
INFORMATION TO USERS 

This was produced from a copy of a document sent to us for microfilming. While the 
most advanced technological means to photograph and reproduce this document 
have been used, the quality is heavily dependent upon the quality of the material 
submitted. 

The following explanation of techniques is provided to help you understand 
markings or notations which may appear on this reproduction. 

1.The sign or "target" for pages apparently lacking from the document 
photographed is "Missing Page(s)". If it was possible to obtain the missing 
page(s) or section, they are spliced into the Him along with adjacent pages. 
This may have necessitated cutting through an image and duplicating 
adjacent pages to assure you of complete continuity. 

2. When an image on the film is obliterated with a round black mark it is an 
indication that the film inspector noticed either blurred copy because of 
movement during exposure, or duplicate copy. Unless we meant to delete 
copyrighted materials that should not have been filmed, you will find a 
good image of the page in the adjacent frame. 

3. When a map, drawing or chart, etc., is part of the material being photo
graphed the photographer has followed a definite method in "sectioning" 
the material. It is customary to begin filming at the upper left hand corner 
of a large sheet and to continue from left to right in equal sections with 
small overlaps. If necessary, sectioning is continued again-beginning 
below the first row and continuing on until complete. 

4. For any illustrations that cannot be reproduced satisfactorily by 
xerography, photographic prints can be purchased at additional cost and 
tipped into your xerographic copy. Requests can be made to our 
Dissertations Customer Services Department. 

5. Some pages in any document may have indistinct print. In all cases we 
have filmed the best available copy. 

University 
Microfilms 

International 
300 N. ZEEB ROAD, ANN ARBOR, Ml 48106 
18 BEDFORD ROW, LONDON WC1R 4EJ, ENGLAND 



8115596 

BAUSCH, NANCY LEE 

AN ANALYSIS OF EDUCATIONAL STRESSORS LEADING TO TEACHER 
DISTRESS, BURNOUT AND COPING STRATEGIES 

The University of Arizona PH.D. 1981 

University 
Microfilms 

International 300 N. Zeeb Road, Ann Arbor, MI 48105 

Copyright 1981 

by 

Bausch, Nancy Lee 

All Rights Reserved 



AN ANALYSIS OF EDUCATIONAL STRESSORS LEADING 

TO TEACHER DISTRESS, BURNOUT 

AND COPING STRATEGIES 

by 

Nancy Lee Bausch 

A Dissertation Submitted to the Faculty of the 

DEPARTMENT OF SECONDARY EDUCATION 

In Partial Fulfillment of the Requirements 
For the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

1 9  8  1  

Copyright 1981 Nancy Lee Bausch 



THE UNIVERSITY OF ARIZONA 
GRADUATE COLLEGE 

As members of the Final Examination Committee, we certify that we have read 

the dissertation prepared by ~N~a~n~c~v~L~e~e~~B~a~u~s~c~h~---------------------------

entitled An Analysis of Educational Stressors Leading to Teacher 

Distress, Burnout and Coping Strategies 

and recommend that it be accepted as fulfilling the dissertation requirement 

for the Degree of Doctor of Philosophy 

Date 

Date
1 1 

:3/Jd/t/ 
Oat~ l 7 

Date 

Date 

Final approval and acceptance of this dissertation is contingent upon the 
candidate's submission of the final copy of the dissertation to the Graduate 
College. 

I hereby certify that I have read this dissertation prepared under my 
direction and recommend that it be accepted as fulfilling the dissertation 
requirement. 

Dissertation Director Date 



STATEMENT BY AUTHOR 

This dissertation has been submitted in partial fulfill
ment of requirements for an advanced degree at The University of 
Arizona and is deposited in the University Library to be made 
available to borrowers under rules of the Library. 

Brief quotations from this dissertation are allowable 
without special permission, provided that accurate acknowledgment 
of source is made. Requests for permission for extended quota
tion from or reproduction of this manuscript in whole or in part 
may be granted by the copyright holder. 

SIGNED: 



ACKNOWLEDGMENTS 

Grateful acknowledgment must be given to the classroom 

teacher whose daily courage is awesome and inspiring. 

The researcher wishes to express gratitude to her disser

tation committee members: Dr. Glenn Pate (advisor), Dr. Donald 

Clark, Dr. Paul Allen, Dr. Robert Grant, and Dr. Henry Butler, 

Jr. They have been invaluable to me in the preparation and im

plementation of my educational program. 

Sincere appreciation must also be given to Dr. Steve 

Powers, Dr. Brenda Even, Dr. Evelyn Carswell, and Mrs. Rita 

Mikula, for their unstinting aid and encouragement. In addition, 

my parents, Cecil McDonald and Barbara McDonald, my sister, Laura 

McDonald Wing, and my husband's family have been wonderfully 

supportive. 

This dissertation is especially dedicated to my husband, 

Ladd, a brilliant educator whose guidance, patience, and under

standing made this project a reality. 

iii 



TABLE OF CONTENTS 

LIST OF TABLES . 

ABSTRACT . . 

1. INTRODUCTION . 

Rationale for the Study . . . . 
Statement of the Problem . 
Objectives of the Study ..•. 
Assumptions Underlying the Study . 
Limitation of the Study . . . . . . . . . . 
Definition of Terms 

2. REVIEW OF RELATED LITERATURE . 

Analysis of Teacher Distress and Burnout . . 
Educatorsr Reactions to Situational 

Stress . . . . . . . . . . 
Psychological Perspective of Teacher 

Stress and Burnout . . . • . . . . • . 
Physiological Examination of Stress 

Current Suggested Stress Reduction Programs 
Research in the Identification and 

Implementation of Educational Coping 
Strategies at the Secondary Level 

Summary . . . . . . . . . 

3. RESEARCH PROCEDURES 

4. 

Design of the Study 
The Sample . . . . . . . . . . 
Teacher Stress Survey Pilot Study 
Procedures for Gathering Data 
Method for Handling Data . 
Summary . . . . . . 

PRESENTATION AND ANALYSIS OF THE DATA 

The Teacher Stress Survey--Implementation 
Demographic Information 
Educational Stressors . . . . . . . . 

iv 

Page 

vii 

. viii 

1 

6 
10 
11 
13 
14 
14 

16 

16 

16 

31 
51 
65 

82 
82 

84 

84 
86 
86 
87 
88 
89 

91 

92 
92 
97 



TABLE OF CONTENTS--Continued 

Common and Persistent Distressful Educational 
Situations, Coping Strategies Used to 
Alleviate or Eliminate the Distress, and 
More Appropriate or Better Coping Strategies 

v 

Page 

that Might Have Been Used . . . . 124 
Students . . . . . . . . . . . . . . 12 5 
Discipline . . . . . . . 130 
Administrators . . . . . 135 

Summary . . . . . . . . . . 140 

5. SUMMARY, FINDINGS, CONCLUSIONS, AND 
RECOMMENDATIONS . . . . 146 

Summary . . . . . . . . . . . . . . 146 
The Problem . . . . . . . . . . . . . 146 
Design and Methodology . . . . . . . . . . . 147 

Findings . . . . . . . . . 148 
Conclusions . . . . . . . . . . . . . . . . . . . . 154 
Recommendations . . . . . . . . . . . . . . . . 159 

APPENDIX A: DESCRIPTIVE STATISTICS FROM THE TEACHER 
STRESS SURVEY . . . . . . . . . . . . . 163 

APPENDIX B: T-TESTS COMPARING HIGH SCHOOL TEACHERS 
AND JUNIOR HIGH SCHOOL TEACHERS ON 
COMMON EDUCATIONAL STRESSORS 174 

APPENDIX C: T-TESTS COMPARING MALE AND FEMALE 
TEACHERS ON COMMON EDUCATIONAL 
STRESSORS . . . . . . . . . . . . 177 

APPENDIX D: ANALYSIS OF VARIANCE OF EDUCATIONAL 
STRESSOR ITEMS COMPARING FOUR GROUPS 
ON TEACHING EXPERIENCE . . . . . . . 180 

APPENDIX E: ANALYSIS OF VARIANCE OF EDUCATIONAL 
STRESSOR ITEMS COMPARING FOUR GROUPS 
ON TEACHER AGE . . . . . . . . . . . 185 

APPENDIX F: ANALYSIS OF VARIANCE OF EDUCATIONAL 
STRESSOR ITEMS COMPARING MARRIED, 
SINGLE, WIDOWED, DIVORCED, AND 
SEPARATED TEACHERS . . . . . . . . . . . . 190 



TABLE OF CONTENTS--Continued 

APPENDIX G: ANALYSIS OF VARIANCE OF EDUCATIONAL 
STRESSOR ITEMS COMPARING TEACHERS 
WITH BACHELORrs, BACHELORTS PLUS, 
MASTERTS, AND MASTERTS PLUS OR 
DOCTORATE DEGREES . . . 

APPENDIX H: TEACHER STRESS SURVEY . 

SELECTED BIBLIOGRAPHY 

vi 

Page 

195 

200 

207 



LIST OF TABLES 

Table Page 

1. Significant Items on T-Tests Comparing High 
School Teachers and Junior High School 
Teachers on Common Educational Stressors 99 

2. Significant Items on T-Tests Comparing Male 
and Female Teachers on Common Educational 
Stressors 102 

3. Significant Items on Analysis of Variance of 
Educational Stressor Items Comparing 
Four Groups on Teaching Experience 107 

4. Significant Items on Analysis of Variance of 
Educational Stressor Items Comparing 
Four Groups on Teacher Age Ill 

5. Significant Items on Analysis of Variance of 
Educational Stressor Items Comparing 
Married, Single, Widowed, Divorced and 
Separated Teachers 115 

6. Significant Items on Analysis of Variance of 
Educational Stressor Items Comparing 
Teachers with Bachelor's, Bachelor1s 
Plus, Master's, and Master's Plus or 
Doctorate Degrees 118 

• • 

Vll 



ABSTRACT 

The purpose of this study was to identify the educational 

stressors that are the predominant sources of teacher distress 

and burnout, discover and classify the common and persistent dis

tressful situations in the educational environment, and illus

trate a variety of coping strategies that can be practically 

implemented at the secondary school level. The analyses of data 

were accomplished through the statistical use of t-tests, one-way 

analysis of variance tests, and qualitative exposition. The sam

ple consisted of 446 secondary school instructors, selected se* 

nior high school and junior high school respondents from five 

senior high schools and five junior high schools in the Tucson 

area. The examination of 54 educational stressors was conducted 

under the auspices of six research hypotheses which identified 

the variables on which senior high school teachers and junior 

high school teachers differed. The independent variables that 

were investigated were: sex (male and female teachers), teaching 

experience (0 to 4 years of completed teaching experience, 5 to 9 

years of completed teaching experience, 10 to 16 years of com

pleted teaching experience, and 17 to 38 years of completed 

teaching experience), age (21 to 30 years of age, 31 to 40 years 

of age, 41 to 50 years of age, and 51 to 67 years of age), mari

tal status (married, single, widowed, divorced, and separated), 
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ix 

and types of college degrees (bachelor's, bachelor's plus, mas

ter's, and master's plus or doctorate). An additional 63 educa

tional stressors were named by the secondary school participants 

and listed in the study. 

For the purpose of this study the researcher developed 

the Teacher Stress Survey which was given to the 10 Tucson sec

ondary school teaching faculties. The survey consisted of five 

parts: (1) 15 demographic items, (2) 54 educational stressors 

and their degrees of discomfort, (3) common and persistent dis

tressful educational situations in the secondary school environ

ment, (4) the coping strategies used to reduce or dispel the 

distress in the distressful educational situations and their lev

els of effectiveness, and (5) more appropriate or better coping 

strategies that might have been used. Over 70% of the secondary 

school instructors responded. 

The immediate crises' situations involving teaching ma

terials and personnel seemed to be more distressful to junior 

high teachers than high school teachers whose primary concerns 

were centered on the school's misuse of power and authority and 

the teacher's struggle with inadequate salary and unrealistic 

educational expectations. The 20 educational stressors identi

fied by female teachers involved all areas of the educational 

spectrum—from paperwork to the future of education—while male 

teachers evinced concern with the lack of adequate salary and in

consistent educational methods and philosophies. The teachers 

with the least experience showed the most distress, particularly 
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in the areas of school policy and populace. The teachers with 

the most experience were concerned about teacher representation, 

salary, and materials. The oldest teachers had the greatest dis

tress in their lack of control over assignment, salary, and sub

ject matter as well as their feelings of lack of self-esteem 

through professional stagnation. The marital status of the 

teachers did have a significant effect derived from their dis

satisfaction with salary, the power of the school board and the 

superintendent, lack of teaching materials, lack of job security, 

the derogatory public view of education, and the paperwork over

load. The teachers with the least amounts of educational prepa

ration had the greatest distress in school policy formulation and 
* 

ineffective parental support while the secondary school teachers 

with the advanced degrees were most distressed about the assign

ment of school duties. 



CHAPTER 1 

INTRODUCTION 

Education ' s recurrent and serious problem is teacher dis-

tress leading to a national tragedy called rrteacher burnout.rr 

The Tucson Daily Citizen (1976, p. 2B) reported numerous 

incidents of teacher stress situations and rationales: 

Shortly before school ended last spring, a District 1 
teacher wrote on the forehead of a student rri am dumb rr 
and made him parade around the room , . . . A middle
aged teacher was removed from the classroom after assum
ing dual personalities . . • • An instructor, fed up 
with the daily rowdiness of her students, found solace 
with bourbon . . • Another teacher lost his job and had 
to receive constant protective observation. 

The Citizen went on to say that some call it stress. 

Others refer to it as the battered profession, but, daily, teach-

ers in public schools are rrcracking'r under the strain of their 

vocation. Classroom stress is now regarded, by eminent educa-

tors, as one of the most serious problems facing education today. 

The numbers affected have steadily increased as the complexities 

and pressures of education, particularly in the last decade, have 

mounted. Many young and talented teachers find the only rrcure rr 

is to abandon their profession. Older ones, especially those 

approaching retirement, hang on, sometimes doing more damage to 

themselves and the children under their charge. Some neglect 

1 



their students and studies. Others turn to drink or drugs. Oc

casionally, there is a suicide. 
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''Teaching is different, and unless you experience it, you 

don't know what it's like to be locked in a room ..• with 30 or 

35 students who are pulling at you from every direction," Wayne 

Diehl, past president of the Tucson Education Association, said 

in the Tucson Daily Citizen (1979b, p. SA) article, "Teachers 

Send Out Grim Report.'' 

There are numerous causes for classroom stress; violence 

in the schools; desegregation sometimes disrupts communities, 

classrooms and divides teachers; the surge of federal and state 

laws mandating special programs which take away from traditional 

instruction; and declining enrollment threatens jobs and, in some 

cases, allows districts to keep salaries low because of the abun

dance of teacher applicants. 

The problem is larger than those distressful situations 

involving students. There are few professions for which sources 

of pressure are so numerous as there are in public education. 

Simultaneously, teachers are actors, entertainers, scholars, 

keepers of the status quo and the designers of social change. 

They answer to, and seek favor of, administrators, parents, prin

cipals, students, boards of education, politicians, special in

terest groups and their peers; it is a tightwire balancing act 

· from which many fall. 

"The teachers are more inclined to feel more pressure," 

according to Dr. John S. Howland, a former psychiatrist at the 



Southern Arizona Mental Health Center, and quoted in the Tucson 

Daily Citizen (1979b, p. 8A): 

Teachers start out in a position that is sort of am
biguous. By the nature of their role, they are caught 
in the middle—left without much assistance. There is a 
hidden agenda in education—moral, social . . . and polit
ical concerns of the community that are not often stated 
and left up to the teacher to find out. Concerns with 
human rights, dignity and freedom . . . frequently come 
to be co-opted in the classroom. 

Gene Policinski (1980) noted that teacher burnout was en

countered frequently by Gannett News Service reporters as they 

visited 22 schools in nine states. It is found not only in older 

teachers, but even in some who are 30 years away from retirement. 

Experts say it is robbing the nation's schools of some of their 

best talent. In increasing numbers, many good teachers have de

cided to work anywhere but in a classroom. A teacher with more 

than five years experience in a central city school told Gannett 

News Service that he has decided to seek another job, even 

though he still likes teaching. "I just found that I couldn't 

take anymore the idea of going back in for another year," he 

said. "It's not that I don't like teaching—I really can't ex

plain the feeling you get from helping those kids learn, but 

everything else is just too much—the discipline problems, the 

parents who won't cooperate. I wasn't teaching anymore. I was 

just there. Why go on? It's just gotten to be too much" 

(Policinski 1980, p. 4A). 

This problem gained public attention in the 1970's, 

mainly in high-tension situations like inner city high schools 
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where teachers have been assaulted physic~lly by their students, 

but Gannett News Service and research studies have found the 

phenomenon far from the inner city, in places where pressures and 

frustrations are far more subtle than a punch or a wound. 

An early sign of burnout is absenteeism, as teachers try 

to stay with their jobs but are unable to face the classroom 

every day. A 1977 study by the Educational Research Service 

found that teachers were taking more days off than ever, with a 

national average of eight days a year. 

Among the most common stressors, other than physical dan

ger, c i ted by teachers for their decisions to leave the profes

sion are: 

1 . Increased class size, which causes additional paperwork 

at school and at home, creates more discipline problems 

and provides less time for individual teacher-student 

work. 

2. A falling respect for authority among students and a lack 

of support from administrators, who must adhere to a 

growing number of rrdue process rr requirements. 

3. Growing student inattention, seen in virtually every sub

ject area. 

4. Low salaries and declining public support for public edu

cation, which means, among other things, fewer classroom 

materials and year-to-year job insecurity. 
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A number of teachers complained to Gannett News Service 

reporters that they are required more frequently—either by • 

school policy or their own ethics—to assume non-teaching roles. 

That can range from making sure students get enough to eat each 

day to filling the gaps in parental guidance caused by the in

crease in single-parent homes (Policinski 1980). 

Policinski (1980, p. 4A) quoted a teacher at P.S. No. 2, 

an Indianapolis school on the fringe of the downtown business 

district: 

I don't care if a single parent means well. They just 
donTt have the time to spend with their child that they 
should. When they donTt get it at home, they've got to 
get it someplace else. And, unless we want them to learn 
from the streets, I've got to do it. But I've got too 
many in my class to do a good job, no matter how I try. 
And I can't take the place of a parent. All I can do is 
make sure they get something to eat here, and maybe help 
them with a problem. 

The preponderance of distressing educational situations 

has given rise to a dangerous period of academic despondency for 

all concerned in the profession. The instructors, in particular, 

are suffering from the strain of the current school crises. They 

need immediate, practical relief in the form of viable coping 

strategies that can be implemented at the time and place of the 

distressful event. To date, the suggested coping strategies have 

not met the "on-site, immediate" criteria and have, therefore, 

not provided the practical alleviation of distress necessary to 

benefit the teacher in the field. 



Rationale for the Study 

The growing problem of teacher distress has been docu-

mented around the country. A nationwide survey conducted by 

Instructor magazine in 1978 found that a majority of the 7,000 

teachers responding to the question rrrs teaching hazardous to 

your health? rr felt the answer was rryes. rr About 87% of the re-

spondents indicated that there were rrchronic health hazardsrr 
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stemming from teaching. Another·· 2 7% felt that they had personal-

ly developed rrchronic health problems rr such as headaches, aller-

gies, hypertension and colds as a result of teaching, while 40% 

said that they took prescription drugs to treat the health prob-

lems as a result of the hazards of teaching. Another important 

disclosure was that 33% of the teachers responding claimed that 

most of the sick leave they had taken was related to stress or 

tension in the school. 

School officials estimate that as many as 20% of Tucsonrs 

teachers have serious emotional problems because of their work. 

Some psychologists say the mental anguish teachers feel is an oc-

cupational hazard. TTTeachers are expected to be all-giving, all-

loving people who never ask anything in return, rr said Norma Gray 

(in Tucson Daily Citizen 1979b, p. 8A) of the Southern Arizona 

Mental Health Center, who has counseled distressed teachers. 

Some teachers tend to toss their own needs aside, causing per-

sonal grief that spills over into their home life. r~hile they 

are expected to totally devote themselves to their profession, 
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teachers rarely get anything back except hassles from students, 

administrators, and parents," Gray stated. 

Teachers take their jobs home with them. It is a 24-hour 

profession that does not escape them even when they go to bed. 

Some of the absenteeism among Tucson's teachers is said to be due 

to stress. Long-term stressful situations lead to mental and 

physical exhaustion. Such situations are faced by teachers on a 

daily basis in the classroom. Some teachers leave teaching alto

gether. Others burn out but stay on the job—counting the days 

until Friday, turning themselves off as they enter the school 

yard, waiting for retirement. Some teachers isolate themselves 

when they feel the pressure is too much to bear. Others cope by 

becoming physically ill in the form of tension headaches and ul

cers. A few leave the profession for higher-paid or lower-paid, 

less stressful jobs. 

The August 15, 1979 issue of the A.E.A. Advocate (McGuire 

1979) reported that thousands of the nation1s teachers, particu

larly those with long service, are leaving teaching because of 

excessive mental and physical stress triggered by mounting public 

demands for greater productivity from students and teachers. 

William McGuire (1979, p. 16), president-elect of the 

National Education Association, said that the mental and physical 

stress imposed on classroom teachers is due to "the many insur

mountable problems plaguing teachers" who receive poor support 

from administrators, school boards, and the communities they 

serve. McGuire pointed out that thousands of teachers are in 
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desperate need of help because school-induced psychological prob

lems are not being solved. He noted that a N.E.A. survey among 

teachers disclosed a sharp decline among school administrators in 

the successful handling of stress and burnout problems while the 

root causes rise dramatically. A N.E.A. executive said teacher 

burnout stems from such school-related problems as violence, van

dalism, disruptive students, involuntary transfer, demanding par

ents, oversized classes, excessive paperwork, inadequate 

salaries, too many tests and a multitude of other problems gen

erally ignored by school administrators. Often teachers lack 

clear direction toward what they are supposed to be doing. They 

might "do right" by their students but "wrong" by their princi

pal. There are complex moral and values questions that teachers 

must confront every day. 

In Tucson, N.E.A. funded stress reduction workshops, in 

conjunction with the Tucson Education Association. The Tucson 

Education Association currently provides stress counseling 

through the participation of the Southern Arizona Mental Health 

Center. Since 1979 and extending through 1981, the Tucson Edu

cation Association will have held four stress workshops for 

teachers. The workshops accommodated 30 participants, and there 

were long waiting lists for each of them. The workshops were 

conducted by professionals who were knowledgeable in the area of 

stress reduction. 

At the present time, there is in existence, "N.E.A. Reso

lution E 79-81" (American Educator 1979, p. 5), which states: 



Stress on Teachers and Other School Personnel 
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The National Education Association believes that the 
dynamics of our society and increased public demands on 
education have produced adverse and stressful classroom 
and school conditions. These conditions have led to in
creased emotional and physical disabilities among teach
ers and other school personnel. The Association urges 
its local affiliates in cooperation with local school 
authorities3 to develop stress management programs that 
will facilitate the recognition, prevention, and treat
ment of stress-related problems. The Association further 
urges that the harmful effects of stress on teachers and 
other school personnel be recognized, and it demands pro
cedures that will ensure confidentiality and treatment 
with personal jeopardy. 

Medical experts Drs. Bloch and Maslach (1978) from the 

University of California, Los Angeles and Berkeley respectively, 

have identified a number of conditions characteristic of burnout 

or of its effects: 

1. A reaction of the nervous system to stress, leading to a 

variety of physical diseases. 

2. A disruption of personal or professional life as a result 

of occupational stress. 

3. Destructive feelings of emotional stress as a result of 

ineffective coping. 

4. Loss of concern and detachment from those with whom you 

work. 

5. A cynical and dehumanized perception of students, accom

panied by a deterioration of the quality of teaching. 

The systematic research on teacher stress and burnout is 

scanty. Bloch (in Bloch and Maslach 1978, p. 517) stated,' "I am 

aware of no comprehensive study of the effects of violence and its 



psychological and psychophysiological sequelae in classroom 

teachers who have been its target • . For a variety of po-

l itical reasons the quantitative and qualitative extent of as

sault s is not widely acknowledged. rr Maslach (in Block and 

Maslach 19 78, p. 517) has said, rrMost of the available research 

on child care has focused on the child rather than the staff. 

However, an understanding of the stresses facing the staff. per

son, and of the way he or · she copes with them, is critical for 

insuring that a person delivers high-quality care and teaching 

to the child. rr 

Techniques for the alleviation of educational distress 

need extensive investigation. The primary requirements for a 
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product ive and immediate program of stress reduction necessarily 

demands the inclusion of coping strategies that can be practical

ly employed in the educational environment. The teachers are 

asking for methods that can be utilized in crisis situations, and 

their needs must be met as soon as possible. 

Statement of the Problem 

The purpose of this study was to identify the educational 

stressors thQt are the predominant sources of teacher distress 

and burnout and illustrate a variety of coping strategies that 

can be practically implemented at the secondary school level. 

Selected junior high school and senior high school teachers pro

vided the data for the study. 



Objectives of the Study 

The following objectives provided direction for the 

study: (Quantitative and qualitative analyses of the data were 

completed for reporting.) 

1. Identify the essential educational stressors that most 

affect those selected secondary teachers currently en

gaged in the process of education. 
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2. Identify a substantial number of situations of education

al distress as described by those selected secondary in

structors presently in the field. 

3. Identify coping strategies used in the above-mentioned 

situations of educational distress as they were described 

by those selected secondary teachers in the field. 

4. Identify the degree of effectiveness of those coping 

strategies as perceived by those selected secondary in

structors in the field. 

5. Identify those coping techniques that might have been im

plemented to achieve viable solutions to those problems 

of educational distress as perceived, with hindsight, by 

those selected secondary instructors in the field. 

6. Provide data regarding predominant educational stressors, 

types of situations of educational distress, and immedi

ate coping strategies that could be utilized by classroom 

teachers on a practical level and as an impetus for fur

ther identification and implementation of coping 
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techniques in the educational environment at the second

ary site. 

7. Identify variables that may be associated with the educa

tional stressors and coping strategies perceived as com

mon and persistent by selected secondary instructors in 

the field. (Statistical techniques were coupled with 

qualitative analyses for data investigation.) 

The research hypotheses were stated as follows: 

A. High school teachers and junior high school teachers dif

fer on common educational stressors. (T-test.) 

B. High school teachers and junior high school teachers dif

fer on common coping strategies. (Qualitative analysis.) 

C. Male and female teachers differ on common educational 

stressors. (T-test.) 

D. Male and female teachers differ on common coping strate

gies. (Qualitative analysis.) 

E. Teachers with different amounts of teaching experience 

differ on common educational stressors. (One-way analy

sis of variance.) 

F. Teachers with different amounts of teaching experience 

differ on common coping strategies. (Qualitative 

analysis.) 

G. Teachers of different ages differ on common educational 

stressors. (One-way analysis of variance.) 
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H. Teachers of different ages differ on common coping strat

egies. (Qualitative analysis.) 

I. Teachers of different marital status differ on common 

educational stressors. (One-way analysis of variance.) 

J. Teachers of different marital status differ on common 

coping strategies. (Qualitative analysis.) 

K. Teachers with different types of college degrees differ 

on common educational stressors. (One-way analysis of 

vari~nce.) 

L. Teachers with different types of college degrees differ 

on common coping strategies. (Qualitative analysis.) 

Assumptions Underlying the Study 

For the purpose of this study, the following assumptions 

were matie: 

1. This sample of selected secondary instructors from five 

junior high schools and five senior high schools is a 

valid resource in the identification of predominant edu

cational stressors, situations of educational distress, 

and implemented and suggested coping strategies used to 

remedy the distressful educational situations. 

2. This sample of secondary school instructors responds 

truthfully and honestly to the survey. 

3. There is a minimum of response bias in the individual re

sponses of the selected secondary school instructors. 
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4. There is nothing in the survey which would unfairly bias 

the responses of the selected secondary school 

instructors. 

Limitation of the Study 

The findings in this study were limited to the entire 

teaching faculties of the five selected junior high schools and 

five selected senior high schools in the Tucson area during the 

academic year 1980-81. 

Definitions of Terms 

The following definitions applied throughout the study: 

1 . Administrator--those responsible for the administration 

of a specific institution; in this study, any district 

administrator who interacts in any way with the classroom 

instructor with particular emphasis on the principals of 

the junior high schools and senior high schools. 

2. Coping strategies--techniques and/or programs designed to 

resolve distressful situations; in this study, coping 

strategies are specifically designated as those practi-

cal, operat ional, educational remedies implemented to 

alleviate and dispel teacher distress. 
\ 

3. Distress--harmful type of stress as in emotional or phys-

ical damage (Selye 1956, p. 184). 

4. Eustress--positive, pleasant type of stress as in enjoy-

able, reinforcing physical or emotional reactions (Selye 

1956, p. 186). 
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5. Secondary school—the school division following the ele

mentary school, comprising most often grades 9 through 

12 or grades 7 through 12 (Good 1973, p. 281). 

6. Stress—nonspecific response of the body to any demand 

whether it is caused by, or results in, pleasant or un

pleasant conditions (Selye 1956, p. 182). 

7. Stressor—that which produces stress; in this study, an 

educational stressor is one which occurs in an academic 

environment and reacts, specifically, on the instructor 

interacting with that environment. 

8. Teacher—a person employed in an official capacity for 

the purpose of cruiding and directing the learning experi

ences of pupils or students in an educational institu

tion, whether public or private (Good 1973, p. 586). 

9. Teacher burnout—physical, emotional, and attitudinal 

exhaustion experienced by the instructor in the field. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

The literature reviewed in this chapter will be concerned 

with the research in the identification and implementation of edu 

cational coping strategies at the secondary level; analysis of 

teacher distress and burnout; and current suggested stress reduc

tion programs. 

Analysis of Teacher Distress and Burnout 

Educators' Reactions to 
Situational Stress 

R. C. Newell (1978-1979, p. 9) in American Teacher re

marked: 

Medical science has made great strides in conquering 
the various illnesses and afflictions that have plagued 

4the human race for centuries. Yet one steadily growing 
4 modern affliction that affects countless workers in 
their plants, job sites, offices and classrooms evades 
modern medical cure. Stress, a term once more common to 
engineering than medicine, is now threatening to become 
as commonplace as the common cold. 

According to Swick and Hanley (1980), teacher stress has 

reached epidemic proportions in some school districts, and it is 

rapidly increasing in others. Teaching has become such a stress

ful profession that many educators are experiencing physical 

and/or emotional health problems. A teachers' union in the 

16 
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midwest reported that over half of the teachers recently sur

veyed felt they had suffered physical and/or mental illness as a 

result of their teaching jobs. 

To Kyriacou and Sutcliffe (1978), teacher stress is a re

sponse syndrome of negative effects (such as anger or depression) 

usually accompanied by potentially pathogenic physiological 

changes (such as increased heart rate) resulting from aspects of 

the teacher1s job and mediated by the perception that the de

mands made upon the teacher constitute a threat to his self-

esteem or well-being and by coping mechanisms activated to reduce 

the perceived threat. The individual interprets a situation as 

being harmful or threatening and reacts to it negatively. This 

behavior is frequently reflected by unhealthy physiological mani

festations such as elevated blood pressure, ulcers, and 

headaches. 

Kahn (1964) defined role stress as anything about an or

ganizational position that produced adverse consequences for the 

individual. Stress, again, is deter/nined by an individuals sub

jective interpretation and negative reaction to an event or situ

ation. Teacher stress is operationally defined as the occurrence 

of perceived negative situations that result in adverse teacher 

responses or behaviors. 

