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ABSTRACT

The demands of work place stress wupon the person who
carries out the task. There are a number of studies of
occupational stress in the corporate business world. However,
research of stress in Australian schools has received little
attention despite generalisations that teaching is second only
to the medical profession in the quantity of pressure
experienced.

This study is based on the view that significant
organisational consequences arise from the stress to which an
individual is exposed.

' Curticulum change is described and occupational stress is
examined. The needs of teachers are discussed. Major theories
of motivation, and existing and proposed promotion structures
are considered and assessed. A suggested framework for research
follows-and sample elements which could be used in a research
instrument, aimed at quantifying stress in the teaching
profession, has been provided.

The purposes of this study are to investigate the
relationship between teacher étress and curriculum change, to
identify concepts and variables which are important in
understanding and explaining the relationship between teacher
stress and curriculum change, to build a conceptual framework

and determine an appropriate methodology for further research
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on the relationship between teacher  stress and curriculum
change, and to prepare sample elements for a questionnaire

which may be used as part of the research methodology in a

future investigation.
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Figure 1. SIMPLIFIED MODEL OF THE STRESS PROCESS IN AN ORGANISATION
(Ratsoy and Friesen, 1985)

iii



ACKNOWLEDGEMENT

The constructive criticism, assistance and moral support
given by Dr. Brian Caldwell, not only throughout this study but
also in previous academic pursuits, 1is gratefully acknowledged.

iv



TABLE OF CONTENTS
Chapter ' . Page
1. INTRODUCTION '

DEFINITION OF KEY TERMS

Stress 2
Curriculum 2
Curriculum Change 3
SIGNIFICANCE OF THE STUDY 3
Prevalence of Teacher Stress 4
Current Trends in Curriculum Development 6
The Need for Further Research 9
APPROACH TAKEN IN THIS STUDY 10
ORGANISATION OF THE DISSERTATION 11
SUMMARY 13
2. TEACHER STRESS: THEORETICAL BACKGROUND AND REVIEW OF
RESEARCH
OVERVIEW 15
DEFINITIONS N 17
Causes of Stress 18-
Affective Responses ' 19
HUMAN BEHAVIOUR IN BUREAUCRACIES. . 20
Congruent Behaviour 20
Incongruent Behaviour 21
- SCHOOL LEADERSHIP 22
REVIEW OF RESEARCH 24
CONSEQUENCES OF STRESS 31
COPING STRATEGIES 32
SUMMARY _ 33
3. RELATED CONCEPTS: NEEDS, MOTIVATION AND INCENTIVES
OVERVIEW 38
NEEDS . 39
Teachers' Needs 39
CONTRACTION OF SCHOOLS 40
The Curriculum 41
Staff Transfers 41
Promotion Prospects : 42
School Closure ) 42
MOTIVATION : 43
Motivation Theories ‘ ' 44
The Principal's Influence 51
INCENTIVE SCHEMES 52
- Merit Pay o 53
Career Ladders 55

SUMMARY 58



Chapter - ' Page

4. CURRICULUM CHANGE

OVERVIEW 65 -
THE CURRICULUM 66
Curriculum Content 67
SCHOOL BASED CURRICULUM DEVELOPMENT 68
Change Implications 73 .
Student Involvement in Change 75
The Principal's Involvement _ 76
Sources of Change: ' 77
Types of Change 78
The Change Process ‘ 79
Curriculum Organisation 84
TEACHING : : 90
SUMMARY . ‘ 92

5. FRAMEWORK FOR FURTHER RESEARCH

OVERVIEW 96
CONCEPTUAL FRAMEWORK 97
RESEARCH TECHNIQUES 102
Other Studies 104
METHODOLOGY FOR FURTHER RESEARCH 109
Planning Considerations 109
Sample Questionnaire Elements 112
SUMMARY ' : 113

6. DISSERTATION SUMMARY
OVERVIEW 115
TEACHER STRESS 116
CURRICULUM CHANGE 117
CHANGE/STRESS RELATIONSHIP 118
RELATED CONCEPTS 121
Needs 121
Stress Sources 122
Stress Management 122
Incentives _ 123
FURTHER RESEARCH ' 124
Implications for Further Research ' 125
CONCLUSION 128
BIBLIOGRAPHY - 130
APPENDICES 142

vi



4.
5.

6.

8.

9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

21.

LIST OF FIGURES

Simplified Model of the Stress Process in
an organisation

Model of Teacher Burnout

Conceptual Framework: Teacher Stress
Maslow's Hierarchy

Teacher Stress: Related Concepts

Judgements Involved in Change

Conceptual Framework: Curriculum Change
Research Elements: Teacher Stress

Research Elements: Curriculum Change
Research Elements: Associated Concepts
Research Methodologies

The Maslach Burnout Inventory

The Teacher Stress Inventory Questionnaire
Forms and Fields of Knowledge

Professional Needs and their Relationships with Time
The Tasmanian Teachers' Federation: Model 1
The Tasmanian Teachers' Federation: Model 2
The Tasmanian Teachers' Federation: Model 3
The Price Proposal |
The Teacher Burnout Scale

Factors Leading to Successful Implementation

vii

Page

iii

27
35
45
60
73
94
97
99
100
109
144
146
148
150
152
153
154
155
157
159



Chapter 1

INTRODUCTION

The purposes of this dissertatién are:
1. to investigate the relationship between teacher stress and
curriculum change,
2. to identify concepts and variables which are important in
- understanding and explaining the relationship between teacher
stress énd curriculum change,
3. to build a conceptual framework and determine an appro-
- priate methodology for further research on the relationship
between teacher stress and curriculum chahge, and
4. to prepare elements which could be used in a questionnaire
" or interview schedule which would form a part of the research
methodology in a future investigation.

- Due to its effects in teaching and the implications for
school systems, research of teacher stress requires immediate
attentioﬁ (Fergusson, 1984). Stress is not a new phenomenon.
Moreover, research has indicated that there is a high incidence
of occupational stress amoné teachers (Wilkinson, 1988). At a
time when considerable attention is being giQen to significant
curriculum changes, teaching methods and student assessment,

research of teacher stress is considered essential. As there is



1. INTRODUCTION

no known recent research into the relationship between teacher
stress and curriculum change, it 1is intended that this study
will contribute to the knowledge -and understanding of that
~relationship.

PURPOSE_OF THE CHAPTER

The purpose - of this chapter is ﬁo indicate the
significance  of the relationship between teacher stress and
curriculum change. The prevalence of stress among teachers and
recent trends in curriculum change are .examined with a
description of the approach taken in the study.

| DEFINITIONS OF KEY TERMS
STRESS

Stress has been defined as an individual's physiological,
psychological and behavioural response to a demand which is
perceived to exceed the individual's capacities- to meet that-
demand (Ratsoy et él, 1986). Levi's definition (1979:26) states
that occupatiqnal stress occurs '"where discrepancies exist
between-OCCUpatiohal demands and opportunities on the one hand
and the workers' capacities, needs and expectations on the
other". Hosking and Reid (1985) referred to stress as an
" ... imbalance between the workers' skills, attributes ' and
abilities and the task required of that worker".

CURRICULUM

A curriculum is a statement or plan of what is or should
be taught in schools. Curriculum theory contains four major

fields of study: course planning; organisation and
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justification of content; analfsis of social conditions; and
description, analysis and evaluation' of curricula (Barnes,
1982).

CURRICULUM CHANGE

Where there is an alteration or variation of any of the
four fields of curriculum theory, a fifth factor arises - the
management of change. Traditional subjects are challenged and
their value questioned. "Designing a curriculum 1is virtually
equivalent to defining education itself" (Barrow, 1978:18). To
propose a change to the curriculum "when the term curriculum is
vague and all-embracing is effectively to put forward a view of
what education ought to consist of or what education really
is".

SIGNIFICANCE OF THE STUDY

"At one time, I considered teaching to be my life but

that was ‘before I married Gwen and had a family. Now

things have changed. I see teaching as a way of

getting an income to support my family; but I cannot

seem to be able to spend the time with them that I

know I should. Take today for example. I had four

periods on but my two spare periods were taken up

with school assembly and then a supervision. I have

three classes of tests to mark which must be ready by

tomorrow. There's no other way of doing it but to
work into the night. How I'm going to cope with the

new curriculum requirements I do not know."

This rather commonplace conversation between teachers at the
end of a working day highlights the pressures which some feel
are becoming more onerous as each day passes.

During the past two decades, there has been an increasing

tendency for both parents of families to be in the work force.
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Additionally, the incidence of a break-up of family life and
parent separation is increasing. Sizer (1984:6) remarked:
The attitudes of parents and their expectation for
their children are very powerful influences ... far

more powerful than many weary, confused mothers and

fathers of adolescents realise.

In recent years, work-related stress has received
increasing attention. The changes which are brought about by
the introduction of new curricula into educational systems
appear to add to the claim that the number of problems has
increased. Seidman and Zager (1987:27) pointed out that "the
effects of teacher burnout ° on both organisations and

individuals can be quite harmful".

THE PREVALENCE OF TEACHER STRESS

Teaching has "... historicallylbeen viewed as a labour of
love" (Schwab et al, 1986:14). Teachers are now required not
only to pass on knowledge and skill to students but are also
expected .to remain in touch with technologicai advances, to
prepare learners for specific jobs, and to promote the school
"image" through coaching sports teams; training choirs and
bands, debating teams and inter-high, intrastate and interstate
competition groups. As time passes, more and more is added to
the '"responsibilities" of teachers. In some instances, it is
assumed that teachers should take over the traditional role of
parents in feeding and cldthing children. Sizer (1983:680)
indicated the problem which occurs in many high schools: "The

goals for high schools are numerous and seem to continue
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multiplying with little regard for the severe limits imposed by
a lack of school staff." As a consequence, teachers often find
that the burdens placed on them become too great and that they
do not have the ability to meet these diverse and numerous
demands. Negative attitudes about the profession arise. Already
sensitive feelings are further irritated by a lack of promotion
opportunities, salaries out of line with_qualifications.and a
shortage of the time required to take on extra work. Sizer
(1983:681) wrote of teacher/pupil contacts: |
Teachers know that time on task ... is important for
all students and that personal attention to each
student pays great dividends. However, most high.
school teachers deal with well over a hundred young
people daily, in groups that gather for less than an
hour. :

.. Teachers' salaries and benefits are not compekitive with
those 4in fields thaﬁ - require 'compafable preparation -
particularly at the tob levels. Sizer (1983:681) édded: "The
psychic rewards of teaching provide some compensation - but
they don;t pay dental bills."
| Teachers are susceptible to " ... developing chronic
feelings of emotional exhaustion and fatigue, negative
attitudes toward their students, and a loss of feelings of
accomplishment on the jobﬁ (Schwab et al, 1986:14). Ratsoy and
.Friesen (1985) found that teachers ranked higher on negative
feelings towards personal accomplishment than the norm.

Emotional exhaustion may be perceived by the school

principal or staff as a response to working too hard. Teachers



1. INTRODUCTION

AN

may attempt to cope with exhaustion by "depersonalising their
co-workers and students and by putting distance between
themselves and others" (Schwab et al, 1986:15). Boyd (1983:3)'
wrote: Teachers " ... are a more crucial concern than the
academic program because even a superb curriculum, poorly -
taught, would be useless".

The problems which teachers have faced in previous decades
have been multitudinous but none are more debilitating than
that which besets them 'now: " ,.. Jjob dissatisfaction,
emotional exhaustion, and the many other psychological,
physical, and behavioral manifestétions related to Jjob stress
or burnout" (Kottkamp and Travlos, 1986:234). A survey
conducted by the National Education Association of the United
States of America (1980) concluded' that 35 percent of school
teachers ‘experienced Jjob dissatisfaction - with their current
positions. A similar survey conducted three years later found
that 40 percent of teachers would not take up the profession if
they had the chance to start anew.

CURRENT TRENDS IN CURRICULUM CHANGE

For many Years, school curricula have been  based on
subjects to be taught. School routinés have been worked out to
190 six-hour days and students have been grouped according to
their age. Schools have owned a curriculum of labels - English,
maths, science, social science. However, this is no longer
enough. Shallcrass (1983:2) pointed out the inadequacy of the -

system: '"As the environment changes, the system flounders 1like
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a dinosaur that can't cope with the new conditions". Continuing
the analogy, Shallcrass added: "We may be happy to flounder in
the swamp of the first industrial revolution but ... for them
[schoolchildren], that is already dead fish". Sizer (1984)
expressed the view that high schools are not assisting students
at Piaget's formal or hypothetic-deduction stage. Too many
schools have laid emphasis on "coverage" of subjects without
teaching children how to think. The - education system that
functions purely to pass on knowledge was designed for a
socieﬁy that is rapidly disappearing. Shallcrass emphasised
that a system which aimed at assisting all to become éompetent
learners would be malleable and responsive to the learners'
needs. The system should promote creativity and fiexibility and
develop a positive attitude to lifelong learning.

The report of the 1981 National Commission on Excellence

in Education, A Nation at Risk, cited a high rate of illiteracy

among American teenagers and recommended that attention be
given to curriculum "standards, the scﬁool calendar, . and
teachers (Healy, 1984). The reﬁort prescribed the "new basics"
of four years of English, three years of mathematics, science
and social studies, and six mbnths of computer studies.
The report further advised that college-bound students should
study foreign languéges for two years.

Sizer (1984) extended foreign languages to include ali
students. The four basic curriculum areas which he suggested

are inquiry and expression, maths and science, literature and
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the arts, and philosophy and history, all of which are derived
from traditional subjects. Sizer 1linked students' mastery of
subject matter with the necessity for teachers to be more
involved with the selection of content, curriculum structure
and teaching methods.

Current economic and social trends élso point to the
pressing requirement for change in secondary schools. The
Tasmanian Education Department policy statement ‘Secondary

Education: The Future' ' enlarged on the concerns:

Because the future is characterised by uncertainty,
challenge and increasing economic competition,
schools must provide programs that enable students
to make important decisions themselves, accept
responsibility, act independently and flexibly, and
show initiative. The capacity to change and respond
effectively to changing circumstances is one of the
most important qualities all students need for the
future. To enable students to use these qualities
constructively, they need an understanding of the
nature of work and society. They must realise that
they are going to enter a world where competition is
inescapable.

Barnes (1982:293) described the problems of curficulum
change and remarked: "Change makes great demands on teachers'
time and energy - to plan, write materials, make visits and so
on". Changed conditions and purposes " ... take away the
teacher's reliance on existing routines and compel him or her
to work out new methods, an experience which can be very
disturbing".

Receptiveness to change is an important teacher attribute.
Duke pointed to personal intrinsic factors which assist in

bringing about change (1987:142): "A positive orientation to
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change doubtless is closely related to other factors, such as.
personal expectations and openness to criticism".

When reviewing Goodlad's Study of Schooling, Tyler (1983:
462) emphasised that effective changes in schooling require
the participation of teachers in defining goals, designing
curricula, planning instructional procedures, and in developing
the necessary understanding, skills, and attitudes to perform
the roles they have helped to define. Educationél improvement
requires a team effort énd the development of a highly
effective team takes time, "far more time than planners usually
allow".

Ravitch (1985) identified the central problem of schools
as '"uncertain convictions, confused ideas, and irresolute
standards not ... insufficient knowledge, weak techniqﬁes or’
inadequate resources".

The old curriculum was concerned with subject teaching.
The trend has been one of moving away from subject matter into
"fields of knowledge“v or "realms of meaning", which is
more a matter  of « teaching children how to think and how to
learn rather than concentrating on particular disciplines. Many
have pointed to the necessity for all teachers to .be closely
involved with curriculum processes.

THE NEED FOR FURTHER RESEARCH

' Despite comprehensive occupational stress résearch, little
has been carried out- in the high-stress teaching profession.

During the past decade, some attention has - been given to
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teacher stress in the United States, Canada and Great Britain
but there 1is a dearth of study which focusses on stress in
Australian schools. At a time when change 1is occurring at an
seemingly .increasing rate, wheﬁ administrative structures are
undergoing massive reorganisation, school councils with
greater budgetary contrql are being formed, and entire
curricula are being replaced, the effects of these . upheavals on
the individual teacher need to be examined. ‘

This  dissertation provides' a theoretical background to
occupational stress and curriculum change. A framework for
-further research-is ‘also presented. The development of the
research involves individual schools and its members of staff.

APPROACH TAKEN IN THIS STUDY

. Stress in' individuals has long-term effects on the
organisation (Ratsoy and ‘Friesen, 1986; - Blase, - :1986;
Wilkinson, 1§88). McGrath (1976) enlarged on the organisatiohal
perspective and pointed out that perceived stressors in the
organisation affect the individual who is anticipating an
ability or inability to respond and the consequences of that
responsé. The anticipation of inability has certain effects on
the individual which} in . turn, poses ofganisational conse-
quences.
| The perceptions of needs, motivation of teachers, .
provision of opportunities to increase professional abilities,
"incentives, and = promotion structures ali pertain to job

satisfaction, an integral conceptual factor of stress (Schwab
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et al, 1986). Lack of control or autonomy in the 3job also
contributes to stress. The reported long-term consequences of
stress include the failure to achieve organisational and
-persdnal goals and a loss of collegiality (Kottkamp and
Travlos, 1986).

This study examines the literature on occupational stress
and highlights the major features of curriculum change. The
related concepts of needs, motivqtion, incentives and career
ladders are also discussed. A conceptual framework and the
determination of - an appropriate methodology for further
research oﬁ the relationship between teacher stress and
curriculum change is provided.

Material for .this dissertation was gathered from the
education faculty libraries and main libraries of Melbourne,
Monash and Tasmanian Universities - and - the - library of the
clinical school of the Royal Hobart Hospital (a- faculty of the
University of Tasmania). Information from circulars, journals
and policy statements distributed by the Tasmanian Education
Department and the Australian Medical Association 1is also
included in the dissertation.

‘ 6RGANISATION OF THE DISSERTATION

Stress is further defined and the consequences of stress
within the individual are described in Chapter 2. The
outcomes of stress and its consequences for the 6rganisation
are related with problems of .leadership styles exercised in

bureaucracies. Stress 1is viewed as a person's anticipation of

11
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his or her qualitative and/or quantitative ability to fulfil
the demands placed on the individual. A |

| Chapter 3 contains a discussion of the needé associated
with' the abilities of teachers to cope with pressures
experienced in their profession. Needs vary according to the
stages of a teacher's professional 1life and are directly
related to motivation. Many have regarded -reward structures as
providing a form of motivation for the employee. These reward
structures are normally based on payment or a hierarchical
framework. |

Chapter 4 is centred around the -curriculum, that which
prescribes the skills, values, concepts and attitudes which are
to be taught. Relationships between adoption, development,
innovation and change are explained and ways in which the
curriculum may be organised are presented. -

A synthesis of other studies of occupational stress and
outlines of some possible research designs are presented in
Chapter 5. A detailed description of one of these designs is
tendered with further details concerning its methodology. The
chapter contains sample elements, drawn from the concepts and
variables mentioned in previous chapters, which could form part
of a questionnaire to research stress in teaching.

Chapter 6 contains a summary of  the dissertation.
Implications for further study are drawn and a summary of the

proposed reseérch methodology is provided.
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SUMMARY

The purbose‘ of this dissertation 1is to provide a
theoretical background . and review of research of the
relationship between teacher‘ stress and curriculum change
and to determine a methodology for further research.

Stressvis defined as a perceived lack of an individual's
capacity to respond to a demand. Occupational stress is seen as
a conflict between demand and opportunity, and the needs and
expectations of the worker.

A curriculum is a plan or document of the intended
substance of learning. The four fields of curriculum theory are
situational analysis, planning, content organisation, and
evaluation. Skilful management is required when change in any

of the four fields occurs.

The task of teaching 1is changing as time passes. The- - -

curriculum is evolviﬁg from a concentration on subject matter
to an acceptance of the complete education of the child.
Those duties which were, at one time, considered traditional
responsibilities of parenting are now being handled in schools
and teachers are expected to take on more responsibilities due
- to changing family structures.

'There is a significant and complex connection between role
ambiguity and new curricula. Research has shown that increasiﬁg
numbers of teachers experience stress from their Jjobs to the
extent that many try fo distance themselves from students and

other staff. These actions have significant consequences on the

13
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effectiveness of the school organisation.

14



Chapter 2

TEACHER STRESS:
THEORETICAL BACKGROUND AND

REVIEW OF RESEARCH

The purpose of this chapter is to identify concepts and
variables which are important in understanding and explaining
the phenomenon of stress in teachers.

| OVERVIEﬁ
Research has demonstrated that stress has consequences for

the organisation and its goals. The realities of teaching have

made it a profession in---which considerable stress is .

experienced. Technological change, preparing children to live
in a highly complex multicultural society and the diverse
expectations which society has for schooling have increased the
susceptibility of the individual teacher to be psychologically
and physically affected.

Stress is an individual's perception that the demands made
of that person are greater than his or her pﬂYéical
and/or psychological resources. The causes of stress are

.wide-ranging and have been categorised by Kottkamp and Travlos

15
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(1986) as role ambiguity, role conflict, role overload and
powerlessness. The two affective resources of emotional
exhaustion and job satisfaction are related to concepts of the
'work environment.

A principal's ieadership influences the school climate.
However, the link of a principal's behaviour with the causes of
stress and the§affective responses is questioned. An account is
given of the research findings' of Syrotuik and D'Arcy (1983),
Lusthnus (1975), Kottkamp and Travlos (1986), Schwab et al
(1986), Seidman  and Zager (1987), Blase (1986 - see
appendix; figure 13) and Wilkinson (1988). The two
subcategories of each of congruent and incongruent behaviour
which people exhibit within an organisation are defined and
symptoms are describéd. The individual outcomes of stress are

.characterised by physical- ~andw~—~psychologicél - health-
problems. The deleterious éffects of work-related stress and
burnout on the financial health of an organisation have been
found to be considerably significant. At a time when there is
far-reaching  curriculum change within the education system, it.
is considered appropriate that teacher stress should ' be
researched. An examination of the perceptions of teachers at a
time of considerable reorganisation should prove. to be
beneficial in assisting staff with the implementation of

future curriculum changes.

