries have reported that teaching is regarded as a highly stressful occupation, with
teachers éppearing to suffer from higher levels of stress and strain than non-teachers (Pithers, 1995;
Cox and Brockley, 1984). Researchers have found that approximately one-third of teachers in a
number of countries regard teaching as highly stressful (Boyle, Borg, Faizen and Baglioni, 1995),
which has contributed to the “increasing flight of competent teachers from the classroom, as well as a
general physical and emotional exhaustion and exasperation of & large number who remain®
{Cunningham, 1982, p.220). Kyriacou {1987, in Borg and Riding, 1991) points out that the high levels
of stress experienced by teachers appears not to be specific to a particular context, but instead is a
more cross-cultural phenomenon which seems to be steadily on the increase,
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At present, a wide range of theories exist regarding the causes, consequences and effective coping
strategies of teacher stress (as will be outlined Jater in this chapter). A variety of these theories have
been studied, in atiempts to test these views, but the results have often proved confliciing and
inconclusive, Considaring the apparant widespread incidence of sevire teacher strass (and its
potantial consequences), t would appear that these aspects of teacher stress require further
exarnination and consideration.

TEACHER STRESSORS
Trendall {1989, in Kelly and Berthelsen, 1995, p. 346} maintains that stress is a “multi-factorial

concept composed of facters within the individual, the organisation and nature of the workplace, and
tha nature of the wider society”. A siressor has been defined as "a subset of environmental conditions
that are likely to be appraised as damanding and to have implications for a person’s weli-being” (Moos
and Bwindla, Jr, 1990, p.30). A brief discussion of potential organizational and workplace stressors
foltow, which is then proceeded by a number of broader societal issues and pressures. The individual
background varfables which have been investigated as possibly being related to the teacher stressor-
strain relationships will be discussad at a later stage in this chapter,

Baoyle, Borg, Falzon, and Bagiioni, Jr {1995) found that the majority of teacher siressors fall into five
distinet dimensions, namely, neads for professional recognition, poor relations with tolleagues,
student misbehaviour, tima and resource difficulies, and workload (all of which were used as
measurements of teacher stressors for the purpeoses of this study). Pithers and Fogarty (1995, in
Fithers, 1995) appear to concur with these findings, citing a number of comimonly experienced teacher
stressors which include lack of student discipline, work overload, lack of time and resources, poor
management of the school, poor relationships with colleagues, role ambiguity and conflict, and a lack
of professional recognition and respect from others. This corresponds to other research conducted,
which adds fo the list of stressors such negative aspects as student apathy, excessive paperwork,
lack of administrative support, inadequate saiares, paor parentteacher relationships, overcrowded
classrooms, as well as feelings of self-estrangement and isolation {Cooper, 1985; Monialvo, Blair and
Hoor, 1995; Pretorjus. 1984; Okebukola and Jegede, 1992: Dooley, Rook and Catalano, 1987;
Russell, Altmaier and van Velzen, 1987; Wangberg, 1982; Cooper and Marshalf, 1578). The effects of
this isolation can be exacerbated when the teachers hold the view that their problems are unique and
as a result of somse type of falfure on their own part, thereby res.ting in the intemnalisation of problems
and stressars (Newell, 1990, in Wangberg, 1992). Thomso;: and Wendt (1985) suggest that teachers
typicaily work in isolation, with little significant professional contact with their colleagues.
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Furthermore, the influence which teachers are able 0 axert in their classrooms has been found to
seldom exiend to other aspacts of the management of the schooi, which has been found to be
another potential cause of frustration and alienation from the school [Newman, Rutter and Smith,
1989, in Thomson and Wendt, 1995). Pithers (1985) suggests that the powerful interpersonal
demands of teaching, in conjunction with the considerable task demands and expectations, can often
result in high levels of potential stress for such individuals, Kelly and Berthelsen (1995) submit that
social change has sefved fo increase the expectations of parents and the community in general, with
respact to the standard of education and the oufcomes of the systemn, and that the weight of
expectations falls primarily on the shoulders of the teaching fratemity. Wangberg (1982) also
maintains that the teachsr is typicaily called v - to fulfil 2 number of roles within a working day,
which involves a high frequency of interactions with others, relative to other prefessional occupations.

The school teaching environment is currently undergoing a number of significant changes, which has
craated a sense of crisis in a workplace which has been characterised as a “slow-changing,
bureaucratle organisation that seldom fosters peer dialogue and growth” (Thomson and Wendt, 1985,
p.289). These. changes are particuiarly felt within the cument South African euwucational system.
Sylvester (1898, p.7) suggests that "South African teachers have in recent years been made the
scapegoats for disrupted classes, poor...results and a lack of discipline among pupils, and they no
longer enjoy the respect and reverence once shown to them®. The job security of South African
teachers is further under threat at present, with increasing rates of refrenchments and departmental
cutbacks (ibid.). Moreover, considering that change is regarded as one of the most significant
potential stressors for teachers, (especially that which {s perceived to be beyond the control of the
individual), {Travers and Cooper, 1993; Fisher, 1884), the intreduction of Curricalum 2005 in 1998
could forseeably create yet another major stressor for elementary school teachers, (For an outiine of
the principles of Curriculum 2005, see Appendix 2 on page 80). Futhermore, increasing pressure is
heing placed on the educational system of South Africa to correct social and aconomic problems,
which are generally regarded to exist as a result of the former apartheid system of schooling
(Pe=nrius; 1994). The education system has also become an often contentious subject for interested
pavii.- oh social, economic and political levels. This has served 1o place the spotlight on the education
system, and thereby exert added pressure and expectations on the teaching staff of such educational
institutions.



POTENTIAL CONSEQUENCES OF TEACHER STRESS

it appuars v be widely accepted that occupational stress has the potertial to have significant
implications for both the physiciogical and psychological well-being of individuals (Fletchier, 1591, in
Kelly and Berthelsen, 1995; Moos, 1988, in Fisher and Reason, 1988). Kelly and Berthelsen {1985)
maintain that oocupational stress needs to be understood in the spacific eccupational context in which
it has oceurred, Therefora the unigue and specific aspects of teacher stress should be carefully
considered, as well as the generalisafions that can be made with other ocoupational stresses.

Teacher stress has been defined as “a respense of negative affect (such as anger or depression) by a
teacher, usually accompanied by patentially pathoganic physiological and bicchemicat changes (such
gs increased heart rate...) resulting from aspects of the teacher’s job and mediated by the perception
that the dermands made upon the teacher censtitute a threat (o his [or het] seif-esteern or well-being
and by coping mechanisms activated fo reduce the perceived threaf” (Kyriacou and Sutciiffe, 1978,
p.2). Failure to raduce the perceived threat will result in strain. Potential stressors can be physical,
psychological, or a combination of the twe (ibld.). Research findings suggest that teachars who are
experiencing high levels of psychological or physioiogical strain might develop attitudes or behavieurs
which could consequently have the potential to affect the teaching relationship and leaming process
of the individuals being taught (Blase, 1986, in Franch, 1991; Kyriacou and Sutcliffe, 1978).

Goldberg (1979, in Thatcher, 1995) suggesied that symptorne of strain are divisible into four distinct
factors, namely, somatic symptoms, amxiety and insomnia, symptoms of social dysfunction, and
symptoms of severe -Jepression. (These dimensions were used as measwements of strain within this
study). In accordance with these theorised dimensions of strain, potential consequences of high lavels
of psychologicat and physiological strain are said to include physical, behavioural and psychological
symptoms (Cunningham, 1982). Physical symptoms include symploms ranging from headaches, back
aches and pepfic uicers, through to sleep disturbances, hypertensicn and physical exhausiion
{Cooper and Cartwright, 1994; Wright, Bonett and Sweeney, 1993; Russall, Altmaier and van Velzen,
1887). Absenteeism, tumover, lack of commitment and dedication, deterioration in work performance,
and an inabilty to take work "seriously' are all examples of behavioural symptoms (Byme, 1893b;
Lunenburg and Cadavid, 1892; Cunningham, 1982). Psychological symptoms extend from feelings of
anger, deprassion, loss of self-esteem, imitabilty, helplessness and hopeiessness, through to
psychological “burnout” (Byme, 1891; Russell et al, 1987). Teacher bumout has been defined
specifically as "exhaustion, negative self evaluation..and negative atftudes towards students”
(Friedman, 1993, p.1038), but also incorporates other aspects of the general burnout phenomencn,
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Bumeout in an individual is assumed to ocour as a resulf of psychological strain (Spielberger and
Sarason, 1981, in Lunenburg and Cadavid, 1292), and is regarded as the “final step in & progression
of unsuccessful attempts to cope with negative stress conditions” (Byrme, 1983a). Bumout has been
defined as a multidimensional syndrome comprised of three major cognifive or affective companents.
namely, emotional exhaustion, depersonaiisation of others, and feslings of reduced personal
accomplishment (Friedman, 1995; Evans and Fischer, 1983, Lee and Ashforth, 1983), Along with
these components, cynicism (Greenglass and Burke, 1988), defensivengss and autocratic behaviour
{Cunningham, 1982), and physical fatigus and cognitive weariness {Friedman, 1993} have beer: found
to be sccompanying symploms of burnout. Emotional exhaustion is said to bz caused by excessive
psychological and emotional demands which are made on individuals {Jackson, Schwab and Schuler,
1986}, and refers to feelings of overexiension and fatigue as 5 result of the daily pressures of the
occupation (Friesen and Sarros, 1988). Maslach (1982, in Frivsen and Sarros, 1989, p.173) explains
emotional axhaustion as "a pattem of emotional overoad.. {whare] pecple feal drained and used
up... Thay lack energy to face ancther day’. A sign of amotional exhaustion is the teacher's perceivec
inability to give of him/herself to the students, which is in contrast to what hefshe was able to offer in
the earfiar career stages (Pretorius 1884; Byme, 1893b),

Papersonalisation of others refers fo the development by teachers of negative, uncaring or indifferent
attitudes towards pupils, parents of pupils and/or colleagues (Friedman, 1995; Pretorius, 1994, Byme,
1953a; Byme, 1893b). This could result in *a very cynical and dehumanised perseption of [others]...in
which they are labeled in derogatory ways and treated accordingly” (Maslach and Pines, 1977, in
Friesen and Sarros, 1889, p.179). Teachers suffering frorn bumont could begin to view and freat
others as mere objects, and this is said to often be reflacted by the use of object labels, rather than
person names (Jackson, Schwab and Schuler, 1988). This cynicism and callousness could have
harmful effects on their relationships with students’ parents, students, collesgues and superiors
(Byrne, 1893b}.

Faelings of low personal accomplishment is the third component of the bumout phenomenon, and
refars to the perception of inadequate persenal or professional achievernent, which results in the
diminlshing of a sense of self-esteem (Friedman, 1995, Friesen and Saros, 1989). Teachers may
perceive themsealves as Ineffectual in attempting to educate students, as well as in fulfilling various
other schaol responsibilities (Byme, 1993b). According to Lunenburg and Cadavid (1892), feelings of
leamed helplessness could also result when teachers begin to feel chronically unsuccessful,
ineffective and powerless.
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Coopar and Marshali {1976, in Byme, 1991, p.197) propose that educator bumout is “a function of
stressors engendered at both the organisational and individual levels’. Research has found that
teacher bumout is a function of the quality of the individual's working life at the school (Byme, 1993b;
Cunningham, 1982). Negative aspects of teaching have the potential to eventually 'wear out’ the
individual, resulting in consequences such as tiredness, inability o concenfrate, inefficiency or
dysfunction in the prepsration and tasks of teaching, excessive boredom, and indifference (Lamude
and Scudder, 1994; Cunmingham, 1982), Farber and Miller (1981, in Byme, 1993b) found that
teachers suffering from bumout tended to be less sympathetic towards students, with a lower level of
tolerance for class disruptions or changes to schedules. it has been reported that bumout has heen
found to be comelated with the increased use of alcohol and drugs (Maslach and Jackson, 1981, in
Greengiass and Burke, 1988). Feslings of alienation, iess acceptance of their ideas, less
sncouragement and praise, lowered morais, and reduced flexibility are among the potential
implications of teacher bumout for students {ibid.).

BACKGROUND VARIABILES AND STRAIN

In general, research investigating the possible influence of background variables on the levels of
strain and burmout have yielded inconsistent and inconclusive findings, Researchers have generally
explored the individual's background variables of gender, age, marital siatus, level of schooling
taught, yvears of e:perience, and the type of student taught (Kelly and Barthelsen, 1995; Smith and
Bourke, 1992; Byrne, 1991). Russell, Altmaier and van Velzen (1987) clte a long list of research
studies which have found positive relationships befween demographic variables and psychological
and physiological strain (for example, Furmham, 1987; Payne and Fumfham, 1987; Anderson and
Iwanicki, 1984; Schwab, Jackscn and Schuler, 1984; Beck and Gargiulo, 15383; Crane and lwanicki,
1983; Schwab and Iwanicki, 1982), Similarly, Byme (1891} details research studies that have found
gender differences on variables such as depersonalisation, emeotional exhaustion, and personal
accomplishment. Borg and Riding {(1991) also report on siudies which found that females report
higher levels of strain than their male countarparts, and that the percaived stressors were significantly
different for the two groups. Contrary to these seemingly consistent findings, Kelly and Bartheisen
(1995) present a lengthy record of contradictory research studies, some of which have found such
relationships, and others which deny the possibility of these relationships.

Simllarly, a number of studies have produced resuits which suggest that young teachers suffer from
far higher levels of psychological and physiological strain than do thelr older counterparts (for
example, Laughlin, 1984, in Borg and Riding, 1981; Maslach and Jackson, 1981, in Byme, 19881),
However, these relationships are again disputed by findings of other research (such as Anderson and
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Iwanicki, 1984, Schwab and Iwanicki, 1982, in Byme, 1891). The variable of years of experience of a
teacher has produced similarly inconsistent findings. Some rasearch studies have reportad findings in
which more experienced feachers suffer significantly less strain than their less experienced
eounterparts {Byme, 1991}, while others steadfastly maintain that no such relationships exist
according fo their findings (for example, Anderson and lwanicki, 1984, and Schwab and iwanicki,
1882, in Byme, 1981).

Inconsistent findings have rendered it impossible for researchers in the field of stress %o reach any
consensus as to whether demographic variables are refated to levels of stressors or strain. While
authors such as Kelly and Bertheisen (1995, p.346) emphatically maintaln that “demographic variables
do not predict stress”, others tentatively suggest that the relationship between demographic variables
and the sfress process is "worthy of further study” {Byme, 1991, p.198). Brenner and Bertell {1984, in
Buoyle, Borg, Falzon and Baglionl, .1, 1995, p.51) assert that {eacher stress results from “the combined
effects +* the teacher and school characteristics, potential stressors in the school environment, actuat
stressors, overall perceived work-related stressors, stress reactionsfsymptoms and heafth status,
personality characteristics and coping mechanisms, as well as non-wok refated stressors”. Clearly
then, the processes involved in teacher stress are multidimensional and compiex, and would seem to
warrant still further research inte the relevant components and their interactions,

Owing to concemns resulling from the findings on the costs and consequences of strain on teachers
and the teaching process, the numter of research studies conducted in the area of teacher stress is
steadlly increasing, with the majority of earlier studies focusing on the sources (stressors) and
correlates, as well as the magnitude of teacher stress (Salo, 1995). The area of coping with teacher
stress is, however, also an impartant aspect of the strass process, and there is a growing tendency
amongst researchers to study stress and coping together (Salo, 1985). Indeed, it has been suggested
that it could prove artificial to attempt to study stress independently of the coping variable (Lazarus,
1980). Despite this, there exists at present a dearth of information about the coping processas of
individuals empioyed within the teaching profession. There do, however, axlst a number of models of
stress which include the coping process as an integral aspect, and these will be outlined now.

MODELS OF STRESS

Dewe (1989) points out that despite the abundance of research materia! on stiess, there appears to
exisis a determined lack of agreement on the definltiion of stress and its processes. A number of
models of stress have been hypothesised, one of which is termed the engineering model of stress.
This approach regards stress as resuliing solely from pressures in the environment (Hinkle, 1974, in
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Boyle et al, 1995). Stress ic therefore defined as the “external envirohmental stimutus characteristics”
{Cox, 1978, in Boyle et al, 1885, p.50). The physiological perspective, on the other hand, emphasises
the physiclogical responses to stress (DeFrank and Stoup, 1949, in Boyle et al, 1995). and defines
stress in terms of the physiological responses induced by stress (Cox, 1978, in Boyle et al, 1936). This
model of stress focuses sofefy on the individual's response o a strasseor, and the efect of the physical
demands made on the body by the stressor (Romano, 19082).

The transactional or interactional perspechve appears to be the model 1o which most now subscribe
{Boyle et al, 1985; Weber and Laux, 1990; Dewe, 1989), and this is the most complex of the three
models, This perspective, which is also called the cognitive-transactional approach (Roberts, 1995), Is
8 more persor-centred approach to the study of stress (Weber and Laux, 1980), and refers to *a
particular kind of relationshlp between person and snvironment® (Lazarus, 1966, in Lazarus, 1980,
p.3). Lazarus (1990, in Weber and Laux, 1990, ».37) has exple'nad that this perspective views the
individual as a "complex, organised being with goal commitments and beliefs about self and world,
integrated inta a cohsrent, functional pergonality system”. This is clearly in sharp confrast with both
the engineering maedel end the physiological perspective. Lazarus {1990, p.3) explains that the term
‘transaction’ ‘implies that stress is neither in the environmental input nor in the person, but reflects the
conjunction of a person with certain motives and beliefs...with an environment whose characteristics
pose harm, threats, or challenges depending on these person characteristics”.

DiAGRAM_1: SIMPLIFIED DIAGRAM OF TRANSACTIONAL OR INTERACTIONAL MODEL
ANTECEDENTSINPUTS OUTCOMES/CGNSEQUENCES

[Environmental Strass‘yﬁ 4
Individual Perception individual Responses Individual Characleristics Charactensﬂc:s
{e.g. coping strategies, J " (e.g. soclal support, support,
values, personality)

MODERATORS

This model of stress {simplified in Diagram 1 above) was initially advanced by Folkiman and Lazarus,
and views stress as & complex transactfon or interaction between environmental demands and
constraints, and the individual's needs and resources (ibid.). It emphasises the dynamic relationship
between "one's cognitive evaluation of a situation and subsequent coping” (Santiago-Rivera,
Bernstein and Gard, 1995, p.374), and this perspective regards the cognitive appralsals and coping
responses as the most significant varables In understanding the stress process (Roberts, 1995).
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Strain (the negative result of a stressful siivation) is therefore deterrined by the perception of a
siressor, the perceived infensity of the stressor, the strategies used to cope with or to resolve this
stressor, and the degree of succuss of the strategies used, as well as a number of individual
characteristics {such as levels of available social suppart, values, personality and cthers) (Osipow,
1981). Thus, the effects of potential sbessors are a function of the individual's cognitive appraisais
and copir ¢ strategies (Roberts, 1985),

The cognitive appraisal process is divisible into the primary and secondary appraisal (Roberts, 1995;
Lazarus, 1980; Puffer and Brakefield, 1988). Primary appraisal involves evaluating whether the
encounter (or transaction) involves harm or is a ¢ .eat of hamm {Lazarus, 1990; Folkman, Lexzarus.
Dunkel-Schetter, Delongis and Gruen, 1986}, Once the encounter has been aprraised as being a
stressor, the individual appraises which erping responses would be necessary to eliminata ar reduce
the potential resultant strain (that is, the secondary appraisal} {ibid.). in this way, the individual's
cognitive appraisal of the encounter determines the effective presence and extent of the stressor
{Gadzella, Ginther, Tomcala and Bryant, 1851).

In accordance with the interactional nature of the stress process, some studies have found that coping
processes and social support have the potential to act as moderators in the relationship between
stressful life events and consequent psycholegical or physiological strain (Zeidner and Endler, 1996,
Higgins and Endler, 1995; Decker and Borgen, 1993). Koeske, Kirk and Koaske (1983, p.321)
suggest that "effective copars should be buffered against the negative consequences of stress by the
implementation of thair strafegies.. As stress conditions increase, the effective copers, being insulated
by the proceduras they enact, should show less negative sffects’. (Decker and Borgen (1993) point
out that no consensus has been reached regarding the existence of such relationships, owing o the
contradictory and inconclusive research resuits thus fan.

Termed "recursiveness” or "reciprocal determinism” (lLazarus, 1990, p.11), each variable within the
stress process has the potentigl to affect any other variable in the process, Therefore, the coping
strateglas and availability of the coping resource of social support are capable of changing the levels
of strain percei\}ed by the individual through the provision of feadback (Pithers, 1995), Because some
individual characteristics, such as personality and values, would be almost impossibie to manipulate,
the coping resources used by individuals can be the focus in an attempt to influence the stress
process. Effective coping strategies are capable of influencing both the perception of stress and the
levels of resuitant strain, and Is therefore 2 very importarit factor which is able to be manipulated in
the stress procass. Similarly, seeking the support of social relationships during a stressful encounter
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could alse prove an effective resource with which to attempt fo moderate the stressor-strain

relationship.

COPING

Coping has been defined as “a set of concrete responsas to a stressfu! situation or event that are
intended to resolve the problem or reduce the distress” (Costa and MceCrae, 1989, in Matson, 1895,
p.BY). Lazarus and Folkmen (1984, in Decker and Borgen, 1983, p.470} have likewise explained the
precess of coping as the “constantly changing cognitive and behaviourat efforts to managa spacific
extenal and/or internal demands that are appraised as taxing or exceeding the resources of the
person”, Classification schemes for coping processes have divided responses into method of coping
and focus of coping (Billings and Moos, 1881). The methods of coping system has divided activa
attempts to resolve stress inte .tive and behavioural mechanisms, namely active-cognitive and
active-behavioural coping (Puffer and Brakefield, 1989; Billings and Moos, 1981; Lazarus, 1966).
Active-cognitive coping refers to attempts by the individual to manage his/her appraisal of the stressful
situation, while active-behavioural coping aliudes to overt behaviours in an atiempt to resolve the
stressful event and/or its effects (Billings and Moos, 1981). Attempis o avoid resalving the stressful
events is termed avoidance coping, and refers lo activities such as eating er smoking in an attempt to
Torget about’ ths stressors {fbid.).

The focus of coping classification is comprised of problem-focused and emotion-focused coping
(Billings and Moos, 1981; Endier and Parker, 1990a; Lazarus, 1991; Folkman and Lazarus, 1985).
Attempts fo directly change “the froubled person-environment relationship by acting on the
snvironment or oneself’ (Lazarus, 1993, p.238), and thereby change the ferms of the relationship
{Laxarus, 1990), is regarded as problem-focused coping, Problem-focused coping could include the
callection of more information about the problem, or assessing ways in which to address the chalienge
{Endler and Parker, 1990b). Emotion-focused coping emphasises the cognitive or behavioural
responses which ave designed to alleviate the emotional reactions to the stressful event without
actually impacting on the event itself (Biork and Cohen, 1993; Folkman and Lazarus, 1988; Billings
and Moos, 1981). Lazarus (1980, p.4) explains that *what Is attended to may be changed, or ifs
meaning is changed.. when the person denies or distances the threat, which in turn also affects the
appraisal”. In this manner, the “relational meaning” of the event is changed, which serves to mitigate
stress without modifying the actual conditions within the environments (Lazarus, 1993, p, 238). An
example of amotion-focused coping would be focusing on any possible positive aspects of the
situation.
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Although Billings and Moos (1981) describe distinctions between methods of coping and the focus of
coping, it wouid appear that this distinction has become 'muddied’ over time, as can be distinguished
in the writings of a number of authors in stress research. These authors, (for example, Cackbum,
1896; Santiago-Rivera et al, 1995; Higgins and Erdler, 1995; Salo, 1995; Endler and Parker, 19584;
Okebukola and Jegade, 1992; Latack, 1986), appear to broadly define categories of coping strategies
as comprised of problem-focused and emction-focused coping strategies. Owing to the seemingly
preferred use of this classification, Endler and Parker (1990a) proposed the introduction of a third
basic coping strategy, namely an escape-avoidance strategy similar to that submitted as a method of
coping in the previous classification. (The problem-focused, emotion-focused and escape-avoidance
ways of coping classifications were therefore used for the purposes of this study).