Throughout the country, many teachers are talking openly 

about "combat neurosis," "battle fatigue," or feeling "burned 

out." Robert Sylwester (1977, p. 30), a professor of education 

at the University of Oregon (Eugene) has called stress "the worst 
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health problem teachers have to contend with. ff Some New York 

public school teachers are suffering nbattle fatiguerr as a result 

of student violence and abuse, a City Council reported recently. 

The report recommended criminal prosecution for assaults on 

teachers, more explusions and longer suspensions. During the 

1976-77 school year, there were 2,420 assaults, 617 robberies, 

2,430 larcenies, 858 bomb threats and arson-type fires, 83 sex 

crimes and 682 narcotics-related offenses in city schools. Many 

teachers r groups are negotiating nassault-leave fT clauses provid

ing teachers with paid days off to recover from attacks suffered 

while on the job. 

Physical attack is only one type of nstressor.n The fear 

of violence can place just as much stress on a teacher as an ac

tual attack. Todayrs Education (1979, p. 70) quoted an education 

official who told the publication, rrThe public should not be sur

prised if the number of teachers suffering severe emotional trau

ma resulting from school-related stress numbers close to . . . 

lOO,OOO.n 

Physical assaults against teachers are unprecedented. 

More than 110,000 teachers--one out of every 20--were physically 

attacked by students during the 1978-79 school year. That repre

sents an increase of more than 40,000 teachers over the 1977-78 

record high of 70,000. About 250,000 had personal property dam

aged, and 500,000, or one out of every four teachers nationally, 

had belongings stolen. 
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Debbie Walsh (1979) reported that teaching may be hazard

ous to one's health if one is in the profession. In Chicago a 

teachers' union stress survey found that 56.6% of 5,500 respon

dents (out of 22,000 surveyed—a 25% response) claiming physical 

and/or mental illness as a direct result of their jobs. Last 

year 70,000 teachers in the nation's public schools reported be

ing physically assaulted. 

Most experts in the field of classroom-related stress 

feel that while•problems such as inadequate budgets, poorly pre

pared students, student discipline, lack of student progress and 

lack of administrative support contribute to the stress on a 

teacher, the real root of stress is the feeling on the part of 

some teachers that they are unable to do anything to effect solu

tions to these problems. This lack of direct teacher involvement 

in decision-making robs teachers of the psychological benefits of 

tackling a problem and contributes to the "burned out" or "what's 

the use" syndrome. 

Stress overload is continually decimating the teaching 

ranks to the detriment of the entire educational process. Cur

rently, there are more teachers in danger of succumbing to the 

burnout syndrome than in any period in our educational history. 

Barbara Hendrickson (1979, p. 37) described events that 

are becoming common in the teaching profession: 

When Sally M., a 34-year old teacher with an excep
tional commitment to her students and their families, 
asked for and received emergency leave in the middle of 
the school year, all of us at her school were shocked. 
Sally had taken few sick days, -much less a leave. 



How could this outstanding teacher, who has a special way 
of reaching nunteachablerr children, have given up? We 
were startled and threatened. If Sally had nburned her
self out, rt what would become of us? I suppose that after 
the shock wore off, we would have let Sallyrs exit pass, 
but soon Alice G. started to get itchy. She transferred 
to a new school, only to be disappointed with her new as
signment. She was depressed, took to heavy drinking and 
hated Monday mornings. All conversations with Alice cen
tered around the awful situation in which she found her
self. Only a switch to a half-time schedule enabled her 
to make it through the year. After two leaves in four 
years and a gallant attempt to return to teaching, Susan 
B., a dedicated, creative teacher, called it quits. She 
took her retirement money out of the state fund and 
opened a small store several hundred miles from where she 
once taught. Now, although financially strained, Susan 
is much happier. Her store is filled with things she 
likes to look at, and her new life offers challenges that 
are exciting yet free of the emotional stress she found 
in teaching. 

Perhaps one of the saddest pleas for help for the· trou-

bled teacher came from Rosagita Podrovsky (1978, p. 41) in her 

article, TTA Teacher Calls It Quits rr: 

Well, I have finally decided. I am going to quit 
teaching. You ask why? Why would one of those under
worked, over-paid, money-grabbing public school teachers 
give up such an easy job? Ir11 tell you why. 

Ask me after I've spent the day filling out forms 
and reports, having wasted time the night before making 
up some sort of busywork to occupy my students while I 
shuffle through papers totally unrelated to their edu
cational needs. 

Ask me after I've been transferred to the fifth 
school in eight years. 

Ask me after Irve checked my supplies and found 
none--no paper, no chalk, no erasers, no books, not 
even a desk for the teacher or enough armchairs for the 
students. 

Ask me after an administrator says, nnonrt make 
waves. Shut your mouth and take your money. Nobody 
will ever know that yourre not a science teacher. Just 
keep a few pages ahead of the kids.n 
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Ask me after I've spent the morning putting out fires 
in lockers and part of the afternoon escorting the blind 
piano teacher out of the building so he won't be pushed 
down the stairs. Again. 

Ask me after I've spent two hours riding across the 
city on public transportation, or maybe an hour driving 
to a school that is nowhere near my home. Ask me after 
my purse is snatched, my pocket picked, or my car vandal
ized or stolen from the school parking lot. 

Ask me after I see promising students dropping out 
bec·ause they are afraid of the crime and violence within 
the building, or after an arthritic grandmother hobbles 
to school in winter to ask for help with her 18-year-old 
grandson, who has a total of one quarter of credits, and 
for whom the administrators have no solution other than 
taking him out of class and enrolling him in a study hall. 

Ask me when my throat is raw from tear gas fumes, 
Mace, and marijuana smoke. Ask me after I realize that 
chronic absenteeism is an accepted way of life and that 
administrators simply juggle the attendance figures on 
their reports rather than try to help the kids in class. 

Be sure to ask me these questions before I enter my 
classroom, because I must always unlock the door and then 
lock it behind me, clutching all my belongings in my arms. 
I can never leave anything lying about, even for a minute. 

Ask me after my idealism has died. You'll have to 
wait for a while for that--maybe three or four days. Ask 
me after I accept the fact that it is too late f.or many 
of these kids. They have given up on us just as much as 
we have given up on them and, in many cases, ourselves. 

Just don't ask me after one of those rare, wonderful 
days when my students have done well and I see the look 
on their faces as they grasp an idea. Because that's 
when my decision, however logical and self-preserving, 
will surely break my heart. 
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The current trend is to make the schools--and this means 

teachers--the major problem-solving agents of society. Many 

teachers are leaving the profession because they are tired of the 

unprecedented and unrealistic demands that are being made upon 

them. The N.E.A. teacher opinion survey revealed that one-third 
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of those teaching now would not go into teaching if they could go 

back to college and start over again. Three-quarters of the 

teachers said discipline problems—the top school problem cited 

by teachers and parents—impair their effectiveness to teach. 

Seventeen percent said poor discipline greatly impaired their 

effectiveness in the classroom. Only six out of 10 teachers say 

they plan to remain until retirement—early or mandatory. The 

number of teachers with 2 0 years or more experience has dropped 

nearly half in the past 15 years. 

Robert Scrivens (1979, p. 34) noted: 

Teachers make thousands of decisions in the course of 
an average day. They range from major ones to minor ones, 
but the net effect is to sap their energy. The intensive 
personal contact with students ' child-centered teaching 
demands is draining. Some teachers take a nap when they 
get home from a day of teaching. "I'm not really sleepy," 
said one, "I'm just giving my brain a rest." 

Once they arrive at school, teachers may encounter a myr

iad of environmental stressors, which Hodge and Marker (1978, 

p. 49) defined as "inanimate impactors in the physical surround

ings of the educator." Furthermore, because these stressors 

seem to be inherent within schools, there is very little that 

teachers can do to have any direct control over them. As Sparks 

(1978, p. 48) noted, the "stage is set for job-related stress 

when involvement in work is high (as in teaching), but feelings 

of control or power in the work setting are limited." Thus en

vironmental stressors have the potential for creating a high lev

el of tension and stress in teachers. 
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Lack of adequate instructional materials and teaching re

sources produces stress in classroom teachers. Because today's 

children are accustomed to being bombarded with fast-moving, 

highly charged action on television programs, it is not easy to 

hold their attention. Swick and Hanley (1980) stated that teach

ers need to have access to effective and appropriate instruction

al materials and teaching resources for planning creative 

lessons to captivate students' attention. 

Job security in teaching is becoming very poor. The de

clining birthrate of the past few years has meant declining en

rollments in the public schools. As a result, many teachers are 

either being laid off or involuntarily transferred to other 

schools or to different grade levels. For teachers who are laid 

off, stress is double. Not only must they find another job, they 

may be forced to select another career and/or relocate their 

family. Such an occurrence is damaging to the teacherrs ego as 

well as to the family's budget. Unfortunately, teaching skills 

do not allow for easy mobility into another profession without 

further education or specialized training, requiring both time 

and money. 

Swick and Hanley (1980) have noted that another environ

mental stressor pervading the teaching profession is decreasing 

job mobility. Being a classroom teacher prepares one to continue 

being a classroom teacher. In order to move upward, to be pro

moted and financially rewarded, one must obtain additional educa

tion and advanced degrees, or further certification in different 
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areas, such as administration or supervision. To remain in the 

classroom as a teacher means that the individual will not rise to 

a higher rank or be promoted. The most the teacher can expect to 

recei ve is an annual incremental salary raise that is usually 

several percentage points below the annual cost of living in

crease . Salaries that do not keep pace with the rise in infla

tion result in frustration and tension for many families in the 

teaching profession. 

Educators at every grade level complain about the large 

number of interruptions during teaching time. In a study by 

Hodge and Marker (1978), teachers ranked class interruptions 

first in frequency and second in bothersomeness. Classroom work 

is continually being interrupted or rescheduled to accommodate 

announcements, special assemblies, fund-raising events, athletics, 

sick children, visiting parents, and other events. Teachers are 

expected to teach and to maintain concentration and attention on 

learning in spite of such interruptions. Even though it is not 

humanly possible to do so, they try . On some days, the number 

and frequency of interruptions cause such teacher frustration 

and st r ess that continued teaching seems useless. Further stress 

results if the teacher fails to accomplish the goals or tasks set 

for the lesson or the day. 

For many classroom teachers, time pressures and schedul

ing are a serious source of stress. So many tasks must be accom

plished during the school day and less and less time is a vailable 

to complete them. Teachers must be clerks, counselors, imparters 
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of knowledge, public relations specialists, nurses, mothers, and 

must assume many other roles. The paperwork pressure has also 

become tremendous; forms to complete; reports to write; assess

ments to compile;' notices to compose, duplicate, and send; and 

curricular materials to develop and write. 

With a daily schedule limited to approximately six to 

seven hours, teachers must take attendance and collect various 

monies, write letters to parents, record students' progress, 

teach five to six different subjects or classes, attend to the 

special needs of individual children, meet with parents or other 

faculty members, prepare teaching materials, plan the next day's 

lessons, grade papers, and fill supervisory roles such as cafe

teria or bus duty or monitoring study halls. They have little, 

if any, time to stop and relax during the day. Even their bio

logical functions must fit into the bell schedule or wait until 

school is out. When dealing with the vast responsibilities in

volved with 25 to 30 individual lives, teachers need a few min

utes to slow down and gain relief from some of the pressures. 

Schedules frequently do not allow for this, and if they do, it is 

only for a very brief moment. According to Sparks (1979), many 

teachers report that they frequently or always leave school phy

sically and/or emotionally exhausted from the stress encountered 

during the day. 

Hodge and Marker (1978) defined interpersonal stressors 

as those situations that involved interactions with one or more 

individuals in the school setting: teacher relationships with 
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other colleagues, administrators, clerical staff and students; 

those stresses involved when attempting to communicate with stu

dents of varying needs, interests and abilities; reacting to in

attentive students; discussing discipline procedures with pupils; 

and responding to students1 personal and academic problems. All 

• these situations involved interpersonal communication and human 

relations skills requiring the teacher to be a good listener and 

to be responsive to others. 

Teachers are concerned about whether their students like 

them; they also feel compelled to try to reciprocate and like 

their students. Since discipline and behavior problems are in

terpersonal stressors, it seems obvious that it may not always be 

easy for a teacher to like all students. If students assault a 

teacher physically or verbally, for example, it is extremely dif

ficult for the teacher to remain calm and understanding. 

Discipline and classroom control are a major source of 

interpersonal stress for teachers at all grade levels. In many 

instances, they are dealing with students from varied back

grounds, some of whom have had few personal constraints placed on 

them before their school experience. Although the public, par

ents, and administrators demand educational accountability, edu

cators have to contend with many discipline problems which take 

time away from teaching. Some children, for example, have emo

tional difficulties, and some have developed a negative attitude 

toward learning and school. When pupil misbehavior interrupts 
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and or interferes with the teaching-learning process, pressure 

and tension result, thus adding to teacher stress. 

Leffingwell (1979) suggested two social factors related 

to classroom control and discipline over which teachers have 

little control: 

1. Parents' unrealistic expectations of their child's 

ability. 

2. Mores and standards of the peer group. 

According to Bardo (1979), teachers suffer thousands of 

daily assaults. Not all these assaults are physical, nor do they 

come solely from students. Parents abuse teachers by cursing 

them; by expecting them to control children they have failed to 

discipline and control; by expecting them to accomplish the im

possible academically with their children; by expecting public 

education to solve all social problems. 

Administrators and supervisors pose threatening situa

tions for classroom teachers. They may or may not communicate 

effectively to teachers regarding performance, job expectations, 

school policies, and staff changes. Leffingwell (1979, p. 62) 

noted that "trying to meet the expected needs of too many people 

can lead to feelings of frustration and a general sense of help

lessness ." Teachers who try to be all things to all people are 

trying to achieve the impossible. In so doing, they place them

selves in a very stressful lifestyle.. 
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Colleagues can also be a source of stress. They may try 

to impose their own philosophies and techniques upon others, es

pecially a beginning teacher. 

Classroom teachers are continually interacting with a 

variety of personalities—students, colleagues, administrators, 

parents. They must be constantly attuned to the ways they com

municate with and are perceived by other people. Teachers are 

perpetually expected to be diplomats, mediators, counselors, dis

ciplinarians, and imparters of knowledge. These are not easy 

roles and they sometimes conflict with one another. Communica

tion is bound to break down occasionally, and anxiety and upset 

may result. Thus interpersonal stressors can place a great deal 

of strain and pressure upon relationships. 

Donald R. Cruickshank (1980) remarked that teacher prob

lems or concerns can be grouped into five areas: 

1. Affiliation^-the need to establish and maintain good re

lationships with others in the school, both staff and 

pupils. 

2. Control—the need to have pupils behave appropriately. 

3. Parent relationships and home conditions—the need to re

late and work well with adults outside the school who are 

important in the lives of children and the need to under

stand home conditions. 

4. Student success—the need to have pupils be successful 

academically and socially. 
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5. Time—the need to be effective managers of our profes

sional and personal lives. 

In his preface to Teaching Is Tough, Cruickshank (1980, 

p. vii) lamented: 

.Teaching is toughI It is difficult to think of many 
occupations as demanding intellectually, physically, and 
psychologically. Who else but teachers must keep well 
informed in one or more disciplines, must organize and 
manage one or more groups of workers (students) and pro
vide for both their success and satisfaction? Who else 
must be concerned not only with the client but with main
taining good relationships with the clientTs family? Who 
else gets blamed when vandalism and crime increase and 
when scores on college entrance examinations drop? What 
other occupational group is subjected to so much national 
criticism in barrages from books like Why Johnny Can't 
Read and Crisis in the Classroom? Who else is constantly 
second-guessed by nearly everyone about what to do and 
how to do it? 

Marion Lucas (1979, p. 6) in the Tucson Daily Citizen 

stated: 

. . . the pressures that used to plague teachers only 
at the end of the year are becoming chronic problems. 
They include student violence, reams of federal forms to 
complete, bureaucratic red tape in the districts, school 
politics, large classes and endless meetings to attend. 
That's in addition to the regular tasks of planning, 
teaching and grading papers. 

Nobody ever got into education expecting to make an ex

ceptional salary, but the inability or reluctance of school com

mittees to grant teachers raises commensurate with inflation at 

contract time undermines the morale of many teachers. Falling 

constantly further behind in earning power is one thing, but 

sensing disrespect for the monetary worth of what the teacher is 

doing is too much for many teachers to take. Most teachers have 



30 

heard the jibes about having the summers off and their 30-hour 

work week and their already making enough money. 

Another cause of burnout seems to be a species of future 

shock—not being able to cope with a new breed of youngster, not 

being able to cope with changing educational methods and philoso

phies, according to LucasTs (1979) article. She said that one 

older associate recently remarked how different the students seem 

to be, even in the last five years. This associate said that he 

did not understand them as he used to, that they "were playing a 

whole new score" and he was "out of tune." Teachers like him 

are frustrated because they do not know how to deal with the stu

dents "on dope" or with a rising lack of respect for rules and 

authority. Other veterans are upset by adoption of new trends 

and innovations. They have seen them come and go and "know 

enough by now to be able to recognize a fad when they see one," 

as one teacher said. Teachers are pushed into modes of operating 

with which they are uncomfortable and in which they have no 

faith (Lucas 1979). 

LeRoy Spaniol (in Lucas 1979, p. 6), assistant professor 

of rehabilitation counseling at Boston University, stated that 

teacher burnout stems from feeling locked into a job routine, and 

he identified three levels of the disorder: 

First-degree burn (mild)—short-lived bouts of irritabil

ity, fatigue, worry, frustration. 

Second-degree burn (moderate)—same as mild but lasts two 

weeks or more. 
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Third-degree burn (severe)—physical ailments occur— 

ulcers, chronic back pain, migraine headaches. 

Spaniol attributed burnout to lack of mobility, less 

turnover on teaching staffs, public scrutiny of schools, media 

assaults, and budget reversals. "Part of the problem," Spaniol 

(in Lucas 1979, p. 6), "lies beyond the individual—it lies in a 

lack of career ladders with people locked into a limited range of 

income potential and having few opportunities to participate in 

making decisions." 

Dr. Hans Selye (1956), who pioneered the stress concept, 

believed that it is our ability to cope with the demands made by 

the events in our lives, not the quality or intensity of the 

events, that counts. 

Psychological Perspective of 
Teacher Stress and Burnout 

Burnout, as described by University of California school 

psychologist flyala Pines (1979, p. 713), is "physical, emotional, 

and attitudinal exhaustion. "It begins," she said, "with a feel

ing of uneasiness. The joy of teaching begins to slip away. Not 

just for a day or a week, but permanently." 

Teachers who feel physically unwell soon find themselves 

depressed by their symptoms. Teachers report that their self-

concept drops to a new low as they question the meaning of teach

ing. They see themselves becoming less effective with children 

and colleagues (Pines 1979). 
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Karl Albrecht (1979) defined the parameters of "pres

sures" and "stress" for the instructor "under siege." The term 

"pressure" refers to those features of a situation that may be 

problematic for the individual and that amount to demands for 

adaptation of some kind. Stress, on the other hand, refers to a 

specific set of biochemical conditions within the person's body-

conditions that reflect the bodyTs attempt to make the adjust

ment. In short, pressure is in the situation; stress is in the 

person. Because of one's personal history of experience and 

learned reactions, he will "convert" pressure into stress in his 

own distinctive way. Given this distinction between pressure and 

stress, teachers can analyze situations and responses somewhat 

more carefully. They will no longer say, "I'm under a lot of 

stress lately," but rather, "I'm under a lot of pressure lately." 

When they say, "I'm experiencing a great deal of stress," they 

will be talking about their physiological reactions and feelings, 

rather than about the situation with which they are trying to 

cope (Albrecht 1979). 

Equally important, teachers need not consider either pres

sure or stress to be intrinsically bad or undesirable. Stress is 

a natural part of human interaction. A person functions best at 

moderate levels of stress. The teacher must learn to tell the 

difference between a reasonable level of stress and too much 

stress, between a reasonable amount of pressure and too much 

pressure. A zero-stress condition is impossible. A no-pressure 

situation is impractical and unworkable in human endeavors. The 
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teacher must search for acceptable levels of pressure and stress 

that contribute to his performance and achievement and do not 

threaten his well-being (Albrecht 1979). 

The concept of threat is commonly regarded as the central 

intervening variable in psychological stress. According to 

Richard S. Lazarus (1964), the notion of threat implies that 

harmful stimuli are not actually present—only the cues heralding 

their coming. Its main characteristics are that it is future-

oriented and that it is activated by the participant's cognitive 

appraisal of the situation. Stress occurs when the person ap

praises the stimulus as threatening to his survival or to his 

feelings of worth. 

David Mechanic (1967), commenting on Lazarusfs (1964) cog

nitive and personality factors underlying threat and coping, 

posited that an individual simultaneously appraises at least 

three features of a disquieting encounter: first, task require

ments (demands) and his competence relative to them; secondly, 

environmental constraints; and lastly, his role relative to task 

requirements. 

The great enemy of the teacher's health is not the occa

sional crisis, or dangerous situation, or emotional upheaval. It 

is the prolonged, unrelieved state of worry, anxiety, and arousal 

that many people experience and cannot escape. The stress reac

tion in the body operates to mobilize its functions for short-

term crisis situations. Generally, the fight-or-flight process 

enables the teacher to solve the immediate problem fairly 
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quickly, within minutes or a few hours at most. By definition, 

burnout is a condition caused when a teacher works too hard for 

too long or endures too much stress over a short period of time. 

Its symptoms and their degree vary with each individual, but 

there are a number of common physical and emotional signs, ac

cording to Dr. Edward E. Stambaugh II (1977), a clinical psy

chologist practicing in Ashland, Kentucky. For instance, a 

teacher who is burned out feels tired most of the time. He may 

also have headaches or gastrointestinal problems or have trouble 

sleeping. Weight loss is another symptom as are unexplainable 

depression and sometimes shortness of breath. On a behavioral 

level, Dr. Stambaugh (1977, p. 72) said that "teachers sometimes 

act just the opposite of themselves. A teacher who has a reputa

tion for contributing ideas during staff meetings will now sit 

silently in a corner." 

Another symptom of burnout is quickness to anger. 

"Burned out teachers feel that they do all the work. If a co

worker, a subordinate or even a superior refused to honor a re

quest, it makes them furious," said Stambaugh (1977, p. 72). 

Burned out teachers may also exhibit signs of rigidity—they re

sist change and appear to be threatened by it even when it would 

directly benefit them. 

Teachers can only give so much before their well of 

energy drains and even if their*conscious mind is not aware of 

it, their subconscious mind will hit them with that message 

squarely between the eyes. The intensive personal contact with 
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students* child-centered teaching demands is draining. Some 

teachers get completely drained and burn out. 

In his article, "The Big Click" in TodayTs Education, 

Robert Scrivens (1979, p. 35) remarked that a University of Cali

fornia social psychologist has described burnout as, "physical, 

emotional, and attitudinal exhaustion. The term fburnout' im

plies that the teachers just let something happen to them, that 

they burn out like a candle that has been used too many times." 

Scrivens thought of burnout as active because even if teachers 

are only vaguely aware of a feeling of exhaustion, their psycho

logical defense mechanisms are sending a poignant and urgent mes

sage: "Get out before youTve used yourself up." 

The phenomenon of burnout grows more acute with the 

length of service. Teachers who have served for more than a de

cade are the most prone to feel its effects. They got into edu

cation with the "joie de vivre" of ChaucerTs clerk who "gladly 

would . . . learn and gladly teach." Inspired idealists, ener

getic, possessed by a driving desire to make learning meaningful, 

they wanted to show students that someone cared about their edu

cation. But all at once, they feel empty or at best disoriented, 

swept over by a maelstrom of confusion that makes them question 

the value and purpose of everything they have done before 

(Scrivens 1979). 

Professional disillusionment akin to mid-life crisis is 

one cause of teacher burnout. When a not-so-young-anymore teach

er sees that his or her dreams not only are not fulfilled but are 
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turning into nightmares, the temptation to leave the profession 

is strong. As Scrivens (1979, p. 35) quoted one friend: 

You wake up one day, and you suddenly realize that 
there are all sorts of other meaningful, more interest
ing things you could have been doing with your life. 
What's worse, you know that you could still do them . . . 
if you weren't teaching. Good teaching saps all your 

, time and energy. You've set the trap and baited it and 
sprung it on yourself. 

Another reason some teachers burn out—one closely linked 

to professional disillusionment—is the feeling of being "used" 

by an underpaying school system, by self-centered students, and 

by their own ideals. Scrivens (1979) recalled a woman teacher 

who opened a Christmas card from a student and said with a sad 

little smile, "Crumbs from the table." This was a teacher who 

had spent countless hours after school working with students in 

various extracurricular activities, who brought the students' 

problems home to the dinner table, and who had a pile of papers 

on her lap to correct most evenings at home. 

Finally, there is the emotional enervation that dealing 

sincerely and conscientiously with young people's daily problems 

can bring. Spaniol (in Lucas 1979, p. 6) said on this subject, 

"Burnout disproportionately strikes those in helping professions— 

teachers, counselors, social workers." One teacher for whom 

Scrivens (1979, p. 34) had enormous respect had a particularly 

exasperating group of youngsters last school year; "Other years 

I've felt like I was really ready for summer vacation in April," 

he said, "But this year, X felt like that in November." 
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Students do not have to be TTproblemsn to be an emotional 

drain on teachers. Teachers make thousands of decisions in the 

course of an average day. They range from major ones to minor 

ones, but the net effect is to sap their energy. Eventually, the 

energy and enthusiasm are depleted, and the teacher suffers dis

tress and subsequent burnout ·.-

Under the banner, Tucson Teachers Initiate Stress Coun

seling Program, in the article, rrstress and What Your Associa

tions Are Doing about It, rr in the N. E. A. Reporter, Norma Gray 

( 19 79b , p. 6) commented, rrTeaching is a tremendous emotional 

drain. You are always giving, giving, giving. However, many 

teachers feel that they are expected not to ask for anything in 

return . Instead of using their after school time as a chance to 

recuperate, they take home papers to grade and spend free time 

calling parents. rr 

Gray works with the teacher stress counseling project 

initiated by the Tucson Education Association two years ago. In 

its first year of operation 60 teachers took advantage of the 

free, confidential counseling program. 

11Many teachers subsist on cof fee and nicotine. They 

donrt eat breakfast, but they might drink coffee with sugar, or a 

coke, with a doughnut. They get sugared up. It makes them 

sleepy , cranky, and inefficient, n Gray ( 1979b, p. 6) said. For 

teachers, stress is often caused by administrative nhassles, rr in

terpersonal conflicts and financial problems. Sometimes, it oc

curs because of workloads and the number of students in a class. 
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TTWe in the helping professio'n see ourselves as needing to be nice 

people who can take a lot of flack and help others all the time, rr 

remarked Gray (1979b, p. 6). TTBecause it is difficult for us to 

make demands on others, we find it difficult to ask for what we 

need and make demands for ourselves.TT Gray (1979b, p. 6) added, 

TTOften a teacher's psychological needs are not met, and self

sacrifice comes out in the form of stress. She's perhaps not 

willing to ask for help. All her life she's been the one there 

to help others. Now she can't sleep or feels a knot in her 

stomach.'' 

Kathy Oehme is a high school business teacher in Tucson 

who came to Tucson Education Association stress counseling last 

year. TTOur curriculum is set up so you can't avoid checking 

papers and grading classwork,TT said Oehme (in Gray 1979b, p. 8). 

''But, I found that I was spending too much of my time with pa

pers. I seemed to spend all my free time with papers. Also, for 

financial reasons, I teach two nights a week in the local commu

nity college.TT 

Oehme (in Gray 1979b, p. 8) continued., TTI wanted to be a 

superteacher, but it meant too much time. It took me a while for 

me to pinpoint that issue and come up with some alternatives. 

Norma would say, 'Do you think you could try this? Would it work 

in your classroom? r rr Oehma began letting her students check some 

of their own papers. Another solution was to spot check papers 

to see if the class in general was having problems with certain 

lessons. TTThe best solution I came up with, but which is not 
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available, would be professional aides," Oehme (in Gray 1979b, 

p. 8) commented. "I came to see Norma when I was totally exas

perated. Now I am trying to make teaching a job, not my whole 

life." 

Dr. John Howland (in Gray 1979b, p. 9), a former psy

chiatrist at the Southern Arizona Mental Health Center who helped 

create the stress counseling project with Tucson Education Asso

ciation stated, "I'm impressed with how guilty teachers feel. 

They get told that their job is teaching, but they know that 

often it's babysitting, or keeping kids quiet or not making 

waves—and they get blamed when it goes wrong." 

The stress reaction can have a curious self-reinforcing 

effect on the teacher's thinking processes and, indeed, on his 

overall mental health. This becomes clear when the teacher re

alizes that various thought processes can trigger anxiety and 

that the resultant stress chemicals actually permeate the tissue 

of the brain as they flow along in the bloodstream. 

Albrecht (1979, p. 65) gave a graphic example of an edu

cator's stress response in a common working situation: 

Think of some recent situation in which an alarming 
idea suddenly came to your mind, and a split second 
later you become quite aroused, anxious, fearful, or 
desperate. For example, suppose you've been sitting 
quietly at your desk, playing with some creative task 
and deeply engrossed in thought. You look up and gaze 
blankly at the wall, sensing something tickling at the 
edges of your consciousness. Suddenly, it bursts upon 
your conscious field of thought! You're supposed to 
be at an extremely important meeting! You glance at 
your watch and realize that it's exactly time for the 
meeting to begin and that you still have to cover the 
five-minute walk over to another building! 
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What's happening inside your body at that instant? 
You guessed it—the stress reaction is soaring, produc
ing rapid heartbeat, tense muscles, radically altered 
hormone flows, increasing blood pressure, and the be
ginnings of sweaty palms and cold extremities. The re
markable thing is that this entire reaction came into 
play as a result of a single thought that flashed 
through your mind: no bacterial infection, no injury, 
no intense heat or cold—just a thought. To grasp the 
significance of the profound effect of your thoughts 
on your body, imagine that you doublechecked your 
calendar and discover that the meeting is actually for 
this time tomorrow. 

You heave a sigh of relief, which is one of the 
first stages in your body's demobilization process. 
Your chest muscles begin to relax, your breathing be
gins to ease up, and the entire parasympathetic nervous 
system comes into play to de-escalate your internal 
arousal level. In this instance, your body was mobi
lized by a single thought and subsequently demobilized 
by another thought. This is really quite a remarkable 
process. It holds the key for an understanding of 
emotional well-being and points the way to some very 
inviting possibilities for self-management and a high 
level of emotional tranquility. 

Some teachers seem to have relatively little difficulty 

with pressure situations and seem to cast off the effects of 

episodic stress. For these- teachers, life seems to be merely a 

series of propositions to be dealt with—some stressful, some 

pleasant, but all transient. The teacher who has learned to man

age his own stress level seems to take things as they come and to 

dispatch life's problems without storing up an inappropriate lev

el of anxiety. Others, unfortunately, seem to have lost the 

ability to unwind. For these teachers, life seems to be a series 

of crises. The chronically uneasy teacher seems to meet even a 

small problem or provocation as if it was a critical incident, as 

if somehow his survival was in jeopardy. 
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If one observes the motions and bearing of such a teach

er, one will usual·ly see someone who carries his body as if 

braced to meet some imminent physical attack. The teacher may 

sit in a chair but not actually relax. He may react quickly, 

interrupt others, express impatience or exasperation with others 

who talk slowly or deliberately, walk at a somewhat quicker than 

average pace, and may carry out manual tasks with jerky, rapid

fire motions. Such an educator may also rush through a meal, not 

enjoying it or even being very much aware of eating as an experi-

ence. 

pation. 

night. 