16



2. TEACHER STRESS

DEFINITIONS
Occupational stress is the psychological conflict which
occurs where occupational demands and - opportunities are at
variance with the worker's capacities, needs and expectations.
McGrath (1976) defined stress as " ... the anticipation of
inability to respond . adequately to perceived demand,
accompanied ' by .anticipation of -‘negative consequences for
inadequate responses". While small degrees of stress form part
of human needs, Eddington (1984) saw concentrated stress as .
- | tréuma to the emotions raﬁher than to the body -
although both can be present."
Teacher burnout was defined by Seidman and Zager (1987) as
" ... a negative pattern of responding to stressful teaching
events, to students, and to teaching as a career as well as a
perception. that there is a lack of adnministrative support".
Although there 1is a relationship, burnoﬁt and stress are not
synonymous as the former is an outcome of stress. Seidman ’aﬁd
Zager (1987:27) pointed out that burnout is contagious: "When
dissatisfied and depressed teachers are 'present in a school,
others can be infected with the disease, with 1lethargy, .
cynicism and despair".
Difficulties occur when defining, in a way which can be
measured, the difference between work-related stress and

pressures attributable to personal factors.such as family

17
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crises. Hosking and Reid (1985) suggested that this is probably
the reason for so much diversity in the 1literature.
Furthermore, the material may reflect the bias of the
researcher. Blase (1986:14) saw the difficulties inherent in
highly structured research instruments which " ... control the
research subject's responses-éo that they do not accurately'
reflect the subject's perceptions of a given phenomenon“,

CAUSES OF STRESS

When defining causes of stress, Kottkamp and Travlos
(1986) uéed the four situational variables of role ambiguity,
role conflict, role overload and powerlessness which they
called "“stressors":

. Role ambiguity refers to instances where inadequate inform-
ation about expectations is available for an individual when
carrying out tasks: Role ambiguity has béen_linked”withmjob”.
dissatisfaction, anxiety and poor production (Kahn et al,
1964), increased pulse rate with and high blood pressure
(French and Caplan,. 1973), 1lower self-esteem (Margolis et al,
1974), and .depression and resentment (Caplan and Jones, 1975).

. Role conflict exists when a person perceives incompatible
work demands. It is related to job dissatisfaction, a sense of
futility, low self-esteem and job-related tension (Kahn, 1964).
. Role overload occurs where an individual perceives a work

load which is greater than he or she can complete in the

18
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available time. A variety of individual reactions are
manifest including 1low job satisfaction, poor interpersonal
'skills, tension (Kraut, 1965), absenteeism, 1low motivation and
low participation in organisational planning (French and
Caplan, 1973).
o Powerlessness describes the condition where an individual
feels a lack of control over sought outcomes. It is related to
job dissatisfaction (Shepard, 1972), poor performance,
tardiness (Cummings and Manring, 1977), low self-esteem and
anxiety (Gilbert and Mangelsdorff, 1979).
AFFECTIVE RESPONSES '

The affective responses to work were idenﬁified. as
emotional exhaustion and job satisfaction:
. Emotional exhaustion (Schwab et al, 1986 and Seidman,
1987), Jjob dissatisfaction, - physical- exhaustion and- other
behavioural, psydhological and physical manifestations are
related to burnout. Emotional exhaustion refers to a condition
arising from the feeling of depletion of emotional resources
and that one is " ... no longer able to give to others on the
.psychological 1level" (Kottkamp and Travlos 1986:236). It |is
also related to cynicism, inflexibility, negativism and a sense
of helplessness and hopelessness (Freudenberger, 1977), high
absenteeism, high staff turn-over, and low morale (Maslach and

Jackson, 1981 - see appendix, figure 12).

19
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. Job satisfaction is an-individual's affective "evaluation of
a job (Kottkamp and Travlos, 1986) and is related negatively to
the outcomes of poor mental health (Kornhauser, 1965), early
retirement (Vroom, 1964), staff turn-over (Waters and Roach,
1971), absenteeism (Porter and Steers, 1973), tardiness and
grievances in organisations (Mirvis and Lawler, 1977).

A 'ﬁajor source of concern about teacher stress is the.
consequences iF has for the organisation. The effects of stress
are noticeable particularly in a time of radical curriculum
change.

" HUMAN BEHAVIOUR IN BUREAUCRACIES

LaBier (1988) described occupational stress in a

bureaucracy and pointed -out that pressure may lead to

irrational and pathological behaviour. Two types of behaviour

may be exhibited - congruent, in which there are no symptoms, - -

and incongruent in which symptoms are presented.

CONGRUENT BEHAVIOUR.

The characteristics of congruent behaviour exist in two
Catégdries - the irrational adaptives and normal positives.

Irrational adaptives include those individuals with a lust-
for power, a desire to subjugate or destroy others and a strong
desire for personal gain. Other individuals may have a passive
dependency with :tendencies for submission to masochistic .

humilitation.

20



2. TEACHER STRESS

Normal positives are '"normal" by traditional psychiatric
criteria. They pursue and accept as normal and well-adjusted a
desire for success, recognition and security. Like most people,
they possess some minor irrational repressed attitudes. Their
productive orientation  (Frorum, 1947) is more dominant.
Stimulation is sought from their work and they are not afraid
to leave a job for one which offers greater interest or better
‘prospects. ‘- The personal development of the normal positive
character is clearly defined.

Situational changes, either positive or negative, produce
the -symptoms described in each of the above.

INCONGRUENT BEHAVIOUR

The two categories . of incongruent behavior are the

irrational non-adaptive and normal negative.

By traditional psychiatric- criteria, -irrational non- .....

" adaptive people are emotionally disturbed and show symptoms of
the disturbance in their work. Their passions interacﬁ- with
aspects of ' the "bureaucratic psychostructures" in ways which -
result in the manifestation of psychiatric symptoms in the work
setting. Classification is twofold and 1is dependent on the
severity of the disturbance. In the first, significant
emotional disturbance interferes with both basic relationships
and the ability to work throughout most of their lives. Gross

distortions oﬁ reality exist with an inability to comprehend or
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exercise work responsibilities which Tresult in impaired
relations with co-workers. Of the second, there are clear
neurotic conflicts and symptoms in the job setting - anxiety,
depression, alienation, destructive tendencies and an
unconscious conflict arising from relationships of early life.

Normal negatives show psychiatric symptoms at work without
any significant underlying pathology. Within the normal range
of character, they develop symptoms which, at times, respond to
the situational stress or the pathological . aspects of their
career, for example, lack of training or competency, or to the
work environment. Traits of the predominantly productive person
such as -loyalty,- fairness,. authority ahd assertiveness may
develop into the submissiveness, overbearing domination,
withdrawal or destructiveness of an unproductive person. -

In'relating the four stressors and-two affective responses
to organisational consequences, Kottkamp and.Travlos (1986)
identified the school principal as having a significant impact
on the behaviours of the individual teacher within the
'school organisation.

SCHOOL LEADERSHIP

The structure of an orgénisation is often viewed in
diagrammatic form with the chairman of the board . at the apex
and the newly-appointed rouseabout at the base. Chernis (1980)

and Green (1984) confirmed the connection between the structure
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of an organisation and the stress encountered by those who
occupy positions within that organisation. It is contended,
however, that the actual structure provides less stress than
the encumbents' leadership and motivational styles. Caldwell
and Forney (1982) noted that the greatest influence for
determining direction, climate and leadefship in a school is
the example set by the principal.

The principal's ability to project the vision which he
or she holds for the school has been referred ﬁo as "thrust
behaviour". Kottkamp and Travlos (1986) stated that high thrust
behaviour is a necessary component of the school climate.
De;irable outcomes arising frbm this behaviour are greater
confidence in the individﬁal's and the .schoolls effectiveness
(Andrews, 1965), greater loyalty to the organisation . (Kanner,
1974), highér student morale and lower drop-out rates (Hartley -
‘and Hoy, 1972, Mullins, 1976), greater adaptabiiity to change
(Thomas, 1976), and higher Jjob satisfaction (Schwandt, 1978).
"The principal with high thrust- behaviour is likely to have a
positive effect" on the school whereasvthe principal with a low
thrust behaviour " ... is likely to have a negative effect"
(Kottkamp and Travlos 1986:238).

Due to the position held within the organisational
structure, the effects of continued stress on the principal can

lead to disastrous consequences for the whole school.
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Research into teaching stress has received some attention,
mainly in-Canada and the United States. Research findings have
been included in this chapter as they bear relationships with
perceptions of teaching in Australian schools.

-REVIEW OF RESEARCH

Lusthnus (1975) found that principals in the province of |
Quebec, Canada, experienced more strain in their jobs than
other professional groups. In a survey of all Oregon. school
administrators from vice principal to superintendent, Gmelch et
al- (1982) revealed that 70 percent of the total life stress
which " administrators experienced arose from their jobs. Sixty
" percent responded to the survey. Earlier research undertaken
by, Swent and Gmelch (1977) found that 75 percent of
- administrators' life stress came from their jobs.

‘In a - study of administrators from- Saskatoon, . in the -
province of Saskatchewan, Canada, Syrotuik and D'Arcy (1983)
~found that role conflict was the most important source of
stress. Two Yyears later, howevér, MacPherson reported low
levels - of role conflict, role ambiguity and emotional
- exhaustion and mild to moderate levels of overall job stress in
principals in Nova Scotia. Jankovic (1983) sampled 88 percent
. of Alberta's principals and found that only mild to moderate
levels of stress were experienced. Kottkamp and Travlos

(1986:235) pointed out that these conflicting results were-
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" ... probably due to the differing conceptual frameworks and
operational definitions used in the various inquiries".

Ratsoy and Friesen (1985) researched stress in Alberta,
Canada, in 1983-4. The aims of the research were to:
. Obtain ° the views of various categories of teachers
concerning their majof/sources of occupatibnal stress.
. Investigate the intensity and frequency of stress exper-
ienced by district personnel.
. Compare ' the levels of stress experienced by district
. personnel with those identified in comparable studies.
. Examine the organisational consequences of the occupa-
tional stress experienced 'in the distriét.

Ratsoy and Friesen drew a number of major generalisations
from their research:
1. Positions were identified, particularly - English; social
science , and elementary general gféde teachers, where . the
percentage of highly stressed incumbents 1is greater than
average.
2. The work load factor was clearly rated highest among the
potential sources of stress. |
3. The most stressful situafions are not necessarily those
which are frequently encountered.
4. Prbblem students were viewed as a major source of stress.

5. Among school-based personnel, high 1levels of stress'are
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associated with the middle years of experience in the. system
and with ﬁiddle years in the position held.

6. Although the proportion of respondents reporting burnout
was lower than in ‘some organisations, there were still many
who reported a high degree of burnout.

7. The majority of respondents indicated dissatisfaction with
the stress-coping programs in the district.

8. Personnel appeared to rate somewhat higher on Personal
Accomplishment bﬁrnout than the norms established for the
instrument.

9. Background variables did not explain variance in burnout
scores. |

10. Superordinates were viewed as a resource  in stress
situations by only one in eight respondents.

"In -their research into the sources- -and -consequences of-
teacher burnout in New Hampshire, U.S.A., Schwab, Jackson and
. Schuler developed and tested a burnout model (which does
not, however, include the variable of personality). "Whereas
the existing empirical studies .o examined isolated
organizational and personal variables in relation to burnout,
none has looked at these variables in combination" (Schwab et

al, 1986:19).
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SOURCES OF BURNOUT PSYCHOLOGICAL REACTION CONSEQUENCES
(Aspects of Burnout)

Organizational Factorsg

Role Conflict Intention to
Role Ambiguity leave job
Participation in
decision making

Social support + Absence from
networks : ' Emotional exhaustion work
Reward structure
Autonomy Depersonalisation Effort exerted
: on the job

o Personal accomplishment]
Personal Factors

Expectations for

profession Lower quality
Background variables : of personal
sex, age ‘ life

Figure 2. MODEL OF TEACHER BURNOUT
(Schwab et al, '1986)

The results obtained by Schwab et al supported the theory
6f the burnout phenomenon among teachers. On average, aspects
of emotional exhaustion were experienced by teachers almost
every week. ﬁFortunately; feelings of personal accomplishment
are experienced weekly and probably serve to keep most teachers

- somewhat motivated" (Schwab et al, 1986). The causes of burnout
were cited as being role conflict, role ambigquity, role

overload (high professional expectations), powerlessness, low
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autonomy, low participation in decision making, little colleg-
ial support, and a reward/punishment system of administration.

Schwab et al concluded . that teachers suffering from
burnout were more likely to expect to 1leave teaching, exert
less effort teaching than they once did, have difficulty
relaxing, controlling vtheif " temper and relating to family
members, and be absent from work.

It was also found that the consequences  of burnout were
related with aspects. Teachers experiencing -high levels of
emotional exhaustion were more 1likely to leave teaching, be.
absent from work, and experience problems with family and
"personal life. Individuals experiencing depersonalisation or
low feelings of personal  accomplishment also had family
difficulties and tended to exert less effort in their jobs. "In
summary, not only does the quality of work performance-appear
to decline but so does the quality of life beyond teaching"
(Schwab et al, 1986:26). ’

Findings from -the research carried out by Kottkamp and
Travlos (1986) include the following: |
. Role cénflict, role overload and role . aﬁbiguity are all
related at moderate levels.

. Role conflict, - overload and ambiguity are relatively
independent variables. .

. All job stressors correlate positively with emotional
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exhaustion and negatively with job satisfaction.

. None of the stressors, job satisfaction nor emotional
exhaustion have significant relationships with thrust
behaviour.

»Seidman and Zager (1987) researched teacher stress in
southern Indiana, U.S.A.. Teachers associations'
representatives rated stressfulness and degrees of burnout
within their schools. Four schools were rated as low and ten
schools as high. Comparing the two ratings, schools with low
stress and burnout were found to have teachers -who gained
-greater4 satisfaction ‘from their .caréers, more  perceived.
administrative support available to teachers, teachers who
coped .better = with job-related stress, and more positive .
attitudes towards students.

- Blase (1986) categorised méjor—sources of stress-from the
responses to a questionnaire which was administered in
‘universities of southern and western U.S.A.. Blase ranked these
.by- obtaining a percentage of the number of times a similar
response . was provided. Categories were defined as
organisational (39 percent), studént (17.8 percent), admini-
strative (16.9 per cent), teacher (9.4 percent), .parents (5.1
percent), occupational (3.1 percent), personal (2.7 percent),
academic program (2.3 percent), public attitudes (1 percent), -

and -miscellaneous (2.6 percent). Blase then prescribed a number -
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of subcategories which dealt with aépects of the major
categories.

A number of stress themes underlying fesponses have
been revealed - control of time, which is "directly connected
to an individual's perceptions of coping efficacy",
quantitative and} qualitative overdemand, which refers to
receiving too many demands and a perception that the tasks are
too difficult, qualitative and quantitative underdemand, where
there are too few demands and the work is perceived as too
simple to be tolerable, undermining effective instruction-of
students and detracting from general performance effective-
ness, which relates to an inability to operate and an
inade@uacy of . resources to achieve performance goals,
threatening to self, where work factors are perceived as
threats - to basic needs - or -‘values, change, -where the
individual ‘"perceives that a stimulus requires significant.
emotional, attitudinal or behavioral adjustments", and
‘negative feeling states, arising from interéctions with
stressfﬁl conditions.

Wilkinson (1988) researched stress in a North Tyneside
(U.K.) school. He aléo identified the themes of control of
time, inability to attain desired standards, shortages of
resources, conflict between the individual's desires and work

demands, and ambiguity from a lack of delineation of responsi-
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bilities.
CONSEQUENCES OF STRESS

Hosking and Reid provide useful information about work-
related stress in Victoria. In the years 1982-3, the State
Insurance Office compensation bill for the Victorian Education
Department employees rose $6.2 million from the 1981-2
aséessment. It was further estimated that 45 percent of the
amount was attributable to " ... mental conditions such as
work-related anxiety" (1985:4). ‘Fifty one percent of the 212
teachers who retired early were reported to have done so as a
means of distancing themselves from their causes of ill-health.
The bill arising from their actions was estimated by the
accountants Coopers and Lybrand at $70.3m.

Research into the outcomes of occupational stress has
shown it to be a primary cause of poor physical health. éommon
among health problems are high blood préssure, increased blood
pulse (Cinciripini, 1986), frequent headaches and increased
irritability. Current medical opinion also indicates - that
gastritis, duodenal wulcers (Parry et al, 1986), irritable
bowel syndrome (Milne et al, 198s6), orthopaedically
unidentifiable back pains and heart failure are often causéd
through work-related tension (Silverman et al, 1987). Other
manifestations occur in the poor psychological health

described earlier to which Knox et al (1986) added increased

31



2. TEACHER STRESS

“anxiety and chronic depression. Organisational problems include
reduced interest on the part of the employee, high staff
" turn-over, and increased absenteeism, all of which influence
those within the organisation whose work is linked with the
stressed individual (Sefgiovanni'and Starratt, 1979).
COPING STRATEGIES

.Exercise, time management, and érganisational changes are
some of the methods by which most - people cope with stress.
While these may provide temporary relief, they do not address
the real causes of stress (Hosking and Reid; 1985) . Coping
.strategies .can be identified as -direct action which are
concerned with changing the source of tension, and as
palliétive, which aims to reduce the feelings arising- from that
tension. According to . Wilkinson (1988), the discussion of
problems with colleagues is the strategy which moét teachers
use. '

A number of strategies to reduce the incidence of burnout
and éonsequences.arising ffom burnout were offered by iHosking
and Reid (1985): '

. Establish clear 1lines of authority and responsibility to
reduce conflict and ambiguity.

. Solicit teacher input in decision making to reduce feelings
of powerlessness. '

. Facilitate the development of social support among teachers
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by providing time for those with expertisé td help others.
. Where personnel are appointed by the school, all staff
. should be involved in the selection process to increase
feelings of responsibiiity and ownership.
. Involve teachers in goal setting and self-evaluation to
reduce role conflict and role ambiguity.

Encourage interaction between experienced staff and
beginning teachers to increase collegial support.

SUMMARY

Concepts and variables which are important in under-
Standing the phenomenon of teacher stress have been identified
in this chapter.

The definitions which have been provided - and the
accompanying research demonstrate that stress has consequences
for the organisation and its goals. Problems‘ with separating
persanal factors from organisational pressures need to be
addressed.

Considerable sums of money are spent by governments in
supporting those who, through work-related stress, cannot be
employed in a full-time capacity.vThe psychological conflict of
stress may manifest itself in a number of ways which include
physical illnesses, poor psychological health and difficulties
within an organisation.

The stressors of role ambiguity, role conflict, role
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overload and powerlessness: lead to joﬁ' dissatisfaction and
where any of these appear in excess, emotional exhaustion can
résult. Burnout occurs where the individual is physically and
psychologically exhausted to the extent where work is no longer
possible. |

LaBier's (1988) congruent and incongrent pathological
behaviours. affect the achievement of organisational goals and
are particularly perceptible in those who occupy leadership
positions. ’

While studies have shown that a school principal has the.
‘greatest influence-in the well-being of a school, effectiveness .
cannot be achieved by the principal -alone. All others within
the school provide an essential service - a chain is only as
strong as its weakest link. Streés placed,on an individual may
influence the proper functioning of sections of . the
organisation which will, in turn, diminish the organisation's
overall effectiveness. |

The following table presents definitions and sample
" variables of the concepts which have been discuésed in £his-

chapter.
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TEACHER STRESS

Figure 3. CONCEPTUAL FRAMEWORK:

CONCEPT DEFINITION SAMPLE VARIABLES
Occupational | A psychological Organisational - work environ-
stress | conflict arising ment, change, standards,

from a variance individual participation,

between needs staff stability

and expectations, | Group - unsatisfactory relat-

and demands. ionships with subordinates,
colleagues and superordinates.
Individual - -lack of respect,
hesitancy.

Burnout Exhaustion of Negative response to events,
physical and profession, career structure,
psychological students, associates. Work is
resources. no longer possible. ‘

Stress The effects which | Personal - high blood pressure,

consequences | pressure from an increased pulse, ulcers,

Causes of
stress

Stressors

Role
conflict

Role
ambiguity

organisation has
on an individual.

Factors which are
unique to the -,
system and
contribute to
stress.

Organisational
factors which
contribute to
stress.

A perception of
incompatible
work demands.

Inadequate
information about
work expectations.
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irritability.

Organlsatlonal - reduced
participation, high staff turn-
over, absenteeism.

Working conditions, role
problems, pupil problems,
pressures.

time

Role conflict, role ambiguity,
role overload. Powerlessness
is a dimension of alienation.

Job dissatisfaction, high job-
related tension, lower self-
esteem, greater sense of
futility.

Job dissatisfaction, poor
production, lower self-esteem,
dissatisfaction with life.
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(contd) . CONCEPTUAL FRAMEWORK: TEACHER STRESS

Figure 3
CONCEPT DEFINITION SAMPLE VARIABLES

Role Perception of a Low job satisfaction, poor
overload work load greater | interpersonal skills, low

than can be motivation, absenteeism, low
accomplished. participation.

Powerless- Perception that Job dissatisfaction, poor work

ness an individual performance, tardiness, lower

cannot control self-esteem, increased anxiety.
sought outcomes.

Affective Manner in which Job satisfaction, emotional
responses an individual exhaustion. :

reacts to the
work environment.

Job An affective Negatively related to :

satisfaction | evaluation an absenteeism, high staff turn-

: individual over, tardiness and grievances.
experiences '
towards a job.

Emotional The feeling of Sense of physical exhaustion, -
exhaustion depletion of lack of any positive feelings,
: emotional. low morale, high absenteeism,

resources. inflexibility, negativism,
cynicism. A subset of burnout.

Congruent Lack of symptoms 1. Irrational ‘adaptives:
behaviour of irrational and | a lust for power and to

pathological subjugate.

behaviour with 2. Normal positives:

an organisation. possess minor irrational
repressed attitudes.

