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ABSTRACT

Many studies have recognised the prevalence of stress in teaching and the multi-
faceted nature of teacher stress (Dunham 1992, Brown and Ralph 1993, Boyle et al
1995). Some studies have however highlighted the importance of school
organisational factors (Tollan 1990, Proctor 1993, Hart, Wearing and Conn 1995).

This aspect has increased in importance due to the pace and extent of curricula and
organisational changes within the teaching profession (McHugh and Kyle 1993,
Badger 1994). This research has therefore focused on examining organisational
factors and particularly their relationship with other stress factors. The stress model
used throughout this research has been the theoretical model of processes involved
in psychological stress causation, continuation and change 'PSYSTRESS' (Hinton
and Burton 1992). Four studies were conducted for this research with a total of 212
teachers from both the Primary and Secondary sectors. One of the principal aims of
the research was to develop and evaluate a whole-school stress management
package focusing on issues arising from organisational factors and particularly
organisational and curricular change.. The studies examined the relationship
between stress factors in teaching, the roles of perceived organisational change,
personal planning, responsibility and concern and the relationship between stress
variables and dimensions of the school organisational climate - some specially
prepared questionnaires were constructed for these studies. A further study
examined the effects of an intervention programme using three different treatment

conditions - whole school, individual counselling and one dealing with an aspect of



the curriculum. The results showed statistically significant relationships between the
stress factors within the 'PSYSTRESS' model indicating its suitability for stress

research with the teaching profession.

The results also highlighted the relationship between organisational climate and
work stress. A factor analysis with organisational climate and the 'PSYSTRESS'
model identified three factors which were named 'leadership insight', ‘workplace

ethos' and 'innovatory climate'.

The results of the evaluation of the intervention programme showed that all three
factors - organisational, curriculum and individual counselling should be considered
within a comprehensive package for stress management in schools as no one
particular method was significantly more effective, in all the measures used in the

evaluation, than any other. Each method showed merits in specific areas.

An applied model of dealing with teacher stress in the workplace was developed - 'a
reciprocal model for intervention' - this model highlights the interaction between the
different factors all of which need to be considered if work stress in teaching is to be

effectively addressed.
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Chapter 1

Psychological Stress



PSYCHOLOGICAL STRESS

Introduction to Stress

The use of the term 'work stress' has increased in frequency in recent years. It is
now used openly and freely in a range of workplaces to describe the harmful effects
of the interaction between employee and employment. Unfortunately, the popularity
of the term has obscured its clarity and this has resulted in the term being “misused”.

It has also been suggested (Proctor 1993) that the term is also a misunderstood one.

It is essential, therefore, that a well researched and accepted model of psychological
stress is identified in order to provide a framework for effective and useful research

into the phenomenon of stress in the workplace.

For the purposes of this study Hinton's Theoretical model of Processes Involved in
Psychological Stress Causation, Continuation and Change 'Psystress' (Hinton and
Burton, 1992) has been selected. This model considers a range of variables which
appear to have relevance to research examining work stress in schools.

Additionally, this model offers a comprehensive view of a range of the interactions

between stress generating and stress response factors.



Response Based Models

Earlier stress models appear to be principally ‘response based’. Stress was seen as
‘a non-specific physiological response of the body to any demand made upon it by
the environment' (Selye, 1956). As a development from this Selye (1982) identified
a 'General Adaptation Syndrome' which focused on the nature of the adaptive
response to a stress provoking situation. -Selye viewed this in three connecting
stages - 'alarm’, 'resistance’ and 'exhaustion’. The 'alam' stage provoked emotional
physiological changes; the ‘resistance' stage was characterised by increased activity
of the anterior pituitary and adrenal cortex which helped the person adjust to the
stressor, but if the stressor were excessive and the resistance stage could not be
sustained, exhaustion would set in. Selye argues that these stages were essentially

phases of adaptation and formed a basis for developing the entire concept of stress.

Doubts, however, were raised about the adequacy of this explanation and the model
advocated by Selye. It appeared to ignore the psychological impact of stress and
the interactive role of the individual in the causes and development of stress.

Doubts were therefore cast on the model's inflexibility and the basis for being able to

predict individuals responses to different stressors (Insel and Moos, 1974: Lazarus,

1966: McGrath, 1970).



Stimulus Based models

Stimulus-based models of stress followed which focused on 'stressful life events and
life adjustment (Holmes and Rahe, 1967: Holmes and Masuda, 1971). Although
they acknowledged that not all significant life events were negative or stressful, there
was a common theme to all such events which resulted in a significant change in the
life of a person, to the extent that a degree of adjustment on the part of that individual
was necessary. To support this model, the 'Social Readjustment Rating Scale
(SRRS) (Holmes and Rahe, 1967) was developed. This rated 43 life events on a
scale from 10 (minor violations of the law) to 100 (death of a spouse). Therefore, the
higher the total score on the SRRS for an individual, the greater the likelihood of the

onset of stress related illness.