Altheugh [t has been suggested that it could prove impossible to identify strategies of coping which
are consistently positive or negative (Fuffer and Brakefield, 1988; Billings and Moos, 1881), and that
one coping strategy could prove sffective in ane siuation and ineffective in another (Cooper, 1895},
Folkman and Lazarus (1980, in Billings and Moos, 1981) found that work-related stressors were
associated with problem-focused coping strategies, while emation-focused coping was used more for
health-related concemns. Several other studies have also identified more problem-focused sirategies
as belng more effective in teacher siress {for example, Cockburn, 1986; Higgins and Endler, 1985;
Lehmicke and Hicks, 1985; Salo, 1995; McCrae and Costa, 1986, in Bjork and Cohen, 19983; Lazarus,
1893; Okebukola and Jegede, 1982; Pearfin and Schooler, 1978). Lazarus (1993} found that the
problem-focused coping component termad ‘planful problem-solving' was significantly positively
related to satisfactory cuicomes. In contrast, the emotion-focused aspect of distancing was found to
be associated with unsatisfactory outcomes to the coping process (ibid.). Cohen, Evans, Stakols and
Krantz (1988, in Koeske, Kirk and Koeske, 1993) suggest that escape-avoidance sirategies could
afford a valuable protective function in environments which are intractable, with little opportunity for
feadback or control. This could suggest, then, that there can exist a number of basic strategias which
couid prove effective in moderating the siressor-strain relationship for individuals exposed to similar
stressors-(such as individuals within one profession) (see Diagram 2 on page 14 for model). Cockbum
(1996) found that there exists a lack of awareness of coping techniques in the teaching profession,
and that strategies are acquired as the need arises Research findings have also shown that the
individuaPs selection of coping strategies is significantly influenced by personal factors, and the
‘engoing characteristics of family and work settings” (Moos and Swindie, Jr, 1990, p.30). However, If
one can begin to understand which coping strategies have been found fo be most effective, and for
which specific stressors, trainers of teachers can begin to “develop teachers to deal more effectively
with the pressures imposed on them” (Cooper, 1985, p.70).
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SOCIAL SUPPORT

Social support is defined as “the existence or availability of people an whom we can rely, people who
iet us know that fthey care about, value, and love us” (Sarason, Levine, Basham and Sarason, 1983,
p.127). Heaney, Price and Rafferty (1895) suggest that coping behaviours are restricied by the
amount and quality of resources fram which the individual can draw when faced with a challenge or
stressor. Roskies and Lazarus (1880, in “aaney et al, 1995, p.335) explain that “if coping...strategies
are conceptualised as the cumency expended in a specific stress transaction, toping resources
constitute the bank account from which this currency is drawn”. Social support has been defined as
-2 instrumental, emotional and informational “currency”, which is able to be exchangad through social
interactions (Heaney et al. 1895). As in the case of the stress process, there exists no ong
conceptualisation of social support. Weiss (1974, in Sarason et al, 1988} included such aspacts as
social integration, intimacy, alliance, worth, nurturance and guidance, while Keily, Munoz and
Enowden (1979, in Sarason et al, 1983) proposed a three-companant model, comprised of personal,
extraorganisational and infracrganisational support. The different conceptualisations appsar, though,
to agree that social support includes two elements, namely "the perception that there is a sufficient
nurber of available others to whom one can turn in timeas of need, and...a degree of satisfaction with
the available support’ (Sarason et al, 1983, p. 128-129). The importance o©f these two factors might
vary in relation to one another across individuals, and depends largely on the personality and interests
of the individual (ibid.).

House (1881) agrees that social support has been widely identified as a potential resource to ensble
individuals io cope with the potential effects of sfressors. This buffering hypothesis of social support
suggests that the presence or absence {as well as the quality) of social support has the potential to
moderate the stressor-strain relationship during the process of the individual's attempts at coping (see
Diagram 2 overleaf) (Pierce, Sarason and Sarasan, 1996, in Zeidner and Endler, 1996; Heaney, Price
and Rafferty, 1995, Pretorius, 1993; Schonfeld, 1989; Etzion, 1984). Bowlby (1980, in Sarason et ai,
1983} proposes that the presence or availability of social support has the potential to increase an
individual’s capacity to withstand and overcome chalienges and stressors. Findings hava shown that
individuals with supportive social relationships are more sasily able to cope with potential stressors,
and thereby avoid experiencing psychological or physiological strain (Russell, Altmaier and Van
Vaizen, 1887). Conversely, individuals lacking in such soclal support have been found to be more

vuinerable to potential strain, as a result of possessing less resources with which to cope with ’
potential stressors (ibid.). Billings and Moos (1981} aiso reported results of studies where low levels of
social support were significantly associated with psychological distress, psychosomatic complaints,
and genaral psychological and physiological strain. Schwab and wanicki (19882) found that higher
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levels of social support from colleagues ware associated with lower levels of bumout, and Zabel and
Zabel (1982) also reported findings that special education teachers who perceived high leveis of
social support from colleagues, family and friends also evidenced lass symptoms of strain. However,
simliar to teacher coping strategies, limited research has been conducted on teacher social suppornt
and its possible moderating effects (Pierce of al, 1998; Russell et al. 1987; Cohen and Wills, 1985).
Some research findings have indicated that social support possessed significantty more predictive
value for females than for males (Billings and Moos, 1881), but findings on gender differences remain
inconclusive as yet. Considering the potentially beneficial moderating effects of strong social support,
and its possible use as a method of coping, further research into its effects appears 1o be warranted.

DiAGRAM 2! DIAGRAM OF STRESSOR-STRAIN MODEL WITH SOCIAL SUPPORT AND

COPING STRATEGY AS MODERATORS

ANTECEDENTSINRPUTS CUTCOMES /CONSEQUENCES
4 Potenti Z
ptial Strossors Strain
In Teaching Frofession Sornatic Symplorms.
Professional Recognition Needs, Poor Anxlety/Insomnia, Soclal Dysfunction
Colleague Relations, Student Misbehaviour, aitd Severe Depression

Time and Resource Difficulfies and Workload

Social Support Coping Strategles
Family. Friends. Problem-focused, Emotion-focused
Colleagues and Supsrvisors and Avoidance-focused

MODERATORS
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| HYPOTHESES |
HYPOTHESIS 1: The first hypothesis proposes that coping sfrategies have the potential to
moderate the stressor-strain relationships in the teaching profession.

HYPOTHESIS 1A: Hypothesis 12 proposes that problem-focused coping sirategies have the
poiential to mederate the stressor-straln relationships in the teaching profession.

HYPOTHESIS 18: Hypothesis 1b proposes that emofion-focused coping strategies have the
potential to moderate the strassor-sirain relationships in the teaching profession.

HyrOTHESIS 1¢: Hypothesis 1c proposes that escape-zvoldance coping strategies have the
notential to moderate the stressor-strain relationships in the teaching prefession.

HYPOTHESIS 2. The second hypothesis propeses that social support of family, friends,
supervisors and colleagues has the potential to moderate the stressor-strain relationships in the

teaching profession.

HYPOTHESIS 2A: Hypothesis 2a proposes that social support of fa:nily has the potential to
moderate the stressor-strain refationships in the teaching profession.

HyrOTHESIS 2B: Hypothesis 2b propeses that social support of friends has the potential to
moderate the stressor-strain retationships in the teaching profession.

HYPOTHESIS 2C: Hypothesis 2c proposes that soclal support of supsrvisors has the potential to
moderzate the stressor-strain relationships in the teaching profassion.

HYPOTHESIS 2p: Hypothesis 2d proposes that social support of coffeagues has the potential to
moderate the stressor-strain relationships in the teaching profession,

HYPOTHESIL. 2 The wird hypothesis proposes that problem-focused coping sirategies are more
effective wian emotion-focused and avoidance-focused coping strategies in reducing the potenttal
effects of stressors in the teaching profession.
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| METHODOLOGY |}

This chapter begins by detailing the data collection procedure which was camed out for the purposes
of this study. Information regarding the subjects will be outlined, which will include the biographical
data which were collected. This will be followed a descripiion of the procedure which was used to
collect the data, and then proceeded by a report of the measuring instruments used in this research.
Finally, this chapter will provide an outline of the statistical procedures which will be used in the
analysis of the data,

DATA COLLECTION

SUBJECTS
Data were collected from teachers in seventeen primary/elementary schools within the Gauteng

pravince, All teachers were employed on a full-ime basis, ang all schools were English-medium
schools, All of these schools are State-administered instiftutions, and were formerly maintained solely
for the education of White students. The fotal number of questionnaires distributed was 308, with a
total of 188 compileted questionnaires retumed (which is a response rate of 61.04%).

The majority of the respondents were female (176 of 188 respondents), which cornprises
approxi.ipately 83.62% of the total sample. In contrast, there were only 11 male respondents {(5.85%).
Ot the 187 teachers who responded to the question regarding race group, 182 {86.81%) reported
being White, which was followed by 1.06% of the samgle (2 respondents) who renorted being of
Asian extract The remaining thrae categories (Black, Coloured and Other) each accounted for 0.53%
of the total sample (1 respondent each). Information on the marital status of the respondents was also
requested. Of the 187 teachers responding to this question, 134 reported that they are marmied
(71.28%), 16.49% reported being single (31 respondents), and 5.32% stated that they are divorced
(10 respondents). Six individuals reported that they are cohabiting with a pariner (3.19%), while the
remaining categoriss (separated and widowed) each accounted for 1.58% of the total (3 respondants
each).

TaBLE 1: BREAKDQWN OF AGE, TENURE AND TIME IN PROFESSION BIQOGRAPHICAL

— VARIABLES, -
Biographical Variables N Minimum | Maximum | Mean 5.0,

Age (years and months) 180 22y 3mo | 62y9mo 4 37y2mo | 8y7mo

____Tenure (years and months) __] 185 imo_ | 28y6mo 1 7y3mo | 6y 10mo

{ Time in Profession (years and months) | 187 imo | 40yOmo | 13y2mo [ 8yamo
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As can be seen in Table 1 (page 18}, the ages of the respondents range from 22 years and 3 months
old, through to 62 years and 9 months, with a mean age of 37 years and = months (S.0.=9 years
7months). The tenure of the respondents at their respective schools ranged from 1 month to 28 years
and 8 months, with 2 mean of 7 years and 3 montiis buing recorded (S.D.=6 years 10 manths). Of the
187 individuals who responded fo the question regarding the duration of the teaching expenence of
the individual (Time in Profession), the maximum length of time was reported to be 40 years, and the
minimum was 1 month. The mean length of time spent in the teaching profession was 13 years and 2

months {5.D.=8 years 4 months).

Respondents were asked {o estimate the average number of pupils faught in one class, and these
ranged from 12 pupils through to 45 pupils per class. The reported number of pupils was then
classified into low {12-28), medium (29-36), and high (37-45) numbers of pupils. }{ was found that the
mean number of pupils falls within the medium (20-36 pupils) category range. As can be seen in
Table 2 below, 20 teachers reported teaching low numbers of pupils, which accounted for 10.69% of
the iotal. The highest number of responidenis reporied teaching medium groups of pupils (122
respondents), which tolalled 65.24% of all respondents. Finally, 45 respondents reported teaching
high numbers of puplfs {24.06%).

TABLE 2: BREAKDOWN OF Low, MERIUM AND HIGH GROUPS OF PUPILS

Number of Pupils N Perc.- age |

L bow(12-28) | 20 eod

Mediurn (29-36) 122 _.6524
High (37-45) | 45 24.06

PROCEDURE
Principals of schools were randomly approached to distibute questionnaires amongst co-operative

teachers within their schools. The questionnaires are comprised of six scales, measuring occupational
stressors; social support of farnily, friends, supervisors and colieagues; ways of coping with stressors,
and physlological and psychological strain experienced. information on 2 number of biographical
variables was also requested. A covering letter accompanied the questionnaires, which explained the
general aim of the study, the approximate time needed to complete the questionnaire, as well as
instructions to aid in the ensuring of confidentiality and ancnymity of the responses.

Teachers were asked to participate in the research on & voluntary basis, and the confidentiality of
their responses was ensured through the provision of sealed retum boxes at the respective schools.
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These sealed boxes were collected after an appropriate period of time had elapsed. Anonymity of all
respondents was enablad through the absence of any identifying markings on the questionnaires.

DESIGN

This study is an example of a cross-sectional, ex post facto design. The independent variables within
this study are feacher siressors, ways of coping and social support. The dependent variable is
comprised of psychological and physiolegical strain,

MEAéURlNG INSTRUMENTS

Srressors The occupational siressors which are experieniced by teachers were measured through
the use of Boyle, Borg, Faizon and Baglioni, Jr's {19885} Teacher Stress Inveniory. This is & 20-item
scale which measures occupational sources of strass (stressors), and consists of five distinct
dimensisns, namely: student misbehaviour; time/resource difficulties; professional recognition needs;
workload; and poor ¢eileague relations. The instructions for the scale asks: "As a teacher, how great a
source of stress are these factors to you?", and rasponses to the scale are in a Likert-type format,
ranging from O="no stress” through to 4=*extreme stress”. This inventory has heen largely based on
the list of sources of sfress reported by Kyriscou and Sutcliffe (1978), and has a high face validity
{Chan, 1995; Boyle, Borg, Falzen and Baglioni, Jr, 1895). This scale is further able to make a
distinction behween the mere absence or presence of a potential stressor, and the extent to which the
respondent regards the stimulus as potentially threatening or challenging. The ability to make this
distinction therefore allows for the inclusion of the appraisal processes of the respondent, which can
then be taken into account (Newton, 1989). Alpha coefficients ranging from .75 to .82 have been
reported for this instrument (Russell, Alimaier and Van Velzen, 1887).

Corine, The different methods of coping used by individuals was measured using Folkman and
Lazarus' {1988) Ways of Coping Questionnaire (WCQ). It is comprised of eight subscales, namely:
confrontive coping; distancing; self-controlling; seeking sociat support; accepfing raspensibility;
escape—airoidance; planful problem-solving; and positive reappraisal (Zeidner and Endler, 1996).
These subscales have been further consolidated by Folkman and Lazarus (1988) into the three
subscales which were used in this study, namely, Problem-focused, Emotion-Focused and Escape-
Avoidance ways of coping. The Problem-Focused component consists of the confrontive coping,
pianful problem-solving and seeking soclal support subscales, while the Emotion-focused element is
comprised of the distancing, self-controfiing, accepting responsibllity, and positive reappraisal
subscales. The Escape-avoidance component is comprised solely of the escaps-avoidance subscale,
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The WCQ congsists of 68 itams, which asks the respondent to express to what extent he/she uses a
number of behaviours as siress coping strategies. Each of these behaviours fall within one of the
three aforementionad subscales. Responses are presented in a four-point Likeri-type format, ranging
from 0="Not Used” through to 3=*Used a Great Deal". Folkman and Lazarus (1980, in Endler and
Parker, 1980) have reported a reliabifity coefficient of .81 far this instrument. Furthermore, this
guestionnaire is reportedly one of the most used of the coping measures (Bjork and Cahen, 1863;
Lazarus, 1993; Endler and Parker, 1990), and possesses a high degrae of face validity.

S0CIAL SUPPORT: Procidano and Heller's (1983) Pemesived Social Support Scales were ufilised to
determine the levels of perceived social support received from friends and family of the individual
teachers, Separate scales have been devised to distinguish between family (Perceived Social
Support, Family) and friend support (Perceived Social Support, Friends), and each of these is
comprisad of 20 items. Responses are restricted to “Yes", "No* and "Don't Know” for both of the
scales. Procidane and Heller {1883) have reported good reliabilities, with alpha coefficients of .80 and
.88 for Perceived Social Support, Family (PS8-Fa) and Perceived Sacial Support, Friends (PS8-Fr)
respectively, in conjunction with high intemal consistency for both scales. Tardy (1565) reported a
high test-retest reliability (r<.80). The Perceived Social Support of Family and Friends Scales have
been used previously within the South Affican context, with similar reported reliability coefficients
(Pheiifer, 1088; Betwmann, 1986},

Perceived social support of supervisors and colleagues were measured using the scales of Taylor and
Bowers (1972). As in the case of familial and friend social support, these scales also recognise a
distinction between these two aspects of accupational social support. Each of the scales consists of
three items, with the responses arranged in a five-point Liker-type format. The responses range from
1="To a very litie exient’ through io 5="Tc a very great extent”. Cronbach's coefficient alphas of
between .80 and .93 have bean reperied for this scale (Bluen, 1886 and Tavior and Bowers, 1872, in
Pheiffer, 1988). Similar coefficient alphas have been obtained in a South African context {(Pheiffer,
1988).

SrraiN; The presence and levels of physiological and psychological strain of an individual as a result
of sirass were measured using the 28-tem version of the General Heualth Questionnaire (Goldberg
and Hillier, 1979). This quastionnaire is reported to concem itself with two types of phenomena,
namely, the inability to carry out one’s normal functioning, and the appearance of “new phenomena of
a distressing nature" (Goldberg and Hillier, 1979, p.139). This scale is comprised of four factors,
namely: somatic symptoms; anxlety and insomnia; social dysfunction; and sevare depression, and is
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presented in a four-point Likert-type format, ranging from 1=*better than usual” through to 4="much
worse than usual’. The scale will be scored using the continuous scoring method, which wili provide a
severity rating from the sum of the four subscales {Goldberg and Hillier, 1979). However, the severity
ratings of each of the four subscales (the sum of the scores on each subscale) will also be used for
further refinement of the investigation. Goldberg (1972, in Thatcher, 1995) reported an alpha
coefficient of .58, and a split-half reliability coefficient of .98. Banks, Clegg, Jackson. Kemp, Stafford
and Wall (1980) report high test-retest reliability and high internat consistency. Thatcher (1995), in a
South African study, raported a coefficient alpha of .90 for this scale.

The 28-item version of the General Health Questionnaire is said to be intended for the investigator
requiring more information than is offered by a single severity score (Goldbarg and Hillier, 1979). This
adgditional information is provided through the utilisation of the four factor subscales within the
questionnaire. The sensitivity {the ability to distinguish clinical patients) of this scale Is reported to be
88%, with an overall misclassification rate of 14.5% at a 4/5 threshold score {ibid.). Similarly, the
scale's ability to classify individuals {the level of spacificity of the scale) has been reported to be
84.2% at the 4/5 threshold score {ibid.}. The sensitivity and specificity rates of the Gereral Health
Questionnaire are similary high with a 5/6 threshald score (80% and 88.8%, respactively, with an
overall misciassification rate of 14.2%) (Goldberg and Hillier, 1979).

STATISTICAL PROCEDURES

CRONBACH S COEFFICIENT ALPHA

The reliability coefficient is said {o represent “the dagree to which what is measured is relatively free
from measurement fluctuations” {(Rosenthal 2and Rosnow, 1981, p.48). For this purpose, the Cronbach
coefficient alpha was usad in this study, The coefficlent alpha is derived by calculating the “average of
the intercorrelations among all the single test items” {ibld,) from each of the scales used {namealy, the
Teacher Stress Inventory, Ways of Coping Questionnaire, Perceived Social Support of Family Scale,
Ferceived Social Support of Friends Scale, Social Support of Supervisors Scale, Social Support of
Colleagues Scale, and the General Health Quastionnaire). The range of acceptability of the alpha
coefficient of scales s said to be significantly influénced by the variables being measured, as well as
the situational specifics of the research. However, Murphy and Davidshofer {1994) suggest that scalas
with an alpha coefficient of approximately .65 or higher can be considered to ba sufficiently refiable for
use in most studies in the Social Sclences.
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PEARSON'S PRODUCT-MOMENT CORRELATION COEFFICIENT

McCall (1880, p.136} defines the Pearson's product-moment comelation coefficient as “a number
ranging from -1.00 through .00 to +1.00 that reflects the extent of a linear relationship * between the
variablas. A comalation coefficient of +1.00 implies a perfectly predictabie, pusitive linear relationship
between the respective variables, while a cosfficient of -1.00 suggests that there exists a perfectly
pradictable, negative linear relationship betwaen the respective variables. No relationship between the
respertive variables is expected to exist if a correlation coefficient of .00 is found (Rosenthal and
Rosnow, 1891).

Correlaticnal anailyses were caried out between a number of biographical variables {namely, age,
tenure, time spent in the teaching profession, and average number of pupils taught per class), and all
the scales (namsly, Teacher Stress lnventory, Ways of Coping Questionnaire, Perceived Social
Suppnrt of Family Scale, Perceived Sccial Support of Friends Szale, Social Support of Supervisors
Scale, Social Support of Colleagues Scale, and the General Health Queslionnaire}, as well as all their
respective subscaies. These were conducted in order to establish whether any of these variables
were related to one another, either positively or negatively. The comrelational analyses should also be
able to give an indicafion of the validity of the claims of the third hypothesls, namsly that probler-
focused coping strategies are more effective than emotion-focused and avoidance-focused coping
strategles in reducing the potential effects of stressors in the teaching profession,

Pearson's product-moment correlation coefficiant is represented by the following equation;

r= /sum -V
sum (Y- ?)z

where : sum ('\7", - 7}2 = squared deviations associated with the relationship
sum (¥, - ¥’ = total squared deviations

(McCall, 1980).

rTESTS

Rosenthal and Rosnow (1991, p.301) explain that the function of a est is to test the hypothesis that
within the populations from which the researcher has drawn the study’s sample, there exists “no
relationship between the independent variebles of membership in one of the groups and the
dependent variable of score an the response variable". The test Is a test of significance through the
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comparison of the means of the two groups, and is comprised of two factors, namely the size of the
affect and the size of the study (ibid.).

A number of itests were camied oul with the gender variable as the independent variabte in each,
Each of the scales and subscales used in this study were used as dependent vanables. Follawing
previous inconclusive research findings regarding the influence of gender on the coping process
(Kelly and Bertheisen, 1995; Byme, 1981), these +tests were conducted in order to ascertain whether
the scores on the depandent variables differed significantly on the variable of gander.

The formula for the value of tis :
t=_r _x +ff
¥1- 7

where : r = size of the effect of the independent variable

df = number of paire of scores less two (N - 2)

{Rosenthal and Rosnow, 1821),

ANALYSIS OF VARIANCE (ANOVA}
Howell {1988, p.220) defines the analysis of variance as "a statistical technique for testing the
differences in the means of saveral groups®, and paints out that the ANOVA has no restriction on the

number of means it can compare,

A number of ANOVAS were conducted in the stafistical analysis of this research, two of which
designated the variable Jf the average number of pupils taught per class as the independent variable,
The General Health Questionnare and its subscales, and the Teacher Stress Inventory and its
subscales were the depandent variables in these cases. The aim of these ANOVAs was fo be able to
identify possible differences in scores on the General Health Quasionnaire and Teacher Stress
inventory‘(and their respective subscaies), refative to the average number of puplls taught per class.

