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CHAPTER2 

THE HISTORY AND LIFE OF SECONDARY SCHOOL TEACHERS IN 

TOWNSHIPS IN SOUTH AFRICA 

2.1 INTRODUCTION 

Since the arrival of Jan van Riebeeck in 1652, the relationship between whites and non­

whites has been based on some form of racial separation in social, economic and 

political spheres; even land was almost exclusively racially organised (Kok & 

Gelderblom 1994:95; Vosloo, Kotze & Jeppe 1974:32). Whites felt themselves socially 

and culturally different from non-whites and were not prepared to incorporate them into 

their own society - despite miscegenation and their heavy reliance on non-white labour 

(Vosloo et al1974:32). 

This separation led to residential areas for whites, called suburbs; and those for black, 

called locations or townships (Davenport 1991:524; Vosloo et al1974:40). Because of 

the derogatory nature of the word location the term township is preferred and will be 

used throughout this study. Because the residential areas were based on the apartheid 

policy, there are differences in their structures, provision of services and conditions or 

rights of land occupation (Davenport 1991 :527; Heymans & Totemeyer 1988:114). 

Suburbs are characterised by a good infrastructure, recreational facilities and sound 

security, while townships are characterised by a serious lack of security and 

infrastructure (Kok & Gelderblom 1994:122). Bluen and Odesnik (1987:55) mention 

that the structure of a residential area affects its residents physically, mentally and 

spiritually. Therefore, the life, behaviour and the stress level of township teachers 

should be viewed in relation to the history and structure of townships. 

In this chapter an attempt is made to clarify how townships were established, what it is 
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like to live in them, the conditions under which township teachers have been working 

and how education for township children has been provided. It further throws light on 

the needs of teachers and the perceptions and images of the teaching profession. 

It highlights the changes that took place over the years and conclude that teachers, but 

specifically township teachers, are an endangered species. Therefore the following 

paragraphs will throw some light on the factors that influence the feelings of township 

people, especially teachers and students. 

2.2 ESTABLISHMENT OF TOWNSHIPS 

2.2.1 Pre-colonial relationships between blacks and whites 

Prior to the arrival of whites in South Africa in 1652, there were no fixed settlements for 

blacks. The Africans moved about and lived in tribal groups and depended on cattle, 

land and gathering (Davenport 1991 :3; Thompson 1990:6). Upon their arrival, the white 

settlers discovered that the African people were not only divided along tribal lines, but 

were also engaged in wars - mainly for land and supremacy (Davenport 1991: 12; Elpick 

& Giliomee 1979:309; Mostert 1992:139). White settlers also became involved in the 

battle for land and supremacy. Because of their advanced weaponry and war tactics, 

they succeeded in defeating tribes and in conquering land and livestock, and thus 

established themselves as a superior group (Davenport 1991 :31; Elpick & Giliomee 

1979:384; Thompson 1990:76). Firstly, it is important to mention that whites did not 

start tribal wars, but they only channelled them to reach their aims of acquiring land 

and supremacy. Secondly, the strategies of dividing blacks into allies and enemies, 

and of keeping blacks separate from whites (for example by planting a hedge of bitter 

almonds around their (the white's) kraals, were the first marks of apartheid or separate 

development that later led to the establishment of townships and Bantustans 

(Davenport 1991 :124; Parker & Pfukani 1975:33). 
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2.2.2 Mining and settlements for blacks 

With the discovery of diamonds and gold in 1867 and 1886 respectively, there was a 

high demand for labour. This demand did not only occur in the mining industry, but 

also in the ports and stations. There was also a need for domestic workers and workers 

for other services (Adhikari 1993:13; Maylam 1986:145). Coupled with the demand for 

labour was the poverty faced by the Africans in rural areas due to loss of land and 

livestock to the white settlers. 

Therefore most Africans depended on their labour for survival. These "push and pull 

forces" led many blacks into mining areas and towns as migrant labourers (Adhikari 

1993:13; Thompson 1990:111). 

Although some whites provided accommodation for their black workers, many 

employers failed to do so (Worden 1994:42). For these blacks there was no alternative 

but to house themselves in the squatter camps or shanty towns which sprang up around 

these mining areas and towns. In these squatter camps, blacks made houses from 

corrugated iron sheeting, flattened oil drums, cardboard and any other material 

available that could stand as a wall (Maasdorp & Humphreys 1975: 15; Thompson 

1990:178). Something had to be done urgently to control the increasing number of 

blacks in these mining areas and towns. A number of laws and regulations were 

therefore promulgated to this effect. 

In 1923 the Native (Urban Areas) Act was passed. The act empowered municipalities 

to 

set aside segregated areas for occupation by blacks 

establish native revenue accounts 

control the domestic manufacture and consumption of liquor, and to 

control the influx of blacks into urban areas (Maylam 1986:151; Thompson 

1990:163; Worden 1994:44). 

This was the first intervention by central government in black urbanisation. According 

25 



to Davenport (1991 :234) and Were (1974:186) the main aim of the intervention was to 

enable whites to control blacks more effectively rather than to improve living conditions 

for blacks. For example, Ndabeni (in Cape Town) was surrounded by a 6 feet high 

barbed wire fence and patrolled by guards; visitors were severely restricted and no 

liquor was allowed (Maylam 1986:149). 

2.2.3 Modern townships 

Since 1948 the Nationalist government viewed blacks as temporary labourers who 

would go back to their homelands after the expiry of their contracts (Davenport 

1991 :504; Vosloo et al 197 4:40). Nevertheless their influx into urban areas was seen 

as a serious threat which demanded strict control. 

Consequently a number of acts were passed to control this influx. The Bantu Trust and 

Land Act of 1913 and the Pass laws, together with their subsequent amendments, were 

the most offensive to urban blacks. As a result of these acts, many Africans were 

victims of arrests and forced removals; and by the 1970's over 4 million blacks were 

convicted and many of them forced out of towns and cities to Bantustans (Davenport 

1991 :344; Maylam 1986:175; Thompson 1990:194). It is the researcher's view that this 

large scale imprisonment promoted a lack of fear for imprisonment among blacks -

regardless of the nature of the offence. The large scale imprisonment of students and 

activists in 1976 and after, further encouraged this lack of fear and consequently arrest, 

prosecution and imprisonment were worn without shame, as badges of courage (Biuen 

& Odesnik 1987:51; Motau 1985:203). 

Despite the passing of the 1923 Act, very few municipally-controlled townships were 

established and the majority of urban blacks, whose numbers increased despite the 

arrests, lived in uncontrolled squatter camps. The large number of urban blacks forced 

the government to accept the permanence of blacks in urban areas by the late 1970's 

(Cowell 1988:34; Thompson 1990:226). In line with the apartheid policy, Black 

Community Councils were established in 1978 to run townships. This led to the 

establishment and upgrading of a number of townships (Davenport 1991 :529; Swilling, 
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Humphries & Shubane 1991 :64). Despite the fact that blacks were running black 

townships, serious problems were still experienced by township residents. Problems, 

such as a shortage of houses and sites (or land) and lack of services, led to the 

rejection by the residents of these Black Councils as illegitimate apartheid structures 

and surrogates of White rule that use blacks to oppress blacks (Cowell 1988:721; 

Heymans & Totemeyer 1988:135; Feinberg & Odendaal 1994:23). This implied that 

there was no legitimate governance of townships. 

By the 1980's the rejection of Black Councils gained momentum and residents in a 

number Qf townships refused to pay rent and service charges and illegally erected 

shacks on empty land to highlight poverty and landlessness (Sached 1985:36; Worden 

1994:126). By the early 1990's most township councils had collapsed and these 

townships were rendered ungovernable. Squatter camps were common to most 

townships (Le Raux 1993:89; Vander Merwe 1990:3; Worden 1994:130). 

In the 1960's and 1970's local government demolished illegal shacks and acted against 

rent defaulters. However, from the late 1980's they failed to do so (Mackenzie 1996:1; 

Teleki 1994:81; Worden 1994:126). It is the researcher's opinion that the failure of the 

government to act against illegal squatters and rent defaulters was due to, inter alia, 

political pressure, the release of political prisoners and the process of negotiation 

between liberation movements and the then Nationalist government. 

In conclusion, it could be mentioned that the squatter camps that were erected in 

defiance since the 1980's, with all their features such as overcrowding and the lack of 

sanitary facilities, still stand in many townships today. In fact, many observers believe 

that squatter camps or informal settlements are here to stay - as in many other 

developing African countries (Kok & Gelderblom 1994:101; Minnaar 1992:63). There 

are about seven million people who live in squatter camps in South Africa (Kok & 

Gelderblom 1994:104). Despite its promises of mass-housing for the masses, the 

present government has already indicated that it is unable to meet the housing backlog 

(Saturday Star 1997:2). Therefore the problems characterising squatter camps will 

always make life difficult for township people and for township teachers in particular. 
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2.3 TOWNSHIP LIFE IN GENERAL 

Basic facilities such as running water, flushing toilets, clinics, schools and recreation 

centres always were and still are inadequate in the townships (Heymans & Totemeyer 

1988: 114). The rent boycott and erection of squatter camps have worsened the 

situation: blocked and leaking sewerage systems, burst water pipes, street corner 

dumps, open electricity wires and vandalised municipality or community property have 

become common sights in the townships (Brink 1994:81; Fuphe 1994:4; Sunday Times 

1994(a):20). These circumstances affect township residents negatively and force them 

to live in unhygienic and squalid conditions. The rent boycott, the collapse of services, 

the erection of illegal squatter camps and the influx of many blacks into urban areas led 

to a collapse of law: criminal acts such as theft, burglary, assault, rape, murder, 

prostitution and gun and liquor trafficking have become common in the townships (Kok 

& Gelderblom 1994:150; Teleki 1994:38). Statistics indicate that a serious crime is 

committed in South Africa every 17 seconds and most of these occur in the townships 

(Barron 1994:10; Fuphe 1994:4; Sunday Times 1994(b):24). 

It is important to mention that before the 1994 democratic elections, there were almost 

no laws which protected the lives, rights and civil liberties of black people, except the 

repressive and humiliating apartheid laws (Stevens & Yach 1995:vii). The police were 

expected to maintain these laws. In the process of enforcing these laws the police 

brutalised and harassed black communities (Nasson & Samuel 1990:18; Pottinger 

1988:315). The black communities, in turn, avenged themselves by attacking the 

police, their families and their property (Cowell 1988:40; Ncholo 1994:3 Worden 

1994:129). It is the researcher's view that blacks viewed every law as an apartheid 

law, which had to be violated, and every policeman/woman as a defender of apartheid, 

who deserved to be punished. This tension between the police and the black 

community promoted crime in the townships. However, the above scenario changed 

from the early 1990's: the police have become too afraid to protect the community and 

to follow up cases and they participate in criminal acts (Maluleke 1997:4; Ncholo 

1994:6; Volksblad 1997(c):2). For example, gangsters get away with murder both 

literally and figuratively, people who lay charges are themselves assaulted or 
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threatened with firearms by the police and accepting bribes is common (Ncholo 1994:9; 

Saturday Star 1997:2). It is the researcher's opinion that the bad treatment that the 

police experienced at the hands of their own people in the past is one of the factors 

contributing to their present behaviour. Regardless of the reasons, the public, 

especially township people, do not have adequate security, and crime continues 

unabated. 

The 40% unemployment rate in the country in general exerts a further negative 

influence on township life. In fact only 35% of blacks have jobs compared to 71% of 

whites (Davie 1994:3)(). It is general belief that the high rate of unemployment, and the 

accompanying poverty have a direct effect on crime and moral decay (Barron 1994:10; 

Fuphe 1994:4; Ndabandaba 1987:28; Sunday Times 1994(c):3). 

Another factor that negatively affects township life is overcrowding. Many people (up to 

16), are sharing a four-roomed house or shack; and too many people are 

accommodated on a small piece of land - especially in the case of squatter camps 

(Biuen & Odesnik 1987:51; Kok & Gelderblom 1994:128). The renting of backyard 

buildings, rooms and shacks promotes overcrowding and illegal squatting (Kok & 

Gelderblom 1994:110; Teleki 1994:38). The situation is worsened by people from 

different cultural backgrounds and countries being housed in the same areas - as is the 

case with migrant labourers who would stay illegally with their families in squatter 

camps or in backyard buildings (Biuen & Odesnik 1987:51; Teleki 1994:38). 

The preceding discussion indicates clearly that township life is very stressful for 

inhabitants. In fact, Pottinger (1988:346) rightly remarks that there is a link between 

poverty and homelessness and insurrectionary sentiments or violent crime. For most 

teachers, for whom education is very important, the conditions in townships are 

unacceptable and embarrassing. Hence Thembela (1984:30) remarked that it was 

common for teachers to teach hygiene in dirty classrooms and dirty surroundings. This 

may have made the teachers' lessons incompatible with reality, causing confusion 

among students. 
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2.4 TOWNSHIP EDUCATION 

Before the arrival of white settlers in the Cape, life for Africans was simple and 

predictable. There were no formal schools and children learnt from their parents and 

older members of the society through experience. There were also mountain schools 

or initiation schools where boys and girls of a certain age had to go for, among others, 

circumcision, training in manhood or womanhood and general reinforcement of 

society's attitudes and values (Jones 1966:31; Sached 1985:30). In 1652 the first white 

settlers came to the Cape as part of the trading company called the Dutch East India 

Company (DEIC). Although the DEIC was not directly interested in the education of 

Africans, Jan van Riebeeck recorded in his diary on the 17th of April 1658 that they 

began holding school for young slaves to teach them Christian prayers; the slaves were 

promised a glass of brandy and two inches of tobacco each to stimulate their attention. 

Education in this, the only school for slaves, was based on the principles of the Dutch 

Reformed Church (DRC) (Kallaway 1984:45; Sached 1985:32). The next schools were 

to be established by missionary societies. 

2.4.1 Missionary education 

When the British Government took over control of the Cape during the 19th century, 

many missionaries came to the Cape with the aim of spreading Christianity. In the 

process a number of missionary schools were established by the various missionary 

societies. The main aim of missionary education was Christianisation of the African 

people (Adhikari 1993:18; Jones 1966:34). 

It is important to mention that missionary education experienced serious problems such 

as lack of funds (particularly from the State), lack of common syllabi, different 

ideologies, serious overcrowding, shortage of teachers and shortage of books and 

facilities (Bantu Education 1954:5; Behr 1978:166; Jones 1966:100). In 1935 a 

committee on native education found that 70% of African children of school-going age 

were not at school and many more could not be accommodated. The committee also 
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witnessed the most appalling instances of overcrowding in all schools for Africans, with 

one school in particular, cramming 400 students in one classroom (Behr 1978:164). In 

addition to the poor working conditions at these schools, teachers earned far less than 

their white counterparts (Adhikari 1993:29). These factors might have frustrated 

teachers who worked at these schools. 

Although the missionary schools' efforts to train the intellect of the black child were 

commendable, the missionaries made the error of viewing the African culture as 

barbaric and heathen. The education that the missionaries brought with them was 

based on the Western culture and thus their task was to uproot the local culture (Bantu 

Education 1954:5; Sached 1985:35). This western culture was foreign to both black 

students and their teachers (Thembela 1984:30) who were employed with the 

instruction to establish the Western culture in the hearts of African children. 

In 1949 the government appointed the Eiselen Commission to formulate plans designed 

to provide "education for Natives as an independent race, in which their past and 

present, their inherent racial qualities, their distinctive characteristics and aptitude and 

their needs under ever-changing social conditions were taken into consideration" (Behr 

1978:165). The Commission drew a clear line of distinction between education for 

whites and education for blacks. Its report was released in 1951 and its main 

recommendations were embodied in the Bantu Education Act No. 47 of 1953. This act, 

which was to govern education for blacks for many years, will be briefly discussed. 

2.4.2 The Bantu Education Act of 1953 

The Bantu Education Act of 1953 was to form the basis for the control and provision of 

education for blacks for four decades. It is the researcher's view that its implications 

and effects will continue to influence education in this country for many more years to 

come. Some of the aspects of the act will be briefly discussed. 
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2.4.2.1 Control of education 

The most important development in Bantu Education was the removal of the control of 

education from missionary societies and provincial governments and the placing of this 

control with central government. This enabled the government to, inter-alia, restructure 

syllabi, train teachers and finance education {Bantu Education 1954:12; Jones 

1966:103). As a result of the fact that these changes were based on the policy of 

apartheid, they impacted negatively on education for blacks and caused black teachers 

a great deal of stress. In fact the then Minister of Native Affairs, Dr HF Verwoerd, 

acknowledged that the majority of the then 22 000 black teachers were against Bantu 

Education (Bantu Education 1954:19). 

2.4.2.2 Content of education/syllabi 

Dr Verwoerd rejected education set up by missionaries on the grounds that it produced 

the wrong type of blacks by training them along European lines for professions not open 

to them because of the apartheid policy (Bantu Education 1954:7; Fenwick & 

Rosenhain 1991 :75). Therefore, education for blacks was to be vague in objective and 

aimed at promoting unfair competition and comparison between blacks and whites 

(Coutts 1992:2; Fenwick & Rosenhain 1991 :127; Hartshorne 1988:30). 

2.4.2.3 Teacher training 

According to Behr (1978:145) Bantu Education also promoted poor teacher training. It 

deliberately produced poorly trained teachers who would in turn produce poorly taught 

students. This was entrenched by the National Education Amendment Act of 1969 

which stated that the training of white persons as teachers would extend over four years 

for secondary school teachers and three years for pre-primary and primary school 

teachers. Black teachers were still trained for one year and two years respectively for 

primary and secondary schools (Hartshorne 1988:19). Moreover, very few black 

teachers were ever trained. According to Cemane (1987:161) in 1985 only 20% of 

black teachers had qualifications similar to those of whites, and only 36% were qualified 
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enough to teach at secondary schools; 16% of secondary school teachers did not pass 

Grade 12 (or matric) themselves! 

This led to the employment of many white teachers in black schools, further promoting 

white domination (Mboya 1993:59; Sached 1985:195). In contrast, blacks could not 

teach in white schools. At present many white schools offer black languages as part of 

the curriculum; but white teachers are employed to teach these black languages to 

white children. This confirms the view held by Motau (1985:204) that the aim of not 

employing black teachers to teach white children is to avoid having black teachers in a 

supervisory capacity over white children. 

2.4.2.4 Salaries of teachers 

Black teachers earned far less than white teachers (Adhikari 1993:29). According to Dr 

Verwoerd, the reason for the differences in salary was that the salaries of white 

teachers were based on the salaries of white parents (and consequently salaries of 

black teachers were based on salaries of black parents) (Bantu Education 1954:19). 

Since black parents earned very little, black teachers were also paid very little. 

2.4.2.5 Financing of education 

Education for blacks was financed in such a way that black students and teachers were 

disadvantaged compared to other races (see Table 2.1). The inadequate financing 

implied shortages of schools, teachers, books and facilities; it also implied higher 

financial contribution from parents who earned very little - thus making education a 

privilege of only those who could afford it (Nasson & Samuel 1990:32; Sached 

1985:152). Poor financing of education implied that black teachers had to work under 

extremely poor conditions. 
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TABLE 2;1 :·· STATE PER .CAPITP, EXPENDITURE ON SCHOOL PUPILS BY RACE 

(RANDPER·ANNUM) 
.... ·.···· 

Year Africans Coloureds Indians Whites 

Per Capita %of White P.C.E. %of White P.C.E. %of White P.C.E. 

Expenditure 

(P.C.E.) 

1971-2 25.31 5.50 94.41 20.50 124.40 27.00 461.00 

1973-4 39.53 6.50 125.53 20.70 170.94 28.30 605.00 

1975-6 41.80 6.50 139.62 21.70 189.53 29.40 644.00 

1976-7 48.55 7.50 157.59 24.50 219.96 34.20 654.00 

1978-9 71.28 9.80 225.54 31.20 357.15 49.30 724.00 

1979-80 91.29 7.80 234.00 20.00 389.66 33.30 1169.00 

1980-1 176.20 17.40 286.08 28.00 n/a n/a 1021.00 

1981-2 165.23 13.50 418.84 34.30 798.00 65.70 1221.00 

1982-3 192.34 13.90 593.37 42.80 871.87 63.00 1385.00 

1983-4 234.45 14.20 569.11 34.40 1088.00 65.80 1654.00 

1986-7 476.95 19.00 1021.41 40.70 1904.20 75.90 2508.00 

Source: Nassonand Samuel19~10:31 · .. ·. 
.... ·.· 

2.4.2.6 General remarks 

The poor provision of education for blacks and the frustration this brought about, 

reached a climax in June 1976, when Soweto students took to the streets to protest 

against Afrikaans as a medium of instruction. The police confronted them, shots were 

fired and many students were killed (Coutts 1992:4; Dlamlenze 1985:156). The riots 

were not only limited to Soweto, but also spread to other parts of the country. 

Grievances were not only limited to Afrikaans, but included demands such as dismissal 

of teachers and principals, refunding of school funds (implying free education) and a 

single ministry of education (Diamlenze 1985:159; Sethi 1987:228). In the process 

teachers were assaulted, buildings and other property were burnt and students were 

arrested (Diamlenze 1985:161; Thembela 1984:32). 

Since 1976, the student movement has become very strong and sometimes 

threatening. Students did not only pursue educational goals, but also a number of 
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issues which did not directly concern them. These issues included high township rents, 

high taxi and bus fares, police brutality and poor provision of services by local 

governments {Biuen & Odesnik 1987:51; Bot 1985:8). Students won most of these 

battles. It is the researcher's view that the students' victories created an understanding 

in their minds that they were stronger than their parents and teachers. Hence discipline 

and control at home and at school weakened. 

To round off the discussion, it is important to mention that although the ministry of 

education changed from Bantu Education to Education and Training, and more recently 

to Education and Culture (in the new government), the problems of Bantu Education 

will still be experienced for many years to come. This implies that the stress caused by 

Bantu Education may still be experienced to a certain degree. The big problem facing 

the new government is reversing the effects of Bantu Education. This could take years 

and millions of rands. The aim of the previous discussion was therefore to put the 

black teacher's dilemma into perspective. 

The next discussion will focus on the effects of Bantu Education on black teachers in 

South Africa, particularly on township teachers. 

2.5 THE BLACK TEACHER'S DILEMMA 

2.5.1 Unrest in township schools 

Since 1976 unrest and violence have become commonplace in black education. This 

unrest includes school boycotts, riots, strikes by students, and, since 1990, stay-aways, 

chalkdowns and strikes by teachers {Bot 1985:7; Bot & Schlemmer 1986:4; Current 

Affairs 1993:4). A number of factors, formulated as demands, caused the unrest. 

Students' demands included: 

abolition of corporal punishment, 

abolition of age limit/age restriction, 

abolition of sexual harassment of school girls by teachers, 

addressing the problem of shortage of books, 
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one ministry of education, and 

issues which were not directly related to their schooling like rent hikes and high bus 

fares (Bot 1985:7; Unterhalter, Wolpe, Botha, Badat, Dlamini & Kgotseng 1991:119). 

Although black teachers had been opposed to apartheid education since 1954, they 

found it difficult to organise large scale protest actions against the state. The reasons 

for the low resistance could have been, inter alia: 

that most teachers were married women and their position was insecure (married 

women were never appointed permanently), 

the teachers' poor qualifications, and 

the division of teachers along ethnic lines (Adhikari 1993:12; Reeves 1994:67; 

Millar, Raynham & Schaeffer 1991 :45). 

However, the 1976 school riots had a lasting effect on township teachers. Teachers 

who had been students during the riots felt a deep sense of solidarity with students. As 

a result, from 1980, teachers became more and more radicalised (Reeves 1994:70). 

By 1990 many teachers were politically active, and for the first time in the history of 

education in South Africa national strikes, chalk-downs and class boycotts were staged 

by teachers. Teachers' demands included: 

a living wage, 

job security, 

parity between salaries of male and female teachers, and 

a single ministry of education (Business Day 1993:14; Current Affairs 1993:3; Vale 

& Hall1990:6). 

Since this unrest took place mainly in township secondary schools, it was these 

teachers who were the most traumatised and exposed to danger and stress resulting 

from these situations. 

2.5.2 The choices of the township teacher 

Since the introduction of Bantu Education in 1954, many black teachers were put in an 
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awkward position. The black community, most of which was illiterate, looked upon 

teachers for liberation (both educational and political). 

On the other hand, teachers had to sell their labour to the state and earn a living. For 

the sake of their livelihood, most teachers became loyal to the state and, reluctantly, 

ignored the struggle. This led to the view that teachers were "sell-outs" and extensions 

of the state control mechanisms (Motau 1985:206; Unterhalter et al 1991:179). This 

awkward position of township teachers is explained well by lan Moll (in Unterhalter et al 

1991: 185) when he says that teachers occupy a contradictory political and class 

location in society; they stand between the working class and the bourgeoisie and are 

subject to pressure from both groups. 

The involvement of black teachers in politics exposed the awkwardness of their position 

even more: the teacher was either on the side of the students, or that of the 

department (Reeves 1994:72). The majority of teachers did not support the 

government because of its apartheid policies in education. These teachers, therefore, 

could not commit themselves fully to their work (Millar et al 1991 :46). While teachers 

who played an active role against the state were victims of dismissal and arrests, those 

who did not participate in protest actions against the state were seen as collaborating 

with the state and were thus victims of attacks and abuse by students (Reeves 1994:63; 

Thembela 1984:31). 

The choices which black teachers made during the years of struggle against apartheid 

education, may affect their lives for many years to come. For example, after the 1994 

elections, mainly teachers (and other civil servants) who were thought to have played 

an active role in the struggle (i.e. activists) were promoted to senior positions in 

government departments, regardless of their experience and qualifications (Robinson 

1997:4; Ramogale 1997:13; Volksblad 1997(b):1). Mphahlele (1996:15) is quick to add 

that only Xhosa or Nguni speaking activists were promoted. This seemingly unfair and 

unsystematic programme of promotion has led to mistrust and poor morale among 

teachers and has forced many experienced teachers and principals to opt for voluntary 

severance packages- another difficult choice for teachers (Seloane 1997:4). 
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The complex choices teachers had to make through the years divided them into various 

groups, mainly based on political ideologies. The two main approaches are 

conservatism or neutrality and activism or progressiveness (Mncwabe 1989:69; Van der 

Heever 1987:9). These divisions led to the establishment of various teacher 

organisations or unions. Each stance will be discussed briefly. 

2.5.2.1 Conservatism or neutrality 

Neutrality is sometimes defined as not taking sides in a situation of social conflict 

(Mncwabe 1989:69). In the same context, teacher neutrality means non-political 

schools, non-political curricula and non-political teachers (Shalem 1990:4). For many 

years most black teachers tried to be neutral. Even teachers who were politically active 

as high school or college students just became passive when they secured a teaching 

post (Mncwabe 1989:69; Reeves 1994:69). Mncwabe (1989:62) emotionally declares 

that black teachers were trained to serve like trained dogs, monkeys and horses -

animals that cannot take decisions outside the realm oftheir immediate training. It is 

for this reason that Walker (in Unterhalter et al 1991:161) believes that in the South 

African context, teacher neutrality was tantamount to dissemination of state ideology. 

Teachers were expected to maintain the ideological control and the political interest of 

the state. Teachers who dared to challenge the status quo were severely punished. 

They were fired, demoted, transferred or victimised in any possible way (Reeves 

1994:5). Therefore, for the sake of their families, teachers had to behave as expected 

by the state. 

It was only in the 1980's that neutrality and stereotyped professionalism were openly 

challenged. Teachers became more radical and politically active. This led to the 

establishment of a number of progressive teacher organisations (Reeves 1994:70). 

2.5.2.2 Activism or progressiveness 

The term progressive in black politics implies alignment to liberation movements such 

as the African National Congress (ANC) and United Democratic Front (UDF) (Reeves 
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1994:71). 

The point of departure for teacher activism is that black teachers are part of the 

oppressed community and they should therefore use their skills as a platform to liberate 

these oppressed communities (Mncwabe 1989:49; Unterhalter et al1991 :161). It is the 

progressive teachers who are expected to pursue and promote issues such as the 

democratisation of school control, people's education for people's power and education 

for liberation. 

In fact from the early 1980's there was talk of people's education, while the official 

education system was in force. It was the progressive teachers (and students) who 

were involved in people's education - in preparation for a new and democratic society 

(Mboya 1993:64; Vander Heever 1987:10). 

After the 1976 school riots, teacher radicalism increased and a number of teacher 

organisations were formed. The feeling among the progressive teachers was that the 

old established teacher organisations were part of the state. For example, the African 

Teachers' Association of South Africa (ATASA), the United Teachers' Association of 

South Africa (UTASA) and the Teachers' Association of South Africa (TASA) were part 

of the De Lange Commission of 1981 (Reeves 1994:67; Unterhalter et al 1991 :188). 

Thus the progressive teachers felt that these organisations did not represent them and 

they had to establish their own organisations. This led to the establishment of a 

number of progressive organisations from the early 1980's (Reeves 1994:75). As 

mentioned earlier, members of the progressive organisations were subjected to 

victimisation, harassment, demotion and dismissal by the Department of Education and 

Training (Reeves 1994:51; Unterhalter et al1991 :192). 

2.5.3 Teacher unity 

Between 1985 and 1990 all organisations of black teachers (both conservative and 

progressive) participated in unity talks- in an attempt to unite teachers, especially black 

and non-black progressive teachers. These talks culminated in the formation of the 
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South African Democratic Teachers' Union (SADTU) in 1990 (Unterhalter et al 

1991 :200). However, teacher unity was not achieved, because during the unity talks 

some teacher organisations, such as the Transvaal United African Teachers' 

Association (TUATA), and the Natal Teachers' Society (NTS) withdrew from these talks, 

citing the militancy of the new organisation as a reason. Teacher unity was also 

jeopardised by SADTU's affiliation to the Congress of South African Trade Unions 

(COSATU). Some teachers felt that affiliating to COSATU was tantamount to affiliating 

to the African National Congress (ANC) and this violated the principle of political 

neutrality, Moreover, joining COSATU would sacrifice teacher professionalism (SADTU 

News 1996:2; Unterhalter et al 1991 :201). These differences were to cause conflict 

among ~pwnship teachers and may have contributed negatively in the past, but even 

today, to the township teacher's stress situation. 

The preceding discussion makes it clear that the black teacher occupied a position of 

controversy and conflict in the struggle against apartheid education. The conflict 

among teachers led to the establishment of different teacher unions. 

2.5.4 Teacher unions 

Many teachers came to the profession with positive feelings, but these changed as 

students, communities and the media turned against them. The loss of public support, · 

coupled with work-related problems such as too much paperwork and the lack of 

facilities, made them feel frustrated and lonely (Farber 1991 :148; Zehm & Kottler 

1993:91). For township teachers, additional problems included overcrowding, 

harassment of teachers by authorities and security forces and low salaries (South 

African Labour Bulletin 1990:23). These factors forced teachers to pledge solidarity, 

and in this way teacher associations were formed. Because black teachers united to 

defend themselves against the injustices of Bantu Education, their associations were 

militant in character (Reeves 1994:81 Unterhalter et al 1991 :189). 

The history of teacher organisations in South Africa is a sad testimony to the 

polarisation of apartheid education. Before 1980, there was a range of teacher 
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organisations which were set up along racial and provincial lines. For example, there 

were organisations for teachers of the different population and language groups (i.e. 

English, Afrikaans, Coloureds, Indians and Blacks) as well as for the different provinces 

(i.e. Natal, Cape, Transvaal and the Orange Free State). All these teacher bodies were 

closely linked to their various ethnic or provincial education departments (NECC 

1992:25; Reeves 1994:67). Until the early 1980's, black teachers tended to accept the 

inequalities in education fairly quietly (Reeves 1994:67). The fear of victimisation 

might have forced teachers to keep quiet in the face of unfairness and discrimination. 

The political events in the country in 1976 affected these state-recognised teacher 

organisations and their role in education. Some of these organisations distanced 

themselves from the state (Diamlenze 1985:158; Reeves 1994:69). On the other hand, 

a number of new and more militant organisations was formed from the early 1980's. 

The majority of members of the new organisations were students of the 1976 uprising -

hence their militancy (The Star 1993:13). 

The newly-formed organisations included the National Education Union of South Africa 

(NEUSA), Progressive Teachers' Union (PTU), Western Cape Teachers' Union 

(WECTU) and Progressive Teachers' League (PTL). These unions protested against 

inferior education, shortage of teachers, security police and low salaries. They even 

joined with students and used strategies such as marches, boycotts and strikes to 

highlight their situation (Reeves 1994:81; South African Labour Bulletin 1993:71 ). 

In 1990, after intensive talks, teachers united to form the South African Democratic 

Teachers' Union (SADTU). The aim was to unite all teachers into one body. As 

mentioned before, this did not materialise and in 1991 most white teacher organisations 

and some black teacher organisations formed the National Professional Teachers' 

Organisation of South Africa (NAPTOSA) - citing the militancy of SADTU as a reason 

for withdrawal from the unity (Unterhalter et al 1991 :201). The tensions caused by this 

division create problems and stress for teachers who work in the same school and 

share staff rooms and other facilities. Tension rises when one of these organisations is 

involved in an industrial action such as a strike and the other is not; or when one 
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organisation accepts a proposal from the government and the other rejects it. These 

divisions also cut through communities, students and authorities (Moodley 1995:85; 

Reeves 1994:90). It is obvious from the above that these divisions may cause stress 

for the teachers involved. 

2.5.5 Teacher strikes 

Since 1976, the education crisis in township schools has deepened. However, only 

students were involved in strike actions. It was not until the mid-1980's that teachers 

became involved (Reeves 1994:72). Before the formation of SADTU, only a few 

teachers, mostly township teachers, because of fear of dismaissal, were involved in 

these labour actions (Reeves 1994:72). Since the formation of SADTU, teacher strikes 

were organised countrywide and thousands of teachers were involved. SADTU claims 

to represent 150 000 teachers of the 250 000 teachers (Unterhalter et al 1991 :186). 

The demands of teachers included: 

re-instatement of dismissed teachers, 

living wages, 

job security, 

employment of more teachers, 

parity in salaries of male and female teachers, and 

a single ministry of education (Business Day 1993:14; Current Affairs 1993:3; 

South African Labour Bulletin 1993:71). 

The above-mentioned demands highlighted problems that were experienced during 

Bantu Education. The demands, therefore, confirmed the view that the change from 

Bantu Education to Education and Training brought about few changes in education for 

blacks; and that this would be the case as long as the provision of education for blacks 

and whites remained segregated (Kallaway 1984:352; Nasson & Samuel1990:23). 

A question which has been hotly debated, is whether teachers should be allowed to 

strike. Some parents and academics are of the opinion that teachers, like other 

workers, have the right to strike (Business Day 1993:14). However, others feel that 
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teachers should not participate in strike action as this shows scant regard for students 

and is not in line with teachers' professional status (Moodley 1995:85). Moreover, the 

decision to participate in boycotts, strikes or protest marches could be risky for township 

teachers. The reason for this is that such actions are politically motivated and are 

associated with certain political organisations. Therefore, participating in these actions 

could be seen as favouring a specific organisation. Because there are many 

organisations in the townships, teachers who participate in these actions could become 

targets of opposition parties that are against such actions (Ledwaba 1997:4; Teleki 

1994:32; The Star 1993:13). 

In conclusion it should be mentioned that teacher strikes seriously disrupt education in 

the townships. However, since 1994 there have been few strikes involving teachers. 

Despite this, teaching and learning have not been effective in the townships (Mona 

1997:3). This brings the question to mind: Is it the effect of years of apartheid 

education or are teachers hiding behind "the system" (as Bantu Education was known)? 

The researcher is of the opinion that both factors influence education in the townships 

and that it will continue to plague teachers in future, contributing to high levels of stress. 

2.6 TEACHING: THEN AND NOW 

"Once upon a time, the teaching profession was the 'promised land', where dedicated 

idealists could spend their days moulding the next generation, secure in the knowledge 

that they could look forward to a lifetime of security and respect. Today many teachers 

feel more like denizens of Through the Looking Glass, Blackboard Jungle, or Animal 

House. Schools- and kids- are not what they used to be. Problems have multiplied. 

Challenges have turned into pervasive difficulties. Even many skilled and devoted 

teachers are saying that the professional and financial rewards don't begin to balance 

the frustrations they face every day on the job" (Fooner in Moodley 1995:62). 

During the past 15 to 20 years, a truly historical process has been taking place, during 

which the demands made on teachers to accept new responsibilities have been steadily 

increasing. This increase in teachers' responsibilities has not been accompanied by the 
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necessary changes in their training. Moreover, a parallel process of withdrawal from 

educational responsibilities by parents or the community has been taking place. Not 

only is support for teachers withdrawn, but teachers are also blamed for the ills of 

society (Cole & Walker 1989:8,13; Farber 1991:196). 

Furthermore, overseas studies on the nature of the most significant problems 

encountered by teachers in classrooms in the 1940's as compared to the current 

problems provide a striking contrast, as shown in the following lists (Gold & Roth 

1993:5). 

1940's problems 1990's problems 

1. talking out of turn 1 . drug abuse 

2. chewing gum 2. alcohol abuse 

3. making noises 3. pregnancy 

4. running in the halls 4. suicide 

5. cutting in lines 5. rape 

6. violating dress code 6. robbery 

7. littering 7. assault 

From the list it becomes clear that teachers of the 1990's are faced with more serious 

problems than teachers of the 1940's. The same situation prevails in South Africa. 

Therefore, it could be deduced that teachers of the 1990's experience more stress than 

teachers of the 1940's. The following factors make the situation even more disturbing: 

students are cleverer than in the past, they challenge the teacher's teaching and 

disciplining methods and they are more conscious of their rights as human beings 

(Rogers 1991 :86; Educamus 1994:4; Unterhalter et al 1991: 163). 

In South Africa the role of students, especially township secondary school students, in 

politics and in the struggle against apartheid rule has made them more politically 

conscious, less fearful and less respectful (Mangena 1994:10; Motau 1985:204; Vander 

Linde 1993: 13) with dire consequences for their teachers. 
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2.7 PERCEPTIONS AND IMAGES OF THE TEACHING PROFESSION 

Through the years, teachers have continued to contribute greatly to society. However, 

they have been doing this under tremendous stress due to, inter alia, time constraints 

and shortages of equipment (Gold & Roth 1993:1)(). The public is often hardly aware of 

this stress. Instead the public harbours the incorrect perception that those who make 

this positive contribution are ideal teachers teaching ideal learners in an ideal education 

system (Greenberg 1984: 14). 