Incongruent Symptoms of 1. Irrational nonadaptives:
behaviour behaviour caused a. Unsatisfactory relation-

by stress are
present.
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ships, inability to work.

b. Anxiety, depression, alien-
ation, destructive tendencies.
2. Normal negative: Symptoms
developed in response to
situations or environment.
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Figure 3 (contd) . CONCEPTUAL FRAMEWORK: TEACHER STRESS

by efforts to
"move the
organisation".

CONCEPT DEFINITION SAMPLE VARIABLES
Thrust A dynamic ~ Task orilented, essential to
behaviour open school climate, higher
characterised teacher satisfaction and

morale. Not directly related
to stressors or affective

- responses.
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Chapter 3

RELATED CONCEPTS:

NEEDS, MOTIVATION AND INCENTIVES

_ The purpose of this chapter is to- identify further
concepts and variables which form a background to the
phenomenon of teacher stress and which appear to be relevant to’
exploring the . relationship between teacher stress and
curriculum change. , -

OVERVIEW

The proposal that people work best when they are achieving
the greatest satisfaction from their job is a major themé of
this chapter. | |

- A teacher's task is to educate children. The curriculum is
the overall plan of that education. The needs which are
associated with' the profession, the ways in which teachers
may be motivated, and the stress literature which is related
to needs and motivation, are discussed.

Problems arise when student enrolments  in schoolé
decrease. These difficulties occur in. curriculunm offerings,
teacher transfers, career progression and school cloéure. Lack
of a collaborative environment and minimal participation in the
decision process in these areas can lead to low morale.

Motivation 1is a stimulated drive to satisfy a need. The
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_theories formed by Herzberg, Maslow, McClelland, McGregor,
Argyris and Vroom are examined and relationships with teacher
stress are considered.

Career ladders are a form of environmental incentive in
which the extrinsic and intrinsic are involved. It has been
argued that if there is ~continual change within an
organisation, a career ladder is unnecessary.

NEEDS

A need has been described as a state of tension in a
‘person which directs the person's behaviour towards  certain
goals. Gates et al (1948:617) noted: "Need ... is used as an
inclusive term to embrace drives, impulses, goal sets, urges,
motives, desires; wants and wishes".

TEACHERS' NEEDS

Reynolds and Clark (1982) «classified needs into thfee '
groups - those pertaining to education' as a whole, to the
school, and to the individual teacher. The Schools Commission
Report (1977:18) indicated a fourth group which appertains to
working groups of teachers.

Needs are related to periods of teaching life which Morant
(1981) classified as induction, extension, refreshment, and
‘conversion (see appendix figure 15). |

Fessler et al (1983) divided the teaching career into
into stages:

1. Pre-service - this is the initial preparation in a college
or university, or retraining for a new role.
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2. Induction - the first few years of teaching. The teacher
seeks acceptance by students, other teachers and supervisors.

3. Competency building - the teacher strives to improve
teaching skills.

4. Enthusiasm and growth - practitioners receive high levels
of job satisfaction and progress in professionalism.

5. Career frustration -~ Jjob satisfaction is 1low. Teacher
burn-out is more noticeable in this stage.

6. Stable and stagnant - the teacher does what is expected but
little, if any, more.

7. Career wind-down - retirement or a career. change 1is in
‘sight.

8. Career exit - the teacher retires or otherwise terminates
the job. :

Collegial and social support assists the teacher in
meeting professional needs at all stages. The - importance of
this support lies in the " ... receipt of understanding which
can reassure an individual's value as a colleagque, helping:
self-esteem, and reducing role ambiguity" Wilkinson/(1988:191).

CONTRACTION OF SCHOOLS
As in other parts of the western world, enrolments in many
Australian schools are declining. An article appearing in The
Bulletin (April 19 1988:38) predicted:
In 1986, 1.68 million people in Australia were aged
65 and over - 10.5 percent of the total population
(16m.). In 2025, 3.8 million people will be 65 and
over - 16.1 percent of a total population of 23.8
million people.

’ During the period of contraction, teachers' needs take on

an added dimension. Bush (1980:460-3) identified serious

problems involved during contraction in the areas of
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-

curriculum offerings, teacher redeploymenf, school closure and
career progression. "Solutions to a number of role problems
causing stress (e.g. administrative, pastoral vs. academic
demands, loss of self-esteem) may be difficult to find in times
of contraction" (Wilkinson, 1988:191).

THE CURRICULUM

The number of teachers at a school diminishes in line with
student enrolments. Difficult curriculum decisions have to be
made by .principals and senior staff. Subjects which-cater for a
small number of students may become luxuries which schools may
be unable to afford. Due to 1lower staff turn-over, the
curriculum could become fossilised wifh long term aims put to
one side and staff pursuing their own interests (Hoy and
Miskel, 1978). '

STAFF TRANSFERS

During contraction, movement frém one school to - another
considerably decreases. Most éhange is based on female staff
leaving due to pregnancy, because a husband is transferred, or
through "natural wastage". "It was mostly heads and deputy
heads who talked of another danger of little staff movement -
that of teachers getting 'stale' or 'falling into a rut'."”
Frustrated teachers may "satisfice"™ (March) rather than
optimise: "Some would take the easy way out, and get by in
their teaching with as little effort as 1is required" (Bush
1980:477) . Greater disenchantment may be noticeable with a

resultant lack of motivation in the whole school staff.
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PROMOTION PROSPECTS

The number of promotable positibns diminishes in line with
falling student enrolments. An absence of promotional impetus
may turn attention from school goals with a consequent decrease
of effectiveness caused by 'a conflict between personal
satisfaction and Jjob dissatisfaction. Wilkinson (1988:190)
added:

Symptoms ©of role conflict can include ... low morale

in terms of Jjob satisfaction, or a sense of futility

and tension. To overcome conflict and ambiguity there

is a need to encourage the creation of an environment

for collaborative interaction. ’

Bush (1980:476) wrote of the growing evidence of
"moonlighting” jobs undertaken by some teachers which " ...
seems to be 1linked to the degree of commitment to the job of
teaching itself, and to growing disenchantment".

If movemenf initiated by external sources is unavailable,
school administrative personnel could provide refreshment by
regularly ‘instituting positional changes within the school and
encouraging innovation (Wilkinson, 1988). These changes may
relieve stress from role conflict and powerlessness. However,
attention would need to be given to role ambig;ity arising from
uncertainty in occupying a different position and role overload

which could result from assuming different responsibilities.

SCHOOL CILOSURE

Bush (1980:467) pointed out that the over-riding criterion
for deciding which school should close is its popularity: "If

parents believe that school A rather than school B will provide
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a better education for their children, then let officials and
politicians alike recognize the reality of demand".
MOTIVATION

An uhderstanding of the ways in which people are motivated
assists in comprehending the manner in which curriculum change
'is related to teacher stress.

Motivation has been described as a matter of reducing
tension arising from unsatisfied. needs. Robbins (1980:294)
described motivation as an internal condition, generated by a
perception of goal value, with certain desired outcomes:

An unsatisfied need creates tension which stimulates

drives within the individual. These drives generate a

search behaviour to find particular goals that, if

attained, will .satisfy the need and 1lead to the
reduction of tension. _

Organisations provide incentives with the intention of
inducing cooperative behaviours from members of fhat
organisation. Spuck referfed to*' early motivational theories
and their limited view of the employee being motivated solely
by fiscal reward. Currently, organisations provide other
incentives to gain cooperation (Spuck, 1974). However, in
Wilkinson's research of stress (1988:186), it was found that
"senior management ... in particular voiced concern over the
degree of support given by external agencies".

"A person stops at a traffic 1light not because the
light turns red, but because that person says 'I want to stay

alive'" (Glasser, 1987:656). Stimulus/response theory postu-

lates that human behaviour is caused by external events.
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"Nothing will change for the better until educators and others
understand that stimulus/response theory - under which everyone
operates - is wrong."

The Weekend Australian (19.3.88) contained an article in

which it was written that the chief executive officer of a
company should be 1less a commander and more a coach who
"converts people - and persuades them to shared values". The.

C.E.0. of Averett Express, a successful Tennessee trucking

company, explained: "We just take the coach approach - lots of
feedback, lots of encouragement; our people do the rest".
- Effectiveness iﬁcfeased when the 1400 employees iwere -divided
into "product-improvement groups" of between three and ten
members.

MOTIVATION THEORIES

The question of how people are motivated was examined by
Maslow, McGregor, Herzberg, Vroom, McClelland, and Argyris.

Maslow's Theory

Maslow classified needs into @ the following hierarchical
order:
1. Physiological needs, including hunger, thirst, shelter,
sex,land other bodily needs.
2. Safety needs, including security and protection from
physical and emotional harm. |
3. Social needs, including affection, belongingness, accept-
ance and friendship.

4. Esteem, involving internal factors such as self-respect,
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autonomy, and ' achievement. External factofs under this heading
include status, recognition by others, and 'attention from
others. '

5. Self-actualisation, the drive to become what one is
capable of becoming, involves personal growth, achieving one's
potential, and self-fulfilment.

Robbins (1980) ‘explained that. ' as .each 'group of needs
becomes substantially satisfied, the next . need becomes
dominant. Howéver, movement up the  hierarchy does not
necessarily preclude downwards movement as an individual may
lose interest in satisfying needs of a higher order if
deprived ‘of lower level fulfilment. "... When dealing with
people with whom we work, most of us have a tendency to behave
as though the needs of others, parficularly our subordinates,

are at lower levels." (Everard and Morris, 1985:28).

4lf

actualization-
ya

A\
/ Esteem

Love :E&
Safety \\'

/// Physiological \\\

Figure 4. MASLOW'S HIERARCHY
(Robbins, 1980)
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Despite the apparent logic and accepfability of Maslow's
work, ‘it appears that research has not confirmed the theory.
Robbins (1980:296) wrote: "Maslow provided no empirical
.substantiation, and seve;al studies that sought to validate the
theory found no support".

McGregor's Theory

Seemingly opposing aspects ‘of supervision are described.by
McGregor's theory which is broadly dichotomous in nature. The
negative aspect, which McGregor called Theory X, holds that
people find work inherently distasteful and will attempt to
avoid it, that most people are unambitious, shirk
_responsibilities and seek direction whenever possible, that
there is little capacity in most employees' abilities to solve
problems, and that workers must theréfore be coerced to achieve
the organisation's objectives.

The imposition of a reward/punishment style relates . to a
condition which may be seen as threatening to the worker's
beliefs, values and needs.. Role strain is likely to result in
streés-when it undermines central dimensions of the self. Blase
'(cifing Pearlin et al, 1981) further explained: "The prolonged
presence of noxious stimuli, especially the kind represented in
role strains, seems to strip away the insulation that protects
the self against threats".

Theory Y is.described as being positive in nature. The
underlying assumptions are that work can be seen to be as

natural as play if conditions are favourable, that employees
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will exercise -self-direction and their cabacities for creativ-
ity if they have a sense of commitment, that creativity is not
necessarily the province only of those who administer, that
motivation occurs at levels similar to those described by
Maslow, and that organisational gains can be more easily
achieved if employees are able to control their own work
activities (Robbins, 1980; Everard and Morris, 1985).

Overuse of Theory Y may lead to role overload where job
complexity is perceived to increase and work demands are seen
as beinQ too difficult. An outcome of ovérload is confused
thinking (Blase, 1986:23):

From an interactionist's standpoint, stress occurs
when demands tax or exceed resources ... an
individual's capacity: for attention shrinks ...
resulting in cognitive fatigue and insufficient

attention to perform other demanding tasks.

Herzberg's Theory

Herzberg postulated that satisfying factors are different
from those which dissatisfy. He grouped. the characteristics of
achievement, recognitién, interest in the work, responsibility,
career advancement, and personal as intrinsic satisfying
- factors. Extrinsic dissatisfying factors include company policy
and administration, supervision, relationships - with
supervisors, peers and subordinates, the conditions of the
work-place, and salary. In Herzberg's vie&, a dual continuum
exists - satisfaction is the opposite of no satisfaction;
dissatisfaction of no dissatisfaction. Attending to dissatis-

fying hygiene factors results in no dissatisfaction'but not

47



3. RELATED CONCEPTS

necessarily in satisfaction._ However, - opportunities for
satisfaction are increased (Evérard and Morris, 1985). It was
in this vein that Wilkinson (1988:186) wrote: "Senior aﬁd
middle management reported frustration arising from the need to
- provide resources, whilst more Jjunior staff reported stress
arising from a lack of materials to do the job."

Herzberg held that motivation - can be improved by--
emphasising intrinsic factors suchv as recognition, the work
itself, growth and responsibility. Ainley et al (1986) stressed
that the long-term consequences for the educational system are
directly related to levels of teacher satisfaction.

House and Wigdor (1967) "questioned Hefzberg's theory on-
the grounds of its methodology, reliability, lack of
.satisfactory measurement, inconsisténcy with research, and the
assumption of a rélationship.between satisfaction and product-
ivity. However, Herzberg's theory can 'be useful in its
relationship with educational reward as it is largely
consistent with teachers' accounts of their work (Johnson:
1986) .

Vroom's Theory

Vroonm's cohtingency theory views motivation as a response:
from a person's perceived needs and their alignment with
specific goals. In this, it shares some of Herzberg's features.
The expectancy ' theory holds that satisfaction is gained from
performance and emphasises performance as an end. rather than a

means of achieving a goal, the reward being in participation
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(Sergiovanni and Starratt 1979:171).

An optimal 1level of arousal is essential to performance.
However, " ... under conditions of high levels of arousal,
attention becomes restricted, ... ~task relevant cues are
neglected”, and a narrowing of attention is likely to affect
performance (Blase, 1986:24).

McClelland's: Theory"

The three elements of McClelland's theory may be related
to the third and fourth 1level ' (Porter, Robbins) or the three
higher orders (Everard and Morris) of Maslow's pYramid:

1. The need for achievement (QAQQ).— to excel and achieve
in a set of standards and to strive for success.

2. The need for power (nPow) - to make others behave in a way
which they may not have otherwise done.

3. The'heed for affiliation (nAff) - for friendly and close
interpersonal relationships.

"From his research into the achievement . need, McClelland
found that high achievers differentiate themselves from others
by their desire to do things better" (Robbins, 1980: 297). Not
entrﬁsting‘achievement to chance, they set themselves goals td
attain and are unlikely to'accept goals set for them by others.
They seék advice mostly from experts or those who can provide
the necessary information or skills. Entrepreneurial skills
play an important role. The achiever tends to set attainable
but challenging goals. Althouéh payment may be seen as a gauge

of success, the achiever is not likely to see it as a major
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motivating . force. Where achievement “drives are weak,
responsibility and participation increases motivation (Everard
and Morris, 1985).

School effectiveness can be enhanced by teachers with nAch
characteristics as they demand much of - the school. If
individuals with high nAch' are not provided with work of a
sufficiently "challenging-nature, boredom may result in skewing
the individual's focus from school goals. Blase (1986:24)
added:

"An interactional model of stress argues that

conditions perceived as underdemanding frequently

reult in boredom and dissatisfaction, mental

‘impoverishment, alienation, distractibility and loss

of initiative and capacity for involvement. -

McClelland's research evinced a relationship of nAff and
nPow with success. Those with low ﬁAﬁi_and high nPow appeared
to be the best administrators.

Validation of McClelland 's research has been reasonably
successful but it 'éppears that = the nAch has been given the

greatest and perhaps undue emphasis (Robbins, 1980).

Arqyris' Theory

Organisations may use a "change agent", an internally
trained person or a consultant, to help accomplish change.
Argyfis' change agent's major assignments are the generation of
information, improvement of the decision process, and gaining
commitment from the organisation's members (Robbins, 1980).

An understanding of the theories of motivation provides

insight into various means of addressing teacher stress.
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However, knowledge of theories requires pfactical applidation.
To this end, the influence of the principal in setting the
ethos of the school by translating his or her vision into
~ common daily préctice is of considerable impdrtance.

THE PRINCIPAL'S INFLUENCE

A principal's "thrust behaviour" may provide an impetus
for staff to share the ethic of the child as. the centre.of

learning. The previously-mentioned. Averett Express chief

executive demonstrated this belief in the manner in which he
motivated staff to work towards effectiveness. The infusion of
professionaliém in sChpols cannot be achieved by external
bodies alone. | |
Thrust behaviour,.ﬁhich is not to be confused with brute
force, . assists ip establishing the principal's vision of
professional ideals so that they become integral parts of the
modus operandi of all who are concerned Qith the child's
education - " ..; an idéal state of affairs the passionate
commitment +to which drives leaders and followers to an intense
and focused striving" (Starratt, 1988:2). However, Kottkamp aﬁd
Travlos (1986) found that attempts to motivate others through
setting a personal example do not necessarily affect the four
stressors, job dissatisfaction or emotional exhaustion. Despite
the findings, it 1is suggested that research which incorpor-
ated a slightly modified operational definition would reveal a
link between a principal's acknowledgement of difficulties

teachers countenance during school contraction and stress
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resulting from role conflict. Blase (1984)'indicated support as
an important method of coping with stressful feelings.
- Wilkinson (1988:191) thought along similar lines:

Individuals need help to reinforce their personal

resources by the creation of conditions which can

help them to - influence their work 51tuat10n, engage

in meaningful and socially important activities, feel

a sense of belonging to the work groups, and satisfy

thelr needs for self esteem.

A number of organlsatlonal schemes have been suggested and
initiated to induce cooperative behaviours from employees.

INCENTIVE SCHEMES

Incentives are contemplated rewards leading to a
modification of a person's behaviour (Mitchell et al, 1983).
Some analysts hold that while "ancillary rewards" (Lortie,
1975:101) such as convenience of the. timetable, ' security, and
retirement benefits are incentives for prospective teachers,
~they are not as effective once a person is employed because
‘they do not promote professionalism (Spuck, 1974). This relates
to ‘Herzberg's satisfying and dissatisfying fectors. "To be
effective .o incentives must be focused, variable,
contemplated, and responded to with purpose" (Johnson 1986:61).

A classifieation of incentive schemes, the Teacher Reward

and Satisfaqtion Scales, was developed in the United
States. The extrinsic incentives category includes monetary
rewards and ability to influence school policy; environmental

incentives include support and recognition by the community,

physical and structured social conditions; and intrinsic
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incentives embrace pride of workmanship,' social = interaction
with peefs, and agreement with district goals and policy.

A similar survey was undertaken in Tasmania in 1985. The
"Work Environment Scale" (Fisher and Fraser, 1983:231) examined
the areas . of involvement, peer cohesion, staff support,
autonomy, task orientation, work pressure, clarity of task
specifications, . control  over task, relationships - - with
superordinates, acceptance of innovation, and physical comfort
of the work place. - Results from .both studies indicate that
extrinsic, environmental factors and intrinsic rewards attract
recruits to teaching, and that the quantity and quality of
intrinsic and environmental rewards correlate with teacher
retention and, inversely, with absenteeism.

MERIT PAY | |

Johnson (1986:61) wrote: "The term 'merit pay' might
be used to denote a  bonus plan that supplements the standard
pay scale and rewards teachers for special services". "Merit
pay, based on both expectancy and equity theories, assumes that
value rewards and equitable compensation produce motivation.
Johnson (1986) detailed an English scheme which concluded
without - decisive answers about its success. American schemes
differ from the English in that payment is made to the school,
not the individual. |

Despite commonly-held beliefs, merit pay may not be as
entirely effective as some would believe. A numbéﬁ “of

conditions must be met when instituting the plans which Lawler
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(1983) described: the reward must be seén by the worker to be
of value, measurement of performance must be valid and
conclusive, assessments must take .into account levels of
performance, information about assessments -and' methods of
reward must be available, trust in the scheme must be high, and.
workers must inwardly accept the merit system. If Lawler's
‘analysis’ 'is correct, merit pay would be difficult to sustain -
because the process is closely tied with the product, work is
_successive, and mutual understanding and cooperation is of.
great importance. Mutual support is particularly relevant where
stress arises as the major thrust of a support group " ... is
its role in legitimating (i.e., recognizing and accepting the
feelings of the individual under stress" (Biase,'1984:182).‘
The criteria for selecting the most suitable employee
incentive scheme are:
. . Positive fewards are more powerful than negative sanctions.
. - Rewards are effective only when related to expectations of
performance.
. Effort, as well as results, should be acknowledged.
. Rewards should be accessible to not only those who achieve
but also to those who do as well as they can.
. Continuous effort is more valuable than "sporadic perform-
ance of a heroic nature". »
. The chief purpose should be organisational and ‘individual
productivity improvement.

. Teachers should have considerable control over the frequency

54



3. RELATED CONCEPTS

of granting rewards.
. Cooperative action and individual initiative should be
encouraged iﬁ schools (Schlechty and Ingwerson, 1987).

Another common organisational incentive structure which is
designed to motivate people is the career ladder.

"CAREER LADDERS

" A" career has been described as -a patterned series of
adjustments which are made by an individual within a network of
institutions and formal organisations. A career involves formal
and informal relationships within the working environment
(Becker, 1976). A career ladder consists of hierarchical
positions within an organisation.

Steinle and Fletcher (1986) described four concepts of
careers: as advancement, as a proféssion, as a sequence of
jobs, and as a lifelong sequence of experiences.

The structure holds little, if  any, opportunities for
upward movement for teachers who wish to remain in the
claSsroom nor doeé it directly relate to their classroom
experience.

While catering for McClelland's nAch and perhaps his nPow,
with other applications to Maslow's "esteem" or "autonomy”
orders, the relevance of the present system of promotion in the
teaching profession is questioned.

The disquieting effects of the merit pay scheme in England
in the 1800's and the broad opinions of other similar schemes,

the diverse philosophies of motivation, the bottle-neck of
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applicants and paucity of promotional vaéancies, the seemingly"
unfair methods of teacher assessment used in some schools, and
the decrease in school sizes with the resultant problems of
lack of commitment to ensuring that the student receives the
best possible education, present a problem to which a number of
possible solutions have been tendered.

The Holmes Group (Murray, 1986) suggested a binary career

for classroom teachers:

. Career professional = teachers  would be people .capable of
assuming full responsibility "not only for the classroom but
also for certain aspécts of the administration of the school
and even of the university. The professional teacher would be
an autonomous teacher in the classroom.