This model possessed similarities to Selye's model in its simplicity and its
relationships between environmental events and iliness; it differed in that Selye's
model was based on physiological responses, while the stimulus based model
conceptualised stress in relation to the nature and number of life events experienced
by an individual over a period of time. The simplicity, however, of the model and
more specifically the SRRS resulted in some criticism which highlighted serious
flaws in the model. Brown (1974) asserted that the vagueness of the narrow
statements of the SRRS did not allow for individual variations of responses from
individuals encountering similar life events. It, therefore, ignored individual's coping
capacities in adapting and adjusting to particular life events. The models proposed

by Seyle (1956) and Holmes and Rahe (1967) did not consider personal



perceptions, and were too crude and mechanistic to provide a sound all embracing
model of stress. Their models, therefore, paved the way for more sophisticated
models which considered a range of aspects including personal perception,
personality factors and the factors which mediated between stressors and the

physical and mental responses of stress.

Transactional Models

Transactional models essentially provide an appreciation of the dynamic transition
between an individual and his environment (Cox, 1988: Lazarus and Launier, 1978:
McGrath, 1970). These essentially ‘cognitive’ models considered personal

perceptions and the role played by emotional and behavioral responses.

Lazarus (1966, 1976) therefore contributed to the widening of the concept of stress
in his interactionalist model. He proposed that 'stress occurs when there are
demands on a person which tax or exceed his adjustive resources'. Lazarus
emphasizes that 'stress is not simply out there in the environment'. Every individual
will experience and respond to stress differently depending on their ‘cognitive
apraisal'of the situation and the adequacy of their coping mechanisms in responding

to factors such as 'threat’, 'conflict' or ‘frustration' (Lazarus and Folkman, 1984).

Key aspects of 'cognitive appraisal' include 'primary appraisal' - which refers to one's

initial judgement of a situation; secondary appraisal in which a person attempts or



considers some action, its possible consequences, and reappraisal when the
situation is reviewed because of new information and feedback from responses.
Thus stress requires a judgement that environmental or intermal demands tax or

exceed the individual's coping resources (Holroyd and Lazarus, 1982).

Cox and Mackay (1985) further developed the importance of the individual's
cognitions and perceptions in the stress experience. Their transactional model
suggests stress is the result of complex interactions between the person and the
environment. As a result of this interaction some demand is placed upon the person,
which requires mental or physical action. The individual must make a 'cognitive
appraisal' of the 'perceived demand' and of his/her 'perceived capabilities’. Stress
will arise when there is an imbalance between the two and the greater this
discrepancy, the greater the stress. The stress responses can also be viewed as a
person's means of '‘coping ' and the perceived consequences of these coping
responses form an element of this model. Feedback is also an important component
of the model. The stress response can alter the perception of the demand. Cox
therefore views these mechanisms as being concemed with maintaining the

individual in equilibrium.



‘Psystress' Model

Hinton (1990) however develops this model further. He also views stress as an
intervening variable, which forms part of a cybemetic system of transactions
between man and the environment. Hinton also proposes that stress results from an
imbalance between perceived demands and perceived capabilities, and that this
occurs through cognitive appraisal. He emphasizes that this process is both
subjective and idiosyncratic. Part of this process involves self-assessment of
Perceived Coping Incapacity (PCI), and he refers to this as the primary stress
generation factor in the model. A further necessary component of stress generation
is the individual's perceived non-satisfaction of needs (Pernos) which is also
incorporated into the model. Therefore in a situation where Pernos is zero, it is
unlikely that psystress would be present. As an intervening variable, stress can only
be measured from stress generation factors and responses. Hinton et al (1987)
devised the Cognitive Appraisal Stress Test (CAST) to measure Perceived Coping
Incapacity (PCI). To assess the effect that perceived non-satisfaction of important
needs was having in contributing to stress Hinton et al (1989) developed the
perceived non-satisfaction of needs ratings scale (PERNOS). Stress can also result
if the individual believes he or she is receiving little social support in relation to PCI.
In order to measure this factor Hinton (1991) devised a Social Supports Scale

(SOCSUP).

The response to stress is manifested physiologically, emotionally, cognitively and

behaviourally in Hinton’s model. Physiological stress responses can be measured



by assessing psychosomatic symptoms and self-medication. To measure
psychosomatic ailments Hinton and Rotheiler (1988) and Hinton et al (1987)
developed the Psychosomatic Symptoms Scale (PYSOM). A self-medication scale
was devised by Neilson (1992). In order to assess the emotional component of the
stress response Hinton et al (1989) developed the emotional response to stress test
(ERST). Behavioral responses to stress are measured by work behaviour stress
responses (WRST 1 and WRST 2). WRST 1 looks at more subjective responses,
such as asking the subject whether their work gets disorganised, whereas WRST 2
asks about more objective responses to stress, such as how often the subject is

absent from work, not due to iliness.

Hinton's model also considers a person's motivation to cope with a perceived
demand as being important in determining the behavioral stress response. The
individual's motivation is included in the model as a moderating variable and Hinton
et al (1989) developed a General Motivation Scale (GEMOS) to measure this.

Feedback is clearly a feature of this model.

