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PART |
CHAPTER |

STRESS AND COPING MECHANISMS
-THEORIES AND EXPLICATIVE MODELS-

1. Definitions of stress and coping

In psychology,stressrefers to the dysfunctional mental states which due to the
difficulties that the individual has to face, whdeping refers to thenechanisms and the means
that individuals have at their disposal in orderd&al with those problem&oping or stress
managementconsists of people’s cognitive and behavioural reffo reduce, control or tolerate
the internal or external demands that go beyonit frexrsonal resources. This is a three-stage
process: anticipation (warning), confrontation (auaf) and post-confrontatio@oping comes as
an answer to the assessment of a threat, beingededis a network of cognitive and behavioural
efforts meant to manage the specific internal anebiternal requirements that appear to exhaust

or exceed a person’s resources (Lazarus, Folkn®s4)1

2. The relation of stress to negative emotions
Stress-emotiondepend on cognitive assessment. It is essentisiutdy the cognitive
bases of emotions and the cognitive mechanismshvedoin the assessment of events or
situations likely to cause stress-emotions. Schaner Scherer (1990) have studied coping in
relation to stress-emotions, as well as the conepleanfiguratios of stress management
strategies.

3. Stress, frustration and anxiety
Rivolier (1992) suggests thatressis a term which should be relatedftastration, to
the emotional response to danger, or to thretat,everyday annoyancep the perception of
the signification of dangerand, respectively, to concepts larger than that of eomotbtress
relates, for instance, @nxiety.According to the principle of interrelation betwede somatic
and the psycheany cognitive change can induce physiological omao- physiological

changes.

4. Theories and models regarding stress and coping
Various researchers have developed different moaghelant to explain the manifold
aspects of stres§he Physiological Model of Stress and the Respdims®ry; The Causal
Model and the Stimuli Theory; The Transactional Kloof Stress (Lazarus, Folkman, 1984);



The Resource Conservation Model; The InteractieBigilogical Modelul of Stress (Cohen,
1986).

Although any of the above-mentioned theories candael in discussing stress, the most
widely employed isThe Transactional Modelhen an analysis of stress and of the reactions to
stress is performed (Lazarus, Folkman, 1984; Laz&re90).

The Transactional Model of Stress and Copirdesigned by Lazarus and Folkman
(1984) is based on the way in which undesirablentsvean bring about stressful episodes in
the context of transactions between persons and #m®e/ironment. According to the
transactional theorygoping consists inthe cognitive, physiological and behavioural effort
meant to reduce/minimalise, eliminate, master éertde internal or external demands in the
context of a “person — organizational environmemtinsaction, demands that go beyond the
real personal resources and possibilities of tmatividual. (Folkman et al. 1986).

The Transactional Model of Stressan be compared to the psychological-health model

designed by Bruchon-Schweltzer and Dantzer (1994).

The Ineractionist Model of Anxiety, Stress and Capi(Rolland, 1998) offers a better
understanding and explanation of coping behaviaypmds and of the anxiety and stress effects

on psychological and physical health in stressfialad and psychological situations.

CHAPTER I
DEFENSE MECHANISMS, COPING STYLES AND STRATEGIES

A new theory regarding the functional organization of defense and coping
mechanismshas gained popularity in recent years. Whereadréititional view (Menninger,
1963; Haan, 1977) maintained that coping mechanisraseed defense mechanismmre
recent researchhas poved that, in factiefense mechanisms preceed coping mechanisms
(Chabrol, Callahan, 2004).

Most often, we devise strategies in order to elatemegative emotional states caused by
stressors; in other words, we wsging mechanisms

A large number of works focus on the tvemping mechanismdirst analysed by
Lazarus and Folkman (1984%) Problem-centered Copinginvolving event-management
strategies;b) Emotion-centered Copinginvolving emotion-regulation strategies, meant to
manage the emotional response brought about bstridesful event.

Miclea (1997, pp. 21-24 and 26) uses an approaskdban cognitive-psychology to

devise a comprehensive taxonomy, a bi-axial classibn of coping mechanismsgovering
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heuristic and methodological aspects, function loé functionality vector (confrontation-
avoidance) and of thaype of mechanisnmbehavioural, cognitive and neurobiological).
Regarding emotion-management coping, it is mentidhat“emotional-subjective feelings are
the acknowledged result of the combination of nlewtogical components (especially
biochemical ones), and of cognitive and behaviooras; the alteration of one of these factors
leading to modifications in the signification oktlubjective perceptionMiclea, 1997, p.10).

Coping mechanisms presupposean ability to control situations a certain
“controllability” . Believing that the situation can be controlled Hfene the possibility to
modify or eliminate the amount of stress by usihg tliscovered coping strategy. There are
two types of control: behavioural control and cognitive control.

Coping stylescover combinations of certain personality traggpreciative judgments,
rational or irrational thoughts, beliefs and attiés resulted from experience with stress.
Coping stylescan be described by taking into account their dsmans and their degrees of
complexity (Lazarus and Folkman, 1984). A rigid icgpstyle has proven to be less efficient
than a flexible one.

Pro-active Coping Theoryis an approach which integrates the temporal aspeft
coping, especially future-events copirfro-active Coping TheorySchwarzer and Taubert,
2002) comprises, at the same time, self-regulated gttainment strategies and the concept of
“personal growth”.

When we desire to reduce stress as much as pqgssibleave to identify the potential
sources of stress, to assess, in a realistic faslwor personal resources for dealing with
problematic situations and to familiarize ourselwath the stress control techniques, putting
into practiceefficient coping mechanisms and strategies



CHAPTER IlI
SELF-ESTEEM, PERCEIVED STRESS AND SELF-EFFICACY

1. The relation between self-esteem, anxiety andelperception of personal self-efficacy

Self-esteemis defined as the positive or the negative evatnatf oneself expressed
through various degrees of approval or disappramdl indicating the extent to which one sees
oneself as a capable, valuable, important beingg€smith, 1967; Rosenberg, 1965, 1979,
Demo, 1985). Starting from the hierarchical modes@f-esteem, Shavelson and co. (quoted
by Denis, 1996) postulate that besides global estéem there can be identified the degrees of
appreciation of a certain person in various fieéisctivity. Function of the importance of the
respective fields of activity for the articulatiof the self, each of these has a different bearing
in the construction and expression of global sstéem.

Success increases the level of self-appreciatiah personal value, raising the self-
esteem, while failure decreases these levels, log/iéhne self-esteenb.ow self-esteerhecomes
part of a vicious circle in which negative expeictas bring about low levels of achievement
translated into failure. These, in turn, have niegatepercussions on the level of self-esteem.
Under stressful situations, it is especially th&ians person and the one with low self-esteem

that have fewer chances of success and, thuspriagyencounter failure.

2. Stressful situations, failure and its causes

Control Psychology (Dubois, 1979, 1984) rests, ledne hand, oattribution theory
and, on the other hand, olo€us of control” (Rotter, 1966). Rotter elaborated a scale on the
basis of which a distinction can be made among leefymction of the way in which they
explain their success or their failure as deterchibg: (a) their own behavior‘igternal
control”) or (b) some factors beyond their own person agldabior, factors dependant on
external forces"éxternal control”).

Perceived stresplays the role of a mediator in the relation betveecial support, on
the one hand, and perceived performance on the bémel.Perceivedcontrol is based on the
assessment of the threat and on the personal cesourhe environmental and the situational
factors of the perceived stress and of the perdateatrol are: the nature of the situation, of the
event, its duration, its ambiguity, its controlléyi and the available support (Bruchon-
Schweitzer, 2001, p. 73-74). The benefic effecthefperceived control are a result of both the
assessment of the aversive situation that the iohagv performs, and of the individual’s

assurance that s/he is capable of an efficientwetnal response.



CHAPTER IV
STRESS FACTORS, ANXIETY, SELF-ESTEEM AND COPING STRATEGIES
IN ADOLESCENCE

In adolescence a great number of stress factoramadate, these being seen as
normative, and reaching the highest intensity dupaberty. Many of these are actually real
tasks that have an impact upon the teenagers’ a@welnt, tasks that they must carry out in
order to be granted the status of responsible add#ire are some of these factors: acceptance
of corporal modifications, acknowledgement of thecial importance of sex roles,
establishment of relations with other young peom#tendance of school classes and
continuation of their studies in preparation of areer, achievement of independence and
personal freedom, especially financial autonomgppration for family life, etc.