A third ANOVA which was conducted was aimed at testing Hypothesis 3, naiely, that problem-
focused coping is more effactive at reducing levels of strain than are emotien-focused and escape-
avoidance coping sirategies. In this case, the Ways of Coping Questicnnaire subscales (namely, the
Problem-focused (WCQPROB), Emotion-focused (WCQEMOT), and Escape-avoidance (WCQEA)
subscales) were the independent variables, and the General Health Questionnaire and its subscales
actad as the dependent variables. In order to refine aur analysis, and based on the minimum and
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maximum scores obfainable on the aforementioned VWays of Coping subscales, the levels of use of
sach of these coping strategies was divided into low, medium and high use.

Ancther series of ANOVAs was conducted, which was aimed at ascertaining whether there axist any
significant differences between the teachers of varying levels of teaching experience, on the variables
of occupational stressors, perceived availability of social suppori, ways of coping, and physiological
and psychological strain, Levels of experience were categorised into four categories, namely: low
experience (1 month to 2 years experence); medium experience (2 years to 10 years);, high
expefienice {10 ysars fo 20 vears); and very highly experienced (20 years to 40 years) categories of
teachers.

ANOVA is defined as :

F= eta2 x _dferror
1 -ela df means

where: F = MShewoen + MSwinin
sta = proportion of variance [n the dependent vanable attributable ta group membership,
df error = degrees of freedom

df means = number of means bei:g compared less 1 (k1)
{Rosenthal and Rasnow, 1981).

SCHEFFE TEST/TLEAST SIGNIFICANT DIFFERENCE TEST

These post-hoc tests were used after the analyses of variance, in order to investigate the possibility of
finding other significant effects which were not evident from the results of the ANOVAs. Kerlinger
(1986} maintains that post-hoc tests require that the overall F for the inftial ANOVA be significant, and
can therefore prove very valuable when attempting to gain further insight into the relationship between
variables after a contrast has already been formulated (Rosanthal and Rosnow, 1991).

MODERATED MULTIPLE LINEAR REGRESSION

Howell {1989, p.123) explains that a regression is Involved in the “prediction of one variable from
knowiedge of one or more other variables®, and that the muitipie linear regression refers to a
regression in which the relationship between the dependent variables and a number of independent
variables is linear in nature, The moderated muttipie linear regression Introduces a moderator variable
into the equation, Through this process, 1t is tested whethier the moderator variable has & significant
affect an the relationship between the dependent and independent variables.
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In order o test the hypotheses that the coping strategies which an individual utilises, and the social
suppert which an individual psrceives, have the potential to moderate the relationship between the
individual's occupational stressors and the resultant strain, a series of moderated muitiple linear
regressions were conducted with the General Health Quwtionnaire and ifs subscales as the
dependent variables, and the Teacher Shress Inventory and its subscales zis the independent
variables. The maderator variables consisted of the Ways of Coping Questionnaire and its subscales,
the Perceived Social Support of Family and Friends Scales, and the Sccial Support of Supervisors

and Cofleagues Scales.

The moderated multiple linear regression is represented by the following equation:

(Y= Byys + Bady + ByyyZs+ 8 ]

where; ¥ = dependent variable
8 = regression coefficient
x1 = indepandent variable
2, = moderator variable
%1 24 = product of independant variable and maoderater variable

a = y-intercept
{Cohen, 1978).

The aim of this chapter was, in part, to outline the data coltection procedure used within this study,
and to detfail various aspects of the subjects used. The design of the study was described, as were
the measuring instruments which were used. Finally, the stafistical procedures fo be used have been
detailed, along with the aim of their use in this research. The following chapter will iliustrate and detai
i what ways these statistical procedures have been utilised, and the results of these analyses.
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RESULTS |

During the course of this chapter, the results of the statistical analyses which were camied out in this
study will be detailed. These results wilt begin with the intermnal reliabilities which were calculated for
each of the scales and their respective subscales, The mean scores on each of these scales and
subscales will also be included. The results of the intercorrelalions between varous biographical
variables and the scales and subscales which were used will be proceeded by the resuMts of the tHests
conducted with gender as the independent variable. This will be followed by the results of 8 serles of
analyses of variance which were camied out, one of which investigates the validity of the third
hypothasis (that is, that problem-focused coping strategies are more effective than emotion-focused
and avoidance-focused coping strategies in reducing the potential effects of stressors in the teaching
profession). The results of the series of moderated multiple linear regressions follow, which were
aimed at exploring the validity of the first and second hypotheses {namely, that coping strategies -
including problem-focused, amotion-focused and escaps-avoidance strategies - have the potential to
moderate the stressor-strain relationship in the teaching profession;; and that perceived social support
of family, friends, colleagues and supervisors each has the potential to moderate the stressor-strain
relationship in the teaching profession).

INTERNAL RELIABILITY AND MEANS

TABLE 3: INTERNAL RELIABILITIES FOR THE TEACHER STRESS INVENTORY AND (TS

SUBSCALES, _
Scale Cronbach's ] N | Mean | Standard
Alpha Deviation :
Teacher Stress inventory (TSITOT) .89 168 § 42.07 12.81
TS) Poor Colleague Relations (TSIPCR) 0.66 183 4.36 2.73
TSI Workload {TSIWL) 0.62 182 B.44 3.01
TSI Professional Recognition Needs {TSIPRN) 0.71 183 6.48 2.73
TS1 Student Misbehaviour {TSISM) 0.87 g2 | 15.28 5.05
TS| Time/Resousce Difficulties (TSITRDY 0.5% 184 7.68 3,16

Table 3 (above) reflects the Cronbach's coefficient alpha, which was used to calculate the internal
reliabilities, of the Teacher Stress Inventory (TSITOT) and its subscales, namely Poor Colleague
Relations (TSIPCR), Workioad (TSIWL), Professional Recognition Needs (TSIPRN), Student
Mishehaviour (TSISM), and Time/Resource Difficulties {TSITRD). The alpha coefficient of the entire
Teacher Stress Inventory (TSITOT) (consisting of 20 items) was found to be .89, which is an
acceptably high reliability. Cronbach's alpha coefficients rangad from .87 for the Student Misbehaviour
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subscale (comprised of 6 items), through to .59 for the Time/Resource Difficulties subscale {consisting
of 4 iterns). The rekability of the Professional Recognition Needs subscale (3 items) was calculated at
.71, which is also an acceptably high coefficient. The reliability of the Poor Colisague Relations
subscale was calculated at .86, which, according to Murphy and Davidshofer (1994), is acceptable for
use in the Social Sciences. However, considering that this subscale was comprised of anly three
itemns, it might be approprate to treat with caution any conclusions drawn from the use of this
subscale. The Workload (4 items) and Time and Resource Difficulties subscales wera calculgted at
62 and .59 respectively, which were the lowest coefficient alphas reported. These latter alpha
coefiicients were low relative fo the olher three subscales and the total scale, and could possibly also
justify a measure of caution when interpreting data derived from these two subscales.

Basad on possible minimum and maximurmn scores on the overall scale and each of the subscales,
mild, moderate and high levels of stress were calculated. As illustrated in the t&ble (on page 25), the
average overall lavels of teacher stress are moderate (M=42.07, $.0.=12.61). Average levels of stress
resulting from Poor Colleague Relations (TSIFCR) are mild to moderate (M=4.38, §.D.=2,73), and the
extent of stress ermanating from Workload (TSIWL) is shown to be moderate to high, with M=8.44 and
8.D.=3.01. Similarly, Btudent Misbehaviour (TSISK) is another cause of moderate to high fevels of
stress (M=15.26, 8.D.=5.08), and Professional Recognition Needs (TSIPRN) has been found to result
in mild to moderate ievels of stress in teachers (M=6.46, 8.0.=2.73). Time and Resource Difficulties
(TSITRD) are evidently responsible for moderaie fevels of stress on teaching respondents, with
M=7.68 and S.D.=3.16. Misbehaviour of students, atong with excessive workloads, appear to present
the most stressful experiences for teacher respondants, with moderate to high levels of stress being
reported as a result of such factors.

Table 4 (overleaf} reports the intemal reliabilities for the four Social Support Scales used in this study.
The Taylor and Bowers Social Support of Supervisors Scale (3 iterns) reporied a Cronbach alpha
coefficient of .25, while the internal reliability of the Taylor and Bowers' Sociat Support of Colleagues
Scale (3 items) was calculated at .94. Procidano and Heller's Perceived Social Support of Family
Scale (20 items) yielded a coefficient alpha of .68, with the Perceived Social Support of Friends Scale
{20 iterns) reporting an intemnal reliability of .44, The latter scale garnerad a poor response rate,
yiedding an insufficient intemal reliability coefficient and comprising a total of only fifty complete cases
(that is, containing no missing responsas to the items of the scale). (The implications of this finding will
be further discussed later in the following chapter). Considering that the latter two scales consisted of
only twenty items each, the poor alpha coefficients reported for both would appear to suggest that
findings derived from the use of these scales should be approached with a measure of caution.
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TA | AL RELIABILITIES FQR SOCIAL SUPPORT .
Scala Cronbach’s N Mean | Standard
Alpha Deviation
Social Support
Scale {Supervisor) 0.95 185 11.88 299
Soclal Support
Scale (Colleagues) 0,84 186 11.61 2.48
Soctal Support
Scale {Family) 0.69 68 14.58 1,73
Social Support
Scale (Frionds) .44 50 13.62 1.92

As seen in the table above, teacher respondents reported recelving kigh levels of social support from
their supsrvisors (M=11.88, 5.0.=2.99). Similary, teachers appear to recaive relatively high social
suppett from colleagues with whom they work (M=11.81, 5.D0.=2.48}). High levels of social support
were also reported for both social support provided by family (M=14.58, 8.D.=1.73), and social
support offered by friends (M=13.62, 8.D.=1.92).

TABLE 5 INTERNAL RELIABILITIES FOR THE GENERAL, BEALTH QUESTIONNAIRE (GHQ) AND
' TS .

Scale Cronbach's N Mean | Standard

Alpha_ Deylation
-GHQTOT 0.95 173 57.03 15.24
GHQSOM 0.88 183 15.73 4.96
GHQANX 0,91 182 16.24 5.37
GHQSOCDYS | 0.88 185 15.06 371
GHQSDEP 0.92 186 9.84 4.35

As reported in the above table (Table 5), the Cronbach's alphas calculated for the total General
Health Questionngire (GHQTOT) and all of its four subscales (each consisting of 7 items) were
satisfacterly high. The 28-item General Heailth Questionnaire reported a coefficient of .95, which was
the highest of the five calculated, followed by the Severs Depression (GHQSDEP), and Anxiety and
Insomnia {GHQANX) subscales, which reported cosfficients of .92 and .91 respectively. The Somatic
Symptoms (GHQSOM) and Socia! Dysfunction (GHQSQCDYS) subscales reported the lowest alpha
coefficients for this group, namely .88 each. However, this coefficient is regarded as sufficiently
refiable,

Table 5 also reports on the levels of psychologica! and physiological strain which the respondents
reported experiencing. Through a consideration of the possible minimum and maximum severity
scoves, mild, moderate and high levels of straln were determined. The severity of overali strain
reported (GHQTOT) was moderate (M=57.03, 8.D.=15.21). Somatic symptoms {GHQSOM) amongst
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the respondents were found to be moderate (M=15.73, 5.D=4.98), and symptoms of social
dysfunction (GHQSOCDYS) were similafly moderate (M=15.08, $.0.=3.70). Symptoms of anxiety and
insomnia (GHQANX) were evidently moderate to high (M=16.24, 5.0.=5.37), while reports of
symptoms of severe depression (GHQSDEP) were relatively low (M=9.84, 8.0=4.35).

ABLE 6 INTERNAL R BILITIES FOR THE WAYS OF COPING QUESTIONNAIRE (WCQ) AND

- _ ITS SUBSCALES, ]
Scale 1 Cronbach's N Mean | Standard
Alpha Deviation
WCQTOT 0.91 128 85.81 23.26
WCQPROB - 0.61 164 27,96 8.45
WCQEMOT 0.75 148 49.72 15'33
WCQEA 0.81 177 10.26 6.11

Table 6 (above) refizcts the internal reliabllities cakculated for the Ways of Coping Questionnaire, as
well as the three subscales of Problem-Focused, Emofion-Focused and Escape-Avoidance coping.
The Cronbach's alpha for the total Ways of Coping Questionnaire (WCQTOT) (66 items) was .91.
which is a suitably high reliability coefficient. The Escape-Avoidence subscale (WCQEA) (10 items)
followed with @ coefficient of .81, with the Emotion-Focused subscale (WCQEMQT) {38 items)
reporting an aipha of .75. The lowest Cronbach’s alpha was reported for the Probiem-Focused
subscale (WCQFROB) (17 items), which was calculated to he .61. Considering that the Problem-
Focused subscale consists of only seventzen Hems, it could be prudent to use caution when
attempting to derive any conclusive findings through the use of this subscate.

The reported jevels of the use of problem-focused coping techriques was moderate to high (M=27.88,
8.D. 8.45), while the use of emotion-focused coping strategies was evidently used less frequently
{(M=49.72, S.D.=15.23). Escape-avecidance techniques were evidently [(east used (M=10.25,
8.D.=6.11).

CORRELATIONS

Table 7 {overleaf) represents the intercorrelations between the biographical variables of age, tenure,
time spent In the teaching profession, and the average number of pupils faught in a sihgle class by
each teacher, and all the scales and subscales which were used In this study. Only four significant
correlations were found between these biographical variables and the Teacher Stress Inventory and
its five subscales, The total Teacher Stress Inventory (TSITOT), the Professional Recognition Needs
subscale {TSIPRN), and the Time and Resource Difficulties subscale (TSITRD) were ali found to be
significantly corralated with the number of pupils taught (r=.20, r=.23, and r=.26 respectively). The
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Workload subscale (TSIWL) was found io be significantly negatively comelated with tenure of the
teachers (r=-.15).

TABLE 7: INTERCORRELATIO! GRAPHICA :
Blagrapnlcal Experience jn
Varlables Age Tenure | teaching profession | No. of pupils
Scales
TSITOT -0.03 0,11 0.05 0.20*
TSIPRN ~0.11 0.97 e.01 0.2%
TSISM 6.01 8.08 0.63 0.1; 12
TS 0.05 ~1§* 0.06 0.9
TSITRD -0.13 -0.04 -0.03 0.25*
TSIPCR 0.02 0.08 0.07 . 0.01 |
S$SSTOT -0.06 0.02 0.04 -0.03
__SS5CTOT 0.07 0.04 0.05 -6.03
 §SFaTOT .13 -0.16 2.18* 0.03
_SSFrroT_ | 26" | 014 2451 e
GHQTOT -0.13 0.06 -0.08 048"
GHQSOM -0.12 -0.02 -0.08 0.13
GHQANX -0.14 0.1 -0.08 .17
GHQSOCDYS | -0.04 0.08 -0.0% -0.91
GHQSDEP__ | -0.13 0.01 0.11 0.18*
WCQTOT 0.01 ~16* -0.04 0,14
WCQPRORB -0.01 -0.12 -0.03 0,13
WCQEMOT 0.1 -0.11 0.07 0.21
WCQEA 011 -0.09 -0.13 0.16*

*Signiflcant at .05 alpha favel

Qf the four social support scales, only three significant correlations were found with the selected
bicgraphical variables, and these invoived the Social Support of Family and Perceived Social Support
of Friends Scales. The Perceived Social Support of Friends Scale (SSFTOT) was found to be
significantly negatively correlated with both age {r=-.26} and the amount of time spent by the individual
in the teaching profession (r=-.24). The Perceived Soclal Support of Family Scale, on the other hand,
was found to be significantly positively correlated with the amount of tirne spent by the individual in the
teaching professior {r=.15).

As shown in Table 7 above, three significant correlations were found between the General Health
Questionnaire and its subscales, and the selected biographical variables. One of these cormelations
exists between the total General Health Questionnaire (CHQTOT) and the average number of pupils
taught (r=.15). Similarly, the Amxiety and Insomnia subscale (GHQANX) was also found to be
significantly correlated with the average number of pupils taught (=.17), as was the Srv. 2
Depression subscale (GHQSDEP) {(r=.18).
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An intercorrelation was tested betwsen the Ways of Coping Quastionnaire and its subscales (Table 7
on page 29), and the selected biographical varables, and two intercorrelations ware found. The total
Ways of Coping Questionnaire (WCQTOT) was found to be significantly negatively correfated with the
tenure of the teachers (r=-16), while the Escape-Avoidance subscale (WCQEA) is significantly
correlated with the average number of pupils taught in a class (r=.18).

FTESTS

The results of the ftest run using gender as the independent variable and the four social support
scales as the dependent variables are shown in Table 8 below. As shown, none of the socia! suppart
scales (namely, Social Support of Supervisor (S88TOT), Social Support of Colleagues (SSCTOT),
Perceived Social Support of Family (S8FaTOT), and Perceived Social Support of Friends {(SSFrTOT)),
have been found to be significantly different on the variable of gender.

TaBLE B: RESULTS OF FTEST WITH GENDER AS THE INDEPENDENT VARIABLE AND THE 4
: SQCIAL SUPPORT SCA
Dependent Gender
Variables Male Female
N Mean N Mean 4 P

SSSTOT 12 12.17 172 11.87 0.334 LHRE )
SSCTOT 12 10.92 176 11.64 -0.982 0.327
SSFATOT 12 12.25 174 12.32 -0.067 0.948

SSFRTOT 12 11.26 175 11.61 -0.384 0.694

*Bignificant at .05 alpha level

TAELE (= Rssu; IS5 QF FIEST WITH GENDER AS THE INDEPENDENT VARIABL £, AND THE
NERA. HEALTH CJUESTIONMAIRE AND ITS SUBSCALES AS THE DEPENDEN A&@.&TV Rl
Dependent Gender
Variables wiale Female
N Mean N Mean t p
GHQTOT 12 52,33 175 56.85 -1.028 0.305
GHQSOM 12 13.17 170 15,89 1,849 0.066
GHQANX 12 14.67 1689 16.28 ~1,015 0.311
GHQSQCDYS 12 14.51 172 16.06 -0.499 0.618
GHQSDEP 12 10.04 173 - 8.73 0.212 0.832 |

*Significant at .05 alpha leve!

Similarly, the General Health Questionnaire (GHQTOT' and its subscales (namely, Somatlc
Symptoms (GHQSOM), Anxiety and Insomnia (GHQANX), Social Dysfunction (GHQSOCDYS), and
Severe Depression (GHQSDEP)), were not found to be significantly different on the varable of
gender. The resuits of this #test can be seen above in Table 9.
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Table 10 (below) exhibits the results of the ftest in which no significant differences were found
between male and female respondents on the total Ways of Coping Questionnaire (WCQTOT), as
well as on the Problem-Focused (WCQPROB), Emotion-Focused (WCQEMOT) and Escape-
Avoidance subscales (WCQEA).

TAaBLE : RESULTS OF FITEST WITH GENDER AS THE INDEPENDEMNT 1AB D THE

WaAYS OF COPING D VARIAKLES,
Dependent Gender
Variablag Malg Female
N Mean N Msan 4 p
WCQTOT 12 92.08 175 86.58 0.705 0.482
WCQPROEB 1Q 21.51 158 18.13 1.255 0.211
| WCQEMOT 4 81.75 62 51.08 1.457 0.151
WCQEA 12 10.67 1655 10,23 0.238 6.812

*Significant at .05 alpha levet

TaBLE 11: RESLULTS OF FIEST WITH GENDER AS THE INDEFENDENT VARIABLE AND THE

INT VARIABLES.
N _Mean N Mean t P

TSITOT 12 39.08 175 42.14 -0.818 0.414
TSIPRN 12 6.75 170 6.44 0.381 0,702

TEISM 12 12,33 174 12.66 -0.261 0.803

TSIWL 11 7.82 170 8.44 -0.656 0.513
TSITRD 9 3.87 174 5,65 -2.318 0.021*
TSIPCR 12 ! 417 170 437 ~0.278 0.781

*Significant at .05 alpha level

From Table 11 (above), it [s evident that the means of the Time and Resource Difficulties subscale
{TSITRD) of the Teacher Stress Inventory were found to be significantly different between male and
female respondents (p=.021}. Female teaching respondents (M=5.55) reported experiencing higher
levels of stress ag a resuit of time and resource difficulties than did their male counterparts (M=3.67).
No other significant differences were found between males and femalas on the variables of the total
Teacher Stress Inventory (TSITOT) or its subscales (namely, Professional Recegnilion Needs
(TSIPRN), Student Misbehaviour (TSISM), Workload (TSIWL), and Poor Colleague Relations
(TSIPCR)).

ANALYSES OF VARIANCE

In order to investigate whether the average number of puplls taught per class by a teacher is
significantly refated to the levels of strain reported (s measured by the General Health Questioniaire
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and its subscales), a one-way analysis of variance (ANOVA) was carmied out. The results of this
ANOVA are displayed in Tabie 12 bslow.

T5 OF ANOVY, ITH AVERAG MBER OF PUPILS TAUGHT AS THE

INDEPENDENT VA THE GENERAL HEAL NNAIR 1 UBSC g
o AS THE DEPENDENT Végmggé. _
Dependent Means dt F p
Varlables Low Puplls | Med. Pupiis { High Pupll
GHQTOT 51,26 5059 60.13 2 2426 0.091
GHQSOM 13.41 15,84 16.53 2 2.742 0.067
GHQANX 14.35 16.13 17.33 2 2,074 0.129
GHQSOCDYS 14.31 1521 15.06 2 0.537 0.585
GHQSDEP 9.21 9.41 11.23 2 3.051 0.043*

*Signiftcant at .05 alpha leve

The average number of pupils taught per class was categerised inte low (12-28), medium (29-368) and
high (37-45) numbers of pupfis. Only one significant effect was found, which was for the Severe
Dapression subscale {p=.049). As shown in the above table, significant differences were found
between the means of the teachers teaching low, medium and twgh numbers of pupils, with those
teaching the high numbers reporting higher levels (M=11.23) of strain relating to Severe Deprassion-
type symptoms than those tutoring low or medium numbers of puplls. Respondents who reported
teaching medium numbers of pupils {M=9.41) reported higher lovals of Severe Depression-type strain
than did those who taught & low number of pupils (M=8.21). No other significant differences were
found between the average numbar of pupils taught and the levels of psychological strain reported,

Tasie 13: RESULTS OF ANOVA WITH AVERAGE NUMBER OF PUPILS TAUGHT AS THE
INDEPENDENT VARIABLE, AND THE TEACHER STRESS INVENTORY AND 1S SUBSCALES AS THE
DEPENDENT VARIABLES, _
Fae.mm:lem Means df F p

Variables | LowPupils | Med. Fuplls | High Pupils

TSSTOT 38.91 41.18 44,93 2 1.791 0,168

TSSPRN 6.01 6.16 7.49 2 4.114 5.018*
TSSEM 1411 15,06 16.22 2 1.415 0,246
TSSWL 8.11 8.38 8.58 2 0,185 0.848

TSSTR_D 7.01 7.51 8.48 2 2,013 0.137

TSSPCR 4.66 4,31 4.36 2 0.166 0.548

*Significant at .05 alpha level

Table 13 reporis the results of the ANOVA which was performed using the average number of pupils
taught per class as the independent s aniable and the Teacher Strass Inventory and its subscales as
the dependent varables. Significant differences wera found between the means of respondents
teaching low, medium and high numbers of puplls on the Professional Recognition Needs (TSIPRN)
subscale of the Teacter Stress Inventory (p=.018), Again, teachers teaching the highest category of
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riumber of puplis reported the highest levels of stress resuiting from Professional Recognition Needs
(M=7.49), followed by those respondents teaching a medium average number of puplls {M=6.16). This
reported stress was significantly more than the reported stress emanating from Professionsl
Recognifion Needs of teachers tutoring low average numbers of pupils (M=8.1). No other significant
differences were found between the average number of pupils taught and the Teacher Stress
Inventory and its subscales.