The psystress model has undergone considerable piloting and revision. Essentially
it is an evolving model and from 1990-96 a considerable amount of studies reported
in journals and at international symposia support the development and the validity of
the psystress model (see Appendix to References Vol. 1). Its validity as a model for
understanding psychological stress in the workplace appears sound. The figure
below highlights the central components of this model. It can be seen that perceived

coping incapacity (PCI) and perceived non-satisfaction of needs (PERNOS) are the
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central factors in this model. PCI therefore may be reduced by physical and social
support and in turn, have an effect on ones physiological and psychological

attributes.

The model appears a robust one and has undergone analysis focusing on the
validity of the questionnaires, the appropriateness of the questionnaires in relation to
the model and its application through different modes of measuring stress - one-
subject case study and group psychometrics. Additionally the model is essentially
derived from the transactional view of perceived stress (Cox, 1978) which is widely

accepted as a valid model of understanding stress in the workplace.

One area of weakness however within the psystress model may relate to its
application throughout the piloting stages. The vast majority of the studies were
conducted in work environments other than schools, only a few studies took place in
schools, and a number of these were in relation to this present piece of research. A
major part of the validation of the psystress model derived from studies with shipyard
workers - a workforce which were certainly undergoing changes but the nature of
these changes and the type of work involved is clearly quite different from that

witnessed in schools.

Another criticism which may be levelled at the psystress model is that it is an
evolving model. From 1988 until the present the model has been revised and
extended. Does this imply that in its earlier form it was not a valid model for

measuring stress? If it were why therefore does it need to undergo constant

10



revision? The question therefore which is particularly relevant to this piece of
research is that although the model has been revised since it was utilised for this
current research are the findings in relation to the psystress model still valid? It is
suggested here that they are still valid because the principal aspects of the model -
the role of PCI and PERNOS and the psychological responses are still central
aspects of the model. The revisions which have taken place in fact have actually
confirmed the central role of those aspects. For example one of the significant
additions has resulted 'from salivary analyses and this has been found to provide
some indications of work stress and perceived challenge from work demands
(Hinton and Burton, 1996). These findings have not altered the actual model but
have in fact confirmed the importance of cognitive and physiological responses in a
measure of Work stress. The model acknowledges that behavioural coping
responses can lead to changes in environmental demands and this can lead to a
reduction in physiological and psychological needs. It also acknowledges that some
behaviours such as absenteeism can actually lead to increased environmental
demands. The work environment, its demands and its changes appear to be a major
influencing aspect of the psystress model. In view of this it can be argued that the
model does not adequately analyse the precise nature of these environmental
demands and particularly the nature of the changes in these demands. What's more
the scale which is used to deal with work environment does not differentiate between
different work environments. For example some of the questions relate to toilet,
wash room and shower facilities. These may have a high priority with, for example,
shipyard workers but may not be so influential in producing or alleviating

environmental demands with teachers in school. This perhaps relates in some way

11



to the previous point that many of the validation studies took place with populations

other than teachers and in the main with manual blue collared workforce.

The model also acknowledges that work stress may be acute or chronic (Hinton and
Burton, 1996) yet the instruments used to assess the extent of workstress do not
actually provide any data or suggest a cut off point to differentiate between acute
and chronic stress. The criteria used of combining PCI and PERNOS with low
motivation and low social supports can be just as valid with acute work stress as with
chronic work stress. The instruments and hence the model do not provide
qualitative data to distinguish between chronic and acute or even to identify the most

influential stress factors in the actual workplace.

Although the model does appear to offer a valid examination of the general variables
influencing work stress it does not provide the most specific illuminative data which

could be utilised in for example an intervention programme.

Levels of stress can only be gauged indirectly, that is from the input of PCI and
PERNOS and from its effects estimated in terms of emotional response,
psychosomatic complaints and motivational state. Additionally the responses are
subjective and in relation to physiological responses in particular there must be
some doubt as to whether a subject who is undergoing considerable work stress and
perhaps displaying physiological symptoms of this is actually in a position to

recognise this and what's more record it accurately in a self-report questionnaire.

12



This type of data can perhaps be more effectively obtained as the starting point in an
actual intervention programme which can commencé with a specific stress audit

(Dunham, 1995).

Salivary cortisol sampling is one example of additional physiological responses
which correlate with the psystress model. Yet recent studies suggest that this
measure may be contaminated with other factors such as defensiveness and

individual personality differences (Brown et al, 1966, Martin, 1997).

Additionally salivary cortisol sampling does not take into account the variance due to

individual differences in normal cortisol levels (Charlton, 1991).

The psystress model acknowledges the limitations of self-report scales and the lack
of objectivity which can result in such scales. This is particularly the case in relation
to work stress because although there is now less stigma attached to work stress
(Proctor, 1994) it is still an area where self disclosure can be difficult. To overcome
this limitation the psystress model has sought to include physiological measures
which can help to confirm the responses from the self-report items. For example the
use of miniature psychophysiological multi-channel recorders can be used in the
workplace to record ambulatory rate. The subjects would be able to record their own
ratings of psychological state and this can be used to supplement the responses
recorded in the subjective report scales. This procedure however was not used in
this present research and thus the limitations of self-report and particularly in this

area, need to be considered in an analyses and discussion of the responses.