Research shows that a change in living conditi@mslring about an accumulation of
minor and major events that may be construed ass$ul. If the teenager cannot cope with the
stressorsis/her self-esteem could lower and anxiety migipear (Simmons et al., 1987).

A survey conducted by Seiffge-Krenke (1994, p.178)lon 1.028 German teenagers
aged 12 to 19, showed that they seem capable ¢tihgeaith stressors and of competently
solving problems encountered in all the areas ofeld@ment.Functional copingclearly
dominates, dysfunctional coping being only raretypéoyed and solely for certain kinds of
problems. Interiorization was only mentioned iniféthfof the total reactions. These results
point out that self-control and competence aredbminant characteristics, regardless of the
kinds of problems that teenagers face.

The most striking differences for active coping dod self-reliance are encountered
when comparing the sexe©ne of the main differences refersthe use of social resources
Thus, as they mature, regardless of the naturehef groblems, girls seek out advice,
counseling, help in order to get comfort but alsalerstanding from others, much more often
than boys do. No matter what the problem mightioés discuss it openly almost immediately
with significant others whom they consider impottand, generally, they are likely to solve
the problem together with the other individual(shcerned.

Teenagers most often decide to deal vpi#inent-related problems directly, but they
are quite frequently tempted to avoid the issu¢hibgwing a tantrum, as a red herring. In such
situations they look for comfort among peers whahhihave had similar problems, and
discuss with them possible solutions.

It is obvious that when it comes $chool-related problemsteenagers choose more and
more frequently, as they grow up, to reflect on fusiible solutions. Once more mature,
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teenagers most often resort to internal copingatyaimg the problem in search for a solution, -
being even open to compromise. (McCrae, 1982). Mbste teenagers in all the age groups,
although to different degrees and with various destpies, discuss some school-related
problems with their parents. However, they alsconmesery often to emotional reactions,
manifested in anger and aggression.

Teenagers rarely discuss with their parents ant atlher adultghe problems they
might havewith their friends, choosing to deal; directly with the one(s) invadv This
tendency is even more dominant in the casesesftimental problemswhich are usually
discussed directly with the partner, in an attetopidentify the best solutions, being obvious
that each of the two must be willing to communicédeaccept the influence of the other, so as
to reach an agreement

Regarding the use of social resources, genderelfées are especially clear, with girls
resorting to social support more often than bogsthe case of school issues, parent-related

problems and psychological quandaries involvingy thery person.

CHAPTER V
TEACHER BURNOUT AND PROFESSIONAL STRESS
1. Burnout: definitions and features.

In 1969, Loretta Bradley was the first to state thanoutis a specific process related
to stress, one linked to the demands and to thdittoms offered at the work-place. The term
burnoutwas then used in 1974 by H. J. Freudenbergerpgrhristina Maslach in 1976, in
their studies on professional exhaustion. Therenaaay definitions of the terrburnout
some of these mentioned at the following on-lineurse: http://fr.wikipedia.org/
wiki/Syndrome_d%C3%Aepuisement_professionnel.

Here are some definitions of the tebornout:

- Burnoutis a state of emotional exhaustion, of deperspatiin and of diminished
performance, likely to occur in the case of persaasking in jobs like Public Relations
(Christina Maslach, Susan Jackson, 1986).

- Maslach (2001) sedsurnoutas a syndrome of physical and emotional exhaustion
implying the development of negative self-esteerd aha negative professional attitude,
leading to loss of involvement and to a lack ofifnes feelings.Burnoutis a syndrome of
emotional exhaustion, of depersonalization and iofirdshed involvement in professional

development (Susan Jackson, Michael Leiter, Chastlaslach).



Professional exhaustion is, therefore, the redutthoonic stressful conditions and of
the feeling that at the work-place there is a @gancy between personal abilities and the real
working conditions.

Maslach (1986) identifiethree dimensions of professional exhaustion.

a). Emotional exhaustion(excessive emotional demand, the feeling that eret i
the verge of emotional collapse);

b). Depersonalizationor thedehumanization of interpersonailelations (seen as a
decrease in empathy, insensitive relations, al@sfuetachment, indifference and/or
cynicism towards those who normally are the berefes of one’s services);

c). Diminishing motivation and professional involvementa decrease in
performance (accompanied by a feeling of incompetence, of ilitgbto accomplish
anything, of a reduced work capacity).

There are several typesmofessional exhaustion symptoms

a) Psychosomatic and somatic symptoms;
b) Psychological symptoms;
c) Psycho-social and occupational symptoms

The onset of professional exhaustion is progressmsgduos, and its evolution takes a
significant amount of time. Burnout has negativassmjuences that incpsychologicalkosts
in the individual’'s casefjnancial costsfor the organizationandsocialecostsfor the family

and for the community.

2. Models regarding the sources of burnout and pr@fssional stress

Along the years many different models regarding #warces of burnout and
professional stress have been devised.

The “Demand-Comtrol” Modelelaborated by Karasek (1990) is, according to Eessi
and Moulin (2005, p. 34), one of the most renownetlels that explain professional stress.
This model focuses on vizeawvo dimensions: &)psychological job demands™amely the
organizational requirements and limitations imposedthe individual; b)the freedom of
making decisiongranted to the employee, namely the opportunitedecide and to control
what goes on at the work-place.

Faessier and Moulin, ifiSanté et bien-étre des enseignants en Suisse mehian
(2005), show that Karasek's model was reused, oeteghl and developed by many
researchers based on the particularities of tiespective fields of activity and the results of

their own research. Here are sowmeesions of Karasek’s model:
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a) Johnson(1986; 1989) added to Karasek’s model a third dsienthe social support,
which refers to three aspects: agrarchical support(directorial), having two components:
the practical support and the emotional suppordar supportg) extra-professional support
(within the family, among friends, etc.).

b) Friedman’s model(2000),in which the onset and the evolution of burnoet @nalysed
in two different ways: a) on the cognitive levdl,is seen as resulting from the feeling of
personal and professional failure; b) on the emmafiolevel, when the teacher feels
overwhelmed by work overload, a state that may dieoved by emotional exhaustion.
Stressful events have a negative impact on thepegisher on one of these levels or on both.

c) Lourel and co0.(2004, p. 558) put forward raulticausal modelaccording to which job
demands and freedom of decision are seen as latedeexogenous variables that have a
direct impact on the three dimensions of burnohipse residual variables are correlated.

d) Some researchers who worked on establishmoglels pertaining to the causes of
burnout in the case of teachergElfering and co., 2000) also take into considerathe
idealistic expectations of the teacheespecially of the ones new to the fiedkpectations
often not met by the reality of school-lif®there models includehe inappropriate

organizational structure and the insufficient séaapport(Winnubst, 1993).

CHAPTER VI
RESEARCH REGARDING TEACHER BURNOUT, STRESS AND COPING

Numerous studies have shown that a huge numbeaohérs have suffered from stress
or professional exhaustion (Cox and co., 1985;&oand co., 2007).

The European Trade Union for Education (ETUdgvised a projecentitled “The
Optimisation of the Expertise on Teachers’ Prof@sal Stress and of the Assistance Offered to
Organisations which Are ETUE MembersThe project was devised between November 2006
and December 2007 and was based on the answersa tivdhe Professional Stress
Questionnaire by teachers form 27 European cosntiR®mania being one of them. Dta
analysis pointed to similarities but also to sonikéecdences in the way that teachers from
different countries classify stressors and stredgators. In BulgariaBRomaniaandHungary
there featured a relatively high number of stressmid stress indicators.

The figure below outlines our comprehensive modehe influence that stress factors
have on professional exhaustion in the case oh&rac To a considerable extent, this is the
model that we have used in our investigations, dath analysis worked to confirm its

efficiency.
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STUDY 1
STRESSORS PERTAINING TO TEACHERS’ PROFESSIONAL ACTIVITY

1. RESEARCH METHODOLOGY

The objective of this study:Pointing out thestress factors perceived by teachers at

school.

The general hypothesis of this researchAlthough primary-school, secondary-
school and high-school teachers face similar stf@stors, there are certain differences in

what concerns the ranking of these stressors inegective institutions.