Table 14 below displays the results of the ANOVA which was perfarmed using the teaching
experiences of the respondents as the independant varigble and the General Health Questionnaire
and its subscales as the dependent variables,

TABLE 14: RESULTS OF ANOVA WITH TEACHING Ex W
VARIABLE 'NERAL HEALTH DIT BESCA
Dependent
Variables Low Medium High VeryHigh | df F P
Experence | Expedence | Experience | Experience
GHQTOTYT - 62,133 55.576 56.169 5B6.595 3 §.821 0.484
GHQSOM 47.533 15.589 15.261 16.001 3 0.926 0.429
GHQANX 18.287 15.912 15.871 16.282 3 68.901 0.442
GHQSOCDYS 14.933 14.724 15.257 15.024 3 0.224 0.379
GHQSDEP 11,401 9.576 9,856 9,238 3 1.033 0.379

*Slgnificant at .05 glpha level

Based on the number of years experience within tha teaching profession, respondents were divided
into low experience (1 month to 2 years), medium axperience (2 years to 10 years), high experience
{10 years to 20 years), and very high experetice (20 vears to 40 years) categories. Evident from the
above table, no significant differances were found between the lavels of overall strain experienced on
the variabie of teaching experience. Similarly non-significant results were obtained for the four
dimensions of strain which were investigated.

Table 15 (overeal) shows the results of fthe ANOVA which was conducted with the teaching
experienca of the respondents as the indepandent variable and the General Health Questionnaire and
its subscales as the dapendent variables,
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Tasie 15: RESULTS OF ANOVA EACHING EXPERIENCE AS THE [INDEPEMDENT
VARIABLF, AND THE TEACHER STRESS INVENTORY AND ITS SUBSCALES AS THE DEPENDENT
VARaéggigs.
BPependent Means
Variables Low Medium High VeryHigh df F p
Experience | Experience | Experience | Experience

TSITOT 42.087 41.322 41.381 43.738 3 0.381 0.767
TSIPRN - 5,467 6.536 6.436 8,761 3 0.811 0.439
TSIPCR 4.2 4,439 4,028 4,875 3 .689 0.559
TSISM 16.429 14,642 15,443 15.601 3 0.381 0.767
TSITRD 8.401 71.655 7.279 8.071 3 1.061 0.367
TSMWL 7.801 8.283 8.435 8.744 3 0.546 0.471

*Significant at .05 alpha leve!

Again, it is apparent that no significant differences were found between the teachers of varying years
of experience on the variable of teacher stressors. An examination of the individual five dimensions of
feacher stressors also fajled to produce any significant resuits.

Teachers with varying years of tagching experience also do not signlificantly diffar in the use of coping
strategies (from Table 16 beiow). No significant results were found for the ovarall use of coping
strategies, or for the use of problem-focused, emotion-focused, or escape-avoidance ways of coping.

[ABLE 16: RESULTS OF ANOVA wiTH TEACHING EXPERIENCE AS THE INDEPENDENT,

VARIABLE, AND THE WAYS OF COPING QUESTIONNAIRE AND TS SUBSCALES AS THE
DEPENDENT VARIABLES,

" Dependent Means
Variables Low Medium High VervHigh | dof F P
Experience | Experience { Experfence | Experience _
WCQTOT 90.067 88.254 84.366 82 311 3 0.366 | 0.763
WCQFROB 28.231 28.981 26.817 28.568 3 0.991 0.395
WCQEMOT §2.538 48.957 47.642 53.029 3 0.833 | 0.477
WCQEA 12.067 10.845 9.485 10.004 3 1.048 | 0.374

*Significant at .05 alpha level

In order to tast the validity of the third hypothesis (that is, that problem-focused coping strategies are
more effective than emotion-focused and avoidance-focused coping sirategies i reducing the
potential effects of stressors In the teaching profession), the following serias of ANOVAs were carried
out, Table 17 (overleal) iMustrates the results of the ANOVA with probiem-focused ways of coping as
the independent variable, and the Ganeral Health Questionnaire and its subscales as the dependent
variables,
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TaBLE 17: RESU TS OF ANOVA Wi ROBLEM- D WAYS OF COPING AS THE
MNDEPENDENT VARIABLE, AND G Heal NNAIRE AND | Al
ASTHE DEPENDENT VARIABLES,
Dependent Means
Variables Low Medium Higb df E P
Lise tise Use
GHQTOT §1.501 57.144 58.142 2 1.297 | 0.276
GHQSOM 13.238 15.915 16.923 2 2943 | 0.056
GHQANX 14.278 16.217 16,921 2 1.343 | D.264
GHQSOCDYS 15.167 15.207 15.074 2 0.0613 § 6.987
GHQSDEP 8.722 9.871 §.464 2 0.857 | 0.519
*Significant at .05 alpha levei

Mo significant differences were found between the use of varying lavels of problem-focusad coping
and the resultant overall psychological and physiological strain experienced from the anafysis of
variance conducted. However, in order to further investigate this potential relationship, the post-hoc
test of Least Significant Differencas (LSD} was carried out, the results of which are dispiayed in Table
18 below.

TABLE 18: RESULTS OF L.SD TEST WITH PROBLEM-FOCUSED WAYS OF COPING AS THE
INDEFENDENT VARIABRLE, AND THE GH OM SUBSCALE THE 1) T VARI
Low Use | MediumUss | High Use
Low Use - - -
MediumUse ) 0.039" n n
High Use 0.01%* 0.3:.2 =

*Significant at .03 alpha level

Apparent from the above table, significant differences were found between low and medium uze of
probiem-focused coping (p=.039), and between ow and high use of problem-focused sirategies
{p=.019) on somatic symptoms of strain, Medium use (M=15.915) of problem-focusad copihg has
hean shown to result in higher levels of somatic symptoms of strain than low frequency of use
{(M=13.235). Similarly, high frequency of use (M=16.923) results in significantly greater somatic
symptoms of strain than low frequency of use.

Table 19 (overleaf) exhibits the results of the ANOVA which used emotion-focused coping as the
indepandent variable, and the General Health Questionnaire and its subscales as the dependent

variables.
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Tapie 1O R OF ANOYA wWiTH EMOTIOMN-FQCUSED YS OF COPIN
INDEPENDENT VARIABLE, AND THE GEN L HEALTH QUESTIONNAIRE AND | UBSCALES
- AS THE DEPENDENT VARIABLES.
Dependant _ Means
Variables Low Medium High df F P
Lise Use Use
GHQYTOT 83.415 58.777 65.001 2 1.501 0,227
GHQSOM 14.801 15.754 21.001 2 2.38% 0.085
GHQANX 14.551 16.307 19.001 2 2.043 0.134
GHAQSOCDYS 14.537 15.031 15.751 2 0.377 D.6886
GHQSDEP 9.439 9,733 11.251 2 0.361 0.689

*Significant af .05 aipha level

Similar to problem-focused coping, emotion-focusad ways of coping were found not to be significantly
related to levels of overall sirain or its dimensions. However, in order to further explore the potential
relationship between emotion-focused ways of coping and strain, the posi-hoc test of Least Significant
Differences (LSD) was camied out. The results are displayed in Table 20 balow.

TABLE 20: RESULTS OF LSD TEST WITH EMOTION-FOCUSED WAYS OF COPING AS THE

INDEPENDENT VARIABLE, AND THE GHQSOM SUBSCALE AS THE DEFENDENT VARIABLE,
Low Use | Medium Use | High Use
Low Use o o 0
MediumUse | 0.289 = =
High Use 0.037 0.073 -

*Significant at .05 slpha lave!

In the case of the somatic symptoms subscale of the General Heaith Quesionnaire, a significant
difference was found hetwean low frequency of use of emotion-focused coping and high frequency of
iise. Higher frequency (M=21.001) of use of emotion-focused strategies was found to result in higher
levels of somatic symptoms of strain than low frequency of use (M=14,801),

Table 21 (overleaf} displays the results of the ANOVA canied out, with escape-avoidance coplng as
the independent variable and the General Health Questionnaire and its subscales as the depenuent
vanables.
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TABLE Z1. RE F OVAWITH E PE-AVOIDANCE WAYS OF COPI THE
P VARIABLE, AND THE GENE H ESTIONNAIRE AND |TS SUBSCALES
. AS EPENDE ARIABLES,

Dependent Means
Variables Low Medium |  High df F p
Use Use _Use
GHQTOT 51.379 59,987 86.143 2 27.283 | <.0001"
GCHOSOM 14.033 16.986 22.286 2 18,763 | <.0001*
GHOQANX 14.356 17.233 25.143 2 19.828 | <.8001*
GHQSGCDYS 14,065 15.862 20,871 2 14.431 | <.0001*
GHQSDEFR 8.851 10.176 17.143 _2 15.734 | <.0001*

*Significant at .05 alpha level

From Table 21, it is evident that escape-avoidance coping was found to be significantly related to the
levels of overall strain, as weil as to the four dimensions of strain (that is, somatic symptoms,
anxiefy/insomnia, social dysfunction and severe depression). As can be sesn, the greater the
frequency of use of escape-avoidance coping strategies, the greater the reported levels of all aspects
of strain,

MODERATED MULTIPLE [ INEAR REGRESSIONS

In order to investigate the validity of the hypotheses that coping strategies and social support have the
potential to moderate the stressor-strain relationship i the teaching profession, a series of moderated
muliiple linear regressions were conducted. The results of these are illustrated in the following tables.

Table 22 (below) displays the results of the moderated muitiple iinear regression with the total
General Health Questionnaire (GHQOTOT) as the dependent varable, the totai Teacher Stress
Inveritory as the Independent Variable.

TaBLE 22 RESULTS OF MODERATED MULTIPLE LINEAR REGRESSIONS WITH THE: GENERAL,
HEALTH QUESTICNNAIRE AS THE DEPENDENT VARIABLES, THE TEACHER STRESS INVENTORY
THE IND NDENT VARIABLE: SOTOT, SS5TOT, SSCTOT, FaATOT AND
- SSEETOT AS THE MODERATOR VARIABLES,
Dependent j Independent | Moderator | Befa | R-squared H p
Varlable Variable Variable

GHQTOT TSITOT WCQTOT ; 34.237 0.241 3.268 Q01*
GHQTOT TSITOT S88TOT [ 45.955 8.2 2.901 D03
GHQTOT TSTOT S5CTOT | 37.419 0.231 2.399 O
GHQTOT TSITOT SSFaTOT | 42.001 0.292 0.311 D02
GHQTCT TSITOT SSETOT | 67.318 0.246 3.778 <01

*Significant at 05 alpha level
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The Ways of Coping Questionnaire (WCQTOT), the Social Support of Supervisor Scale {(SSS8TOT),
the Social Support of Colleagues Scale (SSCTOT), the Perceived Social Support of Family Scale
(SSF4aTOT) and the Perceived Social Support of Friends Scale (SSFrTOT) were tasted as moderators
of the relationship between the scores of the Teacher Stress Inventory and the General Health
Questionnaire. Significant relationships were found between the stressor-strain relationship and all
five of the moderztor variables. Coping strategies (as measured by the total Ways of Coping
Questionnaire), were shown to significantly affect the relationship between stress (as measured by the
total Teacher Stress Inventory) and strain {as measured by the total General Hezlth Questionnaire)
(p=34.237, R? =.241, p=.001). Similarly, social support of supervisors and social support of colleagues
have also been found to be significantly related to the relafionship between sfressor and strain
(B=45,955, R%=.231, p=.003; and p=37.419, R*=.231, p=.017, respectively). Social support of family
and friends have also been found to be moderators of the stressorstrain relationskip (SSFaTOT:
B=42.001, R*=.282, p=.002; SSFITOT: p=57.318, R*=.025, p<.001).

From Table 23 {overleaf), significant relationships were found bstwesn the sfrain {(as measured by the
General Health Questlonnaire) and stress as a result of & need for professional racognition (as
measured by the Teacher Stress Inventory’s Professional Recognition Needs subscale), and the total
Ways of Coping Questionnaire (WCQTOT) and its three subscales (WCQPROB, WCQEMOT and
WCQEA),

The total Ways of Coping Questionnaire is quite significantly related fo the relationship batween the
two variables (B=45.833, R’=.105, p<.001), and the Problem-Focused subscale is similarly significant
(B=47.923, R*=.098, p<.001). While the Emotion-Focused subscale reports a p-value of <.001
(P=46.837, R?*=.074), the Escape-Avoidance subscale reports the most highly significant relationship
with the Professional Recognition Needs-based stressor-strain relationship (p=43.611, R®=.308,
p<.001).

Similar results were obtained for the Poor Colleague Relations subscale of the Teacher Stress
Inventory, using the same moderator variables. Using the tofal Ways of Coping Queastionnaire as the
moderator variable, a signlficant relationship was found between the Poor Colleague Relations-based
stressor-strain relationship and the moderator variable (R=34.699, R’=.118, p<.001). Significant
relationships were also found for the Problem-Focused and Emotion-Focusad moderator variables
=37.493, R%=.095, p<.001, and P=39.326, R’=.105, p<.001, respectively). Again, the most
significant relationship was found between the Poor Colleague Relations-based stressor-strain
relationship and the Escape-Avoidance Coping moderator variable (p=39.854, R*=.312, p<.001).
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TaABLE 23: RESULTS OF THE MODERATED MULTIPLE LINEAR REGRESSIONS WITH THE TOTAL

GEMERAL HEALTH ESTIONNAIRE AS THE DEPENDENT VARIA HE TEACHER STRES:!

INVENTORY SUBSCALES AS THE INDEPENDENT VARIABLES, AND THE WAYS OF COPING
1] NNAIRE AND TS SHBSCALES AS THE MODERATOR VARIABLES.
independent | Moderator | Rets | R-Squared t p

Varighle | Variable !
TSIBRN | WCQTOT | /5833 | 0405 | 6418 | <001
TSIPRN | WOQPROB | 47.923 | 0.038 5.243 | <.001"
TSIPRN__| WCQEMOT | 46.837_|__0.074__ | 4589 | <001
TSIPRN__ | WCQEA | 43611 | 0308 | 6739 | <.001"_
TSIPCR | WCQTOT | 34.701 | 0.118 4783 | <.001"
TSIPCR__| WCOPROB | 37.453 | _ 0.085 | 4628 | <001
TSIFCR__ | WCQEMOT | 39.326 | _ 0.105__ | 4.851 | <.001"
TSIPCR | WCOQEA | 39.854 | 0312 | 11447 | <001"
TSISM | WCQTOT | 44,068 | 0234 | 4.394 | <.001"
TSISM___| WCOPROB | 34,668 | 0.204 | 3248 | 0.001"
TSISM | WCQEMOT | 46.279 | _ 0.256 4601 | <.001"
TSISM WCQEA | 38.256 | 0.366 7.544_| <.001"
TSITRD | WCOTOT | 26.884 | _ 0.109 3.211__|_0.001°

TSITRD | WCQPROB | 27.706 0.128 2914 | 0.004
TSITRD | WCQEMOT | 38,969 0,095 3.775 | <.001
“TSITRD WCQEA | 33.481 0.311 6.964 | <.001" |

TSIWL WCQTOT | 37.435 0.208 3.928 <.001*

TSIWL WCQPFROE | 35 857 D.186 3.706 <.001*

TSIWL wcgemo-r 40.959 0.215 4,262 <. 001

TSWIL. WCQEA . 40.078 0.371 9,131 <.G1"
*Signiiicant at .05 alpha level

From the above table, all of the four coping scales {the total Ways of Coping Questionnairs, and the
Problem-Focused, Emofion-Focused, and Escape-Avoidance subscales) were found fo be
significantly related to the stressor-strain relationship as a result of student mishehaviour. The totai
Ways of Coping Questionnaire reported a p-value of <.001 (§=44.068, R%=,234), while the Problem-
Focused subscale related less slgnificantly with a p-value of 001 (B=34.669, R*=.204). The Emotion-
Focused subscale was very significantly related to this stressor-strain refationship (3=48.2739, R%x.258,
p=.001), and the Escape-Avoidance subscale was again found to be most significantly related of the
scales (3=38.256, R’=.365, p<.001).

The reported stress resulting from time and resource difficulties and the resultant strain appears to
potentially be moderated by the coping strategies of the individuals (as shown in Table 23 on page
29). The total Ways of Coping Questionnsire was found to be significantly refated fo this stressor-
sirain relationship, with a reported p-value of .001 (B<28,995, R?=.108). Both the Problem-Focused
and Emotion-Focused subscales wera alsc shown {o be significantly related to this relationship
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(f=27.705, R*=.128, p=.004, and P=38.969, R'=.095, and p<.001, respectively). The Escape-
Avoidance coping sirafegy was yet again found {0 have the most significant relationship to the
stressor-strain relationship (§=33.481, R*=.311, p<.001).

As with the cther types of stressors displayed in this table, the mest significant refationship was found
between the Escape-Avaldance way of coping (B=40.078, R*=.371, p<.001),and the stressor-strain
relationship (the stressor, in this case, is Workload). This was followed by the Emotion-Focused’
coping strategy (3=40.958, R*=.215, p<.001), and then by the total Ways of Coping Questionnaire
(3=37.435, R*=.208, p<.001). The Problem-Focused way of coping was alse found to be significantly
related to this stressor-strain relationship (8=35.857, R"=.186, p<.001).

Table 24 (overieaf) dispiays the results of the moderated multiple linear regressizn with the Somatic
Symptoms subscale of the General Health Questionnaire as the dependent variable, the Teacher
Sfress Inventory and its subscales as the independent variables, and the Ways of Coping
Questionnaire and its subscales (Problem-Focused, Emotion-Focused and Escape-Avoidance) as the
moderator variatles.

Significant relationships were found beiween the overall stressors (s measured by the total Teacher
Stress Inventory) and somatic strain (as measurad by the Somatic Symptoms subscale of the General
Health Questionnaire), and the total Ways of Coping Questionnaire (R=7.720, R°=.229, p=.031), as
well as the cmotion-Focused and Escape-Avoidance subscales (B=11.141, R*=204, p=.004; and
B=8.8685, R?=308, p<.001, respectively). No significant relationships were found between these
siressor-strain vartables and the Problem-Focused component of the Ways of Coping Questionnaire
(B=5.512, R*=.203, p=.168).
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TABLE 24 RESULTS OF THE MODERATED MULTIPLE LINEAR REGRESSIONS WITH THE
GHQSOM SUBSCALE AS THE DEPENLENT WARIABLES, THE TEAGHER STRESS INVENTORY
AND ITS SUBSCALES AS THE INDEPENDENT VARIABLES, AND THE WAYS OF COPING

LIUESTIONNAIRE S Al ﬁg'i'HE MODBERATOR VARIAEEI;_E_S_,
Independent | Moderator { Beta R-Squared| t p

Variafie Variable
TSITOT WCQTOT | 7.721 0.228 12481} 0.03¢*
TSITOT | WCQPRORB | 5.512 0.203 |1.384| 0.168
TSITOT | WCQEMOT | 11.141 0.204 |2.901| 0.004
[ TSITOT WCQEA | 8.865 0306 |4.428| <001
TSIPRN WEQTOT | 9928 0131 [3.325] o0.001*
TSIPRN | WCQPROB | 11.237 0.105  {3.548] <00t |
TSIPRN | WCQEMOT | 11.585 0.063 {3.533! <.001*
TSIPRN WCQEA | 11.589 0.228 [7.2841 <o001*
TSIPCR WCQTOT | 8.511 0.119 [3.473] <.001"
TSIPCR | WCQPROB | 8.578 0088 [3.043| 0.002
TSIPCR ] WCQEMOT | 11.076 0.085 |3.818] <.p0of
TSIPCR WCQEA | 10.986 0.221 18.588] <.001*
TSISM WCQTOT | 9666 | 0206 (2779 0.006
TSISM WCQPROE | 6.334 0.178 (1.7M5! 0088
TSISM WCOQEMOT | 0.261 6.212 [3.2541 0,001
TSISM WCQEA | 9.508 0.281 [5.238] ~<001*
TSITRD WCQTOT | 7.331 0.147 [2.456] 0.018*
TSITRD | WCOPROB | 6.218 0133 |1.885| 0.081
TSITRD | WCQEMOT | 10.397 0,098 12,998 0.004*
TSITRD WCQEA | 9.173 0259 |5475] <001
TSIWL WCATOT | 9.134 0.205 12804 0005
TSI, WCQPROB | 7.454 0.169 {2.167! 0.031*
TSWL WCQEMOT | 12.137 0.151 3.55 | <001
TSML WCQEZ | 10.089 0.274 (5878 <.001*
*Significant at .05 alpha level

The Professional R=cognition Needs-hased stressor (TSIPRN) and S matic Symptoms-based strain
(GHQSOM) relationship was found to be significantly relsted to the total Ways of Coping
Questionnaire (WCQTOT), as well as to the three subscales of the Ways of Coping twuestionnaire
{that is, probiem-focused coping (WCQPROB), emotion-focused caping (WCQEMOT} and escape-
avaldance coping (WCNEA),. The total Ways of Coping Questionnaire reported a p-value of .001078
(p=9.928, R?*=,131), and WCQPROB reported a p-value of < 001 (=11.237, R*=.108). WC IEMOT
reportu & similarly significant p-level of <.001 (8=11.585, R%=.063), while WCQEA reported the most
significant relationship, with a p-value of <.001 (B=11.589, R*=.228).

Bignificant relations were found between the relationship betwsen the Foor Colleague Relations-
hased stressor and the Somatic Symptom-hased straln, and the Ways of Coping Questionnaire and



42

its subscales. The Escape-Avoidance subscale was found to have the most significant relationship
with the stressor-strain relationship (3=10.887, R%=.220, p<.001), which was followed by the Emotion-
Focused way of coping (B=11.076, R*=.055, p<.001). The total Ways of Coping Guestionnaire was
also found to be significantly related to this stressor-strain relationship (f=8.511, R%=.119, p<.001),
while the Problem-Focused ways of coping subscaie reported the significant pvaiue of <.001
(B=B.579, R*=,088),

Table 24 {on page 41) aiso illustrates the resuits of the multiple moderated linear regression
conducteu with the Student Misbehaviour subscale of the Teacher Siress Inventory as the
indepandent variable. The total Ways of Coping Questionnaire (§=9.668, R*=.201, p=.008), the
Emotion-Focused subscale (=12.165, R*=.212, p=.001), and the Escape-Avoidance subscale
(B=9.508, R?=.281, p<,001} were all found tv be significantly related to this stressor-strain relationship.
The Problem-Focused ways of coping component was not found to be significanily related to this
stressor-strain relationship,

The results of the moderated multiple linear regressions conducted with the Time and Resource
Diffieulties subscale of the Teacher Siress Inventory as the independent variable wess siillar to that
of the Student Misb:: aviour component. Again, the Problem-Focused component (WCQPROB) of tha
Ways of Coping Questionnaire was not found to be significantly related o this stressor-strain
relationship {$=6.219, R%*.133, p=.061). However, the total Ways of Coping Questionnaire
(WCQTOT) (B=7.331, R%=.147, p=.015), the Emotion-Focused subscale (WCQEMOT) (8=10.397,
R?=.088, p=.004), and the Escape-Avoidance subscale (WCQEA) (B=9.178, R*=.259, p<.001) were
found to be significantly related to the relationship between the Time and Resource Difficulties-based
stressor and the Somatic Symptoms-based strain.