Other inaccurate images of teachers and their profession include the following: 

the teacher is an admired public servant; 

teaching is a relatively easy task; 

there is infinite personal reward in working with young people; 

teaching is a secure profession; and 

the teacher is a miracle worker, with answers to all problems and cures for all 

learning weaknesses (Greenberg 1984:14). 

In addition to these inaccurate images, teachers are expected to remain calm at all 

times, to have no favourites, to hide their true feelings and to cope with life without 

stress (Greenberg 1984:14). 

As a result of these inaccurate images, many teachers enter the profession with high 

expectations, a vision for the future and a mission to educate the children and the 

youth. However, the demands, pressures and conditions under which they work can 

stifle this zeal. This leads to disillusionment and eventually even to burnout (Gold & 

Roth 1993:1X). Gold and Roth (1993:2) describe teaching as a profession of 

disillusionment: the great promise of teaching, the reward of personal satisfaction and 

sense of accomplishment are increasingly being left unfulfilled. 
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A discrepancy therefore exists between the teacher's perception of the profession and 

the public's perception thereof. Teachers also have to contend with an increasing lack 

of status and the total disregard of their needs by students, parents and authorities. 

2.8 THE STATUS OF THE TOWNSHIP TEACHER 

Teaching seems to have its share of status anomalies: it is honoured and disdained, 

praised as dedicated service and lampooned as easy work; it is permeated with the 

rhetoric of professionalism, yet features incomes below those earned by workers with 

considerably less education; and it is middle-class work in which more and more 

participants use collective bargaining strategies developed by wage earners in factories 

(Current Affairs 1991 :7; Dworkin 1987:2). 

It has been mentioned that black teachers find themselves in a difficult position: they 

were part of the oppressed community on the one hand, and servants of the oppressive 

regime on the other. The government does not pay them well and they have 

experienced the trauma of having their bona fides questioned and their service rejected 

by the community (Motau 1985:201; NECC 1992:32; Reeves 1994:60). This affects 

their status negatively, especially in townships where students are liberal and intimidate 

teachers, and parents demonstrate a scant regard for school rules (Financial Mail 

1996:51; Mangena 1997:12). 

It should be noted that there has always been a difference between political beliefs of 

students and those of teachers and parents. For example, most parents and teachers 

wanted the struggle against apartheid to continue while students remained in their 

classrooms; but students saw their teachers and parents as too weak - hence parents 

and teachers were openly defied, to such an extent that they (parents and teachers) 

became afraid of their own children (Mncwabe 1989: 115~ Motau 1985:201 ). Moreover, 

parents and teachers could not wage their own battles without the involvement of 

students. The involvement of students in issues such as the recognition of teachers' 

unions, salary increases, the chasing away of inspectors from schools and rent 

increases and poor services by locaJ governments, (Bot 1985:7; Current Affairs 1991:7) 
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therefore contributed to the decline of the status of township teachers. 

To some people, the way teachers waged their war against the government, such as 

"toyi-toyi" {war dance), school boycotts and cha!kdowns, also contributed to the decline 

of status of the teacher. Hence Mangena (1997: 12) remarks that the toyi-toying teacher 

has proved to be no teacher at all and does not inspire the confidence.of anybody. 

Economic developments also contributed to the downgrading of the status of the 

teacher, especially the township teacher. Unlike the 1960's, when teachers were 

regarded as prominent people in the community, today teachers in the townships are no 

longer the only middle-class people who earn better salaries, who have . a relatively 

higher education, who drive shining cars and who live in well-appointed houses. 

Teachers' incomes do not compare favourably with those of lawyers, doctors, company 

directors and even taxi owners who live in the townships (Mncwabe 1989: 114; Shalem 

1990:11; Sonn 1994:22). In fact teachers' salaries are so low that the issue tops the list 

in any strike action or protest march by teachers (Current Affairs 1993:4; South African 

Labour Bulletin 1990:23). 

Professionalism also plays an important role in teacher status. A professional, 

according to Thompson (in Sonn 1994:22), is a person who provides a special service 

to the community based on accumulated knowledge, skills and wisdom. Unlike doctors 

and lawyers, who deal with critical issues in people's lives at a time when they are 

desperately needed, teachers are concerned with a compulsory service which is 

regarded as a normal process in the lives of children between the ages of six and 

sixteen (Sonn 1994:22). In addition, doctors and lawyers have greater autonomy, 

whereas teachers do not have control over the service they offer: for example, they do 

not determine teacher-student ratios, or the structure of syllabi and work programmes 

(Sonn 1994:22). !t is the researcher's view that the fact that township teachers 

knowingly taught inferior syllabi to black students led to them being despised even 

more by the black communities. This negatively affected their status. In an attempt to 

avoid this, black teachers in particular vehemently reject any curriculum development 

that may exclude their participation, and maintain that only through their 
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professionalism and practical experience are they in a better position to restructure a 

new curriculum (Mboya 1993:64; Sonn 1994:23; The Teacher 1996(b):6). 

2.9 THE NEEDS OF TEACHERS 

Like all other human beings and professionals, teachers have needs that should be 

met. Needs that are not met can lead to dissatisfaction and high levels of stress (Gold 

& Roth 1993:60). The following needs can be identified: 

Emotional-physical needs 

Psycho-social needs 

Personal-intellectual needs . • 

2.9.1 Emotional-physical needs 

Teachers, like all people, express emotions that affect them both personally and 

professionally. Should these emotions affect them negatively, loss of personal 

satisfaction, illness and frustration may be experienced (Gold & Roth 1993:60). 

Gold and Roth (1993:61) identified the following emotional-physical needs of a teacher. 

They are the need for 

security, 

harmony, 

self-acceptance, 

self-confidence, 

energy/stamina, 

calmness, 

safety, 

good health, and 

physical fitness. 
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2.9.2 Psycho~social needs 

An area of importance in a teacher's professional life is the need for interaction and 

support from colleagues - since they spend most of their time in the company of 

children and thus feel lonely and isolated (Gold & Roth 1993:69). However, in some 

instances teachers do not support each other: instead they gossip about colleagues 

(back biting) and even conspire with students against other colleagues (Bavuma 

1993:12; Zehm & Kottler 1993:92). 

Teachers also need to be accepted by parents (and other adults) and students. This 

need is shattered when parents become unsupportive and students misbehave (Gold & 

Roth 1993:69; Zehm & Kottler 1993:91). All these increase teachers' stress level. 

Gold & Roth (1993:71) identified the psycho-social needs of the teacher as being the 

need for 

.a sense of belonging, 

self-understanding, 

psychological comfort, 

self-control, 

intimacy and compassion, 

collegiality, and 

love. 

2.9.3 Personal-intellectual needs 

Teaching offers the promise of being intellectually rewarding. As college students, 

teachers experience intellectual stimulation, in terms of new didactic methods and 

subject content. Often the. expectation is that this stimulation will continue throughout 

their career. However, as years pass by, teachers become bored because of, inter alia, 

teaching the same subjects at the same level every year, routine work and lack of time 

to pursue own studies (Gold & Roth 1993:84; Otto 1986:73). 
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Gold & Roth (1993:80) identified the personal-intellectual needs of teachers as being 

those for 

intellectual fulfilment, 

inteHectual excitement, 

intellectual.stimulation, 

innovative techniques, 

self-analysis, 

creativity, and 

critical thinking. 

The preceding discussion about the life of township teachers clearly indicates that many 

of the aforementioned needs of teachers are stifled by the conditions in which they 

have to live and teach daily. 

Furthermore, teachers spend a vast amount of their time dealing with students, parents 

and authorities and as a result their own needs may suffer. Dealing with people is 

more stressful than dealing with things (Johnstone 1989:8; Ngwezi 1989:92). Because 

teachers have to sacrifice in order to help people and specifically students to realise 

their own needs, teachers therefore may experience even more stress than people 

working with machines in the industrial sector. 

2.10 TEACHERS: AN ENDANGERED SPECIES 

Twenty five per cent of teachers in America experience fear of attacks by students. 

There is also a marked increase in classroom violence in Israel, the UK, France and 

Sweden (Cole & Walker 1989:7). In America, one in eight teachers was physicaHy 

attacked and one in four had his/her personal property stolen in 1979 (Truch 1980:5). 

Teachers in South Africa, and particularly in the to~nships, are equally, if not more, 

vulnerable. In South African township secondary schools, teachers have been 

attacked, insulted and even poured with petrol; they have been stoned and threatened 

with death (Current Affairs 1993:3; Reeves 1994:64; Thembela 1984:31). It is for this 

reason that township teachers are afraid of students and therefore cannot reprimand 
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them - some teachers even choose to connive with students for their owr.t safety 

(Bavuma 1993:12; Motau 1985:201). 

Teachers are not only exposed to the danger of physical assault, but there is also the 

risk of stress, that could lead to health problems, such as headaches, ulcers and heart 

failure (Halpin, Harris & Halpin 1984:136; Sutherland & Cooper 1990:100). 

As a result of the dangers to whicll they are exposed, many teachers leave the 

profession at an alarming rate. For example, in America 

40 % to 50 % of young teachers leave the profession within the first five years, 

older teachers are retiring earlier, and 

the number of teachers with 20 years or more teaching experience has dropped by 

half (Gold & Roth 1993:4; Truch 1980:1). 

In South Africa the trend is similar: 

within the first six months of 1988, more than 1700 teachers had left the profession 

(Ngwezi 1989:163); and 

with retrenchment and severance packages, 19300 teachers applied for severance 

packages in 1996, ofwhich 

15 240 have already !eft the profession by 1997 (Alfred 1997:1; Citizen 1997(c):5). 

Most of the teachers who applied for these severance packages have many years 

of teaching experience and the profession cannot afford such losses (Murray 

1997:7; O'Grady 1997:3). 

Another disturbing issue is that of teacher health. In America medical insurance claims 

by teachers have increased, and in England, the number of ill teachers retiring early 

has also increased (Tmch 1980:1). In South Africa, the number of teachers applying 

for early retirement as a result of ill health, has increased greatly; and many teachers 

who retire do not live to enjoy their sojourn from teaching (Moodley 1995:66). 

Sometlling needs to be done to protect teachers and to restore their dignity. It is the 

hope of the researcher that this study will contribute towards the sensitisation of 

authorities and the community to the plight of township teachers in South Africa. 
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2.11 CONCLUSION 

In this chapter a brief account of the establishment of townships, township life and 

township education was given. Attention was then drawn to the black teachers' 

dilemma in the townships, to the changes in the teaching profession and to the status 

and needs of teachers. The discussion clearly indicates that townships were 

established on the basis of apartheid. These townships were meant for blacks whose 

status, race and culture, according to whites, were inferior. Therefore facilities such as 

those for health, education and governance were of a low standard. A low standa.rd of 

education, for example, meant a low standard of teacher training, poor teaching 

methods, an inferior system of education and little or no equipment at schools. All 

these made teaching a nightmare for township teachers. lt is important to mention here 

that although both primary and secondary school teachers experience the hardship of 

township !ife, it is especially secondary school teachers who carry the brunt of the 

difficulties in education. The main reason for this is the fact that secondary school 

students are more critical and politically active and have higher political and 

educational expectations of their teachers, in this way adding to the stress already 

experienced by teachers. 

Township teachers are not only disadvantaged at schools, but also by the environment 

they live in. After school, or on their way home, they come across street dumps, 

stinking sewerage or bucket systems, careless and/or warring taxi drivers and many 

unemployed people (Brink 1994:80; Sunday Times 1994(c):3). These problems are a 

serious cause for concern for township teachers and other township residents. Mboya 

(1993:78) rightly remarks that black people in townships are forced to live in a violent 

and unhealthy environment. The behaviour of township people, including teachers, 

should therefore not be viewed in isolation, but would be understood better if all these 

problems are taken into consideration. 

The difficult task for the new government is to change this situation. Changing the 

situation means, inter alia, 

building more schools and staffing them correctly, 
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collecting refuse regularly, 

building clinics and supplying them with equipment, and 

addressing the problem of squatting and over-crowding. 

The question is whether the government will have the financial resources necessary for 

these changes or will black people have to continue to live in violent and unhealthy 

conditions, and will their children also be taught by poorly-trained teachers in 

dilapidated buildings? The researcher's observation is that the poor conditions in the 

townships will continue for some years to come. This observation is confirmed by the 

fact that 

attempts to improve the education situation were thwarted by the promotion of 

inexperienced people to senior positions, especially in provincial education 

departments (Volksb!ad 1997(b):1; Seloane 1997:4); 

education was also dealt a serious blow by allowing experienced teachers and 

principals to leave schools through voluntary severance packages (Murray 1997:7; 

Volksblad 1997(d):2); and 

attempts to improve local governance and delivery of services such as sewerage 

and refuse removal in the townships, have been undermined by non-payment of 

service charges by township residents, leading to a total collapse of local 

government (DuPlessis 1997:8; Express 1997(b):2; Van (jer Merwe 1997:10). 

For many blacks, improvement in township education and local governance will 

therefore not be realised soon. In fact, some people believe that the provision of 

education and delivery of services in the townships have deteriorated further since the 

1994 elections (Express 1997(a):1; Lengau 1997:1; Mangena 1997:12). This has 

forced many midd!e-c!ass blacks to send their children to schools in suburbs and even 

to buy houses in suburbs (Bauer 1997:13; Mangena 1997:12; Mlangeni 1997:8). This 

raises the concern as to what will become of the townships and township schools if the 

middle-class moves away from them. Already there is concern that schools in the 

townships are receiving fewer applications from prospective students since schools in 

the suburbs were opened to black students (Mangena 1997:12). This could exacerbate 

the negative conditions in township schools and could further worsen the conditions 
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under which township teachers work. 

In the next chapter the sources (stressors), manifestations, coping mechanisms and 

mediators of stress, with specific reference to those relating to the township teacher, 

will be examined. This is done with a view to constructing a knowledge base that can 

serve as a reference framework for the design of an inventory c-alculated to identifY 

factors contributing to teacher stress in township secondary schools. 
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CHAPTERl 

STRESS AND THE TOWNSHIP TEACHER 

3.1 INTRODUCTION 

Research on stress in general and teacher stress in particular has received much 

attention over the years (e.g. Kyriacou & Sutcliff 1987; Swick & Hanley 1980; Cooper & 

Payne 1978; Cooper & Marshall 1980). However, the lack of agreement among 

researchers regarding the theoretical and conceptual framework of stress is a major 

obstacle in studying the phenomenon of stress (Price in Kruger 1992:59). Stress is 

approached from different perspectives and this has led to a number of definitions, 

theories and methodological difficulties. Innumerable general approaches to and models 

and theories of stress have also been formulated, but for the theoretical background of 

this study, the works of Selye (1956), Lazarus (1966) and Suther1and and Cooper (1990) 

are of the utmost importance. 

Despite the lack of adequate research on township teachers, information gleaned from 

newspapers, history books and commercial statistics clear1y indicates that township 

teachers experience stress that a comparative study would find to be more than that 

experienced by teachers elsewhere. Teachers in general (up to 78% of them) experience 

more stress than other professional people (Capel1992:199; Litt & Turk 1985:178). It is 

the researcher's view that in South Africa, the unexpectedly high number of teachers who 

have applied for the voluntary severance packages in 1996 have done so as a result of 

the stressful conditions of their careers. The high number of applications for these 

packages has prompted the education authorities and teacher unions to plead with 

teachers not to leave the profession in such large numbers (Citizen 1996(c):11; Mona 

1996:3). 

This chapter endeavours to shed light on different stress theories, the relationship 
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between stress and burnout, manifestations of stress, mediators of stress and coping 

skills. Special attention is paid to sources of stress for teachers working in township 

secondary schools. 

3.2 STRESS THEORIES 

3.2.1 Selye's physiological approach 

The Canadian physiologist, Hans Selye, approached stress from a medical perspective 

(Sutherland & Cooper 1990:13). He defined stress as a "state manifested by a specific 

syndrome which consists of all the non-specifically induced changes within the biologic 

system" (Selye 1956:54). He views stress as the non-specific response of the body to any 

demand made upon it (Selye 197 4:27) and explains it as follows: In very cold weather the 

blood vessels in the body become constricted due to heat loss. However, hot weather 

causes dilation of blood vessels to aid evaporation and cooling of the body. The 

narrowing and dilation of blood vessels are therefore specific processes that are 

characteristic responses to certain stimuli. If the weather should become too hot or too 

cold, other non-specific processes also occur in which the adrenal glands are closely 

involved. As a result various physiological processes (i.e. physical and chemical) come 

into play and enable the organism to defend itself against harmful stimuli and to prepare 

itself to adapt to changing circumstances. These general or non-specific physiological 

processes as a whole constitute a stress state. 

According to Selye, the stress reaction always affects specific organs regardless of the 

nature of the stressor. These organs are: 

the hypothalamus, 

the pituitary and adrenal glands, 

the gastro-intestinal tract, and 

the thymus (Albrecht 1979:50; Selye 1956:66)(See figure 3.1 ). 
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(FIGURE 3;1: ORGANs AFFECTED BY THE STRESS REACTION 

STRESSOR 

HYPOTHALAMUS 
and Pttuitary 

glands 

ADRENAL 
glands 

STOMACH WHITE BLOOD CELLS 

THYMUS 
Lymph node 

Source: Selye 1956:101 

The stress state brought about by the non-specific physiological reactions manifests in a 

syndrome called the General Adaptation Syndrome (GAS). GAS is a coping process 
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which stimulates defence and maintains balance (Selye 1956:115). According to Selye, 

GAS evolves in the following phases: 

Phase 1: the alarm phase 

Phase 2: the stage of resistance 

Phase 3: the stage of exhaustion (see figure 3.2). 

FIGURE 3.2: GENERAL ADAPTATION SYNDROME 

Key: 1 Shock 
2 Countershock 
3 Resistance 
4 Collapse 

1 2 v ~ 4 

1/ \ Normal level 
.._____/ to a stressor 

Alarm Resistance Collapse 

Source: Selye 1956:111 

• The alarm phase 

In the first phase, once the organism is exposed to the stressor, alarm signals are 

released. It is the organism's immediate psycho-physiological response to a 

threatening stimulus. The sympathic nervous system and the adrenal glands secrete 
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hormones into the bloodstream; these hormones cause various chemical and organic 

changes involving various parts of the body such as the kidneys, the heart, the liver 

and the pituitary and adrenal glands (Charlesworth & Nathan 1982:8; Kruger 

1992:61). This stress reaction is referred to as the chemical mobilisation of the entire 

human body to meet the requirements of a life-and-death struggle or of rapid escape 

from the situation (Albrecht 1979:55). 

• The stage of resistance 

In the second phase, resistance to the stimulus is maximised and the appropriate or 

specific channel of defence is developed to deal with the stressor (Charlesworth & 

Nathan 1982:8; Selye 1956:121). However, resistance cannot be maintained 

indefinitely: as the stressor or harmful stimulus is prolonged, resistance declines and 

the stage of exhaustion sets in (Kruger 1992:61; Selye 1956:121). 

• The stage of exhaustion 

If the organism is confronted with a stressor for prolonged periods, then, according to 

Selye, it enters the third and last phase of GAS, that is the stage of exhaustion or 

collapse. This means the organism is unable to cope, its energy is depleted and 

diseases or death may follow. The diseases are caused by prolonged and severe 

stressors which render the body's defence against the stressor inadequate (Cox 

1978:5). It is for this reason that Selye views stress as " ... essentially reflected by the 

rate of all wear and tear caused by life" (Selye 1956:viii). 

In conclusion it is important to mention that Selye distinguishes between two types of 

stress, namely 

eustress- the result of proactive, positive or adaptive responses to stressful life 

events, and 

distress -the result of negative, non-constructive or maladaptive responses to 

stressful life events (Selye 1956:74). 
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3.2.1.1 Critique 

Although the influence and impact of Selye's physiological approach have been both far­

reaching and significant, his approach has been challenged. Firstly, it fails to recognise 

the psychological impact of stress on the individual (Kruger 1992:62). Secondly, it fails to 

recognise that a response to potential stress/threat may, in tum, become the stimulus of a 

different stress (Sutherland & Cooper 1990:14). Thirdly, research indicates that stress 

does not always follow the same pattern as indicated by Selye's approach (Sutherland & 

Cooper 1990:14). Lastly, Selye neglected the individual's ability to recognise stress and 

act in various ways to change his/her situation (Kruger 1992:62). Nevertheless, for the 

purpose of this study, Selye's approach is relevant. The most important consideration is 

Selye's view that stress is an inevitable part of life and is not necessarily harmful in itself 

(Kruger 1992:62). For example the stress of exhilarating, creative and successful work is 

beneficial, while that of failure, humiliation and infection can be detrimental (Selye 

1956:63). 

3.2.2 Lazarus' cognitive psychological approach 

In contrast with Selye, Richard S. Lazarus, an American psychologist, viewed stress from 

a cognitive psychological point. According to him stress is characterised by a transactional 

relationship between the individual and his/her environment (Lazarus & Folkman 

1984: 19). Here the word transactional refers to the fact that the stressor source, the 

individual's perception of the situation and his/her subjective responses are interrelated 

(Coyne & Lazarus 1980:144; Lazarus & Folkman 1984:19). Thus the relationship 

between the person and his/her environment is influenced by his/her subjective 

experience and interpretation of events. The person observes environmental changes, 

evaluates or appraises them according to his/her subjective judgement, and acts 

accordingly. Lazarus (1966:89) refers to this as a balance of power between the harm­

producing stimulus and one's ability to deal with harm. 

Lazarus' model of stress is based on the understanding that systems cannot exist 
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independently, but co-exist in a relational conception with emphasis on process and 

ecological validity (Lazarus 1966:149). According to his model, the cognitive processes 

are seen as only one aspect of the person-environment transaction. Other aspects of the 

person-environment transaction are: 

environmental demands, 

emotional encounters, and 

coping processes (Kutash & Schlesinger 1980:150; Lazarus & Folkman 1984:266). 

However, the emphasis is placed on the cognitive appraisal or psychological processes -

since they determine the course of stress, as well as the course of coping (Lazarus 

1966:297). 

According to Lazarus, appraisal means that a person evaluates a situation according to 

his/her subjective experience, and according to its relevance and meaningfulness for 

him/herself. The process of appraisal will determine the person's emotions and reactions: 

for example, a stimulus which is perceived as good will lead to positive emotions, and the 

opposite is true for a stimulus perceived to be negative (Krohne & Laux 1982:20; Kruger 

1992:64; Kutash & Schlesinger 1980: 145). As a result of differences in appraisal, Lazarus 

states that there is no objective criterion to describe a situation as stressful, only the 

person experiencing the event can say whether it is stressful or not (Lazarus 1966:204; 

Sutherland & Cooper 1990:17). 

According to Lazarus, appraisal is a cognitive activity which precedes emotions - hence 

the use of the term cognitive appraisal (Kruger 1992:64). Cognitive appraisal also 

involves the individual's re-evaluation and judgement of demands made by the 

environment on the person's resources; as well as options for coping and handling these 

demands (Kutash & Schlesinger 1980:147; Lazarus 1966:245). This means that the 

person evaluates a situation, interprets it, decides on the strategies and resources needed 

and then acts accordingly. Action therefore follows cognitive activities of evaluating, 

interpreting and deciding. 

Lazarus distinguishes three forms of appraisal, namely primary appraisal, secondary 
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appraisal and reappraisal (Lazarus & Launier 1978:302-308). 

• Primary appraisal 

Primary appraisal refers to the cognitive process of evaluating the significance of an 

encounter for one's well-being, thus answering the question: "Am I okay or in 

trouble?" Such an evaluation can lead to one of the following three judgements: 

the transaction may be irrelevant, thus it can be ignored, or 

it can be benign-positive, thus desirable and beneficial, or 

it can be stressful 

Stressful appraisals involve judgements of harm-loss, threat or challenge. Harm-loss 

refers to dam~ alreagy suffered such as an injury or illness. Threat refers to 

something that has not yet happened, but that could represent a possible danger 

somewhere in future- it involves anticipation, e.g. fear of contracting a serious illness. 

Challenge involves a judgement that the demands of a transaction can be met and 

overcome. According to Lazarus, it might be difficult to distinguish between harm­

loss and threat since the two may occur alternatively or concurrently. For example, a 

stroke victim might focus on the resulting _paralysis and speech and thought 

disturbance, or the threat of a recurrence as he/she tries to come to terms with the 

condition (Kutash & Schlesinger 1980:151). 

• Secondary appraisal 

While primary appraisal answers the question: "Am I well or in trouble?", secondary 

appraisal proceeds from the question 'What can I do about this?" It refers to a 

person's ongoing judgement concerning coping resources, options and constraints. 

The determinants of secondary appraisal in a given stressful transaction may include 

the person's previous experiences, generalised beliefs, the availability of resources 

such as the person's morale and assessments of health, problem-solving skills, 

social support and material resources (Kutash & Schlesinger 1980:153). 
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• Reappraisal 

The term reappraisal refers to the changes in personal evaluations due to changes 

experienced in internal and external circumstances (Kruger 1992:65). A person 

reinterprets his/her situation with reference to information obtained by observing 

his/her own reactions and those of his/her environment. Reappraisal is a necessity 

because the relationship between a person and his/her environment is in constant 

flux; so reappraisal bears on the feedback from this process to the person (Kruger 

1992:65). 

3.2.2.1 Critique 

Lazarus' model fulfils an important role in highlighting the role of the psychological aspect 

of a person in stress (Goldberger & Breznitz 1982:66; Johnstone 1989:5). However, 

Kleber (1982:154) maintains that Lazarus' model is not based on exhaustive empirical 

research and that his research methods remain unclear. He further states that Lazarus' 

use of concepts is confusing, giving the reader the impression that everything is intimately 

interconnected. 

Sutherland and Cooper (1990:17) state that the major weakness of Lazarus' model is its 

failure to recognise that two individuals exposed to the same situation may react 

differently because of individual differences, variability in tolerance levels and 

expectations. Their reactions to stress are therefore not only due to appraisal, as Lazarus 

claims. 

3.2.3 Person-Environment Fit approach 

According to the Person-Environment Fit (PE Fit) approach, stress is a result of the 

interaction between the person and his/her environment. Stress, therefore, occurs when 

there is an imbalance between the environmental demands and the person's ability to 

cope (Goldberger & Breznitz 1982:349; Ngwezi 1989:26). Fit is assessed in terms of the 
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desired and actual levels of various job conditions. According to this approach for 

example, when the person's workload is preferred or satisfactory, depression or stress is 

minimal; but when there is a misfit between the perceived demands of the job and the 

desires, potentialities and needs of the person, job dissatisfaction, depression, anxiety 

and irritation may result (Goldberger & Breznitz 1982:349; Sutherland & Cooper 1990:20). 

3.2.3.1 Critique 

The main problem of this approach is that it implies a static situation, whereas in reality 

response to stress and potential stressor situations are dynamic processes. In addition, 

the PE Fit approach is useful only where personality traits are stable (Sutherland & 

Cooper 1990:20). Personality traits play a very important role in the PE Fit approach. 

Khan and his co-workers (in Sutherland & Cooper 1990:21) distinguished between rigid 

people and flexible people. For example, rigid people tend to avoid conflict by relying on 

compulsive work habits and showing increased dependence on authority. This may lead 

to overwork and stress. On the other hand, flexible people comply with work demands 

and also seek support from peers and subordinates. This compliance can also lead to 

overload. Therefore both personalities experience stress, but of a different nature. The 

PE Fit approach thus favours the inference that a particular personality composition will 

render a person endowed with it more suitable for some occupations than for others 

(Kruger 1992:70). 

3.2.4 Life-events approach 

3.2.4.1 Stressful Life-events approach 

The life-events approach indicates that there is an association between recent events 

that required adaptive responses from an individual, and that occurred over a certain time­

span on the one hand, and a disease on the other (Kruger 1992:71; Otto 1986:37). 

Proponents of this approach therefore maintain that certain life-events may increase the 

risk of ill-health. It is presumed that the more stressful life-events are, and the more 

radical their influence on the individual's life, the more physical and mental disorders the 
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person will suffer. The underlying assumption is that stressful events act as precipitating 

factors that influence the frequency rather than the type of illness experienced (Rabkin & 

Struening 1976:1 015). 

Any particular type of change can have a very different effect on different individuals, 

depending on the meaning of that change in the context of a person's life and the degree 

of social support, material and personal resources available at the time (Otto 1986:37). 

However, most researchers agree that the 43 items in the checklist of Holmes and Rahe 

(1967) are indicative of the amount of stress experienced by an individual (Kruger 

1992:17)(See table 3.1.). 

Doctors Thomas H Holmes and Richard H Rahe examined large numbers of medical case 

histories, looking for correlations between major health problems and life experiences of 

patients. They wanted to determine whether the relative amount of upheaval in a person's 

life - the extent to which his/her circumstances require him/her to change and adapt -

could be used to predict the likelihood of serious illness. A number was assigned to each 

event. This number is a statistical index of the relative severity of that change for a large 

sample of people. 

To determine the extent to which the individual is stressed, events that occurred in his\her 

life over the previous year are added together: 

a score of 150 or less means a relatively low amount of life-change and a low 

susceptibility to stress-induced health breakdowns, 

a score of between 150 and 300 points implies a 50% chance of a major health 

breakdown in the next two years, and 

a score above 300 points implies an 80% chance of a stress-induced health 

breakdown (Albrecht 1979:214). 
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I.TABLE 3 .. 1; SOCIAL.READJUSTMENT.RATING SCALE OF HOLMES AND RAHE I 
1 Death of spouse 100 
2 Divorce 73 
3 Marital separation 65 
4 Jail term 63 
5 Death of close family member 63 
6 Personal injury or illness 53 
7 Marriage 50 
8 Fired at work 47 
9 Marital reconciliation 45 
10 Retirement 45 
11 Change of health of family member 44 
12 Pregnancy 40 
13 Sex difficulties 39 
14 Gain of new family member 39 
15 Business readjustment 39 
16 Change of financial state 38 
17 Death of close friend 37 
18 Change of different line of work 36 
19 Change of arguments with spouse 35 
20 Mortgage over $10,000 31 
21 Foreclosure of mortgage or loan 30 
22 Change in responsibilities at work 29 
23 Son or daughter leaving home 29 
24 Trouble with in-laws 29 
25 Outstanding personal achievement 28 
26 Wife begins or stops work 26 
27 Begin or end school 26 
28 Change in living conditions 25 
29 Revision of personal habits 24 
30 Trouble with boss 23 
31 Change in work hours or conditions 20 
32 Change in residence 20 
33 Change in schools 20 
34 Change in recreation 19 
35 Change in church activities 19 
36 Change in social activities 18 
37 Mortgage or loan less than $10,000 17 
38 Change in sleeping habits 16 
39 Change in number of family get-togethers 15 
40 Change in eating habits 15 
41 Vacation 13 
42 Christmas 12 
43 Minor violations of the law 11 
Source: Kleber 1982:68 

3.2.4.2 Daily hassles and uplifts 

Life-events may also be characterised by daily hassles and uplifts. Hassles can be 

defined as irritating, frustrating and distressing demands which characterise everyday 
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transactions with the environment (Kanner, Coyne, Schaefer & Lazarus 1981 :3). They 

include annoying practical problems such as losing things, traffic jams, arguments, 

disappointments and financial concerns. 

A poem by Charles Bukowski aptly illustrates the association between hassles and 

adaptational outcomes: 

It is not the large things that 

send a man to the madhouse ... 

No, it's the continuing series of small tragedies 

that send a man to the madhouse. 

Not the death of his love 

but a shoelace that snaps 

with no time left (Kanner et al 1981 :4). 

Uplifts on the other hand are described as positive experiences such as joy, relief at 

hearing good news and the pleasure of a good night's sleep (Kanner et al 1981 :6). 

The assessment of both hassles and uplifts offers a more comprehensive impression of 

the affective bases of daily living as it offers one the ability to gain an overview of both 

positive and negative elements. In fact McLean (in Kanner et al 1981 :3) noted that 

hassles, acting cumulatively and in the relative absence of compensatory positive 

experiences or uplifts, can be potent sources of stress. From this standpoint, therefore, 

the balance between hassles and uplifts is of great importance for the individual's health, 

habits and social relationships. 

3.2.4.3 Critique 

The first aspect of critique against the Life-events approach comes from Rabkin and 

Struening (1976:1013). They noted that many life-events studies repeat both the findings 

and the flaws of earlier ones, thus delaying a hierarchical growth and development of 

knowledge in the field of life-events research. 
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Secondly, the procedure of just adding together the values given to major life-events in the 

lives of individual persons fails to account for the circumstances in which the events occur, 

how the individuals appraise the events and their ability to cope with stress (Kruger 

1992:76). 

Thirdly, the possibility of interaction between life changes and other factors such as social 

support is not considered and thus needs to be investigated (Rabkin & Struening 

1976:1014). 

Nevertheless, the life-events approach definitely recognises that the onset of illness is the 

outcome of multiple characteristics of the individual interacting with a number of 

interdependent factors in his/her environment (Rabkin & Struening 1976:1019). The 

approach also clearly indicates that major life-events could operate by affecting the 

individual's pattern of daily hassles (Kanner et al1981:4). For example, a divorce might 

lead to a collection of unusual minor demands such as making one's own meals, keeping 

house, handling finances and repairing the car. Therefore a person's routine is affected 

by life's changes and this might have a negative impact on the person's health. 

3.2.5 Marginal notes on all the theories discussed 

Broadly speaking, there are only three approaches to stress; each being based on one of 

the following decisive criteria: 

stress as a dependent variable, 

stress as an independent variable, and 

an interactive model of stress (Cox 1978:3; Sutherland & Cooper 1990:11). 

3.2.5.1 Stress as a dependent variable - a response-based model of stress 

The response-based model of stress concentrates on the body's response to disturbing 

stimuli or disturbing environments, and thus views stress as a dependent variable (see 

figure 3.3) (Cox 1978:4; Sutherland & Cooper 1990:11). Hans Selye is one of the earliest 

proponents of the response-based model. 
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I FIGURE3.3: RESPONSE~BASED MODEL OF STRESS 

ENVIRONMENT PERSON 

Stressor 
agent 

Stress psychological 
~--------------------~ response 

STIMULUS --.1111-RESPONSE physiological 

behavioral 

II Source: Sutherland & Cooper 1990:11 

3.2.5.2 Stress as an independent variable -a stimulus-based model of stress 

The stimulus-based model views stress as an independent variable, an external force 

exerted on the body (see figure 3.4). The aphorism, "it is the last straw that breaks the 

camel's back" applies here (Cox 1978:13; Sutherland & Cooper 1990:16). 

FIGURE 3.4: STIMULUS-BASED MODEL OF STRESS 

*S = stimulus 
*R = response 

Source: Sutherland & Cooper 1990:60 

ENVIRONMENT 
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3.2.5.3 An interactive model of stress 

A person's quality of health is detennined not only by the environment, nor by the human 

body alone, but by a reasonable hannony between these and the worker's ability, needs, 

expectations and environmental demands and opportunities. The interactive model 

emphasises the ecological and transactional nature of the stress phenomenon, and it also 

underlines stress as an individual perceptual phenomenon rooted in psychological 

processes (see figure 3.5) (Cox 1978:18; Sutherland & Cooper 1990:17). Hence the 

interactive model of stress incorporates both the stimulus-based and the response-based 

models of stress. 

I FIGURE 3.5: INTERACTIVE MODEL OF STRESS 

ENVIRONMENT 

POTENTIAL SOURCE 

OF STRESS 
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According to Sutherland and Cooper (1990:19) the interactive model of stress is 

characterised by the following ftve issues: 

• Cognitive appraisal 

Stress is not simply out there in the environment but it is a subjective experience 

contingent upon the perception of the situation. 

• Experience 

The way a situation is perceived depends on familiarity with the situation, previous 

exposure, learning and training. 

• Demand 

Needs and desires influence the way that a demand is perceived. 

• Interpersonal influence 

The presence or absence of others influences the subjective experience of stress, 

response and coping behaviour. 

• A state of stress 

This is the imbalance between the perceived demand and perceived ability to meet 

that demand. Then follows the coping processes, which may be successful or 

unsuccessful, depending on the individual's coping strategies. 

The various models of stress are an indication of the complexity of the concept of stress. 

However, in reality this complexity is oversimplified (Suther1and & Cooper 1990:21). This 

oversimplification enables ordinary people to know that stress exists; and. to identify its 

causes and manifestations; and also to look for ways of handling it. These issues will be 
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discussed later in this chapter. 

3.3 STRESS AND BURNOUT RELATIONSHIP 

A great deal of confusion exists regarding the difference and the relationship between 

stress and burnout. In some instances the two are used as interchangeable concepts 

(Gold & Roth 1993:3). To avoid this confusion the researcher endeavours to define 

teacher stress and to indicate the relationship between teacher stress and teacher 

burnout. 

Stress is a condition of disequilibrium within the intellectual, emotional and physical state 

of the individual - this disequilibrium is brought about by the individual's response to the 

environmental events or pressures and conflicts impacting on him/her (Fontana & 

Abouserie 1993:261; Gold & Roth 1993:44). No two persons will experience stress in the 

same way; to one person a stressor can be a source of motivation for personal and 

professional growth, while to another person the same stressor can lead to frustration and 

feelings of unpleasantness (Swick 1989:15; Zimbler et al1985:11). Hence a distinction is 

made between eustress (positive stress) and distress (negative stress). For teachers, 

eustress can, among others, sharpen their problem-solving skills, improve their self­

concept and increase their sense of self-efficiency (Swick 1989:15). However, the 

purpose of this study is to focus on the effects of negative stress (distress) for teachers. 

Therefore, for the purpose of this study, teacher stress may be defined as the experience 

of unpleasant, negative emotions and distress that exist when the problems confronting 

teachers threaten their well-being and surpass their ability to resolve these problems 

(Kyriacou & Sutcliffe 1987:1; Litt & Turk 1985:178; Smith & Bourke 1992:31). 

On the other hand, burnout is a syndrome essentially resulting from prolonged stress and 

characterised by physical, emotional and mental exhaustion (Dunham 1984:90; Gold & 

Roth 1993:40). In a study of why teachers experience burnout, the following three main 

reasons emerged (Zehm & Kottler 1993:87): 

emotional exhaustion - a logical consequence of teachers overextending themselves 

emotionally and physically; 
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depersonalisation - teachers develop negative attitudes towards themselves and 

others; and 

Jack of personal accomplishments - teachers feel discouraged and disillusioned 

because they cannot satisfy their own needs for challenges, recognition and 

appreciation. 