Specific hypotheses:

a) Itis assumed that thextremely low salaries and the high level of diffty involved
in teaching a much too dense curriculum, togethéh the problems of time
management and challenging behavior, constitutendger stress factors for teachers

working in any of the three types of school.

b) There will be differences regarding the frequenathwvhich the various forms of
violence at school are perceived as stressors ibmapr-school teachers on the one
hand, and by secondary-school and high-school ¢égaadn the other hand, as well as

regarding their ranking.

Investigation procedure:

The research was carried out in two stages: ihjitialuring the first stage of our
investigation, during the 2006-2007 and 2008-20@®oel years, 450 primary-school,
secondary-school and high-school teachensre asked to fill in a list regardindpe main
stressors that they face during their professiorativity. The teachers mentioned 53 stressors

which we included il5 categories of stress factdfsat we used tdesign aguestionnaire

The questionnaire regarding the stressors linked tdeachers’ professional activity
that we thus elaborated comprises 15 categoriedre$sors encountered at school. These are
assessed on the basis of the frequency with wiiey &re perceived by teachers on a Lickert-

like four-level scale: 1- never; 2 — rarely; 3 -tguoften; 4- often; 5 — very often.
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Table VI.1
Categories of stressors perceived by teachers

Stress sources

1.Financial limitations due to low salaries

2. Teaching difficulties due to curriculum overload
3. Time management problems

4. Everchanging educational policies and regulation
5. Failure to meet their professional expectations

6. Number of pupils in the classroom

7 Challenging behaviour

8. Pupil assessment

9. School environment

10. Relationship with some of the pupils’ parents
11. Financial limitations due to the school’s lafknaterial resources
12. Autocracy of school management

13. Pupils’ verbal violence

14. Pupils’ destructive behaviour

15. Pupils’ physical violence

Table VI.2. presents theocio-demographical characteristicis of the samplef

teachers.
Table VI.2.
The socio-demographical characteristicis of the saphe of teachers (N=236)
Women Men
Total number of participants (N=236) 155 8
Age-groups (N): N: N:
23 - 30 years of age 38 15
31 — 40 years of age 45 26
41 - 50 years of age 42 25
51 — 57/60 years of age 30 15
Age: average / standard deviation 38.6 12.4) 42.5 (9.5)
Teaching experience: mean / standard | 19.5 (11.4) 23.6 (10.8)
deviation
School type: N: N:
Primary-school 40 21
Secondary-school 50 30
High-school 65 30

The research was carried out during the 2007-2008f 2008-2009 school years. The
investigation was performed at the respective sshdmt sometimes the teachers filled in the
forms home and at other times they were consultethgl different training courses (preparation
for Definitivat, Gradul Didactic Il, the Magisterégramme).
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2. Data analysis: Comparing the frequency with whic different stressors are
perceived by primary-school, secondary-school andigh-school teachers.

Data analysis shows that for tipeimary-school teachersthat we consultedhe main
stressorsare: financial limitations due to low salaries, teachimifficulties due to curriculum
overload, everchanging educational policies andutations time management problems, failure to
meet their professional expectations, the numberpabils in the classroom, some pupils’
challenging behavior.

For secondary-school teachersthe first three stressors are the same as the ones
mentioned by primary-school teachefgancial limitations due to low salaries, teaching
difficulties due to curriculum overload, everchamgieducational policies and regulations time
management problemsThen there followtime management problen{a normal result of
curriculum overload),failure to meet their professional expectations asdme pupils’
challenging behaviorAs different from the primary-school, where, thegcopy the end-of-list
positions, in the secondary-school environmaumpils’ verbal and physical violence, and their
destructive behavioware mentioned as frequent sources of stress.

Our data analysis emphasized the fact that, to residerable extenthigh-school
teachersmention the same main stressors as secondary-sefaoblersfinancial limitations due
to low salaries, teaching difficulties due to ceuium overload, everchanging educational
policies and regulations time management probldme management problems, the number of
pupils in the classroom, some pupils’ challengirdpdvior. In high-schoolpupils’ verbal and
physical violenceandtheir destructive behavios mentioned as occurring almost as frequently
as in the secondary-school environment.

For primary-school, secondary-school and high-scheachers the stressors having the
most serious (values between 3 and 5) negativedngra the following: financial limitations due
to low salaries that cannot ensure a decent mhina spiritual lifestyle; the lack of social
recognition and appreciation of teachers’ actigiti¢eaching difficulties due to curriculum
overload, leading to time management problems; Iguphappropriate behavior (decreased
motivation for learning, challenging behavior, dapverbal and physical violence).

The hypothesisthat a higher number of female teachers displagtgrdevels of perceived
stress than male teacheiswas confirmed.We have alsconfirmed the hypothesikat in the case
of female teachers the frequency of perceived mretbuel and above medium-level stress is higher

than in the case of their male counterparts.
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STUDY 2:
PERCEIVED STRESS AND ITS EFFECTS IN THE CASE OF TEACHERS. THE
EXTENT AND THE SYMPTOMS OF TEACHER BURNOUT.

1. RESEARCH METHODOLOGY
Research objectives:

1) To study the relation between perceived sti@ssety and self-efficacy
2) To assess the effect of moderating variablezcieg experience, anxiety, locus of control)
on the professional exhaustion syndrome
3) To identify the stress management strategiedaymg by teachers
4) To study the relationship between locus of adrégnd coping strategies
The variables of our research:
Independent variables:age, gender, school-type, stressors.
Moderating/Intermediary variables: teaching experience, anxiety as a constitutive, i@cus
of control.
Variable dependente:perceived stress, anxiety as a state, burnoutteyng coping strategies,

self-efficacy.

The participants:

The same sample of teachers included in our fixelyswas employed in this second
study: 236 teacherq155 femalesi 81 male)from Cluj-Napoca and from other schools in Cluj
(see table VI. 2). The research was carried ouhduhe 2007-2008 and the 2008-2009 school
years. The investigation was performed at the @s@eschools, but sometimes the teachers
filled in the forms home and at other times theyeneonsulted during different training courses
(preparation for “Definitivat”, “Gradul Didactic 1) the Magister Programme). Most of the
questionnaires (64 %) were filled out by the teasleither at the respective schools or at home,
and 36 % during different training courses.

The 236 teachers who filled ouThe Questionnaire for the ldentification of Strasso
Linked to Teachers’ Professional Activitglso participated in the other stages of our
investigation, filling in all the other questionraithat we have used in order to carry out this

study.

Research hypotheses:

Hypothesis 1: Perceived stress higher in the case of female teachers thanarctse
of male teacherdn the case of female teachers the frequengeodeived stresss higher than
in the case of their male counterparts.
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Hypothesis 2:For both female and male teachers there is a sitongection between
the level of perceived stress and that of emotionakhaustion.Female teachers are especially
predisposedtio emotional exhaustion when the level of percesteess is above-medium.

Hypothesis 3:For both female and male teachers there is a stongection between
the level of perceived stress and that of the depsnalization at the level of interpersonal
relations.

Hypothesis 4:For both female and male teachers there is agitonnection between
the level of perceived stress and that of anxietysaa state The teachers whose anxiety is high
have a negative perception of their work environthevhich they consider stressful. The
anxiety-state of female teachers is more pronoutitaad that of male teachers, especially under
stressful circumstances.

Hypothesis 5: Because themodality of control internal locus of control intern or
external locus of control have an influence on ldweel of perceived stress at school and in
problematic situations, we postulate that:

a) The teachers who manifest, predominanéiyternal control will be more stressed
and will view problematic school situations as ee#t, to a greater extent than those
teachers who display higher internal control.

b) The teachers who manifest, predominantiternal control will be less stressed and
will view problematic school situations as a chadje, rather than as a threat.

c) When the level of perceived stress is above-medilnere are significant gender
differences regarding the display of internal aeexal control.

Hypothesis 6: The feeling of self-efficacis negatively correlated to professional stress:

a) The stronger the feeling of self-efficacy, the lowee level of stress;

b) The weaker the feeling of self-efficacy, the higtiex level of stress.

Hypothesis 7:The stronger teachergtofessional self-efficacyis, the more they get
emotionally and cognitively involved in school-adties;

a) The stronger teachergrofessional self-efficacyis, the more likely they are to
establish appropriate interpersonal relationshgosthere is a negative correlation
between high self-efficacy and the dehumanizatianterpersonal relations.

c) The stronger the teachers’ feeling of professligelf-efficacy, the more likely they are
to get involved in the creation of a pleasant esvinent at school.