13



It must also be acknowledged that the psystress model is not totally all embracing in
consideration of all the factors relative to stress genération and responses. For
example it does not consider climatic factors, such as those producing seasonal
affective disorder (SAD) and racial, cultural and class differences. The model does
not directly focus on factors outside of work which can have a considerable bearing
on ones tolerance to work stress. Those can include for example, family care
expectations, domestic responsibilities and levels of family and social support
outside of the workplace. These factors could influence perceived non-satisfaction
of needs (PERNOS) and perceived coping incapacity (PCI) (Hinton and Burton,
1996). The importance of considering ‘total load’ in work stress research is

emphasised by Frankenhaeser et al, 1991.

The psystress model therefore provides a framework for assessment of
psychological work stress but its limitations need to be considered, particularly those
in relation to self-report items. It should also be acknowledged that the additional
psychophysiological measures which help to supplement the self-report items thus

strengthening the model, were not included in this research.

The psystress model therefore provided a useful framework for this research but its
use resulted in limitations in utilising the responses for the development of an in-

service intervention programme.

The psystress model is, however, a great deal more comprehensive than Cox and

Mackay's. It is appealing because it provides a framework for work stress research

14



which considers transactional influences and the systemic context of individuals and
individuals within organisations. It is particularly appéaling for this study since it
acknowledges the role of social support, responsibility and concern, motivation and
goal orientation and behavioral and environmental factors. These factors are of
concem to the teaching situation and school system, and social support in particular
has a strong focus in this particular study. Placing this model against the context of
the school organisation seems realistic and worthwhile. Hinton's model, therefore,
while retaining the transactional principle can be adopted to consider and explain the
role of systemic factors in relation to an individual's perceived stress. It also
incorporates feedback factors and the influence of personality factors. A
diagrammatic representation of the model can be seen in Appendix 38 (Vol. 2,

p.162).
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Chapter 2

Occupational Stress
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OCCUPATIONAL STRESS

Karasek's Job Strain Model

A number of models of occupational stress can also be identified. One such model
is Karasek's Job Strain model (Karasek, 1979) which looks at the effects of job
demands and the freedom for decision making available to the individual in relation
to psychological strain and subsequent occupational stress. Thus, according to the
model autonomy, the opportunity to utilise their skills and control over the working
environment will result in workers viewing their occupation in a more self-fulfilling
manner. This model, therefore, has practical implications both in relation to job

design, organisational aspects of the workplace and the role of the workforce.

Moo's Model

Another model of occupational stress is Moos' model (Kiritz and Moos, 1974: Moos,
1988). This model focuses on environmental factors in the workplace, particularly
on the 'social climate’. This model asserts that social environments have unique
personalities, in a similar fashion to individuals, and therefore can be perceived as,

for example, 'warm and supportive; or 'bossy and controlling'.

17



The model identifies three underlying dimensions common to all work settings. The
'‘Relationship Dimension' which relates to the extent té which individuals help and
support each other. This can help determine the extent of, or indeed, prevent
occupational stress from arising. The other dimensions, 'Personal Development
Dimensions and the System Maintenance and Change Dimension relate to
autonomy and responsibility and the level of structure and openness to change
respectively. The model implies that these three dimensions are likely to be the

source of occupational stressors.

Moos' model which highlights the importance of social support and work climate is
closely linked to the concept of organisational climate. This concept is of
fundamental importance in this current research and is the main focus of the study

described in chapter ten.

Sources of Stress in the Workplace

Social support in the workplace has also drawn much attention from researchers.
The interactive nature of the workplace provides an opportunity for social supports
(Payne, 1980). Williams and House (1985) assert that social support in the work
setting has a greater effect on job strain than non-work sources of support.
Furthermore Winnubst, Buunk and Marcelissen (1988), following a longitudinal study
assert that social support from supervisors is of far more importance to the worker

than such support from colleagues. Glowinski and Cooper (1985) consider that

18



social support may be more significant in occupations where team work plays an
important role. Considering these studies it seems apbropriate to study the aspect
of social supports in school. The 'supervisor' or headteacher plays a key role in the
functioning of the school and increasing the teacher’s role .in becoming more of an

interactive one, working within a team rather than an individual, solitary one.

These studies, therefore, portray a picture of the importance and influence of work
organisations and work environments, particularly organisational climate, role of
supervisor and social supports in the workplace. These areas will clearly feature in

the intervention programme for this research (see chapter eleven).

In recent years it has become increasingly recognised that stress in the workplace is
common and has far reaching effects. Research has identified work stress as a
major obstacle to job satisfaction and also as a threat to both physical and
psychological well-being (Kahn, Snoet and Rosenthal, 1980). This affects not only
the individuals concermned but also the employing organisation. The workforce may
be less efficient, more prone to absenteeism and generally less effective in their

professional role (Burke, 1988).