He may have frequent digestive problems, including consti

This teacher may have difficulty in falling asleep at 

He is impatient with small obstacles, has general irri-

tability, and a distinct lack of a sense of humor. This teacher 

has learned, neurologically speaking, a pattern of dealing with 

l ife's processes by inappropriately mobilizing the stress reac

tions within the body (Albrecht 1979). 

Most stress is self-induced. Dr. Sidney Lecker (1978) 

divided the causes of stress into two general categories. In 

his book, The Natural Way to Stress Control, he discussed the two 

categories in depth. They are listed as follows: 

1. Physically induced stress--stress that comes from a di

rect disturbance to one's body by the immediate 

environment. 

2. Emotionally induced stress--stress caused by a person's 

own thought processes, without any physical stressor 

coming into contact with the body. 

I 



In every case of emotionally induced stress, the common 

feature is expectation--the belief that something terrible is 

about to happen. Whereas the physically induced form of stress 

arises from a physical affront to the bodyrs equilibrium. 
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Emotionally induced stress can be classified in four gen

eral categories as follows: 

1. Time stress--anxiety reaction to the abstract concept of 

time, including the feeling that one nmust rr do something 

before some deadline; also the general feeling that time 

is rrrunning out rr and that something terrible will happen 

when it does. 

2. Anticipatory stress--commonly known as ''worryn; a feeling 

of anxiety about an impending event; sometimes a genera

lized anxiety, with little or no specific basis; in ex

treme cases of rranxiety attack, rr a diffuse feeling of 

dread, a fear that some horrible but unnamable catas

trophe is about to befall one; sometimes called rrfree

floating fear. rr 

3. Situational stress--anxiety as a result of finding one's 

self in a situation that is threatening and at least 

partially beyond one's control; the expected terrible 

happening may involve, physical injury or danger; more 

often it involved loss of status, significance, or accep

tance in the eyes of others. 

4. Encounter stress--anxiety about dealing with one or more 

people whom one finds unpleasant and possibly 
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unpredictablej a vague but intense feeling of apprehen

sion when one discovers that the, conventional rules for 

social interaction no longer govern the behavior of 

others, such as in an encounter or "sensitivity group." 

The primary agent for anticipatory stress is the ab-

stract concept of an upcoming event or experience that the teach

er conceives of as being at least partially or potentially 

unpleasant. 

According to Lecker (1978), it seemed that each of us has 

a primitive, silent, "other person" inside us who reacts in terms 

of very basic feelings of fear and joy. This silent partner 

seems, for most of us, to have a way of seeing the worst side of 

a situation and of arousing the fight-or-flight reaction even 

though our conscious minds know it is uncalled for. Some people 

find themselves almost paralyzed and disabled by this anticipa

tory stress, but most of us have learned to overcome it by im

posing a conscious control over our actions. Nevertheless, we 

all experience anticipatory stress to some degree or other, and 

our bodies pay the price if we cannot find sufficient escape and 

emotional relief from it. 

Situational stress can be defined as anxiety about what 

might happen next in a situation that the teacher finds poten

tially unpleasant. In a sense, situational stress is also an

ticipatory stress, although the thought process that triggers it 

is somewhat more diffuse. Some teachers experience a great deal 
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of situational stress in conferences that involve conflict. Many 

teachers find conflict to be extremely disconcerting and person

ally threatening. An alert observer can easily spot the individ

ual who experiences great situational stress by observing 

nonverbal cues such as posture, facial expression, eye motion, 

and use of the hands. Techniques for dealing with situational 

anxiety include re-engineering the situation and revising one's 

point of view about situational risks, especially the risk of ego 

damage. 

The stressor that induces encounter stress is simply an

other person, even a friendly one. Most of the teacher1s en

counters proceed smoothly, with comparatively harmonious 

relations. Yet they all accumulate to give him a total dose of 

human contact within any one period of time. Probably all teach

ers have felt from time, to time a sense of overload in being 

around people. When the teacher's comfort zone of human contact 

has been exceeded, he begins to feel the physical stress reaction 

as a manifestation of the need for aloneness. 

Dr. Herbert J. Freudenberger (in Lecker 1978), a New York 

psychoanalyst*, identified three teaching personality types as 

more prone to the burnout syndrome. One is the individual who 

has the need to succeed and to feel successful. This person 

feels that need through his work. If the work situation becomes 

unsatisfactory, he works harder, thinking that this is the situ

ation. In most cases, it is not the answer. Another example is 

the overcommitted person. This type of individual can be a joy 
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to all those he works with. He accepts tasks readily, approaches 

problems enthusiastically and is keenly interested in promoting 

his employer and himself. He is regarded by those around him as 

competent, creative and caring. Kept in check, he can be invalu

able. The trouble begins when he gets overwhelmed by his own en

thusiasm. The other personality type susceptible to burnout is 

the individual whose need to control is so great that he thinks 

he is the only one capable of doing the work properly. This 

teacher refuses to delegate authority and never admits he needs 

help. Not always is an individuals personality to blame. There 

is such a thing as a teacher who is genuinely overworked and who 

burns out because of it. 

For a number of years, Friedman and Rosenman (1974) have 

studied the connections between heart attack and lifestyle and 

have succeeded in describing a distinctive pattern that they be

lieve represents the hallmark of the typical heart attack victim. 

In their book, Type A Behavior and Your Heart, Friedman and 

Rosenman (1974, p. 84) gave this definition: 

Type A Behavior Pattern is an action-emotion complex 
that can be observed in any person who is aggressively 
involved in a chronic, incessant struggle to achieve 
more and more in less and less time, and if required to 
do so, against the opposing efforts of other things or 
other persons. Persons possessing this pattern also are 
quite prone to exhibit a free-floating but extraordi
narily well-rationalized hostility. 

Friedman and Rosenman (1974) summarized the Type A pattern as one 

of chronic time urgency, achievement, and competitiveness. They 

believed the pattern comes into play only when the Type A person 
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faces challenges from his surroundings. Apparently, the pattern 

is a manifestation of the way the individual sees his relation

ship to things and events in the environment. 

"Teachers are expected to be psychologists, doctors, den

tists, social workers, counselors, and in some cities, even po

licemen," said Paul Sequeira (in Friedman and Rosenman 1974, 

p. 112), an assistant superintendent in Hempstead, New York. 

'•Not only older teachers but younger teachers, too, are, packing 

it in, saying, 'this isn't what I was trained for'." 

The burnout problem has become a special concern for 

teachers' unions. Some school officials even insist it is an in

vention of the unions to buttress their demands for more vacation 

time and fewer responsibilities. The National Education Associa

tion (1980) stated, however, that there were twice as many teach

ers with 20 years or more of experience in 1964 as there are 

today. A recent study by the Chicago Teachers Union (1980), in 

conjunction with two universities, found that increasing numbers 

of teachers are suffering from job-related illnesses such as 

colitis, hypertension, sleeplessness and ulcers. 

Laurel Leff (1980) stated that school administrators now 

have to worry about teachers who are quitting or retiring early 

because they cannot stand the stress in addition to their (ad

ministrators ') concern about student "dropouts." 

Out of the people Norma Gray (1979a), a psychologist at 

the Southern Arizona Mental Health Clinic, has seen, 40% have 

been older teachers who have taught for at least 15 years. Those 
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who have taught longer, she said, can deal with classroom stress 

better, but they still have professional problems with adminis

trators and personal problems with family and friends. "The 

teacher ideal says that they should be able to handle stress 

alone without help," remarked Gray (1979a, p. 8A). "They feel 

the need to be superhuman in dealing with stress." 

Throughout the country, teachers are verbally reacting to 

stress. In Detroit, Eleanor Gueri (in Gray 1979a, p. 8A) said, 

"Students cuss out their teachers. They slash their tires . . . . 

We like kids. We enjoy kids. But, we are worn out." She spoke 

at an National Education Association convention press conference 

on teacher burnout. "We cannot solve society's problems and at 

the same time be the scapegoat for societyrs problems," she 

continued. 

Janis Hagey (in Gray 1979a, p. 8A), of the Sanron Educa

tion Association in Michigan, reminded reporters that teacher 

stress and the resulting burnout do not affect urban teachers 

only. 

From Tacoma, Washington, Diana Landahl (in Gray 1979a, 

p. 8A) presented the results of a survey of stress conditions 

conducted by the Tacoma Association of Classroom Teachers and the 

Tacoma Public Schools. Involuntary transfer was considered the 

most stressful event of those listed in Tacoma. Other events of 

a teacher's professional life listed were: notification of un

satisfactory performance, discovering a colleague has been 

assaulted at school, managing disruptive children, and 
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disagreeing with a supervisor. Some events seemed worse to spe

cial groups of staff. For example, Tacoma elementary teachers 

saw district-wide testing as more stressful than did junior or 

senior high teachers. Senior high staff felt that seeking a 

principal's intervention in a discipline matter was more stress

ful than did elementary or junior high teachers. Males felt that 

developing and completing daily lesson plans was more stressful 

than did females. Females saw more difficulty in dealing with 

building administrators than males. Teachers under age 30, re

source teachers, and teachers of basic skills felt more physical 

or "exhaustion" illness than any other groups. In addition, ac

cording to Landahl (in Gray 1979a, p. A), 75% of TacomaTs teach

ers who responded said they had been verbally abused by students. 

Twenty-five percent said that they had been physically assaulted. 

Commented Landahl (in Gray 1979a, p. 8A), "Something has got to 

be done. Fourteen-, 15-, 18-year veterans are leaving the pro

fession. We're losing some of our best people." 

Dr. Robert Alley (1980) believed that educators today 

find themselves under added pressures each year with the public 

continually demanding more of them through federally mandated 

programs such as mainstreaming special education students or 

state legislated programs such as competency testing. Today's 

education professionals also say that this same public is also 

now less supportive of school and education professionals than 

it once was. For example, many teachers report great difficulty 

in getting the support and assistance of parents in solving the 
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problems of their children. Parents may even refuse to go to the 

school for a parent/teacher conference when asked to do so. 

Demonstrating the depth of the problem are the data from the most 

recent Gallup Poll which reveal that only 65% of the parents of 

youth in public schools attended a "lecture, any meeting, or any 

social occasion in any local school building during the last 

year". (Alley 1980, p. 66). The same poll reports that 85% of 

adults polled would support state certification examinations for 

teachers and administrators. A like number of adults was sup

portive of periodic retesting of these professionals to see if 

they keep up to date with their field. The trouble is not so 

much with these specific attitudes as with the trend they appear 

to represent—more pressure on educators with less public 

support. 

Alley (1980) stated that while professional concerns cer

tainly plague education professionals, personal considerations 

such as inadequate salary and other economic factors also create 

great anguish for todayTs educators. Many education profession

als are finding it impossible to continue in the profession. One 

large midwestern school system found nearly 15% of the teachers 

in its secondary schools had resigned during the late spring or 

summer months this last year. ' That same district reported that 

the number of teachers leaving the profession for higher paying 

jobs elsewhere doubled from 1977-78 to 1978-79. Most did not 

plan to continue teaching. Another smaller, rural school in the 

midwest found that two of its five industrial education teachers 
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had resigned on February 1st leaving the district with virtually 

no chance to replace them during that school year at least. Why 

so many resignations? New jobs outside of education in their 

local community at salaries from $5,000 to over 100% more per 

year than their teaching salaries accounted for a large percent

age of the resignations. Still others said, "It just isn't worth 

it anymore!" Or, they say, "I'm just tired" (Alley 1980, p. 66). 

Dr. Mary F. Maples (1980) reported that Caplan (1978) de

scribed stress in the work setting as any characteristic or fea

ture of the job environment which poses a threat to the 

individual. Two definitive types of stress face teachers: 

either demands which they may not be able to meet, for example, 

an individualized educational package (I.E.P.) for each student, 

rather than those now required only of handicapped students; or 

insufficient resources or equipment (material or psychological) 

with which to meet student needs. This latter type may be a 

simple example of a child from a foreign country who can speak 

no English and for whom the school district has no finances to 

hire an English tutor, and to complicate this problem further, 

there may be no one within commuting distance to assist the stu

dent, even on a voluntary basis. So the stress falls on all 

school personnel including students who ultimately can be the 

victims of those under stress. 

Maples (1980) believed that the shrinking tax dollar, in

creasing demands for teacher accountability, Question 6 (Nevada, 

Oregon) and Propositions 13 and 9 ("Jarvis two") types of issues, 
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combined with increased freedom that parents are giving their 

children, the relinquishing of discipline, increased drug and 

alcohol abuse by students, general teacher dissatisfaction, and 

school board members* demands can make one wonder if entering the 

once comfortable and moderately respected teaching profession is 

not taking a first step toward self-destruction. 

Physiological Examination 
of Stress 

Dr. Walter B. Cannon (1932) of the Harvard Medical School 

and more recently. Hans Selye (1956) of the University of Montreal 

have suggested that certain gross patterns form the basis of the 

body's responses and that many of the individual changes physiol

ogists observe can best be understood as being parts of these 

coordinated whole-body response syndromes. Cannon had earlier 

theorized that any challenging condition, such as hunger, ex

tremes of heat and cold, noise, pain, loss of blood, or emotional 

arousal, caused the body to mobilize its electrochemical system 

and to adopt a "war footing." He referred to this arousal condi

tion as the fight-or-flight syndrome. It was, Cannon observed, 

as if the body had prepared itself quickly, efficiently, and com

prehensively for physical battle or for energetic flight to es

cape the problem situation. Later Selye elaborated these 

concepts with his theory of hormone chemistry and coined the term 

"stress response." 

The first publication of the stress syndrome was pub

lished July 4, 1936. There were 74 lines in a single column of 
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the British journal Nature (1936, p. 12), under the title, "A 

Syndrome Produced by Diverse Nocuous Agents." The indexes of 

stress upon which the concept of the G.A.S. (General Adaptation 

I 
Syndrome) were based were: adrenocortical enlargement, thymico-

lymphatic involution, and intestinal ulcers. Then came the re

alization that this syndrome is triphasic, with the initial 

appearance of marked acute manifestations (alarm reaction), their 

subsequent disappearance (stages of resistance) and finally, a 

breakdown in the organism, with complete loss of resistance 

(stage of exhaustion). There were the facets upon which the 

first note on "A Syndrome Produced by Diverse Nocuous Agents" was 

based. 

In Dr. Selye's (1956) first paper, he spoke of nocuous 

agents, but this term was evidently inadequate. Even such in

nocuous physiologic experiences as a brief period of muscular 

work, excitement, or a short exposure to cold proved sufficient 

to produce certain manifestations of an alarm reaction, such as 

an adrenocortical reaction. Obviously, these could not be de

scribed as strictly nocuous agents; he needed a more fitting 

name. In searching for one, he again stumbled upon the term 

"stress," which had long been used in common English, and par

ticularly in engineering, to denote the effects of a force acting 

against a resistance. For example, the changes induced in a rub

ber band during stretching, or in a steel spring during pressure, 

are due to stress. Physical stress is certainly nonspecific. In 

a sense, the nonspecific manifestations of the G.A.S. could be 
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viewed as the biologic equivalents of what had been called the 

results of stress in inanimate matter. Perhaps one could speak 

of biologic stress. 

Another advantage of this term was that, although its 

meaning, as applied to biology, had never been defined before, it 

was not strictly a neologism, even in medicine. For instance, 

the expressions "nervous stress" and "strain" had often been used 

by psychiatrists to describe mental tension. Cannon (1953), who 

introduced the term "homeostasis," also spoke in general terms of 

the stresses and strains caused when an agent puts pressure on 

certain specific mechanisms necessary for homeostasis, that is, 

the maintenance of a normal, steady state in the body. Although 

the term had not been used previously for any nonspecific reac

tions, and of course, even less for a coordinated triphasic syn

drome, he saw no reason why it should not be employed in this new 

sense. So, during the subsequent years—despite much initial op

position—that is what Selye did in all his scientific papers and 

books. It seemed preferable to use an existent term in a newly-

defined connotation. 

It was only gradually, through habit rather than logic, 

that the term "stress," employed in Selye's (1956) sense, slipped 

into common usage, as the concept itself became a popular subject 

for research. This lack of distinction between cause and effect 

was fostered by the fact that when Selye (1956) introduced the 

word "stress" into medicine in its present meaning, his English 

was not yet good enough for him to distinguish between the words 
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"stress" and "strain." It was not until several years later that 

the British Medical Journal (I960) called his attention to this 

fact, by the somewhat sarcastic remark that according to Selye 

"stress is its own cause." Actually, he should have called his 

phenomenon the "stress reaction" and that which causes it 

"stress," which would parallel the use of these terms in physics. 

However, by the time that this came to his attention, "biologic 

stress" in his sense of the word was so generally accepted in 

various languages that he could not have redefined it. Hence, he 

was forced to create a neologism and introduce the word "stress

or," for the causative agent, into the English language, retain

ing "stress" for the resulting condition. Selye's (1956) 

definitive commentary is contained in his book, The Stress of 

Life, and it has established the basis for an indepth examination 

of stress in the professional and personal lives of today's 

educators. 

In its medical sense, stress is essentially the rate of 

wear and tear in the body. The feelings of just being tired, 

jittery, or ill are subjective sensations of stress. Stress does 

not necessarily imply a morbid change; normal life, especially 

intense pleasure and the ecstasy of fulfillment, also cause some 

wear and tear in the machinery of the body. Stress is defined as 

the nonspecific response of the body to any demand. The totality 

of changes caused by stress—the stress syndrome—is called the 

General Adaptation Syndrome (G.A.S.)* It develops in three 

states: (1) the alarm reaction, (2) the stage of resistance, and 
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(3) the stage of exhaustion. The nervous system and the endo

crine (or hormonal) system play particularly important parts in 

maintaining resistance during stress. They help to keep the 

structure and function of the body steady, despite exposure to 

stress-producing or stressor agents, such as nervous tension, 

wounds, infections, and poisons. This steady state is known as 

homeostasis. The very concept of illness presupposes a clash be-
I 

tween forces of aggression and the body's defenses (Selye 1956). 

For scientific purposes, stress is defined as the non

specific response of the body to any demand. It was first recog

nized by evidence of adrenal stimulation, shrinkage of lymphatic 

organs, gastrointestinal ulcers, and loss of body weight with 

characteristic alterations in the chemical composition of the 

body. It was later found to comprise many other changes as well 

that form a syndrome, a set of manifestations which appear to

gether. This was called the General Adaptation Syndrome (G.A.S.) 

In tissues more directly affected by stress, there develops a 

Local Adaptation Syndrome (L.A.S.); for instance, there is inflam 

mation where microbes enter the body. The L.A.S. and the G.A.S. 

are closely coordinated. Chemical alarm signals are sent out by 

the directly stressed tissues, from the L.A.S. area to the cen

ters of coordination in the nervous system and hence to the endo

crine glands, especially the pituitary and the adrenals. These' 

produce adaptive hormones, to combat wear and tear in the body. 

Thus the generalized response (G.A.S.) acts back upon the L.A.S. 

region (Selye 1956). 
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Roughly speaking, the adaptive hormones fall into two 

groups: the anti-inflammatory, or glucocorticoid hormones (ACTH, 

cortisone, Cortisol), which inhibit excessive defensive reac

tions, and the pro-inflammatory and/or mineral-ocorticoid hor

mones (STH, aldosterone, DOC), which stimulate them. 

Collectively, these hormones are called syntoxic from sym or 

syn = together, as in syndicate, symbiosis, synergy) because they 

facilitate coexistence with a pathogen, either by diminishing 

sensitivity to it or by encapsulating it within a barricade of 

inflammatory tissue. They are to be distinguished from the 

catatoxic hormones (cata = down, against, as in cataclysm, cata-

bolism) which enhance the destruction of potential pathogens, 

mostly through the induction of poison-metabolizing enzymes in 

the liver (Selye 1956). 

The effects of all these substances can be modified, or 

conditioned by other hormones (adrenalines, or the thyroid hor

mones), nervous reactions, diet, heredity, and tissue memories of 

previous exposures to stress. Derailments of this G.A.S. mecha

nism produce diseases of adaptation, that is, stress diseases. 

The response to stress has a tripartite mechanism, consisting of: 

(1) the direct effect of the stressor upon the body; (2) internal 

responses which stimulate tissue defense or help to destroy dam

aging substances; and (3) internal responses which cause tissue 

surrender by inhibiting unnecessary or excessive defense. Re

sistance and adaptation depend on a proper balance of these three 

factors. It is our ability to cope with the demands made by the 
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events in our lives, not the quality or intensity of the events, 

that counts, according to Dr. Hans Selye (1956), the "Father of 

Stress." Physiological research is grounded in the classic work 

of Selye, who for 30 years studied the systemic processes of 

biologic stress. Recent thinking seems to be turning from spe

cific definitions to a more integrative study of stress. Stress 

is not just an individual emotional state. It is a particular 

kind of reaction of an individual to environmental events. 

Stress involves two processes in transaction: individual and 

environment. Stress not only involves a state of the individual 

and a state of the environment but also involves a relationship 

between the two. 

Selye (1956) commented that the definition of stress does 

not include: 

1. Stress is not simply nervous tension. 

2. Stress is not an emergency discharge of hormones from the 

adrenal medulla. 

3. Stress is not everything that causes a secretion by the 

adrenal cortex of its hormones, the corticoids. 

4. Stress is not always the nonspecific result of damage. 

5. Stress is not the same as a deviation from homeostasis. 

6. Stress is not anything that causes an alarm reaction. 

(It is the stressor that does that, not stress itself.) 

7. Stress is not identical with the alarm reaction or the 

G.A.S. as a whole. 
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8. Stress is not a nonspecific reaction. (The pattern of 

the stress reaction is very specific.) 

9. Stress is not a specific reaction. (The stress reaction 

is, by definition, not specific, since it can be produced 

by virtually any agent.) 

10. Stress is not necessarily something bad. 

11. Stress cannot and should not be avoided. 

Stress is the Nonspecific Response of the Body to.Any De

mand, whether it is caused,by, or results in, pleasant or unplea

sant conditions. One must, however, differentiate within the 

general concept of stress between the unpleasant or harmful vari

ety, called "distress" (from the Latin dis=bad, as in dissonance, 

disagreement), and "eustress" (from the Greek eu=good, as in 

euphonia, euphoria). During both eustress and distress the body 

undergoes virtually the same nonspecific responses to the various 

positive or negative stimuli acting upon it. However, the fact 

that eustress causes much less damage than distress graphically 

demonstrates that it is "how you take it" that determines, ulti

mately, whether one can adapt successfully to change (Selye 

1956). 

Having thus identified the state of stress—at-least as 

far as the limitations of biologic definitions permit—a stress

or is naturally "that which produces stress." In view of what 

has been already said about the relativity of stress, it is also 

self-evident that any one agent is more or less a stressor in 
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proportion to the degree of its ability to produce stress, that 

is, nonspecific demands and changes. 

It was seen that a fully developed G.A.S. consists of 

three stages: the alarm reaction, the stage of resistance, and 

the stage of exhaustion. There is stress at any moment during 

these stages, although its manifestations change as time goes on. 

Furthermore, it is not necessary for all three stages to develop 

before one can speak of a G.A.S. Only the most severe stress 

leads rapidly to the stage of exhaustion and death. Most of the 

physical or mental exertions, infections, and other stressors, 

which act upon us during a limited period, produce changes cor

responding only to the first and second stages; at first they may 

upset and alarm us, but then we get used to them. In a course of 

a normal human life, everybody goes through these first two stages 

many, many times. Otherwise we could never become adapted to per

form all the activities and face all the demands which are con

stantly in evidence. 

Even exhaustion does not always need to be irreversible 

and complete, as long as it affects only parts of the body. For 

instance, running produces a stress situation, mainly in our 

muscles and cardiovascular system. To cope with this, we first 

have to limber up and get these organs ready for the task at 

hand; then for awhile we will be at the height of efficiency in 

running, but eventually exhaustion will set in. This could be 

compared with an alarm reaction, a stage of resistance, and a 

stage of exhaustion, all limited primarily to the muscular and 
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cardiovascular systems. Such an exhaustion is reversible; after 

a good rest we will be back to normal again. The same is true of 

our eyes. When we come out of the dark and try to look into the 

sun, at first we see nothing. Then we adapt ourselves, but even

tually our eyes become exhausted if we keep looking into the 

strong light. Everybody knows this from personal experience of 

the muscles and of the eyes; it is notoriously true also of vari

ous intellectual pursuits. Most human activities go through 

three stages: we first have to "get into the swing of things," 

then we get good at them, but finally we tire and lose our ac

quired efficiency. 

The selective exhaustion of muscles, eyes, or inflamed 

tissue all represent final stages only in local adaptation syn

dromes (L.A.S.). Several of these may go simultaneously in vari

ous parts of the body; in proportion to their intensity and 

extent, they can activate the G.A.S. mechanism. Only when the 

whole organism is exhausted—through senility at the end of a 

normal life span, or through the accelerated aging caused by 

stress—do we enter into the terminal stage of exhaustion of the 

G.A.S. It is as though we had hidden reserves of adaptability, 

or adaptation energy, in ourselves throughout the body. As soon 

as local stress consumes the most readily accessible local re

serves, local exhaustion sets in and activity in the strained 

part must stop. This is an important protective mechanism be

cause, during the period of rest thus enforced, more adaptation 

energy can be made available, either from less readily accessible 
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local stores or from reserves in other parts of the body. Only 

when all of our adaptability is used up will irreversible, gen

eral exhaustion and death follow. 

Selye (1956) stated that the self-observable signs of 

distress included: 

1. General irritability, hyperexcitation, or depression 

2. Pounding of the heart 

3. Dryness of the throat or mouth 

4. Impulsive behavior, emotional instability 

5. The overpowering urge to cry or run and hide 

6. Inability to concentrate 

7. Feelings of unreality, weakness, or dizziness 

B. Predilection to become fatigued 

9. "Floating anxiety"—afraid although do not know exactly 

what we are afraid of 

10. Emotional tension and alertness, feeling of being "keyed 

up" 

11. Trembling, nervous ticks 

12. Tendency to be easily startled by small sounds, etc. 

13. High-pitched, nervous laughter 

14. Stuttering and other speech difficulties 

15. Bruxism, or grinding of the teeth 

16. Insomnia 

17. Hypermotility—an increased tendency to move about with

out any reason 

18. Sweating 
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19. The frequent need to. urinate 

20. Diarrhea, indigestion, queasiness in the stomach, and 

sometimes even vomiting 

21. Migraine headaches 

22. Premenstrual tension or missed menstrual cycles 

23. Pain in the neck or lower back 

24. Loss of or excessive appetite 

25. Increased smoking 

26. Increased use of legally prescribed drugs 

27. Alcohol and drug addiction 

28. Nightmares 

29. Neurotic behavior 

30. Psychoses 

31. Accident proneness 

The physiological connection between stomach ulcers and 

job pressures became obvious. Stress almost certainly aggravates 

the conditions that bring about cardiovascular disease. The in

cidence of heart attack correlates dramatically with occupation 

and lifestyle. Stress almost certainly plays a key role in hy

pertension. Most physicians consider migraine headaches, for 

example, to be closely connected to stress. Digestive disorders 

such as colitis, spastic colon, gastritis, and chronic diarrhea 

and constipation are very sensitive to stress levels. A variety 

of vaguely experienced aches and pains, feelings of fatigue and 

exhaustion, sleeplessness, and hyperactivity have their roots in 
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the bodyrs stress response when it is inappropriately mobilized. 

A number of general practitioner physicians have contended that 

as many as 80% to 85% of the patients who come into their of

fices arrive with emotionally induced disorders--diseases caused 

primarily by stress. The human body is capable of literally de

stroying itself when it is forced to maintain a high-stress 

rralarmn state for long periods without relief. Stress attacks 

the whole body--it is merely a question of which part breaks down 

first. 

Alan Howard and Robert A. Scott (1965, p. 142) explained 

stress as nthe tension that results from the organismrs inability 

to master presenting problems and its consequent need to devote 

excess energy and resources to maintenance activities. rr Narrow

i ng the scope even more, James C. Coleman (1964) described stress 

as obstacles or forces, both internal and external, which inter

fere with need gratification. 

Operational definitions of stress have traditionally 

clustered around three categories: stimulus, response and inter

nal state of disturbance. On the stimulus side, the term de

scribes new, intense, rapidly changing situations or sudden 

unexpected events that strain tolerability thresholds. In con

tra-position, stimulus deficits such as boredom and isolation 

also produce stress. In research on response, any emotional 

activity or bodily response that deviates from the norm suggests 

the presence of stress. Indices relevant to task performance in

clude overt responses such as tremors, stuttering and performance 
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shifts in reaction time, malcoordination, error increase and fa-

tigue (Selye 1956). 

Kenneth R. Pelletier (1977) defined the two types of 

stress response arising from the fight-or-flight reaction. He 

said that episodic stress describes the stress incidents within 

the teacher's body that are distinct and of short duration. In 

between times, his body returned to its normal low activation 

level. Pelletier noted that chronic stress is a continuous, low-

grade arousal without substantial relief. He believed that the 

teacher's body can handle episodic stress quite well, having 

spent many centuries of evolutionary rrlearningrr and adaptation. 

However, Pelletier believed that chronic stress leads to serious 

health breakdown. If left uncontrolled, stress can result in 

1'hypertension, coronary disease, migraine and tension headaches, 
I 

peptic ulcers, renal disease and asthma, rr according to Kathy 

Slobogin (1979, p. 13), writing in The New York Times. rrnoctors 

believe unrelieved stress can lead to depression and general 

anxiety, to alcoholism and drug addiction and to a breakdown in 

normal relations with friends, family and colleagues, 11 she con-

tinued. On the job front, Slobogin (1979, p. 13) said, people 

rrare realizing that stress can also lead to low productivity, 

absenteeism, hospitalization and premature death.n 

A teacher's higher level mental faculties are substanti-

ally i mpaired by extreme stress and that they function more ef-

fecti vely when he is comparatively calm and not highly aroused. 

To some extent, the teacher as a human being is the victim of the 
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chemical processes within his body, although he virtually always 

retains a measure of abstract reasoning ability that can help him 

deal with the stress itself. This chemical fact has extremely 

important implications for mental hygiene in general and for in-

dividual personal adjustment in particular. 

Current Suggested Stress 
Reduction Programs 

Daniel A. Girdano and George S. Everly (1979) believed 

that the holistic approach to stress management could be a viable 

answer for educators. According to the authors, a major factor 

in the maintenance of health is the ability to live in harmony 

within society, while keeping to a minimum the detrimental ef-

fects of one pervasive by-product of modern society--excess 

stress and tension. Stress is a multidimensional phenomenon, and 

if it is detrimental and must be reduced, the individual's entire 

style of living must change to some degree. There must be a re-

duction in the stressfulness of the e·nvironment and this must be 

accompanied by an attempt to change some stress-producing per-

sonality characteristics. A technique, or better yet, several 

techniques of relaxation must be mastered, and nutritional and 

exercise patterns must likewise be altered. 

The holistic approach to stress management operates on 

many levels, encompasses both the internal and external milieu, 

and combines several techniques into a complete system. The 

hoped-for outcome is not the immediate adoption of any one 
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technique, but the ability to create a total, personalized system 

of controlling stress and tension. 

The National Education Association is increasing its pro

grams to assist teachers and bring about community understanding 

of teacher stress. A community action discipline kit for use by 

N.E.A. affiliates during the 1979-80 school year is one program 

designed to meet the problem. N.E.A.Ts instructional branch, 

Instruction and Professional Development, will train hundreds of 

teachers next year in new techniques of classroom management and 

discipline. Alarming as much of the violence and other stress-

creating conditions are, a positive approach is possible and 

necessary. Safeguards can be instituted to prevent the emotional 

exhaustion and negative attitudes of burnout. Burnout seems to 

be lower for those helping professionals who have access to some 

sort of social-professional support systems (Gray 1979a, p. 8A). 