Hypothesis 8: Professionalstress and the degree of professional involvemenare

negatively correlated.

We postulate the following specific hypotheses
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a) Professional stres$ias a negative impact on one’s emotional statejtandy cause
emotional exhaustionas well as adiminished professional involvementon the
teachers’ part;

b) Professional stress has a negative impact ameesi professional involvement and

it may cause thdehumanization of interpersonal relations

Hypothesis 9:There are significant gender differences in whaiceons the employment

of coping strategiedt is predicted that male teachers use active cp@nd problem-centered
strategies more frequently than their female coyads, while female teachers use emotion-
centered coping strategies and avoidance strategies

Research instruments:

1) The questionnaire regarding the stressors linketb teachers’ professional activity
—which we havalesigned — comprises 15 categories of stressomiptared at school; they are
assessed function of the frequency with which they percpted by teachers on a Lickert-like
four-level scale: 1- never; 2 — rarely; 3 — quiteen; 4- often; 5 — very often.

2) The Spielberger Anxiety Inventory - State/Trait Anxiety Inventory (STAI)
translated and adapted. For tRemanian population the average score STAI X1 is of
41.18 for women and of 36.32 for men, with stand#ediations of 9.9 for women and 8.75
for men. On STAI X2 the average score is of 42drlwomen and of 40.16 for men, with
standard deviations of 7.08 and, respectively, 888

The psychometric qualitiesf the Spielberger anxiety have been demonstrated b
several researchers (Bruchon-Scweitzer and co3)199

3) The Perceived Stress Scaleslaborated by Cohen and Williamson in 1988 —
translated and adapted — is a self-administred ¢ympiestionnaire that measures the feeling
of daily stress. The scale was designed startimg the transactional approach to stress. The
internal coherence of the scores obtained by Lo@aha and Wawrizyniak (2005, p. 231)
with thePerceived Stress Scdtas proven to be satisfactory (alfa = 0.82).

4) The stress level self-assessment questionnafteanslated and adapted from P.
Légeron). This questionnaire contains 12 statemeitksreference to the frequency and the
intensity of the perceived stress.

5) The Levenson Control Scal€‘The Internal, Powerful Other and Chance Scales”

- IPC) — translated and adapted — assesses the exterttith people establish a causal
relation between the appreciation obtained and thein behavior, respectively, between
what Rotter callsnternal control andexternal control. As different from Rotter’s scale
(1966), which outlines only one axisinternal — external] Levenson's scale is
multidimensional Besides thénternal controldimension(l), the scale differentiates between

18



two types of externality: annpredictableexternality chance-related, (C), andpaedictable

externality which can be manipulated, person-related, (P).
6) The Maslach Burnout Inventory (MBI) — translated and adapted — is a 22-item

guestionnaire, in which the items are assignedhteet groups, in order to assess three
DIMENSIONS on a Lickert-like scale of intensity/épeency:
- emotional exhaustiongdefined as the feeling of exhaustion on the ematidevel that
results from one’s activity at the workplace, isessed using 9 items (numbered 1, 2, 3, 6,
8, 13, 14, 16, 20);
- depersonalization (dehumanization of interpersdneelations), taking the form of
indifference, insensitivity towards the people tl@ite comes in contact with at the
workplace, is assessed using 5 items (numbere@d, 3,11 15, 22);
- personal professional involvement/developmentktaulfillment), consisting in the
feeling that one is competent and benefits from areimg achievements in one’s
professional life (self-accomplishment), is asséssgng 8 items (numbered: 4, 7, 9, 12, 17,
18, 19, 21).
The following scoresare viewed asignificant:
a) emotional exhaustion>29 in terms of frequency and >39 in terms ofnistty;
b).dehumanization of interpersonal relations (“cinicism”) >11 in terms of
frequency and >14 in terms of intensity;
c) professional involvement, the feeling of profesal fulfillment: < 33 in terms of
frequency and < 37 in terms of intensity.
7) The Brief COPE (translated into Romanian and adapted after: &atver, 1997)
You want to measure coping but your protocol’s todong: Consider the Brief COPE.
International Journal of Behavioral Medicind, 92-100). The questionnaire contains 28

statements. The scales of the Brief COPE questignaee presented below.

Brief COPE Questionnaire Scales Items
Active coping 13, 20
Self-distraction 1,17
Denial 3,21
Substance use 4, 22
Use of emotional support 5,14
Use of instrumental support 10, 19
Behavioral disengagement 6, 15
Venting 9,18
Positive reframing 11, 26
Planning 2,24
Humor 16, 28
Self-blame 12, 25
Acceptance 8, 23
Religion 7,27
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8) General self-efficacy scale the Romanian version created bybBn, Schwarzer,
Jerusalem, 1996: Romanian Version of General Sélfdey Scale: http://userpage.fu-
berlin.de/~health/rumania.htm). This scale aimadsess (perceived personal efficacy ).

9) The questionnaire regardingpedagogical reactions and attitudes under stressful
classroom circumstancesrhis questionnaire that we designed and validatedains 15
items regarding the various pedagogical reactions attitudes displayed by teachers in
relation to their students.

10) The questionnaire regarding models of classroom bekior management

designed by us.

CHAPTER VI presents the DATA ANALYSIS AND THE INTERPRETATION OF THE
RESULTS regarding PERCEIVED STRESS AND ITS EFFECTSIN THE CASE OF
TEACHERS.

In order to verify the hypothesis that female teashdisplay a level of perceived stress
which is higher than that of their male counterpante have processed the data obtained in the
school year 2008-2009 from 155 female teacherdrand 81 male teachers working in an urban
environment who were asked to fill ihe stress level self-assessment questionnafteanslated
and adapted from P. Légerollye must add that these were the only samples dfig¢emawilling
to fill in this questionnaire and provid us withetbompleted forms.

The data regarding the level of perceived streaswie obtained after the administration
of the stress level self-assessment questionnateethe group of participants are presented in
the table below and in the sectorial diagrams.

The statistic processing was made by usingstR8S 13 program.

1. The classification of teachers function of the levef perceived stress

The classification of teachers (%) function of théevel of perceived stress

Stress below . .
medium-level Medium-level Stress above medium-
Stress level stress(Global score| level (Global score
(Global score of 6 f hiaher th
0 12) of 13 to 20) igher than 20)
Women (N= 155) 31.81% (N=49) 9.09% (N=14) 59.10%1€92)
Men (N= 81) 44.45 % (N=36) 22.22% (N=18) 33.33% €27)

The data presented above show that have verified the hypothesis that female
teachers display a level of perceived stress whghhigher than that of their male

counterparts. We have also confirmed the hypothbsisin the case of female teachers the
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frequency of perceived medium-level and above metbuel stress is higher than in the case

of their male counterparts.

2. The analysis of the degree of burnout occurrence miestation and of burnout
intensity in female and male teachers

The sectorial diagrams below show that the levekmbtional exhaustionand of
personal relations dehumanizationis higher in the case of female teachers thahencase
of male teachers. However, in both female and nw@déehers emotional exhaustion and
personal relations dehumanization do not influemegatively to a great extent the feeling of
professional involvement and fulfillment. Thus, p&[7.18 % of the male teachers and 26.46
% of the female teachers declared that they hawkicesl feelings ofprofessional
involvement and fulfillment, such feelings rating high in the case of 43 %hef teachers
interviewed. Consequently, despite emotional exii@us only about ¥4 of the teachers
display diminished motivation and lower degreeproffessional involvement.

The classification of female teachers according the degree of emotional

exhaustion
23,88%
34,19%
@ high
E medium
O low

41,93%
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The classification of male teachers according to ¢hdegree of emotional exhaustion

18,51%

25,24%

O high
B medium
Olow

56,25%

The classification of female teachers according tihe degree of depersonalization

29,04%
39,35%

@ high
B medium
O low

31,61%
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The classification of male teachers according to éhdegree of depersonalization

23,29%

45,79% @ high

E medium

Olow

30,92%

The classification of female teachers according tihe degree of professional

involvement/satisfaction

0
26,46% 30,32%

@ high
B medium

O low

43,22%

23



The classification of male teachers according to ¢hdegree of professional

involvement/satisfaction

27,18%

43,20% @ high
B medium
Olow

29,62%

- Data analysis showed that 42.9% of the male tacthat display above average
perceived stress exhibit invreased emotional exlmausThis percentage is not as high as the one
noticed in the case of female teachers, whererdggiéncy of increased emotional exhaustion is
55.3 %. Thusfemale teachers are more predisposed to emotiextahustion under increased
professional stress than male teachers.