The most significant relationship found between the moderate; variables and the Workload-based
stressor and Somatic-Symptoms-based strain relationship concerned the Escape-Avoidance
component of the Ways of Coping Questionnaire (=10.089, R*=.274, p<.001), which was foliowed by
the Emotion-Focused subscale (B=12.137, R®*=.161, p<.001). The Problem-Focused subscale was
found to be the least significant (B=7.454, R?=.169, p=.032), while the total Ways of Coping
Questionnaire reported a p-value of .006 (B=0.134, R*~.205).
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TABLE 25: RESULTS OF THE MODERATED MULTIPLE, LINEAR REGRESSIONS WITH GHQANX

SUBSCALE AS THE DEPENDENT VARIABLES, TEACHER STRESS INVENTORY AND |TS

SUBSCALES AS THE INDEPENDENT VARIARLES, AND WAYS OF COPIN E NAIRE AND
ITS. SUBSCALES AS THE MODERATOR VARIABLES,
lnsi_aam!gnt Moaderator | Beta | R-Squared t P
| Variable
TSITOT WCQTOT 4.274 0,223 1.108 0.269
TSITOT WCQPROE | 0.847 0,235 0.228 0.821
TSITOT WCQEMOT | 7.919 0.245 1,954 0.053
TSITOT WCQEA 7.057 0.349 3.298 o.001*
TSIPRN WCQTOT ¢ 10.059 0.097 3.053 0.002*
TSIPRN WCQPROB § 10.603 0.094 3.133 0.002%
TSIPRN WCQEMOT | 10.723 0.073 3.G66 0.002"
TSIPRN WCQEA | 11.415 0.284 8.745 <.
TSIPCR WCQTOT | 7.885 0,115 3.009 0.003"
TSIPCR WCQPROB | 8.518 0.0597 2.869 0.004*
TSIPCR WCQEMOT | 9.232 0,108 3.116 0.002"
TSIPCR WCQEA | 10.081 0.261 7427 <.0(_}j:==
TSISM WCQTOT | 7.874 0.214 2,143 0.033*
TSISM WCQPROB | 3.067 2.211 0.788 0.432
TSISM WCQEMOT | 11.547 0.244 2.964 0.003*
___TSIsSM WCQEA 719 | 0318 4.037 <.0m*
| TSITRD | WCQTOT | 4701 | 0085 | 1411 | 0.159
TSITRD WCQPROB | 3.343 0.113 0.942 0.348
TSITRD WCQEMOT | 7.864 0.081 2,023 0.045*
TSMRD | WCQEA [ 7.921 | 0245 [ 4211 ] <001
TSRAL WCQTOT | 6.318 0.206 1.841 0.067
TSINL WCQPROB | 4.976 n.184 1.413 0.159
TSIWL WCQEMOT | 7.841 0.223 2.183 0.031*
TSML WCQEA 9,631 0.333 5.198 <,001*

*Slgnificant at .05 alpha level

From Table 2& (above), it is evident that of the Ways of Coping Questionnaire and subscalas, only
Escape-Avoidance subscale was found to be significantly elated to the relationship betwesn the
stressor {as measured by the total Teacher Stress Inventory (TSITOT)) and the Anxiety and Insomnia-
based strain (as measurad by the Anxiety/insormnia subscale of the General Health Questionnaire
{GHQANX)). The reported p-value was .001 (B=7.057, R%=.348). As seen in uie table, no other
significant relationships were found with the total Ways of Coping Questionnaire, nor with the
Problem-Fogused or Emotion-Focused subscalas.

Another moderated multiple linear regression was conducted with the Professional Recognition Needs
subscale (TSIPRN) of the ' eacher Stress [nv 3ntory as the independent variable. In this case, the total
Ways of Coping Questionnaire, as well as the three subscale were 2l found to be significantly related
o the Professional Recognition Needs-based stressor and the Anxiety/ insomnia-based strain
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relationship. The Escape-Avoidance component again was found to be the most sigrificantly related
{p=11.415, R?*=2684, p<.001), followed by the Problem-Focused subscale (p=10.303, R°=.004,
p=.002). The total Ways of Coping Questionnaire and the Emotion-Focused subscale were simitarly
significant (B=10.059, R*=.087, p=.002; and p=10.723, R%=.073, p=,002, respectivaly).

The Poor Colleagus Relations-based stressor and Amdety/Insomnis-based strain refationship was
shown to be moderated by the total Ways of Coping variable, as well as its subscale variables
{Problem-Focused, Emofion-Focused and Escape-Avoidance coping). Problem-Focused coping was
found to be the least significantly related to this stressor strain relationship (§=8.579, R*=088,
p=.002), which was followed by the total Ways of Coping Questionnaire (B=8.511, R*=.119, p<.001).
The Emotion-Focused coping variable reporied a p-value of <001 (=11.076, R°=.055), and the
Escape-Avoidance coping variable was again found to be most significantly relaied to the stressor-
strain relationship (§=10.987, R*=.221, p<.001).

Maoderated multiple linear regressions were also conducted with fhe Student Misbehaviour and Time
and Resource Difficuities variables of the Teacher Stress Inventory as the independent variables, and
similar results were found for beth of thase, in both cases, the total Ways of Coping variables ware
found to be significantly related to the respective stressor-strain relationships (R=9.666, R*=.201,
p=.008; and p=7.331, R*.147, p=.015; respectively). Similarly, Emotion-Focused coping and Escape-
Avoidanee coping were both found to be significantly related to the sfressor-strain relationship with
both Student Misbehaviour (B=12.185, R*=.212, p=.001 (WCQEMOT)}, and p=9.508, R*= 2681, p<.001
(WCQEA)), and Time and Resource Difficulties (R=10,397., R%=.088, p=.004 (WCQEMOT), and
B=8.173, R*=.259, p<.001 (WCQEA)). In the case of both of the independent variables, Problem-
Focused coping was not found to be signfficantly related to the respective stressor-strain

relationships.

The independent variable of Workload (a subscale of the Taacher Stress Inventory) was also used in
a moderated muitipla linear regression (the results of which are displayed in Table 25 un page 43). it
was found that the total Ways of Coping Questionnaire is significantly related to this stressor-strain
relationship betwean the Workload variable and the Anxiety/insomnia variable ($=9.134, R%=,205,
p=.008), as is the Problem-Focused Way of Coping subscale (3=7.454, R*=169, p=.032), The
Emotion-Focused way of coping was found to he very sygnificantly related to this refationship
(B=12.137, R%=,161, p<.001), but was surpassed by the Escape-Avoidarice maderators significant
relationship with these variables {B=10.089, R?=.274, p<.001).
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Table 26 (below) exhibits the results of the moderated multiple linear regression which was conducted
using the Sacial Dysfunction subscale of the General Health Questionnaire (GHQSOCDYS) as the
depaendent variable, the Teacher Stress Inventory and its subscales (TSITOT, TSIPRN, TSIPCR,
TSISM, TSITRD, TSIWL) as the independent variables, and the Ways of Coping Questionnaire and its
subscales (WCQPRORB, WCQEMOT, and WCQEA) as the moderator variables

TABLE 26: IS5 OF THE MODERATE ULTIPLE | INFAR REGRESSIONS WITH
GHOQSOCDY E DEFENDE IABLES, TEAGHER STRESS INVENTORY
AND ITS SUBSCALES AD THE INDEPENDENT VARIABLES, AND WAYS OF COPING
QUES‘I‘]ONNA[RE AND IT; B AlLES g I§§ MQM VARIABL.;S,

Independent | Moderator | Bets |[R-sguared| ? p
TSITOT | WCQTOT | 13.928 | 0.138 5038 § <.001*
TSITOT _|IWCQPROB| 13.684 | 0.161 4.609 | <.001"
TSITOT IWCQEMOT| 14.411 0.169 5149 | <.001*

___TSITOT | WCQEA |12.924 { 0283 | 8342 | <001"
TSIPRN | WCQTOT [ 16.611 0.057 7.232 | <.0ot
TSIPRN [WCQPROB! 17.062 | 0.072 7.189 | <.001*
TSIPRN __|[WCQEMOT| 16.719 | _0.067 6.737 | <.001*
TSIPRN WCQEA |13.376 | 0.165__ {10.938 | <.001"
TSIPCR | weQTOT | 13.077 | 0,029 9.68 [ <.oo1*
TSIPCR |WCQPROB| 13.473 | 0.029 6.368 | <.001*
TSIPCR __{WCQEMOT! 13.954 | 0.046 6,903 | <.001*

| TSIPCR | WCQEA {13.238 | 0176 | 13.778 j <.001*
TSISM WCQTOT | 15.194 | 0.153 5829 | <.001"
TSISM  |WCQPROE! 15.175 | 0.161 5521 | <00
TSISM {WCQEMOT] 14.989 | 0.186 5632 § «<.001*

| TSISM | WCQEA (12968 | 0.243 | 8.542 | <001
TSITRD | weaTOT [ 11.572 | 0.058 5.033 | <.001*
TSITRD _|WCQPROB| 11.652 | 0.082 4,705 | <.001"
TSORD  |WCQEMOT] 13.337 | 0.059 5211 | <.001*
TSIWL WCQTOT [ 13.852 | 0.099 5514 | <.001
TSIWANL  |WCQPROB| 14.052 { 0.104 5443 | <.001*
TSWL _ |WCQEMOT| 13.705 | 0.124 §.528 | <.001*
TSIWL WCQEA |13.243 | 0.199 9.657 | <.001”

*Significant at .05 alpha level

it was found that the relationship between the total Teacher Stress Inventory-based stressor and
Sacial Dysfunction-based strain is significantly related to the total Ways of Coping Questionnaire and
its three subscales. The total Ways of Coping Questionnaire and the Emotion-Focused way of coping
reported similar p-values of <.001 each (B=13.928, R%=.138, and p=14.411, R%=.169, respectively).
The most highly significant moderator variable was the Escape-Avoidance way of coping (B=12.924,
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R?=.239, p<.001), and the Problem-Focused moderator variable reported a p-level of <001
(p=13.894, R*=.161).

All four of the moderator variables (WCQTOT, WCQPROB, WCQEMOT, AND WCQEA) were found
to be similarly significantly related to the relationship between the Profassional Recognition Needs-
based stressor and the Social Dysfunction-based strain (p<.001). Their reportad beta and R values
were slightly different (WCQTOT: p=16.611, R*=.057; WCQPROB: p=17.082, R’=.072; WCQEMOT:
p=15.719, R*=.057, and WCQEA; p=13.376, R%=.185).

As shown in Table 26 (page 45), the total Ways of Coping Questionnaire (B=13.077, R*=.028), the
Problem-Focused subscale (B=13.473, R?=.029), the Emotion-Focused subscale {p=13.554,
R*=.048), and the Escape-Avoidance subscale were all found to be similarly significantly related
{p<.001) to the relationship between the Poor Colleague-Relations-based stressor and the Social
Bysfunction-based straln,

SimBarly, these moderalor variables were also found to be related to the relationship between the
Studant Misbshaviour-based s'ressor and the Sccial Dysfunction-related strain (p<.001). The total
Ways of Coping Cwuestionnaire reported a befg of 15.124 and an R? of .153, while the Problem-
Focused way of coping reported simiiar values {B=15.175, R*=,161). The Emotion-Focused moderator
variable reported a befa value of 14.988 and an R® of .186, and the beis value of the Escape-
Ayoidance variable is 12.958 (R’=.243).

The Workload-based stressor-strain relationship was alsc similady related to the four moderator
variables (p<.001). The total Ways of Coping Questionnaire reported a befa value of 13.852
(R?=.099), which was simitar to both the Emation-Focused variable {=13.705, R®*=.121) and the
Escape-Avoidance variable (§=13.243, R*=199). The Problem-Focused moderator variable reporied
an R? of .104 (B=14.052).

Levels of significance varied amongst the four moderator variables with regards to the Time and
Resource Difficulties-based siressor-strain relationship. The fotal Ways of Coping Questionnaire
repurted a p-value of <.001 (p=11.572, R2=.05B), with the Problem-Focused subscale reporting a p-
level of <,001 (B=11.652, R*=,082). The Escape-Avoidance variable reported the most significant
relationshlp with the stressor-stain relationship (B=11.757, R%=.1589, p<.001), while the Emotion-
Focused subscale reportad a p-valus of <.001 {$=13.337, R?=.059).
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In Table 27, the results are shown of the moderated multiple linear regressions conducted with the
Severe Depression variable of the General Health Questionnaire as the dependent variable, the
Teacher Strass inventory and its subscales as the independent variables, and the Ways of Coping
Questionnaire and its three subscales as the moderator variables.

TABLE 27: RESULTS OF THE MODERATED MULTIPLE | INEAR REGRESS|ONS WiTH GHQSDEFP

E D NDENT VARIA TEACHER STRESS INVENTORY AND ITS SUBSCALES TH
INDEPENDENT VARIABLES, AND WAYS OF (COPING QUESTIONNAIRE AND |TS SUBSCALES AS
THE MODERATOR VARIABLES,

Independent | Moderator | Beta |R-Squared 4 P

TulTOT WCQTOT | 7.721 0.161 2.335 0.021*
TSITOT WCQPROB | 8.054 0.099 2.378 0.01¢9*
TSITOT WCQEMOT | 7.183 0.087 2.148 0,033"
TSITOT WCQEA | 649 0.209 3.578 <.001*
TSIPRN WCQTOT | 8.604 0.043 3.555 <.001*
TSIPRN WCQPROE | 9.682 0.039 3.746 <0
TSIPRN WCQEMOT | 8.792 0.031 3.272 001~
TSIPRN WCQEA | 7415 0172 5.345 <,001*
TSIPCR WCQTOT | 4.781 0.084 2.221 0.028*
TSIPCR WCQPROB | 6.145 0.089 2.700 n.007™
THHPCR WCQEMOT ; 4.369 0.084 1.912 0.058
TSIPCR WCQEA | 5.551 0.188 5,037 <,001*
TSISM WCQTOT | 10.709 0.105 3.455 <001
TSISM WCQPROB | 8.825 0.067 3.082 g.002*
TSISM WCQEMOT | 9.353 0,077 2.848 0.003"
_TSISM WCQEA | 7.833 0.182_ 4.826 <001
TSITRD WCQTOT | 4.813 0.036 1.765 0.079
TSITRD WCQPROB | 5.911 0.054 2,161 0.032*
TSITRD WCQEMOT { 6.811 0.036 2.224 0,028*
TSITRD_ | WCQEA [4811°1 ofed4 | 3.184 | 0001
TSMIL WCQTOT | 5.891 0.097 2.894 | 0.004*
TS WCQPROB | 9.672 0.084 3.391 <.001*
TSIWE WCQEMOT | 7.771 0.106 2.712 a,007*
TSIWL WCQEA 7.211 0.188 4.529 <.001*

*Significant at .05 alpha level

From this table, it is evident that all four of the moderator variables were found to be significantly
rejated to the stressor- strain relationship (as measured by the total Teacher Stress Inventory and the
Savers Depression component of the General Health Questionnaire, respactively). The total Ways of
Coping Questionnaire {(WCQTOT) reparted reasonably significant results (B=7.721, R%=.098, p=,021),
as did both the Emotion-Focused and Problem-Focused variables {=7.183, R*=.007, p=.033; and
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B=8.054, R*=.099, p=.018; respectively). The Escape-Avoidance moderator vanable was shown to be
the most significantly reiated to this stressor-strain relationship (3=6.496, R*=.209, p<.001).

The maoderated multiple linear regression with Professional Recognition Needs as the dependent
variable showed similarly significa=t results to that of the total Teacher Strass inventory. Again, the
Escape-Avoidance component of e Ways of Coping Questionnaire was found to be the most
significantly related to the siressor-strain relationship (8=7.415, R®=.172, p<.001). This was followed
by the Problem-Focused w'+ » coping (=9.682, R%.038, p<.001), and then by the iotal Ways of
Coping Questionnaire (p=8.504, R?=.043, p<.001). Stili significant is the relationship between the
Emotion-Focused Way of Coping and the Professional Recognition Needs-related stressor-strain
relationship (B=8.792, R%*=.030, p=.001).

The relationship between the Poor Colleague Relations-based stressor and the Sevare Depression-
related strain is shown to bi —adarated by three of the suggested moderator variables, namealy: the
total Ways of Coping Que:.. & (B=4.781, R%=.084, p=.028), and the Problem-Focused (p=6.145,
R%=.069, p=.008) and Escup. ..voidance ways of coping (B=5.651, R’=.198, p<.001). The Emotion-
Focused way of coping was not found to be significantly related to this stressor-strain relationship
(p=.058),

As seen in Table 27 (page 47), all four of the moderator variables were found to be significantly
related fo the relationship between the Student Misbehaviour-based stressor and the Severe
Depression-related sirain. The Escape-Avoidance coping was found to he most significantly related
(p=7.839, R%=.182, p=.000003), followed by the total Ways of Coping Questionnaire (5=10.708,
R%=,1085, p<.004), and then by the Problem-Focused way of coping (=9.825, R%=.067, p=.002). The
Emotion-Focused nicderator variable was also found to be significantly related to this stressor-strain
relationship {(p=9.353, R?=.078, p=.003).

Of the four moderator variables suggested in the regressions conducted with (ime and Re~>urce
Difficuities as the independent varables and Severe Dapression as the dependent variables, aly the
totai Ways of Coping Questionnaire was found not to be significantly related to the stressor-strain
relationship. The Problem-Focused way of coping reported a p-value of 032 {B=5.911, R*=.054), and
the Emotion-Fecused component reported a similar p-level of .028 (3=6.611, R*=.036), The Escape-
Avoidance way of copinn was found to be most significantly related to the stresscr-stain relationship
{B=4.811, R%=. g4, p=001).
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Using Workload as ihe independsnt variabies in the final regressions with Severe Depression as the
dependent variables, all four of the moderator variabies were found to be significantly related to the
stressor-straln ralationship. Again, the most significant result was obtained from the Escape-
Avoidance way of coping (p=7.211, RZ=.198, p<.001), which was followed by the Problem-Focused
component of the Ways of Coping Questicnnaire (p=8.672, R2=,084, p<.001}). The Emotion-Focused
way of coping was found to be the least significantly related (B=7.771, R?=.106, p=.007), and the total
Ways of Coping Quastionnaire reported a p-vaiue of .004 (=8.591, RZ=,007).

From Table 28 (below), all four of the social support scales (Social Support of Supervisors (SSSTOT),
Social Support of Colleagues (SSCTOT), Social Support of Family (SSFaTOT) and Social Support of
Friends (SSFrTOT)) were found to be significantly related to the relationship between the Professional
Recognition Needs-based stressor and the strain (as measured by the total General Hsatth
CQuestionnaire).

TaBLE 28: RESULTS OF THE MODERATED MULTIPLE ]| iNEAR REGRESSIONS WITH THE TOTAL
{GHQTOT) AS THE DEPENDENT VARIABLES, TEACHER STRESS INVENTORY SUIBSCALES AS

THE INDEFENDENT VARIABLES, AND TH OCIAL SUPPQRT THE MODERATOR
VARIABLES,

Independent | Moderator | Beta | R-sguared S P
\ariable Variable
TSIPRN SSSTOT | 64.295 0.088 4115 | <.001°
TSIPRN SSCTOT | 57.976 0.086 4.151 <,001*
TSIPRN SSFaTOT | 65.359 0.158 5964 | <,001*

| __TSIPRN | SSFrTOT 172744 | 0.124 6.818 | <.001*
TSIPCR SSSTOT | 51.983 0.086 4.719 <.007*
TSIPCR SSCTOT | 80.844 0.088 5731 <.001*
TSIPCR SSFaTOT | 63.785 0.149 7.548 | <.001*
TSIPCR SSFTOT | 64331 [ 0.101 7.602_| <.001*
TSISM SSSTOT 38284 | oa.211 3.029 0.002*
TSISM S$SCTOT | 61481 0.212 3.683 | <.001*
TSISM SSFaTOT | 48.131 0.267 4,081 <.001*

.. ISISM | SSFITOY | 48,031 | 0213 | 3.702 | <.001"
TSITRD SSSTOT 84871 | 0.084 4,751 <,001*
TSITRD SSCTOT | 57.666 0.085 4.498 <,001*
TSITRD SSFaTOT | 62.294 0.163 5.968 | <.001"
TSITRD SSFITOT | 78.761 0.133 7.389 <.001*
TSMIL SS5TOT | 54.688 0.199 4.411 <.001*
TSINL SSCTOT |} 24.889 0.203 1.898 0.058
TSMIL SSFaTOT | 40.561 0,234 3.345 | <.001*
TSIWL SSFITOT | 42.378 0.203 2912 | 0,004

*Significant a. .05 alpha level
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Social Support of Supesvisors {SSSTOT) reported a p-vaiue of <.001 (f=64.205, R%=.088), while
Social Support of Colleagues (SSCTOT) was only slightly more significantly related to the stressor-
strain relationship (p=57.976, R=.086, p<.001). The Social Support of Family and of Friends were
found to both be very significant (§=85.359, R?=.1586, p<.001; and B=72.744, R?=.124, p<.00%;
respectively).

Poor Colleague Relations was also used as an independert variable, and the results of these
regressions dre also shown in Table 28 (page 49). All of the social support moderator variables are
shown to be significantly related to the stressor-strain relationship, with SECTOT (B-60.844, R*= 088),
SSFaTOT (B=63.785, R*=,148), and SSFITOT (p=84.331, R%=.101) all reporting p-values of <001,
The SSSTOT reported a slightly lower significance level of <.001 (p=51.983, R*=.086).
¥

Regressions weré also conducted using Student Misbehaviour (TSISM) and Time and Resource
Difficuities {TSITRD) as independent variables, and all of the moderator variables in both cases were
found to be significantly related to the respective strassor-strain relationships. In the case of Student
Misbehaviour as the independent variables, the mest significant result was shown to be related to
SSFaTOT (B=48.131, R’=.267, p<.001), which was follawed by SSFITOT (B=48.031, R*=213,
p<.001). The least significant of the results relates to social support of supervisors (SS5TOT)
(P=38.264, R%=.211, p=.002), and SSCTOT reported a p-value of <.007 (P=51.181, R*=.212). In the
case of Time and Resource Difflculties as the independent variables, the two most significant resuits
related to SSFaTOT and SSFTOT (§=62.291, R*=.183, p<.001; and p=78.761, R*=.133, p<.001;
respectively). SSSTOT was also found o be very significantly related to the stressor-strain
relationship (B=54.971, R%*=.084, p<.0014), and the social support of colleagues component reported
& p-ievel of <.001 (B=57.666, R%=.212).