. The instructor, a person whose ultimate career aspirations
lie elsewhere, would teach for a few' years - under the
supervision of a career professional teacher.

Guthrie (1986:306) provided another solution: "Research-
ers have repeatedly ' identified leadership as a crucial;factor
in school effectiveness". Guthrie viewed school-based
management as the most important  administrative task. Staff.
would be assigned to a school only with the principal's
approval-and, over time{'the most cépable of them should be
able to earn as much as the school principal.

Suggestions from New South Wales

The N.S.W. Department (Telfer and Swann, 1986) proposed

changes to their structure which are, in essence, a reallocat-
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ion of duties .and a change in the number of positions.

The Institute of Inspectors of N.S.W. Schools
(Telfer and Swann, 1986) proposed -an alternative structure
again without changing the Easic concept of a career ladder.

The N.S.W. Teachers' Federation short-term proposal .is

similar. to that of the Institute of Inspectors. ("Annual

Conference Report'" 1982:12). Over the long term, the Federation -

propose:

... the elimination of hierarchies and the complete
democratisation of all school administrators, the
involvement of parents and students in creating
educational policies of a school, and the creation
of staffing procedures which will guarantee
sufficient relief ... to permit effective implement-
ation of those policies.

Telfer and Swann (1986) prescribed three principles which
should underpin any promotion structure:
1. Teachers in secondary schools need scope for promotion

within their subject specialisation.

2. The structure needs to accommodate teachers interested in
administration.

3. Guidelines for partiéipative management  need to be
forﬁalised.

Tasmanian Suggestions

The Tasmanian Teachers' Federation's arguments for change
were to motivate and satisfy staff through providing
opportunities for leadership, and to permit movement into and
out of posts of responsibility with dighity. Three models were

offered for consideration.
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'Iﬁ July, 1988, the Tasmanian Educatioh Department proposed
yet  another scheme (The Price Proposal). The author recommen-
ded that the Department should retain a career ladder - with
.some amendments which originate from emergent educational
policies and practice. The paper's title, "A Common
Adnministrative Structure", is a misnomer as allocations reveal
a number of ‘disparities which would add to the perceptions .of
role overload, a significant predictor of emotional exhaustion
(Kottkamp and Travlos, 1986).

Further details of the four Tasmanian models may be found
in the appendix (figures 16-19).

The present career ladder structure is unsatisfactory for
many as they see their colleagues trying to do . many things
which are not directly concerned with teaching simply to get a
‘good report. This was also indicated by Blase (1984:185):

Structural conditions of schools explain why, to

some extent at least, schoolwide problems are.frequ-

ently viewed by teachers in negative terms, such

tasks are defined as depleting valuable time and
energy which could be better spent in instructing
pupils.

SUMMARY

Concepts and variables which form a background to the
phenomenon '6f teaéher stress and are considered .relevant .to
exploring the relationship between. teacher stress = and
curriculum change have been identified in this chapter.

A need is a lack of something which motivates an

individuél to seek a desired end. The working needs of teachers
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may be categorised as preparing to eﬁfer the profession,
developing teaching abilities in the job, gathering experience,
and acquiring expertise. Collegial support assists teachers in
meeting those needs and raising self-esteem.

Declining s£ﬁdent enrolments decrease curriculum
options, staff transfers and promotion opportunities and may
result in schools closing. Contraction presents role problems
which may prove difficult to solve.

,Herzberg.‘indicated "ownership" as a primary motivating
féctor. A responsibility of the 'school administration 1is to
work consistently towards removing dissatisfying factors by
ensuring that Maslow's lower order needs are bmet_ and by
providing an environment in which the higher orders may be
addressed. McClelland's "need for power" 'may be useful in
.achieving common purpose. The "need for affiliation" concerns
shared values while the "need for achievement" involves
seeking desired outcomes. McGregor's theory concerns two types
of behaviour. One views coercion as a motivator and the other
conéiders_that workers are‘ self—dirécting; . Argyris believed
that a change - ageht assists reform by improving the decision
process. Vroom's theory of satisfaction from efficient perform-
ance should be directed towards the achievement of the school's
aims. Knowledge that a principal is aware of the problems which
teachers face helps to reduce stress arising from role
conflict.

Structures built on rewards and threats often fail because
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they do not take into account an individﬁal's response to the
professional growth factors of achievement, recognition from
others, increasing interest in the Jjob, and advancement in a
career, or the personal growth factors of attaining a personal -
standard,.accepting responsibility, and the drive to excel.

Merit pay schemes based on students' results produce
inequi%ies and iniquities when: instituted by a regional
educational authority. The_'best,Iincentive=structureS-view a
career as a sequence of experiences through-working life. They
are 1linked with the higher orders of esteem, autonomy -and
self-actualisation of-Maslow's hierarchy.

The following table presents definitions and variables

related to the concepts which have been described in this

chapter.
Figure 5. TEACHER STRESS: RELATED CONCEPTS
CONCEPT DEFINITION SAMPLE VARIABLE
Need A state of Embraces drives, 1mpulses, goal
: tension which sets, urges, wants and wishes.
requires Pertains to education, the school,
satisfaction. groups of teachers and individuals.
Teacher Needs of Differ according to career stages.
needs individuals Dialogue is necessary to determine
' relevant to requirements.
the teaching
profession.
School Reduction in Affects curriculum offerings,
contraction | student teacher transfers, career
enrolment. progression. Schools may close.
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Figure 5 (cbnfd.) TEACHER STRESS: RELATED CONCEPTS

CONCEPT DEFINITION SAMPLE VARIABLE
Maslow's Hilerarchical Physical needs - hunger, thirst,
theory order of shelter, sex.
needs. Safety needs - security and

McGregor's
theory

Herzberg's
theory

Vroom's

theory

Argyris'
theory

Two aspects -

Theory X:
workers must

‘Ibe coerced.

Theory Y:
workers

exercise self-
direction.

Satisfying

factors differ
from dissatis-
fying factors.

Satisfaction
is gained from
performance
and partici-
pation.

Change agent
- individual
who modifies
and assists.

protection from physical and
emotional harm.

Social needs - affection,
acceptance, friendship.

‘| Esteem - self-respect, autonomy,

achievement, recognition.
Self-actualisation - personal
growth, achievement of potential,
self-fulfilment.

Need for independence, résponsib—
ility, ambiguity tolerance,

ownership, decision-making

capability.

Intrinsic satisfying factors -
achievement, recognition, interest,
responsibility, career advancement,
and personal growth.

Extrinsic dissatisfying factors -
company policy and administration,
supervision, relationships with
supervisor, peers and subordinates,
working conditions, salary.

"Expectancy" - alignment with
specific goals. Reward associated
with performance. Personal goals
dominate. e

jGeneration of information,
improvement of decision process,
gaining commitment.
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Figure 5 (contd.) TEACHER STRESS: RELATED CONCEPTS

CONCEPT

DEFINITION

SAMPLE VARIABLE

McClelland's
theory

Incentives

Merit pay

. Work
environment

Career

Career
ladder

Three needs -
for achieve-
ment, for
power, for
affiliation.

Objects valued
positively or
negatively
affecting
performance.

A bonus plan.

Descriptive
factors of
school
climate.

A patterned
series of
adjustments
within an

network.

A hierarchy
of positions
within an
organisation.

organisational’

Need for achievement can be taught
High nAch persons demand high
standards. Essential that high
nAch be directed towards school
goals.

Extrinsic - monetary rewards.
Environmental - support and
recognition. ,
Intrinsic - workmanship,
acceptance and agreement.

Reward must be seen to be of value
Performance must be valid.
Assessment must consider level of
performance. Information must be
available. Trust must be high.
Workers must "own" the system.
Difficulties with assessment.

Staff involvement, peer cohesion,
staff support, autonomy, task
orientation, work pressure,
clarity, physical comfort,
innovativeness, supervisory
control.

Can be seen as advancement, as a.
profession, as a sequence of jobs,

‘or as a lifelong sequence of

experiences.

Present teacher-promotion system
unsatisfying. Intrinsic rewards
are more significant. Teachers
need scope for promotion within
subject specialisations. Structure
should provide for administrative
positions. Guidelines required for
participative management.
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Chapter 4.

CURRICULUM CHANGE

The purposes of this chapter are to examine the
theoretical background of the -curriculum :and to - review
research into curriculum change. It is included in this study
as it identifies concepts and variableé which are important in
understanding and explaining the relationship between teacher
stress and curriculum change.

OVERVIEW _

A curriculum is a plan in which intended 1learning
experiencés are defined. It is subject to continual change
which ‘may take the form of adaptation, development or
replacement. Current.research has tendered a more humanistic
curriculum, placing the learner at the centre and emphaéising
learning experiences.

Change can create problems by subjecting those who are
required to teach different material, in possibly new ways, to
an increased. workload. Those who believe that the most
effective improvements arise from school based curriculum
development, base their conviction on the resulting benefits of
the professional freedom of staff and a closer liaison with the
society in which the school is situated. Although a central

authority may control the curriculum, school based curriculum
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development offers the school the scépe to develop the
curriculum according to an interpretation of community require-
nents.

Three types of curriculum organisation are exhibited in
the subject, core and activity curricula. Other educationally
questionable "curricula" may also exist in the school.

The chapter concludes with a discussion of teaching - ‘the
task of transforming subject material into learning
experiences. Communication, in its true sense of understanding
and being understood, is of great importance. Time is a crucial
factor for its effectiveness. Flexibility, classroom skill,
capacity to participate, subject mastery and planning ability
are ingredients of the art of teaching.

" THE CURRICULUM

A curriculum is a plan for learning which prescribes, or
at least anticipates, the results of instruction. "Historically_
and éurrently, the dominant concept of the curriculum is that
of subjects and subject matter therein to be taught by teachers
and learned by students" (Saylor and Alexander, 1974:2).
Stenhouse (1975:4) described the curriculum as:

... an attempt to communicate the essential principles

and features of an educational proposal in such a form

that it is open to critical scrutiny, and capable of
effective translation into practice.

‘The curriculum has grown from single subject disciplines

to a highly complex structure. The current trend is to

increase the. autonomy and responsibility of teachers in
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designing, forming or structuring the curriculum and to add to
their participation in curriculum decision-making (Davis,
1980) .

CURRICULUM CONTENT

There are many differing ideas and emphases on what should
comprise content for a school curriculum. Three broad areas of
life which are considered by most to be of greatest importance
are the individual, his environment and his religious
background. \

The "Forms of Knowledge'" Debate

There 1is considerable ambiguity about how and what
children should be taught and the debate on forms of knowledge
highlights that uncertainty (Hirst, 1974; Barrow, 1978; Pring,
1978; Barnes, 1982; Lawton, 1984). The debate centres on
whether children should be taught through individual subjects
or forms of knowledge and what comprises a form of knowledge.

A table presenting the forms/fields of knowledge derived

from Hirst (1974), Lawton (1984) and Secondary Education: The

Future (1987) appears in the appendix (fiQure 14).

The debate among researchers is often reflected in subject
syllabuses. The teacher is placed in the difficult position of
determining if direct instruction of basic skills is required
or if students should be "initiated into forms of knowledge". A
lack of inter-professional contact creates " ... uncertainty,
vulnerability, and isolation, particularly in boundary roles

which can provide an introspective goal orientation amongst
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staff" (Wilkinson, 1988:187).

Ambiguity is a significant source of teacher stress (Tung
and Koch, 1980) particuiarly when the scope and responsibil;
ities of the job are not clear. The need for teachers to assume
several roles 1is a major source of teacher stress (Blackie,
1972). Role ambiguity arising from an uncertainty of the
match . between teaching outcomes and the expectations - of
students, the central authority and the community is also a
problem for teachers and administrators. Teachers " ..; find
that they have a wide role ... and yet the 1limits of that role
are not defined" (Hosking and Reid, 1985).

SCHOOL BASED CURRICULUM DEVELOPMENT

School based curriculum development occurs where staff
make decisions concerning curriculum implementation in the
school in which they are employed. It concerns the modification
or improvement of a program at the school level. It may'invqlve
"a unit of work, a part of a course, 'a subject syllabus or a
compiete school curriculum. The freedom to determine the
curriculum is a necessary part this type of development. While
complete control may not necessarily rest with the school,
selection of teaching methods and structuring of curriculum
content is a school responsibility. Such a development
contrasts with a centralised practice where subject matter
and methods of teaching are determined by an education
authority. |

Because - teachers have become comfortable with their
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classroom practices and tend to "cling to'the models with which
they are most familiar" (Goodlad, 1983), change imposed from
outside the school environment requires a considerable
adjustment on the part of the individual.

Where a teacher perceives a difference between current
practice and the requirements of change, "significant
emotional, = attitudinal, - or behavioral readjustments" are
necessary (Blase, 1986:25). If change is to be an improvement,
time  must be available for staff to examine means of
instituting the change. Wilkinson (1988:186) discussed the
responsibilities of teachers and the time available for taking
on additional loads:

Heavy workloads were widely reported and were

frequently 1linked to a workload/time factor. Pressure

situations arose during ... peaks of demand ... when
staff attempted to do more in less time.

The movement towards decentralisation of curriculum
development arose from:

. demands from teachers for more freedom in determining the
curriculum (Musgrave 1974:4), and

. recommendations of the various Education Departments that
programmes should be interpreted and organised in the schools
(School in Society, 1968:42; The Radford Report, 1970:96) .
Whilst scheol based curriculum development may involve
selection from or adaptation of existing curricula, it may also
involve a complete severing of the connections between a school

and the central authority (Brady, 1983).
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Factors which encourage school baséd curriculum develop-
ment include:

. The freedom of staff to select learning experiences and to
sequence subject matter.

. The scope of staff to analyse the aims and objectives of
the subject.

. The advantage-dfra smaller number of staff meeting together
which permits input from most or all participants.

. The provision of administrative support for school
department curriculum meetings.

. The introduction of computer use in timetabling which
permits greater flexibility in staff allocation.

A considerable advantage of school based curriculum
development is that through staff participation in curriculum
formulation, the sense of ownership 1is increased and the
curriculum is seen 1less as something imposed from without. For
staff who are involved in this type of development, there is a
reduction in role ambiguity and powerlessness (Schwab et al,
1986) . |

Factors inhibiting this development were analysed by
Barnes (1983:288) and include: |
. Lack of relevant skills in the areas of test construction
and objectives analysis. Work which is perceived as too
difficult has been related to cognitive fatigue in which the
individual's capacity for attention shrinks. Skills can be

improved with the cooperation and assistance of staff, the
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senior teacher's or subject coordinafor's leadership, or
guidance from universities and colleges of advanced education.
. Inadequate allocation of resources, particularly the lack
of replacement staff when ‘1incumbents retire or transfer to
other positions. This leads to frustration which is a
considerable source of teacher stress (Wilkinson, 1988).
.. The feelings of inadequacy of some staff to cope with added
pressufes, particularly those of accountability. Feelings of
inadequacy add to a perception of overload, a significant
factor of stress (Kottkamp apd Travlos, 1986; Schwab et al,
1986) . |

If schodls are seen as unfriendly or uncaring, (Collins,
1980) it may be indicative of the degree of dissatisfaction
which teachers have with their work. Although schools would
deny a charge of negative attitudes towards students, the fact
remains that "teachers cannot hide for long from their physical
and emotional exhaustion" (Wilkinson, 1988).

External factors which need to be considered where school
based curriculum development is to occur include the require-
ments of education authorities, expectations of parents,
employers and the community, employment opportunities
particularly in the local community, and equality of‘the sexes.

The internal factors which are of importance and should
also be considered by subject department personnel encompass
the abilities of and values held by teachers, felt and

perceived problems, the needs of pupils, and the school
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organisation.

Among the problems which may be encountered with school
based curriculum development are:

. a lack of time. If time is not made available, the outcome
of role overload is an ineffective implementation of
misuhderstood policies and procedures.. "Time cannot be
understood as independent'-of-other sources of stress" (Blase,
1986:26) .

. difficulties with assessing community requirements. Role
ambiguity 1is a significant factor contributing to stress
(Kottkamp and Travlos, 1986).

. a lack of administrative support. With the delegation of
some of the central authority's decisions to school staffs,
frustration and role conflict may arise if sufficient éupport
is not provided by the authérity. Wilkinson (1988:186) referred
to the relevance of the concept of support:

Senior staff ... in particular voiced concern over the

degree of support given by external agencies. This was

reported to have 1led to feelings of frustration,
apathy and cynicism. Besides being a stressor in

itself, the issue contributed to heavy workloads and a

multiplicity of additional tasks.

The skill and participation of all members of staff are
required for the efficient implementation of the curriculum.
Lack of opportunities to participate 1leads to a stressful
environment: "As 1is evident, organizationally based stressors

were identified as occurring most frequently" (Blase, 1986:28).

The ability to influence change is determined by the
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decision-making process and the manageﬁent of policies. Both
elements have important influences on the 1levels of teacher
stress (Hosking and Reid, 1985). The intrinsic satisfying
factors of Herzberg's theory are major elements. Achievement,
interest, acceptance of responsibility, growth, and experience
are personal factors crucial to effective development.

CHANGE TMPLICATIONS

Curriculum change involves a modificatibn, alteration or
difference. The value of change must be assessed and compared
with the current programme before the change takes place. A
change must be useful. It also has to improve that which
already exists. This implies that for change to be effective,
teachers must be actively involved.

Havelock (1978:4) saw change as being " ... any signifi-
cant alteration in the status quo". Six factors must be

addressed when making an alteration from "what is" to "what

should be:
Relationship
Diagnosis
' ,////////’ Acquisition .\\\\\\\\\\
WHAT IS — ———————" WHAT SHOULD BE

A Choosing

§ Acceptance 7

Self Renewal

Figure 6. JUDGEMENTS INVOLVED IN CHANGE
- (Havelock, 1978)
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Where change is to be made, it is vital to bear in mind
that when something is_added, something must also be removed.
Most change is brought about through external pressure but it
may also come from within the school if the need is seen.

Curriculum change creates an imbalance between the
teacher's practices and the environment created by the new
circumsfances. This necessitates a modifiéatioﬁ 6f practice to
balance the relationship. Such a modification subjects a
teacher to an increased and more difficult workload despite its
inevitability and the greater effectiveness which should be its
outcome (Hosking and Reid, 1985). It has the further quality of
placing greater responsibility on the ‘'shoulders of teachers and
administrators (Schwab et al,. 1986). Blase (1986:25)
illuminated the issue: "Change refers to a situation in which
stress results because the individual perceives that a stimulus
requires significant emotional, attitudinal, or behavioral
readjustments".

Conflict, that "great diverter of energies", requires a
correct "ecology" for its solution. To overcome possible
conflict between teachers' assessments of programme requirements
and school or central office policies, an " ... environment for
collaborative interaction" (Wilkinson, 1988) must be
encouraged. If change 1is seen to be a positive good and if
teachers can perceive a "difference between what they are doing

and what they desire to do", ownership becomes a more easily
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acquired concept (Duke, 1987:142).

STUDENT INVOLVEMENT IN CHANGE

One' must continually bear in mind that it is the student
who ultimately decides what will be learned. March (1988:111)
added: "One point of view that is frequently advanced is that
students do more than just 'receive' a curriculum - they become
engaged with it, and they become active initiators and reactors
to it".

Skilbeck (1984:244) felt that, as students possessed the
need to express independence and individuality, "students as
learners must be given the opportunity to be active,
responsible and engaged with their learning tasks". The
experiences of students are valuable and may provide
information for those who plan curricﬁla. This concept prompted
Vallance (1981:10) to add: "Students are the only group who can
portray the lived-in quality of schooling".

Students often take on 1eadership roles in out-of-class
engagements which form part of the extracurricula activities.
There is good reason to believe that these characteristics are
developed mostly outside the '"subject" curriculum. Skilbeck
(1984) saw this as evidence for the necessity for student
involvement in shaping the curriculum. Dynan (1980:4) took the
stance that students as clients have certain rights and
expectations with the " ... right to evaluate the quality of

the provision or service". They have the additional right to

75



4. CURRICULUM CHANGE

"negotiate certain aspects of their 1learning" (Curriculum
Branch of Victoria 1986:9). Dunn (1986) pointed out that when
students participate in the curriculum decision process,
positive "collegiate relationships" are formed with their
teachers. Marsh (1988:114) provided reasons why students should
not participate in curricular decisions:

1. A curriculum is designed for students. They don't

have the background or experience to be able to make

useful inputs.

2. It is not desirable, and 1is even counter-

productive for class discipline. . ~

3. Due to their greater knowledge and skills,

teachers only should be responsible.

4. Participation in curriculum decision making is

not feasible in school systems in which students are

externally examined.
While indicating further problems with support in terms of time
allowances, resources and accreditation opportunities, Marsh
(1988:128) felt that the resultant progress -from student
participation " ... is indeed admirable and could well be
exhilarating for all the participants".
THE PRINCIPAL'S INVOLVEMENT

The principal's behaviour is a determining factor in the
development of the curriculum. "Stressors associated with
indirect interference were related to administrative behaviour,
most often principal behaviour" (Blase, 1986:29). Examples of
stress-provoking administrative behaviours include inconsist-
ency, unclear expectations, 1lack of follow-through, 1lack of

opportunities for input, and failure to provide essential

resources. A further responsibility was indicated by Print
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(1988:162) :

As the rate of curriculum change accelerates, so those

involved in developing and implementing curricula will

need to know more about the nature of change and how

to deal with it purposefully.

The principal's leadership is a crucial précoﬁdition to
successful implementation of curriculum change (Miles, 1989).
SOURCES OF CHANGE ‘

| Change”maf be considered as emanating from two major areas
- society and education polic& with each source providing
direct and indirect effects. The indirect effects of changes in
society are reflected in the curriculum and include
unemployment, family problems, the increasingw age of the
general population, and declining birth rates. Direct effects
include attempts to " ... encourage . schools to show greater
awareness of industry, or problems of peace and war" (Skilbeck,
1984:55). Print (1988: 165) cited other examples which include
" ... accommodation of goals such as literacy, numeracy,
environmental studies and peace studies". Daily physical
fitness, silent reading programmes, programmes for gifted
and talented children, secondary college alternative courses
and conference writing were cited by Print (1988) as changes
which have been directly induced by education policy. Indirect
effects which policy has had on change have arisen from
recommendations of various government papers, the Beazley

report, A Nation at Risk, the QERC report, Quality of Education

in Australia and others. Organisational structural changes,
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particularly those in which finance is involved, also induce
changes at the school level. Changes may be " ... made or
sought in curriculum policy and practice to promote certain
ends or achieve particular goals in the education system"
(Skilbeck; 1984:55).