Therefore, briefly speaking, burnt-out teachers feel unable to perform to their own 

satisfaction, their emotional resources are depleted and they develop negative and cynical 

attitudes about themselves and about others (Martin 1988:18). To Freudenberger (in 

Farber 1991 :6), burnout is a condition which occurs most frequently among the "dedicated 

and committed- those who work too much, too long and too intensely". 

To summarise the stress-burnout relationship, it can be mentioned that teachers enter the 

profession with high expectations, but the pressures of, inter alia, curriculum changes, 

undisciplined students, non-supportive parents and personal problems lead to 

discouragement, frustration and stress. When these teachers feel physically exhausted, 

emotionally drained, intellectually bored and hopeless- a process of disillusionment and 

burnout sets in (Gold & Roth 1993:45; Kyriacou 1987:147). Burnout can therefore be 

described as the end product of prolonged and excessive stress. 

3.4 PREVALENCE OF TEACHER STRESS 

It is difficult to estimate the extent of teacher stress owing to the lack of a widely-accepted 

objective measure of stress. Nevertheless, a form of self-report questionnaire is used by 

many researchers (for example Hiebert & Farber 1984; Kyriacou 1987). From these 

studies, the following information was gleaned: 

25% of teachers surveyed in England in 1980 reported teaching to be extremely 

stressful (Cole & Walker 1989:30); 

as many as 77% of teachers surveyed in San Diego reported physical signs of stress 

(Truch 1980:9); and 

some surveys indicated that 90% of all teachers felt some stress and 95% of them 

indicated the need for stress management courses (Truch 1980:1). 
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Research by Marais (1992) and Ngwezi (1989) indicated that many South African 

teachers also experience a high degree of stress. Although Ngwezi (1989) stated that the 

South African teaching environment does not differ from the teaching environment abroad 

in terms of degree of stressfulness, it is the researcher's view that township teachers 

experience a higher degree of stress compared to teachers abroad, especially in First 

World Countries. The reason for this view is that the apartheid policy deliberately 

provided fewer teachers, fewer facilities and a poorer education system. Coupled with the 

appalling conditions prevalent in townships, the assumption could be made that the lives 

of township teachers have been fraught with stressful experiences. Seeing that the 

situation has not changed much it may be possible that township secondary school 

teachers may still experience high levels of stress. 

3.5 THE COST OF TEACHER STRESS 

Some medical researchers are of the opinion that stress accounts for almost 80% of 

illnesses, and that the best-selling medicines are tranquillisers and those for hypertension 

and ulcers (Zimbler et al 1985:4). The onset of illness is seen to be the result of 

prolonged stress, which gradually weakens or changes the hormonal functioning or the 

immune response (Rabkin & Streuning 1976:1014; Sutherland & Cooper 1990:101). The 

weakening of the immune system means that the body can no longer defend itself against 

diseases and this leads to a number of diseases such as gastro-intestinal disorders, 

diabetes mellitus, allergies and skin diseases (Cox 1978:1 02; Sutherland & Cooper 

1990:126). Teachers suffering from these stress-related conditions may stay away from 

school or may just drag themselves to schools - with implications of disruption to the 

academic year and compromised competence (Jevne, Zingle, Eng, Ryan, Hazen & 

Mortemore 1994:3). 

A close relationship exists between stress and illness on the one hand and absenteeism 

on the other. Johnstone (1989:14) noted that absenteeism, illness and premature 

retirement may be putative indicators of stress in teaching. Since most countries, 

including South Africa, grant paid sick leave to teachers, the cost of stress-related 

absenteeism is enormous (Jevne et al1994:3; Moodley 1995:91). Research conducted in 
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Malaga, Spain in 1985, indicated that 12,5% of the 7 321 teachers surveyed took 34 days 

sick leave each during the year (Cole & Walker 1989:23). Goldberg (in Halpin et al 

1984:136) reported that heart-related diseases resulted in the loss of approximately 8,6 

billion dollars in salaries and 32 million work days in America. In South African township 

schools, tj"Je rate of absenteeism is so high that some parents and community leaders 

believe that it is one of the main causes of a poor culture of teaching and learning in these 

schools (fV'Iangena 1994:10; Reeves 1996:11; Sowetan 1997:4). 

Teacher stress also leads to a loss of human development: students miss out on lessons 

when a teacher is absent or when his/her teaching is not effective owing to illness (Jevne 

et al 1994:3). This type of loss is difficult to quantify, but may have long-term effects on 

the econqmy of the country and the quality of its citizens. Other costs of teacher stress 

include untimely death, early retirement, resignations and transfers (Dunham 1984:15; 

Mood ley Hl95:S1 ). It is the researchers vJew that many of the teachers who opted for 

voluntary severance packages did so because of stress - although this has not been 

proved. The loss of their expertise cannot be quantified. 

3.6 THE STRESS-PRONENESS OF TEACHERS 

Research~s agree that the experience of stress differs from person to person, even if the 

source of stress is the same (Eskridge & Coker 1985:387; Kyriacou 1987:147). Hence 

Appley a!Jd Trumbull (1986:11) speak about the individual's susceptibility to stress. 

Vulnerability to stress or stress-proneness is determined by what the individual demands 

of him/herself. This means that the individual assesses the potential -threat towards 

his/her ability to cope effectively with the perceived threat. Fear of failure or inability to 

cope leadf to stress-,proneness (Appley-& TrumbuU t986:110; Kyriacou 1987:147). The 

school environment has a built-in stress potential and therefore teachers are constantly 

faced wit? demands that may-be experienced as too !lifflCUJt.to meet (Aptekar .1984:192; 

Halpin et al1984:136). The failure to meet these demands, or the fear of failure, leads to 

stress-pr?Jleness. 

Some people are more prone to stress than others. Firstly, female teachers are more 
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likely to experience stress than male teachers (Johnstone 1989:21). There may be many 

reasons for this, such as management problems in class, gender stereotyping, lack of 

assertiveness et cetera. Women are also more likely to view themselves as emotionally 

weak and are more easily depressed than men (Barnett, Biener & Baruch 1987:40; 

Johnstone 1989:21 ). Secondly, younger and less experienced teachers are more likely to 

experience more stress than older and more experienced teachers (Johnstone 1989:21; 

Martin 1988:2). The reason could be that experienced teachers learnt to cope with 

stressful situations earlier in their teaching career. However, older and more experienced 

teachers may also experience more stress than younger teachers when changes occur in 

their teaching career (Johnstone 1989:21). Thirdly, teachers who teach in large urban 

schools are likely to experience more stress than teachers who teach in small rural 

schools (Johnstone 1989:23; Martin 1988:38). Therefore township teachers, because 

their schools are large, with overcrowded classes (Jarvis 1986:1 0) can be expected to 

experience more stress than teachers in rural and suburban schools which are smaller 

with small classes. Lastly, teachers who teach in deprived schools or schools situated in 

deprived areas are more likely to experience higher stress levels than teachers who teach 

in middle-class schools (Johnstone 1989:23; Van der Linde 1993: 14). This means that 

township teachers may experience more stress than teachers in suburbs because many 

black stuqents live in squatter camps and the income of. their. parents, if. employed, is 

generally low (Jarvis 1986: 12; Kok & Gelderblom 1994:1 01; Minaar 1992:62). 

The above-mentioned ~tegories of teachers may be more at risk of suffering from stress­

related illnesses than other teachers. They may therefore need more intensive training in 

coping skills than teachers ress exposed to conditions such as above. 

3. 7 SOURCES OF STRESS 

Stress has many sources, also referred to as stressors. These stressors could be related 

to, among others, the individual, other people, the job situation and the social environment 

(i.e. organisational, personal, interpersonal and social sources) (Alley 1980:6; Sutherland 

& Cooper 1990:25): 

organisational stressors are a result of the administration and work situation within an 
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institution or school; 

personal stressors develop because of the individual's own situation and actions; 

interpersonal stressors are a result of the individual's relationship with other people 

such as colleagues, authorities and students; and 

societal stressors are a result of the society's contribution to the individual's life (Alley 

1980:6; Sutherland & Cooper 1990:25). 

3. 7.1 Organisational stressors 

3.7.1.1 Salary 

In most research studies conducted locally and abroad, inadequate salary is indicated as 

the highest stressor for teachers (Dworkin 1987:10; Litt & Turk 1985:184; Marais 

1992:307). When black teachers went on strike in the late 1980's and the early 1990's 

they demanded, among others, a living wage and parity between salaries of different 

races and genders (Reeves 1994:62; South African Labour Bulletin 1993:71; Current 

Affairs 1993:3). Inadequate salaries create financial problems for teachers and negatively 

affect their attitude and morale. They feel they are being used and that their status is 

being eroded (Cacha 1981 :26). The postponement of salary increments from July to 

August in 1995 led to serious objections by teachers and teacher organisations. They 

indicated that teachers' salaries were already inadequate and failure to implement salary 

increments only worsened the situation (Volksblad 1995:3). Although this happened only 

once, the teachers' outcry could be seen as an indication of financial problems over a long 

period of time. 

The issue of salary and service conditions for teachers and other public servants in South 

Africa is so serious that overseas help has been sought to address it (Chandle 1995: 13). 

3.7.1.2 Intrinsic and extrinsic rewards 

A promotion, for instance from teacher to head of department, is normally accompanied by 

feelings of accomplishment and self-actualisation. There are very few promotion posts in 

81 



schools, which means that many teachers are never promoted. This discourages and 

frustrates teachers and makes them feel that their hard work is not rewarded (Bundy 

1981:10; Eskridge & Coker 1985:388; Litt & Turk 1985:84). Masland and Williams (in 

Martin 1988:46) indicated that the lack of promotion caused school graduates to shy away 

from the teaching field. A promotion is usually also accompanied by a higher salary scale. 

Bromley (in Ngwezi 1989:94) established that Science and Mathematics teachers leave 

the teaching profession in large numbers because of attractive offers in industry. It is the 

researcher's view that in South Africa, the lack of promotion will drive many teachers away 

from the profession and into the private sector where their chances of promotion are 

better because of affirmative action - a system designed to favour people who are or were 

disadvantaged because of their race or gender. 

Apart from salary and promotion, teachers feel rewarded when their students pass, grow 

and develop into responsible human beings (Blase 1982:1 06). However, students' poor 

performance, their lack of interest in school work and their poor discipline mean that 

teachers are not even intrinsically rewarded (Mclauglin, Pfeifer, Swanson-Owens & Yee 

1986:420; Payne & Fumham 1987:141). This may lead to feelings offailure. 

3. 7 .1.3 Time-pressure 

The majority of teachers often find that they have to do a lot of work in a limited time. It 

does not matter how much energy teachers put into their work, or how fast they do their 

work, there will still be unfinished work (Otto 1986:110). Fixed times for lessons and 

preparations, for completing syllabi and for breaks mean that teachers have to rush over 

their duties. This deprives the teacher of time to relax and to chat with colleagues 

(Brenda 1994:15; Ferreira 1994:116). The lack of adequate time for school work forces 

the teacher to do school work at home and after hours. This may have a negative effect 

on the teacher's private life, and thus increases his/her stress levels (Brenda 1994:17; 

Brown & Ralph 1992(b):100; Tuettemann & Punch 1992(a):191). 
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3.7.1.4 Workload 

The stressor with possibly the single greatest influence on teachers is workload (Dunhan 

1994: 170; Otto 1986:42). Teachers normally have to work under pressure to meet many 

deadlines and expectations. 

Two types of workload can be distinguished, namely quantitative overload and qualitative 

overload. Quantitative overload refers to the teacher's tendency to do too much work, 

much more than he/she can handle comfortably, while qualitative overload refers to work 

that is too difficult for the teacher's professional or intellectual capabilities (Otto 1986:42; 

Sutherland & Cooper 1990:34). Duties such as marking, preparation, meetings, extra­

mural activities and class teaching can present both quantitative and qualitative overload 

for the teacher (Bashaw 1982:63; Brenda 1994:16; Dunham 1984:16). 

Apart from overload, underload also proves to be stressful for teachers. Underload does 

not only mean too little work, but it is also associated with routine and boredom. 

Sometimes teaching involves boring, repetitive tasks which demand little in intellectual 

terms (Johnstone 1989:1 0; Sutherland & Cooper 1990:34). For example, because 

teachers are trained to teach a specific subject at a specific level, they find themselves 

doing the same thing year after year. 

Sutherland and Cooper (1990:36) also mention the irregular flow of work as a stressor. 

During certain periods the teacher's workload is routinised, then comes examinations, 

administration, functions and class-outings which the teacher has to deal with in a short 

space of time or even simultaneously. 

3.7.1.5 Responsibility 

Responsibility for people and things is identified as a potential stressor (Duff 1986:16; 

Eskridge & Coker 1985:388). Teachers see themselves as re~ponsible for the social, 

emotional and intellectual growth of their students on the one hand; and for equipment 

such as teaching aids, apparatus, overhead projectors and computers on the other hand. 
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To a number of researchers (Caputo 1991:13; McDonald 1993:137; Sutherland & Cooper 

1990:45) responsibility for people is more stressful than responsibility for things. Because 

of responsibility, teachers spend most of their time interacting with their students, and 

other people such as parents and authorities (Johnstone 1989:8; McLean 1979:83; 

Sutherland & Cooper 1990:46). 

3. 7 .1.6 Non-instructional duties 

Non-teaching responsibilities such as excessive paperwork, meetings, answering 

telephone calls, counselling students and collecting monies increase the teacher's stress 

level (Buwalda & Kok 1991:120, Ferreira 1994:113; Swart 1987:162; Swick 1989:9). 

Research revealed that the increase in single-parent and dual career families has. forced 

teachers to take on a bigger parenting role, such as feeding and even dressing students 

(McLaughlin, et al1986:421; Dunham 1984:55). 

3.7.1.7 School climate 

A school climate that is permeated with the value of learning will contribute toward lower 

teacher stress, but a school characterised by constant interruptions, uncontrolled traffic 

during lessons, difficult staff relationships, noise and poor ?fudenL .. giscipline cannot 

guarantee the success teachers expect (Baily 1983:19; Bruner & Felder 1983:71; Otto 

·1986:43; swick 1989:9). 

A shortage of classrooms and high number of students per class negatively affect the 

school cli,mate. This Jeads to o.vercr.owded .classes (60 to 80 students .per class), 

overcrowded schools, two schools sharing the same buildings, platoon systems and 

double sersions. The rugh student numbers are -accompanied by a serious shortage of 

resources and overuse of available resources. The aforementioned conditions are all 

common~ township schools (Gr-aham t994:2~Mangena 1994;10< Reeves.1994:15). 

The physical structure of the school also plays a very important role in school climate. 

84 



Conners (1983: 19) discovered that the physical structure of the school has a lot to do with 

the noise level, traffic control, teacher privacy and teacher achievement and performance. 

The location of the school may also influence school climate. For example, it was 

discovered that teachers of schools that are located in lower socio-economic areas 

experience higher stress levels than teachers from middle and higher class societies 

(Johnstone 1989:24; Martin 1988:38). In South Africa in particular, schools surrounded by 

shacks experience higher incidents of theft, vandalism and graffiti (Reeves 1994:38; 

Reeves 1996:11; Van der Linde 1993: 13). The implication is that township teachers (who 

serve at schools surrounded by shacks) are expected to experience higher stress levels 

than teachers in formal settlements. 

3. 7 .1.8 Inadequate training 

Inadequately trained teachers lack confidence in themselves and also doubt their ability to 

communicate effectively with students. Better qualified and more experienced teachers 

therefore experience less stress than poorly qualified and less experienced teachers 

(Brown & Ralph 1992(b):109; Payne & Furnham 1987:28). 

Many teachers are also not adequately trained in responsibilities such as extra-mural 

activities, sports, subject teaching and class control. This problem is aggravated by the 

lack of formal induction programmes for newly-appointed teachers. The present practice 

teaching sessions conducted by teacher training colleges have failed to acclimatise and 

familiarise the new teacher with the job situation (Bowers 1983:22; Ferreira 1994:119; 

Jarvis 1986:11; Lehobye 1987:8). 

In South Africa black teachers in particular, are generally poorly qualified both 

academically and professionally compared to white teachers (Jarvis 1986:10; Lehobye 

1987:7; Reeves 1994:23). According to Mncwabe (1989:62) btack teachers lack insight 

into many teaching or classroom situations and cannot take decisions. Walker (in 

Unterhalter et al 1991 :160) states that black teachers only act out the experience they 

acquired as students in their Bantu Education school days. This experience is no longer 
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relevant for the changing educational situation. 

Given the situation of poor qualifications, teachers are forced to be engaged in 

programmes of further study in an attempt to improve their qualifications. This extra 

study may also increase the teachers' stress levels since it is undertaken after a long 

stressful day, genera!ly in crowded and uncomfortable conditions. The most disturbing 

factor is that many teachers undertake extra study to improve their salaries and 

promotion chances, not necessarily to improve their teaching skills (Cichon & Koff 

1980:1 00; Jarvis 1986:11; Reeves 1994:23). 

Due to lack of time, some teachers neglect students and do their assignments at school or 

during lessons, forcing many students to bask in the sun or go home earty (Mangena 

1994:10; Reeves 1994:23). As a result, there is conflict between teachers' welfare 

(striving for better salaries and improved qualifications) and students' welfare (the love for 

teaching and developing students). 

The days when teaching was a one-way communication, with the teachers as the only 

source of knowledge and information, are gone. Today students want to be involved: they 

want to negotiate with the teacher as to how the tutorial materials are to be presented to 

them, they also want to be involved in research for new knowledge (Lehobye 1987:9; 

Reeves 1994:121; Unterhalter et al1991:161). Therefore, teaching is no longer talk and 

chalk, but a dialogue between students and teachers. Teachers may not be prepared for 

this participatory and emancipatory teaching approach. This may not only frustrate 

teachers when presenting lessons, but may also put pressure on them to achieve and to 

excel, leading to increased levels of stress. 

3. 7 .1.9 Systems to evaluate teacher performance 

Evaluation systems for teachers are designed to measure the possibilities for promotions 

and salary increases based on merit, and decide on disciplinary actions (Duff 1986:30; 

Mclean 1979:75). If not handled well, evaluation may lead to dismissals, demotions and 

missed opportunities for promotion. It is for these reasons that the issue of evaluation is 
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stressful. The main arguments against teacher evaluation are that: 

it is unfair, 

it is characterised by nepotism, and 

teachers are not given feedback and thus do not know which aspects of their work 

need attention (Current Affairs 1991 :7; Litt & Turk 1985: 183; Mclean 1979:76; 

Reeves 1994:43). 

For black teachers in particular, the issue of teacher evaluation was so controversial that 

in the early 1990's the South African Democratic Teachers' Union (SADTU): 

called for a moratorium on it, 

began a defiance campaign, and 

chased school inspectors and subject advisors away from schools (Carrim & 

Schoofield 1994:2; Current Affairs 1993:7; South African Labour Bulletin 1990:23). 

For some teachers the evaluation system may be experienced as extremely unfair and 

may therefore lead to severe stress in times of professional evaluation. 

3.7.1.10 Change 

Changes in the education system, school organisation, syllabi, work programmes and 

norms and standards may be stressful for the teacher. Swart (1987:164) stated that 

changes in the work situation can threaten the teacher's position, status and future. 

Johnstone (1989:9) stated that changes could introduce conflict and ambiguity in a 

previously stable teaching role. Change may be more stressful if it is characterised by 

lack of teacher involvement, resources, information and support services for teachers 

(Brown & Ralph 1992(a):108; Dunham 1984:6). 

The South African education system is currently undergoing fundamental changes due to 

the new political dispensation. There is already evidence of: 

changes in teacher-student ratios (i.e. 1 :34 and 1 :40 for secondary and primary 

schools respectively), 

retrenchments and redeployment, 
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more powers for parents in education, 

abolition of corporal punishment, 

teachers working from 08h00 to 16h00, and 

remuneration according to performance (Mona 1996:3; Rees 1996:22; Vista 

1996:19). 

The introduction of Curriculum 2005 may also increase the stress of township secondary 

school teachers. Teachers may not be adequately prepared for the new preparation and 

presentation methods. The shortage of materials for Curriculum 2005 may also add to the 

teachers' stress levels. 

3.7.1.11 Class size and class composition 

Class size plays a very important role in matters such as student discipline, student 

achievement, teacher control and evaluation. To date, there is no standard definition of a 

large or small class. The concept is defined by the opinion of the researcher/teacher 

(French 1993:66). Nevertheless, classes that are perceived to be large, place a severe 

strain on teachers in terms of individual attention, execution of discipline and assessment. 

Many students are not reached, emotionally or academically, and this leads to a high 

failure rate, disillusionment with education and discipline problems (Dworkin 1987:69; 

French 1993:68; Jarvis 1986:10; McDonald 1993:137). 

The situation is worse in township schools where teachers have to deal with classes of up 

to 80 students (Graham 1994:2; Reeves 1994:15). It is for this reason that the new 

education ministry has stipulated teacher-student ratios of 1 :34 and 1 :40 for secondary 

and primary schools respectively (Rees 1996:22). Although the numbers are not ideal, 

they will go a long way in relieving the stress of those teachers who have had to deal with 

student numbers ranging between 40 and 80. 

Closely related to class size is class composition. Many teachers find it difficult to teach 

classes of unstreamed students, i.e. students with abilities that range from gifted to 

learning disabled as well as students with special educational needs (i.e. blind, deaf, 
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physically disabled, et cetera). Each group requires specialised training which the 

mainstream education teacher does not usually possess (Brenda 1994: 16; Buwalda & 

Kok 1991:122; Dunham 1984:8). 

3. 7 .1.12 Student discipline 

Research indicates that poor student discipline is rated by many teachers as the number 

one stressor (Brown & Ralph 1992(a):97; Dunham 1984:33). Poor student discipline 

includes disruptive behaviour, violence against teachers and other students, aggression, 

bullying, negative attitudes towards work and verbal abuse (Martin 1988:37; McDonald 

1993: 137; Woodhouse, Hall & Wooster 1985: 119). In most cases misbehaving students 

jeopardise the continuity of instruction. The teacher is forced to maintain self-control and 

never display anger. In some cases teachers themselves are assaulted or threatened 

with personal injury (Cichon & Koff 1980:99; Martin 1988:37). In secondary schools 

failure to maintain discipline is often seen by colleagues as a sign of weakness and 

incompetence (Ferreira 1994:119). 

The other issue that has an impact on behaviour is the age of students. Children of 

different ages behave differently, with older children misbehaving more (Eskridge & 

Coker 1985:388; Johnstone 1989:24; Otto 1986:115). For that reason, the incidence of 

misbehaviour is much higher in secondary schools than in primary schools. Consequently 

secondary school teachers may experience more stress than primary school teachers 

(Eskridge & Coker 1985:388). In the township schools the situation is worsened by the 

lack of age restriction or age limit in classes. Consequently, in the township secondary 

schools, one in every fiVe students is over 21 years old - some are married and/or have 

children of their own (Graham 1994:2; Jarvis 1986:9). 

3.7.1.13 Student performance 

Research has indicated that students in South Africa, as elsewhere in the world, are 

disinterested and passively involved in their school work; that they display a negative 

attitude towards their work and simply refuse to learn (Bardo 1979:252; Ferreira 
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1994: 119; Graham 1994:2). The situation is so bad that academics throughout South 

African universities complain that the number of students (mainly from township schools) 

needing individual attention because of, inter alia, poor schooling, is increasing (Barron 

1996:7). 

Teachers are intrinsically rewarded if their students succeed. Failure by students is often 

viewed as failure on the part of the teacher. This negative reflection on teachers may be a 

cause of frustration and stress. The examination-oriented school system and the influence 

thereof upon student performance may also be a stressor for teachers. Students are 

often unlikely to pass these examinations hence they resort to cheating, coming to the 

examination room with notes and demanding "pass one pass all" - especially in township 

schools (Bardo 1979:252; Reeves 1994:19). This leads to the lowering of standards, and 

it is for this reason that the abolition of the examination system is demanded in certain 

spheres (Bruner & Felder 1983:69; Payne & Furnham 1987:147; Sunday Times 1995:24). 

Closely related to performance is school attendance. According to Brenda (1994:16) and 

Dworkin (1987:142) there is a close correlation between poor attendance and poor 

performance. In the townships, students do not attend school regularly, they go to school 

late and leave early -thus missing classes in the early morning and again in the afternoon 

(Graham 1994:2; Reeves 1994:38). It is for these reasons that Grade 12 results for 

township secondary schools are discouragingly poor, the pass rate ranging between 20 

and 38%, compared to 95% and above for white schools (Graham 1994:2; Reeves 

1994:24). 

In a study done by Gordon (1986) student performance was correlated with parents' 

educational level. It became clear that the higher the level of education attained by 

parents the higher the student's chance of passing at school, and the lower the level of 

education attained by parents, the greater the student's chance of failing at school 

(Gordon 1986:72). Given the lower educational level of black parents in general, black 

students' success rate is likely to be lower. On the other hand, Dworkin (1987:141) 

discovered that black students are generally low achievers, especially when they are 

attending mainly black schools. Dworkin (1987:142) concluded that teachers who teach 
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mainly black children, therefore, experience more stress and burnout than other teachers. 

This might also b~ applicable in South Africa. 

3.7.1.14 Value conflict or dissonance 

Organisational values derive from the personal value system. In schools where teachers 

share a common value system there will be a high degree of harmony and mutual 

understanding; but where there are different personal value systems there may be conflict 

(Gray & Freeman 1987:24). These conflicts may be elevated to political gaming or 

ideological standpoints - which may in turn lead to factionalism or trade unionism (Gray & 

Freeman 1987:25). This could be the case in South African townships where teachers 

differ in terms of dress, conduct and approach - all based on their political affiliation or 

association (Reeves 1994:90). 

Apart from value conflict among teachers, differences exist between teachers and 

students. Teachers become stressed when they deal with students who insist that their 

behaviour is not wrong although the teacher insists that it is: the reason being a clash of 

values (Gray & Freeman 1987:29; Humphreys 1993:142). 

3.7.t.15 Teacher authority and discipline 

Authority and discipline have become major sources of stress for teachers. Old 

authoritarian methods of disciplining students do not work any more since the rights of 

students have become more important - students are aware of this and will react 

immediately when they feel that their rights are being violated (Gray & Freeman 1987:34; 

Humphreys 1993:127). Therefore, teachers have to maintain a balance between their 

authority and the rights of students. 

In the township secondary schools, discipline among both students and teachers is very 

poor: there is no order, violence is the order of the day; laboratories have been turned into 

shebeens, dagga is smoked openly on school premises by students, and card games and 

soccer are played in classrooms (Mangena 1994:10; Ramogale 1997:22; Teleki 1994:29). 
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Teachers, who are expected to be symbols of discipline, encourage juvenile delinquency 

among students: they come to school late, do not honour periods and are too weak to 

exercise authority (Pearson 1992:15; Teleki 1994:29). Violence in township secondary 

schools has reached alarming proportions: teachers are threatened or assaulted, girls are 

sexually molested or raped and students are even killed on the school premises (Sowetan 

1996:3; Thato 1996:5). 

The teacher's position of authority has been weakened further by the government's 

abolition of corporal punishment. Although in some instances corporal punishment was 

overdone (Bot 1985:7), teachers felt that it remained the most effective form of 

punishment. It is for this reason that many teachers (and parents) feel let down by the 

abolition of corporal punishment (Citizen 1996(a):1; Vista 1996:19; Volksblad 1997(a):5). 

In many township schools corporal punishment was seen to be the only effective form of 

punishment (Sentsho 1996:3). Its abolition may increase the possibilities of stressful 

situations and may imply that many township teachers will fold their arms and ignore 

misbehaviour by students. 

3.7.1.16 Theft and vandalism 

The crime rate in South Africa is generally high (Leon 1996:11). Schools are also 

affected. School property is vandalised, and equipment is stolen. Because of lack of 

proper security at most township schools thieves and vandals have free access to school 

premises. Equipment stolen includes television sets, video machines, electric stoves and 

other appliances (Express 1996:7; Reeves 1994:22). Theft of these items means that 

some lessons in certain subjects cannot be conducted, thus making it impossible for 

teachers to realise certain educational objectives. 

The erection of shacks around schools promotes this theft and vandalism: school chairs, 

tables and cupboards are used in shacks; classroom doors, windows and roofing are 

stolen to build shacks, and school facilities such as water taps, toilets and playgrounds 

are used by shack dwellers (Teleki 1994:41; Van der Linde 1993:14). As a result, 

teachers have to teach in classrooms that have no doors, no windows and no roofing; 
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they also have to interfere when students fight over a chair or position in the classroom, 

i.e. early birds get chairs and sit away from broken window panes (Van der Linde 

1993:14). Working under such conditions is highly stressful for teachers. 

3.7.2- Personal stressors 

3.7.2.1 Personality traits 

Personal stress is stress that originates from within, from the individual's own inner fears, 

drives, ambitions, perceptions and expectations. Personal stress thus often stems from 

one's personality. Certain individuals are therefore more prone to stress than others 

owing to differences in personality traits (Alley 1980:1; Fontana & Abouserie 1993:261; 

Swick 1989:8). 

Truch (in Martin 1988:33) postulates that higher stress levels are experienced by those 

teachers who perceive their jobs to be characterised by alienation, isolation and a sense 

of powerlessness than by those who see their work in a positive light. Fontana and 

Abouserie (1993:266) found that teachers who demonstrate characteristics such as 

hostility, aggressiveness, moodiness and introversion experience higher stress levels than 

extroverts and friendly teachers. Researchers such as Cranweli-Ward (1990), Johnstone 

(1989) and Humphrey and Humphrey (1986) distinguish between Type A and Type 8 

personalities. Type A personalities are observed in people who are aggressive, 

competent, ambitious and restless; while a Type 8 personality is observed in people who 

are more contemplative, relaxed and casual about time (Cranweii-Ward 1990:23; 

Humphrey & Humphrey 1986:46). Type A personalities are more likely to suffer from 

stress and heart-failure than Type 8 personalities (Humphrey & Humphrey 1986:46; 

Johnstone 1989:27). 

Closely related to personality is a person's disposition (Cranweii-Ward 1990:23). 

Disposition refers to the person's temperament or frame of mind. Placed under excessive 

stress, one person may remain calm and another may become very tense (Cranweli-Ward 

1990:23). 
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To understand fully the relationship between disposition and likely reactions to excessive 

stress, Cranweii-Ward (1990:24) has developed a basic typology that includes six 

recognisable types: 

The ambitious type: They are energetic and active, and they seldom relax. Their 

vulnerability to stress is high. 

The calm type: They are patient and unworried, and they are unlikely to set too many 

impossible objectives for themselves. Their vulnerability to stress is low. 

The conscientious type: They may prefer a set routine and be over-concerned about 

getting things right. Their vulnerability to stress may range between moderate and 

high - especially during times of change. 

The non-assertive type: They are unable to assert themselves, avoid conflict and 

may be taken advantage of. Their vulnerability to stress is moderate. 

The lively type: They thrive on change and are bored by routine. They prefer a high 

stress level. Their vulnerability to stress is low. 

The anxious type: They worry and panic a lot. They are obsessed with doing things 

right, they doubt themselves and they experience a high degree of internal pressure. 

They prefer a low level of stress. Their vulnerability to stress is high. 

3. 7 .2.2 Locus of control 

Another important stress factor is the person's perceived locus of control. Researchers 

distinguish between people who believe that they control things, i.e. a belief in internal 

control; and those who believe that things in one's life are generally outside one's control 

and are primarily influenced by complex and unpredictable forces, luck and powerful 

others outside him/herself i.e. a belief in external control (Halpin et al1984: 139; Johnstone 

1989:27; Kyriacou 1987:149). Teachers who believe in external control feel powerless 

and at the mercy of circumstances. They thus experience more stress. On the other 

hand, teachers who believe in internal control realise that they are influential, they accept 

responsibility for their actions and they work hard to achieve educational goals. These 

teachers usually experience less stress. 
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Harris, Halpin and Halpin (1985:347) distinguish between humanistic control orientation 

and authoritarian control orientation. Humanistic orientation is characterised by, among 

others, 

accepting and trusting others (especially students), 

higher teacher creativity, 

emotional maturity, and 

-cheerfulness. 

On the other hand, an authoritarian orientation is characterised by, among others, 

strict student control, 

low frustration tolerance, 

moodiness, and 

low self-concept. 

Furthermore, teachers with humanistic control orientation are expedient, attentive to 

people and easy-going; whereas teachers with an authoritarian control orientation believe 

in maintaining order by punitive measures and are easily annoyed. 

Teachers with a humanistic ideology can therefore usually handle wear and tear in 

emotional situations and are less susceptible to stress than teachers with an authoritarian 

ideology. 

3.7.3 Interpersonal stressors 

3.7.3.1 Role conflict and role ambiguity 

Role conflict and role ambiguity exist when there is a lack of clarity regarding the teacher's 

responsibility, expectations and work objectives. Role conflict specifically exists when the 

job that a teacher has to perform conflicts with his/her values and beliefs; while role 

ambiguity exists when the teacher has to perform too many roles (Dunham 1984:29; 

Eskridge & Coker 1985:388; Swick 1989:11). 
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It can be accepted that black teachers experienced severe role conflict when they had to 

impart Bantu Education to their students. Not only did they know that it was inferior, but it 

was often in direct conflict with their own values and beliefs. Although Bantu Education 

belongs to the past, the remnants of its curriculum may still be found in schools all over 

the country probably for years to come. 

Teachers also experience role ambiguity. In their daily interactions with students, 

colleagues and authorities teachers have to become counsellors, social workers, 

managers, resource providers, examiners and secretaries on the one hand; and creative 

teachers who are concerned with the performance of their students on the other hand 

(Dunham 1984:27; McDonald 1993: 138). 

According to Duff (in McDonald 1993:137) the academic role of teachers cannot be 

accurately determined because of the lack of acceptable standards of achievement 

regarding behaviour, relationships and values of students. Teachers can therefore never 

be certain of their achievements. They may take their work too seriously, and still not be 

pleased with what they have achieved. 

3.7.3.2 Relationships with colleagues 

Just as good relationships with colleagues provide valuable support and ease job strain, 

poor working relationships are a potential source of stress (Litt & Turk 1985:184; 

McDonald 1993:139; Sutherland & Cooper 1990:47). Stressors related to colleagues 

include 

conflicting educational philosophies, 

conflicting personalities, 

seeing other teachers as not pulling their weight, 

staff cliques, 

collegial backbiting, 

seeing other teachers' relationships with students as inappropriate, 

discrimination against women teachers, 
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poor systems of communication, and 

trying to maintain happy working relations between warring factions (Brown & Ralph 

1992(b):108; Dunham 1984:30; Otto 1986:124; Zehm & Kottler 1993:92). 

The political affiliation of South African teachers, and of black township teachers in 

particular, has led to serious tension among staff members since the mid-1980's. Some 

teachers supported and participated in marches and protests organised by students while 

others did not want to get involved (Reeves 1994:75). The establishment of the South 

African Democratic Teachers' Union (SADTU) - which was aligned to the liberation 

movement - further divided teachers into "progressives" (SADTU members) and 

"conservatives" (non-SADTU members) (Graham 1994:2; Reeves 1994:2; South African 

Labour Bulletin 1993:75). Because education is politicised in South Africa, it is the 

researcher's view that the division of teachers along political lines will cause more conflict 

in future should one group see changes introduced in education as favouring the other 

group. 

3.7.3.3 Parents and the community 

The attitude of parents towards teachers is a most disturbing factor. Parents generally 

set too high standards for teachers in terms of morals, conduct and teaching skills. 

They often do not trust teachers and do not appreciate their work (Brown & Ralph 

1992(b):108; Dworkin 1987:10; McDonald 1993:137). Teachers, on the other hand, feel 

that the society's permissiveness, the abolition of corporal punishment and the 

constraints on the school's right to suspend students are a clear indication of lack of 

support and appreciation from the community (Otto 1986:147; Wi111995:19). 

3.7.3.4 Relationship with authority 

• Bureaucracy 

Many researchers believe that a number of organisational stressors, most of which 

are beyond the control of teachers, can be eliminated by the sound administration of 
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schools by authorities. Stressors beyond the control of teachers include involuntary 

transfers, overcrowded classrooms, lack of material, promotion and salary as well as 

school ethos (Bruner & Felder 1983:69; Cichon & Koff 1980:99; Litt & Turk 1985:184). 

Schools are seen as bureaucratic organisations that produce stressful situations. 

These environments are characterised by hierarchical structures, management styles 

which encourage productivity and competition, abuse of power and top-down 

decision-making (Calabrese & Anderson 1986:31; South African Labour Bulletin 

1993:71). Teachers, therefore, see their position as one in which they can exert little 

or no influence over decisions of the Department of Education. Teachers also 

perceive the Department as relatively unconcerned about their welfare (Current Affairs 

1991:7; South African Labour Bulletin 1993:71). 

• Lack of involvement in decision-making 

During decision-making facts are gathered and assessed, alternatives weighed and all 

factors are carefully evaluated. Generally, most teachers would want to be involved in 

all of these processes. Teachers feel stressed if they have to implement decisions 

made by authorities without their consuHation (Beard 1990:111; Cacha 1981 :26). 

Decisions which directly affect teachers include allocations of subjects and duties, 

class allocations, curriculum and methodology of teaching (Litt & Turk 1985:183; 

Rascke, Dedrick, Strathe & Hawkers 1985:563). 

• Lack of appreciation and recognition 

Most teachers feel that they do not receive sufficient appreciation and recognition, 

despite the extra time and effort they put into their work (Otto 1986:184). They are still 

being blamed for poor results, poor discipline and the bad state of education. The lack 

of positive feedback the teacher receives from superiors, low salary, lack of promotion 

and the poor state of buildings are quoted by teachers as a clear indication of their 

perceived worthlessness (South African Labour Bulletin 1990:23). The fact that 

teachers are told by parents and authorities what to do, how to teach and how to 
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behave - despite their training - is seen as lack of recognition of their professional 

autonom~ and personal rights (Aptekar 1984:197; Mclaughlin, et al 1986:421; 

Tuetemann & Punch 1992(b):181). This lack of recognition leads to poor motivation, 

low morale and lack of job satisfaction among te.achers (Blase 1982:1 08; Otto 

1986:123). 

• RelatiQnship with principal 

The relationship between teachers and the principal of the school plays an important 

role in teachers' stress (Otto 1986: 122). Unfortunately, dissatisfaction with the 

p[incipal appears to be a major concern for many teachers. Teachers complain that 

principals fail to support them in matters of discipline, they treat staff-members unfairly 

and partially, they do not recommend them for promotion and they disregard teachers' 

creativity (Ferreira 1994:117; Litt & Turk 1985:183; Payne & Furnham 1987:146). 