The reistionship hetween the Workioad-related stressor and the strain (&8s measured by the General
Heatth Questionnaire} was found to be modaratad by three of the four of the social support variables.
Social support of colleagues was not found to bs significantly related to this stressor-strain
relationship (§=24.889, R%=.203, p=.059), while social support of supervisors reported the most
significant p-value of <.001 (8=54.686, R*=.199), This was followed by the SSFaTOT (B=40.981,
R*=.264, p=,001), and by the SSFITOT (B=42.378, R*=.203, p=.004),
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Table 29 displays the results of the moderated multiple linear regressions which were conducted
using the Somatic Symptoms (GHQSOM) subscale of the General Health Questionnaire as the
dependent variables, the Teacher Stress [nventory and its subscales as the independent vanables,
and the four social support scales as the moderator variables,

TABLE 257 F THE MODERATE TIPLE LINEAR REGRESSION ITH THE
GHQSOM SUBSCALE AS THE DEPENDENT VARIABLES, TEACHER STRESS INVENTUGRY AND ITS
SUBSCALES AS THE INDEPENDENT VARIABLES, AND THE SOCI PORT SUBSCALES
THE MODERATOR VARIABLES,
Indeperident | Mogerator | Beta iR_-muaLeg t P
Variable rizhle

TSITOT | SSSTOT | 15645 | G.is¢ 2.968 0.003"
TSITOT | 8SC 0T | 10.711 | 0479 2.001 0.046°
TSITOT | SSFaTOT | 9.986 | 0.219 2.113 p.036"
TSITOT | SSFITOT | 13.806 | 0.191 2.636 | 0.009"
TSIPRN | SSSTOT | 18.411 | 0,079 3.535 <.001*
TSIPRN | SSCTOT | 14.164 | 0.074 3.083 0,002*
TSIPRN | S5FaTOT | 17.353 | 0.109 4.644 <.001*
TSIPRN _ | SSFrTOT | 16.852 | 0.081 4.565 <001
TSIPCR | SSSTOT | 16.098 |  0.085 4,345 <.001*
TSIPCR | SSCTOT | 15.869 | 0.055 4.314 <001
TSIPCR__ | SSFaTOT | 18.286 | 0.089 6.249 <.001"
TSIPCR__| SSFITOT | 17.891 | 0.064 6.221 <00 |
TSISM | SSSTOT [ 12.388 | 0.156 2.875 0.005"
TSISM__| SSCTOT [ 17.818 | 0.167 3.685 <.001"
TSISM | SSFaTOT | 12.699 | 0.193 3.032 0.002"
| T5ISM__| SSFrTOT | 12414 | 0.155 2.763__ | 0.006"

TSITRD | SSSTOT | 17175 | 0.057 4.459 <001
TSITRD | SSCTOT | 14.285 | 0.001 3.335 0.001
TSITRD__| SSFalO71 | 14.841 | 0131 {4178 <.001"
TSITRD __| SSFrTOY 119.532 | 0411 | 6394 | <.001"

frusan

Il

TSIWL SSSTOT | 17.527 ] 0.176 | 4.189 | <.001%

TSINL SSCTOT | 5.774 0.163 1.278 0.203

TSVL S5SFaTOT | 9.251 0.195 2.162 0.032

TSWL SSErTOT | 9.728 0157 1.942 0.054
*Significant at .05 alpha ievel

All four of the social support moderator variables were found to be significantly related to the
relationship between the total Teacher Stress-related stressors and the Somatic Symptoms-based
strain, the most significant of which was the social support of supervisors component (3=15.645,
R%=.188, p=.0G3). The SSFTOT was alsc found to be significantly related (8=13.806, R%=.191,
p=.009), as well as the SSFaTOT (§=9.99, R®=.218, p=.036). The social support of colleagues
component was found to be the least significantly related of the four moderator variables (p=10.711,
R®=.179, p=.048),
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Profassional Recogniticn Needs was also used as an independent variable, and the resuits were
similarly significant. The 88FaTQT was found to be the most significantly related to this stressor-strain
refationship (B=17.353, R%*=.109, p<.001), which was followed by ths SSFITOT (B=16.852, R*=.081,
p<.001). The social support of supervisors reported a p-value of <.001 (B=18.411, R*=.078), and the
social support of colleagues was shown to have a p-level of .002 (B=14 154, R*=.074).

All four of the social support moderator variables have been shown to be significantly related to the
relationship between the Poor Colleague Relations-related stressor and the Somatic Symploms-based
sirain variable. Social support of family and friends were again found to be the two most significant
results ($=18.285, R*=.089, p<.001; and p=17.078, R*=.084, p<.001; respectively). Both the social
support of supervisors and colleagues were also similarly significantly related (B=16.089, R*=.0""%,
p<.001; and B=15.869, R’=.055, p=.001; respastively).

Simitarly, all four of the sogial suppr: noderator variables were found to be significantly relatad to
both the Student Misbshaviour-based stressor-straln relationships and the Time and Resource
Diftjcutties-relsted stressor-strain relationships. In the case of the Student Misbehaviourrelated
relationship, SSCTOT was found to be the most significantly related (3=17.819, R%=.167, p<.001},
which was followed by S8FaTOT (B=12.618, R%=.193, p=.002), and then the social support of
supervisors component (B=12.388, R’=.156, y -.005). The least significantly related social support
moderator variable was shown to be SSFITOT (p=12.414, R%.155, p=.008). In contrast, in the case
of the Time and Resource Difficulties-based stressor-strain relationships, SSFrTOT was shown to be
the most significantly related to this stressor-strain relationship (p=19.532, R*=.111, p<.001). The
social support of supervisors variable followed (B=17.175, R®=.087, p<.001), and then S5FaTOT
B=14.941, R%=.131, p<..01). The social support of colleagues was found to be the least significsntly
related to the stressor-stain relationship in this case (B=14.285, R%=.091, p=,001).

Only two. of the soclal support moderatar variables were found to be significantly related to the
Workload-based stressor-strain relationship, namely SSSTOT (B=17.578, R%=.176, p<.001), and
SSFaTOT (B=9.251, R%=195, p=.032). Both social support of colleagues and social support of friends
did not yield significant resuits (p=.203, and p=.054, respectively}.
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Table 30 illustrates the resuits of the moderasted multiple linear regressions which were conducted
with the Anxiety/Insomnia subscaie of the General Health Questionnaire as the dependent variables,
the Teacher Stress Inventory and its subscales as the independent variables, and the social support
scales usad in this study as the moderator variables. The relationship between the total stressors (as
measured by the Teacher Stress inventory) and the Anxiety/insomnia-related strain variable is
potentially moderated by the sociat support of supervisors (B=12.082, R*=.218, p=.036). social support
of colleagues (£=12.312, R%=.221, p=.039), and social support of friends (p=16.168, R®=.231,
p=.004). The social support of family variable was not found to be significantly related to this strassor-
strain relationship (B=8.71, R%=.263, p=.081).

TaBLE 30 RESULTS OF THE MODERATED MULTIPLE LINEAR REGRESSIONS WITH GHOANX
SUBSCALE AS THE DEPENDENT VARIABLES, THE TEACHER STRESS INVENTORY AND TS
SUBSCALES AS THE INDEPENDENT VARIABLES, AND THE SOGIAL SUPPORT SCALES AS THE
MODERATOR VARIABLES.

independent | Moderator | Bets | R-squared £ [
Variable Variahie o
TSITOT - S8STOT | 12.082 (0.218 2.100 0.035*
TSITOT SS8CTOT | 12.312 0.221 2.179 0.031*

TSITOT SSFaTOT | 8.714 0.263 1.754 0.081
TSITOT SSFITOT | 16.168 0.231 2.934 | 0.002°
TSIPRN SSSTOT | 19.446 0.087 3.356 <001t
TSIPRN SSCTOT | 11.123 0.036 2.674 0.008*
TSIPRN SSFaTOT { 13.016 0.137 3.973 <.001*
i TSIPRN SSFrYOT | 20.019 0,11€ 5,188 <,001*
TSIPCR SSSTOT | 14.672 0.082 | 3.702 < 001"
TSIPCR SSCTOT | 19.018 |  0.091 4.985 <,001*
TSIPCR SSFaTOT {17485 , 0.133 5711 <.001*

e

TSIPCR | SSFrTOT | 19.587 0.105 5.456 <.001*

TSISM SSSTOT | 8.862 0.209 1.885 0.05%
TSISM 8SCTOT | 16.168 0.215 3.233 0.001*
TSISH S8FaTOT | 13.242 0.247 3.083 | 0.002*
TSISM SSFITOT | 14.123 0.212 3.018 06.002*
TSITRD SSSTOT | 16.221 0.057 3788 | <.out*
TSITRD SSCTOT | 18.591 0.064 3.947 <.001"
TSITRD SSFaTOT | 16.497 0.121 3.993 <.001*
TSITRD §SFrTOT | 23.848 0.098 6.064 <.001*
TSIWL SSSTOT | 46.512 0.204 3.708 <,001*
TSIWL $SCTOT | 5.978 0.208 1.272 ©.205
TSIWL 8SFaTOT | 9.269 0.253 2.099 0.037°

TSIWL & ,FeTOT | 10,893 0.201 2.083 0.037
*Significant at .05 alphé level
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On the other hand, the social support of family vanable was found to be significantly related to the
relaticnship batween the Professional Recognition Needs-based stressor and the Anxiety/insomnia-
related strain (B=16.016, R*=.137, p<.001}, as was the social support of friends variable {§=20.019,
R?=.118, p<.001). The social suppori of suparvisors and cofleagues variables wers also found to be
significantly related to this stressor-strain relationship (§=18.446, R*=.087, p<.0M; and p=11.123,
R¥=.036, p=.008; respectively),

All of the four social support moderator variables were shown to be sigrificantly related to the
relationship between the Poor Colleague Relaticns-based stressor and the Anxiety/insomnia-related
strain, the most significant of which are the SSFaTOQT and SSFTOT variables (3=17.491, R?=.133,
p<.004; and $=19.597, R*=.105, p<.001; respectively). This was followed by the social support of
colleagues variable ($=19,019, R*=.081, p<.001), and then by the social support of supervisors
varable (§=14.672, R?=.082, p<.,001). Similarly, zil four of the social support maderators were found
to be significantly related to the relationship between the Time and Resource Difficulfies-related
stressor and the Anxiety/Insomnia-based sirain, Again, the most significant results were obfained from
{he social support of friends variable (3=23.848, R%=.0999, p<.001), and was again foliowed by the
social support of family variable (p=15.487, R?%=,120, p<.001). The SS8TOT and SSCTOT variables
were similarly significant (B=16.221, R*=.057, p<,001: and (=18.591, R*=.064, p<.001; respectively).

All but ohe of the four soaial support mederator variables was found to be significantly related to the
relationship between the Student Misbehaviour-based stressor and the Anxiety/insomnia-related
straln, namely the social support of supervisors variable (B=8.862, R*=.209, p=.059). The social
support of colleagues variable was shown to be most significantly reiated (5=16.168, R*=.215,
p=.001), followed by the SSFaTOT variable (8=13.216, R®=.247, p=.002}, and the SSFTOT variable
(P=14.123, R?=,212, p=.002).

in the cage of the relationship batwean the Workload-related stressor and the Anxisty/Insomnia-lased
strain, the social support of colieagues variable was not found to be significantly related (B=5.9789,
R?=,208, p=.205). The remaining three social support moderator variables, namely SSSTOT,
S5SFaTOT and SSFrTOT were all shown to be significantly related to this stressor-strain refationship
(B=16.512, R’=.204, p<.001; P=9.269, R’=.253, p=.037, and P=10.993, R>=201, p=.038;
raspactivaly).
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The resulis of the moderated multiple linear regressions with the Social Dysfunction component of the
General Health Questionnaite as the dependent variables, the Teacher Stress Inventory and its
subscales as the independent variables, and the four social support scales as the moderator variables

are all reflected in Table 31.

TABLE 31: RESULTS OF THE ERATED MU P INE. R IQNS WITH THE
GHQS50CHYS SUBSCALE AS THE DEPENDENT VARIABLES, THE TEACHER STRESS
INVENTORY AND ITS SUBSCAng AS THE ingPgNngﬂ_{ VAE;ABLES, AND THE S50OCIAL.

. SUPPORT SCALES AS THE MODERATOR VARIABLES, .
Independent | Moderator} Beta | R-sguaretf t [
Vartabje Variabie
TSITOT SSSTOT | 41.313 0,435 2771 0.006"
TSITOT SSCTOT | 9.887 0.132 2.438 0.016*
TSITOT | SSFaTOT | 11.543 0.174 3,181 0.001*
TSITOT SSFTOT | 16.256 0.14% 4076 | <001
TSIPRN S§SSTOT [ 15.421 0.045 3.882 <,001*
TSIPRN SSCTOT | 13.109 0.042 3.682 <001*
TSIPRN | SSFaTOT | 17.069 0.091 5.877 <,001*
TSIPRN SSFrTOT | 19.858 0.084 7.251 <,001"
TSIPCR SSSTOT | 14.305 0.026 §.117 <, 001"
TSIPCR SSCTOT | 16.682 0,032 6.193 <. 001"
TSIPCR | $5FaTOT | 17.132 0.069 7.849 <.001*
TSIPCR | SSFrTOT | 16.085 0.043 7.482 <.001*
TSISM SSSTOT | 11.069 0.139 3.402 <, 001*
TSISM SSCTOT [10.731 0.138 2,938 0.003"
TSISM 8SFaYOT | 11.087 0.177 3.605 <,001*
__TSISM SSFrTOT } 14.364 | 0.146 4,309 <,001*
TSITRD SSSTOT | 12.189 0.057 4189 | <001
TSITRD SSCTOT | 15.654 D.059 4,889 <,001*
TSITRD | SSFaTOT | 15.561 0.113 5.835 <,001*
| TSITRD | SSFTOT | 19.298 goad | 7167 | <001
TSRNL SSSTOT [ 12.727 0.101 3.914 <,001*
TSHL SSCTOT | 9.641 0101 2.801 0.005*
TSIWL SSFaTOT | 14.171 0,139 4,323 <,001*
TSIWL SSFrTOT | 15.476 0.111 4,079 <.001"

*Significant at .05 alpha level

Tha relationship betwesn the total stressors (as measured by the Teacher Stress Inventory} and the
Social Dysfunction-related strain is shown to be moderated by the four social support moderator
varfables. The social support of friends variable has been found to be the most signfficantiy related
(B=16.255, R%=.149, p<.001), which was followed by SSFaTOT (B=11.543, R*=.174, p=.001). The
soctal support of suparvisors component is also shown to be significantly related fa this stressor-strain
relationship (B=11.313, R%=.135, p=.008), as is the social support of colleagues variable (§=9.987,

R*2.174, p=.018),
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Similar results were obtained for the moderated multiple linear regressions which were coniducted with
the Professional Recognition Needs variable of the Teacher Stress Inventory as the independent
variables. The social support of family and friends variables were found te be the most significantly
related to this stressor-strain relationship (p=17.083, R*=.0M, p<.001; and P=19.658, R’=.084,
p<.001, respectively). However, the social support of supervisors and colleagues variables were also
found to be highly significantly reiated (p=15.421, R*=.045, p<.004; and p=13.109, R*=.042, p<.001;
respectively).

The four sets of moderated multiple finear regressions conducted with Poor Colleague Relations,
Student Misbehaviour, Time and Resource Difficulties and Workload as the independent variables
were all found to be significant across all four of the social support moderator variables. The
regrassions with Poor Colleague Relations as the independent variables ylalded very significant
results, with soeial support of colleagues, family and friends all reporting p-levels of <.001 (§=16.682,
R¥=.082; B=17.132, R%=.088; and R=16.085, R°=,043; respectively). The social support of supervisors
variable is also shown to be significantly related (=14,305, R*= 026, p<.001).

The relationship betwaen the Student Misbehaviour-related strassor and the Social Dysfunction-based
strain has been shown in Table 31 (page §5) o be moderated by social support of supervisors and
colleagues (B=11.069, R*=.138, p<.001; and p=10.731, R*=.138, p<.001; respectively), as well as by
tha social support of family and friends variables (B=11.087, R%=.177, p<.001; and p=14.364, R*=.146,
p<.001; respectively).

The two most significant results yielded by the regressions with Time and Resource Difficultles as the
independent variables are for the social support of family and friends variables (3=15.551, R?=.113,
p<.001; and B=19.298, R?=,004, p<.001; respectively). This is followed by the resuits for the social
support of friends and family variables (B=15.654, R*=.059, p<,001; and §=12.179, R*=,057, p<.001;
respectively).

The regressions invelving Workload as the independent variables and Sodal Dysfunction as the
deperdent variables yielded significant results for all four of the social support moderator variables.
Sociat support of farily was found to be most significantly related (B=14.171, R*=.138, p<.001), which
was followed by social support of friends (B=15.478, R*=.111, p<.001). The social support of
supervisors and colleagues variables were also shown to be significantly related to this specific
stressor-strain refationship (B=12.727, R%=.100, p<.001; and p=9.841, R%= 101, p=,005; respecfively).
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Table 32 represents the results of the mederated multiple linear ragressions which were conductad
with the Severe Daepression variable of the General Heajth Questionnaire as the dependent varables,
the Teacher Stress Inventory and its subscales as the independent vanables, and the four social
support scales as the moderator variables.

TABLE 32: RESULTS OF THE MODERATED MULTIPLE LINEAR REGRESSIONS WITH GHQSDEP

BSCALE AS THE DEPENDENT VAR) T ACH TRESS INVENTORY AND ITS
SuBSCALES AS THE INDEFENDENT VARIABLES, AND THE SQCIAI_ SUPPORT SCALES AS THE
MODERATOR VARIAB
independent { Moderatory Befa ! R-squared t P

Variable Variable
TSITOT SSSTOT [ 7.167 0.081 1.464 9.145
TSITOT SSCTOT | 4.275 0.098 0.871 0.385
TSITOT SSFTOT 1 12.619 0.148 2806 0.004*
TSITOT SSFTOT | 12.602 0108 2.618 {.008"
TSIPRN SS5TOT | 11.688 | 0.034 2.519 | o0.043
TSIPRN SSCTOT | 11.123 0.034 2.674 0.008*
TSIPRN SSFaTOT | 15.763 0.084 4.751 <.001*
TSIPRN SSFrTOT | 16.607 0.076 8216 <.004*
TSIPCR | SSSTOT | 7.118 0,068 2.207 | 0.029*
TSIPCR SSCTOT | &.725 0,069 2,788 0.005*
TSIPCR S5FaTOT ) 11,735 0116 4.652 <,001*
___TSIPCR SSFrTOT | 14.783 0.084 4708 | <001*
TSISM SSS8TOT 6.44 0.076 1,656 0.098
TSISM S5CTOT | 7.081 0.075 1.651 0.101
TSISM SSFaTOT | 10.805 0147 2933 0.003*
| ___TSISM SSFTOT | 7.623 0.076 1,891 0,061
TSITRD SSSTOT | 9.391 0.027 2717 0,007
TSITRD SSCTOT | 9.432 D.028 2,446 0.015*
TSITRD SSFaTOT | 17.294 0.102 5418 <.001*
TSITRD SSFTOT | 16.809 0.088 5.185 <001* |
TSWL. SSSTOT | 9.144 0.085 2.366 0.0
TSIWL S$SCTOT | 3161 0.098 0.774 0.441
TSIWL SS5FaTOT | 8.677 0.135 2.46% 0.015*
TSWL. SSFrTOT § 8.157 0,156 1.787 0.076
*Significant at .05 alpha level

The first regressions shown relate to the use of the total Teacher Strass lnventory as the independant
variables, and oniy the soclal support of family and friends variables were found to be significant
(p=12.619, R%=.145, p=.004, and p=12.802, R*=.109, p=.009, respectively). The social support of
supervisors and colleagues variables weres found not to be significant!, related to this stressor-strain
relationship (B=7.167, R*=.001, p=.145, and f=4.275, R%=.098, p=.385, respectively).
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When the Professional Recognition Needs, Poor Coileague Relations and Time and Resource
Difficuities variables were used as Independent variables In tha regsessions, all four of the social
support moderator variables wera found to be significantly related to the: reanectivs refationships. The
SSFTOT and SSFaTOT variables were found to be most significantiy alater ta the relationship
between the Professional Recognition Needs-based stressor and the Severy epression-related
strain variable (§=16.607, R*=.078, p<.001; and B=15.763, R’=.094, p<.0014: respactively). The social
support of colleagues variable followed this (§=11.123, R*=.036, p=.008), and then the social suppor
of supervisors vanable (B=11.688, R*=.034, p=.013). Similarly. the most significant results obtained
from using the Poor Colleague Relativas-based siressor as the independent variable were for the
SSFrTOT and SSFaTOT variables (8=11.783, R®=.084, p<.001; and B=11.735, R°*=.118, p<.001;
respectively), These results ware again followed by the social support of colleagues component
{p=8.725, R’=.069, p=.006), followed by the social support of supervisors variable (B=7.118, R?=.089,
p=.029),

The results of the regressions with Time and Resource Difficulties as the independent variables
followed a similar pattern to the two aforeentioned variables. The social support of family and friends
variables yielded the most significant results (B=17.294, R*=.102, p<.001; and p=18.808, R°=.088,
p<.001; respectively). The social support of supervisors variable reporied a p-vatue of .007 (=8.391,
R*=.028), and the social support of supervisors component was also found to be significantly related
to this stressor-strain refationship (B=8.432, R%=.028, p=.015).

Of the results of the Student Misbehaviour-based regressions, only one of the moderator variables
was found to be significant, namely the social support of family variable {3=10.805, R*=.117, p=.003).
The social support of supervisors, social support of colieagues and soclal support of friends varlables
were all shown not to be significantly related to this stressor-strain relationship (3=6.444, R*=.078,
p=.099; p=7.081, R%=,075, p=.101; and p=7.623, R?=.076, p=.061; respectively). Similarly, of the four
social support variables in the Workload-based regressions, only two were found to be significant.
namely social support of supervisors and social support of family (p=9.144, R*=.085, p=.019: and
B=0.677, R?=.136, p=.018; raspectively). Social support of colleagues and friends were not found to
ke significantly related to this stressor-strain relationshlp (B=3.161, R%=.008, p=.441; and p=8.157,
R*=.098, p=.076; respactively).



CONCLUSION

Within this chapter, the resulls of all the statistical procedures conducted within this study were
detailed. These included: Cronbach's alpha coefficients; Pearsor’s produst-mioment correlation
coefficients; ~tests; analyses of variance; Scheffé and Least Significant Differences past-hoc tests;
and mederated muitipie linear regressions, The implications of these results will be discussed in
relation to the hypoiheses which were outlined in the Methodology chapter. These implications are
discussed in the chapter thz! follows.
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The aim of this research was t¢ begin to further invecugate the potential effects of both caping
sirategies and tha coping resource of social support on the psychological and physiological strain of
teachers. This was in order to attempt to ascertain whether coping strategies and social support
{and/or types of either) have the potential to mitigate the effects of strain as a result of perceived
strassors. In addition, this study almed to gauge which are the most effective types of coping
strategies to be used in coping with scme of the more ‘typical' stressors of teachers. The hypotheses
of this study were outlined foliowing the review of the iitarature {page 18), and the resus of the
research will be discussed with reference to these hypotheses and the relevant literature. General
findings which were not necessarily included within the hypotheses, but which are of interast, will also
be discussed. Limitations of this research will foflow the theoretical and practical impfications of the
research findings. Suggested future directions of research in this area will be mentioned.