Cox (1980) applied his model to conceptualise stress in the workplace. He said for
occupational stress to occur there should be an imbalance between the worker's
perception of the job demands and his/her perception of his/her capability to meet

these demands. Cox emphasized that underload (for example boring, repetitive
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work) can be just as stressful as overload, though coping resources for both might

differ.

Pithers and Fogarty (1995) using the Occupational Stress Inventory compared data
from teachers and professional non-teachers. The results overall showed a

significantly higher level of stress for this teaching group.

An important aspect of this study was the implications for occupational roles.
Significant differences were found in the role overload subscale with the teachers

scores significantly higher.

This is in fact consistent with a U.K. study of occupational stress of head teachers in
primary and secondary schools (Cooper and Kelly, 1993) in which the main sources
of occupational stress were work overload and handling relationships with staff.

Other studies have also confirmed this view. Borg, Riding and Falzon (1991) find
occupational role stressors to be the major stressors for primary teachers in their

sample.

Pithers and Fogarty (1995) conclude from their study that although individual stress
management programmes may help to reduce personal levels of teacher stress, the
results of their research "add support to the notion that there is a strong need for

organisational stress management".
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One review of the research literature (Glowinkowski and Cooper, 1985) recognised
five possible sources of stress in the workplace - factors relating to the job itself,
such as work overload: role stressors, such as role conflict or role ambiguity;
interpersonal relations at work, such as lack of promotion or fear of redundancy, and

organisational climate particularly in relation to general communication, levels of

participation and organisational trust. This Iéﬁer aspect, organisational climate was
identified as being particularly worthy of further consideration in a large scale study
or primary school teachers (Proctor, 1994). This point and the others mentioned in
this chapter will be discussed further in the following chapters on Stress in Teaching

and Organisational Stress.

21



Chapter 3

Stress in Teaching
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STRESS IN TEACHING

. Incidence of Stress in Teaching

As occupational stress in general has gained more recognition, there has been a
subsequent increase in research examining teacher stress. Stress in teaching
appears to be on the increase (Proctor, 1993: Dunham, 1992) but this may be due to
the increased awareness and greater willingness from teachers to fill in
questionnaires on the subject. Absence rates is one way of measuring stress in
teaching, and in a study by Simpson (1976), among Scottish teachers, this was used
to identify teachers in the earliest stages of their careers as an indicator of work
stress. Those in the 3549 years old age group suffered the least stress, whilst

teachers older than this began to suffer increased stress with age.

Kloska and Ramasut (1985) in a survey of 64 teachers selected from 4 mixed
schools in a large city, found that 34% found teaching either very or extremely

stressful.

Spooner (1984) in a large scale study involving 296 teachers in primary schools
found almost 20% reported their work caused either "much stress" or "extreme
stress". Trendall (1989) obtained data from 237 teachers across primary, secondary
and special schools within one local authority and found that 74% of the teachers

rated teaching as a profession as being either "stressful” or "very stressful".
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Cox, Mackay, Watts and Brockley (1978) found that in a comparative study of
"stress" in 100 teachers and 100 semi-professionals; work-stress featured in the
responses from 79% of the teachers, as compared to 38% of the group of semi-
professionals. Similarly Cox and Brockley (1984) found in a matched study that 67%
of primary and secondary teachers reported that their work was the main source of
stress, as against 35% of the non-teachers and only 11% of the teachers claimed to

experience no job stress, as against 30% of the non-teachers.

In Studies of School Management, Downton (1987) found that responses from 77
primary headteachers in Dorset indicated that work-stress accounted for 66% of their
life-stress. This supports the findings of Knutton and Mycroft (1986) who found that
25% of deputy headteachers out of a sample of 154 found their work either very or
"extremely stress". Knutton and Mycroft also indicated that the level of "stress" was
not related to the respondent's sex, age, length of service, educational qualification

and characteristics of the institution.

Vance and Booney (1989) found time management problems to be significant
generators of "stress"”. This seems to concur with studies undertaken for this current
piece of research and will, therefore, play an important role in the in-service

programme.

Luckner (1990) found that reducing isolation proved to be a significant strategy in
dealing with teacher stress. This was also found by Hollingsworth (1990) to be a

significant stress factor. This in fact relates to the dimension of social supports
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which also seems to be given some importance in the literature, and will also be a

feature of the in-service programme for this research.

Dunham (1992) highlighted the threefold increase in the number of teachers leaving
the profession during the 1980s and the four-fold increase in the number leaving the
profession during that period due to ill health. Munro (1992) suggests the statistic of
50% of Scottish teachers who retired during 1990-91 younger than 60 may have

some connection with the increase in occupational stress in the teaching profession.

Johnstone (1993) in a large scale study involving 531 teachers found that the
majority reported at least one stressful occasion during the week and most teachers
reported between three and five incidences. Johnstone found that workload was the
most frequent cause of stress and that new demands, administration and planning

were quoted as stressors.