Curriculum change may occur in the form of an adoption of
a programme, a development of that "~ which >exists or the
introduction of some original form. |

TYPES OF CHANGE

Curriculum adoption 1is the substitution of an existing
curriculum or unit with a curriculum of unit which is new to
the school. It has been defined as "taking up and treating as
one's own". It implies that the curriculum is already written
or programmed and that the school adépting that curriculum has
 chosen to follow the course or curriculum as it stands.
Curriculum development infers the production of a plan for
- learning or the improvement of a curriculum already in
operation. The word "development" is used in two senses - the
original production of curriculum materials and processes, and
the ongoing improvement of the curriculum (Lawton et al,
1978). The development of pupils' total comprehension and
understanding the.different forms and areas of knowledge should
be central to curriculum development.

Curriculum innovation may be either small- or large-scale,
involving any part of the curriculum from a unit of study in a

subject department to a whole-school change. It is "a change
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made in the established ways of doing things - something newly
introduced". When used conversationally, the word often
has other connotations. "To introduce novelties" describes some
which have been disastrous because accurate, valid and reliable
evaluations were not carried out prior to implementing the
innovation. It is important that a two-way flow of information
is in place. Identification of "formal nets" (Wilkinson, 1988)
that is, the group of curriculum experts, and "informal nets",
those who propose innovation, is of paramount importance if
innovation 1is to be effective. Brady (1983) identified common
reasons for the failure of some innovations:

. a lack of understanding of the innovation,

. an inability of the teacher to understand and accept a new
- role demanded by the innovation, -- RS

. a lack of the resources required for implementation of the
innovation,

. lack of communication and opportunities for feedback within
the school, or

" . an incompatible school organisation.
THE CHANGE PROCESS |

The change process can be seen as problem identification,
adoption of an innovation, implementation, and institutionalis-
ation (Print, 1988).

Should school programmes proceed unaltered? What processes
do society place on school? What parts of programmes require
change? In Print's opinion, these questions form a starting

point for change. The adoption phase consists of seeking an

79



4. CURRICULUM CHANGE

appropriate innpvation from a number of-possibilities. Fullan
(1982) described factors which affect the rate of adoption by
institutions and include access to information, alternative
innovations, central administrative support, funding availab-
ility, the role of change agents, community pressures, and
State government stands.' Fullan may have overlooked the

factor of the willingness of staff to proceed.

e - .

_— D s R
- - .. B P e R S e

The manner in which change is implemented is a determinant
of the success of the innovation (Print, 1988). The rate of
change 1is determined by " ... strategies for enhancing change,
characteristics of the innovation, internal nature of the
organisation, and characteristics of the broader social
context." Print (1988:169) added: "Should the innovation be
used continually over time and in the process become interwoven
into an organisational structuré, then institutionalisation
will have occurred". An innovétion can be considered to be
institutionalised when support in the way of specific funding,
consultants, and pointed administrative attention is removed
without affecting the programme.

Print's model may be compared with the Caldwell and Spinks
(1988) management model .in which discrete yet interdependent
processes were also identified - goal setting and need
identification, policy-making with policies consisting of
purposes and broad guidelines, planning, budgeting preparation

and approval, implementing, and evaluating. Both models place
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learning and teaching at the core of the school's business. The
model proposed by Caldwell and Spinks - which has been
successfully instituted - is similar to others. However, the
addition of a policy group and program team(s) with clearly
defined responsibilities enable greater clarification of the
management process. Caldwell (1987:29) wrote of the particular
characteristics of the “model:  "The. policy group may be the
principal alone, the principal and senior staff, or the
principal and senior staff with advice from other teachers and
members of the school community". The program teams comprise,
in most instahces, teachers who are responsible for preparing a
plan for the implementation of policies and "for identifying
the resources required to support the plan".

Endorsement of policy and progrém groups was provided by
Miles during a wofkshép at the Uhiversity of Tasmania (Feb.,
1989): "The typical route to success[ful implementation] is to
possess a cross-roaas steering group" within the school. The
group, consisting of teachers, students, parents, or department
heads, in any combination, would have the power to allocate the
decision making process.

The necessity for administrators to possess the skill of
participatory decision making was odtlined by Hosking and Reid
(1985:10) : "In schools in which the senior administrators have
the skilis to carry out this new requirement, stress due to
powerlessness or impotence has been markedly reduced". However,

another source of stress, work overload, was aggravated.
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Commﬁnication between staff, support, cooperation, and fully
collaborative decision making are all essential elements of
staff cohesiveness which, in turn, 1leads to a reduction of
stress among participants and enhances the implementation of
the innovation.

Miles et ~.al (1987) identified 15 factors which led to
institutionalisation, many of which are overlapping: =~~~ 7
(1) leadership, (2) school autonomy, (3) staff cohesiveness,
(4) good program/fit, (these four are designated "precond-
itions") (5) power sharing, (6) rewards for staff, (7)
"vision", (8) control over staffing, (9) control over
resources, (10) staff willingness /initiative, (11) external
networks, (12) coping, (13) evolutionary program development,'
(14) "good implementation"”, and le) organisational change.
Observed causal relationships occur between 1 and 4, 5, 6, 7,
11, 12, and institutionalisation; 2 and 4, 8, 9; 3 and 7,; 4
_and 5, 6; 5 and 10; 6 and 10; 7 and 10, 13; 8 and 7, 10; 9 and
13; 10 and 13, 14; 11 and 10; 12 and 13, 14; 13 and 14, 15; 14
and institutionalisation; and 15 and institutionalisation.
Hypothesised causal relationships occur between 1 and 3; 5 and
institutionalisation; and 12 and institutionalisation. Figure
21 (appendix) illustrates observed and hypothesised causal
links between factors in the management of successful
implementation.

Fullan and Pomfret (1977) pointed out that curriculum

change requires a similar change in the organisation.
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Implementation becomes the focus and a—separate stage of the
process of distinct measures, dimensions and determinants. It
was suggested that the aim should be "mutual adaptation" rather
than "adoption", that success of an innovation-should be gauged
on the manner in which the school is able to utilise the change
rather than an exact transcription of the change, and that the
school's individuality should be prominent in the process of
innovation. According to Fullan and Pomfret (1977),
consideration must be given to: |
| ... the relationships of those who will be expected
to change [and] to the process of how this is to be
done. Moreover, this relationship should be directly

and explicitly planned for as soon as a particular
direction of change is being formulated.

Holt (1987:10) continued in a similar vein by pointing out
that "although a systematic apprbach to the problem may be
helpful, the solution is not merely a matter of procedure".
Holt (1987:12) criticised the work of Fullan and Ponfret:

The notion that change can be better understood by
isolating implementation from curriculum design and
development is a piece of misplaced scientism ...

[which] does not seem particularly relevant to

activities which depend on seeing and Jjudging a

problem as a whole. :

Having established what will be taught in the school,. the
form that the change will take, attention then turns to the

matter of determining the most suitable type of curriculum

organisation for teaching the material.
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CURRICULUM ORGANISATION

The curriculum may be organisedlas a group of subjects, as
a cofe or as a set of activities. The organisation type may
- provide a source of stress which is related to its structure.
Other curricula may also operate in the school. '

The Subiject Curriculum

The subject  curriculum focuses, on individual subject
teaching and is the most common form of curriculum. It consists
of a suitable collection of subjects which may be studied
independently or in relation with each other (Barnes, 1982;
Brady, 1983). The subjectvcurriculum 'is_ mostly organised by a
central authority in which individual teachers have 1little, if
any, capacity to participate. It also tends to fracture the
school into its cbmponent subject departments with little
communication or coordination between depértments. Teaching
focuses on the individual subject. ~Where a teacher looks to
other departﬁents with a view to improving a student's:
programme, it may be viewed as an unwarranted intrusion. The
frustration which may be experienced by teachers through the
lack of opportunities to suggest improvement may lead to a
consequent lack of enthusiasm to make further attempts.
Additionally, an absence of. input in deciding what and how
subject matter is to be'taught may result in an individual's
perception of powerlessness which is linked negativély to job
satisfaction (Kottkamp and Travlos, 1986).

The absence of satisfaction 1is particularly noticeable
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after teachers have arrived at Fessler'é (1983) fourth stage
of a career. Having survived the period of induction and
built up their teaching competencies, the teacher often
requires stimulation to improve professional expertise. The
impetus for professional growth decréases where the
teacher's experience is not used to the school's advantage.
Hosking and Reid.(1985:9) wrote:

There 1is a great deal of evidence to show that when

people are given the opportunity to participate in

decision-making about important aspects of their work

they are more satisfied and experience 1less stress.

On the other hand, those who feel powerless to make

any changes ... often feel a sense of frustration at

not being able to achieve goals.

‘Where the challenge of participation in determining the"
curriculum is absent, McClelland's nAch factor cannot be
accommodated. McGregor'slTheory X becomes even more inappré—
priate for a teacher with considerable classroom experience.
Vroom's theory of motivation arising from the satisfactipn
through pérticipation is also negated. The perception of
powerlessness and the inability to achieve the outcomes an
individual seeks may lead to a lower quality  of performance,
lower self-esteem, and greater job dissatis- faction. Wilkinson
(1988:187) stressed that role conflict 1is a product of the
stress experienced because of a lack of power to alleviate
stressors and that "conflict stress [is] significantly related
to job satisfaction indicators'". Blase (1986:24) also described

the condition: "The inability to achieve job-related goals,:

considered central to an individual's organisational role,

85



4. CURRICULUM CHANGE

tends to result in stress". While an optiﬁal level of stress is
essential to pérformance'(Welford, 1973), "both positive and
negative departures from optimal conditions will result in
excessive stress and submaximal performance".

The rigidity-of the subject curriculum may also be a source
of stress for students. Where students are required to select
optional subjects, difficulties are experienced particularly
when the selection has to be made before a student's future
career is decided.

The Core Curriculum

The core curriculum is considered not as a group of
subjects studied on . a compulsory basis by all students (Brady,
1983) but as an arrangement of subject-matter for study around
current trends or social problems; Emphasis is placed on
problem-solving activities. Greater integration of subjects is
possible with a focus on forms of knowledge. The actual
problems studied and the manner of their study are decided by
joint planning between teacher and pupils. The present needs
and interests of the pupils need to be carefully examined and
constantly considered whilst the curriculum is in operation.

'The advantages of the core curriculum were described by
Barrow (1978:27): |

~ Real life problems are often compléx affairs involving
many dimensions and teaching different subjects as

totally distinct entities may militate against a

comprehensive and multi-dimensional approach.

By removing distinct subjects from the curriculum, Sizer
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(1984:160) felt that greater integratioﬂ would occur: "As the
major goal of schooling is developing the intellect, the very
eggrcise of explaining ends and means and gaining agreement is
itself educational. The essential word is why."

A teacher must have flexible teaching methods when working
in a school with a core curriculum. Again, time is a crucial
factor. Negative feelings are reflected in statements such as:
"I feel overwhelmed, helpless, and angry because I don't have
enough time to design individual curriculum”" (Blase, 1986:26).
Other facets of the core curriculum point to the necessity for

teachers to have those facilities which Hosking and Reid (1985)

described as close contacts with the community, a comprehensive-

knowledge of more than one discipline, flexibility in teaching
methods, and a well-developed problem-solving ability.

The Activity Curriculum

The activity curriculum does not have set subject matter
study. It consists of things to be done rather than things to
be known. It is expected that learning will arise from the
activity through the pupil's participation. Brady (1983)
explained that subjects do not exist per se and that
there is a necessity for teachers to react to the "changing
needs of pupils". The inability to plan ahead and coordinate
sequential approaches to essential knowledge place considerable
stress on the teacher and may, in fact, lead to a decrease of
the teacher's confidence and self-esteem. Due to the

forecasting difficulties and an inadequate time allocation, the

87

for



4. CURRICULUM CHANGE

activity curriculuﬁ argues against a principle for reducing

stress. Wilkinson (1988:187) added:

| Inexperienced staff were largely responsible for
citing role ambiguity arising from uncertainty over
responsibilities which, in turn, heightened a sense
of insecurity, 1lack of confidence, irritation or
anger.

The concept that stﬁdents' interests are uniform at all
stages of learning is questioned. Wilkinson reported findings
of role conflict among staff members: "Senior management
reported stress arising from having to act as intermediaries
between differing interests | which often  required rapid
adjustments to plans or routines". Similar feelings could also
be expressed by teachers working in a school with an activity-
curriculum. A teacher would Arequire an understanding of the
concepts of Maslow's hierarchy, pérticularly the three lower
orders of physical, safety and social needs. Sizer (1984:131)
indicated a princible of planning by teaching children how to
teach themselves: "It means providing fewer answers and
insisting that students find the right. (or at least defensible)
answers themselves". Teaching strategies would need to change:
" "It means that teachers must focus on how kids think than on
what they think".

The greatest problem with the activity curriculum organis-
ation is a lack of organisation. Pupils' interests undergo
dramatic changes during the years that they are at school. Due

to the inabiiity to accurately predict students' future

interests, sequencing a course of study could prove to be
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difficult. Role ambiguity and role confliét would not  be easy
to assuage.

The intrinsic satisfying factors of Herzberg's theory
would dominate, especially when arriving at agreement between
students and teacher. A supervisory .behaviour of the type
indicated by McGregor's Theory X may, at times, be necessary
despite the emphasis laid on learning-- through students'
interests. The need for achievement (McClelland's nAch) would
be an outcome of action. Personal goals similar to those
indicated in Vroom's expectancy +theory provide a further
impetus for learning.

Other Curricula

The extracurriculum, widely accepted as additional to the
school Curriculum, is often seen as‘ anything but extra. It
includes sports and other non-academic or avocational
activities which, in some ways, may be thought of as an
indispensable means to attach a number of students to something
that makes them feel successful (Powell, 1985).

The services curriculum is organised to alleviate or
remove social and emotional problems. While relief of
these problems is a prerequisite to learning, it must be kept
in perspective as only a stepping-stone to engagement.

A major responsibility of teachers and parents 1is to
encourage students to be actively involved in their education.
The aims of education are not being fully realised if a school

is focused on the extracurriculum or the services curriculum to

89



4. CURRICULUM CHANGE

the detriment of the overall purposes of échools.

The illicit curriculum, while not being a legitimate
curriculum, is taken by those 1in active rather than passive
rebellion against school principles. For the few who are
involved in it, the "topics" may include theft, drinking,
smoking, drug-taking, or vandalism. For a somewhat larger
number, it includes active efforts to avoid the legitimate
curriculum without dropping out (Powell, 1985).

School based curriculum development, adoption or
innovation requires collaborative interaction between staff,
teacher and principal, and school and regional office. Well-
established communication between the school and curriculum
experts assists 1in effective implementation. The skill of all
teachers 1is required with the sﬁpport and assistance of
Departmental administration. There is a degree of non-
participation in structuring the subject curriculum. The core
curriculum requires flexible teaching methods with
participatory decision-making. An activity curriculum also
requires flexible teaching methods but the inability to plan
ahead may lead to frustration, role ambiguity, role conflict
and job dissatisfaction.

TEACHING

The art of teaching involves an | acceptance of the
respohsibility to educate all students as well as possible and
according to the constraints of time, materials, accommodation,

and ability. The development of a student's powers of thought,
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taste and Jjudgement is of highest impértance (Sizer, 1984).
Learning can be assisted by creating a supportive environment
and involving parents in the child's education. However, the
pursuit of friendly relationships should not predominate actual
engagement in learning. Powell (1985:91) discussed this
relationship and described the dilemma:
If he [the teacher] gave homework every night, put a - -
lot of pressure [on students] they would naturally
hate him. So he keeps things under control by being
more personal with the kids, being more natural.
Treaties that accommodate lack of student motivation are among
‘the easiest to negotiate as they provide incentives to prevent'
vconflict. "High schools must respect adolescents more and
patronise them less. The best respect is high expectations for
them and a level of éccountability more adult than childlike"
(sizer, 1984:34). -
The student is the key worker in the school and the most
important product of the school is the student's learning. The
necessity to satisfy bureaucratic requirements may have become
so critical that the individual student is overlooked. A
successful school is one which: addpts a "teaching approach
which encourages curiosity, imagination and ratibnality“. It
would also employ "discussion and reflection to enlarge
understanding" (Hughes, 1985:29).
Teachers need time - time to prepare 1lessons and mark

assignments, time to provide individual instruction and assist-

ance, time to discuss pupils with other staff and parents, and
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time develop professional skills. The advéntages of knowing how
a student is faring in other areas of the school permits
concentration 6n weaker points, reinforcement of strengths and
fundamentally personalises the education process. However,
personalisation should not be confused with a cloying sympathy

for the full range of issues which teenagers face. A school is

an ally of the  family; it - can never be a-substitute -for it .-

(Sizer, 1984).

There are competencies that are basic to the art of

teaching (Secondary Education ~ The Future, 1987:25):
. engaging the learner's imagination and curiosity,
. questioning and instructing,
. listening sympathetically,
. encouraging and praising,
. telling stories, anecdotes and histories,
. helping students to do things better, and
. using a variety of teaching styles and methods.
SUMMARY
This chaptef has examined the theoretical background to

the curriculum and has reviewed research of curriculum change.
Concepts and variables which are importanf in understanding and
explaining the relationship between teacher stress and
curriculum change have been identified.

The curriculum is a plan or document which provides details
of knowledge to be taught and skills to be learned. It has been

suggestéd that the actual curriculum consists of all those
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experiences to which a student is exposed during his or her
school life.

The curriculum may, or should, undergo continual
modification and development. While change tends to increase
role overload, a high degree of participation in the
decision-making process can negate the effects of stress.
Curricula or parts of a  curriculum  which have been developed
externally can be adopted by the school or subject department.
Innovation may be provided from within the school. Where
curriculum determinations are decentralised, the capacity to
evaluate community requirements and to shape the curriculum to
those requirements 1is -‘enlarged. School based curriculum
development increases the individual teacher's perceptions of:
ownership, a strategy which assistslin coping with problems of
powerlessness. Teachers require specific abilities with an
adequate supply 6f resources if school based curriculum
development 1is to be effective.

The curriculum may be organised in the form of subjects to
be taught, a core of subject material centred around social
problems and improvement of community life, or learning derived
from activities.

A major aspect of a student's 1learning is his or her
involvement. Students and teachers are "exquisitely sensitive"
of how relationships among them contribute to a relaxed and
tolerable atmosphere. The relationships between pupils and

teacher and how they affect engagement with learning are items
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for negotiation. Time, felationships and intensity .are factors
of involvement. How much does school interrupt the social life
of students? How do people get along with each other inside
classrooms? How high do courses aim? How much do participants
care? The prevention of conflict is a strong incentive in
"negotiating treaties" (Powell, 1985).

The following table presents - definitions and sample -
variables of the concepts which have been discussed in this
chapter.

Figure 7. CONCEPTUAL FRAMEWORK: CURRICULUM CHANGE

CONCEPT DEFINITION ' SAMPLE VARIABLES
School based | Staff make decisions Freedom to determine.
curriculum about what will be School organises,
development taught. : community involved.
Analysis of objectives.
Curriculum Substitution of existing Innovatioh, development
adoption curriculum or units with | and assessment.

curriculum or units
developed elsewhere.

Innovation Creation of a new unit Small- or large-scale
or curriculum. , evaluation of current
programmes.

Development Original production Assessment of change.
of materials and Growth from the
improvement of established curriculum.
the programme.

Subject A number of topics of Logical order. Subjects

curriculum suitable quality and determined in advance.
difficulty. Teacher-directed

: methods.
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Figure 7 (contd). CONCEPTUAL FRAMEWORK: CURRICULUM CHANGE

CONCEPT DEFINITION SAMPLE VARIABLES
Core Study areas formed Integration of subjects
curriculum around sociometry. Emphasis on problem
' solving. Study
determined by teacher
and students.
Activity Based on learning Interest of pupils.
curriculum by doing, not by - Assessment of pupils'
studying subjects. interests. Skills
subjects. taught as needed.
Teaching The art of developing Focus must be on

students' powers of
thought, taste and
judgement.

student's learning.
Time 1s necessary for
individual assistance.
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Chapter 5

FRAMEWORK FOR

FURTHER RESEARCH

The purposes of this chapter are to- establish. a conceptual -
framework and to aetérmine an appropriate methodology for
further research on the relationship between teacher stress and
curriculum change.

OVERVIEW

The concepts and variables which have been discussed in
previous chapters are brought together to illustrate the
relationships of stress " with concépts of the curriculun,
curriculum change, teachers' needs, theories of motivation
and career structures.

In most instances, previous research methodologies have
centred on gaining information from responses to questionnaires
and analysing appropriate literature. Other techniques which
may be used include observations, interviews, tests and group
procedures. In recent years, research into teacher stress has
been conducted in Canada, the United States and Great Britain.
The research methodologies of these studies are described in
this chapter.

Further research of stress experienced by'teachers in

Australian schools would add to the 1limited available
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search has not revealed any previous

studies which have focused on stress and curriculum change.

Elements for a

been prepared for further

curriculum change.

research

questionnaire or interview schedule have

into teacher stress and

CONCEPTUAL FRAMEWORK

-The concepts

‘this dissertation appear in the following tables

questionnaire or

methodology for further

and variables

which have been examined in -

with related

interview items which could form part of the

research into the relationship between

teacher stress and curriculum change.