HYPOTHESIS 1: COPING STRATEGIES HAVE THE POTENTIAL TO MODERATE THE
STRESSORSTRAIN RELATIONSHIP IN THE TEACHING PROFESSION.

As was hypothesised, the use of general coping strategies was found to significantly moderate the
relationship between the potential general stressors experienced and the resultant general
psycholagical and physiological strain suffered, The use of general coping strategias was, indeed,
found to moderate all but four of the relationships which were invesfigated (see Tables 22 {page 37),
23 (page 39), 24 (page 41), 25 (page 43), 26 (page 45), #nd 27 (page 47)). (These investigaled
refationships comprised the six categories of teacher stressors, namely, general siressors, and
stressors emansting from professional recognition needs, poor colleague relations, student
misbehaviour, fime and resource difficulties, and workload. The strain componants of the relationships
were compiised of general psycholegical and physiolegical strain, somal. symptoms, amxiety and
insomnia symptoms, symptoms of soclal dysfunction, and symptoms of severe depression). The
cases in \khich the use of general coping sirategies faited to moderate the stressor-strain relationships
included the relationships between general teacher stressors, time and resource “fficulties-based
strassors, and the workload-based stressors, and the strain component of anxiety and insomnia
syrnptoms. It was also found that the use of general coping strategies failed to alleviate the symptoms
of severe depression experienced as a resuit of the stressor of time and resource difficulties.

The significant results are in accordance with the literaure (for example, Zeidner and Endler, 1996;
Higgins and Endler, 1995; Decker and Borgen, 1993; Koeske, Kirk and Koeske, 1993; Lazarus,
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1990}, which suggests that the emptoyment of coping strategies by individuals has the potential to
change the levels of strain perceived by tha individual, through the process of feedback. Lszarus'
{1980, p.11} theory of reciprocal determinism (or recursivaness) suggests that each variable within the
stress process has the potenfial to have an effect on any other variabies within the process, and these
significant results of the study appear to support this hypothesis. However, the non-significant
findings, in which the use of general coping strategies was not found to alleviate the relevant
symptoms of strain, would appear to confradict the theory of the potential effects of coping within the
transactional theory of stress, These findings could indicate that the use of more specific fypes of
coping behaviours would be more effectiva in coping with the effects of these specific stressors, in
relation to these types of resultant physiological and psychologicat strain. These findings could then
possibly corroborate the suggestion of Cooper {1995} and others, who have proposed that a particular
coping strategy could nrove very effective in one sluation, but highly ineffective and inappropriate for
another sifuation.

HYPOTHESIS _1A: PROBLEMFOCUSED _COPING _STRATEGIES HAVE THE POTENTIAL_TO
MODERATE THE STRESSQR-STRAIN RELATIONSHIP IN THE TEACHING PROFESSION.

Since coping in general is purporied to have the potential to moderate the relevant stressor-strain
relationships, by extension, it can be expected that problam-focused, emotion-focused, and escape-
avoidance ways of coping will also have tha potential to moderate such relationships. It has been
posited that problem-focused coping strategies are more effective for use in moderating the
relationships between work-related stressors and general physiclogical and psychological strain
(Folkman and Lazarus, 1980, in Bllings and Moos, 1981). A number of authors {for example,
Cockburn, 1896; Higgins and Endler, 1995; Lehmicke and Hicks, 1995; Salo, 1995; McCrae and
Costa, 1986, in Bjork and Cohen, 1893; Lazarus, 1983; Okebukola and Jegede, 1992) have
suggested that problem-focused ways of coping have been found to be more effective than emotion-
focused and avoidance strategies in coping with teacher siress in particiar.

Most of the stressor-strain r 'ationships which were investigated were found to be significantly
moderated by the problem-focused way of coping {see Tables 23 (page 39), 24 (page 41), 25 (page
43}, 26 (page 45), and 27 (page 47)). However, seven of the relationships investigated failed to render
significant results. Four of these relastionships involved the relationships between anxiety and
insomnia symptoms of strain, and the general teacher stressors, and stressors smanating from
student misbehaviour, time and resource difficulties and excessive workicads, The remaining three
refationships referred to the relationships between somatic symptoms of strain, and general teacher
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stressors, and the stressors of student misbehavicur and time and resource difficuities. The significant
findings appear to reinforce the theores that problem-focused coping sirategies are effective in
moderating the work-related stressor-strain relaticnships in specific incidences.

Contrary to these, though, the non-significamt findings seem to contradict these suggestions.
Howevear, these non-significant findings do correspond fo the theories which have heen posited that
coping strategies which have been found to be affective in moderating the stressor-strain relationship
in one circumstance, can be found to be wholly ineffective in other situations (Cooper, 1895). These
results therefore suggest that problem-focused strategies are less effective than others in attempts to
mitigate the strain symptoms of amdety <nd insomnia caused by general stressors, and those
generated by student mishehaviour, ime and resource difficulties, and excessive workloads. Similarly,
it is possible that other ways of coping would prove more effective when toping with general teacher
strassors, and stressors caused by student misbehaviour and time and resource difficulties, in an
attempt to moderate their effects on somatic symptoms of strain. However, considering that the
experience of strain has been viewed tO be as a result of “the combined effecis of the teacher and
school characteristics, potental stressors in the school environment, actual siressors, overall
percaived work-related slressors, stress reactions/symptoms and heaith status, personality
characieristics and coping mechanisms, as well as non-work related stressors" {Brenner and Bertell,
1984, in Boyie, Borg, Falzon and Baglioni, Jr, 1895, p.51), if is possible that other confouing
variables have resulted in these nor-significant findings. For example, the effective use of problem-
focused coping strategies could be mitigated by personality characteristics, or characteristics of the
school, and thereby render such coping strategies ineffactual for this situation.

HYPOTHESIS 18 EMOTIONFOCUSED COPING STRATEGIES HAVE THE FOTENTIAL TO
MODERATE THE STRESSNR-STRAIN RELATIONSHIE IN THE TEACHING PROFESSION.

The resulis of the regressions involving emotion-focused ways of coping, and the relevant types of
stressers and straing, were largely in accordance with the literature {see Tables 23 (page 38), 24
(page 41), 25 {page 43), 26 (page 45), and 27 (page 47)). All but two of the results concurred with the
view that coping strategies are able to mitigate the effacts of potential sirain which ocour as a result of
the percaption of stressors. The two results which failed to conform to this hypothesis invoivec general
teacher stressors and the symiptoms of anxisty and insomnia, and the stressor originating ac a result
of poor relations with colleagues and the strain sympioms of severe depression. These results would
suggest that emotion-focused coping Is an inadequate method of coping with anxiety and insomnia
symptoms as a result of general teacher stressors, and should rather be replaced with another
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strategy or group of strategies. From these findings, it would similarly appear that, with respect to the
stressor of poor colleague relations, the symptoms of severe deprassion cannot be mitigated by the
employmant of emotion-focused coping. In this case, i would seem appropriate to employ other ways
of coping as a substitute for emotion-focused coping. Therefore, the significant findings regarding
ernotion-focused coping strategies contradict a number of findings (for exampla, Cockbum, 19985;
Higgins and Endler, 199%; Sale, 1995; Folkman and Lazarus, 1980, in Biffigs snd Moos, 1881;
Peariin and Schoolar, 1578), which have suggested that work-related stressors are more effectively
coped with through the employment of problem-focused strategies. However, these findings coutld
provide further support for the view that speacific situations demand specific relevant ways of coping,
rather than employing a particular strategy to cope with all types of work-related stressors. Similarly to
problem-focused coping, though, the petentially effective use of emotion-focused coping could have
bean moderatad by other specific sharacteristics of the siuations.

HYPOTHESIS 1C: FECAPE-AVOIDANCE. COPING STRATEGIES HAVE THE POTENTIAL TO
MODERATE THE STRESSOR-STBAIN RELATIONSHIP IN THE TEACHING PROFESSIOM.

Escape-avoidance coping strategies have been found to moderate ali of the investigated relationships
between teacher stressors and psychological and physiological strains (see Tables 23 (page 39), 24
{page 41), 28 (page 43), 26 {page 45), and 27 {page 47)). Invaiiably, the escape-avoidance way of
coping was also found to moderate these relationships most significantly. However, the moderating
relationship was found to be a positive one, in which the increased use of escape-avoidance
strategies resulted in increases in the levels of straln experienced. This could suggest that escaps-
avoidance strategies are most dsleterious to the wall-being of individuals in terms uf the effects of ail
potential aspects of strain, resulting from all investigated aspects of teacher stressors. Thase findings
appear to dispute the suggestions that escape-avoidance ways of coping have the potential to provide
a protective function in situations in which there is percelved to exist litle opportunity for control or
feedback (Cohen, Evans, Stokols and Krantz, 1986, In Koeske, Kirk and Koeske, 1993). Alternatively,
the teacher respondents might not have viewed their occupational environment as one which is
intractable, and offering little feedback. If this was the case, then these findings would not necessarily
dispute the proposals regarding the potential efficacy of escape-aveidance strategies,

CONCLUSION

Although the refative efficacy of the three ways of coping {that is, problem-focused, emoticn-focused
and avoldance-focused coping) will be fully examined in investigating the third hypothesis, these
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results appear to suggest tnat escape-avoidance coping strategies could prove to be the least
effective {(and, indeed, most hammful) of the three strategies in terms of coping with the teacher
stressors sxamined, Rather, emotion-focused coping would appear to present the most promising
rasults, foliowed by prablem-focused ways of coping. However, the majority of these results appear to
concur with the general assertions that the use of coping sirategies has the potential to moderate the
relationship betwean the stressor and the resuitant strain (in both negative and positive directions). It
would appear, though, that the existence of these maderating relationships seern to be more situation-
spacific than was hypothesised.

HYPOTHESIS 2. SOQCIAL SUPPORT__OF FAMILY, FRIENDS, SUPERVISQORS AND
co G HAS _THE _POTENTIAL _TC MODERATE _THE__STRESSOR-STRAIN
RELATIONSHIP IN THE TEACHING PROFESSION,

Generally, as was hypolhesised, the perceived presence of social support was found to be a
significant moderator of the majority of stressor-strain relationships which were investigated (see
Table 22 on page 37). Howevar, due to the use of four separate scales which have the abllity to
maasure the perceived existence of the four investigated types of social support (namely, perceived
social support of family, friends, supervisors and colleagues), the potential of social support to
modarate the stressor-st.ain relationships within teaching will be better undersicod in terms of the
discussions of the four hypotheses which follow:,

HYPOTHESIS 2A; SOCIAL_SUPFORT OF FAMILY HAS THE POTENTIAL TO MODERATE THE
STRESSOR-STRAIN RELATIONSHIF [N THE TEACHING PROFESSION,

Only one investigated stressor-strain relationship was found not to be moderated by the perceived
sochal support of family, and this involved the anxietyfinsomnia symptoms of strain and general
teacher stressors (see Tables 28 (page 45}, 29 (page 51), 30 {page 53), 31 (page 55) and 232 (page
57)). The.significant resulfs involving this moderator variable suggest that the support of familv is a
vary significant coping regource, which can be used across a range of occupational stressors of
teachers, as well as for the allaviation of a varely of potential symptoms of strain. The inability of this
type of social support to moderate the relationship between general teacher stressors and symptoms
of anxiety and insomnia could possibly indicate an area in which perceived socia! support of family is
excluded as an effective coping resource. Alternatively, these findings could be as a result of the poor
respense rate which the Perceived Social Support of Family Scale received. Out of & total of 188
completed questionnaires, a total of 68 complete sefs of responsss were received (36%). Although
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the Cronbach’s alpha ceefficient for this scale was sufficiently high for the purposes of this study
{x=.69), the poor response rate raises questions about the effective use of this scale.

HYPOTHESIS 28: SOC PR F E_POTENTIAL T DERATE THE
STRESSDR-STRAIN RELATIONSHIE IN THE TEAGHING PROFESSION,

Similar doubfs are raised regarding the use of the Percelvad Social Support of Friends Scale. This
scalg alsc received = very low response rate (50 complets sets of responses, or 27%), thereby
presenting concerns for the effective use of the scale. This scale yielded a Cronbach's alpha
coefficient of only .44, which 1& +3f considerad a sufficiently reliable scale for the purposes of such a
study. From the resulis . *he moderated muitiple linear regressions, only three of the investigated
stressor-strain relationships were found net to he moderated by this form of social support. (These
involved the stressors emanating from excessive workloads and resulting in somatic and severe
depression symptoms of strain, as well as siressors orginating from student misbehaviour and
resufiing in sevare depression symploms of strain). The significant results appear to concur with the
hypothes:s that social support has the potential to moderate stressor-strain refationships. However,
the poor reliability cosfficient of the scale renders all results as highly questionable and inconclusive.

HYPOTHESIS 2C; SQCIAL SUPPORT OF SUPERVISORS HAS THE POTENTIAL TQ MODERATE THE
STRESSORSTRAIN RELATIONSHIP N THE TEACHING PROFESSION.

in the case of perceived social support of supervisors, only three of the stressor-strain relationships
examined were found not tu be significanty moderated by this type of social support (see Tables 28
(page 49), 28 {page 51), 30 (page 53), 31 {page 55) and 32 (page 57)). These relationships involived
arxiely and insomnia symptoms of strain and student misbehaviour-based stressors, and severa
depression symptoms and general teacher stressors and stressors basad on student misbehaviour. i
would appear that supervisor suppori is not as effective in mitigating the potential effects of stressors
ralating to student misbehaviour, with particuiar referance to amdety/insomnia and severe depression
symptoms. Similarly, It seems that the polential effects of general stressors on severe depression
symptoms of strain are alse not significantly affected by supervisory support This could suggest that
the effects of supervisory support ars not necessarily generalisable to all situations, but are rather
more spacific to particular typas of siressors and strains. This could also indicate a reluctance on the
part of teachers to seek out social support of supervisors for these types of stressors, which could be
iinked to the suggestion that many teachers harbour a reluctance to admit difficulties to colleagues
(Kyriacou, 1987, in Seldman and Zager, 1982).
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HYPOTHESIS 2D SOCIAL SUPPORT OF COLI FAGUES HAS THE POTENTIAL TO MODERATE THE
STRESSOR-STRAIN RELATIONSHIP |N THE TEACHING PROFESSICM,

An outstanding feature of the results of the regressions involving perceived sociaf support of
colleagues was that in all but one case (symptoms of social dysfunction), this type of perceived social
support failed to moderate the relationship between the workicad-related stressors and symptoms of
strain (see Tables 28 (page 49}, 29 (page 51), 30 (page 53), 31 (page 5&) and 32 (page 57)). This
could possibly have cccurred as a rasult of the refuctance of teachers o “admit to colleagues that one
is having difficuliies”, particularly if it seems that colieagues are not experiencing such difficulties
(Kyriacou, 1987, in Seidman and Zager, 1992). For this reason, teachers could fail to fully utilise the
support of their colleagues, which could account ~ i these findings.

LUSION

The presence of social support was generally found to be a potential moderator of stressor-straln
rejationships. Excaptions of thase moderating effects would appear to suggest that certain exclusions
to this relationship may exist, and that cartain situations require more specific foi.as of social support.
However, some of the+e exceptions might be a function of the weaknesses of the scales used to
measure perceived social support of family and friends. It would appear, though, that the perceived
presence of social support has the patential to play a valuable role as a coping resource in
moderating possible strain,

HYPOTHESIS 3. PROBLEM-FOCUSED COPING STRATEGIES ARE MORE EFFECTIVE THAN
EMOTION-FOCUSEDR AND AVOIDANCE-FOCUSED COPING STRATEGIES IN REDUCING

THE POTENTIAL EFFECTS OF STRESSORS IN THE TEACHING PROFESSION.

Problam-focused coping was net found 1o be more effective than emation-focused and avoldance-
focused ways of coping in reducing potential effects of teacher stressors (see Tables 17 {page 35), 18
(page 35), 19 (page 36), 20 (page 38), and 21 (page 27)). As was suggested by the findings
examined within the discussion of Hypothesis 1e, escape-avoidance strategies were not fournd to be
the most sffective ways of coping with the psychological and physiclogical strains investigated, end
appeared to present damaging consequerces to frequent users of this strategy. The more frequently
individuals reported using the escape-avoidance coping strategies, the higher the reports of all types
of strain {that is, general physiological and psychological strain, somatic symptoms, anxiety/ insomnia,
social dysfunction and severe deprassion}, These findings appear tu offer a kind of converse theory to
the suggestion that efficacy of strategies can be situation-specific. These resulis seem 1o suggest that
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when escape-avoidance ways of coping are used inappropristely, they prove not only to be
ineffectual, but potentially deleterious to the individual's psychological and physiological well-being. it
would appear that 8 more active-directive approach to coping with teacher stressors is necessary for
the alleviation of strain.

Problem-focused sirategies, on the other harnd, were found to be effective in only one case. High
fraquency of use of problem-focused coping strategies resulted in lower reported fevels of social
dysfunction symptoms of strain, in relation ¢ low frequencias of the use of problem-focused coping
strategies. These results concur with the literature suggesting that the efficacy of certain iypes of
ways of coping can be specific to situations, rather than relevant to all work-related stressors (Cooper,
1895). However, significant differences were also found between low and medium levels of use of
problem-focused coping, whereby medium levels of use evoked higher levels of reported somatic and
social dysfunction sympioms of sirain. Similarly, high frequancies of use of problem-focused coping
resulted in higher levels of somatic sympioms of sirain. These results Teinforce the suggestion that
jmappropriate coping stratagies could prove to be harmful to the well-being of the individual.

Similar conclusions can be reached regarding the effective use of emotion-focused strategies in
teachar stress. In the case of somatic symptoms of strain, high frequency of use of emofion-focusad
ceping strategies produced significantiy higher reported levels of somatic and social dysfunction
symptoms of strain than low frequencies. Likewise, medium frequencies of use evoked higher
~ reported levels of symptoms of social dysfunction than low levels of use of emotion-focused ways of
coplng. Again, it would appear that the use of inappropriate coping strategies has the potential to
result In detrimental effects to the individual's psychological and physiclegical health.

Of the three strategies, problem-focused coping did indeed produce the most significant resulis.
However, it seems that none of the three ways of coping was found to be generally effective for
goping with the ‘typical’ stressors of teachars. It has been suggested that social and economic
changes have rendered the so-called ‘typlcal' stressors being measured as outdated and not really a
reflection of the true stressors of contemporaty teachers (Glowinkowski and Cooper, 1985, in Dewe,
1989). In this case, the results derived from an examination of these outdated strassors could yield
results which would not necessarily be true to life, On the other hand, Dewe &nd Guest {1990) have
suggested a new conceptualisation of coping strategies which are ufllised specifically for work-related
~ issues. This conceptualisation incorporates a number of the strategies which currently fall under the
classification of problem-focused, emotion-focused and avoldance strategies, but also inch. s a few
uihers, Dewe and Guest (1990} further suggest that each population also incorporates one unique
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coping category, which therefore requires researchers to constantly confirm the identification of the
coping strategles In each group studied. If these suggestions are cotrect, then the results of this study
could hava been inhibited by the insansitivity of the measurements taken from the teacher sample.

GENERAL DISCUSSION

Biographical varighlas have often been found to be significantly related to teacher stressors, ways of
coping, and resuitant psychological and physiological strain (for example, Fumham, 1987, Anderson
and iwanicki, 1984; Schwabh, Jackson and Schuler, 1884; Beck and Gargiulo, 1983). A discussion of
the results of the investigation into age, teaching experience, fenure, and gender variables will follow.
The potential differences in teacher stressors in relation 1o the average number of pupils taught will
also be discussed,

age of the teacher has been found to be significantly refated to the levels of strain experienced by the
individual teacher (for example, Laughtin, 1984, in Borg and Riding, 1991; Maslach and Jackson, in
Byrne, 1991).. In this study, age of the respondent was not found to. be significantly inversely
comeiated to the levels of psychological and physiological strain, as was hypothesised by the
aforementionaed authors {see Table 7 (page 29)). However, although the resuits were not significant,
the diraction of the relationships were all as ware to be expected following the findings of ofhers. The
only significant relationship which was found was the negative correlation between age of the
respondent and the perceived social support of friends (see Table 7). This rasult would suggest that
younger teachers tend t¢ utilise the support of friends more than their older counterparis, However,
the doubts surrounding the reliabitity of the scale renders the accuracy of this result questionable.

For the same reasons, the negative correlation which was found betwesn experience in the teaching
profession and perceived social support of friends Is questionable (see Table 7 (page 29)). This resuit
would suggest that the mare expetience a teacher has, the iower the levels of percslved support of
friends, There have not been any reported findings in the literature of the existence of such a
relationship, and it is possible thai this relationship is merely a function of the weaknesses of the
scale,

The tenure of the respondent at that particular school was found to be significantly inversely
correlated with the teacher stressor of workload (see Table 7). This suggests that teachars warking in
a particular school could becomea accustomed to the woml~ad assignad to them at that school, and
therefore fail to appraise the workload as a stressor. Tenure was also found to ba significantly
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negatively related to general ways of coping, suggesting that the longer the individual's tenure at a
school, the lower the frequency of use of general coping strategies, This is parhaps as a result of the
individuat's experience of the school and the relevant stressors presented by the school. The fime
spent with this one schoo] might have afforded the individual time to begin to cope with these
stressors, so that they now may fail fo be appraised as stressors. This would, therefore, negate the
need for the use of coping strategies.

The average number of pupils taught per class was found to be significantly positively corretated with
general teacher stressors, as well as the stressors derived from professional recognition needs and
time and resource difficuliles (see Table 7). It was found that the higher the average numbers of
pupils taught, the higher the levels of professional recognition needs-based stressors reported. Such
results would appear to concur with the suggesti~n that strain can result from the characteristics of the
schoo! (Branner and Bertell, 1984, in Boyle, Borg, Falzon and Bagiioni, Jr, 1895). Furthermore, the
average number of pupils taught was found to be significantly related to the reported symptoms of
severe dapression (see Table 12 {page 32)). it was found that the higher the average number of
pupils taught, the higher the reporied symptoms of severe depression. This result is possibly linked to
the higher levels of strain reported for the average number of pupils. An increase in perceived
stressors, without a corresponding increase in the efficacy of the coping strategies, has the potential
to produce additional strain, which could manifest itself as symptoms of severe depressijon.

T-tests failed to confirm that there existed any differences in perceived social support, psychological
and physiological strain, ways of coping and teacher stressors across the variable of gender (see
Tables 8 {page 30), 8 {page 30), 10 (page 31), 11 {page 31)). However, the breakdown of male and
female respondants was highly uneven, with 176 of 188 respondents being female and a totat of 11
male respondents, The validity of such rec 3 are therefore quastionable, and cannot conclusively
confirm or deny the existence of such gender differences.