Some principals are seen as incompetent, inconsistent and unpredictable (Otto 

1986:122). However, some researchers believe that the principal is used as a 

scapegoat since he is the nearest authority at whom frustration can be directed (Litt & 

Turk 1985:184). 

In South Africa, the relationship between the principal and teachers is further 

complicated by politics. For example, principals who were appointed in the late 1980's 

were not all appointed because of their academic qualifications and expertise, but 

because they frtted in with the system of education in which they were to control 

students and shape them to be collaborators of the apartheid system of education 

(Reeves 1996:11). Furthermore, between 1989 and 1994 township principals in 

particular were the targets of members of SADTU because they were seen as 

symbols of the apartheid authority in education (Reeves 1996:11). It is the 

researcher's view, therefore, that most teacher-principal relationships are not sound 

and are based on distrust. This relationship may remain a source of stress for the 

teacher (and the principal) in the township schools - until trust is established. 
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• Occupational uncertainty 

Teachers are the latest public servants to fall foul of the government's intention to axe 

300 000 posts in the pubic sector by the year 2000 (Mona 1996:3). The Department 

of Education, with its 485000 employees (teachers included) is the largest government 

sector (Swart 1996:13). The government has started with the process of 

redeployment and the payment of voluntary severance pfickages in order to bring 

down these numbers. This is a significant stressor for tefichers since they are not 

certain of their posts, or whether they may be forced to leave their areas or schools as 

a result of redeployment. 

This uncertainty has led some teachers, especially in the W~stem Cape, to embark on 

a programme of action against redeployment; and otherjs to apply for severance 

packages (Citizen 1996(c):11; Mona 1996:3). It should be noted that some of the 

teachers who may apply for the severance packages have been in the profession for 

many years and may possess no other qualification except teaching. 

Another factor that is a source of stress for the majority of teachers who remain in the 

profession is the fear that the payment of severance packages may deplete the 

government's pension fund (Citizen 1996(d):8). The sooner issues such as these are 

finalised, the better for the well-being of teachers. 

3. 7.4 Environmental/societal stressors 

The community, the family, the economy and the society at large greatly influence teachers' 

stress levels. As these external influences change, the individual's attitude and behaviour 

at work also change (McLean 1979:47). Living environments such as those experienced in 

townships, may increase the risk of stress due to increased neighbourhood crime, criminal 

and anti-social role models and unaesthetic, dreary or garbage-cluttered streets (Honig 

1986:54). 

The low socio-economic status of the teacher may also be a severe stressor in that it may 
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interfere with the effective functioning of the family and lead to financial problems and 

insecurity (Honig 1986:55). 

3. 7 .4.1 Crime 

The high crime rate due to, inter alia, unemployment is a serious cause for concern among 

all citizens. The situation is worse in the townships where most of the crime occurs (Carter, 

Rulashe, Streak, Koz, Khupiso, Van Eeden, Eshak & Krost 1994:3). It is the researcher's 

view that black teachers who live in the townships may be targeted by criminals because of 

their apparent higher salaries and higher lifestyles compared to those of ordinary township 

dwellers. This fear of being robbed or targeted may compound the stress experienced by 

township teachers. 

3.7.4.2 Family values 

The changes in family values and marital ethics greatly influence teachers' stress levels. 

Extended families have been replaced by nuclear families, divorce rates are high, 

traditional values are changing and the phenomenon of working mothers. is on the 

increase (Mclean 1979:52). The teacher, for example, often has to feed, counsel and 

be mother or father to students whose parents are absent due to work or divorce. This 

leads to role conflict and role ambiguity, that have already been cited as stress factors 

(Brenda 1994:16; Dunham 1984:19; Mclaughlin et al1986:422). 

3. 7 .4.3 Politics 

During the apartheid era, black teachers were seen as collaborating with the oppressors 

and were victimised by students (Reeves 1994:64). This may have increased their . 

stress levels. Since the 1990's, after political freedom, society, as well as teacher 

organisations, was divided by either political affiliation or ideology. Some teacher 

organisations were labelled as "government-recognised," e.g. the National Professional 

Teachers' Organisation of South Africa (NAPTOSA), and others as "progressive and 

internationally recognised," e.g. South African Democratic Teachers' Union (SADTU) 
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(which is an affiliate of the African National Congress) (Reeves 1994:89; South African 

Labour Bulletin 1993:72). This division within their own ranks increased the teachers' 

stress levels. Research conducted by the Rand Afrikaanse Universiteit discovered that 

promoting unionist attitudes among teachers can have "an adverse effect on the 

attitudes, professionalism and work ethic of other teachers" (Graham 1994:2). 

Therefore political and unionist affiliation may increase the township teacher's stress 

level. 

3.8 MANIFESTATIONS OF STRESS 

3.8.1 Introductory remarks 

Manifestations of stress refers to signs and symptoms of stress. Caputo (1991 :28) 

refers to a symptom as that which patients or sufferers see as unusual in the way they 

think, act and feel, while signs/manifestations are what doctors or observers see in their 

professional examination of patients or sufferers. Because people are unique, and 

because stress is a subjective experience, manifestations of stress may differ from 

person to person (Cranweii-Ward 1990:58; Kruger 1992:143). However, individuals 

exposed to stress over a long period of time usually display some characteristic 

abnormal reactions, or may suffer from a form of illness (Brenda 1994:17; Cranweii­

Ward 1990:58). 

It should be noted that stress does not only lead to negative reactions; but could also 

lead to positive reactions. Hence a distinction was made earlier between positive stress 

(eustress) and negative stress (distress). Eustress implies rising to the challenge and 

leads to · improved self-confidence and a high level of self-esteem (Cranweii-Ward 

1990:15; Kyriacou 1987:146). However, one of the purposes of the research is to make 

teachers aware of the negative reactions resulting from stress. This may enable 

teachers. to identify negative reactions in their behaviour and thus recognise that they 

are stressed and seek help or adjust their situations. 
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3.8.2 Physical manifestations of stress 

Medical experts generally agree that many illnesses are stress-related (Cranweii-Ward 

1990:67; Zimbler et al 1985:5). Research has shown that stress lowers resistance to 

illness and intensifies its impact (Cranweii-Ward 1990:67). Some of these illnesses, 

such as heart failure, cancer and kidney failure, can be fatal; while others have less 

severe effects, such as mild headaches, skin diseases and frequency of the need to 

urinate (Ferreira 1994:120; Steyn 1992:317). 

A number of physical illnesses resulting from stress are listed in Table 3.2. 

I TABt~.3.2:· PHYSICAL MANlFESTATIOI\IS·OF STRESS I 
Mouth: Cardio-vascular system: 

ulcers heart attack 
palpitations 

Digestive tract: angina 
migraine 

colic haemorrhoids 
diarrhoea/constipation 
indigestion and heartburn Lungs: 
ulcers 
diabetes asthma, coughs 

dizziness, fainting 
Reproductive organs: breathlessness/breathing 

difficulties 
pre-menstrual tension (f) 
impotence (m) Skeletal-muscular system: 
menstrual disorders (f) 

muscular twitches 
Hair: gnashing of teeth 

backache, neckache 
alopecia tension headache 

arthritis 
Bladder. 

irritability 
frequency of need to urinate 

Skin: 

eczema 
psoriasis 

Source: Cranweii-Ward 1990:68 
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3.8.3 Behavioural manifestations of stress 

Changes in behaviour which accompany exposure to excessive stress include, among 

others: 

poor sleeping habits, 

excessive eating/loss of appetite, 

arriving late at work/absenteeism, 

avoiding contact with people, 

drug abuse, 

aggressiveness, and 

alcohol abuse (Atkinson 1988:72; Cranweii-Ward 1990:69; Marais 1992:305). 

At school the teacher may display 

poor productivity, 

antagonism towards students, colleagues and authority, 

poor discipline methods, and 

poor involvement in school activities (Beard 1990:111; Ferreira 1994: 121). 

A person exposed to excessive stress may also suffer from disruption of the thought 

processes or inability to think clearly. The thought processes which are likely to be 

disrupted are the following (Cranweii-Ward 1990:66-67): 

Receiving information: a teacher exposed to excessive stress lacks concentration, 

absorbs little information and is forgetful. 

Problem solving and decision making: to solve a problem and make a decision 

needs clear, rational and logical thinking. An overstressed teacher flits from one 

thought to another and achieves very little. 

Creativity: An overstressed teacher has difficulty in getting in touch with ideas. 

Sometimes the creative process may occur but the teacher may be unable to 

retrieve the ideas from the brain. 

Retrieval of information: An overstressed teacher is forgetful. This embarrasses 

him/her and increases his/her stress level. 
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3.8.4 Emotional manifestations of stress 

Teachers who have been subjected to stress over a long period of time feel helpless 

and overpowered; they have lost the motivation to work or to control events (Atkinson 

1988:55; Halpin et al1984:136). 

Cranweii-Ward (1990:63) mentions the following emotional manifestations of stress: 

Irritability: an over-stressed teacher is annoyed by very trivial things and always 

shouts and complains. 

Anxiety: an over-stressed teacher is over-anxious and exaggerates every event out 

of all proportion. 

Depression: an over-stressed teacher experiences feelings of pessimism, despair 

and despondency. This may lead to a lack of self-confidence and low self-esteem. 

Other manifestations: an over-stressed teacher experiences mood swings, 

withdrawal and emotional exhaustion (Beard 1990:111; Harrisetal1985:347). 

3.8.5 Concluding remarks 

The preceding discussion indicates clearly that stress affects the teacher not only 

physiologically but also psychologically. Although the researcher has tried to 

compartmentalise the effects of stress, in reality this is not the case. Stress 

manifestations form a chain-reaction and it becomes difficult to see where each 

category ends (De Witt 1987:266). The discrepancy between the actual situation 

(confrontation) and the available means to deal with it, may produce emotional r~actions 

such as moodiness, frustration and anxiety. These reactions may again lead to certain 

biological manifestations such as high blood pressure, headaches and heart problems 

(De Witt 1987:266; Selye 1956:100; Swart 1987:163). 

Therefore, for the purpose of effectiveness, a person's coping strategies should aim at 

reducing emotional, behavioural and physical manifestations of stress. In the next 

paragraphs the researcher will focus on coping strategies. 
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3.9 COPING WITH STRESS 

According to Compas (1987:393) coping has been considered to include all responses 

to stressful events or episodes. Kyriacou (1987:149) defines coping as a direct action 

taken by an individual to deal positively with the source of stress. Lazarus and Folkman 

(1984:141) endorse this idea and state that managing stress includes accepting, 

tolerating, avoiding or minimising the stressor, as well as the traditional idea of coping 

as mastery over the environment. 

The first step towards stress management is to acknowledge that it exists (Dunham 

1984:1; Sowetan 1994:14; Van Heerden 1988:52). This acceptance may be difficult for 

people who associate stress with personal weakness and professional incompetence. 

The second step is to understand what stress means. When conducting research it is 

therefore important to ensure that all teachers understand what is meant with the 

different concepts used. For example teachers should understand that continually 

worrying about poor results or poor student discipline could lead to stress if not properly 

handled. Feelings of constant worry could therefore also be interpreted as stress. 

There is a distinction between coping skills that are employed by the individual teacher 

on the one hand, and those that are employed by the school and the community on the 

other. In the next paragraphs, personal, interpersonal, organisational and community 

coping skills will be briefly discussed. 

3.9.1 Personal coping skills 

3.9.1.1 Self-awareness 

Any success in dealing with stress begins with self-knowledge. Self-knowledge brings 

the awareness that the individual must change his/her perceptions in order to cope 

effectively with stress (Humphrey & Humphrey 1986:81; Sutherland & Cooper 

1990:226). For example, lack of promotion may be the real cause of stress, but it may 
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feel safer to complain about being overworked or about the principal. Self-knowledge, 

therefore, helps to put the real causes of stress in the correct perspective and thus 

leads to strategies that directly address the stressor. 

Self-knowledge can be promoted by, inter alia, keeping a stress diary. This should 

provide the teacher with information about the situation and person who caused the 

stress, the time when the stress occurred; as well as his/her feelings and responses 

towards it. Monitoring stress over a period of time, e.g. a month, can help the teacher to 

adjust accordingly (Johnstone 1989:34; Sutherland & Cooper 1990:228). 

3.9.1.2 Ptwsical exercise 

Stress leads to certain physiological processes such as activation of the sympathic 

nervous system and the production of hormones such as adrenaline (Selye 1956:100). 

These physiological processes make the body aware that it is under attack. This results 

in a state of physical tension as well as the release of glucose and fatty substances. 

These substances become health hazards if not utilised or eliminated by the body. 

Physical exercise not only helps to increase the intake of oxygen required for the 

burning up process, but it also leads to the consumption of physical energy and the 

release of muscular and nervous tension which have a liberating effect on the physical, 

mental and emotional state of the teacher (Atkinson 1988:77; Humphrey & Humphrey 

1986:66; Otto 1986:1985). 

Physical exercise can be in the form of walking, swimming, cycling, jogging and other 

sports such as golf and tennis. Of importance here is that physical exercise should not 

involve unhealthy competition since this may lead to more stress (Mullich 1990:162; 

Otto 1986:185; Sowetan 1994:14). 

3.9.1.3 Relaxation 

Muscle fibres contract in response to electrochemical stimulation caused by stress. This 

muscular contraction is related to anxiety and stress. The conscious and progressive 
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relaxation of muscle tension, starting from facial muscles, then hands, feet and the 

whole body can be effective in coping with stress (Humphrey & Humphrey 1986:103; 

Mclean 1979:117). 

Natural breathing habits are also important for relaxation. Continuous stress or tension 

can lead to breathing that is too fast and shallow. But breathing that is deep and 

rhythmic has a calming effect on both the body and mind (Atkinson 1988:79; Dunham 

1984:122; Mullich 1990:161; Otto 1986:186). 

Meditation is another important relaxation technique. Meditation can be defined as 

concentrating on the flow of perception, feelings and images which pass through 

consciousness, but without personal involvement. Maintaining this over a prolonged 

period of time can lead to physical and emotional relaxation; as it can give the teacher 

time to distance him/herself from problems and help him/her delay or even avoid panic 

(Atkinson 1988:81; Otto 1986:187). 

3.9.1.4 Nutrition 

A balanced and healthy diet is important for maintaining a healthy body that can 

withstand stress. Nutrients that can help reduce effects of stress are those rich in 

alkaline-forming minerals, vitamins and fibre. These are found in fruits, vegetables, 

plant foods, whole grain products and cereals (Atkinson 1988:73; Humphrey & 

Humphrey 1986:60; Otto 1986:189). 

3.9.1.5 Time management 

Although time is infinite, the amount of it available to an individual is finite. The teacher 

should plan his/her activities in order to avoid time pressure and an unbalanced 

workload. This can be done by inter alia keeping a diary of daily objectives, prioritising 

duties and allocating time for each duty as well as time for resting (Atkinson 1988:92, 

Dunham 1994:169; Swart 1987:76). Resting time is very important, especially under 

stressful circumstances. Many teachers neglect to rest and are always available to 
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students and their parents, even during breaks (Brenda 1994:16; Sowetan 1994:14; Van 

Heerden 1988:52). 

3.9.1.6 Behavioural adjustment 

Certain behaviour of teachers may raise their stress levels. Although the teacher may 

be unaware of such behaviour, certain steps can be taken to improve the situation. 

Firstly, the specific behaviour that is stressful must be identified. Secondly, the 

frequency of occurrence of such behaviour must be noted and finally an effort must be 

made to change the stressful behaviour (Humphrey & Humphrey 1986:90). Humphrey 

and Humphrey (1986:95) suggest desensitisation as an effective form of behavioural 

modification. Desensitisation is a process of systematically lessening a specific learned 

fear. It involves presenting items from a list of anxiety-provoking stimuli, starting from 

the feeblest item, proceeding gradually until the strongest anxiety-provoking stimulus 

fails to evoke any anxiety in the individual. 

3.9.1.7 General 

There are a number of general coping skills that are essential for winding down and for 

giving the sympathic neNous system a rest. These include adequate sleep, refreshing 

the mind by thinking about issues not related to teaching, giving oneself special treats, 

getting things off one's chest by talking to supportive people, laughter or crying or even 

hot baths (Mullich 1990:161; Otto 1986:187). It is also important for teachers to free 

themselves from the "super teacher" mentality and just be pleased with what they can 

achieve; they should also allow themselves to take breaks at school and look for 

pleasurable instances and encounters in their relationships with students (Bourke & 

Smith 1992:45; Capel 1992:209). 

3.9.2 Interpersonal coping skills 

The support teachers receive from spouses, colleagues, family and friends is frequently 

cited as a positive factor in stress reduction. This support can be in the form of talking 
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or discussing school problems, sexual relationships, trust and family togetherness 

(Dunham 1994:170; Dunham 1984:111; Mclean 1979:92). 

Another effective stress management skill is handling stress as a team. Some of the 

benefits include sharing ideas for dealing with stress, using each other's strengths to 

reduce particular tensions, forming supportive relationships which enable members to 

improve their self-concepts and establishing common ground for pride and integrity 

(Ferreira 1994:124; Otto 1986:195; Sutherland & Cooper 1990:252; Swick 1989:25). 

3.9.3 Organisational coping skills 

No individual teacher, however effective his/her stress management techniques, can 

completely eliminate stress if environmental sources of stress remain unresolved. The 

school environment needs to be looked at and changed if necessary in order to 

minimise stress (Beard 1990:113; Capel1992:209). 

Firstly, the school authority and the Department of Education must appreciate the 

teachers' work and their input, and also understand their stress problems. Often 

teachers feel that their work is not appreciated and their feelings and personal welfare 

are of little or no value to the bureaucratic Department of Education (Otto 1986:201; 

Tuettemann & Punch 1992(b):191). 

Secondly, a form of support system should be instituted in order to help teachers deal 

with stress effectively. This can take the form of counselling, training or self-help groups 

(Brown & Ralph 1992(a):99; Otto 1986:200). The involvement of other people, such as 

colleagues and psychologists, helps to alter the teacher's initial perceptions of the 

potentially threatening events and can lessen the effects of potentially stressful 

objectives (Mclean 1979:92). 

Lastly, the improvement of conditions of service can be effective in reducing stress for 

teachers. This can be done by, inter alia, increasing salaries, employing more teachers 

in order to reduce each teacher's workload, providing adequate teaching material, 
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helping teachers with student discipline and allocating more time for duties {Beard 

1990:113; Brenda 1994:16; Otto 1986:203). However, these could be too costly for 

most governments to implement. 

3.9.4 Community coping skills 

There is a close relationship between the school and the broader community and it is 

therefore important that community leaders recognise teacher stress and do something 

to reduce it. Unfortunately, negative community attitudes, poor economic conditions 

and political instability further increase the teacher's stress level {Otto 1986:204; 

Reeves 1994:76). Attempts by the community to reduce teacher stress can include the 

establishment of adequate recreational facilities, enrichment courses organised by local 

authorities and non-governmental organisations and holiday packages for teachers 

{Brown & Ralph 1992{a):99; Dunham 1994:173). 

3.10 MEDIATORS OF STRESS 

Mediators of stress may be described as those factors that function as moderator 

variables and that heighten or lessen the impact of a stressor {Kruger 1992:135). They 

can be seen as the means that an individual can muster towards coping with the stress 

situation. There is general consensus among researchers that variables such as age, 

gender and social support are important mediators of stress. A few mediators will be 

discussed. 

3.1 0.1 Temperament and personality 

Appraising a situation as stressful or not depends on the individual's temperament and 

personality {Kruger 1992:137). Some authors on stress have identified certain 

personalities which appear to be more stress-prone than others, for example, 

personalities that are sociable, tolerant and extroverted modify the effects of stress 

more than aggressive, moody and introverted personalities {Fontana & Abouserie 

1993:266). 
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Researchers have also found that the individual's actions, thoughts and hopes can help 

or hinder the process of stress (Albrecht 1979:82; Caputo 1991 :21). For example, over­

commitment, excessive dedication and lack of separation of oneself from one's work -

characteristics typical of Type A personalities - promote stress, while limiting 

commitments, patience and a relaxed attitude - characteristics of a Type B personality -

hinder the process of stress (Caputo 1991 :22; Chandler 1985:1 06; Cooper, Cooper & 

Eaker 1988:47). Therefore, a type B personality serves as a buffer against excessive 

stress since these individuals are not preoccupied with achievement, seldom feel any 

sense of time urgency and seldom become angry or irritable (Charlesworth & Nathan 

1982:157). 

3.1 0.2 Gender 

There is some evidence to suggest that gender mediates the effects of certain stressors. 

Although there is no scientific explanation of this gender vulnerability, the reason could 

be sociological or the effect of sex-role stereotyping. 

For female teachers stress may be aggravated by denigrating attitudes of male students 

towards them, especially in secondary schools. This negative attitude could be 

promoted by cultural values: there are students whose cultural background makes it 

difficult to accept a woman in a position of authority (Otto 1986:118). In South Africa the 

discrimination against women is still applicable despite calls for gender equality. For 

example, female teachers are poorly represented in the ranks of principals and 

management positions in the education departments - despite the fact that they 

outnumber male teachers (Daniels 1996:17; The Teacher 1996(a):4). The 

discrimination against women in general and female teachers in particular is a 

perpetuation of cultural traditions and the bureaucracy of the old government, where 

women earned less than men and had fewer privileges than men (Reeves 1994:46; 

South African Labour Bulletin 1990:24). 

In many schools, male teachers were expected to maintain discipline by, among others, 
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administering corporal punishment and forcing students to do manual labour (Otto 

1986:118). In township schools this disciplining of students could be risky since some 

of the students are over-aged and others are involved in crime (Graham 1994:2; Van 

der Linde 1993:14). Male teachers could therefore be targeted by criminal elements for 

revenge and may experience severe stress as a result thereof. Female teachers may 

not be exposed to this stressor. 

3.1 0.3 Locus of control 

The individual's perception of control over events, both in his/her social life and at work, 

plays an important role in determining the stressfulness of those events (Averill 

1973:287). For example: people who believe that they have control over events in their 

life (i.e. internals) adapt better to stress and this leads to lower stress levels than is the 

case with people who believe in external control (i.e. externals) (Halpin et al1984:139; 

Sandier & Lakey 1982:66). Researchers such as Kyriacou and Sutcliffe (1987) and Cox 

(1980) demonstrated that: 

under stressful conditions externals are more likely to report feelings of stress and 

anxiety than internals, and 

internals show greater willingness to understand their problem and to take steps in 

addressing it than externals. 

In the past, teachers in South Africa were not involved in the decision-making process 

and instructions came to them in the form of so-called top-downs (decisions made 

unilaterally by senior officials and merely passed down, without teachers having the 

opportunity to render any contribution) (Carrim & Schoofield 1994:2; Shalem 1990:9). 

However due to unionism and the focus on personal freedom and human rights in the 

1990's, the situation has changed and teachers are recently consulted more in matters 

such as school management, structuring of syllabi, evaluation and appraisal (Carrim & 

Schoofield 1994:3; Metcalfe & Rule 1992:1 0). Although matters have changed 

considerably with the new education dispensation in South Africa, teachers may still 

experience an external locus of control in many administrative and curriculum activities 

as well as in personal situations. 
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3.10.4 Humour 

Although Portefield (in Kruger 1992:141) found that there is no evidence that humour is 

a mediator of stress, it is generally believed that seeing the funny side of a problem 

leads to reappraisal of the problem and makes it less threatening (Gray & Freeman 

1987:169; Martin 1988:138). Teachers may laugh at students, politicians and 

authorities. They may make jokes because they cannot reach their target nor can they 

revenge themselves. In this way humour and laughter may assuage the hurt (Gray & 

Freeman 1987:169). 

A person with a good sense of humour, who tends to notice the ludicrous aspects of 

his/her life situation readily is one who is skilled in rapid perceptual-cognitive switches in 

frame of reference (Martin 1988:138). This means that the person is able to shift from 

one line of thought to another and to see the lighter side of things - a process which is 

very beneficial in times of stress. 

3.10.5 Family and social support 

Social support is derived from friends, colleagues, authorities, members of the helping 

professions (e.g. psychologists) and the broader community (Cobb 1976:302; Sarros & 

Sarros 1992:57). The family is also a very important buffer of stress since it can provide 

solutions to problems, guidance and practical assistance in stressful times such as birth, 

death, dismissal from work and illness (Cobb 1976:305; Chandler 1985:10; Cooper et al 

1988:72). 

Social support leads the person to believe that he/she 

is cared for, loved, valued and esteemed, 

belongs to a network of communication and mutual obligation, and 

is trusted and respected (Aneshensel & Stone 1982:1392; Cobb 1976:300). 

Research suggests that people have better morale and health, and are less prone to 

stress and burnout if they receive or believe they receive social support when it is 
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needed (Aneshensel & Stone 1982:1392; Sarros & Sarros 1992:56). In fact, lack of 

social support is in itself often a source of stress (Aneshensel & Stone 1982:1395; 

Sarros & Sarros 1992:57). 

3.11 CONCLUSION 

In this chapter a few stress theories that directly influenced the researcher's own theory 

formation were discussed. Relevant aspects such as stressors, the effects and 

symptoms of stress, mediators and coping mechanisms were also considered with 

specific reference to the factors influencing and mediating teachers' stress. 

The chapter also clearly indicates that stress may be a serious problem for teachers. It 

shows that excessive stress leads to health and behavioural problems that demand 

medical treatment and behavioural modification to enable the teacher to cope. The 

problem when dealing with stress is that medical practitioners often put the patient's 

body under the microscope and examine it in detail in order to treat physical diseases. 

In the process, however, they ignore emotional, mental, social and psychological areas 

which cannot be studied under the microscope (Mclean 1979: 17). 

In South Africa it is difficult to give details about the prevalence of the stress problem 

among teachers, especially among black teachers, owing to lack of documented 

information. This topic needs extensive study in order to design stress management 

programmes that are appropriate for the South African situation. It is the researcher's 

view that the country's past, especially the apartheid system and its influence on 

education, makes the stress situation here different from that of other countries. This 

uniqueness should form the basis of the study of stress and coping programmes. 

In the next chapter an exposition of the empirical research design will be given and the 

procedures that form part of the research will be discussed. 
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CHAPTER4 

RESEARCH DESIGN 

4.1 INTRODUCTION 

In the previous chapters the stress phenomenon as experienced specifically by teachers 

in township secondary schools was discussed. From the literature study it became 

clear that not much research has been done on either the causes of stress for township 

teachers or the influence of stress on these teachers. Township teachers are therefore 

not adequately equipped to handle their own stress. The stress management 

techniques or programmes that are utilised rely on Western information. To be able to 

develop stress management programmes which are more relevant to the South African 

situation, knowledge of the sources of stress for township teachers and the conditions 

under which they perform their daily tasks is imperative. In view of the paucity of 

information on the stress experienced by black teachers in township schools in South 

Africa this research endeavours to bridge the gap between Western information and the 

township stress situations. 

In this chapter the researcher will list the general research statements and discuss the 

development and administering of the measuring instrument. The theory underlying the 

procedures undertaken for analysing the data will also be discussed and a short 

summary of the chapter will be given at the end. 

4.2 GENERAL RESEARCH STATEMENTS 

The general research statements of this study are that 

township secondary school teachers experience stress, and that 
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specific stressors contribute to the stress of township secondary school 

teachers. 

4.3 DEVELOPMENT OF THE MEASURING INSTRUMENT 

Although a variety of instruments have been evolved to identify stress and ascertain the 

sources of stress for teachers, an instrument that would be appropriate for South African 

conditions, more specifically for teachers in township schools, has yet to be developed. 

The researcher therefore had to develop an instrument (The Teacher Stress 

Identification Test - TSIT) to identify stress and investigate the sources of stress for 

township secondary school teachers. 

4.3.1 Different approaches to stress measurement 

It is important at this stage to mention that there are different approaches to stress 

measurement. The main reason for the many approaches is that stress is such a widely 

varied phenomenon and is experienced in so many different ways by different people. 

A brief discussion of the different approaches to stress measurement will follow. 

4.3.1.1 Physiological measurement 

Some researchers believe that a person's physiological reactions can be an indication of 

his/her experience of stress (Van Graan 1981:98; Quick & Quick 1984:126). For 

instance, secretion of perspiration, pulse rate, blood pressure and breathing rate can be 

measured and analysed to indicate the individual's stress level (Quick & Quick 

1984:126). Even muscle tension, skin responses, blood flow and brain waves can be 

indicative of the stress experienced by an individual. These are analysed with the help 

of special electronic equipment. 

The disadvantages of the physiological measurement of stress are the following: 

taking physiological measurements is usually an expensive process which requires 

special expertise and instruments, 
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some physiological changes, such as a change in muscle tone, are not necessarily 

stress related (Van Graan 1981 :97), and 

the results of physiological measurement are not always relevant (Quick & Quick 

1984:126). 

4.3.1.2 Observation 

According to Quick and Quick (1984:103) observation of behaviour as well as medical 

observation can also be used to determine whether a person is experiencing stress, or 

what situations give rise to stress. Observation can contribute considerably towards the 

identification of stress if used to complement an interview or a questionnaire (Quick & 

Quick 1984:103). The disadvantages of observation if used alone, include a lack of 

measurement validity, measurement error and cost (Kervin 1992:400). 

4.3.1.3 Interviews 

According to Van Zyl (1991:103), an unstructured interview is particular1y well-adapted 

as a means of determining stress. However, the main problem with the interview is that 

it is time-consuming and may lead to inaccurate interpretations (Kruger 1992:173). The 

results are also dependent on the researcher since different researchers may arrive at 

different conclusions (Kruger 1992:173). 

4.3.1.4 Self-assessment questionnaires or inventories 

The questionnaire was used as a research instrument for the first time by Horface Mann 

in 1847 (Mouly 1978:189). Since then, the questionnaire has developed into the most 

widely used data-gathering instrument in human sciences. As mentioned in Chapter 1, 

an inventory is a specific form of questionnaire, and is therefore developed and used in 

much the same way as a questionnaire. 

A number of self-assessment questionnaires or inventories that can be used for the 

identification and measurement of stress exist. Examples are: 
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The Source of Stress Inventory (Chandler 1981), 

The Stress Response Scale (Chandler 1983), 

The Hassle Scale (Kanner, Coyne, Schaefer & Lazarus 1981) and 

The IPAT Anxiety Scale (Cattel, Scheier & Madge 1989). 

Unfortunately, most of these questionnaires are not standardised for specific use in 

South Africa. Other disadvantages of self-assessment questionnaires or inventories 

include 

Subjects may deny symptoms or causes of stress or may slant their answers to 

represent themselves in a favourable or unfavourable light (Van Zyl 1991 :1 05), 

The validity of questionnaires or inventories differ with circumstances (Smit 

1981 :241 ), and 

In many instances items are worded in such a way that the subject feels that two 

answers are possible (Kruger 1992:174). 

Nevertheless, self-assessment questionnaires are in common use. Smit (1981:241) 

mentions the following advantages of self-assessment questionnaires: 

they generally meet a number of criteria of test objectivity, and 

the administering, scoring and interpretation of these questionnaires require less 

schooling than, for example, projection techniques. 

Goldberger and Breznitz (1982:270) add the following advantages to those mentioned 

above: 

self-assessment questionnaires are cost-effective because they can be 

administered to a large group simultaneously, 

the interpretation of data obtained through self-assessment questionnaires is not 

dependent on the subjective judgement of the interviewer, and 

since most questionnaires are quantified, it is easy to compare scores obtained for 

different people. 

In spite of the disadvantages, the researcher decided to use the questionnaire as 

research instrument. 
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Questionnaires are, however, one of the most difficult measurement modes, because 

both the researcher and the data source have to agree on the meaning and intent of the 

measurement operation to get a valid measure (Kervin 1992:302). Therefore 

questionnaires need to be developed with the greatest care. 

4.3.2 Aspects to consider when compiling a questionnaire 

The following aspects have to be taken into consideration when compiling a 

questionnaire or inventory (Steenekamp 1984:4): 

The purpose of the questionnaire or inventory: Requirements to which a 

questionnaire or inventory must conform will depend on the aim as well as the 

method of its application. 

The experiential world of the respondent: The theme, concepts and conceptual 

framework reflected by the questions must be familiar to the respondents included 

in the sample. 

The means of data collection: The construction of the questionnaire or inventory 

will depend on whether it is to be filled in by the respondent him/herself or by the 

researcher. 

4.3.3 The properties of and guidelines for an effective questionnaire 

A questionnaire or inventory is designed in such a way that it answers specific research 

goals. Each question should therefore be carefully formulated. A questionnaire or 

inventory should not be evaluated globally, but each question must be carefully weighed 

to determine whether the response will help to provide the best answer to the research 

problem (Jacobs, Oosthuizen, Le Roux, Olivier, Bester & Mellet 1989:98). 

According to Ker1inger (1986:444) an item in the questionnaire should meet i.a. the 

following requirements: 

it should be related to the research problem and the research objectives, 

it should be appropriate and unambiguous, 
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it should not demand information that the respondent may resist, and 

it should not be loaded with social desirability. 

Mellet (1986:182) mentions that the following properties are of utmost importance for a 

questionnaire: 

the topic or theme must be such that the respondent sees it as important so that 

he/she will be prepared to co-operate in completing the questionnaire, 

it must be attractive, brief and as easy as possible to complete, 

instructions should be clear and be given at the beginning of the questionnaire, 

and 

items should not ask for a moral or ethical standpoint. 

4.3.4 Structure of the questionnaire 

The structure of the questionnaire or inventory needs to be logical and clear to the 

respondents. In accordance with the aims of the questionnaire, the researcher decided 

to divide the inventory into four categories or sections. The sections are as follows: 

Section A: Biographical and demographical data 

Section 8: Teacher stress (indicator of the level of stress suffered by teachers) 

Section C: Stressors 

Section D: Teacher opinion and recommendations 

4.3.5 Construction of items 

The item construction was accomplished in the light of the criteria set forth by Want (in 

Fulton 1965:37). Some of these criteria are the following: 

- The statement must be debatable. It must represent only an opinion which has no 

general acceptance. 

- A "double-barrelled" statement should be avoided, i.e. each statement should 

contain only one complete thought. Grouping two or more sentences/ideas as one 

statement should therefore be avoided. 

- Words such as only, mere, just, often, sometimes, seldom and the like must be used 
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with care and moderation. 

- Expressions or statements lacking in effect must be avoided. 

- Whenever possible, statements should be written in the form of a simple sentence. 

- High-sounding, uncommon and technical terms or expressions should be avoided. 

In the wording of the items of the inventory used in this study, words such as "I" and 

"my" were used in some instances. These words, according to Mellet (1986:186) allow 

the respondent to be subjective and to identify with the item. 

4.3.6 Question format 

Two basic formats can be used in the development of questionnaires, namely open 

questions (also called unstructured questions) and closed questions (also called 

structured questions). Various combinations of these two formats may also be used. 

4.3.6.1 Unstructured questions (open questions) 

Kerlinger (1986:442) defines an open question as one that supplies a frame of reference 

for respondent's answers, but puts a minimum restraint on the answers and their 

expressions. Although the content of the respondent's answer is dictated by the 

research problem or question, there is no other restriction on the content and manner of 

the respondent's answers. The advantage of open questions is that they enable the 

interviewer to clear up misunderstandings and make better estimates of respondent's 

true intentions, beliefs and attitudes (Kerlinger 1986:443). However, the main 

disadvantage of open questions is that the responses are difficult to interpret and 

analyse (Van Zyl1991:122). 

4.3.6.2 Structured questions (closed questions) 

Structured questions, also called closed or fixed-alternative items, offer the respondent 

a choice among two or more alternatives. The main advantage of structured questions 

is that it is easier, more economical and less time-consuming to administer 
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questionnaires with pre-codified questions than is the case with open questions. 

Another advantage is the achievement of greater uniformity of measurement and thus 

greater reliability (Kerlinger 1986:442). The major disadvantage of structured questions 

is their superficiality (without probes they do not ordinarily get beneath the response 

surface) and the loss of rapport between the person administering the questionnaire or 

inventory and the respondent. It can also frustrate the respondent who may feel that the 

given responses do not make adequate provision for the expression of his/her personal 

opinion or feelings. Worse, they can force responses because a respondent may 

choose an alternative to conceal his/her ignorance or have no other option to choose 

from. Structured questions are also less subtle than open questions. 

For the purpose of this study, both structured and unstructured questions were used. 

The structured questions are used for sections A, 8 and C while the unstructured 

questions are used for section D. Section D enables respondents to use their expertise 

and experience to express their opinions and to make recommendations; and in this 

way assist the researcher to direct future research. 

4.3. 7 Choice of items 

In developing a questionnaire or inventory early consideration should be given to the 

length of the final questionnaire or inventory. Steenekamp (1984:4) warns against 

succumbing to the temptation to gain too much information from a single questionnaire 

or inventory. This warning is echoed by Moser and Kalton (1981 :309) who declare that 

a long questionnaire or inventory is demoralising for both respondents and researchers. 

However, the questionnaire or inventory should not be curtailed to a point where it 

cannot serve the purpose for which it was designed. Van den Berg and Vorster 

(1982:29) declare that the final length of the questionnaire or inventory determines its 

reliability and validity. It can therefore be concluded that the questionnaire or inventory 

should be as short as possible, but should be long enough to ensure that it is reliable 

and valid. 

When deciding on items to be included in the questionnaire or inventory, the item pool 
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should be much longer than the number of items to be incorporated in the final 

questionnaire or inventory. Items that do not pass the statistical and non-statistical 

validation can then be eliminated. 

For the Teacher Stress Identification Test items were chosen with due reference to the 

literature study. Few items were derived directly from existing questionnaires. The 

majority of items were, however, newly formulated so as to be relevant to the situation 

of township secondary school teachers. 

4.3.8 Length of items 

It is important to state the purpose of items succinctly i.e., with optimal verbal economy 

(Olivier 1989:1d1; Van Zyl1991:151). Although Molenaar's (1982:53) contention that a 

question/item that is briefly stated is inevitably good, is debatable, brevity of questions 

invariably adds to the quality of the questionnaire or inventory. 

For the Teacher Stress Identification Test items or questions were formulated as 

concisely as possible. Because of the poor command of English by some township 

secondary school teachers, the researcher avoided long questions or items since these 

could lead to misinterpretations and respondent "fatigue". 