In Plymouth, North Carolina, N.E.A.fs Dale Robinson (in 

Slobogin 1979, p. 13) spoke at a pre-Labor Day convention. He 

listened to some 50 teachers from the school district talk about 

the anxiety caused by unconcerned parents, unprepared students, 

and inconsistent administrators. Robinson said teachers get "put 

upon" constantly, and they tend to "take it, take it, and take 

it, and be quiet about it." The teachers were angry over petty, 

inconsistent rules and paperwork from administrators, absent and 

disrespectful students, apathetic parents, and teachers who burn 

out and give up. 
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Rock Morgan (in Slobogin 1979, p. 13), a teacher in the 

high school Gifted and Talented Students Program, was impressed 

with the N.E.A. program because Robinson "... said things we 

think about constantly but we never discuss out loud. We need to 

bring these problems out in the open." 

The convention and workshop began in the high school 

library with teachers listing the problems they most associated 

with administrators, students, parents, and fellow educators. 

They were angry over the lack of attention given to their re

quests for help with the school-related problems. Once the prob

lems were brought out, Robinson (in Slobogin 1979, p. 13) asked 

the teachers to separate those stress items that were control

lable and those that "you canTt do anything about." He suggested 

that each teacher pick one or two of the controllable problems to 

correct. One teacher was distressed over a constantly sleeping 

student who worked late nights to help meet his familyTs expenses. 

She vowed to accept the fact that the most she could honestly do 

to help him was find him an empty room to stretch out in, or 

"bring him a pillow," she joked, "like an airline stewardess." 

Another teacher, who felt that his faculty hesitated to share 

problems and ideas, promised himself to talk more about his work 

with his peers during coffee breaks and lunch periods. "By do

ing something about some of your daily problems," said Robinson 

(in Slobogin 1979, p. 13), "you have more energy to work on ac

cepting things you cannot change. You've got to be good to your

self or you'll have trouble being good with others." 
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Now many inner city schools are trying to cope with the 

threat of violence, which is considered one of the main reasons 

for teacher burnout. John F. Hauck (in Slobogin 1979, p. 14), a 

Detroit school superintendent, said his district is rrspending two 

or three times what it did a few years ago on security,rr although 

he added that rrthe principals still say we don't have enough. rr 

His district employs three or four security guards at every high 

school, uses elaborate alarm systems and has a city policeman on 

duty in the schools. 
/ . . Even in smaller c~t~es, administrators are 

trying to reduce the violence that distresses teachers. Donald W. 

Johnson (in Slobogin 1979, p. 15), associate superintendent in 

Tallahassee, Florida, commented that his district has increased 

the number of rradministrative assistantsrr to handle security so 

that each high school has four. In school districts where physi-

cal violence is not a large factor in the demoralization of 

teachers, student discipline problems often are. In a recent 

survey, for example, the New York State United Teachers Union 

found that managing classes was the major cause of teacher stress. 

Dennis L. Jackson (in Slobogin 1979, p. 14), administrative as

sistant to the superintendent of the Orange County Public Schools, 

Orlando, Florida, stated that · the older teachers who -used to stay 

on until mandatory retirement age are retiring as soon as they 

become eligible. rron the retirement forms I see, teachers say 

over and over again that they're retiring because itrs so hard to 

control their classes,rr he said. 
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Even some tiny school districts are offering stress pro

grams. A 4,500-student district in Kalispell, Montana, is paying 

a university professor more than $3,000 to lead a stress work~ 

shop for several days next month (March 1980). rrrf it works 

we'll have one again next fall,n remarked Superintendent Keith 

Allred (in Slobogin 1979, p. 15). 

The Executive Educator (1979) reported that most school 

officials interviewed at a recent convention of the American Asso

ciation of School Administrators in Anaheim, California, said 

that teacher burnout is so serious that they are devising ways to 

ease the strain of the job. Some school districts are attacking 

the problem's causes by strengthening security and assisting 

teachers with student discipline. Others are treating the symp

toms of burnout with stress workshops, exercise classes and week

end retreats. At Orange County schools, administrators assist 

teachers by putting troublesome students in alternative schools 

or in special classes in regular schools. The district has also 

introduced rrmanagement systems rr in elementary schools which allow 

children to work at their own pace, leaving them less time to get 

rowdy. Other school districts hire consultants to help teachers 

handle discipline. The Albuquerque, New Mexico, public schools 

offer their teachers workshops on stress, after-school exercise 

classes and recreational activities. The district has held about 

eight weekend retreats in Taos, New Mexico, followed by meetings 

in teachers' homes for teachers and administrators to discuss 

their problems. The district also has what it considers a 
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liberal leave policy for teachers and allows them to transfer to 

different schools for a "change of pace." 

In April of 1979, the Tacoma (Washington) Association of 

Classroom Teachers (TACT) became the nation's first teacher group 

to win stress insurance for its members. The plan covers long-

term disabilities stemming from mental as well as physical disor

ders. Since the plan became effective, 20 teachers have gone on 

leave, eight for stress-related disabilities, according to the 

Executive Educator (1979). Diana Landahl (in Executive Educator 

1979, p. 8), president of TACT, commented, "We got concerned 

about teacher burnout when we saw good, experienced colleagues 

leave the profession because they didn't want to take the pres

sure any longer. The insurance plan doesn't relieve everyday 

stress, but it does provide a buffer and it gives coverage that 

teachers couldn't get otherwise." 

Bettie Youngs (1978, p. 88), a reading specialist in the 

Des Moines Public Schools and an adjunct professor at San Diego 

State University, made the following suggestions for coping with 

teacher stress: 

1. Build team supportiveness and opportunities to grow. 

2. Improve in-service workshops and teacher preparation 
education. 

3. Make a conscious effort to be your best. 

4. Revitalize your career periodically. 

5. Consider taking a sabbatical. 



6. Work to eliminate stress-causing factors in your home 
environment. 

a. Exercise. 

b. 1earn to relax. 

c. Identify the events that are stressful to you. 

d. Place stress in a positive context and try to 
make it work in your favor. 

e. Cultivate habits that reduce stress. 

f. If you cannot change a stressful situation, 
change how you react to it. 

g. Watch for symptoms that indicate you have ex
ceeded your stress thresholds and know your 
limits. 

h. If you decide that you need professional help, 
seek it! 
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Charles and Bonnie Rems (1978, p. 27) discussed the dan-

gerous levels of stress and listed ways one could identify signs 

of stress overload. 

1. Irritability. Do your relationships suffer because you 

are overly critical, annoyed by petty things or suscep-

tible to uncontrollable anger? 

2. Insomnia. Do you have trouble falling or staying asleep 

because you are too tired, too worried or too .rrkeyed up? n 

3. Fatigue. Do you feel weary or rrwrung outrr for no appar-

ent reason? Do you perspire excessively, feel dizzy or 

have diffuse aches and pains--especially in the head, 

neck or back? 
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4. Intestinal disturbances. Are you troubled with diarrhea, 

constipation, stomach pains, nausea or vomiting without 

specific cause? 

5. Weight change. Are you gaining weight from overeating or 

losing it from lack of appetite or no time for meals? 

6. Respiration problems. Do you suffer shortness of breath 

or hyperventilation (excessively rapid, deep breathing) 

without much physical exertion? 

7. Heart irregularities. Does your heart "flutter" or beat 

fast and loud? 

8. Psychological upsets. Do you feel sorry for yourself? 

Do small disappointments seem overwhelming? Do you feel 

bored? Trapped? 

According to Rems and Rsms (1978, p. 29), "If you fre

quently experience any of these symptoms, you may be reacting 

poorly to stress. Learning how to cope more effectively can help 

you avoid serious damage to your health." 

Friedman and Rosenman (1974) advocated abandoning the 

distress-producing Type A pattern and learning the more effective 

and rewarding pattern of achievement they call Type B, by which a 

teacher can organize his life and can gain protection from one of 

the most feared and most deadly diseases known to modern society-

heart disease. The low-stress lifestyle is one in which the in

dividual teacher consciously makes choices, undertakes 

experiences, and manages his own time and energies in such a way 
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as consciously to minimize or reduce the levels of stress and the 

accumulated point count of stress experiences. 

The first key principle of the low-stress lifestyle is 

balance—the proper proportion of work and play, of challenge and 
i 

ease, of stress and relaxation, of striving and taking it easy, 

of companionship and solitude, of exercise and rest, of disci

pline and self-indulgence. To achieve this proportion means ar

ranging one's life in such a way that the teacherfs needs are 

being fulfilled in a balanced way, that he is not overloaded with 

any of the experiences or events that produce intolerable stress, 

and also that he is not deprived of significant challenge and 

stimulation. (Friedman and Rosenman 1974).. 

The second key principle of the low-stress lifestyle is 

adaptation, that is, the psychological skill of taking things in 

stride—of observing what is happening, of reacting strategically 

and maturely, and of letting provocations pass away and die out 

once they are over. It includes the ability to relax physically 

and to unwind easily, the ability to monitor his immediate reac

tions in stress situations and to consciously de-escalate his in

ternal arousal level at will (Friedman and Rosenman 1974). 

The Menninger Foundation (in Friedman and Rosenman 1974, 

p. 28) suggested that teachers take the time to ask themselves: 

1. What are my goals in life and how realistic are they? 

2. Is my use of time and energy helping me to reach these 

goals? 
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3. Do I have a proper sense of responsibility or do I try to 

do too much and fail to acknowledge my limitations? 

4. How do I react to disappointments and losses? 

5. How am I coping with stress and anxiety? 

6. What is the consistency and quality of my personal rela

tionships? Are my contacts with others superficial, 

meager, and unrewarding? 

7. From whom do I receive and to whom do I give emotional 

support? Do I avoid getting support from others for fear 

of appearing weak? 

8. What is the role of love in my life? How much time do I 

give to listen- to and care for others? 

Friedman and Rosenman (1974) prescribed the following 

procedures to undertake to cut down on stress for the Type A be

havior individual: 

1. Plan some idleness every day. 

2. Listen to others without interruption. 

3. Read books that demand concentration. 

4. Learn to savor food. 

5. Avoid irritating, overly competitive people 

6. Plan leisurely, less structured vacations. 

7. Have a place for retreat at home. 

8. Concentrate on enriching yourself. 

9. Live by the calendar, not the stop watch. 

10. Concentrate on one task at a time. 
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Dr. Dermis Sparks (1979, pp. 38-39), of the Northwest 

Staff Development Center, succinctly summarized his conception of 

stres§ prevention and management in the following outline: 

X. Stress may have a detrimental effect on our physical 
and mental health, impair our ability to be effective 
teachers, and diminish the satisfaction that we re
ceive from our work. 

A. Stress is not necessarily bad for us. We need to 
find our optimal stress levels. Too much stress 
is "distress," and too little stress may produce 
boredom and stagnation. 

B. Stress affects out ability to think clearly about 
the sources of our stress, and impairs our 
problem-solving capability. 

C. Our response in stressful situations is a conse
quence of previous learning and genetic factors. 
Therefore, we can learn new ways of responding in 
these situations. 

II. Distress has a number of possible causes. 

A. Poor quality relationships with students, col
leagues, and/or administrators. This includes 
poor communication and a lack of mutual respect. 
Also, it is not uncommon to feel overwhelmed by 
too many interpersonal interactions in too short 
a time. 

B. A sense of powerlessness. It is particularly 
stressful to feel responsibility for whatever oc
curs, but perceive that you have little control 
over the outcome. 

C. Role conflict. Sometimes we feel pulled in dif-
ferent directions by the expectations of the com
munity, students, administrators, and our personal 
philosophy of education. 

D. Life changes external to the work situation. For 
example, events such as the death of a loved one, 
divorce, moving, etc., may diminish the energy and 
emotional strength that we bring to our work. 
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E. Life stages. Adults continue to experience pre
dictable life stages (passages) that decrease our 
capacity to deal with the emotional demands of 

. teaching. 

F. Internal sources of stress. Our ideas, expecta-
tions, and attitudes may cause us to experience 
stress in a situation that is not stressful to 
others. 

G. Institutional practices and policies that foster 
competition and evaluation, and create situations_ 
that are likely to be stressful. 

H. A loss of purpose or meaning in life. 

I. Time management problems. A feeling of constant 
time pressures and constraints. 

III. Some of the factors that produce stress are outside of 
our control. However, it is often possible to modify 
some of the circumstances that are stressful to us. 

A. Methods of alleviating stress in situations over 
which we have little or no control: 

1. Meditation 

2. Relaxation te chniques 

3. Exercise 

4. Biofeedback 

5. Massage 

6. Diet 

7. Adequate rest 

8. Accepting the fact that we cannot control the 
situation 

9. Yoga 

B. Methods of preventing or reducing stress in situ
ations over which a large element of control is 
possible: 
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1. Group problem solving 

2. Professional support groups 

3. Interpersonal skill training 

4. Human potential groups 

5. 'Professional counseling 

6. Changing careers 

Sparks (1979) addressed the problem of time management by 

remarking that time is a non-renewable resource. Once lost, the 

minutes and hours that make up the days cannot be retrieved. 

Therefore, it is important that time be invested wisely in activ

ities that maximize our satisfactions and enhance our lives. The 

following information is intended to stimulate the teacher's 

thinking about this topic and provide several time management 

techniques for his consideration. Sparks (1979, pp. 38-39) 

hoped that as a result of adhering to his process of time manage

ment, the teacher would develop a time-use philosophy that was 

congruent with his value system and goals. 

1. A greater control of your time- means, greater freedom. 
The goal is to achieve a balance in the scheduling of 
your time—not too tight (compulsive, restrained, ob
sessive), nor too loose (apathetic, indifferent, 
lazy). 

2. A basic premise of time management is that we cannot 
do everything there is to do, nor see everything 
there is to see. We must make choices based on our 
unique value systems. 

3. You must pick the time management techniques that 
work best for you—there is not a single solution 
that will work for everyone. 
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4. Control of your time starts with planning. If you 
plan each day there will always be time for the im
portant things. Recognize that you are sometimes 
controlled by unpredictable events, but that you also 
have a great deal of freedom in how you spend your 
time. 

5. In all planning (long, medium, short-range),• make a 
list and set priorities: A = high value, B = medium 
value, and C = low value. Establish your day so 
that you are sure to accomplish A's, with less con
cern for the achievement of BTs and Crs. 

6. Make a TO DO list every day, and prioritize the items 
A, B, and C. Cross items off when completed. Do not 
add routine items to your list, but only those that 
require special attention. Don't worry about com
pleting the list, but focus on the most important 
items (A's). 

7. Setting goals and establishing deadlines help, avoid . 
the negative consequences of Parkinson's Law (work 
expands to fill the time available for its 
completion). 

8. Get "absolute musts" out of the way early in the day 
when you have the most energy and to avoid a frantic 
feeling throughout the day. 

9. Identify your best "internal time" (time for think
ing, planning, creating, etc.) and best "external 
time" (time to meet with people). 

10. Some people are able to make productive use of the 
time between arising in the morning and the beginning 
of the regular work day (transition time). This is 
frequently a time when interruptions can be kept to 
a minimum. 

11. Write informal notes on incoming mail or memos to 
save letter writing time. 

12. Ask yourself, "How terrible would it be if I didn't 
do this low priority item?" If the answer is, "Not 
too terrible," don't do it. 

13. Read professional publications and other materials 
as if they were newspapers—skim for main ideas. 
Put a limit on the amount of time (e.g., one-half 
hour) that you will devote to any particular book 



or journal. Use your time for "A'' reading, not ncn 

reading. 

14. Learn to say 'TNo. '' Set priorities based on the im
portance to you of the person making the request and 
the consequences of not doing it. 

15. A good question to ask yourself frequently is, "What 
is the best use of my time right now?" 

16. Remember the 80/20 rule: 80% of the value may come 
from the first 20% of the work time; or 80% of the 
value comes from 20% of the items on your TO DO 
list, etc. 

17. Perfectionism can be a large time waster. Perfec
tionism only makes sense if 80% of the value comes 
from the last 20% of the effort. 

18. Procrastination can be attacked by: 

A. Setting up leading tasks (a physical step that 
leads you into a b:i:g job that you have been 
postponing) . 

B. Making a commitment to someone else who is will
ing to offe~ support. 

C. Rewarding yourself for completion of the project 
or tasks that will lead to the completion of the 
project. 

D. Recognizing that habits change slowly--start 
small and selectively. 

E. Concentrate on one thing at a time. 

19. Use periods of rest and diversion during the day to 
restore your energy. It is inefficient to work when 
tired--a few minutes of rest may increase your pro
ductivity to higher levels. 

20. Group telephone calls at one or two times of the day, 
and keep them brief. 

21. Keep a pocket or desk notebook for jotting down 
ideas. 

22. Talk with colleagues periodically about how time 
might be used more effectively. 
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23. Handle each piece of paper only once. 

24. Do routine tasks at the end of the day when you are 
tired. 

25. When possible, delegate tasks to others. 

The key to freeing the teacher from time stress is to 

take a new view of time or, rather, to pay less attention to time 

and more attention to accomplishment. To work effectively and 

happily, the teacher must settle on a workload that he can accom

plish reasonably well within the time available. The skill of 

time management offers a very effective avenue for reducing time 

stress and at the same time improving his effectiveness in accom

plishing the important things. Another skill is the mental skill 

of "de-obligating" himself from situations and finding a sense of 

assertive freedom that immediately reduces the feeling of time 

stress. 

John Bronson (1980, p. 6C) reported in the Tucson Daily 

Citizen, in an article entitled, "Teacher Burnout," that "teachers 

in northwestern Pennsylvania have been jumping off roofs, huffing 

through a Marine-style obstacle course and dangling from para

chute sails, all with hopes of polishing their performance in the 

classroom." 

Bronson (1980, p. 6C) went on to quote Musko, originator 

of the Teacher Enthusiasm Renewal course: 

Fleet feet and strong grips wonft necessarily make 
Shakespeare or logarithms more palatable to 17-year-olds, 
but such game playing can help refresh a teacher's appe
tite for the job. Teachers are in the same position as a 
lot of students. You destroy their spirit by constant 
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ridicule and persecution from the public, administra
tors and parents, find when their spirit is broken, 
self-image and morale go down. 

The National Education Association (in Bronson 1980, 

p. 6C) said that the average length of teacher service has 

dropped from 20 years to 14 years in the past two decades, an in

dication that more teachers are getting "fed up." Lack of disci

pline seems to be the main reason. One in 20 teachers has been 

attacked in the United States, according to National Education 

Association statistics from 1979. Other factors in teacher 

stress include overcrowded classrooms, reams of paperwork, and 

expectations that teachers assume cultural training abandoned by 

parents. 

In the three years Musko (in Bronson 1980, p. 6C) has 

been teaching the program for the Midwestern Intermediate Unit, 

which provides various services for schools in Butler, Lawrence 

and Mercer counties, the course has gotten rave reviews from ISO. 

participants. Besides self-confidence, the teachers' course pro

vides participants with specific motivational, leadership and 

communication skills they can use at their jobs. "I would make 

this course mandatory for all teachers, instructors arid coaches 

in our district if I could," wrote one class member on the course 

evaluation form. "It helps us rebuild our enthusiasm for teach

ing." Self-image is the key. This program tries to help people 

find out that they are better than they think they are. 

Throughout this review of the literature on teacher 

stress and burnout, the emphasis has been placed on the immediacy 
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of the crisis in education caused by this epidemic of distress 

in the teaching ranks. Solutions to the problems of educational 

distress on site need immediate discovery and utilization. 

Research in the Identification and Implementation 
of Educational Coping Strategics 

at the Secondary LeveJL 

The tremendous far-reaching implications of the epidemic 

of teacher distress and burnout have become a current topic of 

professional and popular literature. Educational and public con

cern for this continuing, tragic, human problem has led to sug

gested diverse and numerous coping remedies that focus upon 

long-term physiological and psychological adjustment. It is es

sential that the distressed instructors utilize the stress reduc

tion techniques and programs that lead to the eventual 

restructure of their professional and personal lifestyles and 

subsequent prevention of burnout. There is also an urgent need 

for practical coping strategies that can be immediately imple

mented at the time of the professional crisis on site. This vi

tal area of viable, immediate, on-site, educational, coping 

strategies emphasizes an unfulfilled need that must be met. 

Summary 

Chapter 2 was organized to review the literature in the 

following three areas: (1) analysis of teacher distress and 

burnout, which included the educators' reactions to situational 

stress, the psychological perspective of teacher stress and burn

out, and the physiological examination of stress, (2) current 
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suggested stress reduction programs, and (3) research in the 

identification and implementation of educational coping strate

gies at the secondary level. 

The sources of stress experienced by classroom teachers 

are real, prevalent, and potentially harmful to both students and 

teachers. According to Swick and Hanley (1980), teachers cope 

with many situations that become factors that lead to unhealthy 

stress. Mainstreaming, contract negotiations, assaults from 

pupils, alternative family lifestyles, and inflation are just a 

few of the sources of stress for the modern educator. 

In order to cope effectively with stress the first step 

is to identify the factors that produce it. Identifying stress

ors enables the teacher to determine which ones can be directly 

controlled and which ones are beyond the individual's control. 

Only by identifying its sources can the teacher begin to plan 

effective means for eliminating, modifying, or coping with 

stress. 



CHAPTER 3 

RESEARCH PROCEDURES 

The purpose of this chapter is to describe the research 

procedures utilized in this study. The chapter is divided into 

five sections: (1) a description of the design of the study, 

(2) a review of the sampling procedures, (3) a discussion of the 

Teacher Stress Survey, (4) comments regarding the procedures used 

for gathering data, and (5) statements concerning the statistical 

and expository techniques employed in analyzing the data. 

Design of the Study 

The study was designed to ascertain the predominant educa

tional stressors at the secondary level, identify educators' dis

tressful situations on site, list coping strategies used in the 

descriptive distressful situations, and acknowledge coping tech

niques that could have been implemented to alleviate the distress 

in the distressful situations. The participants who supplied the 

necessary data for the study were five junior high school teach

ing faculties and five senior high school teaching faculties 

practicing in the Tucson area during the academic year 1980-81. 

To ascertain this information, an instrument entitled the 

"Teacher Stress Survey" was developed by the researcher (see Ap

pendix H). The survey format was used because it provided the 

84 
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greatest facility for the obtainment of demographic information, 

marking of the educational stressors' list of items and degrees 

of distress, the critical participant description of a distress

ful educational situation on site, a discussion of coping strate

gies used to remedy the distressful situation, and a naming of 

alternative coping techniques that could have been implemented to 

defuse the distressful educational situation on site. 

The two-step pr6cedure that was used is as follows: 

1. The respondent was asked to complete the Teacher Stress 

Survey, which consists of five parts: (1) demographic 

information, (2) list of educational stressors and de

grees of discomfort, (3) participant description of a 

distressful educational situation on site, (4) descrip

tion of coping strategy used to reduce or dispel the dis

tress in the named distressful educational situation on 

site, (5) alternative coping strategies that might have 

been employed to relieve the distress in the above-

mentioned distressful educational situation on site. 

2. The respondents were given the results of the study in 

the form of a "Results' Paper" which consisted of an 

analysis of the data that they provided and suggestions 

for coping strategies' implementation at their levels of 

educational operation. 
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The Sample 

Five Tucson, Arizona, junior high school teaching facul

ties and five Tucson, Arizona, senior high school teaching fa

culties were the participants in the study. The entire 10 

teaching faculties were asked to complete the Teacher Stress Sur

vey during the fall semester of the academic year 1980-81. 

A total of 613 surveys were sent to the teaching facul

ties of the five junior high schools and five senior high schools 

that were geographically representative of the Tucson area so 

that a sampling of Tucson secondary schools included diverse fi

nancial bases, student populace, administrative and teaching 

methodologies, and degree of community involvement in educational 

programs. 

Of the 613 surveys distributed and sent in November 1980 

and December 1980, 446 were returned for a 72.7% return by Janu

ary 15, 1981, the closing date set for final survey reception. 

The junior high school teachers returned 155 surveys, the senior 

high school teachers returned 252 surveys, and there were 39 sur

veys returned from secondary school instructors who teach both 

junior high school and senior high school. 

Teacher Stress Survey Pilot Study 

After the initial development of the Teacher Stress Sur

vey by the researcher, the instrument was pilot tested in two 

graduate secondary education classes conducted by Dr. Donald 

Clark and Dr. Paul Allen, respectively, at The University of 
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Arizona in October 1980. Based on the results of the pilot test

ing, the instrument was revised to expand the demographic infor

mation and list of educational stressors. 

Two methods of survey presentation and completion were 

suggested to the appropriate administrators of the five junior 

high schools and five senior high schools: (1) the researcher 

distributed the survey to the schoolrs teaching faculty during a 

30-minute faculty meeting, and the surveys were completed and col

lected during the 30-minute period, or (2) the appropriate number 

of surveys that corresponded to the number of teaching faculty at 

the school were delivered to the school with enclosed self

addressed envelopes for each survey. One junior high school 

chose the faculty format option. The remaining nine secondary 

schools, due to time limitations for faculty meetings, wanted to 

participate by utilizing the second choice, i.e., the surveys re

turned in self-addressed envelopes. 

Procedures for Gathering Data 

On November 19, 1980, the researcher distributed the sur

veys to the faculty of the one junior high school that wished to 

complete them during a faculty meeting. During the months of 

November and Dec-ember 1980, the sets of surveys were delivered to 

the remaining nine secondary school campuses after the schools' 

administrative approvals had been given. The schoolsr administra

tions placed the surveys and their attached self-addressed enve

lopes in the teachersr information boxes for individual retrieval. 
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On November 24, 1980, the 10 school offices were con

tacted and asked to place notices in the faculty daily bulletins 

reminding the teachers to return the surveys as soon as was pos

sible. On December 19, 1980, a final notice, that asked the sec

ondary school teachers to return the survey, was inserted in the 

10 schools' faculty announcements. By January 15, 1981, 446 com

pleted surveys had been received. 

Method for Handling Data 

The demographic information and the predominant educa

tional stressors, as identified by the selected instructors at 

the secondary level, were statistically handled to determine 

quality and quantity of the data. 

The participant descriptions of distressful, on-site, 

educational situations, the coping strategies implemented to re

solve the conflicts, and those coping strategies discussed as 

"hindsight alternatives" for the descriptive, distressful, educa

tional situations on site, underwent statistical analysis to as

certain significant findings. 

The primary statistical tests that were applied to the 

quantitative data were the t-test and one-way analysis of vari

ance. The qualitative data (coping strategies) were analyzed 

using the interpretative judgmental process initiated by the 

investigator. 
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Summary 

Chapter 3 was divided into five sections. It commenced 

with the introduction, followed by (1) the design of the study, 

(2) the sampling procedures, (3) instrumentation, (4) procedures 

for gathering data, and (5) the method for handling data. 

In the first section, the design of the study indicated 

that four educational factors we:re identified: ( 1) the predomi

nant educational stressors at the secondary level, (2) educa

tors' distressful situations on site, (3) coping stategies used 

in the descriptive distressful situations, and (4) coping tech

niques that could have been implemented to alleviate the 

distress. 

The second section reviewed the sampling procedure that 

outlined the population of the total secondary school teaching 

facult i es from five Tucson junior high schools and five Tucson 

senior high schools for the academic year 1980-81. 

The third section discussed the Teacher Stress Survey 

as the instrument used in the study. It consists of five parts: 

(1) demographic information, (2) list of educational stressors 

and degrees of discomfort, (3) participant description of a dis

tressful educational situation on site, (4) description of coping 

strategy used to reduce or dispel the distress in the named dis

tressful educational situation on site, and (5) alternative cop

ing strategies that might have been employed to relieve the 

distress. 
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The fourth section concerned the procedures for gathering 

data, which included the two survey distribution options, i.e., 

surveys completed during faculty meetings or surveys returned in 

self-addressed envelopes, and two faculty reminders, placed in 

faculty bulletins, to return the surveys. 

The chapter concluded with a description of the method 

for handling data through statistical and expository analyses. 



CHAPTER 4 

PRESENTATION AND ANALYSIS OF THE DATA 

The purpose of this study was designed to ascertain the 

predominant educational stressors at the secondary level, iden-

tify educators' distressful situations on site, list coping 

strategies used in the descriptive distressful situations, and 

acknowledge coping strategies that could have been implemented to 

alleviate the distress in the distressful situations. The par-

ticipants who supplied the necessary data for the study were five 

senior high school teaching faculties and five junior high school 

teaching faculties practicing in the Tucson area during the aca-

demic year 1980-81. To ascertain the information for the study, 

an instrument entitled the nTeacher Stress Surveyn was developed 

by the researcher. This chapter presents the data from the sur-

vey in table and narrative form. The respondents were asked to 

complete the Teacher Stress Survey, which consists of five parts: 
I 

(1) demographic information, (2) list of educational stressors 

and degrees of discomfort, (3) participant description of a dis-

tressful educational situation on site, (4) description of coping 

strategies used to reduce or dispel the distress in the named 

distressful educational situation on site, and (5) alternative 

coping strategies that might have been employed to relieve the 
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distress in the above-mentioned distressful educational situa

tions on site. An examination of the five sections of the survey 

is presented in this chapter using statistical and expository • 

methods. In addition to null hypotheses, different analyses are 

displayed and discussed. 

The Teacher Stress Survey— 
Implementation 

A total of 613 surveys were sent to the teaching facul

ties of five junior high schools and five senior high schools in 

the Tucson area. Of the 613 surveys sent, 446 were returned for 

a 72.7% return. The junior high school teachers returned 155 

surveys, the senior high school teachers returned 252 surveys, 

and there were 39 surveys returned from secondary school instruc

tors who teach both junior high school and senior high school. 

Seven returned surveys were incomplete and, therefore, unusable 

for the study. 

Demographic Information 

The Teacher Stress Survey began with 15 demographic items 

completed by the respondents. Frequencies for each of the items 

were statistically calculated. All the descriptive statistics 

from the Teacher Stress Survey are found in Appendix A. 

For Level of Assignment there were responses from 155 

junior high school instructors, 252 responses from senior high 

school teachers, and there were 39 surveys returned from . 



93 

secondary instructors who teach both junior high school and se

nior high school. 

For Type of Assignment there were 405 full-time secondary 

school instructors who reported, 31 part-time secondary school 

instructors, six substitute secondary school teachers, three 

secondary school counselors, and one secondary school librarian. 

The Grade Level(s) of Classroom Assignment consisted of 

responses from 154 instructors who teach grades 7 and 8, re

sponses from 251 instructors who teach grades 10, 11, and 12, and 

responses from 41 secondary instructors who teach grades 7, 8, 

and 9. 

The Total Years of Full-Time Teaching Experience Com

pleted Prior to This Year had a mean of 11.04 with a standard 

deviation of 8.21. The full complement of years and respondent 

numbers is located in Appendix A. 

For the category, Full-Time Continuous Teaching Experi

ence (Unbroken by a Non-Teaching Period of Nine or More Months), 

there were 324 secondary school respondents who reported "yes," 

and there were 122 secondary school instructors who responded 

with ,rno.,T There were more secondary school teachers who had 

full-time continuous teaching experience than not. 

For the item, Original Entrance into a Career Field as a 

Teacher, there were 361 secondary school teachers who responded 

with "yes," and there were 85 secondary school instructorsvwho 

responded with "no." There were more secondary school teachers 
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whose original entrance into a career field was as a · teacher than 

not. 