Figure 8. RESEARCH ELEMENTS: TEACHER STRESS

CONCEPT VARIABLE SAMPLE ELEMENT
Teacher Organisational -~
stress physical resources: |[Obtaining teaching materials
change: |Curriculum changes
standards: |[Interruptions to teaching time
Group -
relationships with
colleagues: |[Cooperation among staff
relationships with
superordinates: |[The attitudes of superordinates
towards you
Individual -
lack of respect: |The attitudes of students
towards you
job uncertainty: |Job security
Burnout Response to -
events: Meeting deadlines
students: Student discipline
teachers: Your interactions with staff
Administrative
support: Support from superordinates
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Figure 8 (contd). RESEARCH ELEMENTS: TEACHER STRESS

CONCEPT

VARIABLE

SAMPLE ELEMENT

Causes
of stress

Role
conflict

Role
ambiguity

Role

overload

Power-
lessness

Emotional
exhaustion

Job
satis-
faction

Pupll problems:
Time pressures:

Job dissatisfaction:

Job-related tension:
Lower self-esteem:
Sense of futility:

Job dissatisfaction:
Poor production:
Anxiety:

Lower self-esteem:
Life dissatisfaction:

Job dissatisfaction:

Poor interpersonal
skills:
Absenteeism:
- Low motivation:

Low participation:

gob dissatisfaction:

Poor production:
Lower self-esteem:

Lack of any positive
feeling:

Sense of physical
exhaustion:

Absenteeism:
High staff turnover:
' Grievances:

Student attitudes
Time to plan and organise

Consistency of demands made of
you

Meeting deadlines )

Attitudes of teachers: -- - -7 -
Attitudes of parents

Expectations of pupils

Amount of work you have to do .
Conflict between the
profession and personal
needs

Student attitudes

Attitudes of others towards
you

Recognition of others for the
work you do

Communication with parents

Questionnaire cover page

Your ability to adapt to new
teaching methods

Your participation in the
decision making process

Opportunities for expressing
opinions

Amount of work you have to do

Attitudes of others towards
you

Expectations of students

Keeping up with new
developments.

Staff absences
Teacher transfers
Class sizes/teaching timetable
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Figure 9. RESEARCH ELEMENTS : CURRICULUM CHANGE

VARIABLE

to role ambiguity:
and role conflict:

CONCEPT SAMPLE ELEMENT
School Skill: | Staff competence
based Individual input: | Your involvement in curriculum
curriculum planning
development Support from
administration: | Support from superordinates
Curriculum Collaborative
adoption interaction: | Your interactions with staff
Curriculum Communication
innovation with experts: | Knowledge of procedures
Curriculum Freedom to
development innovate: | Your freedom to try out new
ideas
Subject Lack of
curriculum involvement in
structuring: | Opportunities for expressing
opinions
Core Flexible teaching - ;
curriculum methods: | Your ability to adapt to new
teaching methods
Activity Lack of detailed
curriculum planning may lead

Students' attitudes
Conflicting demands from
others
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Figure 10. RESEARCH ELEMENTS: ASSOCIATED CONCEPTS

self~respect:
autonomy:
achievement:
recognition:
attention:

Actualisation -
growth:

potential:

status:

t

CONCEPT VARIABLE SAMPLE ELEMENT
Herzberg's | Intrinsic .
motivation Achievement:| Student achievement
theory Recognition:| Recognition for the work you
do
Interest in the job:| Your participation in the
decision making process
Career advancement:{ Your own career advancement
Personal growth:| Opportunities for professional
growth '
Responsibility:| The professionalism of staff
Extrinsic
Policy:| Knowledge of procedures
Administration:| Support from superordinates
Supervision:| Expectations of superordinates
Relations with
~ others:| Conflicting demands from
: - others
Working conditions:| Amount of work you have to do
Salary:| Teachers' salaries
Maslow's Physiological:| Physical surroundings
.thierarchy Safety -
security:| Curriculum changes
protection:|{ Support from superordinates
Social:| Staff sociability
Iove:| Your interactions with staff
Esteem -

"Arguments between your values

and those taught in school
Your freedom to try out new
ideas : '
Student participation
Your own career advancement
Recognition for the work you
do
The attitudes of others
towards you

Opportunities for pfofessional

growth
Your own standard of teaching
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RESEARCH ELEMENTS: ASSOCIATED CONCEPTS

Open school climate:

Work Staff involvement:
environ- Peer cohesion:
ment - Staff support:

Autonomy:
v Task orientation:

Work pressure:
Clarity of
objectives:
Physical comfort:
Innovativeness:

Supervisory control:

CONCEPT VARIABLE SAMPLE ELEMENT
McClelland Need for ]
theory achievement: | Your participation in the
decision making process
Need for power: Staff meetings
Need for
affiliation: | Staff sociability
|McGregor's Theory X: | Expectations of superordinates
theory] Theory ¥Y: | Your freedom to try out new
' ideas .
Argyris' Change agent: | Commitment to accountability
theory] Generate
information: | Time to plan and organise
Inprove decision .
process: | Your participation in the
decision making process
Gain commitment: | The professionalism of staff
Vroom's Satisfaction from
theory performance: | Your own standard of teaching
Increased perform-
‘ance leading to
appropriate rewards: | Student achievement
Thrust Teacher satisfaction: Interruptlons to teaching time

Opportunities for expressing
opinions

Staff motivation

Your interactions with staff

The professionalism of staff

Expectations of superordinates
Opportunities for professional
growth

Parental pressure

Knowledge of procedures

Physical surroundings

Your freedom to try out new
ideas

Paperwork
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Figure 10 (contd). RESEARCH ELEMENTS: ASSOCIATED CONCEPTS

CONCEPT VARIABLE SAMPLE ELEMENT
Incent- Extrinsic: | Teachers' salaries
ives Environmental: { Recognition of others for the
work you do
Intrinsic -
workmanship: | Your own standard of teaching
acceptance: | Interpersonal relationships
agreement: | Arguments between your values
: and those taught in school
Career Seen as -
advancement: | Your own career advancement
profession: | Conditions of your teaching
contract
a sequence of jobs: | Promotion opportunities
a sequence of
experiences: | Opportunities for professional
- growth
Career Present system: | Promotion opportunities
ladder Significance of '
intrinsic rewards: | Your own standard of teaching
Promotion within :
subject field: | Promotion opportunities
Participative
management: | Your participation in the
decision making process
Assessment
difficulties: | Evaluation of staff

RESEARCH TECHNIQUES

Research is primarily concerned with using

advance knowledge. While it

knowledge,
means of

1982). The various

include interviews,

focuses on the

it should have practical

document

information to
acquisition of
applications (Worthingtoh,
research

obtaining data for

analysis, case studies,

observations, questionnaires and field diaries.
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Interviews involve asking questioﬁs to 1individuals or
small groups. This 1is, perhaps, one of the most valuable
techniques. Document analysis involves gathering information
from previous research, dividing it into its constituent parts
and determining the'felationship of the parts to discover
meanings, other relationships and essential features. Document
'analysis may be a multiple division of ‘parts with repeated
examination of the data to arrive at further findings. Case
studies concern examination of separate entities or elements
which bear characteristics similar to a group. Observations
relate to gathering information about what individuals or
groups are doing. They are detailed examinations of phenomena
prior to analysis or interpretation and may include classroom
behaviour, small group interactions,.individual behaviours or
whole-school response. Questionnaires are. capable of being
administered to a large group, all of whom answer the same
questions. The object of a field diary is to record information
which focuses on a particular aspect of the research.

| Teacher stress has been researched by Blase (U.S.A. - two
studies), Hosking and Reid (Australia). Ratséy and Friesen
(Canada), Schwab et al (U.S.A.), Kottkamp and Travlos (U.S.A.),

Seidman and Zager (U.S.A.), and Wilkinson (U.K.).
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OTHER STUDIES

Blase (1984)

Blase constructed a model of coping strategies employed by
teachers which was drawn from content analysed data. "Grounded
theory research focuses on the discovery of substantive
categories, hypotheses, and relationships between and amohg
categories" (1984:176). Definitive patterns in the data- were
revealed and continued cycles of analysis increased refinement.
All categories were then fractured and reorganised which
resulted in greater precision. Coping behaviours identified by

university professors and doctoral students were matched with

the taxonomy. Blase presented the Teacher Stress Coping
Taxonomy to other researchers for " ... testing from a variety

of perspectives and through the use of different research
methodologies."

Hosking and Reid (1985)

Hosking and Reid examined the available literature-
concerned with ways in which teachers cope with stress. As
consultant ‘psychologists to the Teachers Health Centre of the
Victorian Teachers' Union, they related their experience to
research data and also drew on material gathered in interviews
of personnel with responsibilities in teacher welfare. Hosking
and Reid examined organisational structures of schools and the
Victorian Education Department with the aim of providing a
" ... useful starting point for those whose task it 1is to

reduce stress in schools and Government departments" (1985:3).
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Ratsoy and Friesen (1985)

Ratsoy and Friesen defined the terms "stress", "sources of
stress", "magnitude of stress" and "consequences of organisa-
tional stress". The aims of the research were to obtain

opinions, investigate frequency and intensity, compare the
levels of stress of 'personnel, and to examine the organisa-
tional consequences of occupational stress. A 6-person advisory
committee was formed from members of the Edmonton Public School
Local of the Alberta Teachers' Association and the Edmonton
Public School District. "Considerable theorizing and résearch
on stress was received for the study" (1985:5). A diagnostic
workshop iﬁvolving a representative sample of educational
personnel identified, ranked and discussed stress sources.
Finally, questionnaires were disfributed to all district
personnel. The information obtained from questionnaire
responses was computer-analysed. '

The research has probably involved the greatest number of
respondents 1in recent years - 2829 usable questionnaires were
returned. All sectors of the Edmonton public school district
were involved. In addition to classroom-based personnelé others
who participated were district and school-based administrative
personnel.

Blase (1986)
Blase focused on the question of what teachers mean when

they identify work-related factors as sources of stress. His

research was concerned with the design of a Teacher Stress
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Inventory using qualitative research guidelines. Blase received
" completed quéstionnaires from 392 teachers who were enrolled in
graduate cdurses in education at four wuniversities in north-
western, south-eastern, mid-western and south-western regions
of the United States during 1981-3. The average number of years
of teaching in thé group was ten. As most previous instruments
were prescriptive, Biase produced an almost fcompletély'open—
ended instrument for his analysis of sources of teacher stress.
The major aim was to provide participants with opportunities to
describe in detail théir perspectives of work-related stress.

Schwab, Jackson and Schuler (1986)

Schwab et al based their research on a model drawn from

"ekisting research on job burnout and related research from

studies of organizational behaviorﬁ.' The Model of Teacher
Burnout was used to determine the predictors of burnout. Seven
hundred randomly selected teachers were requested to complete a
16-page questionnaire. Schwab et al received a usable return of
48 per cent. The 339 elementary and secondary school teachers
were members of the National Education Association of New
Hampshire. The research aimed to define the organisational and
personal predictors of emdtional exhaustion, depersbnalisation
and low accomplishment, and to define the most important
consequences of each of the three components of burnout for the
organisation and the individual.

Kottkamp and Travlos (1986)

The definitions which Kottkamp and Travlos formed - role
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conflict, role ambigquity and role overload - were drawn from
role theory. The fourth precurser of job stress, powerlessness,
was conceptualised by Seeman (1959). The two affective
responses - emotional exhaustion and 3job satisfaction - were
also examined. "The literature indicated that the job stressors
and affective responses ... have been related to various
behavioral outcomes." Thrust was selected as a prihcipal
behaviour in an organisational setting to provide a positive
contrast to the negative behavioural responses; Questionnaires
were distributed to principals and teachers in 74 high schools
in New Jersey. The research was designed to:

. add to the " ... small stock of conceptually based empirical
- research" of stress among school principals,

. clarify the confusion arising ‘from other research and
studies of stress among school administrators, and to

. elucidate the quantity and intensity of stress inherent in
the principal's position in a school.

Principals compeleted scales to measure Jjob satisfaction
and emotional exhaustion, the two affective responses to wérk,
and the four stressors of roie conflict, role overload, role
émbiguity and powerlessness. Four  independent teacher
questionnaires were divided among teachers of which 90 percent
were completed and usable. The first three teacher instruments
were refined by Abdel-Halim (1978) from Beehr (1976) and Rizzo
et al (1970). Powerlessness was measured by a questionnaire

developed by Zeilinski and Hoy (1983). The principals'
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questionnaire on emotional exhaustion was prepared by Maslach
and Jackson (1978).

Seidman and Zager (1987)

Literature concerning the burnout syndrome was studied by
Seidman and Zager. "There is a need to perfect an instrument
that measures [teacher burnout] accurately, can aid educators
in determining the magnitude of the problem, and targets people
/organisations for intervention" (1987:29). Seidman and Zager
initially administered a 65~-item questionnaire to 217
elementary and secondary school teachers in southern Indiana in
1981. Subsequently, the instrument was refined and administered
to 365 public school teachers in northern Texas in 1983 (see
appendix, figure 20). The instrument was designed to measure
the "relatively recent and unsubétantiated phenomenon" of

teacher burnout. While the Maslach__Burnout Inventory was

designed to measure burnout in general, Seidman and Zager
directed their attention to teachers in particular.
Representatives of teachers' associations rated stressfulness
and degrees of burnout within their schools.

Wilkinson (1988)

Data from three sources were analysed by Wilkinson. An
inventory of stress causes, reactions and coping strategies
provided the background for the "first stage of progressive
focussing". A second instrument focusing on refined data
gathered from a field diary and a further source provided by

taped interviews provided material for a study of teacher
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stress and coping strategies. Questionnaires were completed by
60 members of staff and interviews were conducted with a
representative sample of 12 teachers from the North Tyneside
school (U.K.).

The following table is a summary of the research designs

which have been described in this chapter.

RESEARCHER/S METHODOLOGY

Blase (1984) Document analyses.

Hosking and Reid (1985) Literature research and
interviews.

Ratsoy and Friesen (1985) Group procedures and
questionnaires.

Blase (1986) Questionnaire.

Schwab, Jackson and Schuler (1986) |Document analysis and
questionnaire.

Kottkamp and Travlos (1986) Document analysis and
questionnaire.
Seidman and Zager (1987) Literature research and
: : questionnaire.
Wilkinson (1988) ' Data analysis, field diary,

interviews and questionnaire

Figure 11. RESEARCH METHODOLOGIES

METHODOLOGY FOR FURTHER RESEARCH

THE SETTING

Teachers in Australian schools are experiencing

considerable curriculum changes in response to social trends,
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recommendations from state education. depértments and for the
purposes of accountability as education departments move
towards instituting changes in student certification. Intensive
examinations of organisational and educational policies are
also occurring which involve many teachers within the system.
Critical changes in subject syllabuses make additional demands
of teachers. Time is crucial for staff to discuss new systems
of student certification, to develop new subject syllabuses, to
examine changes which would be required in schools and subject
departments, and to formulate different approaches to teaching
" pedagogy, student profiling and assessment procedures.

Any changes or proposed changes to the promotion system
appear to be either alterations to numbers and redistributions
of administrative loads or, ,wheh suggested by education
departments, appear to place additional responsibilities onto
education personnel's shoulders. This does not assist them in
coping with stressful conditions. Sizer (1984:187) remarked:
" ... The sameness of professional 1life for teachers gives
little incentive for recognized excellence and influence, those
powerful fuels for useful self-esteem".

" PLANNING CONSIDERATIONS

Research is considered appropriate during a time of wide-
spread curriculum change. Further research should reveal
factors which teachers see as stressful and will assist in
determining the relationships between curriculum change,

teachers needs, motivation, the promotion structure, seniority,
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curriculum structure, and stress. The strategies which
teachers use to cope with stress and the effectiveness of those
strategies could also be analysed. Research findings should
provide a framework for higher quality decision making in
future curriculum change.

Worthington (1982) examined the strengths and weaknesses
_of various techniques of obtaining information. Interviews
provide a wide range and depth of responses, allow flexibility,
and comprehensive material can be collected. However, it is
difficult to validate most data, only a small number of people
can be involved, and the interviewer must have good inter--
personal skills. Questionnaires are relatively easy to
administer, the respondent may remain anonymous, and a large
number of people can be invoi&ed. Disadvantages include
the possibility of misinterpreting vqﬁestions, a difficulty of
analysing responses to open-ended questions and a restriction
that closed questions place on responses. Observations can be
useful in demonstrating subtle interactions which are
impossible to detect in other instruments. Professional
judgements of events are possible and immediate or short-term
feedback is provided. However, the observer's reliability may
be questioned, fhe observer's effect on the environment may be
difficult to define, and categories tend to be either too
complex or too simple. Group procedures provide rapid access to
data, allow decision making by consensus and are simple to

organise. On the other hand, the procedures require
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interpersonal skills. They may promote coﬁflict and, because of
'their convenience, are liable to be overused. It is considered
that a questionnaire, interviews, observations and a field
diary are appropriate means of obtaining data for further
research into teacher stress and curriculum change.

SAMPLE QUESTIONNAIRE ELEMENTS

A sample of elements which may be included in a question-
naire for use in future research have been suggested. Drawing
on the concepts and variables which have been discussed in
previous chapters, they could be organised so that the
respondent is able to indicate the frequency of stress arising
from the various sources and the strategies used in coping with
stress. |

Stress may be categorised acéording to its sources. The
questionnaire could therefore, be arranged into the
categories of organisation, administration, students, teachers,
parents, occupation, personal, -and academic programme.
Subcategories may include personal interactions, motivation,
teaching strategies, appropriateness of school goals, extent to
which school goals are being achieved, the pastoral care
system, and reporting of students. Each section of the
questionnaire could begin with a question similar to "Do you
experience difficulties with .....?" It must be emphasised that
a question may relaﬁe to other concepts and variables as well
as those which have been presented in the table (figure 8).

Similarly, different questions may relate to the one variable.
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Interviews with staff representatives would assist in
establishing the reliability of total responses. Further
information about teacher stress and curriculum change could
also be obtained. A slight restructuring of the instrument
would permit the inclusion of non-teaching staff.

The recording and extraction of information obtained from
responses would be simplified by using a computer data base.
Storage on disc would assist the portability of a large amount
of data. Confidentiality of responses may be required which
implies that they could not be stored on a network system.

If research involving a number of schools is carried
out, the cooperation of all participants would be required.
There is the further necessity for the schoel's administrative
personnel to make time available for staff to answer
questionnaires and for interviews to proceed.

SUMMARY

The relationships whicﬁ exist between the conceéepts and
variables of teacher stress and those of curriculum, curriculum
change, needs, motivation, incentives and career structures
have been examined in this chapter.

There are a number of methods of obtaining information for
research. Document analysis was utilised by Blase (1984),
- Schwab et al, Kottkamp and Travlos, and Wilkinson. Seidman and
Zager, Ratsoy and Friesen, and Hosking and Reid reviewed stress
literature in their research. With the exception of Blase

(1984) and Hosking and Reid, all other researchers used
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questionnaires as part of their methodoloéies. Group procedures
were also used by Ratsoy and Friesen. To provide further
information, Kottkamp and  Travlos, and Seidman and Zager
interviewed teachers about stress sources and intensities.
Wilkinson wrote a field diary which focused on particular
aspects of his research. A dquestionnaire, interview
schedule, = observations ~and a field diary appear. to "be
appropriate methods of obtaining information for further
research into teacher stress and curriculum change. The sample
items are drawn from the concepts and variable which have been
discussed in Chapters 2, 3 and 4 of this dissertation.

There has been little study of the relationships between
stréss and change. A deficiency of research into teacher stress
and its relationship with curriculum change would be countered
by further study. While there are considerable changes
occurring in the education systems, student enrolments, student .
assessments and career structures, research into teacher stress

is deemed to be appropriate.
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Chapter 6

SUMMARY

The purpose of this chapter is to provide a summary of the
issues which have been examined in previous chapters. These
issues are related to an investigation of the relationship
between teacher stress and curriculum® change. A discﬁssion of
the implications for furthef.research concludes this study.
OVERVIEW

The main concepts and variables which are deemed to be
important in understanding the relationship between teacher
stress and curriculum chanée have been considered. The
explanations of the relationships have been refined to provide
further clarification of the association of teacher stress with
curriculum change.

The stress which teachers experience has long-term effects
on the organisation of education. The consequences of continued
stress include the inability to achieve» personal and organis-
ational goals, lower morale, disinclination to participate and
a decrease of collegiality.

Over the past few years, the curriculum has received the
attention of many who may or may not be directly associated
with events in the classroom. At the same time, there has been

a change in the role of the teacher.
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Deficiencies in planning, in the pérticipation of those
who are required to implement a change, 1in an examination of
the needs of those who will be involved, and in value
comparisons with that which already exists will cause stress
which may become intolerable. It 1is, therefore, crucial that

all teachers should possess a sense of ownership of those

principles involved in certifiCationi'procedures,"reformulatéd o

policy statements and curriculum change.

The suggested methodology for further research provides
a means to investigate implications emanating from the material
which has been examined in this dissertation.

TEACHER STRESS

Stress has been defined as "an inability to cope
positively with teaching problems" (Seidman and Zager, 1987:
26) . It is related to feelings of low job ;atisfaction with
expressions of the desire to leave the profession. Continued
stress causes physical, emotional and psychological problems.
The causes of stress are fundamental to working conditions,
role behaviour, pupil problems and time pressures (Wilkinson,
1988: 186).

Burnout is considered by some as synonymdus with stress
(Schwab et al, 1986; Ratsoy et al, 1986; Hosking and Reid,
1985). Others view burnout as an outcome of continued stress

which provides debilitative influences to the extent that an
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individual who is thus affected is unable’to work (Blase, 1984;
Kottkamp and Travlos, 1986). Although definitions of burnout
vary, the three concepts involved are emotional exhaustion,
feelings of low accomplishment, and depersonalisation (Maslach,
11982).

Change has a significant influence on stress and

burnout. Stress has, in turn, significant- influences on the ..

effectiveness of curriculum change.
CURRICULUM CHANGE

Curriculum change may involve innovation, adoption or
development. School-level development is regarded as more
successful than change which 1is prescribed by a central
authority. "Curricula devised and produced at the central level
without school or teacher participétion, are 1likely to be
rejected, or be inappropriately used" (Davis, 1980:4). While
control of the curriculum is not necessarily delegated to
schools, sequencing and teaching methods become a school
responsibility.