4.3.9 Personal and sensitive questions 

According to Steenekamp (1991 :53) it is not the substance of the particular questions 

that provoke the respondent's aversion to certain questions or to the questionnaire or 

inventory as a whole, but often the circumstances prevailing during the interview, the 

approach adopted by the interviewer and the lack of motivational thrust in the 

questionnaire or inventory. Steenekamp (1991 :53) further contends that the public are 

generally willing to co-operate in scientific research, as long as the merits of the case 

are apprehended and the questionnaire or inventory is administered without 

encroaching on the respondent's right to privacy. Kervin (1992:339) maintains that, 

before asking an embarrassing or sensitive question, each researcher must ask 
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himself/herself if such a question is absolutely necessary for the project in hand. 

The researcher encountered some scepticism among certain teachers about the aim of 

the research. They felt that what they wrote could be used against them. For example, 

if they said they did not experience stress, the principal could conclude that they could 

still manage more work. However, the assurance of anonymity addressed these fears 

and the teachers then co-operated. 

4.3.1 0 Evaluation of items 

After compiling the items it is important to evaluate and reconsider their inclusion in the 

questionnaire or inventory. Olivier (1989:106) proposes a checklist that can serve as a 

yardstick to determine whether items comply with all the relevant guidelines and criteria: 

Is the question necessary? 

Is the question clear and unambiguous? 

Will the respondent be able to answer the question? 

Will the respondent be willing to answer the question? 

Have ambiguous questions been eliminated or revised? 

Is the item as short as possible and yet clearly stated? 

Could the answer be readily influenced by social predisposition? If so, can the 

question be reformulated to eliminate prejudice or partiality? 

Have negative words such as "no" and "not" been eliminated as far as possible? 

Are the questions balanced so that the number of favourable/positive items will 

equal the number of unfavourable/negative items? 

In the case of a multiple choice questionnaire or inventory, are sufficient options 

given? 

The researcher used this checklist to evaluate the inclusion of items in the inventory. 
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4.3.11 Choice of response alternatives 

The application of an inventory is often done with the aid of different scales. The scales 

most commonly used are the following: 

dichotomous scales (yes- no), 

four-to-eight-point numeric or Likert type scales, 

diagram scales, and 

semantic differential scales. 

For the purpose of the Teacher Stress Identification Test the researcher used numeric 

rating scales. Words are used to indicate the end categories but other points on the 

scale are represented by numbers. The end categories (or labelled points) are said to 

be anchored. The scale used for section C of the inventory is given below. 

No stress 

1 2 3 

High stress 

4 5 6 

According to Kervin (1992:320) the numeric rating scale is often used to measure the 

extremity and intensity of opinions. 

4.4 ADMINISTERING THE STRESS INVENTORY 

4.4.1 Experimental application 

The inventory was compiled and given to a number of township teachers to make 

comments on, among others, word difficulty and suitability of items. Several items were 

modified from the input given by the teachers. 

The inventory was also given to lecturers at the University of South Africa (Department 

of Educational Psychology) for comments and improvement. From this a final draft of 

the inventory: The Teacher Stress Identification Test (Annexure B) was prepared. 
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4.4.2 Determining the sample 

The purpose of administering the questionnaire or inventory to a representative sample 

is to obtain statistical data about each item of the questionnaire or inventory, and about 

the questionnaire or inventory itself (Van Zyl 1991 :131}, for the purpose of item 

selection and the testing of its reliability and validity. 

Thorndike (1982:54) indicates that in research on item statistics the sample must be 

large enough to ensure standard descriptions of the item parameters. Helmstadler (in 

Smit 1981 : 126) recommends that instead of the 200 testees recommended by 

Thorndike (1982:550) and the 350 recommended by Van den Berg and Vorster 

(1982:69}, the sample should comprise at least 400 testees. In this study 368 teachers 

from 36 township secondary schools participated. All the respondents were black 

teachers, residing in townships and offering their services in township schools. All the 

students of these schools were also black. Principals and heads of departments were 

excluded from this study because of the fact that their hierarchical position might have 

had an influence on the outcome of the research. In the light of the literature study, the 

scope of this sample is acceptable. 

4.4.3 Administering the inventory 

4.4.3.1 Permission to use schools for the investigation and requests for participation 

Permission was granted by the Head of Education: Free State Education Department 

(Annexure C). Permission was subject to the following conditions: 

The principal should provide the names of teachers who volunteered to participate 

in the research. 

No teacher should be forced to participate in the study. 

The names of schools and teachers who participate in the study remain confidential 

in all respects. 

A copy of the letter granting permission must be shown to principals and teachers 

of participating schools. 
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A copy of the dissertation must be donated to the Free State Education 

Department. 

The researcher had to accept in writing the above-mentioned conditions. 

The researcher wrote a letter to the principals of participating schools to ask for their 

permission and co-operation (Annexure D). 

A letter was also written to teachers to request them to participate (Annexure E). 

4.4.3.2 Instructions for the completion of the inventory 

The purpose of these instructions is to make it clear to the respondents what is 

expected of them and how to complete the inventory, seeing that each section was 

completed differently. An attempt was made by the researcher to keep instructions as 

concise as possible. Instructions were also given verbally by either the researcher or 

the principal. The following information was given: 

respondents were told that only their opinion was required and therefore there will 

be no right or wrong answer, 

respondents were urged to be honest in their answers, 

confidentiality of their answers was emphasised i.e. their answers will not be seen 

by anyone except the researcher and the university statisticians, 

respondents were requested to answer all questions, and 

respondents were thanked in advance for their co-operation. 

4.5 PROCEDURES FOR ANALYSING DATA 

Laboritz and Hagedorn (in Abhilak 1994:216) suggest that the analysis of data involves 

both descriptive and inferential statistics. While descriptive statistics is concerned with 

summarising or describing the data of a sample, inferential statistics is concerned with 

generalising from a sample to make estimates and inferences about a wider population 

(Rowntree 1981 :166). Kerlinger (1986:137) adds that perhaps the most important forms 

of statistical analysis, are multivariate analysis and factor analysis. Multivariate analysis 
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is a general term used to categorise a family of analytic methods whose chief 

characteristic is the simultaneous analysis of k independent variables and m dependent 

variables. If an analysis includes, for example, three independent variables and four 

dependent variables, handled simultaneously, it is a multivariate analysis. The 

descriptive, inferential and multivariate statistical techniques, used in this research, are 

discussed. 

4.5.1 Descriptive statistics 

When large volumes of data have been gathered from a variety of sources, there is a 

need to organise, summarise and extract the essential information contained within this 

data. This is the role of descriptive statistics (Wegner 1994:5). Therefore descriptive 

statistics serve as a tool for the organisation, tabulation, depiction, description, 

summarisation and reduction into a comprehensible form of an otherwise unwieldy 

mass of data ( Sibaya 1993:165). 

4.5.1.1 Respondent counting and percentages 

The preliminary step in analysing data is usually counting the responses for every item, 

or respondent counting (Orlich 1978:132). Respondent counting provides a summary of 

the tabulated frequency for which each category is marked. Therefore, frequency data 

can be converted to percentages, indicating the number of respondents who marked a 

particular item in relation to the total number of respondents (Orlich 1978:136). 

4.5.1.2 The mean (average) for the responses to each statement 

When the mean or average for the responses to each item is converted to the nominal 

categories, it gives an indication of the group's response to a particular statement 

(Orlich 1978:141). It is also possible to establish the position of the individual in relation 

to the group as a whole by comparing the individual's score in a single item with the 

group's average score. 
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4.5.1.3 Item hierarchy 

Item hierarchy refers to the ranking of items from the one with the highest mean to the 

one with the lowest mean. For Section C (Stressors) individual items will be ranked 

from the one which causes the most stress to the one which causes the least stress 

according to township teachers (Annexure F). Individual items within a factor will also 

be ranked from the one which causes the most stress to the one which causes the least 

stress according to township teachers, to serve as aid for future researchers. This 

ranking will be given in Annexure G. 

From the item hierarchy a wide variety of deductions can be made (see chapter 6) that 

can be used to make recommendations and to direct future research. 

4.5.2 Inferential statistics 

4.5.2.1 Chi-square 

The chi-square statistic, written as x2
• is a statistical measure which is used to test 

hypotheses on patterns of outcomes of a random variable in a population (Wegner 

1994:266). The chi-square statistic is applied to three hypothesis test situations, namely 

tests for independence of association between categorical random variables, tests for 

equality of proportions in more than two populations, and goodness of fit tests. The 

data needed for the aforementioned test situations is frequency counts. The chi-square 

statistic then tests the null hypothesis by comparing a set of observed frequencies which 

are based on sample findings, to a set of expected frequencies which describe the null 

hypothesis. The chi-square statistic is used to test hypotheses based on Section 8 of 

the inventory. 

4.5.2.2 Testing of hypotheses -Analysis of variance 

According to Kerlinger (1986: 17) a hypothesis is "a conjectural statement of the relation 

between two or more variables". In layman's language it can be defined as the 
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researcher's prediction of an expected relationship or value. Hypotheses are always in 

declarative sentence fonn, and they relate, either generally or specifically, variables to 

variables. 

According to Wegner (1994:215) there is a five-step procedure to be followed when 

conducting an hypothesis test. The steps are: 

Fonnulating the hypotheses -the Null and Alternative hypotheses 

Determine the area of acceptance and rejection 

Compute the corresponding sample statistic 

Compare the sample statistic to area of acceptance 

Draw a conclusion 

These steps will be followed when testing the hypotheses of this research. 

The hypotheses for this research are stated in Chapter 5. Analysis of variance enables 

researchers to determine whether one or more independent variable influences the 

variance of the dependent variable. It therefore enables the researcher to test his 

stated hypotheses. 

Analysis of variance or ANOVA is a multivariate technique that assesses the effect of a 

few category variables (including manipulations representing experimental conditions) 

on a quantitative dependent variable (Kervin 1992:587). Kerlinger (1986:135) says that 

analysis of variance is exactly what its name implies: a method of identifying, breaking 

down, and testing for statistical significance variance that comes from different sources 

of variation. That is, a dependent variable has a total amount of variance, some of 

which is due to the experimental treatment, some to error, and some to other causes. 

ANOVA's job is therefore to work with these different variances and sources of 

variances in order to confinn or reject the researcher's stated hypotheses. In this 

research ANOVA was used on data gained from Section C of the inventory in order to 

test the hypotheses. 
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4.5.3 Multivariate analysis 

4.5.3.1 Item analysis - reliability 

According to Kervin (1992:728) item analysis is a statistical analysis which determines 

which items should be left out of the questionnaire or inventory in order to improve its 

reliability and validity. When item analysis is done better score distributions and item 

sequences are usually achieved. Mulder (1989:192) asserts that every item included in 

the test or questionnaire or inventory contributes its own share (whether negative or 

positive) to the grand total of the score achieved by each testee. The first aim of item 

analysis is therefore to determine exactly what each item's contribution is. 

Another aim of item analysis is the calculation of the reliability of the questionnaire or 

inventory. The reliability of a questionnaire or inventory can be described as the 

consistency with which it measures from one occasion to the other (Van den Berg & 

Vorster 1982:121), and can be determined by such means as test-retest and 

consistency methods (e.g. Kuder-Richardson formulae and alpha coefficients). 

According to Smit (1981 :41) test reliability does not depend on the aU-or-nothing 

principle. Reliability is therefore a matter of degree and no questionnaire or inventory is 

completely reliable. It can therefore be assumed that when a construct such as stress is 

measured, a measurement error will be present as it is the case with all measurements 

of human characteristics. Anastasi (1976:193) attributes this error component to 

incidental, non-essential factors that influence the measurement of a construct. The 

score a person achieves in a test can therefore be described as the observed score; 

where the observed score = the actual score + the error component (De Wet, Monteith, 

Venter & Steyn 1981 :132). 

The smaller the error component, the smaller the difference between the actual score 

and the observed score, and the greater the reliability of the measuring instrument will 

be (Kruger 1992:207). Reliability can therefore also be described as the ratio of the 

variance of the actual score to the variance ofthe observed score (Kruger 1992:207). If 
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the observed variance is the same as the actual variance (i.e. there is no error variance 

present) then the ratio of the observed variance to the actual variance is 1 (De Wet et at 

1981:133). Hence when a measuring instrument is developed, an effort is made to get 

the reliability of the instrument as close to 1 as possible to. Values of 0,80 and above 

are seen as reliable enough, those between 0,60 and 0,80 as acceptable and those 

below 0,60 are unacceptable (Kervin 1992:509; Tull & Hawkins 1993:316). 

For this research, item analysis will be carried out on Section C of the inventory. For 

each item the average, the standard deviation and Cronbach's alpha reliability 

coefficient will be calculated for each of the various categories of the inventory 

individually. The purpose of Cronbach's alpha is to determine whether the item 

correlates well with the particular field for which it was intended. Items that fail to show 

significant correlations with the intended field are then eliminated so as to obtain a 

higher reliability coefficient. 

4.5.3.2 Validity 

Validity is the degree to which an instrument actually measures what it purports to 

measure (Sibaya 1993: 160) or the extent to which findings accurately represent what is 

happening in the situation (Kervin 1992:29). There are different forms of validity, 

namely 

content validity, 

face validity, and 

construct validity. 

• Content validity 

Content validity refers to the representativeness of the items included in the 

questionnaire or inventory or instrument (Henerson, Morris & Fitz-Gibbon 

1987:141). Mulder (1989:217) says that content validity refers to the extent to 

which the inventory/questionnaire succeeds in covering the area to which it relates. 

It is not statistically determined, but by consulting competent persons or a panel 
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who go through the inventory or questionnaire item by item to decide for 

themselves 

whether items contribute to achievement of the object of the test, 

whether items do not measure what has already been measured, 

whether the number of items dealing with a particular matter is too large or 

too small, and 

whether all aspects are covered by the items (Mulder 1989:217). 

• Face validity 

According to Sibaya (1993:162) face validity does not denote validity in the true 

sense of the term. It simply means that a cursory examination seems to indicate 

that the instrument does measure what it is intended to measure. Hence it is also 

called an "eye-ball test". This is usually done by the researcher and his/her 

supervisor before the questionnaire or inventory is finalised. 

• Construct validity 

'The construct validity of an instrument is the extent to which one can be sure that 

the instrument represents the construct whose name appears in its title" (Henerson 

et al1987:136). Construct validity deals with all the aspects of the project, internal 

and external, as well as the theory that underlies it (hence it is sometimes called 

external validity) (Guly, Edgley, Arafat & Allen 1987:23). 

In order to determine construct validity, factor analysis was used. The objective of 

factor analysis is to reduce a large number of items to a smaller number of factors 

(Robertson, Zielinski & Ward 1984:285). Factor analysis is achieved by identifying 

a pattern or common characteristics in a number of items. Items with common 

characteristics are grouped together to form a factor. A factor is therefore a 

construct, a hypothetical entity made up of a number of items with common 

characteristics (Kerlinger 1986:569). 
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For identification purposes, researchers formulate names for each factor. Although 

some researchers allocate items in questionnaires to factors from the outset and 

formulate the wording of the items accordingly, a more scientific way is invariably to 

rely on factor analysis to identify groups of inter-correlated items. For the purpose 

of this study, it would not be possible to allocate items to factors before factor 

analysis was done, because of lack of literature relevant to teacher stress in 

township schools, on which the researcher could base his factors. 

4.6 SUMMARY 

The development of a questionnaire or inventory is a difficult and time-consuming task. 

Although an attempt was made in this chapter to provide guidelines and criteria for the 

development of a questionnaire, there are no fixed rules. However, the researcher tried 

to ensure that the inventory is practical and practicable. 

An attempt will be made by the researcher to follow the guidelines and criteria 

mentioned in this chapter in the implementation of the inventory. Results of the 

research will be discussed in the next chapter. 
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CHAPTERS 

RESULTS OF THE EMPIRICAL INVESTIGATION 

5.1 INTRODUCTION 

The stress phenomenon has been investigated from a variety of perspectives by a 

widely divergent group of researchers. However, hardly any research has been done 

on the stress level of and stressors contributing to the stress of township secondary 

school teacl'lers. This study is an attempt to address this shortcoming. In this chapter 

the results of the empirical investigation will be discussed. 

Section A of the inventory deals with biographical and demographical details, while 

information gained through an analysis of Section B is used to determine the level of 

stress experienced by township secondary school teachers. Results of the empirical 

investigation on these two sections of the inventory will only be briefly discussed, since 

the focus of this research falls mainly on the factors contributing to the stress 

experienced by teachers teaching in townships in the Free State Province (Section C). 

The literature study revealed a host of factors that could influence the stress of 

township secondary school teachers. These factors were used as items, in conjuction 

with newly developed items, for Section C of the inventory. There were 115 items in 

Section C. Factor analysis with the principal component method of estimation and the 

varimax rotation technique was used to group the items into 22 factors. Then the 

factors identified by means of factor analysis were subjected to a reliability test using 

the Cronbach's Alpha. Analysis of variance was used to test the hypotheses and an 

item hierarchy was done. 

In Section D the respondents were given the opportunity to express their opinions on 

their experience of stress, the factors contributing to their stress and their ways of 
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coping with stress. They also made recommendations regarding ways to reduce 

teacher stress. In this section the respondents' practical experience was used to add to 

the list of stressors mentioned in Section C. The findings on Section D will also be 

briefly discussed. 

5.2 SECTION A: BIOGRAPHICAL AND BACKGROUND INFORMATION 

The research group consisted of 368 black teachers from 36 secondary schools. All the 

secondary schools are situated in the townships of the Free State Province. The 

biographical data of the respondents are represented in the form of graphs or figures. 

I FIGURE 5.1: GENDER DISTRIBUTION 

Male 
45.20% 

Female 
54.80% 

Although there were slightly more females than males, the sample can be seen as 

being representative of the population of school teachers, since females usually 

dominate the teacher population. 
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FIGURE 5.2: AGE DISTRIBUTION 

00% 
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36.10% 
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10% 
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0% -50-59 

0.50% -60+ 20-29 30-39 40-49 

Years of age 

The graph shows that most of the respondents were younger than 40 years, while very 

few were older than 50 years. This may imply a serious lack of benefits gained from 

long experience of teaching. 

I FJGURE 5.3: MARITAL STATUS 

- . 
:- , 

I 

Divorced 
3.3% 

Never married 
37.1% 

The majority of respondents were married, but single teachers also formed a large part 

of the response group. The marital status of teachers may have an influence on 
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teacher stress and will therefore be subjected to scrutiny when doing the statistical 

analysis. 

I FIGURE 5.4: TEACHING EXPERIENCE 
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Most of the respondents in the sample group had only between O and 1 O years teaching 

experience. This corresponds with figure 5.2 which indicated that most of the 

respondents were younger than 40 years. 

I FIGURE 5.5: NUMBER OF STANDARDS THAT YOU TEACH 

More than one 
standard 

16.8% 
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Most of the respondents taught more than one standard. This means, among other 

problems, preparing lessons, setting question papers and writing memoranda for 

different subjects and/or standards. In retrospect, the inventory should have demanded 

information on the exact number of standards taught by the respondents e.g. two or 

three or four, so that more accurate conclusions could be drawn. 

I FIGURE 5.6: NUMBER OF PERIODS PER WEEK 
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Most of the respondents honoured between 30 and 40 periods per week. This implies 

that these respondents have on average 3 periods per week for administration , marking 

and controlling written work and resting. Hence they may be forced to do school work 

at home or after school hours. 

FIGURE 5.7: HOURS PER WEEK SPENT ON EXTRA-CURRICULAR ACTIVITIES 
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Most of the respondents spent between 0 and 2 hours per week on extra-curricular 
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activities. The relatively low number of hours spent on extra-curricular activities could 

possibly be attributed to the serious shortage of facilities in township schools. 

I FIGURE 5.8~ HIGHEST QUALIFICATION 
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Most of the respondents had only a diploma as their highest qualification. There were 

also respondents whose highest qualification was grade 12. These respondents may 

experience different stress which may be related to their low qualifications. 

I FIGURE 5.9: SIZE OF SCHOOL 
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Many of the respondents came from schools with students between 1200 and 1500. 

Given the serious shortage of classrooms in most township schools, these numbers 

imply serious overcrowding. 

j FIGURE 5.10: FIELD OF SPECIALISATION 
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The different fields of specialisation were relatively well represented in the study group, 

with the technical field the least represented. 

5.3 SECTION B: RESULTS OF THE EMPIRICAL INVESTIGATION 

Section B of the Teacher Stress Identification Test deals with the levels of teacher 

stress. Items in the inventory focused on physical and psychological manifestations of 

stress. Respondents were asked to allocate a mark between 1 and 6, indicating how 

.often, or seldom a specific manifestation (item) is experienced. 

5.3.1 Determination of stress levels 

For the purpose of answering further research questions, the stress levels of township 
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secondary school teachers had to be determined. 

The respondents fell into three groups. These groups were determined as follows: 

- an average stress 1ndicator was calculated for each respondent using the items in 

Section B. 

- the arithmetic average ± one standard deviation was then used to determine the 

boundaries for the above mentioned groups. 

- under a perfect normal distribution, 68,26% of the area lies one standard deviation 

above and one standard deviation below the arithmetic average. 

from this it is assumed that respondents beyond these boundaries experience 

either low or high stress levels. 

The distribution of the respondents is provided in table 5.1. 

TABLE5.1: STRESS LEVELS OF THE RESPONSE GROUP 

Stress level % of respondents ····. 
Low stress 14,9 

Moderate stress 66,6 

High stress 18,5 

5.3.2 Hypotheses 

5.3.2.1 Research question 

Is there an association between gender, age, teaching experience, number of periods 

taught per week, hours spent on extra-curricular activJties, qualifications, size of school 

or field of specialisation and the stress level experienced by township secondary school 

teachers? 

The hypothesis underlying the general research question above, was investigated using 

the chi-square test. The test for independence of association is used and involves 

establishing whether or not two categorical random variables are independent (Wegner 

1994:249). Different hypotheses were tested at the 95% level of confidence. However, 

149 



only these null hypotheses that were rejected will be discussed. (In each case the 

researcher focuses only on those teachers experiencing a high level of stress.). The 

five steps of the hypothesis testing procedure as outlined in chapter 4 apply. It must be 

borne in mind that all conclusions in this script apply only to the sample group. 

5.3.2.2 Hypothesis 1 

Step 1 

Ho = 

Step 2 

Formulate the Null and Alternative Hypotheses. 

There is no association between age and the level of stress experienced by 

township secondary school teachers (i.e. they are independent). 

There is an association between age and the level of stress experienced by 

township secondary school teachers (i.e. they are not independent). 

Determine the area of acceptance. 

The limit for the area of acceptance is expressed as a chi-square value and is obtained 

from chi-square tables. To find the appropriate cut-off value of chi-square, both the 

level of significance and degrees of freedom must be known (Wegner 1994:250). The 

level of significance is generally pre-specified (a = 0,05). The degrees of freedom are 

related to the size of the contingency table and given as (r - 1) (c - 1), where r is the 

number of rows and c is the number of columns. In this instance the degrees of 

freedom are 4 =(3-1)(3-1). 

From the chi-square table, with a = 0,05 and degrees of freedom equal to 4, the critical 

chi-square limit is 9,488. 

The decision rule is therefore: 

Accept H0 if x2 ~ 9,488; and Probability value (P) > 0,05. 

Reject Ho if x2 > 9,488; and Probability value (P) ~ 0,05. 

Step 3 Compute the appropriate sample statistic. 
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The appropriate sample statistic wm be a chi-sEJuare value x2 
calc· 

The value of the chi-square sample statistic is 12,38 and the probability value is 0,015. 

Step4 Comparison of the sample statistic to the area of acceptance. 

The chi-square sample statistic (x2 
calc = 12,38) lies outside the area of acceptance (i.e. 

larger than x2 = 9,488.) 

Step 5 Conclusion 

The Ho must be rejected at the 5% level of significance. It can be concluded that age 

and the level of stress experienced by teachers are not independent. 

From the calculations done in step 3 it can be concluded that teachers in the older age 

brackets generally experience higher levels of stress than their younger counterparts. 

Although this 5-step procedure will be used when testing all hypotheses in this chapter, 

the steps will not be explained in such detail from now on . 
... . · 

5.3.2.3 Hypothesis 2 

Ho = There is no association between years of experience and the level of stress 

experienced by township secondary school teachers. 

There is an association between years of experience and the level of stress 

experienced by township secondary school teachers. 

The value of the chi-square sample statistic is 18,93 and the P value = 0,004. 

The chi-square sample statistic lies outside the area of acceptance. 

The H0 must be rejected at the 5% level of significance. It can be concluded that years 
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of experience and the level of stress experienced by teachers are not independent. 

From the calculations done in step 3 it is clear that teachers with more years of 

experience generally experience higher levels of stress than their counterparts with less 

experience. 

5.3.2.4 Hypothesis 3 

Ho = There is no association between the number of periods taught per week and 

the level of stress experienced by township secondary school teachers (i.e. 

they are independent). 

There is an association between the number of periods taught per week and 

the level of stress experienced by township secondary school teachers (i.e. 

they are not independent). 

The value of the chi-square sample statistic is25,66 and P value = 0,00. 

The chi-square sample statistic lies outside the area of acceptance. 

The H0 must be rejected at the So/o level of significance. It can be concluded that the 

number of periods taught per week and the level of stress experienced by teachers are 

not independent. 

From the calculations done in step 3 it is clear that township secondary school teachers 

who teach 30-40 periods per week experience Jess stress than those who either teach 

0-30 or those who teach 40 or more periods per week. 

5.3.2.5 Null hypotheses accepted 

After the different steps of the hypothesis testing procedure had been followed for all 

the hypotheses regarding the association between biographical and demographical 

information and the levels of stress experienced by township secondary school 
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teachers, the researcher came to the following conclusion: There is no association 

between gender, hours spent on extra-curricular activities, qualifications, size of school 

and field of specialisation and the stress level experienced by township secondary 

school teachers. The null hypotheses based on these associations therefore have to be 

accepted. 

5.4 SECTION C: RESULTS OF THE EMPIRICAL INVESTIGATION 

Section C of the Teacher Stress Identification Test consists of 115 items. Respondents 

were asked to allocate a mark between 1 and 6 indicating the degree of stress they 

experience when confronted with a specific stressor. Factor analysis, item analysis as 

well as analysis of variance were used to investigate the stressors contributing to the 

stress experienced by township secondary school teachers. At the end an item 

hierarchy was done to determine the ranking of stressors as experienced by teachers 

participating in this research project. 

5.4.1 Factor analysis 

Factor analysis is used to determine whether items in an inventory form a specific 

construct, in other words whether certain items in the inventory have something in 

common. Through th1s procedure the different items in the inventory can be reduced to 

only a few factors or constructs (Mulder 1989:132). 

The first step in factor analysis is the construction of an intercorrelation matrix. With 

the aid of the eigen values of the intercorrelation matrix the factors to be singled out are 

determined. 

After the initial factor analysis the factors were subjected to a Scree-test. The Scree­

test can be described as a graph of eigen values plotted along the ordinate (y-axis) and 

factors plotted along the abscissa (x-axis) (Race & Planck 1992:173). The first distinct 

break (discontinuity) in the curve indicates the number of factors which can be singled 

out. The Scree-test gives only a rough indication of the number of factors that can be 
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included in the investigation. From the test is appears that ± 23 factors can be singled 

out to be used as basis for the research. Consequently a factor analysis with 22 factors 

and eigen values larger than 1, was done. The factors were rotated using the Varimax 

method and the results are presented in table 5.2. 

For the description of individuaJ items, refer to Annexure B. 
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TABLE 5.2: FACTOR ANALYSIS WITH 22 FACTORS (VARIMAX ROTATION) 

Factor Item Eigenvalues 

F1 90 0,863 

91 0,841 

84 0,802 I' 
92 0,800 

.. : k 104 0,794 · .. 

56 0,738 '•· 

107 0,731 

76 0,729 
i '• 

F2 112 0,807 

111 0,783 ... 

110 ' 0,754 
••••• 

60 ' 0,729 I ... · 

78 0,722 

•• 86 0,705 

61 0,704 

F3 32 0,865 .... , 
31 ••... 1 

' 0,835 .,. 
33 I 0,825 

34 I 0,815 . 

64 0,708 .. 

74 0,673 
•, 

F4 105 0,816 
··. 

54 0,789 

106 0,771 '( k' 

55 0,769 

108 0,723 .. 

F5 82 0,723 

95 0,718 
.... 

75 0,713 

87 
·•··· 

0,699 

99 0,693 
' 71 0,668 ''' 

. ·.· 
· .. ,.,. .... 

.·.· 52 0,621 . 
F6 39 0,770 

29 0,746 

38 ;, 0,735 

50 0,713 

45 0,711 . 
70 :•· 0,622 

F7 98 .·· I'" •' · ... 0,854 

115 I 0,847 
. ' .··• · .. 

0,831 97 

96 
·'· 

0,783 

114 •.·.· . ' 0,773 

F8 68 
I 

0,768 

49 0,741 

73 r 0,726 I 

41 I 
·· .. 

''···· 
I 0,718 

83 ... 
.· ., 0,707 



Factor Item Eigen values 

F9 53 0,791 

51 0,749 ·. 

57 0,747 , .. , 
·· .. I 

17 0,663 

F10 14 ·'' 0,829 k ·.·.' .·. !········ 
12 0,821 I 
16 0,799 ' . 

' 
15 .. 0,797 

' •• 
' 

F11 81 .. 0,718 

44 , .•. 0,712 

46 0,707 

93 I 0,674 
.... 

· .... 

,'', 3 0,669 .. ' •' · .. 
. .. 

F12 109 0,798 
• 

72 0,784 
l·· 101 0,744 I·> 

67 0,716 I'• ; •• 

F13 26 0,907 

25 0,894 

27 0,835 
.... 

F14 65 0,715 ' 
... 

113 ' 0,707 
I···· 

103 0,693 
.··· 

85 0,670 

102 0,663 
·.··· 

F15 36 ' ' 0,831 
,' 

37 .. I> ., .. 0,819 

69 
I , 

0,659 
' 

48 .... 0,643 

F16 11 0,828 

7 ' 0,811 

13 0,747 
' 21 0,576 
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Factor Hem Eigen values 

F17 9 0,795 

89 0,757 

88 0,741 
.· .. 

10 0,732 

63 0,654 . 
F18 23 ... 0,738 

22 0,719 

20 0,669 

19 0,640 

43 0,619 

80 0,613 

F19 30 0,704 

2 0,682 

1 0,674 

58 0,659 

59 0,607 

F20 94 0,729 

100 0,711 

66 0,684 

40 0,590 

F21 77 0,619 
· .. 

62 : 0,665 

79 0,640 

5 0,612 . 
47 0,589 

F22 24 0,689 

42 
•·I' 

0,569 

6 0,558 

35 0,555 

28 0,514 

8 0,504 

18 0,430 

4 .. 0,388 ··.·· 

5.4.1.1 Interpretation of factors 

Factor loading varies between -1,00 and +1 ,00. Loadings above 0,25 are seen as 

acceptable and those below 0,25 as unacceptable and should therefore not be 

considered for further analysis (Julyan 1996:17). From table 5.2 it is clear that all 
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items have significant loadings (i.e. above 0,25) with item 4 showing the lowest 

loading (0,388) on factor 22. All the items were therefore included for the purpose of 

further analysis. 

Factor 1 

The items with the highest loading towards factor 1 are 90, 91, 84, 92, 104, 56, 107 

and 76. These items deal with stressors such as a lack of staff development and 

involvement in decision making, short falls and deficiencies of the principal and other 

administrative and managerial factors. 

Factor 1 is therefore called Administration and management. 

Factor 2 

The items with the highest loading towards factor 2 are 112, 111, 110, 60, 78, 86 and 

61. The construct underlying these items is a general feeling of dissatisfaction with 

the teaching profession. 

Factor 2 is therefore called Teacher dissatisfaction. 

Factor 3 

The items with the highest loading towards factor 3 are 32, 31, 33, 34, 64 and 74. 

Items in this factor relates to the unhealthy and poor conditions prevailing in schools 

where township secondary school teachers render their services. 

Factor 3 is therefore called Physical work environment. 

Factor 4 

The items with the highest loading towards factor 4 are 1 05, 54, 1 06, 55 and 1 08. 
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These items focus on the pressure of time, workload and collegial interference on 

teachers. 

Factor 4 is therefore called Work and collegial pressure. 

Factor 5 

The items with the highest loading towards factor 5 are 82, 95, 75, 87, 99, 71 and 52. 

These items are indicative of the low morale of both teachers and students. 

Factor 5 is therefore called Low morale. 

Factor 6 

The items with the highest loading towards factor 6 are 39, 29, 38, 50, 45 and 70. 

These items focus mainly on practices experienced by teachers as difficult, unjust and 

wrongful. 

Factor 6 is therefore called Unfair practices. 

Factor 7 

The items with the highest loading towards factor 7 are 98, 115, 97, 96 and 114. 

These items deal with the carelessness and indifference with which parents educate 

their children. 

Factor 7 is therefore called Lax parents. 

Factor 8 

The items with the highest loading towards factor 8 are 68, 49, 73, 41 and 83. These 

items focus mainly on work demands pressurising teachers to work harder and longer 
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hours, resulting in infringement on afterschool time. 

Factor 8 is therefore called Workload infringing on leisure time. 

Factor 9 

The items with the highest loading towards factor 9 are 53, 51, 57 and 17. These 

items relate to a lack of resources to be used by teachers to enhance student 

performance. 

Factor 9 is therefore called Lack of educational resources. 

Factor 10 

The items with the highest loading towards factor 10 are 14, 12, 16 and 15. These 

items deal with students' vandalism, indifference and malfeasance. 

Factor 10 is therefore called Student malfeasance. 

Factor 11 

The items with the highest loading towards factor 11 are 81, 44, 46, 93 and 3. These 

items deal with duties and situations teachers feel are not actually part of their job 

description and which place unnecessary and unrealistic demands on them. 

Factor 11 is therefore called Unnecessary and unrealistic demands. 

Factor 12 

The items with the highest loading towards factor 12 are 109, 72, 101, and 67. These 

items have to do with collegial tensions, reproaches, gossip and backbiting. 

Factor 12 is therefore called Collegial conflict. 
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Factor 13 

Only three items indicated a high loading towards factor 13. These were items 26, 25 

and 27. They all focus on the extra work and responsibility heaped on teachers by the 

fact that they have to collect money from students for various reasons. 

Factor 13 is therefore called Collecting and handling monies. 

Factor 14 

The items with the highest loading towards factor 14 are 65, 113, 103, 85 and 102. 

These items relate to the community's and superiors' misconception and indifference 

towards the demands of the teaching task. 

Factor 14 is therefore called Indifference of others towards the teaching profession. 

Factor 15 

The items with the highest loading towards factor 15 are 36, 37, 69 and 48. These 

items deal with situations and actions which have or may have a political basis. 

Factor 15 is therefore called Political dilemmas. 

Factor 16 

The items with the highest loading towards factor 16 are 11, 7, 13 and 21. These 

items deal with unlawful actions by students and shack dwellers. 

Factor 16 is therefore called Criminal and unauthorised situations. 

161 



Factor 17 

The items with the highest loading towards factor 17 are 9, 89, 88, 10 and 63. The 

underlying theme of these items is the setting and sustaining of academic standards. 

Factor 17 is therefore called Academic standards. 

Factor 18 

The items with the highest loading towards factor 18 are 23, 22, 20, 19, 43 and 80. 

These items deal with the lack of learning culture perpetrated by both teachers and 

students. 

Factor 18 is therefore called Lack of learning culture. 

Factor 19 

The items with the highest loading towards factor 19 are 30, 2, 1, 58 and 59. These 

deal with general dissatisfaction as a result of unrealistic and unfair expectations. 

Factor 19 is therefore called Inequitable expectations. 

Factor 20 

The items with the highest loading towards factor 20 are 94, 100, 66 and 40. The 

underlying theme of these items is the teacher's search for popularity, acceptance and 

approval. 

Factor 20 is therefore called Recognition/acceptance/approval factors. 
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Factor 21 

The items with the highest loading towards factor 21 are 77, 62, 79, 5 and 47. These 

items deal with the stress experienced by teachers when confronted with disinterested 

and disadvantaged students. 

Factor 21 is therefore called Disinterested and disadvantaged students. 

Factor 22 

Eight items showed a significant loading towards factor 22. These include items 24, 

42, 6, 35, 28, 8, 18 and 4. The items in this factor deal mainly with extra 

responsibilities heaped on teachers by the school and the community. 

Factor 22 is therefore called Extra school responsibilities. 

5.4.1.2 Synthesis 

The results of the factor analysis indicate that the items in the questionnaire can be 

grouped into 22 different factors or constructs. At first glance it appears as if certain 

items fit other factors better than those to which they have been allocated by the 

computer programme. It also appears as if two or more factors can be grouped 

together and still represent a coherent construct or factor. However, after the 

completion of a rigorous investigation in which certain factors were manually allocated 

to other seemingly logical factors, the researcher came to the conclusion that the best 

grouping is the one suggested by the factor analysis. The reason for this conclusion 

is that a subjective manipulation of items resulted in a lower reliability coefficient and 

validity for the individual factor. 

A summary of the factor names is given in Table 5.3. 
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TABLE 5.3: SUMMARY OF FACTORS 

FACTOR TITLE 

Factor 1 (8 items) Administration and management 

Factor 2 (7 items) Teacher dissatisfaction 

Factor 3 (6 items) Physical work environment 

Factor 4 (5 items) Work and collegial pressure 

Factor 5 (7 items) Low morale 

Factor 6 (6 items) Unfair practices 

Factor 7 (5 items) Lax parents 

Factor 8 (5 items) Work load infringing on leisure time 

Factor 9 (4 items) Lack of educational resources 

Factor 10 (4 items) Student malfeasance 

Factor 11 (5 items) Unnecessary and unrealistic demands 

Factor 12 (4 items) Collegial conflict 

Factor 13 (3 items) Collecting and handling monies 

Factor 14 (5 items) Indifference of others towards the teaching profession 

Factor 15 (4 items) Political dilemmas 

Factor 16 (4 items) Criminal and unauthorised situations 

Factor 17 (5 items) Academic standards 

Factor 18 (6 items) Lack of learning culture 

Factor 19 (5 items) Inequitable expectations 

Factor 20 (4 items) Recognition/acceptance/approval factors 

Factor 21 (5 items) Disinterested and disadvantaged students 

Factor 22 (8 items) Extra school responsibilities 

5.4.2 Item analysis 

Mulder (1989:192) states that every item included in the questionnaire contributes its 

own share (negative or positive) to the grand total of the score achieved by each 

testee. The purpose of item analysis is to determine exactly what each item's 

contribution is. An item analysis was therefore done for each factor in table 5.2. 