For the item, Teachers Remaining in Teaching for the Rest 

of Their Professional Careers, there were 211 secondary school 

teachers who reported rryes, rr 79 secondary school teachers who re

s ponded with rrno, rr and 156 secondary school teachers who answered 

with rrdon r t know. rr 

For the item, Teachers Having Major Extracurricular Re

sponsibilities (Coaching, Fine Arts, Student Government, etc.), 

there were 211 secondary school respondents who reported rryesrr · 

and 235 secondary school ·teachers who responded with rrno. rr 

For the category, Majority of Teaching Assignment in the 

Major Area of Teacherrs Subject Preparation, there were 382 sec

ondary school respondents who answered with nyes rr and 64 second

ary school teachers who responded with 11no. rr 

For the item, Teachers in a Tenured Position, there were 

2 94 secondary school teachers who reported rryes rr and 152 second

ary school teachers who responded with rrno. rr 

For the item, Teachers Who Have Held an Administrative 

Position above the Level of Department Chairperson, there were 51 

secondary school instructors who responded with rryesrr and 395 

secondary school teachers who reported 11no. rr There were 51 sec

ondary school instructors who had been in an administrati ve posi

tion at some time in their professional careers. 

For the category, Highest Earned Degree, the four cate

gories showed that there were 41 secondary school teachers with 



95 

bachelor's degrees, 104 secondary school respondents with bache

lor's degrees plus, 130 secondary school respondents with mas

ter's degrees, and 171 secondary school instructors with master's 

degrees plus or doctorates. 

For the item, Age, four categories resulted from the data 

grouping: 21-30 years, 31-40 years, 41-50 years, and 51-67 

years. The mean was 38.43 with a standard deviation of 10.31. A 

full listing of ages with corresponding numbers is indicated in 

Appendix A. 

For the category, Sex, there were 225 female secondary 

school teachers and 221 male secondary school instructors. 

For the item, Marital Status, there were five categories. 

The first category, Married, had 303 secondary school respon

dents. The second category, Single, had 81 secondary school re

spondents. The third category, Widowed, had 10 secondary school 

respondents. The fourth category, Divorced, had 41 secondary 

school respondents, and the fifth category, Separated, had 11 

secondary school respondents. 

For the category, Teachers' Amount of Distress because of 

Certain Professional Stressors in the Educational Environment, 

there were five possible respondent choices. The first option, 

Not at All, had 11 responses. The second option, Seldom, had 65 

responses. The third option, Sometimes, had 237 responses. The 

fourth option, Frequently, had 111 responses, and the fifth op

tion, Constantly, had 22 responses. 
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For the item, Teachers Who Have Ever Been Physically 111 

Due to Professional Distress, 212 secondary school teachers re

ported "yes," 233 secondary school instructors reported "no," and 

one secondary school instructor did not respond on the item. 

For the item, Teachers Who Have Ever Been Mentally 111 

Due to Professional Distress, 127 secondary school teachers re

sponded with "yes," 318 secondary school instructors reported 

"no," and one secondary school instructor did not report on the 

item. 

For the category, Sick Days Taken by Teachers Last Year, 

the mean was 3.88, and the standard deviation was 2.80. The com

plete listing of days and respondent numbers is found in Appen

dix A. 

For the category, Sick Days Taken by Teachers to Date 

(This Year—November through January Response Period), the mean 

was 1.92, and the standard deviation was 1.79. The complete 

listing of days and respondent numbers is found in Appendix A. 

For the item, How Well Coping Strategies Worked, there 

were three possible choices. The first choice, Successful, had 

76 responses. The second choice, Moderately Successful, had 119 

responses. The third choice, Unsuccessful, had 30 responses. 

There were 221 distressful situations given with no indication of 

the effectiveness of the coping strategies that were presented. 
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Educational Stressors 

The Teacher Stress Survey contained 54 educational 

stressors, obtained from stress research conducted by the re

searcher, upon which six research hypotheses were formulated 

utilizing t-tests, one-way analysis of variance, and qualitative 

analyses. The secondary school respondents provided the data for 

the research hypotheses1 analyses. Each of the research hypoth

eses was examined in the study. If only two groups were to be 

compared, a t-test was employed. If more than two groups entered 

' into the comparison then an analysis of variance (ANOVA) was con

ducted. A significant F-test resulting from the ANOVA would be 

followed by a Scheffe test. The Scheffe test would identify any 

group differing significantly from the other groups. The Scheffe 

was selected because the groups were of unequal sizes. The null 

hypotheses state that there are not significant differences. 

Each hypothesis was statistically tested. 

Hypothesis 1: High School Teachers and Junior High 

School Teachers Differ on Common Educational Stressors. 

Null hypothesis 1: There is no statistical significant 

difference between high school teachers and junior high 

school teachers on common educational stressors. 

The entire listing of t-tests comparing high school 

teachers and junior high school teachers on common educational 

stressors, at the .05 level, is placed in Appendix B. 



As can be seen in Table 1, high school teachers and ju

nior high school teachers differed significantly on 13 stressors. 

High school teachers indicated significantly greater distress 

from (listed in order of priority): 

Conflicts with the Counseling and Guidance department 
(p<.004) 

Inadequate class time for teaching (p<.031) 

Decision-making power of the School Board and/or the 
Superintendent (p<.044) 

"Moonlighting" to supplement salary (p<.025) 

Dominant teacher unions or associations (p<. 021) 

Self-imposed stresses (p<.008) 

Junior high school teachers indicated significantly 

greater distress from (listed in order of priority): 

Lack of parental support for teachers (p<.027) 

Conflicts with student's parents (p<.001) 

Student behavior problems (p<.007) 

Being evaluated (p<.022) 

Fear of acts of violence (p<. 049) 

Teacher-administrator conflict (p<.022) 

Lack of teaching supplies and/or equipment (p<.015) 

The null hypothesis was rejected. 

The immediate crisesT situations involving teaching ma

terials and personnel seemed to be more distressful to junior 

high school teachers than high school teachers whose primary con

cerns were centered on the school's misuse of power and authority 



Table 1. Significant Items on T-Tests Comparing High School Teachers and Junior High 
School Teachers on Common Educational Stressors 

High School Junior High School 2-Tail 
Survey Items N Mean S.D. N Mean S.D. T-Value Probability 

19. Lack of parental support 
for teachers 252 2.00 .749 155 2.17 .749 2.23 .027* 

25. Conflicts with Counseling 
and Guidance department 252 1.54 .815 155 1.32 .634 -2.88 .004** 

27. Conflicts with student's 
parents 252 1.50 .689 155 1.74 .748 3.24 .001*** 

29. Student behavior problems 252 2.21 .799 155 2.43 .720 2.69 .007** 

30. Inadequate class time for 
teaching 252 1.65 .872 155 1.48 .677 -2.16 .031* 

33. Decision-making power of 
School Board and/or 
Superintendent 251 2.09 .925 155 1.90 .843 -2.02 .044* 

35. Being evaluated 252 1.38 .597 155 1.53 .677 2.31 .022* 

37. Fear of acts of violence 252 1.37 .665 155 1.51 .697 1.98 .049* 

40. "Moonlighting" to supple
ment salary 252 2.31 1.15 155 2.05 1.12 -2.25 .025* 

52. Dominant teacher unions/ 
associations 252 1.55 1.03 155 1.33 .757 -2.23 .021* 



Table 1, Continued 

High School Junior High School 2-Tail 
Survey Items N Mean S.D. N Mean S.D. T-Value Probability 

58. Teacher-administrator 
conflict 252 1.75 .842 155 1.95 .896 2.30 . 022* 

60. Lack of teaching supplies 
and/or equipment 252 1.85 .844 155 2.06 .931 2.45 .015* 

65. Self-imposed stresses 251 1.94 .772 154 1.73 .769 -2.65 .008** 

• "pc.05. 

**p<.01. 

***p<.001. 
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and the teacher's struggle with inadequate salary and unrealistic 

educational expectations for the student. 

Hypothesis 2: Male and Female Teachers Differ on Common 

Educational Stressors. 

Null hypothesis 2: There is no statistical significant 

difference between male and female teachers on common educa

tional stressors. 

The complete reporting of t-tests comparing male and fe

male teachers on common educational stressors, at the .05 level, 

is located in Appendix C. 

As shown in Table 2, male and female teachers differed 

significantly on 22 educational stressors. Male teachers indi

cated significantly greater distress from (listed in order of 

priority): 

Inadequate salary (p<.008) 

Changing educational methods/philosophies (p<.031) 

Female teachers indicated significantly greater distress 

from (listed in order of priority): 

Class size (p<.006) 

Inadequate communication between departments (p<.000) 

Inadequate class time for teaching (p<.012) 

Student ignorance of subject matter (p<.045) 

Decline of decision-making power in the classroom (p<. 048) 

Serving as an evaluator of students (p<.030) 

"Mainstreaming" of special needs students (p<.002) 



Table 2. Significant Items on T-Tests Comparing Male and Female Teachers on Common 
Educational Stressors 

Male Female 2-Tail 
Survey Items N Mean S.D. N Mean S.D. T-Value Probability 

17. Class size 221 1.77 .748 225" 1.97 .823 2.74 .006** 

28. Inadequate communication 
between departments 221 1.40 .710 225 1.65 .794 3.51 .000*** 

30. Inadequate class time 
for teaching 221 1.50 .766 225 1.69 .840 2.51 .012* 

31. Student ignorance of 
subject matter 221 1.84 .699 225 1.99 .821 2.01 .048* 

32. Decline of decision
making power in the 
classroom 221 1.76 .894 225 1.93 .853 1.99 .048* 

34. Serving as an evaluator 
of students 221 1.49 .877 225 1.68 1.02 2.17 .030* 

39. Inadequate salary 221 2.43 .775 224 2.23 .861 -2.66 .008** 

42. "Mainstreaming" of spe
cial needs students into 
my classroom 221 2.03 .909 224 2.31 1.05 3.07 . 002** 

43. Inadequate preparation 
time 221 1.53 .778 225 1.93 1.25 2.91 .004** 

44. Teaching in other than 
prepared area 221 1.61 1.05 225 1.93 1.25 2.91 .004** 



Table 2, Continued 

Male Female 2-Tail 
Survey Items N Mean S.D. N Mean S.D. T-Value Probability 

49. Involuntary reassignment 
in grade and/or subject 221 1.65 1. 02 225 1.85 1.15 1.97 • 050"'''" 

50. Involuntary addition of 
subjects to be taught 221 1.61 • 992 225 1.81 1.11 1.99 • 0471'" 

51. Involuntary deletion of 
subjects to be taught 221 1.61 .993 225 1.84 1.09 2.41 . 016"''.-

54. Accountability (student 
competency testing) 221 1.47 .789 225 1.81 .996 4.08 . ooo~':._·,~·~ 

55. Accountability (teacher 
competency testing) 221 1. 60 .951 224 1.84 1.07 2.57 . 011"'''" 

60. Lack of teaching sup-
plies and/or equipment 221 1.81 .851 22 5 2.07 .901 2. 04 . 003 -\-~'' 

63. Future of education in 
general 220 2.01 .761 22 5 2.18 .749 2.36 . 019 1'" 

64. Excessive work hours 
devoted to school 220 1.85 7.69 224 2. 06 . 782 2.77 • 006"''d.-

65. Self-imposed stresses 219 1.75 .750 22 5 1.93 .796 2.45 . 015 1'" 

67. Changing educational 
methods/philosophies 220 1.59 .744 225 1.44 .632 -2.17 . 031"'''" 

~ 
0 
lN 



Table 2, Continued 

Survey Items N 
Male 
Mean S.D. N 

Female 
Mean S.D. T-Value 

2-Tail 
Probability 

68. Increased amount of 
paperwork 220 2.09 .815 225 2.31 .725 3.01 .003** 

69. Increased role 
expectations 220 1.61 .766 225 1.81 .781 2.72 .007** 

*p<.05. 

**p<.01. 

***p<.001. 
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Inadequate preparation time (p<. 015) 

Teaching in other than prepared area (p<004) 

Involuntary reassignment in grade and/or subject (p<.050) 

Involuntary addition of subjects to be taught (p<. 047) 

Involuntary deletion of subjects to be taught (p<.016) 

Accountability (student competency testing) (p<.000) 

Accountability (teacher competency testing) (pc.011) 

Lack of teaching supplies and/or equipment (p<.003) 

Future of education in general (p<. 019) 

Excessive work hours devoted to school (p<. 006) 

Self-imposed stresses (p<.015) 

Increased amount of paperwork (p<.003) 

Increased role expectations (p<.007) 

The null hypothesis was rejected. 

The 20 educational stressors identified by female second

ary school teachers involved all areas of the educational spec

trum—from paperwork to the future of education—while male 

secondary school teachers evinced concern with the lack of ade

quate salary and inconsistent educational methods and 

philosophies. 

Hypothesis 3: Teachers with Different Amounts of Teach

ing Experience Differ on Common Educational Stressors. 

Null hypothesis 3: There is no statistical significant 

difference among four groups of secondary school teachers on 

teaching experience on common educational stressors. 
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Four groups were compared on each educational stressor 

item. The four groups were: Group 1—secondary school teachers 

with 0 to 4 years of completed teaching experience; Group 2— 

secondary school teachers with 5 to 9 years of completed teaching 

experience; Group 3—secondary school teachers with 10 to 16 

years of completed teaching experience; and Group 4—secondary 

school teachers with 17 to 38 years of completed teaching ex

perience. Following each one-way analysis of variance that 

/ 

yielded a significant F-value, a Scheffe post hoc comparison was 

computed to identify the group or groups that were significantly 

different from the others. 

The full reporting of the analysis of variance of educa

tional stressor items comparing the four groups on teaching ex

perience is shown in Appendix D. 

As presented in Table 3, four groups on teaching experi

ence differed significantly on nine educational stressor items. 

Group 1 (secondary school teachers with 0 to 4 years of 

completed teaching experience) had significantly more distress on 

these items (listed in order of priority): 

School policies (p<. 004)—differed from Groups 3 and 4. 

Lack of parental support for teachers (p<.0070)—differed 
from Groups 2 and 4. 

Student apathy; inattention (p<.0314)—differed from Group 4. 

Changing educational methods/philosophies (pc.OOOl)—differed 
from Group 4. 



Table 3. Significant Items on Analysis of Variance of Educational Stressor Items 
Comparing Four Groups on Teaching Experience9 

Survey Items Source O.F.. 
Sum of 

Squares 
Mean 

Squares 
F 

Ratio 
F 

Probability 

18. School policies Between groups 
Within groups 

3 
442 

9.90 
233.33 

3.30 
.53 

6.25 .0004*** 

19. Lack of parental sup
port for teachers 

Between groups 
Within groups 

3 
442 

7.01 
252.58 

2.34 
.57 

4.09 .0070** 

20. Student apathy, 
inattention 

Between groups 
Within groups 

3 
442 

4.12 
203.75 

1.37 
.46 

2.98 .0314* 

25. Conflicts with Coun
seling and Guidance 
department 

Between groups 
Within groups 

3 
442 

4.82 
237.39 

1.61 
.54 

2.99 .0307* 

39. Inadequate salary Between groups 
Within groups 

3 
441 

6.16 
296.28 

2.05 
.67 

3.05 .0283* 

52. Dominant teacher 
unions or associations 

Between groups 
Within groups 

3 
442 

16.08 
378.61 

5.36 
.86 

6.26 .0004*** 

56. Legislative mandates Between groups 
Within groups 

3 
442 

5.88 
299.78 

1.86 
.68 

2.74 .0428* 

60. Lack of teaching sup
plies and/or equipment 

Between groups 
Within groups 

3 
442 

14.04 
334.45 

4.68 
.76 

6.18 .0004*** 



Table 3, Continued 

Sum of Mean F F 
Survey Items Source D.F. Squares Squares Ratio Probability 

67. Changing educational Between groups 3 9.86 3.29 7.13 .0001*** 
methods/philosophies Within groups 441 203.29 .46 

aGroup 1 comprised of teachers with 0 to 4 years of completed teaching experi
ence; Group 2 comprised of teachers with 5 to 9 years of completed teaching experience; 
Group 3 comprised of teachers with 10 to 16 years of completed teaching experience; 
Group 4 comprised of teachers with 17 to 38 years of completed teaching experience. 

*p<.05. 

**p<.01. 

***p<.001. 
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Group 3 (secondary school teachers with 10 to 16 years of 

completed teaching experience) had significantly more distress on 

this item: 

Dominant teacher unions or associations (p<.0004)—differed 
from Group 1. 

Group 4 (secondary school teachers with 17 to 38 years of 

completed teaching experience) had significantly more distress on 

these items (listed in order of priority): 

Inadequate salary (p<. 0283)—differed from Group 2. 

Lack of teaching supplies and/or equipment (p<.004)—differed 
from Groups 1, 2, and 3. 

The Scheffe test indicated that there were no significant 

differences among the four groups on conflicts with the Counsel

ing and Guidance department and legislative mandates. 

The null hypothesis was rejected. 

The secondary school teachers with the least experience 

showed the most distress, particularly in the areas of school 

policy and school populace. The secondary school teachers with 

the most experience were concerned about teacher representation, 

salary, and materials. All the four groups of secondary school 

teachers, with their various years of completed teaching experi

ence, had equal amounts of distress in relation to difficulties 

with the Counseling and Guidance department and legislative 

mandates. 

Hypothesis•4: Teachers of Different Ages Differ on Com

mon Educational Stressors. 
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Null hypothesis 4: There is no statistical significant 

difference among four groups of secondary school teachers on 

teacher age on common educational stressors. 

Four groups were compared on each educational stressor 

item. The four groups were: Group 1—secondary school teachers 

with 21 to 30 years of age; Group 2—secondary school teachers 

with 31 to 40 years of age; Group 3—secondary school teachers 

with 41 to 50 years of age; and Group 4—secondary school teach

ers with 51 to 67 years of age. Following each one-way analysis 

of variance that yielded a significant F-value, a Scheffe post 

hoc comparison was computed to identify the group or groups that 

were significantly different from the others. 

The complete listing of the analysis of variance of edu

cational stressor items comparing four groups on teacher age is 

given in Appendix E. 

As shown in Table 4, four groups on teacher age differed 

significantly on 15 educational stressor items. 

Group 4 (secondary school teachers with 51 to 67 years of 

age) had significantly more distress on these items (listed in 

order of priority): 

Involuntary extracurricular assignments (p<. 002)—differed 
from Groups 2 and 3. 

Inadequate salary (p<. 0002)—differed from Groups 1, 2, and 3. 

Fear of job loss (p<. 0003)—differed from Groups 1 and 2. 

Involuntary reassignment in grade and/or subject (p<. 0012)— 
differed from Group 2. 



Table 4. Significant Items on Analysis of Variance of Educational Stressor Items 
Comparing Four Groups on Teacher Age3 

Survey Items Source D.F. 
Sum of 
Squares 

Mean 
Squares 

F 
Ratio 

F 
Probability 

22. Conflicts with other 
faculty members 

Between groups 
Within groups 

3 
442 

4.76 
178.67 

1.59 
.40 

3.93 .009** 

27. Conflicts with stu
dent's parents 

Between groups 
Within groups 

3 
442 

4.86 
226.68 

1.62 
.51 

3.16 .025* 

36. Involuntary extracur
ricular assignments 

Between groups 
Within groups 

3 
442 

15. "72 
389.84 

5.24 
.88 

5.94 .0002*** 

39. Inadequate salary Between groups 
Within groups 

3 
441 

13.17 
289.27 

4.39 
.66 

6.70 .0002*** 

40. "Moonlighting" to sup
plement salary 

Between groups 
Within groups 

3 
442 

12.52 
586.24 

4.17 
1.33 

3.15 .0250* 

41. Inadequate in-service 
programs 

Between groups 
Within groups 

3 
440 

4.62 
257.62 

1.54 
.59 

2.63 .050* 

46. Fear of job loss Between groups 
Within groups 

3 
442 

11.30 
258.16 

3.77 
.58 

6.45 .0003*** 

47. Feeling locked into 
a job routine 

Between groups 
Within groups 

3 
442 

6.11 
317.64 

2.04 
.72 

2.84 . 038* 

49. Involuntary reassign
ment in grade and/or 
subject 

Between groups 
Within groups 

3 
442 

18.61 
507.26 

6.20 
1.15 

5.41 

\ 

.0012** 



Table 4, Continued 

Survey Items Source D.F. 
Sum of 
Squares 

Mean 
Squares 

F 
Ratio 

F 
Probability 

50. Involuntary addition of 
subjects to be taught 

Between groups 
Within groups 

3 
442 

13.58 
482.11 

4.53 
1.09 

4.15 .0064** 

52. Dominant teacher 
unions or associations 

Between groups 
Within groups 

3 
442 

10.97 
383.72 

3.66 
.87 

4.21 .006** 

53. Weak teacher unions or 
associations 

Between groups 
Within groups 

3 
442 

9.70 
469.17 

3.23 
1.06 

3.05 .029* 

58. Teacher-administrator 
conflict 

Between groups 
Within groups 

3 
442 

6.80 
327.56 

2.27 
.74 

3.06 . 0281* 

60. Lack of teaching sup
plies and/or equipment 

Between groups 
Within groups 

3 
442 

7.29 
341.20 

2.43 
.77 

3.15 .0250* 

66. Age group peer success Between groups 
Within groups 

3 
441 

8.25 
319.56 

2.75 
.72 

3.79 .0104** 

aGroup 1 comprised teachers with 21 to 30 years of age; Group 2 comprised 
teachers with 31 to 40 years of age; Group 3 comprised teachers with 41 to 50 years of 
age; Group 4 comprised teachers with 51 to 67 years of age. 

*p<.05. 

**p<. 01. 

*A*p <.001. 

j 



Involuntary addition of subjects to be taught (p<.0064)-
differed from Group 2. 
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Weak teacher unions or associations (p<.029)--differed from 
Group 1. 

Teacher-administrator conflict (p<.0281)--differed from 
Group 2. 

Age group peer success (p<.0104)--differed from Group 2. 

The Scheffe test indicated that there were no significant 

differences among the group groups on these items: 

Conflicts with other faculty members (p<.009) 

Conflicts with student's parents (p<.025) 

TTMoonlightingrr to supplement salary (p<.0250) 

Inadequate in-service programs (p<.OSO) 

Feeling locked into a job routine (p<.038) 

Dominant teacher unions or associations (p<.006) 

Lack of teaching supplies and/or equipment (p<.0250) 

The null hypothesis was rejected. 

The oldest secondary school teachers had the greatest 

distress in their lack of control over assignment, salary, and 

subject matter as well as their feelings of lack of self-esteem 

through professional stagnation. All four groups of secondary 

school teachers, aged 21 to 67 years, had equal amounts of dis-

tress in school in-service, personnel conflicts, salary supple-

ment, strong teacher representation, and job monotony. 

Hypothesis 5: Teachers of Different Marital Status Dif-

fer on Common Educational Stressors. 
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Null hypothesis 5: There is no statistical significant 

difference among married, single, widowed, divorced, and 

separated secondary school teachers on common educational 

stressors. 

Five groups (married, single, widowed, divorced, and sep

arated) were compared on each individual stressor item. Follow

ing each one-way analysis of variance that yielded a significant 

F-value, a Scheffe post hoc comparison was computed to identify 

the group or groups that were significantly different from the 

others. 

The entire reporting of the analysis of variance of edu

cational stressor items comparing married, single, widowed, di

vorced, and separated secondary school teachers is given in 

Appendix E. 

As presented in Table 5, married, single, widowed, di

vorced, and separated secondary school teachers differed signif

icantly on a within basis on these eight educational stressor 

items: 

Conflicts with office personnel (p<. 0011) 

Decision-making power of the school board and/or the super
intendent (p<. 0416) 

Inadequate salary (p<.0019) 

Fear of job loss (p<. 0117) 

Uncomplimentary view of education (p<. 0027) 

Lack of teaching supplies and/or equipment (p<.0132) 

Increased amount of paperwork (p<.0277) 

Increased role expectations (p<.0397) 



Table 5. "Significant Items on Analysis of Variance of Educational Stressor Items 
Comparing Married, Single, Widowed, Divorced and Separated Teachers 

Survey Items Source D.F. 
Sum of 

Squares 
Mean 

Squares 
F 

Ratio 
F 

Probability 

24. 
I 

Conflicts vrixh office 
personnel 

Between groups 
Within groups 

4 
441 

8.57 
203.30 

2.14 
.46 

4.65 .0011** 

33. Decision-making power 
of the School Board 
and/or Superintendent 

Between groups 
Within groups 

4 
440 

8.08 
354.92 

2.02 
.81 

2.51 .0416* 

39. Inadequate salary Between groups 
Within groups 

4 
440 

11.46 
290.98 

2.87 
.66 

4.33 .0019** 

46. Fear of job loss Between groups 
Within groups 

4 
441 

7.76 
261.70 

1.94 
.59 

3.27 .0117* 

59. Uncomplimentary view 
of education 

Between groups 
Within groups 

4 
441 

11.09 
295.92 

2.77 
.67 

4.13 .0027** 

60. Lack of teaching sup
plies and/or equipment 

Between groups 
Within groups 

4 
441 

9.82 
338.66 

2.46 
.77 

3.20 .0132* 

68. Increased amount of 
paperwork 

Between groups 
Within groups 

4 
440 

6.56 
262.04 

1.64 
.60 

2.75 .0277* 



Table 5, Continued 

Sum of Mean F F 
Survey Items Source D.F. Squares Squares Ratio Probability 

69. Increased role Between groups 4 6.07 1.52 2.53 .0397* 
expectations Within groups 440 263.53 .60 

*p<.05. 

**p<.01. 

***p<.001. 
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The null hypothesis was rejected. 

The marital status of the secondary school teachers did 

have a significant effect derived from their dissatisfaction with 

inadequate salary, the power of the School Board and the Superin

tendent, the lack of teaching materials, job insecurity, the de

rogatory public view of education, and the paperwork overload. 

Hypothesis 6: Teachers with Different Types of College 

Degrees Differ on Common Educational Stressors. 

Null hypothesis 6: There is no statistical significant 

difference among secondary school teachers with bachelor's, 

bachelor's plus, master's, and master's plus or doctorate 

degrees. 

Four groups (bachelor's, bachelor's plus, master's, and 

master's plus or doctorate degrees) were compared on each educa

tional stressor item. Following each one-way analysis of vari

ance that yielded a significant F-value, a Scheffe post hoc 

comparison was computed to identify the group or groups that were 

significantly different from the others. 

The full presentation of the analysis of variance of edu

cational stressor items comparing secondary school teachers with 

bachelor's, bachelor's plus, master's, and master's plus or doc

torate degrees is reported in Appendix G. 

As given in Table 6, secondary school teachers with bach

elor's, bachelor's plus, master's, and master's plus or doctorate 



Table 6. Significant Items on Analysis of Variance of Educational Stressor Items 
Comparing Teachers with Bachelor's BachelorTs Plus, Masters and Master's 
Plus or Doctorate Degrees 

Sum of Mean F F 
Survey Items Source D.F. Squares Squares Ratio Probability 

18. School policies Between groups 
Within groups 

3 
442 

10.07 
233.17 

3.36 
.53 

6. 36 .0003*** 

19. Lack of parental sup
port for teachers 

Between groups 
Within groups 

3 
442 

5.45 
254.15 

1.82 
.58 

3. 16 .0245* 

26. Assigned duty Between groups 
Within groups 

3 
441 

14.16 
428.08 

4.72 
.97 

4. 86 .0024** 

36. Involuntary extracur
ricular assignments 

Between groups 
Within groups 

3 
442 

7.17 
398.39 

2.39 
.90 

2. 65 .0483* 

39. Inadequate salary Between groups 
Within groups 

3 
441 

6.83 
295.61 

2.28 
.67 

3. 40 .0179* 

42. "Mainstreaming" of 
special needs students 

Between groups 
Within groups 

3 
441 

7.64 
427.38 

2.55 
.97 

2. 63 .0499* 

46. Fear of job loss Between groups 
Within groups 

3 
442 

5.95 
263.51 

1.98 
.60 

3. 33 .0195* 



Table 6, Continued 

Sum of Mean F F 
Survey Items Scurce D.F. Squares Squares Ratio Probability 

65. Self-imposed stresses Between groups 3 5.32 1.77 2.97 .0318* 
Within groups 440 262.96 ..60 

*p<.05. 

**p<.01. 

***p<.001. 
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degrees differed significantly on eight educational stressor 

items. 

Group 1 (secondary school teachers with bachelor's de-

grees) had significantly more distress on these items (listed in 

order of priority): 

School policies (p<.0003)--differed from Groups 3 and 4. 

Lack of parental support for teachers (p<.0245)--differed 
from Groups 3 and 4. 

Group 4 (secondary school teachers with master's plus or 

doctorate degrees) had significantly more distress on this item: 

Assigned duty (p<.0024)--differed from Group 3 
/ 

The Scheffe test indicated that there were no significant 

differences among the four groups on these items: 

Involuntary extracurricular assignments (p<.0483) 

Inadequate salary (p<.0179) 

''Mainstreamingrr special needs students ( p <. 0499) 

Fear of job loss (p<.Ol95) 

Self-imposed stresses (p<.0318) 

The null hypothesis was rejected. 

The level of educational preparation of the secondary 

school teachers, from bachelor's to master's plus or doctorate 

degrees, made a common significant impact of teacher discomfort 

in the areas of extracurricular assignments, salary, mainstream-

ing, job insecurity, and unrealistic personal expectations for 

job accomplishment. . The teachers with the least amounts of prep-

aration had the greatest distress in school policy formulation 
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and ineffective parental support while the secondary school 

teachers with the advanced degrees were most distressed about the 

assignment of school duties. 

The Teacher Stress Survey provided four spaces for the 

respondents to list stressors not named in the survey and to what 

degree of discomfort was felt. The respondents listed 63 addi-

tional stressors with extreme degrees of discomfort. Approxi-

mately 50% of the secondary school respondents added educational 

stressors. The added educational stressors were as follows: 

1. Lack of teacher aides or incompetence of aides. 

2. Incompetence and lack of professional attitude among 
teachers. 

3. Inappropriate dress of students; lack of respect for 
authority among students and teachers. 

4. Court decisions involving student rights broadly inter
preted by a cowardly board. 

5. Emotional stress of dealing with class after class of 
human beings--no break from being TTon.TT 

6. Lack of professional ethics in personnel. 

7. Lack of professional accountability of administrators. 

8. Community lack of respect for profession. 

9. School Board thinking it knows better than educators 
about education. 

10. The political maneuvers of administrators for their ad
vancement to meet their own personal goals, such as sta
tus and higher positions. 

11. Interruptions in classroom to deliver notes, etc. 

12. Inability to change professions--teaching background 
often not valued by industry. 

13. Low quality of beginning teachers. 
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14. Students do not obey teacher. 

15. Students want to cheat to get through school. 

16. Demands upon teacher's time (no free time). 

17. No recognition for job well done or extra time spent. 

18. Lack of ancillary help. 

19. Unprofessional conduct by peers. 

20. Administrators1 inability to make decisions. 

21. Inability to get rid of small number of obnoxious 
students. 

22. The training and personal expense of becoming a certified 
teacher, yet teaching is not considered a profession. 

23. The control students have in educational decision-making. 

24. Lack of administrative support of the classroom main
tenance needs. 

2 5. Lack of administrative support in upkeep of school plant. 

26. Lack of administrative initiative in firing the incompe
tent teachers. 

27. Family discontent with time devoted to school work. 

28. Community trying to run schools. 

29. Use of drugs and alcohol by students. 

30. Lack of administrative leadership at top--Superintendent. 

31. Lack of appreciation of varied teaching styles. 

32. Administrative favortism for their teaching friends. 

33. Dishonesty and lack of trustworthiness among administra
tive superiors. 

34. Fellow teachers inconsistent on school policies. 

35. Terrible salaries considering teachers' educational 
preparation. 

36. Education is more concerned with product and not process. 
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37. Worry over lower students becoming successful. 