- When the Chi-Squareq) test was administered, highly significant difieces (p <
0.000) were noticed in wht regards the effect atewed stress on emotional exhaustion, not in
the case of all teachers who displayed below amdelaverage perceived stress, regardless of
gender. For female teachers with above averageeipert stress levels, emotional exhaustion
appears more frequently and reaches higher levels.

Thus,the hypothesis that there is a strong connection beeen the frequency and the
intensity of stress, on the one hand, and teachersmotional exhaustion, on the other, has
been confirmed

The data obtained through our research, which aragreement with that of other
researchers (Genoud, Brodard and Reicherts (2888)ys that various stressful contexts and
situations which constitute part and parcel of teaching profession can cause negative
emotions due to pupils’ behavior, to the lack otiabappreciation when it comes to their
activities and efforts, to the low salaries, to thech too great amount of work due to an
overloaded curriculum, due to time management prob] to the inappropriate environment in

schools, and, last but not least, to the lack gloizational support. Besides these stressors,
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there are also others, such as confusing issueah regards the roles and responsibilities of
people supposed to take part in the school’'s sear@ronment (different persons from the City
Council, the Mayor’s House, the Isnpectorate, gtbg paradoxical requirements of a society
that casts violent criticism at the school, makimgealistic demands of this institution, as if the
school could on its own regulate each and everyuational or/and educational isuue of each
student.

Taking into accountthe significance of the scores for the three burndu
dimensions here is a comparison betwettie level of manifestation of the professional
exhaustion symptoms in female and male teachers iestigated by usingThe Maslach
Burnout Inventory.

Percentual reprezentation of female and male teachefunction of the different degrees
of manifestation of the burnout dimensions (male t&chers: N=81; female teachers:
N=155)

Burnout Depersonalization of The feeling of
dimensions Emotional Exhaustion interpersonal professional
relations involvement/
fulfillment
Burnout High  Medium Low High  Medium Low High  Medium Low
degree
Female 53 65 37 61 49 45 66 47 42
Teachers 3419  41.93 23.88 |39.35 3161 29.04 4322 30.32 26.46
(N) (%)
Male 15 45 21 19 25 37 35 24 22
Teachers 18.51 56.25 25.24 | 2329 3092 4575 4320 29.62 27.18
(N) (%)

The table above shows that both female and mabthees display medium scores for
the dimensions oémotional exhaustioand thedepersonalization of interpersonal relations
However, male teachers exhibilower degree of professional involvement/fuli@ht which
means that they are less motivated than femaldhéescMoreover, many female teachers
whose score was above medium are more activelydaed in the instructional/educational

activities with their pupils, due to their incredsampathy and motivation.

The Correlations between the Dimensions of Profegsial Exhaustion

Regardingthe correlations between the three dimensions ofgssional exhaustion
(tabelul VI.XVI), data analysis points to corretaticoefficients (r) that have a smaller value
than the one of those obtained by Maslach and dack986), by Dion and Tresier (1994)
and by Genoud, Brodard and Reicherts (2009).
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The correlations (r) between the three dimensionsf @rofessional exhaustion

Burnout dimensions/Correlation A B C D
coefficients
Emotional exhaustion - 0.45** 0.52** 0.34* 0.48*
Depersonalization of interpersonal
relations

Emotional exhaustion - Degree of - 0.32* -0.22 -0.27 - 0.33*
professional involvement/fulfillment
Depersonalization of interpersonal -0.28 -0.26 -0.26 -0.32*
relationships - Degree of professional
involvement/fulfillment

*p < 0.05; ** p<0.001; A — our study (N=236); B Maslach and Jackson’s study (N = 1.067);
C — Dion and Tessier's study (N=228); D — Genound ao. (N=787).

The analysis of the resultshows thaemotional exhaustions an important factor in
the process oprofessional exhaustion a fact previously noticed by Maslach and Jackson

(1986) and by Dion and Tresier (1994).

The relations between perceived stress, anxiety amolcus of control

-Our investigations demonstrated that there is @rgj link between the level of
anxiety as a trait and that of anxiety as a state ¢he level of stress perceived by teachers,
which means that our hypothesis was confirm&tus, highly significant differences
(p<0.001) were noticed in what concerns the eftdcperceived stress on teachers whose
level of perceived stress was above average, whempared to those whose level was below
average.The relationship is, however, bilateral, in anxias a trait and anxiety as a trait can
lead to an increase in the frequency and in thensity of perceived stress, while the
increased level of perceived stress impacts upoienas a state, thus creating a vicious

circle.
The relations between perceived stress, anxiety arldcus of controlin the case of
female teachersare presented in the table below.

The correlations (r) between anxiety, locus of condl and perceived stress
in female teachers (N=155)

Perceived Anxiety Internal locus External locus
stress of control of control
Perceived - 1 -47 * 75 **
stress
Anxiety 1 - -41* T **
Internal locus of | -.47* -41* - -.61**
control
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External locus off .75** T7** -.61** -
control (through

other people)

* p<.002; ** P<.001

The relations between perceived stress, anxiety amacus of controlin the case of

male teachersare presented in the table below.

The correlations (r) between anxiety, locus of condl and perceived stress
in male teachers (N=81)

Perceived Anxiety Internal locus External locus
stress of control of control
Perceived - .69 ** -.34* .69 **
stress
Anxiety .69 ** - -32* .65 **
Internal locus -.34* -.32* - -.51**
of control
External locus | .65** 2% -.51* -
of control
(through other
people)

* p<.002; ** P<.001

The tables above show that in the case of bothléearal male teachers there are highly
significant positive correlations (at p <0.001) vbe¢n perceived stressanxiety and external
locus of contralHowever, there are negative correlations betweenpérceived stress and the
internal locus of control in stressful situations.

The hypothesisaccording to which, in highly stressful situationsale teachers manifest
an internal locus of control more frequently or mdntensely than female teachers was not
confirmed We believe that locus of control — in both woraed men — is influenced by the
person’s nature and temperament, these being vi@sathat we have not taken into account
when doing this study.

- In the case of teachers we witnassertain connection betweetthe frequency and the
intensity of perceived stress and the degree ofedspnalization of personal relationships.
Thus, upon the administration of the Pearson ChiaBz|{2) test we noticed that the differences
regarding the effect of perceived stress on fentabchers with above-average levels as
compared to those with average or below averagddef perceived stress are of little statistical

significance (p = 0.02). However, in the case effémale teachers with above-average levels of
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perceived stress the depersonalization of integpatsrelationships occurs more often and with
greater intensity.

Upon the administration of the Pearson Chi-Squg2gtést we noticed higly significant
differences (p < 0.000) in what concerns the eftdgberceived stress on the depersonalization
of interpersonal relationships in male teacher$ atove average levels of perceived stress as
compared to those with below average levels. Incise of male teachers with above average
levels of perceived stress the depersonalizationtefpersonal relationships occurs more often
and with greater intensity.

The hypothesis according to which in the case adhers there is a strong link between
the frequency and intensity of perceived streaad the degree of depersonalization of
interpersonal relationshipsvas only partially confirmed.

- In the case of teachers there is a certain conoedetweeremotional exhaustiorand
the degree of depersonalization of interpersonalatenships,the hypothesis that this link is
strong being only partially confirmed. Thereforeg wan argue that the depersonalization of
interpersonal relationships is the result of cumative multifactorial agents, as there are
certain personality traits that shape the stresstitas modifying their impact.

In the case oéll the male teacherghere is a highly significant very strong connegatio
(p <0.000) between emotional exhaustion and theedgegf depersonalization of interpersonal
relationships. Our research shothke existence of a strong link between emotionadestion
and the degree of depersonalization of interpersaetationships(at significance tresholds
between p < 0.002 p <0.000)in the case of male teacheaged 23 to 50; this link is even
stronger for the age-grou@8 — 30 and 31 — 4@n the other hand, the age-group analysis based
on the criterion Chi-Square Testg2] shows that in the case of female teachers tiser®
significant link between emotional exhaustion ampeatsonalizationConsequently, age itself
has neither a strong, nor a direct influence on tlegree of association between emotional
exhaustion and the depersonalization of interpeasaelationships in the case of female
teachers.