On the basis of the item-total correlation, and the reliability coefficient, the researcher 

decides whether a specific item should be retained or deleted. The results of the item 

analysis for each factor are presented in the following tables: 
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TABLE 5.4: ITEM ANALYSIS OF FACTOR1: ADMINISTRATION AND 
MANAGEMENT 

Number of items: 8 

Alpha reliapjlity coeffrcient: 0,9117 

Mean: 33,1009 

Standard deviation: 10,8281 

Variance: 117,2470 

ttem Mean if item s· if item Correlation Alpha if item 

is deleted is deleted with total is deleted 

56 28,9251 93,2660 0,6547 0,9052 

76 29,5821 90,4347 0,6483 0,9067 

84 29,0231 91,2480 0,7303 0,8989 

90 28,6369 88,8670 0,8060 0,8925 

91 29,0144 89,7079 0,7782 0,8949 

92 29,1009 89,4320 0,7280 0,8991 

104 28,8473 89,0373 0,7211 0,8998 

107 28,5764 95,1986 0,6499 0,9055 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE 5.5: ITEM ANALYSIS· OF FACTOR 2: TEACHER DISSATISFACTiON 
Number of items: 7 

Alpha reliability coefficiOOt: 0,8638 

Mean: 29,1337 

Standard deviation: 8,9126 

Variance: 79,4340 

Item Mean if item S' if item Correlation Alpha if item 

is deleted is deleted with total is deleted 

60 25,3430 58,4767 0,6260 0,8461 

61 24,7558 60,0043 0,6004 0,8494 

78 24,8459 60,7546 0,6192 0,8467 

86 25,3343 60,0191 0,5919 0,8507 

110 25,4012 58,6957 0,6464 0,8429 

111 24,4738 60,2850 0,6681 0,8405 

112 24,6483 59,5523 0,6995 0,8363 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE5.6: ITEM ANALYSIS OF FACTOR 3: PHYSICAL WORK ENVIRONMENT 

Number of items: 6 

Alpha reliability coefficient; 0,8762 

Mean: 26,0282 

Standard deviation: 8,3628 

Variance: 69,9369 

lte~T~ · · ..• Mean if item S"ifitem CorrelatiOn Alpha if item 

is deleted is deleted with total is deleted 

31 21,7655 47,1432 0,7312 0,8461 

32 21,7288 47,2124 0,7739 0,8384 

33 21,2288 50,6812 0,7250 0,8488 

~4 21,3192 50,2746 0,7142 0,8499 

64 22,0989 51,0355 0,5980 0,8692 

74 22,0000 52,2720 0,5592 0,8753 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain aiJ the items in this factor. 

TABLE 5.7: ITEM ANALYSIS OF FACTOR 4: WORK AND COLLEGIAL PRESSURE 
····· Number of items: 5 

Alpha relial:>ility coetrrcient: 0,8296 

Mean: 19,1161 

standard deViation: 6,7578 

Variance: 45,6654 . 

Item Mean.if item S' if item Correlation Alpha if item 

is deleted is deleted with totill is deleted 

54 14,8697 31,5512 0,6478 0,7913 

55 15,4363 30,2466 0,6208 0,7974 

105 14,9008 29,9703 0,6829 0,7799 

106 15,6346 30,7098 0,6245 0,7963 

108 15,6232 29,8775 0,5728 0,8138 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

166 

••• 



TABLE 5.8: ITEM ANALYSIS OF FACTOR 5: LOW MORALE < 
Number of items: .··.··· 7 . 

Alpha reliability coefficient: 0,8175 

Mean: 26,5462 

standard deviation: 8,9491 

Variance: 80,0863 
.... ·.·. 

Item l\llean if item s• if item Correlation ... Alpha if iti!lm 

is deleted is deleted with total is deleted 

52 22,6705 64,3897 0,4869 0,8045 

71 22,7832 59,5906 0,5329 0,7981 

75 22,8064 58,8757 0,5783 0,7896 

!12 22,5087 60,0188 0,5906 0,7875 

87 22,9798 61,0228 0,5651 0,7820 

95 22,7312 59,8145 0,5876 0,7880 

99 22,7977 60,6894 0,558a 0,7929 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE 5.9: ITEMANAL YSIS OF FACTOR 6: UNFAIR PRACTICES 
Number of items: 6 

Alpha reliability coefftcient: 0,8093 

Mean: 18,80!17 

standard deViation: 8,0665 

Variance: 65,0679 

I Item .··.·. Mean if item S2 ifitem Correlation Alpf\a ifitem 

is deleted is deleted with total is deleted 

29 15,5565 45,3231 0,6048 0,7711 

38 16,0609 46,5573 0,5897 0,7747 

39 15,7333 45,4926 0,6295 0,7656 

45 15,7478 49,3694 0,5625 0,7820 

50 15,0928 45,6542 0,5634 0,7812 

70 15,8522 49,0624 0,4715 0,8007 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE 5.10: ITEM ANAL YSJS OF FACTOR 7: LAX PARENTS 
Number of items: 5 

Alpha reliability coefficient: 0,8734 

Mean: 23,31;44 

Standard deviatioo: 6,0648 

Variance: 36,7818 ·.· . . · ... 

lteiJI 
·• 

.. Mean if item s~ if item Correlation Alphaifitem 

is deleted is deleted with total is deleted 

96 18,6836 24,3189 0,6588 0,8573 

97 :18,4746 23,8025 0,7136 0,8435 

98 18,2401 24,9365 0,7520 0,8367 

114 19,3446 24,1812 0,6472 0,8609 

115 18,7147 24,1875 0,7509 0,8350 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE5.11: ITEM ANALYSIS OF FACTOR 8: WORK LOAD INFRINGING ON 
LEISURE TIME 

.. 

Number of items: 5 

Alpha reliability coelf~eient: 0,7834 

Mean: 17,3835 

Standard deviation: 6,5370 

Variance: 42,7328 

Item Mean if item s· if item Correlation Alpha If item 

is~leted Is deleted with total is deleted .. 

41 13,4148 29,5312 0,5421 0,7485 

49 14,0114 27,9258 0,5697 0,7396 

68 14,2528 28,3889 0,6002 0,7294 

73 13,9517 28,2626 0,5530 0,7453 

83 13,9034 30,0419 0,5311 0,7520 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE 5.12; ITEM ANALYSIS OF FACTOR 9: LACK OF EDUCATIONAL 

RESOURCES . 

Number ofitems: 4 

Alpha reliability coefftcient: 0,7206 

Mean: 17,7697 

stanclard cteviatlon: 4,7243 

Variance: 22,3186 

Item Mean.if item s• if item correlation Alpha if item 

is deleted is deleted with total is deleted 

17 12,8202 16,1817 0,4346 0,7021 

51 13,4803 13,2475 0,5182 0,6536 

53 13,5815 12,8694 0,5812 0,6140 

57 13,4270 12,5947 0,5182 0,6564 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE5.13: ITEM ANALYSIS OF FACTOR 10: STUDENT MALFEASANCE 

Number of items: 4 

Alpha reliability coeffiCient: 0,8250 

Mean: 17,1861 

Standard deviation: 5,6599 

Variance; 32,0349 ...... ·. 
Item ···Mean if item s• ifitem · Correlation Alpha if item 

is deleted is deleted with total is deleted 

12 12,7694 18,8186 0,6658 0,7719 

14 13,2111 18,4678 0,6762 0,7670 

15 13,1833 18,2448 0,6293 0,7915 

16 12,3944 20,7521 0,6397 0,7870 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE S.14: .. 1TEMANALYS1S OF FACTOR 11: UNNECESSARY AND 

. 
UNREALISTIC DEMANDS 

.· . . 
Number of items: 5 

Alph~ reliabllity coefficient: 0,7337 

Me~n: 18,0570 

Standard deviation: 6,0594. 

v~ri~nce: 36,7167 ..... 

Item Mean if item S~ifitem Correlation Alpha if item 

is deleted is deleted with total is deleted 

3 14,0427 26,0753 0,4666 0,6983 

44 14,4986 25,0679 0,5116 0,6815 

46 14,8291 25,2507 0,5069 0,6834 

81 14,9231 24,0084 0,5179 0,6788 

93 13,9345 24,9128 0,4723 0,6969 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE 5.15: ITEM ANALYSIS OF FACTOR 12: COLLEGIAL CONFLICT 
··.· 

.. 

Number of items: 4 

Alph~ reli~l?llity coefficient: 0,7554 

Me~n: 15,300 

St~noord deviation: 5,6023 

v~ri~nce: 31,3854 

Item Mean if item s• if item Correlation Alpha if item 

is deleted is deleted with total is deleted 
·. 

67 12,225 19,6710 0,4993 0,7271 

72 10,8086 19,5191 0,5828 0,6835 

101 11,1914 18,8945 0,5292 0,7117 

109 11,6743 18,2890 0,6021 0,6701 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE 5.16: ITEM ANALYSIS OF FACTOR 13: COLLECTING AND HANDLING 

MONIES 

Number of items: 3 

Alpha reliability coefficient: 0,8518 

Mean: 8,5503 

Standard deviation: 4,6281 

Variance: 21,4190 

Item Mean if item szifitem Correlation 
.· ... ·· 

Alpha if item 

is deleted is deleted With total is deleted 

25 5,7318 9,9615 0,7446 0,7711 

26 5,6844 10,1102 0,7725 0,7462 

27 5,6844 10,6032 0,6531 0,8513 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all items in this factor. 

TABLE 5.17: ITEM ANALYSIS OF FACTOR 14: INDIFFERENCE OF OTHERS 

TOWARDS THE TEACHING PROFESSION 

Number of items: 5 : 

Alpha reliability coefficient: 0,7231 

Mean: 19,5759 

Standard deviation: 5,8857 

Variance: 34,15415 

.· 

Item Mean if item s~ if item Correlation Alpha if item ·.· 

is deleted is deleted with total is deleted 

65 15,6132 23,9793 0,5079 0,6668 

102 15,5759 23,7449 0,4577 0,6860 

103 15,6791 23,0576 0,4924 0,6721 

85 16,0688 24,0240 0,4567 0,6801 

113 15,3668 23,7214 0,4976 0,6701 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE 5.18: ITEM ANALYSIS OF FACTOR 15: POLITICAL DILEMMAS 

Number Qf items: .. ·.· 4 

Alpha r~liability coefficient: 0,7229 

Mean: 11,8385 

Standard ooviation: 5,2624 

Vaiiance: 27,6926 

lt~m Nle<~n if it~m S' if item Correlation Alpha if item 

is deleted is deleted with total is deleted 

36 9,4164 16,0903 0,6220 0,5962 

37 8,5949 15,5315 0,5991 0,6062 

48 8,9122 18,3360 0,4138 0,7171 

69 8,5921 18,1058 0,4244 0,7117 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

·.• 

. 

TABLE 5.19: ITEM ANALYSIS OF FACTOR 16: CRIMINAL AND UNAUTHORISED 

SITUATIONS. 
·• 

Number of items: 4 

Alpha r~liability coefficient: 0,7362 

Mean: 15,5251 

Standard deviation: 5,3324 

Variance: 28,4349 

Item Mean· if item s'.if item Correlation Alplla if item 

is deleted is deleted with total is deleted 

7 12,6034 15,1868 0,6148 0,6224 

11 12,4553 14,4056 0,6390 0,6061 

13 11,0307 17,5593 0,5249 0,6782 

21 10,4860 22,4522 0,3611 0,7577 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE 5~20: JTEM ANALYSIS OF FACTOR 17: ACADEMIC STANDARDS 
.· 

Number ofitems: 5 .·· 

Alpha refiability coeffiCient: 0,7861 

Mean: 17,0000 

Standard deviation: 6,5236 

Variance: 42,5568 
:. · .. 

Item Mean if item . ·· s• if item ·:··. Correlation / . · • Alpha if item 

is deleted is deleted with total is deleted 

9 13,6884 27,4765 0,6461 0,7183 

10 13,4646 28,3063 0,5526 0,7498 

63 13,7762 30,3731 0,4695 0,7757 

88 13,5836 28,8744 0,5648 0,7455 

89 13,4873 28,4324 0,5842 0,7379 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE 5.21: ITEM ANALYSIS OF FACTOR 18: LACK OF LEARNING CULTURE 

Number of items: 6 .··· 
Alpha reliability coeffrcient: 0,7435 

Mean: 25,8943 

Standard deviation: 6,4602 

Variance: 41,7338 
... 

Item Meanifitem s· ifit~m Correlation Alpha if item 

is deleted i.sdeleted with total is deleted 

19 22,2571 28,7474 0,4717 0,7123 

20 21,4686 30,1695 0,4889 0,7047 

22 20,8943 32,1235 0,5222 0,7007 

23 21,2143 30,4439 0,5385 0,6923 

43 21,9743 29,9162 0,4563 0,7150 

80 21,6629 31,4104 0,4374 0,7168 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE 5.22: ITEM ANALYSIS OF FACTOR 19: INEQUITABLE EXPECTATIONS 
Number of items: 5 

Alpha reliability coefficient: 0,6832 

~n: 20,4074 

Standard deviation: 5,6216 

Variance: 31.,6021 

Item Mean if item S' if item Correlation Alpha if item 

is deleted is deleted with total isdelete.d 

1 15,8433 22,6125 0,4434 0,6314 

2 15,7493 22,5998 0,4478 0,6297 

30 16,1425 20,7911 0,4726 0,6168 

58 16,3761 21,3153 0,4429 0,6305 

59 17,5185 21,8161 0,3877 0,6565 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE· 5.23: ITEM ANALYSIS OF FACTOR 20: RECOGNITION !ACCEPTANCE/ 

APPROVAL FACTORS 

Number of items: . 4 

Alpha reliability coeffiCient: 0,6122 

Mean: 11,3590 

Standard deviation: 4,8281 

Variance: 23,3108 

Item Mean ifitem s' if item Correlation Alpha if item 

is deleted is deleted with total is deleted 

40 8,4444 15,8419 0,3186 0,5944 

66 8,8803 14,9628 0,3969 0,5384 

94 8,2450 14,3798 0,4390 0,5065 

100 8,5071 14,0449 0,4159 0,5234 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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TABLE5.24: ITEM ANAL YSJS OF FACTOR 21: DISINTERESTED Af<JD 

DISADVANTAGED STUDENTS 

Number of items: 5 

Alpha reliability coefficient: 0,6339 

Mean: 21,1543 

Standard deviation: 5,2370 

Variance: 27,4260 

Item . Mean if item s• if item Correlation Alpha if. item 

is deleted is deleted with total is deleted 

5 15,9429 22;0196 0,3622 0,5991 

47 18,0571 18,7204 0,3568 0,5975 

62 16,9771 17,7244 0,4115 0,5688 

77 16,7143 18,5141 0,4341 0,5567 

79 16,9257 18,7681 0,3935 0,5772 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 

TABLE 5.25: ITEM ANAL YSJS OF FACTOR 22: EXTRA SCHOOL 

RESPONSIBILITIES . · . 

Number of items: ' ... 8 

Alpha retiability coefficient: 0,6319 

Mean: 27,6590 

Standard deviation: 7,4561 

Variance: 55,5935 

ltem Meanifltem S'ifitem . Correlation Alpha if item 

is deleted is deleted With total is deleted 

4 22,7514 49,4337 0,2311 0,6225 

6 25,0809 45,8601 0,3480 0,5957 

8 24,5925 46,3233 0,3026 0,6065 

18 24,3353 45,8757 0,2510 0,6217 

24 24,1908 40,7983 0,4737 0,5557 

28 24,1503 43,4092 0,3000 0,6099 

35 23,9104 43,3746 0,3456 0,5947 

42 24,6012 43,3419 0,3663 0,5886 

All the items correlated positively with the total and produced a high alpha reliability 

coefficient. It was therefore decided to retain all the items in this factor. 
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A summary of the reliability coefficients for each factor is given in table 5.26. 

TABLE 5.26: SUMMARY OF RELIABILITY COEFFICIENTS 

Factor Number of items Alpha reliability coeffiCient standard deviation 

1 8 0,9117 10,8281 

2 7 0,8638 8,9126 

3 6 0,8762 8,3628 

4 5 0,8296 6,7576 

5 7 0,8175 8,9491 

6 6 0,8093 8,0665 

7 5 0,8734 6,0648 

8 5 0,7834 6,5370 

9 4 0,7206 4,7243 

10 4 0,8250 5,6599 

11 5 0,7337 6,0594 

12 4 0,7554 5,6023 

13 3 0,8518 4,6281 

14 5 0,7231 5,8857 

15 4 0,7229 5,2624 

16 4 0,7362 5,3324 

17 5 0,7861 6,5236 

18 6 0,7435 6,4602 

19 5 0,6832 5,6216 

20 4 0,6122 4,8281 

21 5 0,6339 5,2370 

22 B 0,6319 7,4561 

Note that the Alpha coefficient for factors 1, 2, 3, 4, 5, 6, 7, 1 0 and 13 are above 

0,800. This implies that for the aforementioned factors the inventory is very reliable. 

For factors 8, 9, 11, 12, 14, 15, 16, 17, 18, 19, 20, 21 and 22 the Alpha coefficient is 

between 0,600 and 8,000. Although the Alpha coefficient for these factors is lower, 

the inventory can still be considered an acceptable measurement for this group of 

factors (Kervin 1992:509). 

5.4.3 Item hierarchy 

Item hierarchies provide information on the ranking of items from t,he one that is the 
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highest stressor to the one that is the lowest stressor. The 30 highest stressors of 

township secondary school teachers are presented in rank-order in table 5.27. For a 

complete list of the ranking of all stressors see Annexure F. 

TABLE 5.27: ITEM HIERARCHY FOR INDIVIDUAL STRESSORS 
... 

Ranking Item number Description ·. •· • 

1 5 Students' reluctance to do their schoolwork 

2 98 Parents' lack of control over their child 

3 21 Students dodging lessons 

4 22 Having to push/drive students into class after break 

5 17 Poor student performance 

6 4 Poor involvement of parents in school matters 

7 97 Students experimenting with and using alcohol and drugs 

8 33 Cold classrooms and staffrooms 

9 16 Poor student discipline 

10 34 Bad smell from blocked sewerage pipes and rubbish dumps 

11 96 Students coming to school with no proper uniforms 

12 23 Noise from neighbouring classes and stoeps 

13 2 Too many students in a class 

14 111 Parents who expect teachers to work miracles with their children 

15 115 Children using foul language or being impolite 

16 1 My salary 

17 107 Lack of adequate discipline policies 

18 72 The principal's inability to deal with lazy teachers 

19 13 Theft of school property such as video machines, stoves, TV's 

20 90 The principal's reluctance to discipline misbehaving students 

21 112 Parents' unrealistic expectations of their child's learning ability 

22 77 The actual teaching starts late (Feb/March) every year 

23 12 Vandalism of school property 

24 20 Teaching students who are actively involved in crime 

25 61 Poor working conditions in school 

26 57 Inadequate staffrooms, personal work places and storage facilities 

27 32 Poor lighting and ventilation 

28 51 Anxiety over my students' tests or examinations and results 

29 78 The struggle to get through the curriculum in time 

30 54 Time pressure 

Item hierarchies within the different factors, in other words items within a factor 

ranked from the most stressful to the least stressful, are provided in Annexure G. 
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5.4.4 Testing of hypotheses 

General research question: Is there a significant difference in the averages of the 

various categories for the biographical information (gender, age, teaching experience, 

number of periods taught per week, hours spent on extra-curricular activities, 

qualifications, size of school or field of specialisation) and the different factors (22) of 

the Teacher Stress Identification Test? 

The hypotheses underlying the general research question were investigated using 

analysis of variance (ANOVA). However, only the null hypotheses that were rejected 

will be discussed. In each case, the values of the groups experiencing the highest 

stress are underlined. Although the five steps of the hypothesis testing procedure as 

outlined in chapter 4 were followed, the steps will not be explained in detail. 

5.4.4.1 Hypothesis 1 

Ho = There is no significant difference between the averages of males and 

females for each of the identified factors. 

There is a significant difference between the averages of males and 

females for each of the identified factors. 

After scrutiny of the data the researcher came to the conclusion that the null 

hypothesis can be rejected for factors 10, 17 and 21. The results for these factors are 

provided in table 5.28. (x = mean and s = the standard deviation.) 

TABLE 5;28: GENDER 
.. ... 

.··. 

Factors Males Females 

F- Prob-

value .. value i i s 
1 0: Student malfeasance 3,683 0,050 M§ 1,29 4,17 1,50 

17: Academic standards 5,239 0,023 3,21 1,31 ~ 1,28 

21: Disinterested and disadvantaged 4,129 0,043 4,08 1,09 ~ 1,01 

students 
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It can be concluded that significant differences exist between the averages of males 

and females for these factors. Males experience more stress with regard to Student 

malfeasance than females. However, females experience more stress with regard to 

academic standards and disinterested and disadvantaged students than their male 

counterparts. 

The null hypotheses for the remaining factors cannot be rejected. It can therefore be 

concluded that no significant differences exist between the averages of males and 

females for all the remaining factors in the Teacher Stress Identification Test. 

5.4.4.2 Hypothesis 2 

Ho = There is no significant difference between the averages of teachers in the 

different age groups for each of the identified factors. 

There is a significant difference between the averages of teachers in the 

different age groups for each of the identified factors. 

The null hypothesis can be rejected for factors 15 and 16. The results for these 

factors are provided in table 5.29. 

TABLE 5.29: AGE GROUPS 
.... ·.· . 

Factors .·· 20-29 30-39 40+ 

F- Probe 

Value Value x i 
•· .. ·· ·-s s X .. s 

15: Pol~ical dilemmas 3,022 0,050 2,70 1,30 2,98 1,28 ~ 1,24 

16: Criminal and unauthorised 3,103 0,050 3,65 1,31 ~ 1,35 3,90 1,32 

situations 

It can be concluded that significant differences exist among the averages of the 

different age groups for factors 15 and 16. Teachers in the age group 40+ experience 

more stress with regard to political dilemmas than the teachers in the other age 

groups. 
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With regard to criminal and unauthorised situations, teachers in the age group 30-39 

experience more stress than their younger and older counterparts. 

The null hypothesis for the remaining factors cannot be rejected. It can therefore be 

concluded that no significant differences exist among the averages of teachers in the 

different age groups for all the remaining factors in the Teacher Stress Identification 

Test. 

5.4.4.3 Hypothesjs 3 

Ho = There is no significant difference between the averages of married and 

single teachersfor each of the identified factors. 

There is a significant difference between the averages of married and 

single teachers for each of the identified factors. 

The null hypothesis can be rejected for factors 10, 15, 16, 18 and 19. The results for 

the~e factors are provided in table 5.30. 

TABLE5.30: MARITAL STATUS 

Factors Married Single 

F· Prob- .·. 

. ·· value Value . i s i ·.· s 
... ·. 

1 0: Student malfeasance 11,994 0,001 ~ 1,29 4,01 1,52 

15: Political dilemmas 11,005 0,001 ~ 1,32 2,65 1,20 

16: Criminal and unauthorised situations 9,377 0,002 ~ 1,32 3,64 1,31 

18: Lack of learning culture 6,339 0,012 ~ 1,05 4,15 1,09 

19: Inequitable expectations 7,143 0,008 422 1 '11 3,90 1,12 

It can be concluded that significant differences exist between the averages of marrjed 

and single teachers for factors 10, 15, 16, 18 and 19. Married teachers experience 

more stre~s with regard to all the above-mentioned factors than single teachers. 

The null hypothesis for the remaining factors cannot be rejected. It can therefore be 
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concluded that no significant differences exist between the averages of married and 

single teachers for all the remaining factors in the Teacher Stress Identification Test. 

5.4.4.4 Hypothesis 4 

Ho = There is no significant difference among the averages of teachers with 

different levels of qualification for each of the identified factors. 

There is a significant difference among the averages of teachers with 

different levels of qualification for each of the identified factors. 

The null hypothesis can be rejected for factors 4, 6, 8 and 11. The results for these 

factors are provided in table 5.31. 

TABLE 5.31: QUALIFICATIONS 

Factors Matric Diploma Degree Post-

Graduate 

F- Prob-

value Value x s x s x s x s 

4: Work and collegial pressure 2,953 0,033 1m 0,71 3,88 1,34 3,73 1,32 3,50 1,37 

6: Unfair practices 2,790 0,040 4.21 1,20 3,15 1,37 3,24 1,32 2,79 1,36 

8: Workload infringing on leisure time 5,346 0,001 4.53 0,90 3,57 1,30 3,38 1,34 2,90 1,24 

11 :Unnecessary and unrealistic 2,708 0,045 ~ 0,66 3,63 1,18 3,60 1,27 3,29 1,33 

demands 

It can be concluded that significant differences exist among the average of teachers 

with different levels of qualifications for these factors. Since there were only a few 

teachers with matric only in the research group, care should be taken when making 

conclusions. However, it seems that teachers with lower levels of qualifications 

generally experience more stress with regard to work and collegial pressure, unfair 

practices, work load infringing on leisure time and unnecessary and unrealistic 

demands, than their higher-qualified counterparts. 

The null hypothesis for the remaining factors cannot be rejected. It can therefore be 
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concluded that no significant differences exist among the averages of teachers with 

different levels of qualification for all the remaining factors in the Teacher Stress 

Identification Test. 

5.4.4.5 Hypothesis 5 

Ho = There is no significant difference among the averages of teachers teaching 

different fields of specialisation for each of the identified factors. 

There is a significant difference among the averages of teachers teaching 

different fields of specialisation for each of the identified factors. 

The null hypothesis can be rejected for factors 10, 13, 15, 19 and 22. The results for 

these factors are provided in table 5.32. 
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TABLE 5.32: FIELD OF SPECIALISATION 

Factors Language Commercial Social Maths Natur Tech 

F- Prob-
- - - - - -

value value X s X s X s X s X s X s 

1 0: Student malfeasance 2,573 0,026 4,46 1,35 4,36 1,46 3,94 1,51 ~ 1,21 4,35 1,41 3,14 1,40 

13: Collecting and handling monies 2,638 0,023 2,99 1,59 ~ 1,63 2,46 1,47 2,85 1,53 2,76 1,34 1,95 1,47 

15: Political dilemmas 2,397 0,037 2,91 1,35 2,94 1,31 2,66 1,21 ~ 1,48 2,83 1,03 2,82 1,20 

19: Inequitable expectations 2,939 0,013 4,00 1,23 4,33 1,02 3,83 1,06 ~ 1,08 4,01 1,04 4,09 0,92 

22: Extra school responsibilities 2,314 0,043 3,42 1,06 3,52 0,91 3,40 0,80 ~ 1,06 0,75 0,75 2,38 0,48 



It can be concluded that significant differences exist among the averages of teachers 

teaching different fields of specialisation for factors 10, 13, 15, 19 and 22. Teachers 

teaching mathematics experience more stress with regard to student malfeasance, 

political dilemmas, inequitable expectations and extra school responsibilities than 

teachers teaching other subjects. However, teachers teaching commercial sciences 

experience more stress with regard to collecting and handling monies than teachers 

teaching other subjects. 

The null hypothesis for the remaining factors cannot be rejected. It can therefore be 

concluded that no significant differences exist among the averages of teachers 

teaching different fields of specialisation for all the remaining factors in the Teacher 

Stress Identification Test. 

5.4.4.6 Hypothesis 6 

Ho = There is no significant difference between the averages of teachers teaching 

one standard only and those teaching more than one standard for each of 

the identified factors. 

There is a significant difference among the averages of teachers teaching 

one standard only and those teaching more than one standard for each of 

the identified factors. 

The null hypothesis can be rejected for factors 10, 16 and 22. The results for these 

factors are provided in table 5.33. 

TABLE 5.33: NUMBER OF STANDARDS PER WEEK 

Factors One standard More standards 

F- Prob-

value Value X s x s .. 

1 0: Student malfeasance 4,717 0,031 ~ 1,34 4,23 1.42 

16: Criminal and unauthorised situations 6,057 0,014 ~ 1,39 3,80 1,32 

22: Extra school responsibilities 4,171 0,042 ~ 1,18 3,39 0,87 
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It can be concluded that significant differences exist between the averages of teachers 

teaching one standard only and those teaching more than one standard for factors 10, 

16 and 22. Teachers teaching one standard only experience more stress with regard to 

student malfeasance, criminal and unauthorised situations and extra school 

responsit)ilities than teachers teaching more than one standard. 

The null hypothesis for the remaining factors cannot be rejected. It can therefore be 

concluded that no significant differences exist between the averages of teachers 

teaching one standard only and those teaching more than one standard for all the 

remaining factors in the Teacher Stress Identification Test. 

5.4.4.7 Hypothesis 7 

Ho = There is no significant difference among the averages of teachers teaching 

0 to 30, 31 to 40 and 40+ periods per week for each of the identified factors. 

There is a significant difference among the averages of teachers teaching 0 

to 30, 31 to 40 and 40+ periods per week for each of the identified factors. 

The null hypothesis can be rejected for factors 1, 3, 4, 11, 12, 14, 17 and 19. The 

results for these factors are provided in table 5.34. 

TABLE5.34: NUMBER. OF PERIODS PER WEEK 

Factors (0-30} (31-40} ··• (40+) 

F- Prob-

value < Value x s x s x s 

1: Administration & management 4,989 0,007 3,69 1,58 4,08 1,35 ~ 1,14 

3: Physical work environment 3,665 0,027 3,86 1,51 4,39 1,41 ~ 1,23 

4: Work and collegial pressure 7,493 0,001 3,48 1,58 3,72 1,29 12§ 1.22 

11: Unnecessary and unrealistic demands 4,015 0,019 3,49 1,29 3,50 1,22 ~ 1,15 

12: Collegial conflict 3,680 0,026 3,44 1,64 3,80 1,40 ~ 1,24 

14: Indifference of others towards the 

teaching profession 5,595 0,004 3,60 1,17 3,88 1,22 ~ 1,01 

17: Academic standards 10,126 0,000 3,31 1,29 3,21 1,29 ~ 1,22 

19: Inequitable expectations 4,267 O,Q15 3,68 1,35 4,10 1,09 12§ 1,04 
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It can be concluded that signtficant differences exist among the averages of teachers 

teaching 0 to 30, 31 to 40 and more than 40 periods per week for factors 1, 3, 4, 11, 12, 

14, 17 and 19. The more periods teachers teach per week, the more stress they 

experience with regard to the above-mentioned factors. 

The null hypothesis for the remaining factors cannot be rejected. It can therefore be 

concluded that no significant differences exist among the averages of teachers 

teaching 0 to 30, 31 to 40 and more than 40 periods per week for all the remaining 

factors in the Teacher Stress Identification Test. 

5.4.4.8 Hypothesis 8 

Ho = There is no significant difference among the averages of teachers spending 

0 to 2, 3 to 4 and more than 5 hours per week on extra-curricular activities 

for each of the identified factors. 

There is a significant difference among the averages of teachers spending 0 

to 2, 3 to 4 and more than 5 hours per week on extra-curricular activities for 

each of the identified factors. 

The null hypothesis can be rejected for factors 7 and 21. The results for these factors 

are provided in table 5.35. 

TABLE5.35: NO OF HOURS SPENT ON EXTRA::OCURRICULAR ACTIVITIES 

7: 

21: 

· .... 
Factors 0-2 3-4 5+ 

F- Prob- ·. .· 

value valu& x s x s x s 
' 

Lax parents 3,055 0,048 1.1 1,1 4,5 1,2 4,33 1,34 

Disinterested and disadvantaged 3,769 0,024 ~ 1,00 4,18 1,10 3,88 1,08 

students 

It can be concluded that significant differences exist among the averages of teachers 

spending 0 to 2, 3 to 4 and more than 5 hours per week on extra-curricular activities for 

factors 7 and 21. The more hours spent on extra-curricular activities the less stress is 
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experienced with regard to lax parents and disinterested and disadvantaged students. 

The null hypothesis for the remaining factors cannot be rejected. It can therefore be 

concluded that no significant differences exist among the averages of teachers 

spending 0 to 2, 3 to 4 and more than 5 hours per week on extra-curricular activities for 

all the remaining factors in the Teacher Stress Identification Test. 

5.4.4.9 Synthesis 

ANOVA was used to investigate several hypotheses underlying the general research 

question. From this it becomes clear that marital status, field of specialisation and 

number of hours taught per week may have a special influence on the stress 

experienced by township secondary school teachers. Conclusions and 

recommendations concerning the aforementioned findings are presented in chapter 6. 

5.5 INTERPRETATION OF SECTJON D: TEACHER OPINION AND 

RECOMMENDATIONS 

In this section teachers were asked to mention 

factors which caused them most stress as teachers in the townships, 

physical manifestations of stress they regularly suffered from, and 

what they thought could be done to reduce their stress levels. 

Regarding factors which caused them most stress as . teachers in the township, the 

following were mentioned in order of importance: 

1. students' reluctance to do their schoolwork, 

2. parents' lack of control over their children, 

3. students staying away from lessons, 

4. forcing students into classrooms after breaks, 

5. high failure rate, 

6. poor involvement of parents in school matters, 
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7. problem of drugs among students, 

8. cold classrooms and staffrooms, 

9. poor behaviour of students, 

10. poor and dirty surroundings such as blocked sewerage pipes and street dumps, 

and 

11. overcrowding or too many students in class. 

This section was included to ensure that any important stressors experienced by 

township secondary school teachers were not omitted from the inventory. All the 

above-mentioned stressors were however included as items in the inventory. The first 

two stressors mentioned above were also ranked as the highest stressors in the item 

hierarchy of stressors, again confirming the reliability of the measuring instrument. 

Regarding the question "Which illnesses do you regularly suffer from?" the following 

were mentioned in order of importance: 

1. headaches, 

2. stomachaches, 

3. sleeplessness, and 

4. fatigue. 

Many medical practitioners and psychologists see (work) pressure and stress as causes 

of the above illnesses (Wild 1997:57). This confirms the existence of moderate to high 

levels of stress in township secondary school teachers. 

Regarding actions they take to reduce their stress, the following were mentioned in 

order of importance: 

1. sleeping, 

2. watching television, 

3. physical exercise, 

4. taking alcohol, 
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5. smoking, and 

6. visiting friends. 

Taking alcohol and smoking may not be considered healthy ways of reducing stress. 

This could be an indication of the deficient coping mechanisms of township secondary 

school teachers. 

Regarding the question: "What do you think can be done to reduce the stress level of 

township secondary school teachers?", the following were mentioned . in order of 

importance: 

1. building more schools, 

2. employing more teachers, 

3. improving teachers' salaries, and 

4. involving teachers in decision-making. 

The above-mentioned opinions will be included in the recommendations since they are 

seen as a contribution by people who are directly involved in the situation. 

5.6 CONCLUSION 

In this chapter results of the empirical research were presented. This chapter can be 

summarised as follows: 

• The Teacher Stress Identification Test (TSIT) was administered to 368 black teachers 

from 36 township secondary schools in the Free State Province. 

• The Teacher Stress Identification Test consisted of the following sections: 

Section A: Biographical and demographical data 

Section B: Teacher stress (32 items) 

Section C: Stressors (115 items) 
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Section D: Teacher opinion and recommendations (4 items) 

• For Section B results of the empirical research were interpreted and analysed. 

Different hypotheses were formulated and the following conclusions were reached: 

Older teachers generally experience more stress than younger teachers. 

Teachers with more years of teaching experience generally experience more 

stress than teachers with less teaching experience. 

Teachers who teach between 30 and 40 periods per week experience Jess 

stress than those who teach between 0 and 30 and over 40 periods per week. 

• For Section C the following received attention: 

Factor analysis was done. A total of 22 factors were identified and designated 

(see table 5.2). 

Item analysis was also done. Cronbach's Alpha was used to calculate the 

reliability of the Teacher Stress Identification Test. All the items of the Teacher 

Stress Identification Test were retained because they indicated a high reliability 

coefficient in their respective factors. 

Item hierarchy was done. Items were ranked from the one that caused the 

highest stress to the one that caused the least stress. Students' reluctance to 

do their school work was ranked as the highest stressor, while having to belong 

to a teachers' union or organisation caused the least stress (i.e. position 115). 

ANOVA was used to investigate the hypotheses underlying the research 

statement. From this it became clear that marital status, field of specialisation 

and number of hours taught per week may have a special influence on the 

stress experienced by township secondary school teachers. 

• The information gained from Section D was interpreted. Respondents mentioned 

stressors of township secondary school teachers, physical. manifestations of their stress, 

their stress handling techniques and what they thought could be done to reduce their 

stress. Their contributions, since they were drawn from practical experiences, were 
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valuable and would be included in the list of recommendations presented by the 

researcher. 

In the next chapter the findings from the literature study and empirical research are 

summarised, implications are indicated and recommendations are made. Problems 

experienced by the researcher, shortcomings of the research and subjects for future 

research ar~ briefly discussed. 
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CHAPTERS 

SUMMARISED FINDINGS, 1M PLICA TIONS AND 

RECOMMENDATIONS 

6.1 INTRODUCTION 

Research on stress has revealed that a considerable number of teachers experience 

stress (Litt & Turk 1985:178). However, most local and foreign research concentrates 

mainly on the stress experienced by teachers working in Western and also first world 

communities. This research aimed at investigating the stress experienced by teachers 

teaching in African and mostly third world communities. It endeavoured to establish the 

experienc~ of stress by township secoodary school teachers and the factors contributing 

to these experiences. 

To realise this aim, an extensive literature study on townships and the plight of township 

teachers, the stress phenomenon and teachers' stress were undertaken in chapters 2 

and 3. In chapter 4 the theoretical background to the empirical research was discussed, 

while the results of the empirical research were given in chapter 5. To conclude this 

study, this chapter gives a summary of the findings and implications of the research, and 

recommendations. Problems experienced, shortcomings of the research and subjects 

for future research are also discussed. 

At this stage it is important to recapitulate on the statement of the problem, the 

delimitation of the study and the primary and secondary aims of the research. 

6.2 STATEMENT OF THE PROBLEM 

From the literature study it appears that teachers generally experience a high degree of 

stress due to the conditions of work at school. For township secondary school teachers 
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it is not only the condition of work that causes them stress, but the conditions under 

which they live in the township also contribute greatly to their stress situation. The 

research therefore endeavoured to identify factors that contribute to stress among 

township secondary school teachers, and to ascertain whether factors such as gender, 

age, marital status, teaching experience, qualifications, et ceter2, influence the 

experience of stress, and if so in what ways. 