38. Pressure, as athletic coach, to win. 

39. Changing School Board members as many as three at a time 
can cause a change in philosophy. 

40. Disorganization in central administration. 

41. Lack of teacher input in program development. 

42. Teachers with lack of standards. 

43. Teachers disregarding policies. 

44. No positive reinforcement from administrators. 

45. Mandate of the school to solve all the societal biases 
for the city. 

46. Inadequate notification time for schedule changes, addi
tional duties, etc. 

47. Pressure of preparing a student in the ability to survive 
a constantly changing, stressful and demanding society. 

48. Acceptance by school of moral standards set by students-
not school. 

49. Parental demands in an affluent district. 

50. Coaches being given preferential treatment. 

51. Athletes and cheerleaders gi ven preferential treatment. 

52. Inadequate preparation of student teachers by The Univer
sity of Arizona. 

53. Lack of proper facilities. 

54. Lack of appreciation, by administrators, when students do 
well. 

55. Negative complaining teachers. 

56. Students promoted/graduated without minimum 
qualifications. 

57. Tenure retaining non/low quality teachers. 

58. Lack of adequate compensation for added duties. 
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59. Student absences, tardies. 

60. Subject matter irrelevant to student needs. 

61. Administration not responding to teacher-generated 
proposals. 

62. Distance have to travel to school. 

63. Unannounced visitors. 

Common and Persistent Distressful Educational Situations 
"~in the Secondary School Environment, Coding Strategies 

Used to Alleviate or Eliminate the Distress, and 
More Appropriate or Better Coping Strategies 

that Might Have Been Used 

On the Teacher Stress Surveys, the secondary school 

teachers described common and persistent distressful educational 

situations in which they were involved in their school environ

ments. Following the respondents' descriptions, there were 

listed coping strategies that the respondents reported that they 

had used to alleviate or eliminate the distress in the distress

ful educational situations. Finally, the secondary school in

structors named more appropriate or better coping strategies that 

they might have used to reduce or dispel the distress in the dis

tressful educational situations. 

The secondary school educators' responses fell into three 

categories: Students, Discipline, and Administrators. This 

chapter concludes with discussions of each categoryTs primary 

distressful educational situations, the coping strategies em

ployed to defuse the distressful educational situations and the 

degree of effectiveness of the strategies, and, finally, the more 

appropriate or better coping strategies that the secondary school 
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teachers might have used to reduce or dispel the distress in the 

educational situations in the secondary school environment. All 

the respondentsr coping strategies, both those implemented and 

those that might have been used, have been listed in the TTStra-

tegies rr segments. 

Students 

Situation: Students are exceedingly demanding of teacherrs 
attention; they are seeking emotional counseling 
rather than intellectual guidance. 

Strategies: Teacher locks self into a room--alone; it is best 
to immediately identify those students who will 
sooner or later rrleanrr on the teacher and deal 
with them immediately, i.e., refer them to 
counselors. 

Effectiveness: Successful. 

Situation: Teacher's frustration is not being able to in
still an excitement for learning in all students. 

Strategies: Philosophical attitude-- realistic--TTcan only do 
so much rr; throw out curriculum and do behavioral 
modification games, tecnniques, and exercises; 
placing emphasis on the fact that students are 
very important as becoming adults and book work 
does not teach them to function adequately. 

Effectiveness: Successful. 

Situation: The school has lost control over the student 
body. Students are not penalized for misbehavior. 
Students no longer care whether they pass or fail, 
so fear of failing a course is no deterrent. 

Strategies: Strict enforcement of the rules and regulations 
as set forth by the Board of Education. An ex
ample of a few will put the others rrinto linerr; 
keep parents informed concerning misbehavior 
situations--in some cases, this has eliminated 
the problems. 
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Effectiveness: Successful. 

Situation: 

Strategies: 

Effectiveness: 

Lack of definitive standards for behavior and 
achievement for Adaptive Education students and 
minority students. 

In classroom, teacher has defined standards-
written, discussed, and enforced. 

Successful. 

Situation: Students of different skills' levels in hetero
geneous class using the same book cannot be ade
quately instructed by teachers; poor students 
suffer from lack of attention in materials and 
time with instructor. 

Strategies: Teacher knows that his methods and solutions are 
good, thus he has self-esteem that supports him— 
almost daily, he finds a student who learns a 
bit; teacher does not dwell on one method if it 
does not work—just tries it again with a new 
tactic; talk with others to find mutual solutions. 

Effectiveness: Successful. 

Situation: 

Strategies: 

Students who do not want to be in school and are 
constantly abusive. 

Change students' seats with discipline problems; 
talking to other teachers; sending students to 
the deans; trying not to take the job home—not 
take a job so seriously or being so sensitive; 
quit the job. 

Effectiveness: Moderately successful. 

Situation: Students must constantly be reminded to make sure 
all their assignments are complete and turned in 
for credit, especially right before grading pe
riod deadlines. 

Strategies: Take one day every two weeks while the classes 
are working on book work to talk to each student 
about level of his/her work, current grade, and 
work that is missing. 
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Effectiveness: Moderately successful. 

Situation: 

Strategies: 

Students are continually coming into high school 
with poor academic skills, poor study skills, and 
no self-discipline. 

Back off for a while and build strength then give 
it another try; remain strong and definite enough 
to overwhelm the opposition and their objections 
and concerns; try to group the students by skill 
level; assign less difficult work for poorer stu
dents—only possibility of receiving above-
average grade being to produce a quantity of 
extra credit work; ask "better" students to help 
"poorer" students when possible. 

Effectiveness: Moderately successful. 

Situation: Students do not value those educational items 
thought to be important by the teachers; teachers 
must entertain students in order to teach essen
tial skills. 

Strategies: Teacher convinces self that it does not matter if 
students are bored as long as they are learning; 
go halfway and entertain them as much as possi
ble; be clearer about teacherTs own goals and 
communicate more conviction about values of goals 
to the students. 

Effectiveness: Moderately successful. 

Situation: 

Strategies: 

Student complacency—"I don't have to, and you 
can't make me, and don't you dare give me a bad 
grade for it, either"; students have the notion 
that, under the slightest provocation, whatever 
the reason, they will sue the school and teacher 
or their parents will sue. 

Discussion with deans, principal, vice principal, 
and other teachers; ignore the student's bravado; 
the courts ought to get out of the classroom—if 
a student needs discipline, he or she ought to be 
disciplined and some parents do agree. 

Effectiveness: Moderately successful. 
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Situation: 

Strategies: 

The students have a lack of knowledge of basic 
skills because of the lack of background in their 
content area due to no continuity of curriculum 
development in the elementary and middle schools. 

Inform administration of lack of curriculum ar
ticulation among school levels—push for curric
ulum scope and sequence at all school levels; 
development of materials became necessary in 
order to supplement basic materials as introduc
tory lessons every time; continual contact with 
parents directly was more successful tha^ through 
the counseling office; more realistic in expecta
tions for students' progress; take time to care
fully work out a short-range plan as to how to 
work out this problem and set priorities; take 
more objective review of teacherTs goals and ov
erall philosophy. 

Effectiveness: Moderately successful. 

Situation: Malicious or defiant students who cause the teach
er worry because of danger to teacherfs physical 
and emotional health. 

Strategies: The students who could possibly bring on this 
type of occurrence in the teacher are removed 
from the teacher1s classes early in the year. 

Effectiveness: Moderately successful. 

Situation: Students coming unprepared for class, i.e., with
out supplies. 

Strategies: Giving them supplies when they get to class; con
tinually reminding them to bring their supplies; 
notifying parents that students are coming unpre
pared to class. 

Effectiveness: Unsuccessful. 

Situation: Responsibility for student learning and motiva
tion should be equally shared between teacher and 
student but administrators and parents put total 
responsibility on the teacher for student per
formance, i.e., teacher gets blame if student 
performs poorly. 
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Strategies: Inform parents of their responsibilities and then 
fight parents and administrators while rrputting 
up'' with students' apathy and poor behavior. 

Effectiveness: Unsuccessful. 

Dependent, undisciplined, unresponsive, and poorly . 

ski lled students provided the impetus for the secondary school 

teacher's coping strategies of immediate problem confrontation, 

then avoidance, eventual situational resignation, and, if unsuc-

cessful, school transferral for the teacher or leaving the pro-

fession. The scope and sequence of dealing with the modern 

student, who has no respect for education nor the moral re-

straint needed to control malicious actions, have contained the 

coping strategies of: (1) teacher acknowledged problem, cause, 

and consequences for self and student; (2) teacher attempted solu-

tion through problem confrontation, i.e., one-on-one counseling, 

deans' counseling, behavior contracts, parental contact, seeking 

help from colleagues; (3) after repeated efforts were made to 

solve the problem, with unsatisfactory results, the teacher 

avoided the problem situation; (4) believing that the system was 

intolerant of constructive action in the crisis situation with 

the student, the teacher decided that there was nothing to be 

accomplished by pursuing the matter to the detriment of the 

teacher's physical and mental health and resigned himself / herself 

to the inevitable; and (5) finally knowing that the physical and 

mental toll had been taken on the teacher's health, he/she 
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decided that physically leaving the situation was the ultimats 

saving expedient. 

Discipline 

Situation: Some students were described to new teacher as 
being real discipline problems; the teacher was 
warned that these students would take advantage. 

Strategies: Teacher gave the students the benefit of the 
doubt; made students feel respect and a sense of 
responsibility and engaged student attention. 

Effectiveness: Successful. 

Situation: Student occasionally questions the teacher's au
thority in the classroom by responding with some 
form of obscenity. 

Strategies: For the minor situations, teacher finds it best 
to ignore the behavior; it seems to make it eas
ier for both sides to forget; after a hard day, 
teacher runs three miles; after a very stressful 
encounter with a student, teacher takes a deep 
breath and leaves the room for a minute. 

Effectiveness: Successful. 

Situation: Need School Board to set the guide as the pattern 
to go by in disciplining the students while the 
ultimate decisions for discipline should be made 
by the teacher--presently no clearcut discipline 
policies that are followed and supported. 

Strategies: Teacher gives the students an abundance of work 
to keep them busy so that they will not have time 
to talk; take action with misbehaving students, 
i.e., assign punishment work, call parents, hold 
class meetings to identify problems and set up 
solutions, write home; teacher decides he/she is 
not powerless and does not blame self for stu
dents' decision to fail; talk with administration 
about problem and push for resolution of the pol
icy conflict. 

Effectiveness: Moderately successful. 
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Situation: A number of students are continually disruptive 
in the classroom when the teacher is trying to 
teach. 

Strategies: Tried the use of peer pressure to bring misbehav
ing students "into line"; individually spoke with 
misbehaving students; yelled at misbehaving stu
dents in class; yelled at everyone in class— 
everyone was quiet for a little while; sent mis
behaving students to dean—have better class 
progress since some of them were taken out of 
class; tried objectively to see if the problems 
were truly of the teacher1s creation—if it was a 
studentTs problem that teacher could not posi
tively counsel, then a dean's referral should be 
initiated immediately, without involving the 
other "good" students in teacher's negative 
behavior. 

Effectiveness: Moderately successful. 

Situation: 

Strategies: 

Teacher feels distress in the hallways, dealing 
with acts of vandalism or disrespect committed by 
students the teacher.does not know; the student 
wins the power struggle with the teacher when the 
administration takes no action nor supports the 
teacher in discipline. 

Cope by ignoring the student who is misbehaving; 
deprive students of special privileges when they 
are disrespectful; students must come in during 
their free time to make reparation for vandalism; 
"live with it," i.e., do not get upset when stu
dents commit harmful acts—other teachers suffer 
same acts of misbehavior; handle one situation at 
a time even when several crises occur simultane
ously; file more grievances with local teachers' 
union or association if caught in conflict with 
student and unsupported by administration; dis
cuss problems with peers and those outside pro
fession, including medical personnel. 

Effectiveness: Moderately successful-

Situation: Excessive talking in class by the same students. 

Strategies: Repeatedly asked the students not to talk; moved 
disruptive students to different places in the 
classroom; isolated disruptive students. 
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Effectiveness: Moderately successful. 

Situation: In basic skills class discipline problems cause 
distress because of the teacher's desire to serve 
all of the students and get the teacher's work 
done with the added sense of futility in dealing 
with misbehaving student; other situations in
volve belligerent or silent students unwilling to 
make even minimal effort to comply with the 
classroom atmosphere. 

Effectiveness: Moderately successful. 

Situation: Students rrtalk back rr frequently--unfortunately, 
the lack of respect for themselves, peers, and 
adults is reflected in their inappropriate _ lan~ 

guage; students are negative concerning their 
educational goals and toward adults trying to 
help them improve themselves. 

Strategies: Document the students' misbehavior; refer abusive 
students to administrators; one-on-one counseling 
with the student; ask for parental support. 

Effectiveness: Moderately successful. 

Situation: High school absentee rate and when the students 
do come, they do not do much; roam the halls and 
campus during every period all day long; the ad
ministration does not think attendance should be 
top priority; the principal feels the teachers 
should make classes interesting enough so stu
dents want to come. 

Strategies: Teacher tried sharing his concerns with the ad
ministration and other faculty members; he made 
appointments with the principal; helped organize 
meetings with the faculty members who were feel
ing the same way and tried to come up with sug
gestions; transferred to another school. 

Effectiveness: Unsuccessful. 

Situation: Teacher blamed for studentrs inappropriate 
behavior. 
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Strategies: Make fewer discipline referrals by raising toler
ance level for inappropriate behavior—change 
focus of the course from teaching and learning to 
strict management and control—busywork. 

Effectiveness: Unsuccessful. 

Situation: 

Strategies: 

Student who refused to do classwork and insists 
on being out of his/her seat and disturbing the 
class; the system will not allow the teacher to 
remove these students from the class so the 
teacher must try-tb cope, and the teacherTs main 
objective is to keep the problem student from 
bothering the hardworking student; the situation 
causes great distress because the teacher feels 
so powerless to solve the problem. 

arranged for "time outn situations; behavior 
contracts; put the student in another classroom 
or an empty room so he/she cannot see and there
fore cannot bother other students; if isolation 
does not work, teacher contacts the studentTs 
parents; if the home contact fails, the teacher 
will refer the student to the assistant princi
pal; usually, these methods work for a short 
time—for example, the parent will talk with the 
student, and the problem will be solved for a 
week or two and then start again; sending the 
student to the office will work for a short time, 
too—the teacher could have the student changed 
to a different class or teacher, but none of 
these things will change the studentTs behavior 
or increase his/her interest in the classwork. 

Effectiveness: Unsuccessful. 

Situation: Increase in violence in schools--this teacher has 
been personally assaulted, has had students in 
the classroom assaulted, and fellow teachers have 
been abused by students—this is a widespread 
situation that does not receive sufficient atten
tion from society in general; if these situations 
are allowed to continue to exist, teaching will 
become a profession of last resort for those who 
have no other career alternatives; continued low 
priority in salary and benefits for teachers ag
gravates this problem. 
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Strategies: Attempted to build a rapport with students, 
talked with anyone who would listen about the 
problem; read constantly and compulsively; resign 
from teaching and attempt to "break into" indus
try or business. 

Effectiveness: Unsuccessful. 

The burden of corrective discipline has seemed to have 

shifted from the home to the school. The ineffectual conduct of 

an administration fearful of the courts and parents, has fash

ioned a dangerous scenario of school violence, disrespect, and 

vandalism perpetrated by uncaring, educationally uncommitted stu

dents who have constantly created an increasingly distressful 

environment for their peers and the teaching faculty. Resolution 

of the discipline problem by the practicing classroom teacher has 

evolved into: (1) recognition of the problem, its causes, and 

consequences; (2) immediate, personal, student confrontation to 

effect productive change; (3) seeking administrative support 

through demanding punitive measures or reparation for damages; 

(4) realization that no administrative support was forthcoming 

and the teacher was at the mercy of unstable, inconsistent disci

pline policies and procedures; (5) initiation of parental con

tact, which if successful and student was influenced by parental 

disciplinary measures, resolved the conflict, or, if unsuccessful 

and parent had no control over student's actions, then proceeding 

to the final step (6) of student or problem avoidance until the 

teacher permanently severed his/her professional tie with the 

system. 
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Administrators 

Situation: Dealing with an administration that exhibited a 
total lack of consistent, relevant, and construc
tive discipline procedures when dealing with 
students. 

Strategies: Take sabbatical; go to college; learn new job 
skills; consider other job options; meditation, 
and transferring to another school. 

Effectiveness: Successful. 

Situation: Inability to communicate with school principal 
who had educational philosophy incompatible with 
that of his staff; p~incipalrs discipline poli
cies were different for each child and times; 
Problems were not dealt with effecti vely. 

Strategies: Teacher tried to take care of problems by him
self; use creative problem solving in the class
room; be firm at all times with class policies 
on misbehavior, grades, when assignments are due, 
etc.; teacher stayed in his room and out of ad
ministratorrs way as much as possible; ~~mmuni

cate with administrator by memo as much as 
possible and stay on neutral topics when possible 
when conversing with administrator. 

Effectiveness: Successful. 

Situation: Teaching students is fun and easy when administra
tors (1) let teachers teach, (2) support good 
educational techniques, (3) let teachers innovate 
programs, and (4) seek creative solut~ons to 
problems instead of running in fear from courts, 
parents, and higher administrators. 

Strategies: Deal with administration from position of 
strength--teacher unity on issues of paperwork 
overload, salary, problems with peers, extra du
ties, lack of supplies and equipment, philosophi
cal or policy differences, etc.--get unions and 
associations involved; stay away for a day or 
two--rest; temporarily halt taking papers home to 
grade; slow the pace of the class, i.e., teach 
less with less intensity; disassociate from all 
administrators; lower expectations for self and 
for students; change careers. 
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Effectiveness: Successful. 

Situation: During negotiations, administrators of board were 
unprofessional in attitude toward process--re
sulted in many negative feelings--community be
came involved and entire process gained a little 
and lost a lot--negotiation process needs to be 
viewed with respect on both sides. 

Strategies: Enlist community support, publicize teachersr is
sues, push for negotiations that are known and 
agreed upon by all participants, try to get some 
sort of written binding arbitration. 

Effectiveness: Moderately successful. 

Situati on: Assistant principal and counselors only inter
ested in reducing own paperwork--teacher frus
trated in attempting to reschedule students in 
classes in studentsr best interests but which 
also requires considerable paperwork to effect 
change. 

Strategies: Simply take a calmer approach; persistence rrpaid 
offTT in effectuating transfers. 

Effectiveness: Moderately successful. 

Situation: Lack of responsiveness to teacher requests on the 
part of the administration with regard to curric
ulum and teaching assignments. 

Strategies: Realization that other members in teacherrs de
partment feel the same way; there is terrific 
support and empathy within teacherrs department, 
and that does reduce the distress; teachers are 
going to formally propose curriculum and assign
ment changes within the next two months and 
teacherrs hope is that this proposal will be 
harder to dismiss than previous proposals simply 
because it will show more thoughtful planning and 
consideration. 

Effectiveness: Moderately successful. 

Situation: Student and parent apathy and from lack of com
munication between administration and teachers--
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so much good to be achieved for all if problems 
dealt with openly rather than ignored in hope 
that they will disappear; administration sees all 
conflict as dangerous and runs from it; many 
teachers believe conflict can be dealt with cre
atively and resolved. 

Strategies: Teacher has great freedom within classroom; 
teacher has resigned from being department chair
person since has had no success in working with 
the administration; in teacher's classroom, 
teacher does best to teach and try to work with 
other teachers on an informal basis. 

Effectiveness: Moderately successful. 

Situation: Administrators tend not to communicate with each 
other--act in what appears to be very arbitrary 
manner in setting policy, inconsistent in admin
istering district policy and procedures from 
building to building--lead to desire if not act 
of filing grievances and the repercussions. 

Strategies: Knowing the cause helps--sometimes a feeling of 
tension occurs before teacher becomes aware of 
the problem--it is the first signal; have planned 
district in-service workshops on burnout and cop
ing; in response to everyday pressures, teacher 
tries to take them as they come and find the hu
mor or irony in them; limit school work done at 
home--use time for family and self; stop talking 
about the problem--once immediate anger or frus
tration is vented, drop it and go to something 
else entirely removed from the problem; note symp
toms--sleeping too much, irritable, hyperactive 
but cannot make decisions or get to work, cold 
sores--and deal with cause; avoid the problem if 
cannot change the cause; do something else. 

Effectiveness: Moderately successful. 

Situation: Administrative misuse of authority; unqualified 
and ineffective educational leaders. 

Strategies: Keep informed about current policies; fo~low set 
policies and procedures to the best of teacher's 
ability; use professional services of A.F.T.
A.E.A.-N.E.A.--unions and associations; Teacher 
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ministrative weaknesses. 

Effectiveness: Moderately successful. 
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Situation: Male administrators who will not accept, recog-
nize and reward females who are capable; instead 
they reward outsiders who were using their time 
to enrich their own education while female teach
er's time was assigned by an administrator. 

Strategies: Assert self from the beginning as some other 
teachers did instead of trying to accommodate the 
needs of the principal and ~ non-flexible faculty 
members; teacher resigned from all extra activi
ties except one--now has time to relax and enjoy 
life. 

Effectiveness: Moderately successful. 

Situati on: Encounters between faculty and administration 
have stemmed from inequities regarding the en
forcement of rules, regulations and curriculum 
guidelines; sometimes, administration turns its 
head; other times they are extremely rrpicky. '' 

Strategies: Refused to rrbattlen the administration--refused 
to comply with detailed requests by the adminis
tration; should have taken the risk and sought 
another career rather than to return to teaching; 
started jogging and lifting weights--started an 
exercise program, and decided to end teaching 
career after this contract year. 

Effectiveness: Moderately successful. 

Situation: Annual school board versus teacher organization 
battle causes teacher more distress than almost 
anything in teacher's job; the activity itself 
causes distress, but things that are said (or are 
reported as being said) have devastating effect 
on teacher's feeling of self worth and the teach
er's feeling for education's worth; teacher feels 
that general spirit of staff is at low ebb at 
this time; the quality of education has to be 
lowered by these feelings. 
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Strategies: After many years of active participation in the 
negotiation process, this teacher has found it 
necessary to withdraw from it; this gives the 
teacher a bit of a guilt complex; but that is 
better than the problems caused by the active 
participation--this teacher felt that he needed 
to do the activity for some time (to take his 
turn)--now the teacher feels that he did his 
share and others need to do the same. 

Effectiveness: Unsuccessful. 

Situation: A young school administrator, fearful of his own 
job security, overreacts to parental criticism 
of a teacher and he handles the problem with for
mal letters (for the record) instead of confer
ences with the teacher--this method of 
communicating with a colleague is threatening to 
a sensitive teacher--if after a conference or 
talk with the teacher about the problem, the ad
ministrator receives no satisfaction, he or she 
might resort to a formal letter in order to pro
tect himself/herself from the accusation of 
inaction. 

Strategies: Talk to administrators to make them aware of 
morale problems among teachers; remained friendly 
with this administrator--teacher thinks he was 
surprised but pleased--was hard to do, but he 
seems to be doing better with other faculty mem
bers who also complained about his formal tactics. 

Effectiveness: Unsuccessful. 

Inflexible, unproductive, uncommunicative and ineffectual 

school administrations have continually frustrated the best and 

most persistent creative efforts of teaching faculties. An ad-

ministrationrs philosophy, policies, and procedures which were 

incompatible with those of the school faculty caused constant in-

terpersonal 'friction and lack of professional growth within the 

school organization for all concerned. In order to tolerate the 

incompetence of an administrative body that was reluctant to make 
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any decisions in support of the teachers, the instructors en

gaged in several steps of adjustment: (1) the teachers sought 

the support and guidance of the administration in attempts to 

instigate cooperative input into curriculum and discipline poli

cies; (2) realizing that the administration was incapable of pro

fessional attitudes and actions, the teachers had to seek counsel 

and support from colleagues; (3) compelled to enforce administra

tive rules and regulations without benefit of mutual agreement 

nor reciprocal consideration, the frustrated teachers learned to 

allow mediocrity and misbehavior in student performance; and 

(4) disheartened by a callous administration and frightened by 

the legal and ethical implications of an unsupportive school 

structure, the teachers decided to choose alternative careers. 

Summary 

The findings of this study were presented in the form of 

an analysis of each segment of the Teacher Stress Survey. The 

components of the survey which were examined were: demographic 

information, educational stressors, common and persistent dis

tressful educational situations in the secondary school environ

ment, the coping strategies used to alleviate or eliminate the 

distress in the distressful educational situations, more appro

priate or better coping strategies that might have been used and 

their degrees of effectiveness. 

The demographic information consisted of 15 demographic 

items. The portion in the study devoted to educational stressors 
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was comprised of the statistical analyses of 54 educational 

stressors and the additional listing of 63 educational stressors 

supplied by the respondents with their corresponding degree of 

discomfort. Six research hypotheses were statistically discussed 

using t-tests and one-way analysis of variance tests to ascertain 

significant differences among high school teachers and junior 

high school teachers. The common and persistent distressful edu

cational situations in the school environment fell into three 

major categories: Students, Discipline, and Administrators. 

Each category was composed of the description of the distressful 

situation, the discussion of the coping strategies employed to 

reduce or dispel the distress in the educational situation, and 

the degree of effectiveness of the coping strategies. 

The first part of the study was designed to investigate 

54 educational stressors on which senior high school teachers and 

junior high school teachers might differ. Furthermore, the fol

lowing independent variables were also investigated: sex (male 

versus female teachers), teaching experience (0 to 4 years of 

completed teaching experience, 5 to 9 years of completed teaching 

experience, 10 to 16 years of completed teaching experience, and 

17 to 38 years of completed teaching experience), age (21 to 30 

years of age, 31 to 40 years of age, 41 to 50 years of age, and 

51 to 67 years of age), marital status (married, single, widowed, 

divorced, and separated), and types of college degrees (bache

lor's, bachelor's plus, master's, arid master's plus or doctorate). 
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Thirteen of the t-tests which compared high school teach

ers and junior high school teachers were found to be significant. 

Six of the significant t-tests indicated the high school teachers 

were more stressful, and seven of the t-tests indicated the ju

nior high school teachers were more stressful. The six signifi

cant high school stressors were: (5) Conflicts with the 

Counseling and Guidance department, (3) Inadequate class time for 

teaching, (33) Decision-making power of the school board and/or 

the superintendent, (40) "Moonlighting" to supplement salary, 

(52) Dominant teacher unions or associations, and (65) Self-

imposed stresses. The seven significant junior high school 

stressors were: (19) Lack of parental support for teachers, 

(27) Conflicts with student's parents, (29) Student behavior 

problems, (35) Being evaluated, (37) Fear of acts of violence, 

(58) Teacher-administrator conflict, and (60) Lack of teaching 

supplies and/or equipment. 

Twenty-two of the t-tests which compared male and female 

teachers were found to be significant. Twenty of the significant 

t-tests indicated the female teachers were more stressful, and 

two of the t-tests indicated the male teachers were more stress

ful. The 20 significant female stressors were: (17) Class size, 

(28) Inadequate communication between departments, (30) Inade

quate class time for teaching, (31) Student ignorance of subject 

matter, (32) Decline of decision-making power in the classroom, 

(34) Serving as an evaluator of students, (42) "Mainstreaming" of 

special needs students, (43) Inadequate preparation time, 
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(44) Teaching in other than prepared area, (49) Involuntary re

assignment in grade and/or subject, (SO) Involuntary addition of 
» 

subjects to be taught, (51) Involuntary deletion of subjects to 

be taught, (54) Accountability (student competency testing), 

(55) Accountability (teacher competency testing), (60) Lack of 

teaching supplies and/or equipment, (63) Future of education in 

general, (64) Excessive work hours devoted to school, (65) Self-

imposed stresses, (68) Increased amount of paperwork, and (69) 

Increased role expectations. The two significant male stressors 

were: (39) Inadequate salary and (67) Changing educational 

methods/philosophies. 

Nine of the analysis of variance tests which compared 

four secondary school teacher groups on teaching experience were 

found to be significant. The nine ANOVAs which yielded signifi

cant F-tests were: (18) School policies, (19) Lack of parental 

support for teachers, (20) Student apathy; inattention, (2 5) Con

flicts with the Counseling and Guidance department, (39) Inade

quate salary, (52) Dominant teacher unions or associations, (56) 

Legislative mandates, (60) Lack of teaching supplies and/or 

equipment, and (67) Changing educational methods/philosophies. 

Fifteen of the analysis of variance tests which compared 

four secondary school teacher groups on age were found to be sig

nificant. The 15 ANOVAs which yielded significant F-tests were: 

(22) Conflicts with other faculty members, (27) Conflicts with 

student's parents, (36) Involuntary extracurricular assignments, 

(39) Inadequate salary, (40) "Moonlighting" to supplement salary, 
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(41) Inadequate in-service programs, (46) Fear of job loss, (47) 

Feeling locked into a job routine, (49) Involuntary reassignment 

in grade and/or subject, (50) Involuntary addition of subjects to 

be taught, (52) Dominant teacher unions or associations, (53) 

Weak teacher unions or associations, (58) Teacher-administrator 

conflict, (60) Lack of teaching supplies and/or equipment, and 

(66) Age group peer success. 

Eight of the analysis of variance tests which compared 

married, single, widowed, divorced, and separated secondary 

school teachers were, found to be significant. The eight ANOVAs 

which yielded significant F-tests were: (24) Conflicts with of

fice personnel, (33) Decision-making power of the school board 

and/or the superintendent, (39) Inadequate salary, (46) Fear of 

job loss, (59) Uncomplimentary view of education, (60) Lack of 

teaching supplies and/or equipment, (68) Increased amount of 

paperwork, and (69) Increased role expectations. 

Eight of the analysis of variance tests which compared 

secondary school teachers with bachelor1s, bachelor's plus, mas

ters and master's plus or doctorate degrees were found to be 

significant. The eight ANOVAs which yielded significant F-tests 

were: (18) School policies, (19) Lack of parental support for 

teachers, (26) Assigned duty, (36) Involuntary extracurricular 

assignments, (39) Inadequate salary, (42) "Mainstreaming" of spe

cial needs students, (46) Fear of job loss, and (65) Self-imposed 

stresses. 
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The second part of the study was designed to identify the 

most distressful situations in the educational environment for 

the secondary school teachers and the predominant coping strate

gies that were used or might have been employed to alleviate or 

dispel the distress in the educational environment for the sec

ondary school instructors. 



The Problem 

CHAPrER 5 

SUMMARY, FINDINGS, CONCLUSIONS, 
AND RECOMMENDATIONS 

Surrunary 

The purpose of this study was to identify the educational 

stressors that are the predominant sources of teacher distress 

and burnout on the secondary level, discover and classify the 

corrunon and persistent distressful situations in the educational 

environment, and illustrate a variety of coping strategies that 

can be practically implemented at the secondary school level. 

The analyses of data were accomplished through the statistical 

use of t-tests, ANOVAs, and qualitative exposition. The sample 

consisted of 446 secondary school instructors, selected senior 

high school and junior high school respondents from five senior 

high schools and five junior high schools in the Tucson area. 

The examination of the 54 educational stressors was conducted 

through the auspices of six research hypotheses which identified 

the variables on which senior high school teachers and junior 

high school teachers differed. The independent variables that 

were investigated were: sex (male versus female teachers), 

teaching experience (0 to 4 years of completed teaching 
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experience, 5 to 9 years, 10 to 16 years, and 17 to 38 years of 

completed teaching experience), age (21 to 30 years of age, 31 to 

40 years, 41 to 50 years, and 51 to 67 years of age), marital 

status (married, single, widowed, divorced, and separated), and 

types of college degrees (bachelor's, bachelor's plus, master's, 

master's plus or doctorate). An additional 63 educational 

stressors were named by the secondary school respondents and 

listed in the study. 