The current trend of curriculum development 1is an
integration of subject matter into fields or areas of
knowledge. Experience of the 1950s and 1960s encourage caution
over a complete abolition of subjects in the quest for a
totally integrated curriculum. "Subjects may be artificial, but

they provide a useful means to more important ends - so long as
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the curriculum 1is not dominated by thém" (Lawton, 1984:71).
Organisational and individual flexibility, a knowledge of
standards, conviction, clarity of thought, and a team approach
are required for effective school based curriculum development
(Ravitch). |
CHANGE/STRESS RELATIONSHIP

~The attention .which schools receive - from- -community - and
political groups and a gradual chénge in the expectations of
- parents impose more responsibilities, a greater work load and
increasing pressure on the teacher. Many tasks which were
considered to be a part of the duty of raising a family are now
passed on to the school.

Demographic trends, changing economic directions, mounting
uncertainty about the future and inéreaéing competition in the
business world indicate a necessity for change 1in education

(Secondary Education: The Future). Educational accountability

has received closer scrutiny with a resultant introspection of
teaching staff. There has been a general tehdency for teachers
to assume greater responsibility in curriéulum decision-making,
the physical care of children, and the preparation of students
for future vocations (Tyler, 1983). Successive governments have
called for schools to take on further and more diverse tasks
but, disappointingly, there has not been any indication as to

what could be removed from the curriculum. The curriculum has
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been conceptualised as an ever-expanding balloon but the
concept is questionable. The curriculum cannot expand as time
cannot be enlarged. The time span which schools are apportioned
has, with few exceptions, remained the same.

The tendency to increase curriculum complexity by
introducing yet more subjects points to the need for
rationality. Oover the past decade,-- changes relating to “the
curriculum include the " ... advocacy of student democracy,
where less deference to the teaching staff and greater
opportunities for choice refléct some erosion in traditional
authorities" Davis (1980:5). It is in the quality, not the
quantity, where curriculum changes can be made. The first task
is to discuss the reasons for change. Lawton (1984:69) wrote:
"No group of teachers who begin to. look at their own school
curriculum ... will continue for long to be satisfied with the
status quo".

Change requires an adjustment of attitudes andvis a basic
human need. Too little change can be ossifying but too much in
a brief time-span leads to a confusion of ideas, the outcome
of which is a sense of futility. Dissatisfaction, lower
standards of work, lower morale and higher states of anxiety
arise from changes which are thrust upon people, which are
ill-timed and for which implemental requirements are vague.

Role overload 1is the perception of a work load which is in
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excess of the individual's ability to complete in a given time
(Kottkamp and Travlos, 1986). Adequate information about task
expectations is necessary to alleviate problems of role
ambiguity.

A sense of ownership, of accepting the necessity for
.change and a willingness té participate, are important elements
of the effectiveness of-change implementationi Where goals are
clearly defined, are attainable, and are perceived to be of
value, a tension arises which then produces an incentive to
relieve the tension. Antagonism arising from unsatisfied needs
can become a destructive force within an organisation where‘the
individual is subjected to further pressure' from external
sources of the kind described by McGregor's Theory X.

Incompatibility between work aemands and an individual's
desires and needs may intensify if the individual is compelled
to carry out tasks which are contrary to +those wishes or
drives. Work demands are perceived to increase with the
resultant dissatisfaction of both parties - the employer's
concept of the quality of work, and the employee's reaction to
demands. - Role vconflict can also be defined as different
expectations occurring simultaneously (Schwab et al, 1986:16).
As an example, parents' expectations that children should be
taught specific vocational skillé conflicts with the

philosophy that education should be much more comprehensive in
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the student's formative years.

The absence of opportunities to participate in the
curriculum decision-making process and the perception that
~outcomes central to teaching cannot be controlled produces a
feeling of powerlessness which leads to dissatisfaction with
the profession, a lowering of expectations for student
achievement, a decrease in self-esteem, -and Vgreater anxiety
(Kottkamp and Travlos, 1986).

Emotional exhaustion is the result of a high degree of
role ambiguity, role conflict, role overload, or powerlessness.
It is manifested in the physical and psychological symptoms of
a depletion of resources and an inability to contribute
positively. Unalleviated pressure may result in burnout and, as
a consequence, the individual will be unable to work (Kottkamp
and Travlos, 1986).

RELATED CONCEPTS
NEEDS

A need is a lack of something thét, if present, would
further the welfare of the individual. Drives, impulses, goal
sets, urges, motives, desires, wants and wishes are embraced by
the term.

Teachers' needs are related to time - -some needs are
immediate whilst others relate to the future (Morant, 1981).

In-service education should not be fixed in time to certain

121



6. SUMMARY

phases during a teacher's working life but should be a
continuous process which is focused on an improvement of an
individual's capacities to work towards the achievement of
higher school and individual standards.

STRESS SOURCES

The increasing extracurricular demands may prove to be

incompatible to the extent that attention is* turned from the - - -

traditiénal reason for the school's existence. The negative
feelings towards personal accomplishment'(Ratsoy and Friesen,
1985), the problems of a career structure which provides little
extrinsic and intrinsic satisfactién, the multiplicity of
expectations and goals for schools (Sizer, 1984) and the
susceptibility of some teachers to be emotionally exhausted
(Schwab et al, 1986) beg the .question Should all the
responsibility be placed on the teachers' shoulders?

The stress experienced by a school principal is also of
concern as the consequences are felt not only by the principal
but also by staff and students. The principal's leadership
style influences the organisational climate and work environ-
\ment of the school.

STRESS MANAGEMENT

The management of time 1is a theme which underlies the
stress 1literature. The dissatisfaction of being unable to

achieve goals because of improper management of time is a
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crucial factor which works against effecfive curriculum change
and development. The feelings of frustration <caused by
insufficiently achieved objectives adversely affect the school
climate, weaken further attempts at development, and can become
irritating to the point where anxiety overrides practical
considerations (Wilkinson, 1988).

A second theme of stress ~management - is the control of
resources. Where student enrolments decrease, the amount of
money available to a school for annual requisitions
usually follows a similar trend as allocation is normally based
on student numbers. Subjects which catered for smaller student
numbers may become unviable. Staff transfers become limited and
those who are transferred to other schools may not be replaced.
Schools may find that they now héve one or two senior staff
members over quota. Promotion opportunities decrease and
teachers find that they remain at the one school for longer
periods of time. To counter the propensity for becoming
"stale", "falling into a rut" or turning focus from achieving
school goals, fluidity of communication, the contribution of
fresh ideas, and freedom to innovate should be encouraged.

INCENTIVES

Despite criticisms of Herzberg's theory, the incentive of
merit pay, based on extrinsic motivation, does not appear to

have been successful. The concept assumes that a major
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incentive fof good teaching is extra money. The evidence
is inconclusive but it appears that while monetary rewards may
attract people to a profession, they do not provide a strong
incentive for those who are in the profession. Others report
that teachers receive greater reward from intrinsic sources and
that performance-based payment is more likely to.produce morale
probiems than quality teaching. - - = - . o o

As they are presently constructed, career ladders appear
to have one major drawback - promotion based on ability and
experience progressively distances teachers from the classroom.
Difficulties with assessment across the state, the significance
of intrinsic/extrinsic rewards, the inequalities in work loads
of administrative personnel and a lack of staff participation
in the decision process have encoﬁraged the advancement of a
number of suggestions for improving the .structure.‘Most have
been concerned with changing numbers and responsibilities.

Further research into teacher stress and curficulum change
would clarify the influences of incentive structures within the
education system.

FURTHER RESEARCH

The collection of data from a number of schools would
further the research into teacher stress and curriculum change.
A questionnaire, drawing on the concepts and variables which

have been discussed, should fulfil that task.
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Interviews with staff representétives would provide
further depth of responses and should test reliability of
questionnaire responses. Observations and a field diary would
assist research into the school climate, achievement of goals,
and ownership of change.

IMPLICATIONS FOR FURTHER RESEARCH

A number of implications -for further -research have- been’
suggested in this dissertation. The following fields could be
examined:

1. The impact of major curriculum changes on levels of stress

experienced in schools.

Many schools are working towards the implementation of new
syllabuses and student assessment procedures. A number are also
undergoing other forms of organiéational change due to the
requirements of external bodies. ﬁesearqh into teacher stress
should assist the introduction of future changes to the school
curriculuﬁ.

2. The views of education personnel concerning the major

sources of stress.

Before investigation of 1levels of stress or coping
strategies, an examination of stress sources is required. It is
. possible, but not probable, that perceived sources of stress
are quite different from those identified in other parts of the

world. While role cbnflict, role ambiguity, role overload and
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powerlessness are common threads, the uﬁderlying contributing
factors may be ét variance with previous research. The
provision for respondents to identify alternative possibilities‘
is an essential component of a questionnaire.

3. The intensities of stress experienced by personnel in

schools.

It - is anticipated that there'may—béwdifferenceS“in-stress‘ :

levels experienced by school-based personnel which are related
to a number of variables, for example, the number of years in
the job, or the lécation of the school. If this occurs, there
is also the possibility that further examination of stress
causes may lead to suggestions for an improvement of the job

itself.

4. Coping strateqiés which teachers employ when encountering
circumstances viewed by them as being stressful.

Identification of coping strategies will enable the
determination of those which are marked by favourable outcomes
and those which are unsuccessful. Findings may provide
useful information for regional officers and professional
associations in the development of stress management
programmes, for school administrators concerning the forms of
alléviating stress 1in school personnel so that they do not
reach the burnout stage, and for all teachers about the most

effective coping strategies. .
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5. The work environment of schools and the stress levels

experienced by teachers who occupy positions within those

schools.

An investigation of the work environment may provide
examples of the relationships which exist between factors of
the work environment and levels of stress. Aspects which could
be examined | include- associations. between Herzberg's
environmental factors and stress levels, and motivation factors
and stress intensities.

6. Levels of stress experienced in schools and the motivat-

ional stvles which are exhibited with the schools.

Kottkamp and Travlos concluded that a principal's thrust
behaviour did not bear a direct relationship with perceived
role stressors and affective responées. "Most existing studies
probe role perception - affective response relationships rather
than role perception - behavioral response relationships
(1986:246). A questionnaire should provide opportunities for
examining the 1latter aspect which is dependent upon the

significance of the factors identified by respondents.

7. The organisational consequences of stress.

The immediate and 1long-term effects of stress require
attention. Research has 1indicated that immediate effects
include anger, frustration, disappointment, fatigue, Jjob

dissatisfaction, inefficient work habits, and 1little peer
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interaction. Reported long-term consequenées include failure to
achieve personal and organisational goals, health problems
resulting in absenteeism and the loss of collegiality (Ratsoy
et al, 1986; Hosking and Reid, 1985; Schwab and Schuler, 1986;
Seidman and Zager, 1987). A dquestionnaire should provide the
opportunity for respondents to express their views of the
organisational aspects of currichlum'chénée; .'-:-.:'-J}-uf~

8. The levels of stress experienced in schools and levels

identified in comparable studies in other countries.

A comparison with other studies may provide useful
information when examining those positions in which a high
degree of stress is experienced. It could indicate the actions
to be taken in the identification of stressed personnel and
provide info;mation about direct-action coping strategies, the
sources of stress and perceptions of personnel regarding their
ability to handle stress-inducing situations.

CONCLUSIOﬂ
Changes in the business world, social mores, school
organisation, and community and student expectations have
required a reciprocal change in aspects of education and
curriculum organisation.-
Skill, knowledge and experience are required of teachers
in their involvement with the curriculum decision process. Time

is of paramount importance. Clarity of objectives, compre-
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hensive communication networks and fhe -fostering of an
environment which encourages freedom of ideas and expression
are necessary for the effective implementation of change.

This dissertation has investigated the relationship
between teacher stress and curriculum change. Concepts and

variables which are important in understanding and explaining

the relationship--between teacher stress and curriculum change =

have also been identified.

The relationship between teacher stress and curriculum
change has been examined, a conceptual framework has been
built and a methodology for further research has been
ekplored. Possible issues for this further research have also

been identified.

I want this world better taught. Everyone is to
have the best chance of being his best self.
Everyone is to be 1living 1in the light of the
acutest self-examination and the clearest mutual
self-criticism. (H.G. Wells "“"The Undying Fire")

129



Abdel-Halim A.
1978

Andrews J.H.
1965

BIBLIOGRAPHY

Employee affective responses to organizational
stress: Moderating effects of job characterist-
ics. Paper appearing 1in Personnel Psychology,
Vol.31. Cited by Kottkamp and Travlos (1986).

School organizational climate: some validity
studies. Paper appearing in Canadian Education &
Research Digest Vol.5. Cited by Kottkamp &

‘Travlos (1986).

Appleberry J.H. & Hoy W.K. The pupil control ideology of

1969

Argyris C.
1970

Barnes D.
1982

Barrow R.
1978

Beare H. et al

1987

Becker H.
1976

'Becker H.
1977

Beehr T.A.
1976

Blackie P.
1977

professional personnel in '"open" and "closed"
elementary schools. Paper appearing in
Educational Administration Quarterly Vol.5.
Cited by Kottkamp & Travlos (1986).

Intervention Theory and Method: A Behavioural
Science View. Addison-Wesley Publishing Co.,
Reading, Massachusetts. Cited by Bush et al
(1984) .

Practical Curriculum Study. Routledge & Kegan
Paul, London, U.K.

Common Sense and the Curriculum. Allen & Unwin,
London, U.K.

Creating an excellent school: some new manage-
ment techniques. Paper from the forthcoming book
of the same name to be published by Croom Helm.

The career of the Chicago schoolteacher. Paper
appearing in The Process of Schooling
(Hammersley et al).-

Personal change in adult life. Paper appearing
in School and Society (Cosin et al).

Perceived situational moderators of the relati-
onships between subjective role ambiguity and
role strain. Paper appearing in Journal of
Applied Psychology, Vol.61. Cited by Kottkamp
and Travlos (1986). ,

Not quite proper. Article appearing in Times

Educational Supplement, 25 Nov. Cited by Hosking
& Reid (1985)

130



Blase J.J.

1984

Blase J.J.

1986

Boyd . = W.B.
1983

Brady L.

1983

Bush T. et al
X 1980

Caldwell B.J.
1987

Caldwell B. &
1986

Caldwell W.E.
1982

Campbell H.
1980

Caplan R.D.
1975

Cherniss C.

1980

BIBLIOGRAPHY

A data based model of how teachers cope with
work stress. Paper appearing in The Journal of
Educational Administration, Vol.22, No.2.
University of New England. :

A qualitative analysis of sources of teacher
stress: consequences for performance. Paper
appearing in American Educational Research
Journal, Vol.23 No.l
American. education staggers. under the load.
“'Paper appearing
Johnson Foundation
U.S.A.

Inc., Racine, Wisconsin,

Curriculum Development in Australia. Prentice-

Hall, Sydney, New South Wales.

Approaches to School Management. Harper and Row,
London, U.K.

of secondary schools in a climate of

for a seminar of

and district high
(Sep, 29-30)

Management '
change. Paper prepared

principals of high schools
schools in Northern Tasmania.

Spinks J. Policy Making and Planning for School
Effectiveness. Education Department of Tasmania,
Hobart.

& Forney J.W. The relationship of role conflict

and ambiguity and perceived organizational
characteristics between superintendents ' and
‘principals. Paper presented to the American
Educational Research Association, New York,
U.S.A. Cited by Kottkamp & Travlos (1986).

(chairman) Requirements for a curriculum: a
discussion paper. Tasmanian Education Department
& Jones K.W. The effects of workload, role
ambiguity and Type A personality on anxiety,
depression and heart rate. Paper appearing in
Journal of Applied Psychology, Vol.60. Cited by
Kottkamp & Travlos (1986).

Staff Burnout: Stress in the Human Services.
Sage Publications, Beverley Hills. Cited by

Hosking & Reid (1985).

131

in- The Wingspread Journal. The e



Cinciripini
1986

Collins C.W.

1980

Cosin et al
' 1984

Cummings T.G. & Manring S.L. - The

1977

Davis E.
1980

J.
1902

Dewi

Duke D.L.

1987

J.G.
1986

Dunn

Dynan M.P.
1980

Eddington J.A.
1984

Education Dept

of Tasmania
1980

Education Dept

of Tasmanian
1985

Education Dept

of Tasmania
1986

Education Dept

of Tasmania

P.M.

-Random House,

BIBLIOGRAPHY

Cognitive stress and cardiovascular reactiv-
ity: relationship to atherosclerosis, arrhyth-
mias and cognitive control. Paper appearing in
American Heart Journal, Vol.1l1l2, No.5.

et  al Looking Backward. College of Advanved
Education, Canberra, A.C.T. .
School and Society. Routledge and Kegan Paul,
London, U.K.

- relationship between worker
alienation- and work-related ‘behaviour.- "~Paper
appearing in Journal of Vocational Behaviour
Vol.10. Cited by Kottkamp & Travlos (1986)

Teachers as Curriculum Evaluators. Allen and:
Unwin, Sydney, New South Wales. :

The Child and the Curriculum. of

University
Chicago Press. '
School Leadership and Instructional Improvement.
New York, U.S.A.

Realising a classroom asset. Paper appearing in
Curriculum Perspectives, Vol.23 No.1l

Do Schools Care? The Student View. Education
Department of Western Australia, Perth. Cited by
Marsh (1988).

An address on causes, effects and treatments of
stress delivered to pharmacy students at the
University of Alberta. Cited by Ratsoy and
Friesen (1985).°

A discussion

Requirements for a Curriculum:

paper.

Centenary Conference on Secondary Education. A

report.

Secondary education: the future. Paper distrib-
uted to schools.

Secondary Education: The Future. A policy state-
ment. 1987

132



BIBLIOGRAPHY

Everard K.B. & Morris G. Effective School Management. Harper &

1985 Rowe, London, U.K.
Fergusson N. Stress and the Nova Scotia teacher. Paper
1984 appearing in The Nova Scotia Teachers' Union

journal. Cited by Ratsoy et al (1986)

Fessler R. et al Teacher career cycle model: a framework for
1983 viewing teacher growth needs. Paper presented at
the annual meetlng of the American Educational

_ Research A55001at10n held at Montreal Canada.”_...

Fisher D.L. & Fraser B.J. Use of WES to assess science
1983 teachers!' perceptions of school environment.
Paper appearing in Eur. Journal of Science

Education, Vol.5, No.2.

French J.R.P. & Caplan R.D. Organizational stress and
1973 individual strain. Appearing in A.J. Marrow
' (ed.) The Failure of Success, AMACOM, New York,

U.S.A. Cited by Kottkamp & Travlos (1986).

Freudenberger H.J. Burnout: occupational hazard for the child

1977 care worker. Paper - appearing in C¢Child Care
Quarterly, Vol.6. Cited by Kottkamp & Travlos
(1986) . .
Fullan M. The Meaning of Educational Change. Teachers'
1982 College Press, New York. Cited by Print (1988).
Fullan M. & Pomfret A. Research on curriculum and
1977 instructional implementation. Paper appearing in
Review of Education Research (winter).
Gilbert L.A. & Mangelsdorff D. Influence of perceptions of
1979 personal control on reactions to stressful
events. Paper appearing in Journal of
Counselling Psychology Vol. 26. Cited by
Kottkamp & Travlos (1986). :
Glasser W. The key to improving schools: an interview with
1987 William Glasser. Phl Delta Kappan, May.

Gmelch W. et al What stresses school administrators and how
1982 they cope. Paper presented to the American
Educational Research Association, New York.

Cited by Kottkamp & Travlos (1986).

Goffman I.(ed) Asylums. Anchor, New York, U.S.A. Cited by
1961 Steinle & Fletcher (1986).

133



Goodlad J.I.
1983

Goodlad: J.I.
1984

Green D.
1984

Guthfie"J.w.
1986

Hammersley R.

1983

Havelock R.G.

1978

BIBLIOGRAPHY

Cited in Research finds 1little merit in merit
pay (Cordes). Paper appearing in American
Psychological Association Monitor Vol.14, No.9.

A Place Called School. McGraw-Hill, New York,
U.S.A.

A framework for considering the burnout syndrome
Paper appearing in New Doctor, Issue 32. Cited
by Hosking & Reid (1985).

School-based management: the next needed reform.
Paper appearing in Phi Delta Kappan, Dec.

et al The Process of Schooling. Routledge and
Kegan Paul, London, U.K.

The Change Agent's Guide to Innovation in
Education. Educational Technology Publications,
Englewood Cliffs, New Jersey.

Hartley M.C. & Hoy W.K. Openness of school climate and alien-
1972 ation of high school students. Paper appearing
in California Journal of Educational Research,
Vol.23. Cited by Kottkamp & Travlos (1986).
Healy T. Article appearing in the Book Review section of
1984 the New York Times, May.
Herzberg F. One more time: how do you motivate employees?
1968 Paper appearing in Harvard Business Review, Vol.
46 No.1l. '
Holt M. Judgment, Planning and Educational Change.
1987 Harper and Row, London, U.K.
Hosking S. & Reid M. Teacher stress: an organisational
1985 perspective. Paper appearing in The Educational
Administrator, No.25. Victorian Council for
Educational Administration.
House R.J.& Wigdor L.A. Herzberg's dual factor theory of job
1967 satisfaction and motivation: a review of the

evidence and a criticism. Paper appearing in
Personnel Psychology Vol.20.

Hoy W.K. & Miskel C.G. Educational Administration: Theory,

1978

Research and PracticeT Random House, New York.

134



Hughes P.W.

1985

Jankovic M.M.
1983

Johnson S.M.

1984

Johnson

S.M.
1986 ’

Katz D. &
1966

Kahn R. et al
1964

Kanner L.
1974

Kets de Vries M.F.R. (ed.)

1988

Knox S. et al
1986

Kornhauser A.
1965

Kottkamp R.B.

1986

A.TI.
1965

Kraut

Kahn R.L.

BIBLIOGRAPHY

Changing patterns of secondary education.
University of Tasmania.