- There are statistically significant differencestiween the means obtained by the
populations from which the two samples (male andale teachers) were extracted in what
concerns thelepersonalization of interpersonal relationshifise significance threshold being p
= 0.01. Due to stressful factors, female teachedsibé a stronger depersonalization of
interpersonal relationships than male teachers do.

- There is a certain link betweehe teachers’ level of perceived stress the one hand,
andtheir degree of professional involment and theireleng of professional fulfillmenton the
other hand. Thus, even under conditions of abovetme perceived stressnost female
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teachers (58.5 %)display a medium or an above-medium level of psidesl involvement
However, 41.5 % of the female teachers displaymglzove-medium lavel of professional stress
display low levels of professional involvemdrging demotivated and unsatisfied by the results
obtained.

- Of the male teacherswith above-medium levels of professional stre€sy7 26 show
decreased professional involvement, being quiteatigated and unsatisfied with their results
and with their professional status. As differeminfrfemale teachers, under condition$efow-
medium stresfewer male teachers show high levels of profesdimvolvement, (only 8.7 % of
the cases), most of them displaying low levels raffgssional involvement (54.3 %) and some
exhibiting mean levels of involvement (37.0 %).

At first sight, the data presented above may seamprising, but we have to take into
account the fact that the degree of professionavatvement in the teachers’ case, be it low or
high, is determined by many factor@ther researchers point out, as well, that thereidirect
straight link between teachers’ perceived streslsaalower level of professional involvement or
their lack of motivation (Dionne-Proulx, 1995; Dalsio, Majersi Taralla, 2006), and this is due
to the many factors involved in personal profesaiamvolvement and development.

- Another objective of our research was the anslg$the relations between the level
of perceived stress and emotional exhaustiolon the one hand, anbe level of professional
involvement and the self-efficacy of teachergn the other hand. By using the Pearson Chi-
Square, Kendall and Gamma statistic criteria, wawehshown that there is a strong link (at p <
0.0001) between the level of perceived stress, iemalt exhaustion and lower levels of
professional involvement, in the case of both naald female teachers. Nevertheless, we cannot
qualify this link as straight and direct, because tdecrease in teachers’ professional
involvement is not always and in all kinds of cimtstances related to the level of perceived
stress and to that of emotional exhaustion, beiafinitely influenced by a multitude of
cumulative factorsThe degree of teachers’ professional involvementosnected to their
feelings of self-efficacy.

The teachers’ level of perceived stress influendesir self-efficacyin school activities.
Thus, above-medium perceived stress diminidhes teaclssi§efficacy in the case of both
females and male§he syntagniteachers’ self-efficacy” coined by Armour and co. (1976),
was subject to various experimental approachesdansiof many different instruments devised
on the basis of two distinct theoretical trendstt&ts 1966 theory about “locus of control” and
Bandura’s 1986 sociocognitive theory.

Successful task accomplishmenbvides the most important source of self-compsten
expectations. Successful experiences increase texijpes of task-solving, while repeated

29



failures decrease expectations of professionalesscdn practice, these realizations urge the
implementation o& pedagogy of success

- Teachers with high-level stress and with an iasesl anxiety level, as well as with a
diminished, predominantly external locus of contrgiust learn to master efficient coping
strategies, by asking for psychological counselangfor psychopedagogical interventions, in
order to prevent professional exhaustion. Moreovar,schools, it is essential to optimize

classroom management, school management and ticatezhal environment.

Practical recommendationsTeachers with high-level stress and with an iased

anxiety level, as well as with a diminished, pret@ntly external locus of control, must learn
to master efficient coping strategies, by asking fmsychological counseling or for

psychopedagogical interventions, in order to preévprofessional exhaustion. Moreover, in
schools, it is essential to optimize classroom rgangent, school management and the
educational environment.

Therefore, it is compulsory to ensure that theiahitraining and, especially, the
continuous lifelong training of teachers, both offieore intensive psychopedagogical training
regarding educational management, challenging b&ramanagement and conflict solving
management. At present, this can be accomplishealyray offering such training during the
MA program and by designing a specific curriculuontfaining courses.

COPING MECHANISMS EMPLOYED BY TEACHERS
In order to identifythe coping mechanisms used by teachevge have analysed the data

from the Brief Cope questionnaire filled in by the 236 teachers who participated aar
investigations. In the Brief COPE questionnaire #ffa Cronbach coefficients for the various
sub-scales vary between 0.601 and 0.902, excefitdbof active coping, which is of 0.502.

The relations between perceived stress, some psyedurial variables of the teachers
and the coping strategies employedre systematized in the table below.

For the sample of teachers under investigation axee lpostulatedhe hypothesis that
there are highly significant correlations betweée frequency and intensity of perceived stress,
on the one hand, and anxiety, external locus otrobmnd emotion-centered coping, on the
other hand.

In order to verify the hypothesis the correlatioefficientr was calculated.
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The correlations (r) between perceived stress, sompsycho-social variables of the
teachers and the coping strategies employed

Anxiety Internal External Social PrOIb!em Emotion /:(\:/gida
-solving centered .
locus of locus of support coping ; coping
control coping

control

Teachers’

perceived

stress |75 *Ex .54 ** .58 #xx —.25% L 45 ** B *xk 4D *x

( N=236)

*** = highly significant correlation gi < .00l
** = significant correlation gh < .002; ( - )negative correlation

The table above shows that for the sample of teactat we investigatethere are
highly significant correlations (p<0.001) betweeergeived stress, on the one hand, and anxiety,
external locus of control and emotion-centered ngpon the other hand. There is also a
significant correlation (p<0.002) between teachep®rceived stress, on the one hand, and
internal locus of control and problem-centeredwasl as avoidance coping, on the other hand.

Our research data show that male teachers resae often than female teachers to
active coping (vigilent, problem-centered copingjile female teachers are likely to express
their feelings, so they resort more often to emmtientered coping. For the other forms of

coping the employment frequency is similar in theecof both male and female teachers.

CHAPTER VIl — dedicated to Study 3 —comprises the methodology and the data analysis
regarding PERCEIVED STRESS IN THE CASE OF HIGH-SCHOOL PUPILS AND
THEIR COPING STRATEGIES

2. RESEARCH METHODOLOGY

2.1. Research objectives:

a) To identify the stressors perceived by female aaterhigh-school pupils

b) To investigate pupils’ level of perceived stress

c) The factorial analysisf the Adolescent Coping Orientation for Problem Exper&snc
guestionnaireg(B. Plancherel, R. Nunnez, M. Bolognini, C. LeichdaW. Bettschart,
1992).

d) To identify the stress management strategies eraglby high-school pupils
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2.2. Hypotheses:

a) There are some significant differences between mattfemale 11 and 13' grade
pupils regarding the assessment of stressors abkch

b) There are some significant differences betweéh darid 13" grade pupils regarding
the assessment of the impact that the stressashabl might have upon perceived
stress;

c) There are some significant differences between matefemale 1 and 13' grade
pupils regarding the anxiety levels;

d) There are some significant differences betweéh arid 12" grade pupils regarding
self-esteem;

e) There are some significant differences regardimguse of certain coping strategies

by male and female high-school pupils.

1.3. Participants:
217 pupils form Cluj-Napoca, of whom:
- 105 pupils in the 1. grade (60 girls and 45ieti, of mean age 15 years and 3 months).
- 112 pupils in the 12grade (62 girls and 50 boys, of mean age 17 yaats months).

Grade / Gender Number Mean age (standard
deviation)

Girls — 11" grade 60 15.2 (0.7)

Boys — 11" grade 45 15.4 (0.6)

Girls — 12" grade 62 17.4 (0.5)

Boys — 13" grade 50 17.6 (0.4)

The research was carried out in the 2007-2008 raridei 2008-2009 school year, during
the second semester — the months of February thriglagch.

1.4. Instruments of research:

a) The questionnaire regarding pupil stressongiieh we havelesigned

b) ThePerceived Stress Scale — P8Bporated by Cohen, Kamarack and Mermelstein,
1983) — translated and adapted.

c) The Spielberger Anxiety Inventorystate/Trait Anxiety Inventory (STAhtranslated
and adapted.
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d) The Coopersmith Self-Esteem Inventory — traesland adapted.

e) The A-COPE Questionnaire (translated into Roaranand adapted after The
Adolescent Coping Orientation for Problem Experen(Plancherel, Nunnez, Bolognini, Leidi
and Bettschart, 1992).