The common and persistent distressful educational situa

tions were divided into three categories: Students, Discipline, 

and Administrators. Each category supplied the distressful situ

ations, coping strategies, and degree of effectiveness of the em

ployed coping strategies. 

Design and Methodology 

For the purpose of this study the researcher developed 

the Teacher Stress Survey, which was pilot-tested in two graduate 

secondary education classes at The University of Arizona and sub

sequently revised to accommodate those participants' responses. 

The survey was then submitted to the entire teaching faculties of 

five junior high schools and five senior high schools in the 

Tucson area; a total of 613 surveys were given to the faculties. 

The Teacher Stress Survey consisted of five parts: (15) demo

graphic items, (2) 54 educational stressors and their degree of 

discomfort, (3) common and persistent distressful educational 

situations in the secondary school environment, (4) the coping 
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strategies used to reduce or dispel the distress in the distress

ful educational situations, and (5) more appropriate or better 

coping strategies that might have been used. 

Findings 

The findings of the survey as they relate to the iden

tification of the predominant educational stressors on which 

the secondary school teachers differed significantly are as fol

lows: high school teachers found conflicts with the Counseling 

and Guidance department, inadequate class time for teaching, 

the decision-making power of the school board and/or the super

intendent, "moonlighting" to supplement salary, dominant teacher 

unions or associations, and self-imposed stresses were more dis

tressful for them, while junior high school teachers found that 

lack of parental support for teachers, conflicts with student's 

parents, student behavior problems, being evaluated, fear of 

acts of violence, teacher-administrator conflict, and lack of 

teaching supplies and/or equipment were more distressful for 

them. Male teachers indicated that inadequate salary and chang

ing educational methods/philosophies were more distressful for 

them, and female teachers indicated that class size, inadequate 

communication between departments, inadequate class time for 

teaching, student ignorance of subject matter, the decline of 

decision-making power in the classroom, serving as an evaluator 

of students, "mainstreaming" of special needs students, 
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inadequate preparation time, teaching in other than prepared 

area, involuntary reassignment in grade and/or subject, involun

tary addition of subjects to be taught, involuntary deletion of 

subjects to be taught, accountability (student competency test

ing), accountability (teacher competency testing), lack of teach

ing supplies and/or equipment, the future of education in 

general, the excessive work hours devoted to school, self-imposed 

stresses, increased amount of paperwork, and increased role ex

pectations were more distressful to them. 

In regard to school policies, teachers with 10 to 16 

years of completed teaching experience and 17 to 38 years of com

pleted teaching experience had greater distress than teachers 

with 0 to 4 years of completed teaching experience or 5 to 9 1 

years of completed teaching experience; in regard to lack of 

parental support for teachers, those with 5 to 9 years of com

pleted teaching experience and 17 to 38 years of completed teach

ing experience had greater distress than teachers with 0 to 4 

years of completed teaching experience and 10 to 16 years of com

pleted teaching experience; in regard to student apathy, inatten

tion, teachers with 17 to 38 years of completed teaching 

experience had greater distress than teachers with 0 to 4 years 

of completed teaching experience, 5 to 9 years of completed 

teaching experience, and 10 to 16 years of completed teaching 

experience; in regard to conflicts with the Counseling and Guid

ance department, all the secondary school teachers reported the 

same amount of distress; in regard to inadequate salary, teachers 
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with 5 to 9 years, of completed teaching experience had greater 

distress than teachers with 0 to 4 years of completed teaching 

experience, 10 to 16 years of completed teaching experience, and 

17 to 38 years of completed teaching experience; in regard to 

dominant teacher unions or associations, teachers with 0 to 4 

years of completed teaching experience had greater distress than 

teachers with 5 to 9 years of completed teaching experience, 10 

to 16 years of completed teaching experience, and 17 to 38 years 

of completed teaching experience; in regard to legislative man

dates, all the secondary school teachers reported the same amount 

of distress; in regard to lack of teaching supplies and/or equip

ment, teachers with 0 to 4 years of completed teaching experience 

5 to 9 years of completed teaching experience, and 10 to 16 years 

of completed teaching experience had greater distress than teach

ers with 17 to 38 years of completed teaching experience; and in 

regard to changing educational methods/philosophies, teachers 

with 10 to 16 years of completed teaching experience and 17 to 38 

years of completed teaching experience had greater distress than 

teachers with 0 to 4 years of completed teaching experience and 

5 to 9 years of completed teaching experience. 

In regard to conflicts with other faculty members, all 

the secondary school teachers, aged 21 to 67 years, had the same 

amount of distress; in regard to conflicts with studentTs par

ents, all the secondary school teachers, aged 21 to 67 years, had 

the same amount of distress; in regard to involuntary extracurric 

ular assignments, teachers aged 31 to 40 years and 41 to 50 years 
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had greater distress than teachers aged 21 to 30 years and 51 to 

67 years; in regard to inadequate salary, teachers aged 21 to 30 

years, 31 to 40 years, and 41 to 50 years had greater distress 

than teachers aged 51 to 67 years of age; in regard to "moon

lighting" to supplement salary, all the secondary school teach

ers, aged 21 to 67 years, had the same amount of distress; in 

regard to inadequate in-service programs, all the secondary 

school teachers, aged 21 to 67 years, had the same amount of dis

tress; in regard to fear of job loss, teachers aged 21 to 30 

years, 21 to 40 years, and 41 to 50 years had greater distress 

than teachers aged 51 to 67 years; in regard to feeling locked 

into a job routine, all the secondary school teachers, aged 21 to 

67 years, had the same amount of distress; in regard to involun

tary reassignment in grade and/or subject, teachers aged 21 to 30 

years, 31 to 40 years, and 41 to 50 years had greater distress 

than teachers aged 51 to 67 years; in regard to involuntary addi

tion of subjects to be taught, teachers aged 21 to 30 years, 31 

to 40 years, and 41 to 50 years had greater distress than teach

ers 51 to 67 years; in regard to dominant teacher unions or asso

ciations, teachers, aged 21 to 67 years, had equal amounts of 

distress; in regard to weak teacher unions or associations, 

teachers aged 21 to 30, 31 to 40 years, and 41 to 50 years of age 

had greater distress than teachers 51 to 67 years of age; in re

gard to teacher-administrator conflict, teachers aged 21 to 30, 

31 to 40 years, and 4i to 50 years of age had greater distress 

than teachers 51 to 67 years of age; in regard to lack of 
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teaching supplies and/or equipment, all the s8condary school 

teachers had the same amount of distress; and in regard to age 

group peer success, teachers aged 21 to 30 years, 31 to 40 years, 

and 41 to 50 years of age had greater distress than teachers 51 

to 67 years of age. 

In regard to conflicts with office personnel, all the 

secondary school teachers, married - -single--widowed--divorced-

separated, had the same amount of distress; in regard to the 

decision-making power of the school board and/or the superinten

dent, all the secondary school teachers, married--single--wid~ 

owed--divorced--separated, had the same amount of distress; in 

regard to inadequate salary, all the secondary school teachers, 

married--single--widowed--divorced--separated, had the same 

amount of distress; in regard to fear of job loss, all the sec

ondary school teachers, married--single--widowed--divorced-

separated, had the same amount of distress; in regard to uncom

plimentary view of education, all the secondary school teachers, 

marri ed--single--widowed--di vorced--separated, had the same 

amount of distress; in regard to lack of teaching supplies and / or 

equipment, all the secondary school teachers, married--single-

widowed--divorced--separated, . had the same amount of distress; in 

regard to increased amount of paperwork, all the secondary school 

teachers, married--single--widowed--divorced--separated, had the 

·same amount of distress; and in regard to increased role expec

tations, all the secondary school teachers, married--single-

widowed--divorced--separated, had the same amount of distress. 
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In regard to school policies, teachers with master*s and 

master*s plus or doctorate degrees had greater distress than 

teachers with bachelor's arid bachelorTs plus degrees; in regard 

to lack of parental support for teachers, teachers with bache

lor's plus, master's, and master's plus or doctorate degrees had 

greater distress than teachers with bachelor's degrees; in regard 

to assigned duty, teachers with bachelor's, bachelor's plus, and 

master's degrees had greater distress than teachers with master's 

plus or doctorate degrees; in regard to extracurricular assign

ments, teachers with bachelor's, bachelor's plus, master's, and 

master's plus or doctorate degrees had the same amounts of dis

tress; in regard to inadequate salary, all the secondary school 

teachers with bachelor's, bachelor's plus, master's, and master's 

plus or doctorate degrees had the same amounts of distress; in 

regard to "mainstreaming" of special needs students, all the sec

ondary school teachers with bachelor's, bachelor's plus, master's, 

and master's plus or doctorate degrees had the same amounts of 

distress; in regard to fear of job loss, all the secondary school 

teachers with bachelor's, bachelor's plus, master's, and master's 

plus or doctorate degrees had the same amounts of distress; and in 

regard to self-imposed stresses, all the secondary school teach

ers with bachelor's, bachelor's plus, master's and master's plus 

or doctorate degrees had the same amounts of distress. 

The major problem areas that involved secondary school 

teachers in their educational environment were identified as: 

lack of vertical and horizontal articulation between the school 
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administration and faculty; lack of teacher input into curriculum 

development; lack of cooperative decision-making on school policy 

and procedure; lack of community input and involvement in the 

school operation; lack of recognition of educational problems, 

their causes, and their consequences; the teachers' unrelieved 

mental distress; lack of personnel to aid teachers in distress; 

lack of cognitive and affective support for inexperienced teach

ers; and the lack of opportunities fo_r the teacher's professional 

growth within the educational system. 

Conclusions 

The study has concluded with the statistical and qualita

tive analyses of the research hypotheses illustrating the differ

ences between the secondary school teachers. The independent 

variables of comparison, which were: high school teachers and 

junior high school teachers, male and female teachers, teaching 

experience, teacher age, marital status, and types of college de

grees, have shown the significant differences among the separate 

categories of secondary school instructors. 

An examination of the educational stressor items found to 

be in common among the individual sets of comparison of secondary 

school teachers were as follows: (19) Lack of parental support 

for teachers, (25) Conflicts with the Counseling and Guidance de

partment, (27) Conflicts with studentrs parents, (30) Inadequate 

class time for teaching, (33) Decision-making power of the school 

board and/or the superintendent in conflict with teachers and 
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teachers* unions and associations, (40) "Moonlighting11 to supple

ment salary, (52) Dominant teacher unions or associations, (53) 

Weak teacher unions or associations, (58) Teacher-administrator 

conflict, (60) Lack of teaching supplies and/or equipment, (65) 

Self-imposed stresses, (39) Inadequate salary, (42) "Mainstream-

ing" (P.L. 94-142) of special needs students, (49) Involuntary 

reassignment in grade and/or subject, (50) Involuntary addition 

of subjects to be taught, (67) Changing educational methods/ 

philosophies, (68) Increased amount of paperwork, (69) Increased 

role expectations, (36) Involuntary extracurricular assignments, 

(46) Fear of job loss, and (18) School policies. 

The common and persistent distressful educational situa

tions, described by the selected secondary school teachers, were 

divided into three main categories: Students, Discipline, and 

Administrators. Each of the distressful areas was presented in 

the following format: (a) the description of the distressful 

educational situation, (b) the listing of the coping strategies 

used, by the secondary school teachers who responded, to reduce 

or eliminate the distress, and (c) the degree of effectiveness 

for each of the named coping strategies. Within each of the dis

tressful situations, there were predominant characteristics that 

were composed of the following: 

1. Students—apathetic, abusive, disinterested, demanding, 

forgetful, no self-discipline, no sense of responsibil

ity, poor academic skills, poor study skills, complacen

cy, malicious, defiant, disrespectful, unprepared for 
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class--no supplies, poor students suffer from lack of at

tention in materials and time with instructors. 

2. Discipline--high school absentee rate, students roam the 

halls and campus all day, no clear-cut policies that are 

followed and supported, disruptive students in class, 

students commit acts of vandalism, disrespectful students, 

administration takes no action nor supports the teacher 

in discipline, students question teacher's authority in 

·classroom through form of obscenity, teacher blamed for 

student's inappropriate class behavior, student refusal 

to do class work, increase in violence in schools-

teachers and students physically assaulted, same students 

excessively talking. 

3. Administrators--supervisors veto staff input, unprofes

sional attitude toward negotiation process, disinterest 

in students' best interests, lack of responsiveness to 

teacher requests, see all conflict as dangerous and. run 

from it--encourage lack of communication, _arbitrary set

ting of school policy, inconsistent in administering dis

trict policy and procedures, lack of consistent, relevant, 

and constructive discipline procedures, incompatible 

philosophy with that of staff, misuse of authority, un

qualified and ineffective educational leaders, will not 

accept, recognize, and reward capable females, run in 

fear from courts, parents, and higher administrators. 
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Within each of the coping strategies, there were predomi

nant methods that consisted of the following: 

1. Students--change students' seats, talking to other teach

ers, sending students to administrators, not take job 

home or so seriously, quit, transfer, identify problem 

students immediately and transfer them or refer them to 

counselors, schedule student-teacher conference time to 

discuss student's academic standing in class, adopt 

philosophical attitude: be realistic in expectations for 

self and students, inform students of their learning re

sponsibility, group students by skill levels, have adept 

students help less adept students, go halfway and enter

tain the students to keep them interested, strict en-_ 

forcement of school rules and regulations, keep parents 

informed concerning misbehavior problems, in classroom-

defined standards that are written, discussed, and en

forced, ignore student's bravado, keep trying different 

teaching methodologies to reach students. 

2. Discipline--give students abundance of work to keep them 

busy so will not have time to talk, take action with mis

behaving students--assign punishment work, call parents, 

hold class meetings to identify problems and set up solu

tions, write parents of misbehaving students--peer pres

sure, individual conferences with disruptive students, 

refer misbehaving students to administrators, deprive 

disrespectful student of special privileges, rrlive with 
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itrr __ remain calm and strong, handle one crisis situation 

at a time, file more grievances with teachersr unions or 

associations, discuss problems with medical personnel, 

take deep breath and leave the room for a minute after 

stressful encounter, behavior contracts, build rapport 

with students, resign from teaching, isolate disruptive 

student, patience, think about previous satisfactory re

sults with students, set different classroom atmosphere, 

document student misbehavior. 

3. Administrators--enlist community support, publicize 

teachersr issues, push for written binding arbitration, 

take calmer approach, transfer, realization that other 

teachers feel the same, teachers formally propose curric

ulum and assignment changes, resign from all activities 

except classroom teaching, become aware of causes that 

bring on distress, have planned in-service workshops on 

burnout and coping, try to take distressful situations as 

they come and find humor or irony in them, limit school 

work done at home, stop talking about the problem--go to 

something else, avoid the problem if cannot change the 

cause, take sabbatical, go to college, learn new job 

skills, meditation, take care of problems by self, stay 

out of administratorrs way as much as possible, communi

cate with administrator by memo as much as possible, stay 

on neutral topics when talking with administrator, keep 

informed about current policies, follow set policies and 



procedures, use professional services of unions or asso

ciations, exercise, leave profession, talk to administra

tors to make them aware of morale problems, deal with 

administrators from position of strength—teacher unity 

on all issues. 

Many of the secondary school respondents no^ed, on the 

surveys, that they felt that their participation in the study had 

helped them identify and clarify their educational concerns and 

priorities. 

Recommendations 

In examining the findings of this study, several recom

mendations seem to be appropriate. 

1. In order to improve the communication problem caused by 

the lack of adequate vertical and horizontal articulation 

in the school organization, ongoing workshops should be 

implemented, using the expertise of communication ex

perts, involving both teachers and administrators. The 

development of viable communication techniques employed 

to disseminate essential school dicta and policy, i.e., 

weekly bulletins, monthly teacher-administrator meetings 

for the express purpose of policy discussion, curriculum 

development, etc., would immediately benefit all parties 

presently working in the educational environment. 

2. The formation of a Teacher-Administrator Council would 

provide the teacher input into curriculum initiation and 
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implementation and cooperative decision-making on school 

procedures as well as engender open lines of communica

tion and reciprocal respect. In addition, the teacher 

representative, who would be changed monthly to allow 

full staff participation, would encourage a flow of in

formation via teacher-initiated memos and department 

meeting minutes, and would be able to substantively re

flect the faculty views on school operations. 

3. The organization of a Teacher-Administrator-Community 

Council would facilitate the process of gaining community 

input, the explication of school data to the community, 

and the establishment of a community involvement and sup

port system for the school. The teacher and community 

representatives would be filling rotating positions in 

order to allow for full faculty and community 

participation. 

4. The implementation of a yearly school needs assessment 

program comprised of a cooperatively designed (teacher

community-administrator-student) needs assessment instru

ment and sequential rendering of corrective educational 

measures would encourage continual recognition of prob

lems, their causes, and their consequences and would al

low for a constant educational renewal for the school 

facility and its philosophical foundation. 

5. One unqu~stioned personal day for mental health rejuvena

tion should become a permanent component of the teacherrs 
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contractual agreement. Physical problems, unrelated to 

professional distress, would then be sufficiently covered 

by the sick days that are currently being utilized for 

mental distress due to factors in the educational 

environment. 

6. The school psychologist should be skilled in adult as 

well as child psychology and would be made formally ac

cessible to distressed teachers through teacher-initiated 

appointments and as a segment on mental distress pre

sented in in-service workshops held twice a year. The 

school psychologist would make available to the faculty 

such items as reports on aberrant student behaviors-

causes and cures, societal crises that could account for 

student-teacher distress, current beneficial mental 

health practices for individual use, and recommended 

events and books that could stimulate self-improvement. 

7. Twice a school year, in-service programs, jointly devel

oped by teachers, administrators, and health profession

als, would be provided in order to recognize areas of 

distress in general, discuss common and persistent edu

cational stressors, and cooperatively devise and imple

ment coping strategies for immediate and permanent 

reduction and elimination of distress in the educational 

environment. Peer support groups, crisis counseling, and 

a stress rThotline n would provide ongoing forms of coping 

techniques for professional distress. 
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8. A New Teacher-Veteran Program should be instituted as 

part of the school organization. New teachers, either 

new to the profession and/or new to the school, would be 

assigned to an experienced number of teachers who had 

been in that particular school system for at least three 

years. The veteran teacher would be instrumental in pro

viding the necessary cognitive and affective support that 

a new teacher would initially need. Stress program ori

entation, i.e., school psychologist availability, peer 

support groups, stress "hotline," would be another aspect 

of the school format that would be introduced to the new 

teacher via the veteran teacher association. 

9. The development of job descriptions, consistency in the 

enforcement of school policies, i.e., absence and disci

pline regulations, etc., and opportunities for profes

sional growth within the organization for the teacher 

would be cooperative productive endeavors undertaken by 

both teachers and administrators. 

10. Further and ongoing studies in teacher distress and burn

out should be an integral part of all existing and 

planned educational programs at all levels in order to 

remain continually cognizant of the growth and prolifera

tion of distressful educational factors that can be suc

cessfully identified and eliminated so that the potential 

and practicing secondary school teacher can continue to 

be the instrument for a viable human future. 



APPENDIX A 

DESCRIPTIVE STATISTICS FROM THE 
TEACHER STRESS SURVEY* 

*Items 17 through 70 are reported in other appendices. 
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Table Al. Item 1—Level of Assignment 

Level ; Number 

Junior high 155 

Senior high 2 52 

Both 39 

Total 446 

Table A2. Item 2—Type of Assignment 

Type ^ Number 

Full-time 405 

Part-time 31 

Substitute 6 

Counselor 1 

Blank 3 

Total 446 

Table A3. Item 3—Grade Level(s) of Classroom Assignment 

Grade Level Number 

7, 8 154 

10, 11, 12 251 

7, 8, 9 _41 

Total 446 
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Table A4. Item 4—Total Years of Full-Time Teaching Experience 
Prior to This Year 

Years Number Mean Standard Deviation 

, 0 18 11.04 8.207 
1 25 
2 18 
3 20 
4 27 
5 25 
6 19 
7 22 
8 26 
9 26 

10 28 
11 11 
12 24 
13 17 
14 15 
15 9 
16 11 
17 7 
18 13 
19 4 

20 13 
21 5 
22 4 
23 7 
24 7 
25 11 
26 8 
27 2 
28 2 
29 5 

30 3 
31 2 
32 3 
33 4 
35 1 
38 1 

Total 446 



Table A5. Item 5—Continuous Teaching Experience 

166 

Number 

Yes 324 

No 122 

Total 446 

Table A6. Item 6—Career Entrance as Teacher 

Number 

Yes 361 

No 85 

Total 446 

Table A7. Item 7—Plan to Remain in Teaching 

Number 

Yes 211 

No 79 

Do not know 156 

Total 446 
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Table A8. Item 8—Major Extracurricular Responsibilities 

Number 

Yes 

No 

Blank 

Total 

211 

234 

1 

446 

Table A9. Item 9—Majority of Teaching in Major Area 

' Number 

Yes 382 

No 64 

Total 446 

Table A10. Item 10—Currently Tenured 

Number 

Yes 

No 

Blank 

Total 

293 

152 

1 

446 



Table All. Item 11—Administrative Position 

168 

Number 

Yes 51 

No 393 

Blank 2 

Total 446 

Table A12. Item 12—Highest Degree 

Degree Number 

Bachelor1s 41 

Bachelor's plus 104 

Master's 130 

Master's plus or doctorate 171 

Total 446 
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Table A13. Item 13—Age 

Years Number Mean Standard Deviation 

21 1 38.43 10.31 
22 5 
23 9 
24 8 
25 12 
26 12 
27 8 
28 21 
29 18 
30 19 

31 18 
32 22 
33 23 
34 22 
35 13 
36 17 
37 13 
38 15 
39 14 
40 11 

41 11 
42 9 
43 10 
44 14 
45 8 
46 10 
47 7 
48 11 
49 6 
50 6 

51 6 
52 14 
53 3 
54 7 
55 9 
56 5 
57 4 
58 4 
59 6 
60 6 

61 3 
62 3 
64 2 
67 1 

Total 446 
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Table Al4. Item 14--Sex 

Number 

Female 225 

Male 221 

Total 446 

Table AlS. Item 15--Marital Status 

Number 

Married 303 

Singl e 81 

Widowed 10 

Divorced 41 

Separated 11 

Total 446 
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Table A16. Item 16—Distressful 

Number 

Not at all 11 

Seldom 65 

Sometimes 237 

Frequently 111 

Constantly 22 

Total 446 

Table A17. Item 71—Physically 111 

Number 

Yes 212 

No 233 

Blank 1 

Total 446 

Table A18. Item 72—Mentally 111 

Number 

127 

318 

1 

446 

Yes 

No 

Blank 

Total 
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Table Al9. Item 73--Sick Days Last Year 

Days Number Mean Standard Deviation 

0 77 3.88 2.30 
1 24 
2 49 
3 66 
4 54 
5 47 
6 39 
7 26 
8 24 
9 38 

Blank 2 

Total 446 

Table A20. Item 74--Sick Days This Year 

Days Number Mean Standard Deviation 

0 130 1.92 1.79 
1 68 
2 96 
3 76 
4 43 
5 14 
6 5 
7 7 
8 3 
9 2 

Blank 2 

Total 446 



Table A2l. Item 75--How Well Coping Strategy Works 

Successful 

Moderately successful 

Unsuccessful 

Blank 

Total 

173 

Number 

76 

119 

30 

221 

446 



APPENDIX B 

T-TESTS COMPARING HIGH SCHOOL TEACHERS 
AND JUNIOR HIGH SCHOOL TEACHERS ON 

COMMON EDUCATIONAL STRESSORS 
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High School Junior High School 
Standard - Standard 

Item No. Mean Deviation No. Mean Deviation +- Value 

17 2 52 1.85 .804 155 1.87 .787 .27 
18 252 1.94 .770 155 1.88 .696 -.78 
19 252 2.00 .749 155 2.17 .749 2.23*(.027) 
20 252 2.43 .702 155 2.48 .668 .69 

21 2 52 1.69 .808 155 1.76 .757 .88 
22 252 1.38 .690 155 1.33 .593 -.84 
23 252 1.24 .715 155 1.21 .674 —. 41 
24 252 1.27 .739 155 1.27 .668 .07 
25 252 1.54 .815 155 1.32 .634 -2.88**(.004) 
26 251 1.91 1.070 155 1.89 .850 -.22 
27 252 1.50 .689 155 1.74 .748 3.24***(.001) 
28 252 1.52 .733 155 1.57 .830 .56 
29 252 2.21 .799 155 2.43 .720 2.69**(.007) 
30 252 1.65 .872 155 1.48 .677 -2.16*(.031) 

31 2 52 1.91 .765 155 1.90 .774 -.15 
32 252 1.85 .904 155 1.85 .823 -.00 
33 251 2.09 .925 144 1.90 .843 -2.02*(.044) 
34 252 1.52 .886 155 1.63 .994 1.14 
35 252 1.38 .597 155 1.53 .677 2.31*(.022) 
36 2 52 1.77 .964 •155 1.86 .945 .88 
37 252 1.37 .665 155 1.51 .697 1.98*(.049) 
38 2 52 1.57 .735 155 1.60 .735 .38 
39 252 2.29 .823 155 2.40 .778 1.34 
40 2 52 2.31 1.150 155 2.05 1.120 -2 .25*(.025) 

41 250 1.64 .821 155 1.55 .686 -1.11 
42 252 2.16 1.010 154 2.21 .977 .50 
43 252 1.67 .837 155 1.54 .750 -1.65 
44 252 1.83 1.200 155 1.68 1.110 -1.22 
45 252 1.46 .764 155 1.52 .668 .94 
46 252 1.45 .779 155 1.54 .749 1.19 
47 2 52 1.80 .876 155 1.73 .792 -.79 
48 2 51 1.84 1.190 154 1.61 1.030 -1.96 
49 252 1.69 1.140 155 1.68 1.020 -.95 
50 252 1.72 1.070 155 1.66 1.020 -.50 

51 252 1.78 1.070 155 1.63 1.000 -1.36 
52 252 1.55 1.030 155 1.33 .757 -2.32*(.021) 
53 252 1.88 1.110 155 1.64 .932 -2.23*(.026) 
54 2 52 1.67 .981 155 1.63 .823 -.52 
55 2 51 1.73 1.09 155 1.72 .923 -.06 



176 

High School Junior High School 
Standard Standard 

Item No. Mean Deviation No. Mean Deviation +- Value 

56 252 2.02 .874 155 1.88 .750 -1.64 
57 252 1.67 .821 152 1.55 .753 -1.57 
58 252 1.75 .842 155 1.95 .896 .230*(.022) 
59 252 2.13 .822 155 2.27 .808 1.63 
60 252 1.85 .844 155 2.06 .931 2.45*(.015) 

61 2 52 1.88 .909 155 1.94 .865 .64 
62 252 1.94 .840 155 1.85 .812 -1.00 
63 251 2.16 .770 155 2.08 .761 -1.10 
64 251 1.98 .795 154 1.95 .748 -.35 
65 251 1.94 .772 154 1.73 .769 -2.65**(.008) 
66 251 1.80 .845 155 1.70 .891 -1.06 
67 251 1. 58 .725 155 1.44 .655 -1.95 
68 251 2.20 .776 155 2.18 .793 -.28 
69 251 1.74 .792 155 1.68 .764 -.75 
70 251 2.17 .777 155 2.08 .837 -1.02 

*p<.05. 

**p<.01. 

***p<.001. 



APPENDIX C 

T-TESTS COMPARING MALE AND FEMALE TEACHERS 
ON COMMON EDUCATIONAL STRESSORS 
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Male Female 
Standard Standard 

Item No. Mean Deviation No. Mean Deviation +- Value 

17 221 1.77 .748 225 1. 97 . 823 2. 74*"':(. 006) 

18 221 1. 91 .754 225 1.91 . 726 . 09 
19 221 2.11 .749 225 2.00 .776 -1.44 
20 221 2.41 .666 225 2.47 .701 .85 

21 221 1.68 . 821 224 1.75 .741 .90 
22 221 1.33 .662 225 1.37 .622 .78 
23 221 1.22 .681 221 1.24 .706 .35 
24 221 1.23 .635 225 1.28 .741 .75 
25 221 1.46 .690 225 1.44 .783 -.31 
26 221 1.86 .985 224 1.99 1.000 1.39 
27 221 1. 58 • 706 225 1.60 . 737 .30 
28 221 1.40 .710 225 1.65 .794 3. 51"': .. ·:-.t:c . ooo) 

29 221 2.29 .797 225 2.28 .784 -.13 
30 221 1.50 .766 22 5 1.69 .840 2 . 51"':( • 012) 

31 221 1.84 .699 225 1.99 • 821 2. 01';':(. 045) 

32 221 1. 76 .894 225 1.93 .853 1. 99 .. ·:c . o48) 

33 221 1.92 .891 224 2. 08 .913 1. 84 
34 221 1.49 .877 225 1.68 1.019 2 .17';':(. 030) 

35 221 1.45 .649 225 1.42 .608 -.51 
36 221 1.76 .930 225 1. 87 .977 1.18 
37 221 1.42 .660 225 1.43 . 711 .16 
38 221 1. 62 . 739 225 1.55 .731 -.92 
39 221 2.43 .775 224 2.23 .861 -2. 66id:c. oo8) 
40 221 2.14 1.040 225 2.28 1.270 1. 31 

41 220 1.55 .771 224 1. 65 .766 1.33 
42 221 2. 03 .909 224 2.31 1.050 3. o7-.b':c . oo2) 
43 221 1.53 .778 225 1. 72 . 823 2.45 ... :(.015) 
44 221 1. 61 1.050 225 1.93 1.250 2. 91 .. ·:-.t:c. oo4) 
45 221 1.44 .669 225 1. 52 .774 1.18 
46 221 1.49 . 772 225 1. 39 .786 . 06 
47 221 1. 72 .854 225 1. 81 .851 1.16 
48 220 1.64 1.040 224 1.82 1.190 1.70 
49 221 1.65 1. 020 225 1.85 1.150 1.97"'':(.050) 
50 221 1. 61 .992 225 1.81 1.110 1. 9 9 -.': ( . 04 7 ) 

51 221 1. 61 .992 225 1.84 1.090 2 . 41';': ( . 016 ) 
52 221 1.46 .941 225 1.45 .944 -.09 
53 221 1.72 .997 225 1.79 1.080 .68 
54 221 1.47 . 789 225 1.71 .996 4. o8 .. 'dd:c • ooo) 

55 221 1.60 .951 224 1.84 1.070 2. 57';':( . 011) 
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Male 'Female 
Standard Standard 

Item No. Mean Deviation No. Mean Deviation +- Value 

56 221 1.86 .826 225 2.01 .826 1.91 
57 221 1.62 .781 221 1.65 .810 .42 
58 221 1.79 .845 225 1.86 .888 .91 
59 221 2.14 .849 225 2.21 .812 .93 
60 221 1.81 .851 225 1.07 .901 3.04**(.003) 

61 221 1.91 .903 225 1.91 .899 -.09 
62 221 1.84 .804 225 1.95 .838 1.41 
63 220 2.01 .761 225 2.18 .749 2.36*(.019) 
64 220 1.85 .769 224 2.06 .782 2.77**(.006) 
"65 219 1.75 .750 225 1.93 .796 2.45*(.15) 
66 220 1.77 .840 225 1.72 .879 -.59 
67 220 1.59 .744 225 1.44 .632 -2,17*(.031) 
68 220 2.09 .815 225 2.31 .725 3.01**(.003) 
69 220 1.61 .766 225 1.81 .781 2.72**(.007) 
70 220 2.09 . .783 225 2.16 .830 .90 

*p<. 05. 