. Nature and Cause of Teacher Stress

Dunham (1992) (p3) views stress in teaching as "a process of behavioural,
emotional, mental and physical reactions caused by prolonged, increasing or new
pressures which are significantly greater than coping resources”. This definition

relates to the transactional model.
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Another commonly used definition of teacher stress is that suggested by Kyriacou
and Sutcliffe (1987), which highlights emotional factors:'

“a response of negative affect (such as anger or depression) resulting from aspects
of the teacher’s job and mediated by the perception that the demands made upon
the teacher constitute a threat to his selfesteem or well-being, and by coping

mechanisms activated to reduce the perceived threat."”

The Assistant Masters and Mistresses Association Report (1987(b) suggests that
stress in teaching can be tackled at both an individual level and at an organisational
level. It suggests that if the organisation creates an imbalance by inappropriate
demands on staff, in terms of a mismatch between the work loads of teachers and
the ability of individual teachers to meet them, stress reduction strategies must be
implemented.  Nattrass (1991) asserts that neither strategy, individual or

organisational on its own will be totally effective.

Some recent studies examining teachers and teaching in relation to occupational

stress cite a range of influential factors, some of which include:

. little individual control over school events

o role conflict and role ambiguity

o pupil behaviour in relation to discipline and to work

. poor school ethos

o workload, especially in relation to the pressure of work
) curriculum innovation without adequate resourcing

. school reorganisation.
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Dewe (1986). Dunham, (1984): Nut, (1990): Amma (1990)).

It is impossible and certainly undesirable, to produce a checklist of causes of teacher
stress since different individual and organisational variables interact in different
combinations depending on both the individual's coping resources and the
institutions organisational structure and social supports. One, however, can observe
common trends in most studies. For example in a fairly comprehensive study
(Brown and Ralph, 1993) involving four educational authorities looking at both
teachers and school organisations, the researchers found the main contributory

factors to stress in teaching came from the following categories:

o Teacher/Pupil relationships

o Relationships with colleagues

o Relationships with parents and the wider community
. innovation and change

. school management and administration

o time factors.

Similarly, (Kyriacou, 1989) on reviewing the research literature concluded that six
principal situational factors can contribute to stress occupational stress can be

detected. These include;

o poor motivation in pupils
o pupil indiscipline
. poor working conditions
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o time pressures
. low status

. conflicts with colleagues

Trendall (1989) found that teachers tend to report more stress from role overload
than role conflict. From a list of twenty items teachers were asked to rank order five

stressors and the most apparent stressors were:

o lack of time

. large classes

o teaching workload
o pupil misbehaviour

Trendall also indicated agreement across all groups - primary, secondary and

special school teachers, in relation to the ranking of the most prominent stressors.

Using a case study approach in one large comprehensive school (Coldicott, 1985) in
which participants were asked to rate each of 21 possible sources of stress on a
scale ranging from very stressful to not stressful, it was found that individual pupil

factors provided more reported stress than organisational factors.

Wilkinson (1988) in another case study approach in a comprehensive high school,
found that role conflict and role overload were prominent stressors. He summarised
his findings by using the following categories as cause of stress: working conditions;

role factors; pupil problems and time pressures.
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Kyriacou (1987) however, indicated that disruptive pupfls are not the major source of

stress for teachers, factors such as workload and general poor attitudes are seen as

being more prominent.

Kelly (1988) in a large scale study involving school management and administrators
found that work overload, handling staff relationships, resources and the market
approach, the demands and constraints of local education authorities, handling

inadequate staff and feeling undervalued were the most salient factors.

Dewe (1986) investigated the causes and consequences of teacher stress and
effective means of stress management and found the following situations caused
teacher stress: work overload; expectations of parents and others; relationships in

the classroom and little control over school events.

Dunham (1992) cites ten major sources of stress:

o lack of support from the government

. constant changes

o lack of information about these changes

o lack of respect for teachers

o National Curriculum

. salaries being out of proportion with workload
o pupil assessment

o pupil's behavioural problems
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° lack of non-contact time

. lack of relationship between teaching and promotion.

These categories show the influence of both teacher factors and organisational
aspects and relate closely to the aspects to be studied in more detail in this study.

Boyle, Borg, Falzon, Balglion (1995) in a large scale study involving 710 primary
school teachers supported the notion of the multi-dimensional nature of the sources
of teacher stress. The researchers therefore suggest that if stress management
programmes are to be successful in helping teachers cope with work pressures, then
such programmes would have to take into account the factors which their study
identified - Poor Colleague Relations; Classroom Resources; Professional
Recognition; Student Misbehaviour and Workload. This present study will be

addressing these issues in the intervention programme through organisational

climate dimensions and teacher supports.

Kyriacou and Harriman (1993) acknowledge that the sources of teacher stress has
received considerable attention over the last twenty years but believe that some
particular areas have been neglected in the research studies. One such area they
argue is stress linked to the merger and reorganisation of schools. They feel that
the management of the reorganisation itself can heighten the stress experienced by
teachers, particularly relating to poor communication, how decisions are arrived at
and how that decision is communicated to staff. They acknowledge that in the
1990's schools are facing unclear consequences of the educational legislation of the

1980's and early 1990's and therefore thé need to explore the nature of stress for

30



teachers involved in any form of reorganisation is evident. This has clear
implications for this present research which focuses on reorganisation and

organisational change.