The hypothesis that individusis with high lavels of teaching experience suffer from lower levels of
psychological and physiological strain has been investigated in a number of studies (Byme, 1991;
Anderson and wanickl, 1984; Schwab and lwanick, 1982, in Byme, 1891). To date, the validity of this
hypothesis is disputed, This study has found no significant differences between the levels of general
strain experienced, or its components (that is, somatic symptoms, anxiety/ insomnia, soclal
dysfunction and severe depression), across the variable of teaching experience (see Table 14 {page
33)). These results therefore concur with the findings of authors such as Anderson and iwanicki
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(1984) and Schwab and Iwanicki {1982, in Byme, 1991}, who assart that no such relationships
between these factors exist.

Years of teaching experience can aliso be linked to the age of the individual, with the higher levels of
experisnce comesponding to a higher number of years of age. Therefore, the teaching experience of
respontents was compared to the levels and types of teacher stress (see Table 15 (page 34)). The
iesuits thow no significant differences between the varying ievels of experience on the variable of
teacher stressors {which comprised general teacher stressors, as well as stressors originating from
professional recognition needs, paor colleague relations, student rmishehaviour, time and resource
difficulties, and excessive workleads). T.:s result is in accordance with this study's failure to find
significant differences between levels of strain across the age variable.

There were also no differences found between the ways in which experienced and inexperienced
teachars cope with stressors (see Table 16 (page 34)). This result appears to indicate that teachers
might be failing to acquire appropriate and effective ways of coping through their general experiences
of teaching and its stressors. This could suggest the need for teachers (of all experience leveis) to be
instructed and sensitised to the various ways of coping, and specifically those strategies which could
be most effective for the particular stressors and situations which they face, Linked to this study’s
findings reiated to the individual's tenure and levels of straln experisnced and the use of general ways
of coping, it is possible that teachers acquire coping skills which are specific to the schools
characteristics, and which are darived through tenure at that school. However, it is possible that
teachers are failing to acquire more general effective coping strategies for the ‘typical’ stressors facing
teschers. This would imply that teachers relocating to a new school will need to begin to laam new
ways of coping to adapt to the specifics of the sehool, rather than aniving equipped with a range of
potentially effective coping sirategies. Such a situation would therefore present implications for the
psychological and physiological well-being of teachers with each changs of organisation,

THEORETICAL IMPLICATIONS

Theorstically, the findings of this study may concur with the assertions made (Puffer and Brakefield,
1889; Billings and Moos, 1981), that it Is, indeed, impossible to identify general ways of coping which
ara consistently most effective for the mitigation of the potential effects of stressors. It would appear
that the efficacy of coping strategies could be very much more specific to particular situations within
the teaching occupation. Along with the situation, the effectiveness of any coping strategy also has
the potential to be affected by the characteristics of the individual and ihe school, and their
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environment (Lazarus, 1990), and these complexities render the intended sole use of any one coping
strategy to be inadequate. Therefors, overall occupational stressors of teachers would appear not o
be most effectively copad with through thz use of any onhe coping strategy. Rather, the educated and
discriminating usa of 3 range of ways of coping has the potential to more effectively mitigate the

potential consequences of such stressors.

Similarly, the effective utilisation of the four investigated aspects of social support resources as a
coping resource would also gppear to be more sjtuation-specdific than was anticipated, Although the
presence of this coping resource generally has a moderating effect on the relationship between
teacher stressors and strains, it seems that certain circumstances require more specific fypes of social
support for effective mitigation of potentially deleterious effects on particular aspects of the wall-being
of the indlvidual,

PRACTICAL IMPLICATIONS
Cockbum {19986) found that there is a general lack of awareness of ways of coping within the teaching

profession, and that teachers tend to adopt coping strategies as the need arises, In view of this,
teachers shotild be educated as to what coping strategies have the potential to be effective and
successful in coping with thelr more ‘typical' occupational stressors. With the knowledge that different
situations could require the utilisation of varous coping strategies, teachers could he made aware of
the range of coping strategies avallable o them, thereby enabling them to adopt the most effective
strategy for their particular circumstances, '

Slmilarly, teachers could be made more aware of the potential value in the effective utilisation of
social support. The apparent reluctance to use social support of colleagues as a coping resource
denies the individual a potentialiy valuable toof with which to combat the effects of strassors.
Conversely, an awareness of ihe potential significance of such social support of colleagues and
supervisors could serve to encourage colleagues and supervisors allke to more readily offer such a
coping resource.

LIMITATIONS OF THIS STURY
One sighificant limitation of this sludy was the apparent low rates of reliability of a number of its
scales, most significantly, the Perceived Social Support of Family and Friends Scales. Owing to this, a
numbar of the interpratations and conclusions drawn from the data should be considerad with caution.
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Anathar limitation is that the study relied solely on self-report data. It is possibie that respendents may
have provided socially desirable responses, rather than honest descriptions of their stressors, social
support rac surcas, sirains and ways of coping, In order to enhance their selfmage (Latack, 1986),

Due to this study's reliance on volunteer respondents (and considering the response rate of 61.04%),
it is possible that non-respondents may have possessed varying occupational stressors, or personality
traits, which could have produced different findings regarding coping behaviours.

The generalisabllity of the findings of this study could potentialiy be limited by the size of the sample.
Considering the relatively small sample size of 188 subjects, it could prove difficult to generalise these

rasults to other situations and groups of teachers,

Similarly, this study was conducted uslng data collected from a sample of mainly female, English-
speaking teachers, from schools which were formedy reserved for the education of solaly White
studenis. Caution could be advised in “empting to generlise these findings to historically
disadvantaged schools, which were previously maintained for the education of non-White (that is,
Black, Coloured and Asian) students. Accordingly, it could also prove very difflcult fo attempt to
generalise this study’s findings to male groups of teachers, owing to the gender bias of the sample.

SUGGESTED DIRECTIONS FOR FUTURE RESEARCH

It would appear that further research into teacher stressors could prove valuable fo the study of
teacher stress. Considering the changes which have occurred within the teaching profession within
the recent past, in addition fo the changes which face the teaching professian at present, a more
accurate gauge of the actual stressors experienced by South African teaching professionals could
prove invaluable to the further study of the relationships between teacher stress and ways of coping
and social support.

Furthermore, more refined studies need to bs conducted regardng the spscific types of coping
strategies which could prove most effactive for coping with particuar teacher stressors. Further
investigation into stich variables could have implications for the education of teachars to cope
effectively with occupational stress. Simillarly, further refinements of studies info the various types of
social support (which were not investigated within this study) coulid be equally useful in understanding
how the many types of social support interact and refate to the strassor-strain relationships within the

teaching profession,
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CONCLUSION

The increasing concerns regarding teacher stress and coping has thus far produced much research
studies, but, it would seam, few conclusive findings as yet Clearly, considering the potential
consequences of teachar <*~uss for both the individual teachers, and the educational system and its
students, there persists the need for still further raseatch into this phenomenon. Cooper (1895, p.70)
maintains that “to develop teachers to deal more effectively with the pressures imposed on them, we
must understand what coping strategies work with what pacticular stressors™. The same requiremants
would seem to apply to the area of social support also. in order for teachers to confinue to educate
South Africe’s studants, the educators need {0 be educated as 1o how to effectively and succassfutly
cope with the siressors experienced by them. And in order for them to be educated, further
information needs to be gatherad on this imposing and potentially threatening phenomenon that is
teacher stress,
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APPENDIX ]

QUESTIONNAIRE

Dear Madam/Sir

I am currently an industrial Psychology Masters student at the University of the Witwatersrand. | am
interested in conducting research on stress and coping strategies of school teachers.

1 would greatly appreciate it if you would be sble to assist me in this study by compisting the attached
questionnaire. This questionnaire shouid take up approximately 20 minutss of your time. Please do
not wiite your name on the questionnaire, s0 as to ensura the anonymity and confidentiality of your
responses. There are no right or wrong answers {o these gquestions.

The contribution of your input and time is greatly appraciated.

Yours sincersly

Maiania Fong Chong
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Bicgraphical Information

Please answer the following questions about yourself. These answers are strictly confidential, and |
ask that you please refrain from wriing your name on this paper in order to ensure your anonymity.

Date of Birth: ! {
Day Month  Year

Race Group: [ Bla‘ckJ [Whﬂej [ Aslan ) [Coloured] [ Other J

If other, pledse SPeCIY....... s s e e
Marital Status: l Single l l Married l [ Saparated ] [ Divorced J [ Widuwed]
{ GCo-habiting with partnsr)
Approximately how long have you taught at this school? i,
Years NMonths
Approximately how long have you been in the teaching profession? cornedd
Years Months

\What is your average number of pupils taught in one class?



As a teacher, how great a source of stress are these factors to you?

(Please tick the appropriate response)
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[/ 1 2 3 4
No Siress | Mild |Moderate | Much | Extreme
Stress | Stress | Stress | Stress
1. poor career structure (poor proindtion prosgects) Novee Mild | Moderate | Much | Extreme
2, difficuli class Nome Mild | Moderate | Much | Extreme
3. lack of recognition for good teaching Nowne Mild | Moderate | Much | Extreme
4. responsibility for pupils (eg. exam success) None Mild | Moderate | Muck | Extreme
5. noisy pupils Nene Mild | Moderate | Much | Extreme
6. oo short rest periods s (eg. mid-morning/.day breaks) None Mild | Moderate | Muck | Extreme
7. pupils' poor attitude to work None Mild | Moderate § Muck | Extreme
3. inadeguate salary None Mild | Maderafe | Muck | Extreme
9. too much wark ta do (eg. lesson preparation; marking)l None Mild | Moderale | Much | Extreme
10. kaving a large class (le. too many puplis) None Mild | Moderaie | Muck | Extreme
11, maintaining class discipline None Mild | Moderate | Muck | Extrene
12. administrative work {eg, filling in forms) None Mild | Maderate | Muck | Extreme
13. pressure from parepts Nowne Mild | Moderate | Much | Exireme
14. ill-defined syllabuses (eg. not detailed enough) Nowe Mild | Moderote | Much | Extreme
13. lack of time to spend with individua! pupils None Mitd | Moderate | Much | Extreme
16. shortage of equipment asd poor facilies None Mild | Moderate | Much | Extreme |
17, atfitudes and behaviowrs of other teachers None Mild | Moderate | Much § Extreme
18, pupils’ impolite behaviour or clteek None Mild | Moderate §| Much ) Extreme
19, pressure from "wadteacher and education officers None Mild | Moderate | Much | Extreme
20, having extra students because of absent teuchers Nowe Mid | Moderate | Much | Extreme
Please tick your responses to the fellowing questions.
To whnt extent is your supsrvisor,
Toa very Toa To some Toa To a very
litle extert | little extens | extent | great exiemt lgreat exfent

1. friendly and easy to approach

2. atteniive to whai yon sap

3. willing to Usten to your problems |

Please flck your respanses to the following questions.
To what extent are the cofleagues with whom you work:

To a very Toa To some Toua To a very
litile extent | e extent | extemt }greal extent |great extent

1, friendly and easy lo approach

2. attentive {0 wheit you say

3, willing to listen to your problems
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The statemants which follow refer to fealings and experiences which ogcur to most people at one time
or another in their refationships with thelr families. Please tick your respaonses to the following

statements.

Yes

Dor't Know

No

1. My family gives me the moral support I need,

2. I get good ideas about how to do things from my fumily.

3. Most other people are closer to their family than I am.

4. When I confide in members of my family who are closest to me,
I get the idea thar it makes themt uncomfortable.

3. My family enjoys hearing what I think.

6. Members of my family share many of my interesis.

or when they need advice,

7. Certain members of my fomily come to me when they have problems

8. I rely on my family for emotional support.

9. There is a member of my family I could go fo if I were just feeling
devon, without feeling: funny about it later.

10. My family and I are very open about what we think about things.

11, My family is sensitive to my personal needs.

12. Members of my family come to me for emotional support.

13, Members of my family are good at helping me solve problems,

14. I have a deep, sharing refationship with a number of mensbers
aof my family.

15, Members of my family get good ideas about how to da things
frome e,

16. When I confide in members of my family, it makes me
uncomfortable.

17. Members of my family seek me out for companionship.

18. 1 think that my family feels sthat I'm govd at kelping them solve
problems,

19, I dow't have a relationship with & member of my family sthat is as
close ay other people's relationships with family members,

20. I wish my family were much different,
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The statements which follow refer fo feelings and experiences which oceur to most people at one time
or another in their relationships with their fiends. Please tick your responses to the following
statements.

Yes Doa't Know No

1. My friends give me the moral support I need.
2. Most people are cioser 1o their friends than I any,
3. My friends enjoy hearing what I think.
4. Certain friends come to me when they have problems
or need advice.
5. I rely on my friends for emotionnl support.
6. If I felt that one or more gf my friends was upser with
me, 1'd just keep it ip myself.
7. 1 feel that I'm on the fringe of my circle of friends.
8. There is a friend I conld go to if 1 was Just feeling
down, without feeling funny about it later.
9. My jriends and I are very gpen about what we think
about things.
16. My friends are sensitive 1o nry personal needs.
11. My friends come to me for emational support,
12, My friends are good at helping me solve problems.
13. I kave a deep, sharing relationship with a number
of friends.
I4. My friends get pood ideas about how to do things
Jrom me.
15, When I conflde in friends, it make me feel uncomforiable,
16. My friends seek me o for conpanionship,
17. I think that my friends feel that I'm good af helping them
sofve problems,
18. j don't have a relationship with a friend that is ay intimate
as other people's relailonships with jriends.
19. I've recently gotten a good idea about how to do something
from a friend,
20. [ wish my friends were much different,




Please tick your responses to the following questions. Have vou.

a5

1. been feeling perfectly well and in good health? Better Sante Horse Muck worse
than usual | as usual | then usual than usual
2. been feeling in need aof a good tonic? Notatall | Nomore |Rother more | Much more
than psual | than ssnal than usual
3. been feeling run down and out of sovts? Notatali § Nomore {Rather more | Much more
thop usual | than usual | than usual
4. felf that you are ill? Naatall | Nomore rk:-_ﬁ:er_nm Muck more
than usugl | than usual | than usual
5. been getting any pains in your kead? Netatall | Nomere |[Rather more | Much more
than usual | thanusual | than wsual
6. been getling a feeling of tighiness or pressure Notatall | Nomare |Rathermore | Muck more
in your head? than uxugl | than usuc! | than usual
7. been having hot or cnld spelis? Natatall | Nomore |Rather more | Much more
than usual | thap usnal | than usaal
8. lost much sleep over worry? Notagtall | Nemore Rathermore | Muchmore
fhan usyal | than uspal | than useal
Y. had difficulty in staying asleep once you are off? | Notatall | Nomore |Rathermore | Much more
thar nsual | than usugl {  than usnal
10. feti consiantly under sirain? Notagtall | Nomore |Rather more more
. _ than asual | than uswal | than nsual
11. been getting edgy and bad-tempered? Nexatall | Nomore [Rathermore | Much more
than usual | than usugl
12, been getting scared or panicky for no good Natatall | Nomore |Rather more
reason? than usual | than usual |  than usea
I3. found everything getting on top of you? Notatall | Nowmore |Rathermore | Muchmore
. than usual | then usual \  thap asual
14. been feeling nervous and strung-up all the time?) Natatall | Nomore |Rathermore | Muckmore
thar usanl | than usual | than usual
I3, heen able to keep yourself busy and occupicd? More so Same gos | Rather less Much less
than usual | nsual than usual | than asual
16. been taking longer aver the things that you do? Quicker Same Longer Much longer
thanusual | aswsnal | thanusual | than usual
17, felt on the wholz you were doing things well? Betier Abomt Less well Much
than usual | the same | than usoal leys well
13, been satisfied with the way you've carried More About same |Less satisfled|  Much less
out your task? satisfied | asusugl | than usual satisfled
19. feit that you are playing a uscful part More so Same | Less useful | Much less
in things? than ysual | asusual | than ysual useful
20. feit capable of making decisions about Moress | Sameas Less so Much less
.. things? thannsual | aswal ) thanusual capable
21, been able fo enjoy your normual day-to-day More so Same as Less so Much less
activifies? thanusual | usual | thanwsual | than usual
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22, been thinking of yourseifas a Natatall } Nemore |Rathermore | Much more
wortliless person? than usual | thanusnal | then usual
23. felt that life is entirely hopeless? Notarall | Nomore |Rathermore | Muck more
than usial { thanusual | than usual
24, felt that life isn't worth living? Notatall | Nemare Rathermore | Muck more
than usual | than usual {  than usual
25. thougitt of the possibility that you might Definitely | Ildon't |Hascrossed | Definitely
make away with yourself? no _think so my mind kave
26. found at tintes that you conldn't do anything Notatall | Nomore |Rathermare | Muckmore
because your nerves were too bad? thay usugl | than wsual than usual
27. found yourself wishing that you were dead Natatall | Nomore |Rother mure | Much more
and away from it all? than usual | than usual | than usual
28. found tiat the idea of taking your own life Definitaly Idont |Hascrossed | Definitely
kept coming inte your mind? not think so uey mind kas
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Please try to recall g recent stressful situation (preferably one which could be regarded as typical or a
frequent cccurrence). Please read each item below and indicate, by circling the appropriate category,
to what extent you used it in the above recalled situation.

Noxt used Used | Usedguite | Useda
somewhar | abit | greatdeal

X, Just concentrated on what | had 1o do next /] 1 2 3
- ffte next step.

2, 1 tried 1o analyse the probiem in order fo g I 2 3
understand i berter. -

3. Turned to work or substitute activity to take 0 r 2 3
miind off things.

4. I felt that thime woult! »: - e a difference - a I 2 3
the only thing 1o de was 1o .21,

5. Bargained or compromised to get [ I 2 3
something positive from the situarion.

6. I did something which I didn't think would a 1 2 3
work, but at least I was doing something,

7 Tried to get the person responsible to a L 2 3
change bis or her mind.

8. Talked 1o someone to find out more about 2 I 2 3
the situation.

9. Criticised or lectured myself. g I 2 3

10. Tried not to burn my bridges, but leave /3 I 2 3
things open somewhal,

11. Hoped a miracle would happen. g 1 2 3

12, Wenr along with fute; sometimes I just
have bad luck. g I 2 3

13. Went on as if nothing had happened, a H 2 3

14. I tried to keep my feelings to myself. g I 2 2

15. Looked for the silver lining; tried to look a I 2 3
on the bright side of tiings.

16. Slept more than usual, ) 1 2 3

17. I expressed anger io the persan(s) whe g 1 2 3
caused the problem.

I8. Accepted sympathy and understanding [/ 1 2 3
from someone. -

19. I told myself things that helped me fo [/} I 2 3
feel better.

20. I was inspired to do something creative. [ 1 2 3

21, Tried fo forget the whole thing, [/ 1 2 3

22, I got prafessional help. [/ 1 2 3

23. Changed/grew as a person it @ good way. G 1 2 3

24, I walted fo see what wonld happen before q 1 2. I
doing anything.
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fo the probiem.

25. 1 apologised or did sorzething to make up. g I 2 3
26. I made a plar of action and followed it /4 x 2 3
27. I accepted the next best thing to what T @ I 2 %3
wanted,
28, I let my feelings out somekow. [/ 1 2 3
29. Realised I brought the prollem on nyself, Ui 1 2 3
30. 1 came ot of the experience befter thun 2 1 2 3
when I went in.
31. Talked to someone who cosid do something /] I 2 3
concrete abowt the problem.
32, Got away from it for a while; tried to fake a 2 1 2 3
rest or a vacation.
33, Tried to make myself feel better by eating, g 1 2 3
_drinking, soking, using drugs or medication,
34. Took a big chance or did swuedxbcg risky. /3 1 2 3
25. I tried nox 1o act too hastily or follow my g I 2 3
first hench,
36, Found new faith. & 1 2 3
37. Mainiained my pride and kept a stiff upper /] 1 2 2
fip.
38. Rediscovered what is important in my life. /] I 2 3
39. Changed something so things wonld turn ot /] I 2 3
ight,
40, Avoided being with pecple in general g I 2 3
&1, Didn't let it pet to me; refused fo think too /] i 2 3
much about it,
42, I asked a relative or friend I respected for /] I 2 3
advice.
43. Kept others from knowing how bad things /4 I 2 3
were,
44, Muade light of the situation; refused to get too g 1 2 3
serions abowt if.
45, Talked io someone about how I was feeling. [/ I 2 3
46, Steod my ground and foupht for what T g I 2 3
wanfed,
+47. Took it out on other people. a I 2 3
48. Drew st tuy past experiences; I was in a a2 1 2 3
similar situation before.
49, I knew what had o be done, so I doybled niy g i 2 3
efforts to asake things work,
50. Refused to believe that it had happened. g 1 i 3
51. I made a promise io myseif thot things wouldl 0 1 2 3
be differens next tinte.
52. Came up with a couple of different solutions g L 2 3
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J3. Accepied i, since nﬂthirfg_cmld be done. [/ 1 2 3

54. I tried to keep ) feeling from interfering 2 1 2 3
with other things too Much.

55. Wished that I could change what had /] z 2 2
kappened or how { felt

56. 1 change something about nyself. a 1 2 3

57, I daydreamed or imagined a better time or /] 1 2 3
place than the one I was in.

38. Wished that the situation wounld go away or g 1 x 3
samekow be aver with

59, Had famuasies or wishes abour how things 1 2 3
might inrn out

60. I prayed. f. 1 2 3

61. I prepared myself for the worst, a I 2 3

62. Iwent over in my mind what { would say g x 2 3
or do.

63. I thought about how a person I admire ] 1 2 3
would handle this sitnation, and used that as
& model,

64, I tried to see things from the other person's g i 2 3
point of view.

&3. I remtinded myself how mutch worse things a4 i 2
could be.

6. I jogged or exercised. 2 7 2 3

67, 1 iried something entively different from 0 1 2 3
any of the above, {Please describe helow),

.................................................................................................................................................................

Thank you very much for your time and inpui into this research. Resulis of this study should be
avaliable at the end of January 1998, and | wilf endeavour to make & copy of the resulis available io
yaur schaol.

Yours sincerely

Melanie Fang Chong
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| APPENDIX 2

OVERVIEW OF CURRICULUM 2005

Curnculum 2005 is an outcomes-based curmiculum. Rather than the Gse of rigid subject definitions, this
cuiricuium is said to be based on eight prmary areas of teaming (Pienaar, 1998}, namely:

1. Comrmunication, literacy and language

2. Mathematical literacy, mathematics and mathematical sciences
3. Human and social sciences

4. Natural sciences

5, Technology

8. Arts and culture

7. Economiic and management sciences

8. Life orlentation

The aim of this approach is fo promote a number of principles, which includes the attainment of life
skills, the devslopment of critical thinking, and the iittegration of different types of knowiedge (rather
than adhering to sthict subject boundaries) (Pienaar, 1938). This new curmiculum is also szid to
encourage o mera child-centrad type of schooling, rather than content-centredness (ibid.).

The success of thls new curiculum is said to depend on the teachers’' understanding and
implementation of the system (Plenaar, 1988). This approach will require teachers to quickly master
new methods of teaching and evaluation, and will result in changes in the teacher-student
rejationships In the classroom. This new system remains a controversial issue. It has baen viewaed by
some as sill in ts experimental stages, and therefore unsuitable for what is often viewed as a
struggling South African education system. Furthermore, this system's introduction in countries such
as Australla, New Zealand and the United Kingdom has been viewed by many as unsuccessful and
probiematic {ibid.). Such uncertainty surrounding the appropriateness and efficacy of Curriculum 2005
is a potential cause of concemn for many slementary school teachers throughout South Africa.
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