**p<.01. 

***p<.001. 



APPENDIX D 

ANALYSIS OF VARIANCE OF EDUCATIONAL STRESSOR 
ITEMS COMPARING FOUR GROUPS 

ON TEACHING EXPERIENCE* 

*Group 1 was comprised of teachers with 0 to 4 years of 
completed teaching experience; Group 2, 5 to 9 years; Group 3, 
10 to 16 years; and Group 4, 17 to 38 years of completed teaching 
experience. 
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Sum of Mean 
Item Source D.F. Squares Sguares F-Ratio 

17 Between groups 3 1.36 .45 . 72 
Within groups 442 2 78. 3 5 .63 

18 Between groups 3 9.90 3.30 6. 2 5~'dd:c. ooo4) 
Within groups 442 233.33 .53 

19 Between groups 3 7.01 2.33 4. 09 1:*(. 0070) 
Within .groups 442 2 52. 58 .57 

20 Between groups 3 4.12 1.37 2. 9s~·:c . o314) 
Within groups 442 2 03. 75 .46 

21 Between groups 3 1. 81 .62 1. 02 
Within groups 441 269.32 .61 

22 Between groups 3 1.76 .59 1.43 
Within groups 442 181.67 .41 

23 Between groups 3 .67 .22 .46 
Within groups 442 213.08 .48 

24 Between groups 3 .18 • 06 .127 
Within groups 442 211.69 .48 

25 Between groups 3 4.82 1. 61 2. 99~':(. 0307) 
Within groups 442 237.39 .54 

26 Between groups 3 5.12 1. 71 1. 72 
Within groups 441 437.13 .99 

27 Between groups 3 2.38 .79 1.53 
Within groups 442 229.17 • 52 

28 Between groups 3 .61 . 2 0 .347 
Within groups 442 258.62 .59 

29 Between groups 3 1.98 .66 1. 06 
Within groups 442 275.71 .62 

30 Between groups 3 1. 91 .64 .97 
Within groups 442 289.64 .66 

31 Between groups 3 2.33 .74 1.27 
Within groups 442 258.53 .58 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

32 Between groups 3 1.07 .36 .46 
Within groups 442 340.57 .77 

33 Between groups 3 2.27 .76 .92 
Within groups 441 360.73 .82 

34 Between groups 3 .25 .08 .09 
Within groups 442 405.84 .92 

35 Between groups 3 .37 .12 .31 
Within groups 442 175.37 .40 

36 Between groups 3 5.27 1.76 1.94 
Within groups 442 400.28 .91 

37 Between groups 3 2.31 .77 1.65 
Within groups 442 206.75 .47 

38 Between groups 3 4.12 1.37 2.57 
Within groups 442 236.31 .53 

39 Between groups 3 6.16 2.05 3.05*(.0283) 
Within groups 441 296.28 .67 

40 Between groups 3 3.67 1.22 .91 
Within groups 442 595.10 1.35 

41 Between groups 3 1.94 .65 1.09 
Within groups 440 260.29 .59 

42 Between groups 3 1.31 .44 .45 
Within groups 441 433.71 .98 

43 Between groups 3 .92 .31 .47 
Within groups 442 287.79 .65 

44 Between groups 3 3.57 1.19 .88 
Within groups 442 599.11 1.36 

45 Between groups 3 .32 .11 .21 
Within groups 442 232.99 .53 

46 Between groups 3 4.40 1.46 2.44 
Within groups 442 265.07 .60 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

47 Between groups 3 2.14 .71 .98 
Within groups 442 321.61 .73 

48 Between groups 3 4.48 1.49 1.19 
Within groups 440 552.63 1.26 

49 Between groups 3 8.03 2.68 2.29 
Within groups 442 517.84 1.17 

50 Between groups 3 7.34 2.45 2.22 
Within groups 442 488.35 1.10 

51 Between groups 3 3.46 1.15 1.05 
Within groups 442 487.17 1.10 

52 Between groups 3 16.08 5.36 6.26***(.0004) 
Within groups 442 378.61 .86 

53 Between groups 3 3.58 1.19 1.11 
Within' groups 442 475.29 1.08 

54 Between groups 3 .83 .28 .33 
Within groups 442 371.77 .84 

55 Between groups 3 .79 .26 .25 
Within groups 441 460.66 1.04 

56 Between groups 3 5.58 1.86 2.74*(.0428) 
Within groups 442 299.78 .68 

57 Between groups 3 1.70 .57 .90 
Within groups 438 277.18 .63 

58 Between groups 3 1.73 .58 .77 
Within groups 442 332.63 .75 

59 Between groups 3 2.70 .90 1.31 
Within groups 442 304.31 .69 

60 Between groups 3 14.04 4.68 6.18***(.0004) 
Within groups 442 334.45 .76 

61 Between groups 3 .22 .07 .09 
Within groups 442 360.19 .81 
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Sum of Mean 
Item Source D. F. Squares Squares F-Ratio 

62 Between groups 3 1.29 .43 .63 
Within groups 442 299.54 .68 

63 Between groups 3 1. 54 .51 .89 
Within groups 441 254.11 .58 

64 Between groups 3 2.38 . 79 1.30 
Within groups 440 267.81 .61 

65 Between groups 3 3. 02 1.01 1. 67 
Within groups 440 265.26 .60 

66 Between groups 3 3. 52 1.17 1.60 
Within groups 441 324.29 .74 

67 Between groups 3 9.86 3.29 1 .13~'dd:c . ooo1) 
Within groups 441 2 03.29 .46 

68 Between groups 3 1.93 .64 1.07 
Within groups 441 266.66 .60 

69 Between groups 3 .13 . 04 .07 
Within groups 441 269.48 .61 

70 Between groups 3 2.48 .83 1.27 
Within groups 441 286.47 .65 

~·:p<. 05. 

'f:'4':p <. 01. 

~'dd:p<. 001. 



APPENDIX E 

ANALYSIS OF VARIANCE OF EDUCATIONAL STRESSOR 
ITEMS COMPARING FOUR GROUPS ON TEACHER AGE* 

*Group 1 was comprised 
Group 2, 31 to 40 years of age; 
and Group 4, 51 to 67 years of 

of teachers 21 to 30 years of age; 
Group 3, 41 to 50 years of age; 
age. 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

17 Between groups 3 .77 .26 .40 
Within groups 442 278.95 .63 

18 Between groups 3 4.14 1.38 2.55 
Within groups 442 239.09 .54 

19 Between groups 3 1.65 .55 .94 
Wihtin groups 442 257.95 .58 

20 Between groups 3 2.82 .94 2.03 
Within groups 442 205.04 .46 

21 Between groups 3 .90 .30 .49 
Within groups 441 270.28 .61 

22 Between groups 3 4.76 1.59 3.93**(.009) 
Within groups 442 178.67 .40 

23 Between groups 3 2.24 .75 1.56 
Within groups 442 211.51 .48 

24 Between groups 3 .71 .24 .50 
Within groups 442 211.16 .48 

25 Between groups 3 .57 .19 .350 
Within groups 442 241.63 .55 

26 Between groups 3 2.97 .99 .99 
Within groups 441 439.28 .99 

27 Between groups 3 4.86 1.62 3.16*(.025) 
Within groups 442 226.68 .51 

28 Between groups 3 4.12 1.37 2.38 
Within groups 442 255.11 .58 

29 Between groups 3 .81 ' .27 .43 
Within groups 442 278.88 .63 

30 Between groups 3 1.76 .59 .90 
Within groups 442 289.78 .66 

31 Between groups 3 2.93 .98 1.67 
Within groups 442 257.83 .58 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

32 Between groups 3 2.00 .67 .87 
Within groups 442 339.63 .77 

33 Between groups 3 .89 .30 .36 
Within groups 441 362.11 .82 

34 Between groups 3 .11 .04 .04 
Within groups 442 405.98 .92 

35 Between groups 3 1.41 .47 1.19 
Within groups 442 174.33 .39 

36 Between groups 3 15.72 5.24 5.94***(.0002) 
Within groups 442 389.84 .88 

37 Between groups 3 . .40 .13 .29 
Within groups 442 208.65 .47 

38 Between groups 3 2.44 .81 1.51 
Within groups 442 237.99 .54 .21 

39 Between groups 3 13.17 4.39 6.70***(.0002) 
Within groups 441 289.27 .66 

40 Between groups 3 12.52 4.17 3.15*(.0250) 
Within groups 442 586.24 1.33 

41 Between groups 3 4.62 1.54 2.63*(.050) 
Within groups 440 257.62 .59 

42 Between groups 3 1.12 .37 .38 
Within groups 441 433.90 .98 

43 Between groups 3 .27 .09 .14 
Within groups 442 288.44 .65 

44 Between groups 3 3.75 1.25 .92 
Within groups 442 598.92 1.36 

45 Between groups 3 1.38 .46 .88 
Within groups 442 231.94 .52 

46 Between groups 3 11.30 3.77 6.45***(.0003) 
Within groups 442 258.16 .58 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

47 Between groups 3 6.11 2.04 2.84*(.038) 
Within groups 442 317.64 .72 

48 Between groups 3 10.75 3.58 2.89 
' Within groups 440 546.36 1.24 

49 Between groups 3 18.61 6.20 5.41**(.0012) 
Within groups 442 507.26 1.15 

50 Between groups 3 13.58 4.53 4.1S**(.0064) 
Within groups 442 482.11 1.09 

51 Between groups 3 6.44 2.15 1.96 
Within groups 442 484.19 1.10 

52 Between groups 3 10.99 3.66 4.21**(.006) 
Within groups 442 383.72 .87 

53 Between groups 3 9.70 3.23 3.05*(.029) 
Within groups 442 469.17 1.06 

54 Between groups 3 1.13 .38 .45 
Within groups 442 371.47 .84 

55 Between groups 3 6.04 2.02 1.95 
Within groups 441 455.40 1.03 

56 Between groups 3 1.07 .36 .52 
Within groups 442 304.30 .69 

57 Between groups 3 .35 .12 .19 
Within groups 438 278.54 .64 

58 Between groups 3 6.80 2.27 3.06*(.0281) 
Within groups 442 327.56 .74 

59 Between groups 3 1.40 .47 .68 
Within groups 442 305.60 .69 

60 Between groups 3 7.29 2.43 3.15*(.0250) 
Within groups 442 341.20 .77 

61 Between groups 3 1.13 .38 .46 
Within groups 442 359.28 .81 
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Item Source D.F. 
Sum of 
Squares 

Mean 
Squares F-Ratio 

62 Between groups 3 .81 .27 .40 
Within groups 442 300.03 .68 

63 Between groups 3 1.66 .55 .96 
Within groups 441 253.99 .58 

64 Between groups 3 3.51 1.17 1.93 
Within groups 440 266.68 .61 

65 Between groups 3 2.83 .94 1.57 
Within groups- 440 265.44 .60 

66 Between groups 3 8.25 2.75 3.79**(.0104) 
Within groups 440 319.56 .72 

67 Between groups 3 3.25 1.08 2.28 
Within groups 441 209.91 .48 

68 Between groups 3 1.83 .61 1.01 
Within groups 441 266.77 .60 

69 Between groups 3 2.18 .73 1.20 
Within groups 441 267.42 .61 

70 Between groups 3 1.92 .64 .98 
Within groups 441 287.03 .65 

*p<.05. 

**p<.01. 

***p<.001. 



APPENDIX F 

ANALYSIS OF VARIANCE OF EDUCATIONAL STRESSOR 
ITEMS COMPARING MARRIED, SINGLE, WIDOWED, 

DIVORCED, AND SEPARATED TEACHERS 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

17 Between groups 4 .80 .20 .32 
Within groups 441 278.91 .63 

18 Between groups 4 1.08 .27 .49 
Within groups 441 242.15 •55 

19 Between groups 4 1.94 .49 .83 
Within groups 441 257.66 .58 

20 Between groups 4 .65 .16 .35 
Within groups 441 207.21 .47 

21 Between groups .4 .73 .18 .30 
Within groups 440 270.45 .61 

22 Between groups 4 1.03 .26 .62 
Within groups 441 182.40 .41 

23 Between groups 4 3.89 .97 2.04 
Within groups 441 209.86 .48 

24 Between groups 4 8.57 2.14 4.65**(.0011) 
Within groups 441 203.30 .46 

25 Between groups 4 2.27 .57 1.05 
Within groups 441 239.93 .54 

x 26 Between groups 4 6. 03 1.51 1.52 
Within groups 440 436.21 .99 

27 Between groups 4 3.99 1.00 1.93 
Within groups 441 227.56 .52 

28 Between groups 4 1.70 .43 .73 
•. Within groups 441 257.53 .58 

29 Between groups 4 .72 .18 .29 
Within groups 441 276.96 .63 

30 Between groups 4 2.02 .51 .77 
Within groups 441 289.52 .66 

31 Between groups 4 2.50 .62 1.07 
Within groups 441 258.27 .59 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

32 Between groups 4 5.95 1.49 1.95 
Within groups 441 335.68 . 76 

33 Between groups 4 8.08 2. 02 2. 511:(. 0416) 
Within groups 440 354.92 .81 

34 Between groups 4 .41 .10 .11 
Within groups 441 405.68 . 92 

35 Between groups 4 1.00 • 2 5 .63 
Within groups 441 174.74 .40 

36 Between groups 4 3.54 .88 .97 
Within groups 441 402.01 .91 

37 Between groups 4 3.23 .81 1.73 
Within groups 441 2 OS. 83 .47 

38 Between groups 4 2.05 .51 .95 
Within groups 441 238.38 .54 

39 Between groups 4 11.46 2.87 4. 33~'d:c. oo19) 
Within groups 440 290.98 .66 

40 Between groups 4 10.71 2.68 2. 01 
Within groups 441 588. 06 1.33 

41 Between groups 4 .75 .19 . 31 
Within groups 439 261.49 .60 

42 Between groups 4 4.63 1.16 1.18 
Within groups 440 430.39 .98 

43 Between groups 4 .41 .10 .16 
Within groups 441 288.31 .65 

44 Between groups 4 2.36 .59 .43 
Within groups 441 600.31 1.36 

45 Between groups 4 2.94 • 73 1.40 
Within groups 441 230.38 . 52 

46 Between groups 4 7. 7-6 1.94 3. 2 7"'':( • 0117) 
Within groups 441 261.70 .59 
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Item Source D.F. 
Sum of 
Squares 

Mean 
Squares F-Ratio 

47 Between groups 4 4.94 1.23 1.71 
Within groups 441 318.81 .72 

48 Between groups 4 4.31 1.08 .86 
Within groups 439 552.80 1.26 

49 Between groups 4 4.55 1.14 .96 
Within groups 441 521.33 1.18 

50 Between groups 4 5.65 1.41 1.27 
Within groups 441 490.05 1.11 

51 Between groups 4 5.08 1.27 1.15 
Within groups 441 485.55 1.10 

52 Between groups 4 6.68 1.67 1.90 
Within groups 441 388.01 .88 

53 Between groups 4 4.51 1.13 1.05 
Within groups 441 474.36 1.08 

54 Between groups 4 3.27 .82 .98 
Within groups 441 369.33 .84 

55 Between groups 4 3.95 .99 .95 
Within groups 440 457.50 1.04 

56 Between groups 4 5.48 1.37 2.02 
Within groups 441 299.89 .68 

57 Between groups 4 2.78 .69 1.10 
Within groups 437 287.11 .63 

58 Between groups 4 1.02 .26 .34 
Within groups 441 333.34 .76 

59 Between groups 4 11.09 2.77 4.13**(.0027) 
Within groups 441 295.92 .67 

60 Between groups 4 9.82 2.46 3.2 0*(.0132) 
Within groups 441 338.66 .77 

61 Between groups 4 1.25 .31 .39 
Within groups 441 359.16 .81 
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Item Source D.F. 
Sum of 
Squares 

Mean 
Squares F-Ratio 

62 Between groups 4 4.89 1.22 1.82 
Within groups 441 295.94 .67 

63 Between groups 4 4.92 1.23 2.16 
Within groups 440 250.73 .57 

64 Between groups 4 3.63 .91 1.50 
Within groups 439 266.55 .61 

65 Between groups 4 3.60 .90 1.49 
Within groups 439 264.68 .60 

66 Between groi'ips 4 5.22 1.30 1.78 
Within groups 440 322.59 .73 

67 Between groups 4 1.67 .42 .87 
Within groups 440 211.48 .48 

68 Between groups 4 6.56 1.64 2.75*(.0277) 
Within groups 440 262.04 .60 

69 Between groups 4 6.07 1.52 2.53*(.0397) 
Within groups 440 263.53 .60 

70 Between groups 4 1.17 .29 .45 
Within groups 440 287.78 .65 

*p<.05. 

**p<.01. 

***p<.001. 



APPENDIX G 

ANALYSIS OF VARIANCE OF EDUCATIONAL STRESSOR 
ITEMS COMPARING TEACHERS WITH BACHELOR'S, 
BACHELOR'S PLUS, MASTER'S, AND MASTER'S 

PLUS OR DOCTORATE DEGREES 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

17 Between groups 3 .71 .24 .38 
Within groups 442 279.00 .63 

18 Between groups 3 10.07 3.36 6.36***(.0003) 
Within groups 442 233.17 .53 

19 Between groups 3 5.45 1.82 3.16*(.0245) 
Within groups 442 254.15 .58 

20 Between groups 3 1.88 .63 1.34 
Within groups 442 205.99 .47 

21 Between groups 3 4.07 1.36 2.24 
Within groups 441 267.11 .61 

22 Between groups 3 .37 .12 .29 
Within groups 442 183.07 .41 

23 Between groups 3 .33 .11 .22 
Within groups 442 213.42 .48 

24 Between groups 3 .50 .17 .35 
Within groups 442 211.38 .48 

25 Between groups 3 .53 .18 .32 
Within groups 442 241.68 .55 

26 Between groups 3 14.16 4.72 4.85**(.0024) 
Within groups 441 428.08 .97 

27 Between groups 3 1.36 .45 .87 
Within groups 442 230.19 .52 

28 Between groups 3 1.67 .56 .96 
Within groups 442 257.56 .58 

29 Between groups 3 1.02 .34 .55 
Within groups 442 276.67 .63 

30 Between groups 3 4.41 1.47 2.27 
Within groups 442 287.13 .65 

31 Between groups 3 .47 .16 .27 
Within groups 442 260.29 .59 
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Sum of Mean 
Item Source D.F. Squares Squares F-Ratio 

32 Between groups 3 2.00 .67 .87 
Within groups 442 339.63 .77 

33 Between groups 3 3.83 1.28 1.57 
Within groups 441 359.16 .81 

34 Between groups 3 .55 .18 .20 
Within groups 442 405.54 .92 

35 Between groups 3 .48 .16 .40 
Within groups 442 175.26 .40 

36 Between groups 3 7.17 2.39 2.65^.0483) 
Within groups 442 398.39 .90 

37 Between groups 3 1.94 .65 1.38 
Within groups 442 207.12 .47 

38 Between groups 3 .91 .31 .56 
Within groups 442 239.52 .54 

39 Between groups 3 6.83 2.28 3.40*(.0179) 
Within groups 441 295.61 .67 

40 Between groups 3 .85 .28 .21 
Within groups 442 597.91 1.35 

41 Between groups 3 1.54 .51 .87 
Within groups 440 260.69 .59 

42 Between groups 3 7.64 2.55 2.63*(.0499) 
Within groups 441 427.38 .97 

43 Between groups 3 2.62 .87 1.35 
Within groups 442 286.10 .65 

44 Between groups 3 3.85 1.28 .95 
Within groups 442 598.82 1.35 

45 Between groups 3 .51 .17 .32 
Within groups 442 232.81 .53 

46 Between groups 3 5.95 1.98 3.33*(.0195) 
Within groups 442 263.51 .60 
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Sum of Mean 
Item Score D.F. Squares Squares F-Ratio 

47 Between groups 
Within groups 

3 
442 

.44 
323.31 

.15 

.73" 
• 20 

48 Between groups 
Within groups 

3 
440 

4.15 
552.96 

1.38 
1.26 

1. 10 

49 Between groups 
Within groups 

3 
442 

4.45 
521.42 

1.48 
1.18 

1. 26 

50 Between groups 
Within groups 

3 
442 

4.26 
491.43 

1.42 
1.11 

1. 28 

51 Between groups 
Within groups 

3 
442 

2.22 
488.41 

.74 
1.11 

• 67 

52 Between groups 
Within groups 

3 
442 

5.28 
389.41 

1.76 
.88 

1. 10 

53 Between groups 
Within groups 

3 
442 

3.30 
475.57 

1.10 
1.08 

1. 02 

54 Between groups 
Within groups 

3 
442 

1.26 
371.34 

.42 

.84 
• 50 

55 Between groups 
Within groups 

3 
441 

2.21 
459.23 

.74 
1.04 

• 71 

56 Between groups 
Within groups 

3 
442 

2.86 
302.50 

.95 

.68 
1. 39 

57 Between groups 
Within groups 

3 
438 

2.10 
275.89 

.10 

.63 
1. 59 

58 Between groups 
Within groups 

3 
442 

3.37 
330.99 

1.12 
.75 

1. 50 

59 Between groups 
Within groups 

3 
442 

.88 
306.12 

.29 

.69 
• 43 

60 Between groups 
Within groups 

3 
442 

5.36 
343.13 

1.79 
.78 

2. 30 

61 Between groups 
Within groups 

3 
442 

.98 
359.44 

.33 

.81 
• 40 
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Item Source D.F. 
Sum of 
Squares 

Mean 
Squares F-Ratio 

62 Between groups 3 2.79 .93 1.38 
Within groups 442 298.04 .67 

63 Between groups 3 2.48 .83 1.44 
Within groups 441 253.17 .57 

64 Between groups 3 4.72 1.57 2.60 
Within groups 440 265.47 .60 

65 Between groups 3 5.32 1.77 2.97*(.0318) 
Within groups 440 262.96 .60 

66 Between groups 3 3.01 1.00 1.36 
Within groups 441 324.81 .74 

67 Between groups 3 .64 .21 .44 
Within groups 441 212.51 .48 

68 Between groups 3 1.05 .35 .58 
Within groups 441 267.55 .61 

69 Between groups 3 .58 .19 .32 
Within groups 441 269.03 .61 

70 Between groups 3 .59 .20 .30 
Within groups 441 288.36 .65 

*p<.05. 

**p<.01. 

***p<.001. 
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TEACHER STRESS SURVEY 

The University of Arizona 
Department of Secondary Education 

N. Bausch 

I am requesting your voluntary participation in the completion of this survey en
titled "Teacher Stress Survey." The purposes and objectives of this study are to 
identify the educational stressors that are the predominant sources of teacher 
distress and burnout, exhibit common and shared distressful educational situations, 
and illustrate a variety of coping strategies that can be practically implemented 
at the secondary level. If you decide to participate, please answer as many of the 
items as you are able to answer with confidence. About )0 minutes of your time will 
be required for completion of this survey and will indicate your consent as a will
ing participant in this study. All data received will be treated with anonymity and 
confidentiality. You are free to withdraw from the study at any time without in
curring ill will. 

Nancy L. Bausch 
Investigator 

A. Demographic Information - Please check the appropriate blank. 

1 • LEVEL OF ASSIGNMENT 

__ (!)Junior High __ (2)Senior High __ (J)Both Jr. and Sr. High 

2 • TY:FE OF ASSIGNMENT 

_(l)Full-time classroom instructor __ (2)Part-time classroom instructor 

__ (J)Subst1tute 

J . GRADE. LEVEL(S) OF CLASSROQ!v: ASSIG?-.1-iEl,"T 
__ 7 __ 8 __ 9 __ 10 __ 11 __ 12 

4 . TOTAL YEARS OF FULL-'!'IHE TEACHir;G EXPERI~~CE COM?"J...ETED PRIOR TO THIS YEAR 

__ years 

5· HAS THIS FULL-TIME EXPERIE~CE BEEN CONTIN UOUS UNBROKEN BY A NON-TEACHING 
PERIOD OF 9 OR MORE MO~~HS ? 

__ (1)Yes __ (2.)t;o 

6 . WAS YOUR ORIGINAL E~1RANCE INTO A CAREER FIELD AS A TEACHER? 

__ (1 )Yes __ (2)~o 

7 . DO YOU ?LAN TO ijE!·lAI!\ I~ TEACHING FOR THE REST OF YOUR FROFI:;SSIONAL CAREER? 

. __ (l)Yes __ (2)No __ (J)Don't know 

8. DO YOU HAVE r1LAJOR EXTRACURRICULAR RESPONSIBILITIES COACHING FINE ARTS STUDEl\T 
GCNERl;MEr:T ETC . ? 

__ (l)Yes __ (2)No 

9 . IS TH£ ~lAJORITY OF YOUR TEACHING ASSIGNMENT IN .THE l1AJOR AREA OF YOUR SUBJECT 
PRE?ARATION? 

__ (1 )Yes __ (2)No 

10 . ARE. YOU CURRENTLY IN A TENURED POSITION? 

__ (1)Yes __ (2)No 
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11. HAVE YOU EVER HELD AN ADMINISTRATIVE POSITION ABOVE THE LEVEL OF DEPARTMENT 
CHAIRH:RSON? 
__ (1 )Yes __ (2)No 

12. HIGHEST EARNED DEGREE 

202 

__ (1 )Bachelor's __ (2)Bachelor ' s plus __ (J)Master' s (4)Master's plus 
-- or Doctorate 

1J. ~ 
___years 

14. SEX 

_(1)F _(2)M 

15. MARITAL STATUS 

__ (!)Married __ (2)Single __ (J)V:idowed __ (4)Divorced __ (5)Separated 

B. DO YOU FEEL DISTRESSFUL BECAUSE OF CERTAIN PROFESSIONAL STRESSORS IN THE EDUCATION
AL ENVIRON~IENT? 

16. __ (1)Not at all __ (2)Seldom __ (J)Sometimes __ (4)Frequently 

__ (5)Constantly 

IF YOU FEEL DISTRL:SFUL, PLEASE RATE THE FOLLOWING EDUCATIONAL STRESSORS, USING 
THE FOLLOWING SCAli. FOR ALL ITEr'S. MARK EACH o:NE ACCORDING TO THE AMOUN'l' OF 
DISCOMFORT YOU CURRENTLY FEEL OR HAVE; EXH:HIENCED IN THE PAST. 

1. Little or no discomfort 
2. MOd'e"rate discomfort 
J. Extreme discomfort 
4. Does not apply 

STRl::SSORS DEGREE OF DISCONFORT 

17. Class size 1 2 J 4 

18. School policies 1 2 J 4 

19. Lack of parental support for teachers 1 2 J 4 

20. Student apathy, inattention 1 2 J 4 

21. Administrative pressure 1 2 J 4 

22. Conflicts with other faculty members 1 2 J 4 

2J. Conflicts with custodial staff 1 2 J 4 

24. Conflicts with office personnel 1 2 J 4 

25. Conflicts with Counseling and Guidance dep~ment 1 2 3 4 

26. Assigned duty (bus duty, parking lot patrol, 2 3 4 
lunchroom supervision, dance chaperon) 

27. Conflicts with student's parents 1 2 J 4 

28. Inadequate communication between departments 1 2 3 4 

29. Student behavior problems (defiance, disrespect, 1 2 3 4 
disruption) 

30. Inadequate class time for teaching 1 2 J 4 

Jl. Student ignorance of subject matter 1 2 3 4 
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STRESSORS DEGREE OF DISCOMFORT 

J2. Decline of decision-making power in the classroom 1 

JJ. Decision-making power of the School Board and/or 1 
Superintendent in conflict with teachers and teachers' 
associations/unions 

J4. Serving as an evaluator of students 1 

35. Being evaluated 1 

J6. Involuntary extracurricular assignments 1 

J? . Fear of acts of violence 1 

J8. Fear of vandalism 1 

J9. Inadequate salary 1 

U.O. " ~·ioonlighting' ' to supplement salary 1 

41. Inadequate inservice programs 1 

42. "hainstreaming" (P.L. 94-142 ) of special needs 1 
s tuden~s into my classroom 

4J. Inadequa~e preparation time 

44. Teaching in other than prepared area 

45. Fear of legal action 

46 . Fear of job loss 

47. Feeli~g locked inte a job routine 

48. Involuntary transfer to anoth9r school 

49 . Involun~ary reassignment in grade and/or subject 

50. Involuntary addition of subjects to be taught 

51. Involuntary deletion of subjects to be taught 

52. Dominan~ teacher unions or associations 

)J. Weak teacher unions or associations 

54. Accoun~ability (student competency testing) 

55 . Accountability (teacher competency testing) 

56. Legislative mandates 

57. Administrative turnover 

58. Teacher-administrator conflict 

59. Uncomplimentary view of education (media, 
community, legislature) 

60. Lack of t eaching supplies and/or equipment 

61. Lack of administrative support 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

J 

J 

J 

J 

J 

J 

J 
J 
J 

J 
J 

3 

J 

J 
J 

J 

J 

J 
J 

J 
J 
J 

J 

3 

J 

J 

J 
J 

J 

J 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 
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1. Little or no discomfort 
2. ~te discomfort 
3. Extreme discomfort 
4. Does not apply 

STRE.SSORS 

62. Professional disillusionment (teaching is not 
I thought it would be; teaching has changed 
the worse) 

63. Future of education in general 

64. Excessive work hours devoted to school 

65. Self-imposed stresses (perfection standards) 

66. Age group peer success (others my age are 
achieving financial and/or professional 
success while I feel that I am not) 

67. Changing educational methods/philosophies 

68. Increased amount of paperwork 

69. Increased role expectations 

70. Lack of financial support for school programs 

PAGE 

DEGREE OF DISCOMFORT 

what 1 2 3 4 
for 

1 2 3 4 

1 2. 3 4 

1 2 3 4 

1 2 3 4 

1 2 3 4 

1 2 3 4 

1 2 3 4 

1 2 3 4 

OTHER - PLEASE LIST STRESSORS NOT NAMED AND TO WHAT DEGREE OF DISCOMFORT IS FELT 

1 

1 

1 

1 

2 

2 

2 

2 

3 

3 

3 

3 

71. DO YUu BiLIEVE THAT YOU HAVE EV1R BEEN PHYSICALLY ILL DUE TO PROFESSIO~AL 
LlSTlli. ~S? 

__ (1)Yes __ (2)No 

72. 00 YGU BE.Ll.E.Vl:. THAT YOU HAVE E.VER BEEl' ME~~ALLY ILL DUE TO PROFESSIO?-;AL 
. DIS'"'?J.SS? 

__ (l )Yes __ (2)No 

73. HC' . .; EANY ;) lC}: DAYS riD YOU TAla:: LAST YEAR? 
____ days 

74. H01i !·;JJ;y SICt DAYS HAVE YOU TAKEN TO DATE? (THIS YEAR) 

____ days 

THANK YOU FOR COMPLETING THIS PORTION OF THE SURVEY. PLEASE GO ON TO THE FINAL 
SECTIONS. 
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PAGE 

C. PLEASE IESCRIBE, IN AS MUCH DETAIL AS POSSIBLE, A COMMON AND FEBSISTENT DISTRESSFUL 
EDUCATIONAL SITUATION IN WHICH YOU WERE INVOLVED IN YOUR SCHOOL ENVIRONMENT: 
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The University of Arizona 
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N. BAUSCH PAGE 

D. PLEASE IESCRIBE THE COPING STRATEGY (STRATEGIES) THAT YOU USED TO ALlEVIATE OR 

ELIMINATE THE PISTRESS IN THE SITUATION THAT YOU HAVE DESCRIBED& 

75. HOw WELL DID IT (THEY) WORK? __ (1 )Successful __ (2)Moderately successful 

__ ( 3) Unsuccessful 

li. . WITH HINDSIC:HT, WHAT MORE APPROPRIATE OR BETTER COPING STRATEGIES MIGHT YOU 

HAVE USED TO REDUCE OR DISF£1 THE DISTRESS IN THE SITUATION THAT YOU HAVE 

DESCRIBED: 
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