Kyriacou and Harriman's study (1993) found that school merger is a particularly
stressful process for those concemed and that the single most important action to
prevent this type of teacher stress would have been to provide more information and

counselling to the teachers involved.

The volume of the research on stress in teaching, therefore, demonstrates that the
phenomenon is both complex and multi-faceted (Kyriacou and Sutcliffe, 1978;
Trendall, 1987). This review of the literature will therefore focus on these different

facets for the remainder of the chapter.

. Age and Experience

These factors are considered together because age differences generally reflect
teaching experience. According to Laughlin (1984) younger teachers are most
concerned with their pupils. Middle-aged teachers with their careers and older
teachers with general teaching. The implication perhaps being that as teachers
learns to cope at one level then they move on to other concerns. However, as this
study was not longitudinal the changing concems of an individual teacher were not

reflected.
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Additionally Nias's (1985) study seems to challenge this. In a study of probationer
teachers he found a range from "stressfree” to "éxcessive stress” and some
remained stressed during the nine years follow-up. This also contradicts earlier
results (Simpson, 1976) who found in a study on Scottish teachers that stress was
most prevalent and at its highest level in teachers at the earliest stages of their

careers.

Gorrell, Gregnan, McAllister and Lipscomb (1985) identified teachers with more than
15 years teaching experience as having the highest stress levels. He found that the
stress they experienced was largely of the structural type, that is stress with the

school organisation and environment.

Johnstone (1989) on reviewing research findings on the part played by biographical
factors in teacher stress concluded that there was no firm evidence that gender, age

or experience made a contribution to the occupation stress reported by teachers.
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. Female/Male Differences

Rudd and Wiseman (1962) reported that women experienced most stress over
classroom situation, whilst men are more stressed by whole school or career
situations. A study of Australian teachers by Laughlin (1984) found that women felt
they were more stressed by pupil and curricular demands, whereas men felt stress in
relation to participation and professional recognition. Studies by Kyriacou and
Sutcliffe (1978) and Laughlin (1984) have also demonstrated that women experience
more stress over classroom control and discipline. Young female teachers were
found to have a higher voluntary absentee rate than their colleagues, or indeed their
married female colleagues with children (Simpson 1976). Hargreaves (1978)
demonstrated that married women coped better with stress in teaching because they
had involvement and satisfaction in other spheres of life. In terms of job satisfaction
Cox (1980) noted that male teachers in large comprehensives reported the most
whilst female primary teachers reported the least. However, it should be noted that
comparisons in terms of job satisfaction are clouded by the fact that female teachers
tend to be primary school teachers. In a study by Goldberg and Huxley (1980) it was
noted that women teachers tend to suffer more from ‘minor mood disorders' and
depression than men. However, this may largely be due to women feeling more able

to admit to stress-related problems.

Trendall (1989) however, found that females were more likely to be in the high stress

group than males.
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It has been suggested that women tend to identify different sources of stress to men
(Laughlin, 1984), but it should be appreciated that in.examining such data that in
some educational settings, such as primary schools, women form the majority of
staff. The differences, therefore, may not necessarily be due to sex, but due to some
other variable, such as school organisation. Indeed Cooper and Kelly (1993) found
that for both male and female headteachers "job satisfaction" was predicted by the
same job stressors such as work overload and handling relationships with staff. In
relation to coping strategies, however, they found that female headteachers do not

tend to use palliative strategies whereas males do.

Manthei's (1987) New Zealand study found that work stress among school
counsellors was perceived differently by men and women. Manthei suggests from
his research that males appeared to be more career orientated and reported being
stressed more by the performance of non-professional duties and financial concerns

than women.

34



. Personality Factors

Psychometric measurements of personality factors have been criticised as having
limited usefulness in relation to stress in teachi.ng because they do not take account
of situational variables and they have no predictive power. Some researchers, such
as Kyriacou (1980(a)) maintain that personality factors can be very much part of

what makes a teacher 'stress-prone’.

Fotheringham (1991) states that it is important to note the role of individual
differences when examining the reported experience of and the response to stress.
She describes study by Henderson, Bryne and Duncan-Jones (1981) which found
the neuroticism as measured by the Eysenck Personality Ihventory, accounted for
69% of the variance in a combined measure of mental health. In a study by Pratt
(1976) teachers who scored higher on the neuroticism scale of the Eysenck

Personality Inventory were found to be more stressed.

McCrae (1990) found that neuroticism not only influences an individual perception of
a potential stressor, but also affects coping strategies, satisfaction with social
support and psychosomatic complaints. McCrae therefore argues strongly for
designs that control neuroticism. This factor, therefore, has been taken into account

in the present study.

A paper by Simpson (1987) looked at causes and effects of stress in primary school

headteachers according to a measure of Type A/Type B personality dichotomy
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(Friedman and Ulmer, 1985). Simpson concluded that Type A headteachers were
more likely to experience stress as a reaction to pressdre. In recent years Type A's
pattern of behaviour can be a strong predictor of cardiovascular disease and other

stress-related illness (Cooper and Payne, 1991).