Factors associated with school principals’
experiences of work-related stress. Unpublished
doctoral dissertation. University of Alberta,
Canada. Cited by Kottcamp and Travlos (1986).

The pros and cons of merit pay. Paper appearing

in Phi Delta Kappa, October.
Incentives for  teachers: what motivates, what _
matters. ‘Paper appearing in Educational -

Administration Quarterly, Vol.22, No.3.

The Social Psychology of Organizations.
Wiley & Sons, New York. Cited by Spuck (1974).
Organizational Stress: Studies in Role Conflict
and Ambiguity. Wiley, New York. Cited by

Kottkamp & Travlos (1986).

Machiavellianism and the secondary schools:
teacher—pr1nc1pa1 relations. Unpubllshed doctor-
al dissertation, Rutgers University. Cited by
Kottkamp & Travlos (1986).

The Irratlonal Executive - Psychoan-
alytic Exploratlons in Management. International
Universities Press, New York, U.S.A.

Stress management in the treatment of hyper-
tension 1in primary health care. Paper appearlng
in Scand. Journal of Primary Health Care, Vol.
No.3 (Sep.)

Industrial Worker: A

Mental Health of the

Detroit Study. Wiley, New York, U.S.A. Cited by
Kottkamp & Travlos (1986).

& Travlos A.L. Selected job stressors, emotional
exhaustlon, job satisfaction and thrust

behav1our of the high school principal. Paper
appearing in The Alberta Journal of Educational
Research, Vol.32, No.3

A study of role conflicts and their relationship
to job satisfaction, tension and performance.
Unpubllshed doctoral dissertation, University of
Michigan. Cited by Kottkamp & Travlos (1986).

135



BIBLIOGRAPHY

LaBier D. Irrational behaviour in bureaucracy. Paper

1988 " appearing in Kets de Vries (1988).
Landers T. & Myers J. Organlzatlonal and admlnistrative theory
1980 Paper appearing in Bush et al (1980).
Lawler E.E. Merit pay: an obsolete pollcy° Paper appearlng
1983 in Perspectives on Behaviour in Organizations.
McGraw-Hill, New York, U.S.A. Cited by Johnson
(1986) .
Lawton D. et al Theory - and Practice of Curriculum Studles. Ceeee
' 1978 - ~ Routledge and Kegan Paul; -London, U.K.- - -
Lawton D. Curriculum Studies and Educational Planning.
1984 Hodder and Stoughton, London, U.K.
Levi L. Occupational mental health: its monitoring,
1979 protection and promotlon. Paper appearing 1n
Journal of Occupat10na1 Medicine, Vol.21.
Levinson H. Management by gullt. Paper appearing in The
1988 Irrational Executive, Kets de Vries (ed.)
Lortie D.C. Schoolteacher: A Sociological Study. University
1975 of Chicago Press, U.S.A. Cited by Spuck (1984).
Iusthnus C.S. Job related tension in Quebec school administra-
1975 tors. Paper presented to the CESEA Conference,
Edmonton, Alberta. Cited by Kottkamp and Travlos
(1986) . _

MacPherson M.A. Burnout and the school principal. Paper
1985 appearing in The Canadian Administrator, Vol.25,
No.1l. Cited by Kottkamp & Travlos (1986).

McClelland D.C. The Achieving Society. van Nostrand Reinhold,

1961 New York, U.S.A.
McClelland D.C. An advocate of power. Paper appearing in
1975 International Management,July. Cited by Robbins
(1980) .

McGrath J.E. Social and Psychological Factors in Stress.
1970 Holt, Rinehart and Winston, New York, U.S.A..
Cited by Blase (1986).

McGrath J.E. Stress and behaviour in organisations. Paper
1970 appearing in Handbook: of Industrial and
Organizational Psychology. M.D. Dunette (ed).

Cited by Hosking and Reid (1985).

136



Margolis B.K.
1974

Marsh C.
1988

BIBLIOGRAPHY

et al Job stress: an unlisted occupational

hazard. Paper appearing in Journal of
Occupational Medicine, Vol.16. Cited by Kottkamp
& Travlos (1986).

Spotlight on School Improvement. Allen and
Unwin, Sydney, New South Wales.

Maslach C. & Jackson S. A scale measure to assess experienced

1978

Maslach C. &
: 1979

Maslach C.
1982

Maslow - A.
1954

Miles M.B.
1987

Milne B.E. et
1986

Mirvis P.H. &
1977

Mitchell D.E.
1983

Morant R.W.
1981

burnout: the Maslach Burnout Inventory. Paper
presented - to the - Western Psychological
Association, San Francisco. - Cited-by Kottkamp
and Travlos (1986).

Jackson S. The measure of experienced burnout.

Unpublished manuscript, - University of
California, Berkeley. Cited by Kottkamp &

. Travlos (1986).

Burnout: The Cost of CcCaring. Prentice-Hall,
Englewood Cliffs, New Jersey, U.S.A. Cited by
Ratsoy et al (1986).

Motivation and Personality. Harper & Row, New
York. Cited by Robbins (1980).

Practical guidelines for school administrators:
how to get there. Paper read at a Symposium on
Effective Schools Programs and the Urban High
School: The Management of Large-Scale Change.
American Educational Research Association
Meeting, Washington, D.C. (April, 23).

al. A stress management programme for inflamm-
atory bowel disease patients. Paper appearing in
Journal of Advanced Nursing, Vol.1ll No.5 (Sep.)

Lawler E.E. Measuring the financial impact of
employee attitudes. Paper appearing in Journal
of Applied Psychology, Vol.62. Cited by Kottkamp
& Travlos (1986).

et al Work Orientation and Job Performance: The

Cultural Basis of Teaching Rewards and
Incentives. University of California, Riverside,
California, U.S.A. Cited by Johnson (1986).

In-Service Education Within the School. Allen &
Unwin, London, U.K. '

137



Mullins J.
1976

Murray F.B.
1986

Musgrave P.W.
1974

NSW Teachers'

BIBLIOGRAPHY

Analysis and synthesis of research utilizing the
Organizational Climate Description Questionnaire
- Organizations other than elementary schools.
Unpublished doctoral dissertation, University of
Georgia. Cited by Kottkamp & Travlos (1986).

Goals for the reform of teacher education: an
executive summary of the Holmes Group Report.
Paper appearing in Phi Delta Kappan, Sept.

(ed). Contemporary Studies in The Curriculum.
Angus and Robertson, Melbourne, Victoria. . . .

Annual conference report.

Federation.
1982
Parry G. et al. The case of the anxious executive: a study
1986 from the research clinic. Paper appearing in
British Journal of Medical Psychology, Vol.59.
Pearlin L. et al. The stress process. Paper appearing in
1981 Journal of Health and Social Behavior, Vol.19.

Porter L.
1962

Porter L. &
1973

Powell A.G.
1985

Price H.
1988

Pring R.
1976

Print M.
1988

Cited by Blase, 1986.

Attitudes 1in management: perceived deficiencies
in need fulfillment as a function of job level.
Paper appearing in Journal of Applied Psychology
Vol.46. Cited by Sergiovanni & Starratt (1979).

Steers R.M. Organizational work and personal

factors in employee turnover and absenteeism.
Paper appearing in Psychological Bulletin,
Vol.80. Cited by Kottkamp & Travlos (1986).

et al The Shopping Mall High School. Houghton
Mifflin_Co, Boston, Massachusetts.

A common administrative structure for secondary
schools and secondary colleges. Unpublished
paper circulated by the Education Department of
Tasmania.

Knowledge and Schooling. Open Books Publishing
Ltd., Somerset, England.

Curriculum Development and Design. Allen and
Unwin, Sydney, New South Wales.

138



BIBLIOGRAPHY

Ratsoy E.W. et al Organizatiohal stress and coping: a model

1986 and empirical check. Paper appearing in The
Alberta Journal of Educational Research, Vol.23,
No.4

Ratsoy E.W. & Friesen D. Ocupational Stress among Educational
1985 Personnel in the Edmonton Public School
District. Department of Educational Administra-

tion, University of Alberta, Edmonton, Canada.

Ravitch D. Paper appearing in Against Medlocrity. Drawn
1985 . .. from the Vanderbilt Unlver51ty s. Educational .
E - Excellence Network. - : - T

Reddin W.J. Managerial Effectiveness. McGraw-Hill, New York,
1970 U.S.A. Cited by Landers & Myers (1980).

Reynolds P. & Clark M. Perceptives on In-service Teacher
1982 Education. Western Australia Post-Secondary
Education Commission.

Rizzo J.R. et al Role conflict and ambiguity in complex
1970 organizations. Paper appearing in Administrative
Science Quarterly, Vol. 15. Cited by Kottkamp

and Travlos (1986).

Robbins S.P. The Administrative Process. Prentice Hall,
1980 Englewood Cliffs, New Jersey, U.S.A.

Schlechty P.C. & Ingwerson D.W. A proposed incentive system
1987 for Jefferson County teachers. Paper appearing

in Phi Delta Kappan, April.

Schools Board The Future of Certification in Tasmania.
of Tasmania - :

1984
Schwab R.L. et al Educator burnout: sources and consequences.
1986 Paper appearing in Educational Research
Quarterly Vol.10, No.3 University of Southern
California.

Schwandt D.R. Analysis of school organizational climate
1978 research 1962-77: toward construct clarification
Unpublished doctoral dissertation. Wayne State

University. Cited by Kottkamp & Travlos (1986).

Seeman M. On the meaning of alienation. Paper appearing in

1959 American Sociological Review, Vol 24. Cited by
Kottkamp & Travlos (1986).

139



Seidman S.A.
1987

Sergiovanni T.J.

1979

Shallcrass J.
1983

Shepard J.
1972

Silverman M.M.
1987

T.S.
1983

Sizer

T.S.
1984

Sizer

Skilbeck M.
1984

Spuck D.W.
1974

Starratt R.J.
19088

Steinle
1986

D.R.

Swent B.
1977

Syrotuik J.
1983

& Zager J.

BIBLIOGRAPHY

The teacher burnout scale. Paper
appearing 1in Educational Research Quarterly,
Vol.11, No.l. University of Southern California.

& Starratt R.J.
ives. McGraw-Hill Inc.,

Supervision - Human Perspect-
New York, U.S.A.

The failure system: education in crisis.
appearing in The Listener, Vol.2, Nov.

Paper

Alienation as a process: work as a case study in
point. Paper appearing in Sociological Quarterly
Vol.13. Cited by Kottkamp & Travlos (1986).

et al. Self-reported stress: findings from the
1985 National Health interview survey. Paper
appearing in Public Health Report, Vol.102, No.1l

High school reform: the need for engineering.
Paper appearing in Phi Delta Kappan, June.

Horace's Compromise: The Dilemma of the American
High School. Houghton Mifflin Co., Boston,
Massachusetts, U.S.A.

School Based Curriculum Development. Harper and
Row, London, U.K.

Reward structures in the public high school.
Paper appearing in Educational Adnministration
Quarterly Vol.1lo0.

Dimensions of the principal's leadership: vision
and dramatic consciousness. Address given at
Ulverstone, Tasmania (Aug.).

& Fletcher X. Do teachers have a career in
schools? Paper appearing in New Education.
International Journal of Education Theory and
Practice, Vol. 8, No.2. .

& Gmelch W.H. Stress at the desk and how to creatively

cope. Paper appearing in Oregon
Council Bulletin, Vol.21, No.4.
Kottcamp and Travlos (1986).

School Study
Cited by

D'Arcy C. Saskatchewan teacher stress study:
report to' respondents. Applied Research Unit,
Saskatchewan Health Department. Cited by

Kottkamp & Travlos (1986).

140



BIBLIOGRAPHY

Telfer R. & Swann T. Teacher motivation in alternate promotion

1986

Thomas A.R.
1976

Tung R.L. &

1980

Tyler J.
1983

Vallance E.
1981

Vroonm V.
1964

structures for N.S.W. high schools. Paper
appearing in Journal of Educational Admini-
stration, University of New England.

The organizational climate of schools. Paper
appearing in International Review of Education,
Vol. 22. Cited by Kottkamp & Travlos (1986).

Koch J.L. School administrators: sources of
stress and ways of coping with it. Paper
appearing in White . Collar and  Professional
Stress. Wiley and ~“Sons, New York, U.S.A. -Cited -
by Hosking and Reid (1985).

A place called school. Paper appearing in Phi
Delta Kappan, March. '

Focus on students in curriculum knowledge: a
critique of curriculum criticism. Paper
presented at the annual conference of the
American Educational Research Association of Los
Angeles. Cited by Marsh (1988).

Work and Motivation. Wiley, New York, U.S.A.
Cited by Johnson (1986) and Kottkamp & Travlos
(1986) .

Waters L.K. & Roach D. Relationship between job attitudes and

1971

Welford A.T.
1973

Wilkinson G.R.
1988
Worthington R.
1982

Zaleznik A.
1988

Zeilinski A.E.
1983 ’

two forms of withdrawal from the work situation.
Paper appearing in Journal of Applied
Psychology, Vol. 55, No.1l. Cited by Kottkamp &
Travlos (1986).

Stress and performance. Paper appearihg in
Ergonomics, Vol.16. Cited by Blase (1986).

Teacher stress and coping strategies: a study of
Eastlake Comprehensive. Paper appearing in
School Organisation, Vol. 8, No.2.

(comp.) School Based Evaluation. Department of
Education, Queensland.

Management of disappointment. Paper appearing in
The Irrational Executive, Kets de Vries (1988).

& Hoy W.K. Isolation and alienaton in elementary
schools. Paper appearing in Educational
Administration Quarterly Vol.19, No.2. Cited by
Kottkamp & Travlos (1986).

141



APPENDICES

142



APPENDIX 1

143



Appendix 1

The following questions appeared in an 1nstrument designed by
Maslach. Respondents were asked to rate how often they had
those feelings and how strong the feelings were.

I feel emotionally drained from my work.

I feel used up at the end of the day.

I feel fatigued when I get up in the morning and have to face
another day.

I can eas11y understand how my students or subordinates feel
about things.

I feel I treat some people as if they- were 1mpersonal objects.
Working with people all day is really a strain for me.

I deal very effectively with the problems of others.

I feel burned out from my work.

I feel I'm positively influencing other peoples lives through
my work.

I've become more callous towards people since I took this job.
I worry that this job is hardenlng me emotionally.

I feel very energetic. .

I feel frustrated by my job.

I feel I'm working too hard on my job.

I don't really care what happens to other people.

Working with people directly puts too much stress on me.

T can ea51ly create a relaxed atmosphere.

I feel exhilarated after working closely with other people.

I have accompllshed many worthwhile things in this job.

I feel like I'm at the end of my tether.

In my work, I deal with emotional problems very calmly.

I feel others blame me for some of thelr problems.

Figure 12. THE MASLACH BURNOUT INVENTORY
(Maslach and Jackson, 1978)
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This questionnaire is designed to determine what is stressful
for you in your work in school. On the following pages you will
be asked to identify and describe several factors that are
stressful for you, the approaches you use to deal with stress,
and the effectiveness of such approaches. Please describe only
one major stress factor on each of the following pages. (It is
very important that you include enough description for each of
the questions asked to present a clear picture of what you
mean.) You will be asked to describe work factors that are
very stressful for you. Before going on, please respond to the
questions below.

Present teaching S elementary
level junior
middle
high sch
Male Urban
Female Suburban
Rural

Subject/specialization
Number of years in teaching

FACTOR (

1. Identify stress factor:

Describe fully what the stress factor means to you. Give an
example to illustrate what the stress factor means to you:

2. Explain why the stress factor you identified causes you
stress:

APPROACHES

3. List and describe the most important typical approaches (if
any) you use to deal with stress factor identified above
indicate the degree of effectiveness (or ineffectiveness)
of each approach. (Do not exclude approaches you may feel
are socially unacceptable.)

Not very . Very
effective effective
a. 1 2 3 4 5
b. 1 2 3 4 5
c. 1 2 3 4 5
d. 1 2 3 4 5
FEELINGS

4. Describe your typical feelings associated with the stress
factor.
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APPROACHES

5. List and describe the most important approaches (if any)
you use to deal with your feelings identified in number 4
and indicate the degree of effectiveness (or
ineffectiveness) of "each approach. (Do - not exclude
approaches you may feel are socially unacceptable.)

Not very Very
effective effective

2050
HH;H
NN N
uuu;b
p»#p
mm@m

Figure 13. THE TEACHER STRESS INVENTORY QUESTIONNAIRE
, ' (Blase, 1986)
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Appendix 2

HIRST

LAWTON

SEC. EDUCATION

Empirical knowledge
in the physical and
social scilences.

Religious knowledge

Mental or personal
knowledge involving
explanations of
human behaviour in

will, hopes,

Moral knowledge.

terms of intentions,
belief.

Physical and
biological
sciences.

Humanities and
social sciences -
history, geography
classical studies,

religious studies: -

Interdisciplinary
work.

Moral education.

Health, physical educ-
ation and recreation.
The social sciences
including history and
geography, and studies
of economics, politics,
cultures and religions.

The study of work and
daily life (including
studies of family life,
child care and personal
relatlonshlps)

(Being concerned about
values and beliefs.
This includes how ideas
and actions reflect
beliefs, making moral
judgments and apprec-
iating the values,
rights and obligations
of ourselves and others)

Aesthetic Literature, film The arts - including
knowledge. and television. literature, music, art,
Expressive and drama, the media and
creative arts. other expressive and
practical arts.
Mathematical Mathematics. The sciences and
knowledge. mathematics - including
' their applications.
Languages - using and
studying the English
language and other
languages.
Figure 14. FORMS AND FIELDS OF KNOWLEDGE
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Appendix 3

immediate professional
needs (require short-
term satisfaction)

SN

induction and refreshment

N\

the teacher . |the teacher as a the teacher as
working on member of a ‘ a member of a
his own functional group whole staff

refreshment, extension and conversion

N/

less-immediate
professional needs

(require longer-
term satisfaction)

Figure 15. Professional Needs and their Relationships with Time
(after Morant 1981:12) ‘
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Appendix 4

BAND 1
(Main responsibilities in classroom)

Level 1 Classroom teachers’
Resource teachers - Appointed by school
One year in office
Reduced teaching time
Replaces seniors if desired

Level 2 Senior Teachers - Salary of classroom teacher plus
: 3- or 5-year term
Appointed by school to be approved
by Regional officer.

Level 3 Assistant Principal - Fixed term of office

A BAND 2
(For Principals and Deputy Principals)

Deputy Principal - Permanent or 5-year term
» 1-2 years probation
One deputy per school
Principal - 5- or 7-year appointment ) Parents to be

" Salary dependent upon school size ) represented on
selection panel

Figure 16. THE TASMANIAN TEACHERS' FEDERATION Model 1
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GROUP A GROUP B

Senior classroom teachers
Annual salary levels

Classroom teachers
Annual salary levels

| | 1 | I I R || [ |
1l 2 3 4 5 6 7 8 9 10 11 12 13
GROUP C o . " GROUP D
Administration positions Principal
3-year appointments Senior administrative
staff
| | | | |
9 10 11 12 13

1. Annual increments stop at 8. Teacher is now in Group B and
is eligible to apply for Group C. :

2. On gaining promotion, a teacher enters Group C one level
above present salary level and returns to Group B on that same
level. Therefore, salary is not lost on return to Group B.

3. If applications are unsuccessful or the teacher does not
apply, the teacher remains at increment 8.

4, If another Group C position 1is gained after returning to
Group B, it will be on level 10. The teacher returns to level
10 Group B. This continues until level 13. :

5. If a person gains a Group D position, the position is again
offered at a 1level above the person's present level (with
a consequent increase in salary).

Figure 17. THE TASMANIAN TEACHERS' FEDERATION Model 2
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FOR 1990 SCHOOL POPULATION

New Classification ~ Student Population Number of Schools
A Less than 400 31
B 401 to 550 15
C 551+ 14

Comprising 25 District
high and 35 high schools

Each school receives a per capita grant for . senior staff
payments after State appointments from which to offer payment
for Posts of Responsibility.

[state appointments|

N

Class A Class B Class C
Principal Principal Principal
V.P. V.P.
Curr. Officer
Principal
others
appoint

Posts of Responsibility
Term appointments renewable

Extra State funds for
a permanent allowance
for teachers of excellence

Figure 18. THE TASMANIAN TEACHERS' FEDERATION Model 3
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Assistant Executive Head
Principal Teacher Teacher
No. of No. of No. of No. of
Students positions positions ~ positions
B School College| School College | School College
300-399 1 1 3 9 .
400-499 1 1 4 9 1 per 50| 1 per 45
500-599 2 2 5 9 pupils pupils
600-699 2 2 6 10
700-799 3 3 7 11

Figure 19. THE PRICE PROPOSAL
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I. CAREER SATISFACTION

1. I look forward to teaching in the future.

5. I am glad I selected teachlng as a career.

10. Teaching is more fulfilling than I had expected.

12. If I had to do it all over again, I would not become a
schoolteacher.

19. I look forward to each teaching day.

II. PERCEIVED ADMINISTRATIVE SUPPORT

3. I get adequate praise from my: superv1sors for a job P

well done.

8. I feel that the administrators are willing to help me
with my classroom problems, should they arise.

11. I believe that my efforts in the classroom are
unappre01ated by the administrators.

15. My supervisors give me more criticism than pralse.

18. I feel that the administrators will not help me with
classroom difficulties..

20. The administration blames me for classroom problems.

ITI. COPING WITH JOB-RELATED STRESS

2. I feel depressed because of my teaching experiences.

4. The teachlng day seems to drag on and on.

7. My phy51ca1 illnesses may be related to the stress in
this ]Ob.

9. I find it difficult to calm down after a day of
teaching.

13. I feel that I could do a much better job of teaching if
only the problems confronting me were not so great.

14. The stresses in this job are more than I can bear.

IV. ATTITUDES TOWARDS STUDENTS
6. The students act like a bunch of animals.
16. Most of my students are decent people.
17. Most students come to school ready to learn.
21. Students come to school with bad attitudes.

(Numbers indicate the placement of the item when the instrument
is administered.)

Figure 20. THE TEACHER BURNOUT SCALE
(Seidman and Zager, 1987)
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