Because no standardised stress identification instrument for township teachers exists in 

South Africa, an attempt was made by the researcher to design an inventory for the 

identification offactors contributing to the stress of township secondary school teachers. 

6.3 DELIMITATION OF THE STUDY 

The research was confined to 

stress experienced by township secondary school teachers, 

the identification of factors that contribute to their stress, and 

the manifestations of stress and some coping techniques. 

Subjects of this study were bJack teachers who live in the townships and render their 

services in township secondary schools (i.e., grades 8 to 12). A total of 368 teachers 

from 36 township secondary schooJs participated in !his study. Excluded from this study 

were teachers who hold positions of authority such as principals and heads of 

department. All the teachers were from 1he Free State Province. 

6.4 AIMS OF THE STUDY 

The primary aim of the study was to investigate the stress phenomenon. It also aimed 

to identify, by means of an inventory, factors contributing to the stress of teachers in 

township secondary schools. An extensive literature study on teacher stress was 

undertaken in view of the primary aim. However, the lack of adequate research and/or 

sources on the stress of township teachers made the research even more demanding. 
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The Teacher Stress Identification Test was developed scientifically with the view to 

identifying stress and stressors contributing to the stress experienced by township 

secondary school teachers. 

The secondary aims of the research are 

to establish if there are relationships between the level of stress experienced by 

township secondary school teachers and the biographical information of 

township secondary schoolteachers, and 

to establish if there are differences in the averages of the various categories of 

biographical information (i.e., gender, age, teaching experience, et cetera) and 

the different factors (22) of the Teacher Stress Identification Test. 

6.5 RESEARCH METHOD 

An extensive literature study was undertaken to investigate the stress phenomenon. A 

preliminary research inventory was developed. This inventory was administered to 54 

township secondary school teachers. Based on the literature study and the preliminary 

research, operational constructs that could be used 1o investigate factors that are unique 

to townships and specifically affect the stress situation of township secondary school 

teachers were identified. 

After the literature study and preliminary research had been completed, the researcher 

undertook empirical research. The jnformation gleaned from the literature study and 

preliminary research helped with the construction of items to determine the factors that 

contribute to the stress of township secondary school teachers. TheseJtems were used 

to compile an inventory, the Teacher Stress Identification Test. Several people, 

including school teachers and lecturers at !he University of South Africa, then evaluated 

the inventory. Several changes to the wording, structure and some items were made 

before the inventory was finalised. 
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The researcher applied to the Head of Education of the Free State Province for 

permission to use schools for administering the inventory (see Annexure C). Permission 

was granted and the inventory was admiHistered to 368 township teachers from 36 

secondary schools. The completed forms were checked, coded and the information 

was computerised for statistical analyses. The results were processed and interpreted. 

In this chapter findings, recommendations, problems encountered by the researcher 

during the execution of the empirical research, shortcomings of this study as well as 

subjects for future research are discussed. 

6.6 SUMMARISED FINDINGS AND IMPLICATIONS 

6.6.1 Summarised findings and implications of the literature study 

6.6.1.1 Th~ establishment of townships 

Before the arrival of whites in South Africa, blacks lived a nomadic life, owned herds of 

cattle and flocks of sheep ~nd depended on hunting and gathering. On their arrival, 

whites saw blacks as an inferior and barbaric group, who had to live away from them. 

This idea led to apartheid, which ~n turn led to the establishment of black residential 

areas and townships. These townships lacked infrastructure and health and 

recreational facilities. The apartheid laws forced many township dwellers into prisons 

and poverty, and drove many more to homelands or bantustans. This racial 

discrimination implied segregated schools with poorer educational fac~lities in township 

schools (cf par 2.2). 

6.6.1.2 To)Vnship life in general 

Townships are generally characterised by a serious lack of basic facilities such as 

running water, clinics, schools and recreational facilnies. The rent boycotts of the 1980s 

worsened the. situation since local governments could not provide services. 

Unemployment, which is higher among township residents and blacks than among 

whites, increased the crime rate. Because the police were also targets of attack, they 
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failed to protect township people. This state of affairs negatively affected the township 

teachers' perfonnance, methods of discipline and relationships with students (cf par 

2.3). 

6.6.1.3 Township education 

The first schools for blacks were missionary schools. Problems of overcrowding, lack of 

material and shortage of teachers were common in these schools. The government 

took over education for blacks from missionaries in 1953. The Bantu Education Act of 

1953 then governed education for blacks. According to this act, education for blacks 

was to remain inferior compared to that for whites, and expenditure for black education 

had to be far below that of education for whites. This implied that teachers' salaries 

were poor, shortages of classrooms and material were common and overcrowding was 

still a nonn in township schools. Teacher training was also inferior and the training tenn 

shorter than for white teachers with dire consequences for the teaching-learning 

situation. 

Although the Bantu Education Act of 1953 was replaced by the Education and Training 

Act in 1979, most of the problems created by the Bantu Education Act remained and 

could be expected to plague education in the townships for some time to come (cf par 

2.4). 

6.6.1.4 Black teacher's dilemma 

The literature study revealed that since 1976 school unrest and the accompanying 

violence have been common in the townships. The unrest included school boycotts, 

riots, strikes by students, and, since 1990, stay-aways, chalkdowns and strikes by 

teachers. Teachers' demands included a living wage, job security and a single ministry 

of education. Because most of these unrest activities occured in township schools and 

around teachers, township school teachers became traumatised. The implication of this 

was the development of a negative attitude towards "the system", leading to poor 

dedication and involvement (cf par 2.5). 
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6.6.1.5 Choices of the township teacher 

Township teachers had to choose between the oppressed community and the state and 

between the various political parties. Because they had to sell their labour to the 

government and earn a living, they were forced to support government policy. 

Consequently students and the community saw township teachers as "sell-outs". Their 

involvement in politics in the 1980s meant that they had to choose between a number of 

liberation movements such as the African National Congress (ANC), the Pan Africanist 

Congress (PAC) and the Azanian People's Organisation (AZAPO). This choice may 

affect them even in the new So11th Africa, where !hose who are afftHated lo specific 

movements or ideologies are being promoted regardless of their qualifications and 

expertise. 

Township teachers were classified according to conservatism or neutrality and activism 

or progressiveness. Neutral teachers trjed not to subscribe to any ideology, while 

activism is associated with liberation movements such as the ANC and United 

Democratic Front (UDF). The implication of teacbers' choices was a polarisation of 

students, teachers and parents as well as the community (cf par 2.5.2). 

6.6.1.6 Teiicher unity 

The intention of the South African Democratic Teachers' Union (SADTU) was to unite all 

teacher organisations, black and white" into one organisation. However many 

organisations withdrew from the unity talks, citing the militancy of SADTU and its 

affiliation to The Congress of SouthAfrican Trnde Unions (COSATU) asa reason (cf par 

2.5.3). The different teacher unions/organisations cause conflict among township 

teachers. These differences become more intensffied when one of these teacher 

organisations has called for a boycott or strike action. Because of these political 

differences township teachers mayl>ear grudges against one another and thus fail.to 

co-operate in the interest of educating students (cf par 2.5.4). 
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6.6.1.7 Teacher strikes 

Only a very small number of teachers were involved in politics before 1990. As a result 

labour actions such as strikes and class boycotts were limited. However, since the 

formation of SADTU in 1990, teacher strikes have occurred nation wide and involved 

over 150 000 teachers. The demands of teachers included living wages, job security, 

employment of more teachers and a single ministry of education. The implication was 

that the stress levels of township teachers may bave increased during these strikes (cf 

par 2.5.5). 

6.6.1.8 The teaching profession: tben_and now 

In the past, teaching used to be a respected and secured profession. However, today 

teachers are viewed as ordinary people rendering an orrunary service. As the status 

and image of the teacher are lowered, the problems of the profession are increasing. In 

the 1940s, problems encountered by teachers included talking out of turn, chewing gum, 

making noise and littering. However, since the 1980s teachers have had to deal with, 

amongst others, drug abuse, pmgnancy, rape and murder. This implies that the 

teaching profession is becoming more and more stressful (cf par 2.6). 

6.6.1.9 Perceptions of the teaching profession 

Despite the above-mentioned problems, some members of the public still view teachers 

as admirable, secure, miracle workers with answers to all problems. Cnnsequenlly 

many teachers enter the profession with high expectations, but later become 

disillusioned and stressed due 1o demands and conditions under which they work. The 

teachers' failure to meet the expectations may lead to feelings of failure and 

uselessness, and thus to increased_stress levels (cfpar 2.7). 
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6.6.1.1 0 Status of the township teacher 

The status of the township teacher is at stake. While teachers are honoured as 

professionals, their salaries and their autonomy do not match those of other 

professionals such as lawyers and doctors. While lawyers and doctors deal with 

critical issues at times when they are desperately needed, teachers are concerned 

with a compulsory service that is regarded as normal in the lives of children between 

the ages of six and sixteen. This implies that the teachers' work or duties are no 

longer important and may be critisised and challenged by ordinary people or man in 

the street (cf par 2.8). 

6.6.1.11 Needs of teachers 

Teachers, like other human beings also have needs. These needs may be emotional, 

physical, psycho-social and intellectual. Teachers need security, . calmness and 

physical fitness; they need to belong and to be loved and lastly they need to discover, 

to analyse and to be criticalthinkers. Teachers spend aJarge part ottheir time dealing 

with students, parents and authorities, which implies that their own needs may suffer 

(cf par 2.9). 

6.6.1.12 Teachers: an endangered species 

The situ~tion at schools has become more _and more dangerous for teachers. 

Teachers are often insulted and physically attacked by students. Township secondary 

school teachers in particular have been assaulted, poured with petrol, stoned and 

threatened with death. As a result township teachers are afraid of students. Many 

teachers have decided to leave the profession due _to,_among others, the dangers to 

which they are exposed. The implication here is that disciplinary procedures may not 

be strictly enforced because of fear, leading to poor discipline in schools ( cf par 2.1 0). 
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6.6.1.13 Stress theories 

This research has been influenced by the works of Selye, Lazarus, the Person­

Environment Fit approach, the Stressful Life,..events approach and the interactive 

model of stress. 

Selye's main contribution is that stress is an inevitable part of living. He describes 

three phases of stress, viz the alarm. phase,. the resistance phase and the exhaustion 

phase. He also differentiates between eustress and distress (cf par. 3.2.1). 

Lazarus's main contribution to research on stress is that he approaches stress from a 

cognitive-psychological point. Lazarus contends that every person attributes his own 

unique meaning to every event or stimulus that affects him/her. This attribution of 

subjective meaning is referred to as appraisal. He further distinguishes between 

primary appraisal, secondary appraisal and re-appraisal (cf par. 3.2.2). 

The Person-Environment Fit approach emphasises stress caused by the discrepancy 

between perceived demands of the environment and the desires, potentialities and 

needs of the person (cf par. 3.2.3). 

The Stressful Life-events approach indicates that there is an association between 

disease and stress. The approach has many faults, tbe main one being its failure to 

recognise the uniqueness of meaning that each person attributes to a stressor (cf par. 

3.2.3.1). 

The interactive model of stress maintains that stress is not determined by the 

environment nor the human body .alone, but. by a reasonable relationship between the 

two, as well as the worker's ability, needs, expectations, demands and opportunities. 

The view of stress as either response-based _or stimulus-based is rejected (cf par 

3.2.5). 
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6.6.1.14 Stress and burnout relationship 

The literature study revealed that a great deal of confusion exists regarding the 

differences and the relationships between stress and burnout. To avoid this confusion, 

the researcher briefly discussed teacher stress and teacher burnout. 

Teacher stress is seen as a nondition of rlisequilibdum within the intellectual, 

emotional and physical state of the individual. On the other hand, teacher burnout is 

seen as a syndrome resulting. fr.om prolong_e.d stress and characterised by physical, 

emotional and mental exhaustion (cf par. 3.3). 

6.6.1.15 Prevalence of teacher stress 

Some surveys conducted in foreign countries indicate that 90% of teachers are 

stressed. In South Africa researchby Marais (1992) .and Ngwezi (1989) indicates that 

many teachers experience a high degree of stress. In the township schools this could 

be worse since conditions.are wmse than jn ftrstworld rountries (cf par. 3.4). 

6.6.1.16 Cost of teacher stress 

Some medical researchers are of the opinion that stress accounts for almost 80% of 

illnesses, and that the best-selling medicines are tranquillisers and those for 

hypertension and ulcers, typical stress diseases. 

The absenteeism of teachers due to stress-related illnesses incurs financial losses in 

many countries, including South Africa. This is so because many countries grant paid 

sick leave in their conditions of service. Consequently, the loss of time and money is 

high (cf par. 3.5). 
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6.6.1.17 Stress-proneness of teachers 

The experience of stress differs from person to person. Appley and Trumbull 

(1986:11) refer to individual susceptibility. Female teachers are more likely to 

experience stress than male teachers (Barnett et al 1987:40). Younger and less 

experienced teachers are more Hkely to experience _stress than older and . more 

experienced teachers (Johnstone 1989:21). Lastly teachers teaching in large urban 

schools are likely to experience more stress !ban 1eacbers teaching in small rural 

schools (Martin 1988:38) (cf par 3.6). Contrary to the findings of the literature study, 

this research revealed that older teachers experienced more stress than younger 

teachers and more experienced teachers experience more stress than less 

experienced teachers (cf par 5.3.2). 

6.6.1.18 Sources of stress 

The large number of stressors to which teachers are exposed was divided into the 

following categories: 

organisational stressors, 

personal stressors, 

interpersonal stressors, and 

environmental or societal stressors. 

Organisational stressors are a result of the administration and work within the school. 

These stressors include the following: salary, reward, time-pressure, workload, 

responsibility, non-instructional duties, school climate, inadequate training, systems of 

teacher evaluation, change, class size and composition, student discipline, student 

performance, value conflict, teacher authority and theft and vandalism (cf par. 3.7.1). 

Personal stressors develop because of the individual's own actions. These stressors 

include personality traits and locus of control (cf par. 3.7.2). 
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Interpersonal stressors result from the jndividual's relationship with other peDple such 

as colleagues, authorities and students. These stressors include role conflict and role 

ambiguity, relationshipswith coJieagues, parents and the community and relationships 

with figures of authority (cf par. 3.7.3). 

Societal stressors are a result of the society's contribution to tbe life of the teacher. 

These stressors include crime, family values and politics (cf par. 3.7.4). 

6.6.1.19 Manifestations of stress 

Manifestations of stress refer to signs and symptoms of stress. Stress may manifest 

itself physically, behaviourally and/or emotionally. Physical manifestations of stress 

imply illnesses such as heart failure, headaches and skin diseases. Behavioural 

manifestations of stress imply changes in behaviour which may include poor sleeping 

habits, drug abuse and poor productivity. Emotional manifestations of stress imply 

emotional disturbance and may jnclude feelings of failure and helplessness, anxiety, 

depression and loss of motivation to work (cf par 3.8). 

6.6.1.20 Coping with stress 

Lazarus and Folkman (1984:141) maintain that coping with stress includes accepting, 

tolerating, avoiding or minimising the_stressor. Personal, interpersonal, organisational 

and societal coping skills can be distinguished. Personal coping skills include 

relaxation, exercise and nutrition {cf .par 3.9.1). lnterpersonaLcoping skiiJs include the 

support received from colleagues, spouse, friends and family (cf par 3.9.2). 

Organisational coping skills imply support from scbooJ authorities and improvement of 

conditions of services (cf par 3.9.3). Community or societal coping skills include 

community attitudes, economic conditions and_polilical stabmty (cf par3.9.4). 
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6.6.1.21 Mediators of stress 

Mediators of stress are those factors that function as moderator variables and that 

heighten 9r lessen the impact of the stressor. These factors are, among others, gender, 

locus of control, humour and family and social support (cf par 3.1 0). 

6.6.2 Summarised findings and implications of the empirical research 

6.6.2.1 Biographical information - Section A 

Females comprised 54% of the respondents. If this is representative of the real 

situation, it could create problems of discipline among students since in many black 

cultures female figures command less_respect than their male counterparts. 

A total of 44,1 o/o of the respondents have taught for five years or less, 30,9% have 

taught for between six and ten years and only25% have taught for more than ten 

years. Therefore, the majority (75%) of the respondents have teaching experience 

of less than 1 0 years. The implication here could be that the benefits of long 

teaching experience are lacking. The situation might have been worsened by the 

introduction of voluntary severance _packages, whjch may have attracted many 

experienced teachers. 

Regarding enrolments, 69,1 o/o of the respondents come from schools with 

enrolments of about 1200 students and 21 ,4% are from schools with more than 

1500 students. For 1200 students, each school needs 35 classrooms (when 

considering the hypothetical teacher-student ratio of 1 :34 that the new Education 

Department intends introducing). Based on the researcher's experience as a 

principal in a township secondary scl'lool this is certainly not the case in most 

township secondary schools. This may account for the stress of teachers due to 

overcrowding. 

Regarding age 36,1% of the respondents are younger than 30 years, 50,7% are 

between 30 and 39 years and only 13,2% are older than 40 years. The majority of 

the respondents (86,8%) are therefore younger than 40 years. 
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Regarding qualifications 2,2% of the respondents have matric as their highest 

qualification, 64,6% hold a diploma and only 33,2% hold degree(s). It is the 

researcher's opinion that 66,8% of township secondary school teachers have 

knowledge of subject content equivalent to that of a matriculant, seeing that 

colleges concentrate mainly on methods of teaching. In the light of the meagre 

experience that most of these teachers have, students' performance and matric 

results might require effort and sacrifice to improve convincingly. 

In summarising the bibliographical information it could be mentioned that most teachers 

in the township secondary schools are young, less experienced and inadequately 

trained. These teachers deal with large classes of not well-behaved students in large 

schools with inadequate resources and facilities. These teachers are likely to 

experience stress, since their experience, equipment and training fail to meet the 

demands made on them. 

6.6.2.2 Summarised findings and implications of Section B 

Section B deals with the manifestations of stress and determines the stress levels of 

township secondary school teachers. 

Contrary to the findings of the literature study, the empirical research revealed that older 

teachers and those with more teaching experience generally experience higher stress 

levels than younger teachers and teachers with less experience. The explanation for 

this could be that the school _unrest of the 1970s and 1980s occurred when the younger 

and less experienced teachers were students. Therefore the younger teachers are 

familiar with school unrest and the accompanying poor discipline and these do not worry 

them as much as they worry older and more experienced teachers. 

The other reason for the differences in stress levels between older and more 

experienced teachers and younger and less experienced teachers could also be training 

and subject content. The training of older teachers does not correspond with the 
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changed student profile of the 1990s, and the changes in syllabus mean that older 

teachers ~ave to adapt to change and do a lot of research to be able to present lessons. 

Empirical research also reveals that teachers who teach 30 to 40 periods per week 

experienve less stress than those who teach 0-30 and 40+ periods per week. The 

reason could be that teachers who teach 0-30 periods per week have more than 

enough rest or "free" periods, which may lead to boredom which according to research 

can also lead to stress (Sutherland & Cooper 1990:34). However, those with more than 

40 period~ per week may have to teach many classes with an overload of marking and 

control and with little time to rest during the school day. Therefore 30-40 periods per 

week seem to be acceptable to the majority of township secondary school teachers, 

hence their stress level is manageable. 

Lastly, it was concluded that there is no association between the stress levels 

experienced by township secondary school teachers and gender, hours spent on extra­

curricular activities, qualifications, and size of school and field of specialisation. 

Although the literature study revealed that females usually experience more stress than 

males, this study revealed that this is not the case among township secondary school 

teachers. 

6.6.2.3 Summarised findings and implications of Section C 

Section C dealt with factors causing stress for township secondary school teachers. It 

was therefore the main focus of this study. 

• Findings of the factor analysis 

Factor analysis was done for this section. With the aid of eigen values of the 

intercorrelation matrix, factors to be singled out were determined. Consequently the 

following 22 factors were identified. 
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Factor 1: Administration and management 

This factor deals with deficiencies in staff-development, administration and 

management. 

Factor 2: Teacher dissatisfaction 

Items in this factor deal with teachers' feeling of dissatisfaction with the teaching 

profession. 

Factor 3: Physical work environment 

The factor focuses on unhealthy and poor conditions at township secondary schools. 

Factor 4: Work and collegial pressure 

This factor deals with the effects of time pressure, workload and collegial interference 

on the teacher. 

Factor 5: Low morale 

Items in this factor focus on the low morale of both teachers and students. 

Factor 6: Unfair practices 

This factor focuses on practices teachers experience as difficult, unjust and wrongful. 

Factor 7: Lax parents 

Items in this factor deal with the carelessness and indifference with which parents 

educate their children. 

Factor 8: Work load infringing on leisure time 

This factor deals with demands that force teachers to work even after school. 

Factor 9: Lack of educational resources 

The factor deals with the lack of resources that teachers need for student development. 

210 



Factor 10: Student malfeasance 

This factor deals with student vandalism, indifference and malfeasance. 

Factor 11: Unnecessary and unrealistic demands 

This factor focuses on duties that teachers feel are not part of their job description and 

thus place unnecessary demands on them. 

Factor 12: Collegial conflict 

This factor deals with collegial tensions, reproaches, gossip and backbiting. 

Factor 13: Collecting and handling monies 

Items in this factor focus on the teacher's responsibility for handling monies. 

Factor 14: Indifference of others towards the teaching profession 

This factor focuses on the misconceptions of the community and superiors and the 

indifference towards the demands of the teaching task. 

Factor 15: Political dilemmas 

This factor focuses on action, that may have a political basis. 

Factor 16: Criminal and unauthorised situations 

This factor deals with unlawful actions by students and shack dwellers. 

Factor 17: Academic standards 

The focus of this factor is on the setting and sustaining of academic standards. 

Factor 18: Lack of learning culture 

Items in this factor deal with a lack of learning culture perpetrated by both teachers and 

students. 
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Factor 19: Inequitable expectations 

Items in this factor deal with general dissatisfaction as a result of unrealistic and unfair 

demands. 

Factor 20: Recognition/acceptance/approval factors 

The underlying theme of items in this factor is the teacher's search for popularity, 

acceptance and approval. 

Factor 21: Disinterested and disadvantaged students 

Items in this factor deal with the stress experienced by teachers when confronted with 

disinterested and disadvantaged students. 

Factor 22: Extra school responsibilities 

Items in this factor deal with responsibilities heaped on teachers by the school and the 

community. 

This factor analysis was done by means of a computer programme, and the results 

were accepted by the researcher. 

• Findings of the item analysis 

Item analysis was done on all the items in Section C. The aim was to calculate the 

Cronbach's Alpha reliability coefficient, average and standard deviation of each item. 

From these calculations, the following deductions were made: 

Alpha coefficients for factors 1 ,2,3,4,5,6,7, 10 and 13 were above 0,800. This 

implies that for the above-mentioned factors the inventory is highly reliable. 

The alpha coefficients offactors 8,9,11 ,12,14,15,16,17, 18,19,20,21 and 22were 

between 0,600 and 0,800. Although these Alpha coefficients were lower, the 

inventory is still an acceptable measurement for this group of factors (Kervin 

1992:509). 

All the items were retained for the various factors since their loadings were acceptable. 
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• Item hierarchy 

When items were ranked from the one that causes the highest stress to the one that 

causes the least stress, students' reluctance to do their schoolwork and parents' lack of 

control over their children were ranked first and second respectively. The implications 

here are that the above-mentioned stressors are seen as the highest stressors, and also 

that township secondary school teachers do not see themselves as responsible for the 

high failure rate and poor discipline of students in township secondary schools. The 

other three highest stressors were the following (in order of stressful ness): 

students dodging lessons, 

having to push/drive students into classes after break, and 

poor student performance. 

It is interesting that items such as bad smell from blocked sewerage pipes, poor working 

conditions, cold classrooms, poor lighting and ventilation were named as some of the 

highest stressors. This implies that the poor infrastructure in the townships and the poor 

physical conditions in township secondary schools cause high levels of stress for 

township secondary school teachers. 

A list of all items ranked form the one that causes the highest stress to the one that 

causes the least stress is attached (see Annexure F). 

In addition to the hierarchy of all items, the items within a factor were ranked from the 

one causing the highest stress to the one causing the least stress (see Annexure G). 

• Summary of hypotheses 

The findings are briefly summarised as follows: 

Hypothesis 1: Significant differences existed between the averages of males and 

females for the factors: 

- student malfeasance (1 0), 

- academiq standards (17), and 
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- disinterested and disadvantaged students (21). 

Males experienced more stress with regard to student malfeasance than females, and 

females experienced more stress with regard to academic standards and disinterested 

and disadvantaged students than males. 

The reason for the differences in the stress experienced by males and females could be 

that problems of student misbehaviour are mainly handled by males while students' 

emotionaJ problems are mainly handled by females. For all the remaining factors, there 

was no significant difference between the averages of males and females. 

Hypothesis 2: Significant differences existed among the averages of the different age 

groups for the following factors: 

Political dilemmas (15), and 

Criminal and unauthorised situations (16). 

Teachers who were older than 40 years experienced more stress with regard to political 

dilemmas than teachers in other age groups; while those in the age group of 30-39 

experienced more stress with regard to criminal and unauthorised situations than 

teachers in other age groups. The explanation of higher stress for the factor political 

dilemmas (teachers older than 40 years) could be that younger teachers became 

involved in politics during their student days and therefore political activities no longer 

cause them stress as they do for older teachers. Older teachers may still expect 

students of the 1990s to behave like students of the 1960s. The change in student (and 

sometimes teacher) behaviour may cause concern for the older teacher. 

For all the remaining factors there were no significant differences among the averages 

of teachers in the different age groups. 

Hypothesis 3: Significant differences existed between the averages of married and 

single teqchers for the following factors: 

Student malfeasance (1 0), 
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Political dilemmas ( 15), 

Criminal and unauthorised situations (16), 

Lack of learning culture (18),. and 

Inadequate expectations (19). 

Married teachers experienced more stress with regard to all the above-mentioned 

factors than single teachers. The reason for the differences could be family related 

factors such as bringing up children and other responsibilities related. to parenthood, 

which may contribute to the married teacher's stress level. The other reason is that 

married t~achers, who may be having children of their own, may be more worried if 

students misbehave and fail than single teachers. Married teachers may also be older 

than sin~le teachers and therefore may be more serious about life than younger 

teachers. For all the remaining factors, there are no significant differences among 

averages of married and single teachers. 

Hypothesis 4: There were significant differences among the averages of teachers with 

different levels of qualifications for the following factors: 

work and collegial pressure (4), 

unfair practices (6), 

workload infringing on leisure time (8), and 

unnecessary and unrealistic demands (11 ). 

Teachers with lower qualifications experienced more stress with regard to the above­

mentioned factors than better qualified teachers. The reason for this could be that 

teachers with higher qualifications feel more confident and command more respect from 

students and colleagues than teachers with lower qualifications. Again teachers with 

higher qualifications may have a broader knowledge of the subject content, better 

teaching methods and more authority on their subjects than less qualified teachers. 

There exist no significant differences among the averages of teachers with different 

qualificatiOJlS for all the remaining factors of the Teacher Stress Identification Test. 
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Hypothesis 5: Significant differences existed among the averages of teachers teaching 

in different fields of specialisation for the following factors: 

student malfeasance (10), 

collecting and handling monies (13), 

political dilemmas (15), 

inequitable expectations (19), and 

extra school responsibilities (22). 

Teachers teaching mathematics experienced more stress regarding all the above­

mentioneq factors except factor 13, while teachers teaching commerce experienced 

more stress with regard to factor 13 (collecting and handling monies), than teachers 

teaching other subjects. In the case of mathematics the explanation for these 

differences could be that the failure rate in mathematics is very high in the township 

secondary schools and disturbances caused by student malfeasance, politics, 

unrealistic expectations and responsibilities not related to the presentation of the subject 

matter may worry mathematics teachers a lot. The teachers may feel that they are 

being blamed without considering student behaviour and other responsibilities. 

Moreover, time spent on these respnnsibilities could be spent preparing for lessons or 

with students. In the case of commercial subjects the explanation could be that most or 

all of the responsibilities reJated to monies may be aJJncated to teachers . teaching 

commercial subjects and this extra load causes them stress. 

For all the remaining factors, no significant differences existed _among the averages of 

teachers teaching different fields of specialisation. 

Hypothesis 6: Significant differences existed between the averages of teachers 

teaching one standard only and those teaching more than one standard for the following 

factors 

student malfeasance (10), 

criminal and unauthorised situations (16), 

extra school responsibilities (22). 
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Teachers teaching only one standard experienced more stress with regard to all the 

above-mentioned factors than teachers teaching more than one standard. The reason 

for these differences could be that teachers teaching one subject only may not be 

viewed as knowledgeable enough and may therefore not command the same respect 

from students as other teachers who teach more than one subject. The other reason 

may be that because they teach only one standard they are assigned extra 

responsibilities such as dealing with discipline or monitoring students out of class. 

No significant differences existed between the averages of teachers teaching one 

standard only and those teaching more than one standard for all the remaining factors in 

the Teacher Stress Identification Test. 

Hypothesis 7: Significant differences existed among the averages of teachers teaching 

0 to 30, 31 to 40 and more than 40 periods per week for the following factors: 

administration and management (1), 

physical work environment (3), 

work and collegial pressure (4), 

unnecessary and unrealistic demands (11), 

collegial conflict (12), 

im;Jifference of others towards the teaching profession (14), 

academic standards (17), and 

inequitable expectations (19). 

The more periods teachers teach per week, the more stress they experienced with 

regard to the above-mentioned factors. Teachers teaching more than 40 periods per 

week experience the most stress for all the above-mentioned factors. This may be 

because teachers teaching more than 40 periods per week have more paperwork to do, 

have to meet many more demands and standards and interact with more students and 

colleague~ than those teaching less periods. Hence they experience more stress than 

teachers teaching less than 40 periods per week. 
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The other reason could be that some colleagues may feel that the teachers who teach 

fewer periods per week have closer ties with authorities or may be spying for their 

principal. This leads to collegial conflict which further stresses teachers teaching more 

than 40 periods per week. 

For all the remaining factors in the Teacher Stress Identification Test, there exist no 

significant differences among the averages of teachers teaching 0 to 30, 31 to 40 and 

more than 40 periods per week. 

Hypothesis 8: Significant differences existed among averages of teachers spending 0 

to 2, 3 to 4 and more than 5 hours per week on extra.,curricular activities for the 

following factors: 

lax parents (7), 

disinterested and disadvantaged students (21). 

The more hours spent on extra-mural activities, the less the stress that was experienced 

with regard to the above-mentioned two factors. Because of a serious shortage of 

facilities in the township secondary schools, most teachers spend only between 0 and 2 

hours per week on extra-curricular activities. This implies that most of the township 

secondary school teachers experience high stress with regard to the above-mentioned 

factors. It could be concluded that teachers who spend more than 2 hours per week on 

extra-curricular activities have facilities. They may enjoy the extra-curricular activities 

and may be using it as a way of relieving their classroom stress. They may enjoy being 

involved with parents, students and teachers in extra-curricular activities hence they 

experience less stress with regard to lax parents and disinterested and disadvantaged 

students. 

Teachers who spend less than 2 hours on extra-curricular activities may be frustrated by 

the lack of facilities and may blame parents for not becoming involved in their children's 

sports, or for not paying the necessary sports fees. There may also be no students 

interested in participating in a sporting activity. 
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No significant differences exist among the averages of teachers spending 0 to 2, 3 to 4 

and more than 5 hours per week on extra-curricular activities for all the remaining 

factors in the Teacher Stress Identification Test. 

6.6.2.4 Summarised findings and implications of Section D 

In this section respondents were expected to express their own feelings and opinions. 

From this, the following conclusions were reached: 

Students' reluctance to do their schoolwork remained the most commonly 

mentioned stressor. This corresponds with the item hierarchy, and is a clear 

indication of the reliability of the inventory. 

Township secondary school teachers relieve their stress by, among others smoking 

and drinking alcohol. These are unhealthy coping mechanisms and indicate a 

serious need for stress-handling techniques for these teachers. 

Town~hip secondary school teachers recommend the employment of more 

teachers and building of more schools as factors that could help to reduce their 

stress level. However, these are long term solutions that are not decided by 

teachers themselves. This also indicates the urgent need for assistance in dealing 

with teacher stress. 

6.7 RECOMMENDATIONS 

6. 7.1 Improvement of identification material and models 

The development of a research instrument for the identification of township teacher 

stress is essential. It is therefore recommended that the Teacher Stress Identification 

Test be scientifically standardised so that it can be made available for general use. It 

should be noted that African culture differs from Western culture and therefore models 

of stress designed for African schools should consider these differences. 

It is also recommended that the Teacher Stress Identification Test be adapted to be 

applicable to township primary school teachers. The recommendation is made with due 

219 



consideration of the differences in the stages of students of these schools (i.e., primary 

and secondary schools). 

6.7.2 Incorporation of stress education in training 

Since a considerable number of teachers experience moderate to high stress, it is 

recommended !hat teachers be equipped wjth the basic skills of identifying and 

managing their own stress. These basic skills can be introduced in their training. 

Further training can be provided in the form of in-service courses, circulars and 

periodicals published for teachers. 

The new education system should be adapted to situations in township schools, and it 

should thE;lrefore help township secondary school· teachers to lower their stress levels. 

"Western" education systems and policies which do not appreciate Africanism and the 

historical past cannot be applied in the townships without proper adaptation. 

6. 7.3 Employment of psychological services for teachers 

Because the problem of stress is affecting many teachers, it is recommended that the 

Department of Education and Culture employs the services of counselling psychologists 

to treat stressed teachers. These psychologists could visit schools on a regular basis to 

monitor the psychological health of teachers. Although this may cause a financial 

burden for the government, it would help to address teachers' stess levels. 

It is further recommended that the school principal and/or head of department be 

equipped with skills for monitoring teacher behaviour to enable them to liaise with the 

psychologist and give a full report of a teacher's behaviour when a referral is necessary. 

6.7.4 Introduction of teacher support groups 

A considerable number of township teachers experience stress. Therefore the need for 

meeting and discussing this problem is always there. It is recommended that teachers 
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organise into support groups or clubs. Time should be made available for these groups 

to meet regularly. Time offs (official time for union meetings) could also be used for 

meetings of these support groups. 

6.7.5 Compilation of records 

It is further recommended that stress-related behaviour problems and fears of teachers 

be systematically documented. This information could be valuable when the teacheris 

referred to a psychologist and during therapy. The information could also be useful for 

the identification of stress among teachers and for the design of a stress management 

programme. Such information should include, among others, 

the teacher's state of health, 

the teacher's emotional welfare and stability, 

the teacher's characteristics, and 

the teacher's social adaptability (Lazarus 1971 :186; Zimbler et al1985:226). 

This information should be treated with strict confidentiality. 

6.7.6 Provisioning of physical material 

Township schools experience a serious shortage of manpower (teachers), equipment, 

accommodation (classrooms) and facilities. These lead to overcrowding and 

overloading or overuse of available resources. It is therefore recommended that 

attempts pe made to employ more teachers and to build more classrooms and facilities. 

It could also be beneficial to redeploy teachers from overstaffed schools in suburbs to 

schools in the townships. It is the researcher's opinion that for secondary schools it is 

wrong to use the school roll or number of students in a school to determine the number 

of teachers the school requires Q.e., teacher-student ratios). The reason for this view is 

that in secondary schools teachers are allocated periods and not students. It is 

recommended that teacher-period ratios be used to determine the number of teachers a 

secondary school would require. The Department of Education could also determine 
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minimum and maximum numbers of periods per week per teacher. This could avoid 

uneven distribution of periods among staff members. 

6.8 PROBLEMS EXPERIENCED WITH THIS STUDY 

6.8.1 Problems experienced with the literature study 

Lack of literature was the most serious problem encountered by the researcher. Very 

little research on teacher stress has been done in this country and most of it involved 

teachers who work in schools in the suburbs. Such a study is, therefore, not relevant to 

township secondary school teachers. 

6.8.2 Problems experienced during the empirical research 

Problems experienced by the researcher during the empirical research included the 

following; 

Teachers' fear to complete inventories. Some township secondary school teachers 

feared that whatever they wrote could be used against them. Despite the fact that 

they were not expected to write their names on the inventories, they felt that their 

handwritings were known to the principal or whoever would collect the· inventories. 

For example, they thought if they indicated that they experienced stress they could 

be seen ;:iS weak, and if they indicated no stress it could be assumed that they 

could still take on more work or responsibilities. 

Reluctance to complete inventories. Some township secondary school teachers 

were reluctant to complete inventories. They saw it as a waste of time since the 

findings and recommendations would not be implemented by the government or 

department of education. The researcher had to explain to teachers that it was 

important for the department to know these problems so as to consider them in its 

planning. 

Reluctance to co-operate. While in some township secondary schools it was easy 

to find the required number of participants, in a few schools this exercise was 

difficult. Some township secondary school teachers saw the study as to the benefit 
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of an individual, the researcher, and not students nor teachers. This attitude may 

change with increased exposure to and benefits from research. 

Poor command of English. The fact that English is a third or fourth language to 

most township secondary school teachers may imply that their knowledge of 

English js not good. This was revealed in the preliminary research where 

respondents had a problem when expressing their own opinions. An attempt was 

made to address this problem in the inventory: simple, everyday language was 

used to enable all respondents to understand exactly what was required of them. 

6.9 SHORTCOMINGS OF THE INVESTIGATION 

The following shortcomings of the research were identified: 

Because stress differs from person to person, and from situation to situation, no 

generalisations and regularities can be formulated from this research. 

The lack of references for this topic implies that the investigation may have omitted 

a number of important aspects regarding stress of township secondary school 

teachers. For example, topjcs such as afternoon studies and student stress were 

not raised. 

The investigation was limited to secondary school teachers (post level 1). The 

stress of principals and heads of department is not covered by this study. 

The stress identification instrument used by the researcher was not standardised. 

6.10 FUTURE RESEARCH 

Very little research has been done on the stress of black teachers in the townships. 

Consequently very little is known about black teacher stress. Therefore a number of 

aspects of the stress phenomenon still have to be subjected to thorough research. 

These aspects include the following: 

The identification of factors causing stress among pre-school and primary school 

teachers in the townships. 

Stress-handling techniques for township teachers. 

The effect of stress on township teachers' performance. 

223 



The relationship between teacher stress and student performance in township 

schools. 