2. The analysis of the data regarding perceived stss and its effects on high-
school pupils
Data analysis showed the existence of great diffeze between the percentage of affirmative
answers regardingerceived stressor® the case of 1 grade pupils as compared to™12
grade pupils at items referring to:

a) the necessity to study more intensi@lyessor perceived by 67.8 % of thé"iftade
pupils as compared to 52.2 % of thd"Htade pupils);

b) the amount of work to be done at home for homewark class preparatioristressor

perceived by 54.4 % of the grade pupils as compared to 30.4 % of tHB grade pupils);

c) a much too busy schedufstressor perceived by 61.0 % of the"igrade pupils as

compared to 68.6% of the W @rade pupils);

d) oral assessment and grading of knowledge and gkillessor perceived by 30.4 % of the

11" grade pupils as compared to 22.3 % of tH& grade pupils);

e) oral assessment and grading of knowledge and gkiilessor perceived by 23.8 % of the

11" grade pupils as compared to 16.9 % of thH grade pupils).

Thus, the stressors perceived most frequently aack nmtensely by pupils are those
related to study tasks, as well as to oral andewriassessment, especially since the curriculum
and the schedules are overloaded, requiring maemsive study. 12 grade pupils, who also
have to prepare for the Baccalaureat, perceivegreater extent ths stress causedheyneed to
study more intensivelgnd that due to thine amount of work to be done at home for homework
and class preparatianin some cases, the effects of these stressorsntmesified by the
extremely high expectations, sometimes even exagggron the part of teachers and parents.

Data analysis shows thahe hypothesis regarding the existence of differeac
regarding perceived stressors in the case of htade pupils as compared to "t Zrade pupils
has been confirmed.

With the exception of pupils’ opinions on their @ats expectations concerning their
results at school, where there are insignificaffedinces (p=0.10), there are highly significant
differences between the opinions of 11th gradelpwgnd those of 12th grade pupils in the case
of the other major stressors regarding school itietsv

33



By using thePerceived Stress Scale studied and compared the scores pertainitigeto

frequency of perceived stress in the case of1&and 12" grade pupils The highest score

possible in the case of perceived stress is 70.

The significance of the difference between the meatores of perceived stress in the case

of 11" and 12" grade pupils

Perceived score stress
(medium and above-
medium level) for male
11" graders (N=45)

Perceived score stress
(medium and above-
medium level) for male
12" graders (N=50)

Testult
Pragul de semnifi¢ (p)

(medium and above-
medium level) for female
11" graders (N=60)

(medium and above-
medium level) for female
12" graders (N=62)

m = 29.87 m = 35.70 t=11.9639
6=2.25 c=2.50 p <0.01
Perceived score stress Perceived score stress Testult

Pragul de semnifi¢ (p)

m = 30.75
c=1.35

m = 41.40
c=2.35

t = 30.8160
p <0.01

The table above shows that in the case 8fgraders and especially in the case dt 12
graders there are highly significant differencesMeen male and female pupils regarding
perceived stress frequency.

We identified highly significant differences (at (@81) between the mean scores of
stress perceived by $1and 13' graders, both in males and in females. There igréfisant
differences between the scores of stress perceiydd” and 13" graders, as well as between
the scores of stress perceived by males as comparbdse perceived by females. In both
cases female shave higher scores than males,eitpgeficy and the intensity of stress being
higher in females than in males.

High-school students perceive stress quite ofteith & frequency of 3 up to 5
depending on the questionnaire items. The scoregdmum and above-medium levels of
perceived stress are higher in"graders, as they also need to prepare for theabaseat
exam.

We must add that the tensions regarding the pesghlsical and psychological
exhaustion of pupils, especially emotional exhaustiat such times as those of testing
knowledge and competencies, can caaisgtate of anxiety and diminish their feeling of
self-efficacy Thus, perceived stress in high-school studemtsletermine an increase in their
anxiety-state.

Our data show that even though in the case of mapils the meaanxiety as trait

is a little higher than in male pupils, there actually no statistically significant differences
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between female and male ™ graders, nor between female and mal® geaders in what
concerns this form of anxiety.

Of great interest are alsso the data that we adxdaim what concerns female and male
high-school pupilsanxiety-state The table below shows that even though fem8ligraders
display a mean of anxiety-state a little highemnthhat of male 9 graders, there are no

statistically significant differences between mades females in this respect.

Comparing STAI — state scores obtained in the casd# 9" graders

STAI — state scores Mean Standard Testt

(anxiety as state) deviation p

Male 9™ graders 36.50 9.8 t=1.0394

N=45

Female &' graders 38.50 9.7 p=0.05

N=60 (insignificant
difference)

Data analysis shows that even though the mean ssaorfemales are a bit higher,
there still are no statistically significant diféerces, neither regarding anxiety as state, nor
anxiety as trait.

Comparing STAI — state scores obtained in the casd 9" graders

STAI — state scores Mean Standard Testt

(anxiety as state) deviation p

Male 12" graders 37.50 9.8 t=0.9395

N =50

Female 1% graders 39.25 9.8 p=0.05

N =62 (insignificant
difference)

In both male and femalé"and 13' gradersthe anxiety as state level is higher than
that of anxiety as traitthis being the result of everyday stressors, bitttational and school-
related. Although both™and 13" grade female pupils display a mean scorarpfiety-state
a bit higher than the respective mean score incts® of males, there are no statistically
significant differences between male and femalalpupthis respect.

As for self-esteem, our investigations pointed that there are highly significant
statistical differences (p<0.005) in between theres obtained by male™9graders and
female ' graders regarding general self-esteem and saglfabsteem (with regard to peers
and friends, etc.). Male pupils got higher scorasich point to a higher level of self-esteem
than that of females.
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High-school pupils’ self-esteem function of the gefer and calss variables

Mean scores | Male 9" Female § Male 12" Efemale 12
and graders graders graders graders
coefficients (N=45) (N=60) (N=50) (N=62)
regarding self-

esteem per

participant

samples

General  self{ 20.17 18.62 21.00 19.50
esteem c =2.29 c=2.15 c =2.54 c=2.21
Social self- 6.07 5.67 6.00 5.86
esteem (with | 6 =0.55 0 =0.35 o0 =0.52 0 =0.48
regard to peers

and friends,

etc.)

Family-related | 6.25 6.12 5.50 6.48
self-esteem o =0.67 o =0.54 o =0.37 0 =0.73
School-related | 4.86 4.82 5.00 5.00
self-esteem o =0.24 0 =0.23 o =0.28 0 =0.29
TOTAL 37.35 35.23 37.50 36.84

The table above shows that there are differencegela the mean scores obtained by
male and, respectively femal& graders, as well as between those obtained by amale
respectively, female i2graders regardingelf-esteem (general self-esteem, family-related
self-esteem and school-related self-esteem)

The analysis of the data concerning the comparisiween the scores obtained by
female §' graders and 12graders points to the fact that all the self-esteeefficients for
female 12 graders are higher than those for fem&lg@ders.

There are significant differences at p < 0.05 betwthe scores obtained by mafe 9
graders and 12 graders regarding general and school-relatedesédfem, the latter having
higher levels of self-esteem. In what concerns adoselfO-esteem (with regard to peer
relations anf friendships, etc.) there are nostiatilly significant differences.

There are no statistically significant differendestween the results obtained from
male versus female T2yraders regarding school-related and social sidfeen.

The analysis of the data concerning the scores"ofjrders versus those of ™2
graders shows that there are statistically sigaficdifferences (p<0.0059nly in what
concerns family-related self-esteeime former having higher self-esteem than thtenat
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CONCLUSIONS REGARDING THE COPING STRATEGIES USED BY
HIGH-SCHOOL TEACHERS AND PUPILS

1. The investigations that we carried outalhthe samples of teachershow thatthere
are highly significant statistical differences redag the frequency with which the following
stress management strategies are used by malecamald teachers:

- Active coping- used more frequently by male teachigrs: 0.001);

-Self-distraction- used more frequently by male teachigrs: 0.001);

-Use of emotional supportused more frequently by female teachgrs: 0.001);

-Use of instrumental supportused more frequently by female teachprs 0.002);
-Religion—used more frequently by female teach@rs 0.002);

-Venting— coping strategy used more frequently by femalehtesfp < 0.000);
-Substance useavoidance strategy used more frequently by fenealehtergp < 0.000);
-Behavioral disengagement avoidance strategy used more frequently by femedehers(p <
0.005);

-Denial—avoidance strategy used more frequently by malehtza(p < 0.005);
-Self-blame -avoidance strategy used more frequently by malehergp < 0.005);

We have noticed thahale teachers resort more often to active copinggi{ent problem-
centered coping), while female teacehrs resort muare often to venting, to emotion-centered
coping, so the hypothesis was confirmé&flhen the situations are extremely stressful, maaghers
enter a state of anxiety and use emotion-centeypihg strategies or avoidance strategies.