The relationship between teacher stress and teacher efficacy in township schools. 

The effect of poor parental control of children on township teachers. 

The effect of parents' poor involvement in education on township teachers. 

A comparison of stress experienced by black or township teachers and stress 

experienced by white teachers. 

A comparison between stress-handling techniques of township teachers and those 

for white teachers. 

Factors contributing to stress among township principals, senior teachers and 

heads of departments. 

The standardisation of the stress identification instrument. 

The above are only recommendations for further reseach. Since very little research has 

been done on township teachers, a number of aspects may have been omitted from the 

list of recommendations. More research could highlight the problem of stress among 

township teachers and therefore, influence planning and provisioning in education. 

6.11 CONCLUSION 

The main aim of the study was to investigate the phenomenon of stress and to identify 

factors that contribute to stress among township secondary school teachers. The stress 

phenomenon was investigated by means of an extensive literature study of both local 

and foreign sources. Factors that contribute to stress among township secondary 

school teachers were identified by means of an inventory, the Teacher Stress 

Identification Test. This study revealed that most township secondary school teachers 

experience moderate to high levels of stress. Students' reluctance to do their school"/ 

work and parents' lack of control over their children were ranked as the highest ( 

stressors of township secondary school teachers. 

One of the objectives of the study was to challenge township secondary school teachers 

to judge themselves critically and decide whether "the system" is still completely 
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responsible for the problems in education. During his visits to township secondary 

schools, the researcher was confronted with students' up and down movements on the 

stoeps, movements in and out of the school gates and noise. It was difficult to 

differentiate between teachers and students, since many students did not have uniforms 

on, and many teachers were neither formal nor presentable in their dress. This 

situation, coupled with the continuous high failure rate of Grade 12 students, is a clear 

indication of the lack of commitment among some of the secondary school teachers in 

townships. Attempts by the government to supply educational resources, buildings and 

adequate teachers may not bear fruit if township secondary school teachers do not play 

their role effectively. 

Lastly, it is the researcher's hope that this study, together with its findings and proposed 

topics for future research, will start a process of revealing the stressful ness of conditions 

in township schools, and lead to the development of a stress-management programme 

suitable for township teachers. 
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Annexure A 

PILOT STUDY 

Age ----------------------------------------------------------Y rs Teaching Experience ----------------------------------- Yrs 

Gender: male/female 

ANSWER THE FOLLOWING QUESTIONS: 

1. Do you experience stress in your work as a teacher? 

----------------------------------------------------------

2. Are your working conditions at school poor? 

3 ... Are you overloaded with work? 

4. Which factors cause you most stress? 

3 -----------------------------------------------------------------------------------------------------------------------------------------------------

4 -------------------------------------------------------------------------------------------------------------------------------------------------------------

5. Are you willing to disclose personal information for research purposes? 

6. Ifnot why? 

7. Have you ever participated in an empirical research project? 
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Annexure 8 

TEACHER STRESS IDENTIFICATION TEST 

Section A: Biographical and demographical details 

Please complete this section by choosing the appropriate number and writing it on the line provided. 

1 Gender -------------------------------------------------------------------------------------------------------------- _(K 1) 

Male 1 

Female 2 

2 Age --------------------------------------------------------------------------------------"----------------------- _(K 2) 

20-29 1 

30-39 2 

40-49 3 

5C-59 4 

60+ 5 

3 Marital status -------------------------------------------------------------------------------------C------------ __ (K 3) 

Married 1 

Never married I Single 2 

Divorced 3 

Widowed 4 

4 Teaching experience ------------------------------------------------------------------------------------ _ ( K 4) 

0-5 years 1 

6-10 years 2 

11-15 years 3 

16-20 years 4 

21 + 5 
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5 Highest qualifications -------------------------------------------------------------------------------- _ (K 5) 

Std 10 I Grade 12 1 

Diploma 2 

Degree 3 

Post graduate 4 

6 Number of students in your school (school roll) ---------------------------------------------- _ (K 6) 

0-300 1 

301-600 2 

601-900 3 

901-1200 4 

1201-1500 5 

1501 and more 6 

7 Your field of specialisation ----------------------------------------------------------------------- _ (K 7) 

Languages 1 

Commercial 2 

Social Sciences 3 

Mathematics 4 

Natural Sciences 5 

Technical 6 

8 Number of different standards you teach per week ----------------------------------------- _ (K 8) 

Only one standard, for example Std 1 

6 

More than one standard, for 2 

example, Stds 6, 9 and 10 
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9 Number of periods per week --------------------------------------------------------------------------- _ (K 9) 

0-20 1 

21-30 2 

31-40 3 

41-50 4 

51+ 5 

10 Number of hours spent on extra-curricular activities per week ------------------------- _ (K 1 0) 

0-2 1 

3-4 2 

5-6 3 

7-8 4 

9-10 5 

11 hours+ 6 
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TEACHER STRESS IDENTIFICATION TEST 

Section B: Teacher stress 

Answer the following questions about your work and life as a teacher by allocating yourself a mark of between 

1 and 6. Write the mark on the line next to each question. 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

Seldom 1 2 3 4 5 6 Often 

How often do you complete sentences for children or other teachers? -----------------------­

How often do you feel tense because oflack of time? ------------------------------------------­

How often do you experience conflict between school work and your own private 

interest? --------------------------------------------------------------------------------------------------

How often is there conflict between you and the principal of your school? -----------------­

How often is there conflict between you and other teachers? ----------------------------------­

How often do you feel that your school workload is too heavy? ------------------------------­

How often do you think negatively about your work as a teacher? ---------------------------­

How often do you feel that you have little control over your schoolwork? ------------------­

How often do you feel tense about school work? ------------------------------------------------­

How often do you feel frustrated as a result of your work as a teacher? ---------------------­

How often do you have difficulty concentrating? ------------------------------------------------­

How often do you feel used up at the end of a working day? ----------------------------------­

How often do you feel tired when you get up in the morning? --------------------------------­

How often do you suffer from headaches? --------------------------------------------------------­

How often do you criticise your authorities? -----------------------------------------------------­

How often do you rely on medicine to make you feel better? ----------------------------------­

How often do you tend to forget? ------------------------------------------------------------------­

How often do you loose your appetite, or eat when you're not hungry? ---------------------­

How often do you feel unsure about choices or decisions? -------------------------------------­

How often do you experience sleeping problems? -----------------------------------------------­

How often do you feel the urge to escape and get away from your problems? --------------­

How often do you suffer from one or more of the following: diarrhoea, constipation, 

upset stomach, nausea? --------------------------------------------------------------------------------

_(K 11) 

_(K 12) 

_(K 13) 

_(K 14) 

_(K 15) 

_(K 16) 

_(K 17) 

_(K 18) 

_(K 19) 

_(K20) 

_(K21) 

_(K22) 

_(K23) 

_(K24) 

_(K25) 

_(K26) 

_(K27) 

_(K28) 

_(K29) 

_(K30) 

_(K31) 

_(K32) 
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23 

24 

25 

26 

27 

28 

29 

30 

31 

32 

How often do you become angry? ------------------------------------------------------------------­

How often do you feel anxious, without reason? -------------------------------------------------­

How often do you feel bored during school hours? ----------------------------------------------­

How often do you exhibit nervous habits like tapping your fingers, biting your nails, 

scratching your body, etc? ----------------------------------------------------------------------------

How often do you become irritated during school hours? --------------------------------------­

How often do you feel unable to keep up? --------------------------------------------------------­

How often do you feel that you are a failure? ----------------------------------------------------­

How often do you feel uncertain about the future? ----------------------------------------------­

How often do you feel dissatisfied with your schoolday? --------------------------------------­

How often do you feel tired and listless? -----------------------------------------------------------

_(K33) 

_(K34) 

_(K35) 

_(K36) 

_(K37) 

_(K38) 

_(K39) 

_(K40) 

_(K41) 

_(K42) 

XXX 



TEACHER STRESS IDENTIFICATION TEST 

Section C: Stressors 

According to local and international research the following factors (stressors) may cause teacher stress. 

Indicate to which degree you feel that a certain factor causes stress for you personally by allocating yourself a 

mark of between 1 and 6. Write the mark on the line next to each question. 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

No degree of stress 1 2 3 4 5 6 High degree of stress 

My salary ------------------------------------------------------------------------------------------------- _(K 43) 

Too many students in a class -------------------------------------------------------------------------- __ (K 44) 

Too much paperwork ----------------------------------------------------------------------------------- _(K 45) 

Poor involvement of parents in school matters ----------------------------------------------------- _(K 46) 

Students' reluctance to do their school work ------------------------------------------------------- _(K 4 7) 

Helping student teachers during practice teaching ------------------------------------------------- __ (K 48) 

Shacks surrounding the school ------------------------------------------------------------------------ _(K 49) 

Organising school functions --------------------------------------------------------------------------- _(K 50) 

Setting question papers for examinations ----------------------------------------------------------- _(K 51) 

Preparing mark schedules after examinations ------------------------------------------------------ __ (K 52) 

Shack dwellers using school facilities ( eg. toilets, taps) ------------------------------------------ _(K 53) 

Vandalism of school property------------------------------------------------------------------------- _(K 54) 

Theft of school property such as video machines, stoves, TV's --------------------------------- _(K 55) 

Graffiti on school walls and chalk boards ----------------------------------------------------------- __ (K 56) 

Disturbances oflessons by students from other schools ------------------------------------------ _(K 57) 

Poor student discipline ---..-'---------------------------------------------------------------------------- _(K 58) 

Poor student performance -cr--------------------------------------------------------------------------- _(K 59) 
.I 

Teaching students who are married ------------------------------------------------------------------ __ (K 60) 

Being blamed for low marks/high failure rate in my subject ------------------------------------- _(K 61) 

Teaching students who are actively involved in crime -------------------------------------------- _(K 62) 

Students dodging lessons ------------------------------------------------------------------------------ _(K 63) 

Having to push/drive students into classes after the break---------------------------------------- _(K 64) 

Noise from neighbouring classes and stoeps ------------------------------------------------------- _(K 65) 

Having to honour periods of absent teachers -~.,...:~-------------------------------------------------- _ (K 66) 
\.~.r~ 
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25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

36 

37 

38 

39 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

56 

Collecting school fund --------------------------------------------------------------------------------- _ (K 67) 

Collecting other monies that have to do with school administration, sport, photo's etc _ (K 68) 

Collecting donations for funerals --------------------------------------------------------------------- _ (K 69) 

No degree of stress 1 2 3 4 5 6 High degree of stress 

Teaching subjects in which I did not specialise ---------------------------------------------------- _ (K 70) 

Being in charge of extra-curricular activities in which I have no training or interest -------- _ (K 71) 

Having too many periods per week -----------~------------------------------------------------------ _ (K 72) 

Having to use buildings with broken windows and missing doors/------------------------------ (K 73) 
\,/ -

Poor lighting and ventilation -------------------------------------------------------------------------- _ (K 7 4) 

Cold classrooms and staffrooms ---------------------------------------------------------------------- _ (K 7 5) 

Bad smell from blocked sewerage pipes and rubbish dumps ------------------------------------ _ (K 76) 

Poorly attended school garden ------------------------------------------------------------------------ _ (K 77) 

Having to belong to a teachers' union or organisation -------------------------------------------- _ (K 78) 

Students' involvement in politics --------------------------------------------------------------------- _ (K 79) 

Clashes with teachers belonging to rival organisations ------------------------------------------- _ (K 80) 
~' 

Having to do work for teachers on leave -----.. .. l~-------------------------------------------------- __ (K 1) 

Having to administer corporal punishment --------------------------------------------------------- __ (K 2) 

Syllabuses too long to complete ---------------------------------------------------------------------- __ (K 3) 

The harassment of principal by teacher organisations --------------------------------------------- ·-- (K 4) 

The maintenance ofunprofessional relationships with students by some of my __ (K 5) 

colleagues ------------------------------------------------------------------------------------------------

Supervising student behaviour before and after school and during breaks --------------------- __ (K 6) 

Dealing with community ethnic issues -------------------------------------------------------------- __ (K 7) 

Having to maintain self-control when I am angry ------------------------------------------------- __ (K 8) 

Teaching students in their second or third language----------------------------------------------- __ (K 9) 

Teaching students of different cultural backgrounds in the same class ------------------------- _ (K 1 0) 

Taking extra courses or home study for the purpose of promotion or salary increase ------- _ (K 11) 

Being denied promotion or merit award ------------------------------------------------------------- _ (K 12) 

Anxiety over my students' test or examination results -------------------------------------------- _ (K 13) 

Dealing with unrealistic expectations ---------------------------------------------------------------- _ (K 14) 

Lack of information and resources to support and facilitate chan~e ---------------------------- _ (K 15) 

Time pressure -/----------------------------------------------------------------------------------------- _ (K 16) 

Lack of time to spend with my family as a result of my school obligations ------------------- _ (K 17) 

Lack of staff development to meet new demands for the job ------------------------------------ _ (K 18) 
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57 Inadequate staffrooms, personal work places and storage facilities----------------------------- _ (K 19) 

58 Too many meetings --.,;::'--------------------------------------------------------------------------------- _ (K 20) 

59 Having to speak in public "----------------------------------------------------------------------------- _ (K 21) 

60 Dealing with the loss of status as a teacher --------------------------------------------------------- _ (K 22) 

61 Poor working conditions at school,------------------------------------------------------------------- __ (K23) 
',.: 

62 Teaching pregnant girls -------------------------------------------------------------------------------- _ (K 24) 

No degree of stress 1 2 3 4 5 6 High degree of stress 

63 Developing and completing daily lesson plans ----------------------------------------------------- _ (K 25) 

64 Dust and mud in the environment -------------------------------------------------------------------- _ (K 26) 

65 Low educational level of parents --------------------------------------------------------------------- _ (K 27) 

66 The principal's attitude towards m~,J----------------------------------------------------------------- _ (K 28) 

67 Frequent conflicts at work ----------------------------------------------------------------------------- _ (K 29) 

68 Demands made by curriculum changes on my teaching ------------------------------------------ _ (K 30) 

69 The political role that a teacher is sometimes expected to play ---------------------------------- _ (K 31) 

70 Being closely monitored,~rllie principal ----------------------------------------------------------- _ (K 32) 

71 Lack of support by the principal ---~------------------------------------------------------------------ _ (K 33) 

72 The principal's inability to deal with lazy t.eachers ------------------------------------------------ _ (K 34) 

73 Having to do school work at home or after hours -------------------------------------------------- _ (K 35) 

74 Power failures and water switch offs ---------------------------------------------------------------- _ (K 36) 

75 Fear of being robbed or assaulted at school--------------------------------------------------------- _ (K 37) 

76 The principals' insensitivity to my problems ------------------------------------------------------- _ (K 38) 

77 The actual teaching starts late (Feb/March) every year ------------------------------------------- _ (K 39) 

78 The struggle to get through the curriculum in time ------------------------------------------------ _ (K 40) 

79 Teaching students from poverty stricken families ------------------------------------------------- _ (K 41) 

80 Interruptions of lessons by messages, notices and announcements ----------------------------- _ (K 42) 

81 Having to supervise the cleaning of classrooms and toilets -------------------------------------- _ (K 43) 

82 Verbal abuse or fear of verbal abuse by students -------------------------------------------------- _ (K 44) 

83 Demands on after school time ------------------------------------------------------------------------ _ (K 4 5) 

84 Poorly organised meetings ----------------------------------------------------------------------------- _ (K 46) 

85 Teaching students with different levels of intelligence (eg. gifted to below average)-------- _ (K 47) 

86 Preparing for a strike or boycott action by students ----------------------------------------------- _ (K 48) 

87 Being involved in a strike action or a chalkdown -------------------------------------------------- _ (K 49) 

88 Trying to uphold/maintain values and norms ------------------------------------------------------- _ (K 50) 

89 Trying to uphold/maintain academic standards ---------------------------------------------------- _ (K 51) 
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90 The principal's reluctance to discipline misbehaving students ---------------------------------- _ (K 52) 

91 Lack of involvement in decisionmaking ------------------------------------------------------------ _ (K 53) 

92 Lack of recognition for special efforts done for the school--------------------------------------- _ (K 54) 

93 Having to teach students who are overage----------------------------------------------------------- _ (K 55) 

94 Competition between colleagues --------------------------------------------------------------------- _ (K 56) 

95 Students' non-acceptance of my authority ---------------------------------------------------------- _ (K 57) 

96 Students coming to school with no proper uniforms ---------------------------------------------- _ (K 58) 

97 Students experimenting with and using of alcohol and drugs ------------------------------------ _ (K 59) 

98 Parents' lack of control over their children --------------------------------------------------------- _ (K 60) 

No degree of stress 1 2 3 4 5 6 High degree of stress 

99 Having to neglect my duties because of political pressure --------------------------------------- _ (K 61) 

100 Having to teach the same subject in the same standard with other teachers ------------------- _ (K 62) 

101 Collegial backbiting, gossip etc ----------------------------------------------------------------------- _ (K 63) 

102 Lack of time for further study------------------------------------------------------------------------- _ (K 64) 

103 No time to relax between lessons --------------------------------------------------------------------- _ (K 65) 

104 Poor school administration by the princiE,al -------------------------------------------------------- _ (K 66) 

105 Too much work ------------,------------------------------------------------------------------------------ _ (K 67) 

106 Pace of school day too fast ---------------------------------------------------------------------------- _ (K 68) 

107 Lack of adequate discipline policie.ll, 7---------------------------------------------------------------- _ (K 69) 

108 Other teachers interfering with the way I teach and deal with students ------------------------ _ (K 70) 

109 Tensions in the staffroom ------------------------------------------------------------------------------ _ (K 71) 

110 The unrealistic syllabus requirements for the students I teach --;"~------------------------------- _ (K 72) 
' ; 

111 Parents who expect teachers to work miracles with their chil&en ------------------------------ _ (K 73) 

112 Parents' unrealistic expectations of their child's learning ability-------------------------------- _ (K 74) 

113 The feeling that people have a low opinion of teachers -low status ---------------------------- _ (K 75) 

114 Students fighting and arguing with each other ----------------------------------------------------- _ (K 76) 

115 Students using fou11anguage or being impolite ---------------------------------------------------- _ (K 77) 

For office use only 

116 -------------------------------------------------------------------------------------------------------------- _ (K 78) 

117 -------------------------------------------------------------------------------------------------------------- _ (K 79) 

118 -------------------------------------------------------------------------------------------------------------- _ (K 80) 
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TEACHER STRESS IDENTIFICATION TEST 

Section D: Teacher opinion and recommendations 

Answer the following questions: 

Which factors cause you the most stress as a teacher (especially as a teacher in a township). 

2 ------------------------------------------------------------------------------------------------------------------------------

3 ------------------------------------------------------------------------------------------------------------------------------

4 ------------------------------------------------------------------------------------------------------------------------------

5 ------------------------------------------------------------------------------------------------------------------------------

2 Mention illnesses that you regularly suffer from. 

2 ------------------------------------------------------------------------------------------------------------------------------

3 ------------------------------------------------------------------------------------------------------------------------------

4 ------------------------------------------------------------------------------------------------------------------------------

5 ------------------------------------------------------------------------------------------------------------------------------

3 Mention any action/s you take to reduce your stress level. 

2 ------------------------------------------------------------------------------------------------------------------------------

3 ------------------------------------------------------------------------------------------------------------------------------

4 ------------------------------------------------------------------------------------------------------------------------------

5 ------------------------------------------------------------------------------------------------------------------------------

4 What do you think can be done to reduce the stress level of township secondary school teachers? 

2 ------------------------------------------------------------------------------------------------------------------------------

3 ------------------------------------------------------------------------------------------------------------------------------

4 ------------------------------------------------------------------------------------------------------------------------------

5 -------------------------------------------------------------------------------------------------------------------------------
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FREE STATE PROVINCIAL GOVERNMENT 
PROVINSIALE REGERING VAN DIE VRYST AAT 

MMUSO WA POROFENSI YA FOREISETATA 
DEPARTME~T OF EDUCATION 

CR Swart Building, 55 Elizabeth Street, Private Bag X20565, BLOEMFONTEIN, 9300 
DEPARTEMEJ.\T VAN ONDERWYS 

CR Swart Building, Elizabethstraat 55, Privaatsak X20565, BLOEMFONTEIN, 9300 
LEF APIL\ LA THUTO 

Moaho wa CR Swart, 55 Elizabeth Street, Private Bag X20565, BLOEMFONTEIN, 9300 

Enquiries/Navrae/Botsa ho: Mr W.B. van Rooyen 
0.1/11/3/3 Ref.Nerw.fT shupo 

Annexure C 

F ax: (051) 407 4032 
Tel : (051) 405 5504 

19 July 1996 

Mr M.J. Motseke 
P.O. Box 11042 
MERAFONG 
9483 

Dear Mr Motseke 

REQUEST TO CIRCULATE QUESTIONl'AIRE TO TEACHERS AT TOWNSHIP 
SECO:NDARY SCHOOLS 

I. Your request dated 30 June 1996 refers. 
2. Before distributing the questionnaire, please correct the spelling mistake in section C, 

question 46. 
3. Permission is granted for your request under the following conditions: 

3. 1 The names of teachers must be provided by the principals. 
3.2 Teachers participate voluntarily in the project. 
3.3 The names ofthe schools and teachers involved remain confidential in all 

respects. 
3. 4 This letter must be shown to all participating persons 
3. 5 A report on this study must be donated to the Free State Department of 

Education after completion of the project. 
3. 6 You must address a letter to the Head: Education accepting the conditions as 

laid down. 

4. We wish you every success with your studies. 

Your~ "sincerely. . ,f· 
r I -/ 
II ()_,//~ 

Ngolla ho: Hlooho ya Lefapha Ia Thuto • Qotsa nomoro ya tshupo 
Rig korrespondensie aan: Die Hoof: Departement van Onderwys en meld verwysingsnommer 



Ref. Number : 3/96 
Enquiries : Mr. M J Motseke 
Tel : (057) 84457 

(057) 3610190 

The Principal 

PO Box 11042 
MERAFONG 
9483 
30th April-1996 

RE- PERMISSION FOR RESEARCH. 

AnnexureD 

1. I kindly request you to allow your teachers to participate in a research on stress. 

2. The aim of the research is to find out which factors cause stress for teachers who work 
in Township secondary schools. 

3. A short questionnaire will be handed to teachers who want to participate in the study. 

4. Teachers will complete these questionnaires at their own time or after school hours. 

5. These questionnaires will be collected after fourteen (14) days. 

6. Confidentiality is guaranteed. No name is required on the questionnaires. 

7. Your co-operation is highly appreciated. 

1996 April30 
MJM/jcj 



Ref. Number : 2/96 
Enquiries : Mr. M J Motseke 
Tel : (057) 84457 

(057) 3610190 

Dear Colleague 

PO Box 11042 
MERAFONG 
9483 
31stMay-1996 

1. I kindly request you to spend a few minutes of your time on the accompanying 
questionnaiie. 

Annexure E 

2. The aim of the questionnaire is to establish factors which contribute to stress among 
black teachers in township secondary schools. 

3. The findings of this study could be of value in the planning of education in the Free 
State Province. 

4. Your co-operation is appreciated. 

1996May31 
MJM/jcj 



Annexure F 

ITEM RANKING 

Number of valid observations (listwise) = 314.00 

VARIABLE MINIMUM MAXIMUM LABEL ·.· 

A37 1 6 Students' reluctance to do their schoolwork 
ABO 1 6 Parents' lack of control over their children 
A53 1 6 Students dodging lessons 
A54 1 6 Havingto push/drive students into classes after break 
A49 1 6 Poor student performance 
A36 1 6 Poor invol:v.ement of par£nts in school matters I A129 1 6 Students experimenting with and using of alcohol and drugs 
A65 1 6 Cold classrooms and staffrooms 

I 
A48 1 6 Poor student discipline 
A66 1 6 Bad smell from blocked sewerage pipes and rubbish dumps 
Al28 1 6 Students comingto school with no p~er uniform 
A55 1 6 Noise from neighbouring classes and stoeps 
A34 1 6 Too many students ina class 
Al43 1 6 Parents who expect teachers to work miracles with their children 

I Al47 1 6 Children using foul language or being impolite 
A33 1 6 My salary 

I Al39 1 6 Lack of adequate discipline policies 
Al04 1 6 The principal's inability to deal with lazy teachers 

I 
A45 1 6 Theft of school pr<perty such as video machines, stoves, TV's 
Al22 1 6 Principal's reluctance to discipline misbehaving students 
A144 1 6 Parents' unrealistic expectations of their child's leamin<> ability 

I Al09 1 6 The actual teaching starts late{F ebruary/March,l e"'!Y_Year 
A44 1 6 Vandalism of school property 
A52 1 6 Teaching students who are actively involved in crime I A93 1 6 Poor working conditions at school 
A89 1 6 Inadequate staffrooms, personal work places and storage facilities 
A64 1 6 Poor lighting and ventilation 
A83 1 6 Anxiety over my students' test or examination results 
AllO 1 6 The struggle to get through the curriculum in time 
A86 1 6 Time pressure 
A63 1 6 Having to use buildings with broken windows and missi11g doors 
A62 1 6 Having too many periods per week 
All2 1 6 Interruption oflessons by mess~es, notices and announcements 
Al36 1 6 Poor school ttdministration by the principal 
A145 1 6 The feeling that_IJ_eople have a low opinion ofteachers - low status 
All! 1 6 Teaching students from poverty stricken families 
Al37 l 6 Too much work 
A85 1 6 Lack of information and resources to s~rt and facilitate cha~e 
A88 1 6 Lack of staff development to meet new demands for thejob 
A94 1 6 Teaching preg11ant girls 
Al25 1 6 Havingtoteach&udentswho are over~d I Al33 1 6 Collegial backbiting, gossip etc 
All6 1 6 Poorly organised meetings 
Al23 1 6 Lack of involvement in decisionmaki~ 
All4 1 6 Verbal abuse or fear of verbal abuse by students 
Al34 1 6 Lack oftirne for further study 
A146 1 6 Students fighting and arguing with each other 
A35 1 6 Too much pl!p_erwork 
Al06 1 6 Power failures and water switch offs 
A90 1 6 Too many meetings 
A47 1 6 Disturbances of lessons by students from other schools 
A124 l 6 Lack of recog11ition for special efforts done for the school 

xxxvi 



I A46 1 6 Graffiti on school walls and chalk board 
A73 1 6 Syllabuses too long to complete 
A97 1 6 Low educationa1level of parents 
A96 1 6 Dust and mud in the environment 
A75 1 6 The maintenance of unprofessional relationships with students by some 

of my colleagues 
Al35 1 6 No time to relax between lessons 
A84 1 6 Dealing with unrealistic expectations 
A127 1 6 Students' non-acceptance of my authority 
A92 1 6 Dealing with the loss of status as a teacher 
All8 1 6 Preparing for a strike or boycott action 
Al03 1 6 Lack of support bytheprincipal 
Al31 1 6 Having t-o neglect my duties because of political pressure 
A82 1 6 Being denied promotion or merit award 
A142 1 6 The unrealistic syllabus requirements for the students I teach 
A107 1 6 Fear of being robbed or assauhed at school 
A67 1 6 Poorly attended school garden 
A87 1 6 Lack oftime to spend with my family as a resuh of my school 

obligations 
A51 1 6 Being blamed for low marks/high failure rate in m_y subject 
A141 1 6 Tension in the staffi-oom 
All9 1 6 Being involved in a strike action or a chalkdown 
A42 1 6 Preparing mark schedules after examinations 
A76 1 6 Supervising student behaviour before and after school and during breaks 
A117 1 6 Teaching students with different levels of intelligence (e.g gifted to 

below average) 
A121 1 6 Trying to uphold/maintain academic standards 
A140 1 6 Other teachers interfering with the way I teach and deal with students 
A60 1 6 Teaching subjects in which I did not specialise 

I 
Al08 1 6 The principal's insensitivity to my problems 
Al38 1 6 Pace of school day too fast 
All5 1 6 Demands on after school time 
A56 1 6 Having to honour periods of absent teachers 
A120 1 6 Trying to uphold/maintain -values and norms 
Al05 1 6 Having to do school work at home or after hours 
A81 1 6 Taking extra courses or home study for the purpose of promotion or 

salary increase 
A41 1 6 Setting question papers for examinations 
A50 1 6 Teaching students who are married 
A61 1 6 Being in charge of extra-curricular activities in which I have no training 

or interest 
A69 1 6 Students' involvement in JlOlitics 
Al01 1 6 The political role that a teacher is sometimes exp_ected to plav 
A78 1 6 Having to maintain self-control when I am angry 
A95 1 6 Developing and completing daily lesson plans I A113 1 6 Having to supervise the cleaning of classrooms and toilets 

I 
A100 1 6 Demands made by curriculum changes on my teaching 
Al26 1 6 Competition between collea_gu_es 
A71 1 6 Having to do work for teachers on leave 

I A79 1 6 Teachin_g_students in their second or third language 
A99 1 6 Frequent conflicts at work 

I A77 1 6 Dealing with community ethnic issues 
A43 1 6 Shack dwellers using school facilities (e.g. toilets, taps) 

I A74 1 6 The harassment of principal by teacher organisations I A40 1 6 Organising school fimctions 
Al02 1 6 Being closely monitored by the principal 
A80 1 6 Teaching students of different cuhural backgrounds in the same class 
A72 1 6 Havingto administer corporal punishment 
A39 1 6 Shacks surrounding the school 
A91 1 6 Having to speak in public 
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A58 1 6 Collecting other monies that have to do with school administration 
(sport, photo's, etc) 

Al32 1 6 Having to teach the same subject in the same standard with other 
teachers 

A59 1 6 Collecting donations for funerals 
A57 1 6 Collecting school fund 
A70 1 6 Clashes with teachers belonging to rival organisations I A38 1 6 Helping student teachers during practice teaching 
A98 1 6 The principal's attitude towards me 
A68 1 6 Having to belong to a teachers union or organisation 
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Annexure G 

RANKING OF ITEMS WITHIN A FACTOR 
In this section items within a factor will be ranked from the one \\hich causes the most stress to the one which causes the least stress 

c ITEM LABEL h t 

107 Lack of adequate discipline policies 1612 4,52 

~ 90 The principal's reluctance to discipline misbehaving students 1597 4,47 

0:: 104 Poor school administration by the principal 1511 4,22 

0 56 Lack of staff development to meet new demands for the job 1488 4,16 

1- 84 Poorly organised meetings 1461 4,09 
(.) 
<( 91 Lack of involvement in decision-making 1454 4,08 

u.. 92 Lack of recognition for special efforts 1427 4,00 

76 The principal's insensitivity to my problem 1256 3,49 

N 
111 Parents \\ho expect teachers to work miracles with their children 1657 4,64 

112 Parent~' unrealistic expectations of their child's learning ability 1596 4,47 

0:: 
0 

61 Poor working conditions at school 1572 4,37 

1- 78 The struggle to get through the curriculum 1519 4,28 

(.) 60 Dealing with the loss of status as a teacher 1350 3,80 

<( 86 Preparing for a strike or boycott action 1350 3,79 

u.. 
110 The unrealistic syllabus requirements for the students I teach 1332 3,73 

C") 33 Cold classrooms and staffrooms 1746 4,80 

0:: 34 Bad smell from blocked sewerage pipes and rubbish dumps 1711 4,70 

0 32 Poor lighting and ventilation 1569 4.30 

1- 31 Having to use buildings with broken windows and missing doors 1543 4,25 

0 74 Power failures and water switch offs 1432 4,01 

<( 
64 Dust and mud in the environment 1406 3,93 u.. 

~ 54 Time pressure 1534 4,26 

0:: 105 Too much work 1505 4,20 

0 55 Lack of time to spend with my family as a result of my school obligations 1310 3,66 

1- 108 Other teachers interfere with the way I teach and deal with students 1247 3,49 

0 106 Pace of school day too fast 1249 3,49 

<( 
u.. 
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D! ITEM I LABEL I SUM I MEAN I 
82 Verbal abuse or fear of verbal abuse by students 1433 4,03 

1.() 
52 Dealing with unrealistic expectations 1381 3,87 

0:: 
95 Students' non-acceptance of my authority 1367 3,84 

0 
I- 71 Lack of support by the principal 1350 3,78 

(_) 99 Having to neglect my duties because of political pressure 1331 3,75 

<( 75 Fear of being robbed or assaulted at school 1324 3,73 

u. 
87 Being involved in a strike action or a chalkdo\\n 1276 3.57 

(0 50 Being denied promotion or merit award 1333 3,74 

cr:: 
29 Being in charge of extra-curricular activities in which I have no traininglinterest 1172 3,26 

0 39 Having to do work for teachers on leave 1119 3,10 

I- 45 Dealing with community ethnic issues 1106 3,07 

(_) 70 Being closely monitored by the principal 1054 2,96 

<( 38 Clashes with teachers belonging to rival organisations 986 2,75 
u. 

I'- 98 Parents' lack of control over their children 1833 5,12 

0:: 97 Students' experimenting with and use of drugs 1751 4,89 

0 96 Students' coming to school with no proper uniform 1675 4,68 

I- 115 Students using foul language or being impolite 1657 4,64 

(_) 114 Students fighting and arguing with each other 1433 4,01 

<( 
u. 

CX) 41 Syllabuses too long to complete 1437 3,98 

0:: 83 Demands on after school time 1241 3,48 

0 73 Having to do school work at home or after hours 1217 3,41 

I- 49 Taking extra courses or home study for the purpose of promotion or salary increase 1209 3,37 

(_) 68 Demands made by curriculum changes on my teaching lll3 3,12 

<( 
u. 
(J) 17 Poor student performance 1793 4,94 

0:: 57 Inadequate staffrooms, personal work places and storage facilities 1560 4,35 

0 51 Anxiety over my students' test or examination results 1549 4,29 

I- 53 Lack of information or resources to support and_fucilitate changes 1510 4,19 

(_) 
<( 
u. 

xl 



EM ·LABEL SUM MEAN 

16 Poor student discipline 1735 4,79 

~ 12 Vandalism of school property 1608 4,43 

0::: 15 Disturbances oflessons by students from other schools 1452 4,00 

0 14 Graffiti on school walls and chalkboards 1437 3,98 

~ 
0 
<( 

' LL 

~ 93 Having to teach students who are overaged 1469 4,11 
~ 

3 Too much paper work 1457 4,01 

0::: 44 Supervising students' behaviour before and after school aud during breaks 1280 3,54 

0 
46 Having to maintain self -control when I am angry 1158 3,22 

~ 
(.) 81 Having to supervise the cleaning of classrooms and toilets 1119 3,13 

<( 
LL 

C'\1 72 The principal's inability to deal with lazy teachers 1603 4,49 

~ 
101 Collegial backbiting, gossip, etc. 1465 4,10 

0::: 109 Tensions in the staffroom 1290 3,62 

0 67 Frequent conflicts at work 1101 3,08 
I-
0 
<( 
LL 
C'l") 26 Collecting other monies that have to do with school administration, sport, photo's, etc. 1033 2,87 

~ 
27 Collecting donations for funerals 1030 2,85 

0::: 25 Collecting school fund 1010 2,81 

0 
~ 
0 
<( 
LL 
'q" 113 The feeling that people have a low opinion of teachers -low status 1502 4,22 

~ 
102 Lack of time for further study 1435 4,02 

0::: 65 Low educational level of parents 1421 3,97 

0 103 No time to relax between lessons 1382 3,88 
I-
(.) 85 Teaching students with different levels of intelligence (e.g. gifted to below average) 1266 3,53 

<( 
LL 

xli 



ITEM LABEL SUM MEAN 

l.() 37 Students' involvement in politics 1190 3,26 

T""" 
69 The political role that a teacher is sometimes expected to play 1148 2,96 

0:: 48 Teaching students of different cultural backgrmmds 1056 2,93 

0 36 Having to belong to a teachers' union or organisation 898 2,47 

~ 
0 
<t: 
LL 

c.o 21 Students dodging lessons 1835 5,03 

T""" 
13 Theft of school property such as video machines, stoves, TV's 1628 4,48 

0:: 11 Shack dwellers using sehoul fucilities {e. g. toilets, taps) 1107 3,{)7 

0 7 Shacks surrounding the school 1054 2,92 
~ 
(.) 

<t: 
LL 

r-- 10 Preparing mark schedules after examinations 1282 3,54 

T""" 
89 Trying to uphold/maintain academic standards 1253 3,51 

0:: 88 Trying to uphold/maintain values and norms 1217 3,41 

0 9 Setting question papers for examinations 1203 3,31 
~ 
(.) 63 Developing and completing daily lesson plans 1144 3,20 

<t: 
LL 

co 22 Having to push or drive students into classes 1812 4,99 

T""" 
23 Noise from neighbouring classes andstoeps 1701 4,67 

0:: 20 Teaching students \Wo are actively involved in crime 1602 4,41 

0 80 Interruption oflessons by messages., notices and announcements 1512 4,22 

~ 
(.) 

43 The maintenance of unprofessional Telationships with students by some of my colleagues 1416 3.92 

<t: 19 Being blamed for low marksihigh failure rate in my su~ ect 1319 3,64 

LL 

Q') 2 Too many students in a class 1689 4,67 

T""" 
1 My salary 1648 4,55 

0:: 30 Having too many periods per week 1545 4,24 

0 58 Too many meetings 1463 4,01 

~ 
(.) 59 Having to speak .in public 1034 2,90 

<t: 
LL 

xlii 
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94 Competition between colleagues 1112 3,11 

N 40 Having to administer corporal punishment 1058 2,92 

0::: 100 Having to teach the same subject in the same standard with other teachers 1020 2,86 

0 66 The principal's attitude towards me 885 2,49 

I-
0 

~ 
~ 5 Students' reluctance to do their school work 1884 5,19 
N 

77 The actual teaching &1at1s late (Feb!l'vfarch) every year 1574 4,43 

0::: 
79 Teaching students from poverty-&1ricken families 1498 4,21 

0 
I-

62 Teaching pregnant girls 1486 4,14 

47 Teaching students in their second or third language 1114 3,09 

< 
,. .. 

L -
N 4 Poor involvement of parents in school matters 1777 4,90 

N 35 Poorly attended school garden 1334 3,72 

0::: 28 Teaching subjects in much I did not specialise 1264 3,49 

0 24 Having to honour periods of absent teachers 1254 3,45 

I-
Teaching students who are married 3,31 

0 
18 1194 

<( 42 Harassment of principal by teacher organisations 1087 3,03 

u. 8 Organising school functions 1063 3,03 

6 Helping student teachers during practice teaching 923 2,55 
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