2. In what regards the stress management strategas$ ly high-school male and female
pupils, our data show that in order to solve vasiptoblems and cope with stressful situations gupil
employ more types of strategies, depending on pleeificity of each problem or situation that they
have to face at school or elsewhere. Thus, the ensstivat pupils gave to questionnaire items paoint t
the use of both avoidance strategies and actietegies, so problem-centered stress management
strategies are used along with emotional coping.

On the basis of the results obtained by factormalysis we have emphasized the way in
which pupils choose the various stress managemediorl problem-solving strategies,

specifying the high-school pupils’ manner of resgwio stressful situations.

37



The significance of the differences between the meacores obtained by male and female

high-school pupils regarding the coping strategiethat correspond to the six factors

Factors Males | Males | Females Females Testt
(N=95) | Standard| (N=112) | Standard p
Mean | deviation| Mean | deviation
F 1 — humour and fun 3.24 1.13 2.69 1.12 t=3.5037
p<0.005
F 2 — substamce use/ problem 2.86 1.21 2.87 1.18 t=0.059
avoidance p =0.05
F 3 — negative feelings 241 1.08 2.47 1.04 t=0140
p =0.05
F 4 — social relations/use of 2.84 1.15 3.30 1.13 | t=2.8907
social support p<0.005
F 5 — involvement in activities 3.42 1.18 3.45 1.0 t=0.1917
p=0.05
F 6 — use of family support 2.82 1.11 2.81 1.1% .@665
p=0.05

The data that we obtained show that the favouespanse to problem situationstlie
involvement in activitiesthe the mean score for males being 3.42 and daoralfes 3.45.
Consequently, both male and female high-schoollpwapioose active coping strategies, rational
strategies of solving problem situations, in otlverds they prefer cognitive coping strategies.

The differences between male and female pupilp@asent when it comes to other stress
management strategies. Thus, we noticed that mgddspfocus more that female pupils on
entertainment strategies, humour and fun (mearese®.24), while girls use more often than
boys social relations, looking for social suppaneén score = 3.30). However, both boys and
girls look for family support very seldom when deglwith stressful problems, which can be
explained by the age-specific psycho-social featueenagers attempting to distance themselves
for the authority of the family.

Female and male high-school students resort alemsally to avoidance strategies, the
mean scores for “substance use/problem avoidareaglvery close (2.86 for boys and 2.87 for
girls). Consequently, in some problem situationghschool pupils resort to avoidance
strategies, which, however, fail to solve theirlemns.

Both boys and girls resort to emotion-centered mgitrategies, choosing to express
their negative emotions and feelings to approxitgdtee same extent (m = 2.41 for boys and
m = 2.47 for girls).

Data analysis shows thidte hypothesisaccording to whichhe coping strategies used

by female pupils are relatively different from thassed by male pupilzas been partially
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confirmed, statistically significant differences being obil only in the case of the
following factors: “humour/fun” and “social relanhs/use of social support”.

Our data show that, generally, the interviewed +{sghool pupils have insufficient
trust in some of their teachers, school couns@opgsiests, in what concerns the support these
might offer in order to help them solve stressftiations. Taking into account these data,
believe that teachers and, especially, school celons should be more involved in the
activities offering support to pupils, so that teesay find solutions for the stressful situations
confronting them. But, at the same time, we muagé shat some school counselors have to
take care of more high-schools, being assigned hugebers of pupils, which can explain the
situation outlined above.

The way in which teachers and pupils deal withsstreonstitutes an important aspect
both for their psychological adjustment and for grevention of undesirable consequences

that might affect school life.

2.THE IMPORTANCE OF OUR RESEARCH.

- Our investigations pointed out the usefulnesg)gfloratory-correlational research for
the identification of school stressors, of the éfehat stress has and of the coping mechanisms
used by teachers and students.

- An original contribution of this Ph.D. thesigs in the interactionist model devised by
its author, namely the interactionist model of stressful factors’ influence on the occurrence of
professional exhaustion symptoms in the case athtga, a model whose usefulness was
confirmed during the investigations that we caroed

- Once the most frequent and most intense majessirs in school were identified, we
have brought to light the way in which one can gsmlthe dynamics of burn-out symptoms
occurrence, the correlation between these symptamsiell as the management strategies that
have a positive effect in burn-out prevention.

- Up to now,the prevention of stress and of teacher burn-ootpggms was based mainly
on the implementation of measures meant to devatipidual competenciesdowever, these
interventions have proven to be insufficient, beeathey should be accompanied by measures
that can optimize the work environmerithis is precisely why we have devised and
recommended for implementation in schottle resilience increase intervention program
which is based on two modalities: a). the develapmef personal organizational stress
management strategies by making use of cognitibbeural techniques; b). resilience

development strategies and methods by using strasagement techniques at the organizational
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level, in all the educational institutions. By emyihg coping mechanisms, one can develop
one’s personal problem-solving abilities, and hat drganizational level, supportive relationships
are optimized and so are the opportunities to @pdie in and to exercice some influence upon
the decision-making process within schools, alséhleaving a positive influence ogsilience

- The data we obtained bring arguments in favourthaf necessity to increase the
preoccupation with the prevention of stress ingtacational environment, by usipgeventive
measurescentered on professional environment and activignagement, employee-oriented
measuresind, especiallyjgombined measures.

- It is important for professional training to be angged in order to offer information
regarding stress-prevention and stress-managemaghtalso concerning the use of efficient
coping strategies (preventive coping strategieshlpm-centered coping strategies).

- The results that we obtained bring forth new argnts regardinghe importance of
psycho-pedagogical counseling in schools, as tagsd positive impact on the prevention of
dysfunctional effects that stress has on both t@chnd pupils, this working to activate their
effective coping strategies.

We must state that the initial training and the thomous training of teachers by
revising the curriculum in a constructivist way pla crucial role in the construction of
professional identity, of a strong educational eonment, in the facilitation of teachers’
professional development and self-efficacy, of thesitive self-image and self-esteem.

SOME OF THE LIMITATIONS OF OUR RESEARCH

Due to the fact that most of our subjects, bothtélaehers and the pupils, were female
and not representative on the national level, gitext they were all from Cluj county, the
validitz of our observations is somewhat limitedmiay be assumed that in other counties the
hierarchy of the stressors perceived by teachetspapils might be different, depending on

the specific of each institution.

We must also take into account the fact that thegliptive validity of some results
yielded by our research should not be viewed amitleé, given the dynamics of change
within the Romanian educational system, still mdrkg changes impossible to predict, such
as those affecting the structure of the educati@yatem, the curricula, the salaries, the

vacancy-filling competitions, etc.
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NEW DIRECTIONS OF RESEARCH

The issues discussed in this doctoral thesis amdrebults of this research most
definitely open new avenues for further researciverg the cumulative multifactorial
determination of the stress perceived by teacheds pupils, as well as the multiple bio-
psychological and socio-cultural factors that ieflae stress-reactions and coping
mechanisms.

Future research attempts might take into accoumtréisults of this research while
investigating larger groups of teachers and pupien various educational institutions, both
from the urban and from the rural areas throughmut country. Thus, on the basis of
ecologically valid research, going beyond situaiovariations, one could find, at least for
short-and medium-term periods, the bearing of tivarants pertaining to the stressors and
stress situations perceived in schools, which i&edyl to cause emotional exhaustion in the
case of some teachers, or challenging behavidnepart of some pupils.

Moreover, we are well aware of the fact that atiotes times in the future such
research will have to be undertaken again, in otdeassess the stressors and the stressful
situations perceived by teachers and pupils, eslyecbecause the results of the
implementation of the present legislation shouldeleluated, as well as due to the lack of
any clear views or perspectives on the evolutionoof national educational system on

medium- and long-term.
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