Cooper and Kelly (1993) describe some behaviours of Type A personalities as
competitive; striving for achievement; aggressive; impatient; restless and feelings of
being under pressure of time. In the same piece of research which involved a
random sample of 1 in 6 headteachers throughout the UK, Cooper and Kelly (1993)
found headteachers most at risk of mental health probléms are those who fit a Type
A behavioural pattem and attempt to cope with stressors by palliative coping

strategies such as drinking, smoking and tranquillisers.
It should however be noted that the concept of Type ‘A’ personality has been subject

to recent criticism and is thus a highly suspect concept (Kline 1994, Hinton et al

1991; Hinton 1994).
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. Effects of Teacher Stress

In the description of Hinton's (1991) model of "stress" it has been stated that the
response to "stress" can be manifested physiologically, emotionally and
behaviourally. Physiologically stress may be expressed in terms of psychosomatic
ailments, such as headaches, muscle tension and back pain. Emotional responses
may include anxiety, frustration and depression. In terms of behavioural responses
the stressed individual may display displaced aggression, over eating or may have
alcohol problems. In the specific context of the work environment the individual may
make mistakes, display lateness, or frequent absence. These factors may then

feed-back and heighten the person's Perceived Coping Incapacity.

Kyriacou and Sutcliffe (1977b) describe the symptoms of stress as including
“physical (peptic ulcers, cardiovascular diseases); psychological (depression,
anxiety), or behavioural (deterioration in work performance, deterioration in

interpersonal relationships) p.303.

Dunham (1976) identified two types of common stress response among teachers.

The first he termed ‘frustration' and this was characterised by the type of
psychosomatic symptoms described by Hinton. The second response he termed
‘anxiety’, which he said was associated with loss of confidence, confused thinking
and occasional panic. Dunham stated that prolonged exposure to stress would lead

to exhaustion and complete collapse, synonymous with nervous breakdown, or to
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teachers employing withdrawal strategies, such as frequent absenteeism or

withdrawal from teaching altogether.

In a further study Dunham (1984) grouped stress reactions into four main categories:

behavioural, mental; emotional and physical.

Kyriacou and Sutcliffe (1978) completed a survey of secondary school teachers and
found that the most frequently reported symptoms of stress were exhaustion,
frustration, anger, tension, anxiety, depression, nervousness, headaches,
palpitations, loss of voice, increased blood pressure, indigestion, cold sweats,
tearfulness, feelings of being unable to cope and panic. In a subsequent study
Kyriacou and Sutcliffe (1979b) examined the relationship between self-reported
teacher stress and job satisfaction, absenteeism and the intention to leave teaching.
Their findings were that stress was positively correlated with the intention to leave
teaching and the total number of days absent, and was negatively correlated with job

satisfaction.

Kyriacou (1987) cites the mounting evidence that prolonged occupational stress can
lead to both mental and physical ill-health as a cause of concern in relation to
teachers and teaching. He asserts that stress may significantly impair the working
relationship a teacher has with his pupils, as well as the quality of teaching and

commitment he is able to display.
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The most severe condition of stress in teachers has been termed ‘'burnout,
(Freuckenberger, 1974; Maslach, 1978). Teacher burmout refers to a state of
mental, emotional and attitudinal exhaustion which results from a prolonged
experience of stress (Kyriacou 1987). Bumnout has a number of symptoms and
teachers may experience them to a greater or lesser degree. The first stages may
be characterised by feelings of personal distress and uncertainty about decisions,
coupled with a growing reluctance to go to work. Following from this teachers may
try to distance themselves more and more from the job. They may limit the amount
of work done, cut out all extra-curricular activities and their attitude towards
colleagues and pupils may become cynical and negative. They may express an
outright desire to leave the profession, absenteeism will increase and their
effectiveness as a teacher will lessen. In severe cases of burnout, caused by
prolonged exposure to stress, there will be permanent anxiety which can cause
depression, neuroses and other mental iliness. Teachers at this stage may hold
very negative self-images. Other responses may include alcoholism, chronic
smoking, drug dependency and marital conflict. Burnout teachers have largely lost
théir commitment and enthusiasm for the job and Marcini et al (1982, 1984) showed

bumt out teachers gave less praise, less information and had less acceptance of

pupils' ideas.

Simpson (1976) and Kyriacou and Sutcliffe (1979) investigated the effects of burnout
in terms of absenteeism. Simpson found that the highest rates of absenteeism for
both female and male teachers in Scotland was at the beginning of their careers.

This does not match the pattern of other occupations where absenteeism increases
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with age. Kyriacou and Sutcliffe reported that absenteeism was greater for female
than male teachers. An international study (ILO 1981) indicated that prolonged
"exposure to stress" resulted in teachers in Scotland, Canada, New Zealand and
Belgium seeking altemative employment and early retirement, that is withdrawal

from the profession completely.

'Frustration' and 'exhaustion' seem to be commonly expressed feelings from
respondents in stress studies. Wilkinson (1988) asked 60 teachers to indicate their
reactions to "stress at work". He reported that just over 50% mentioned '‘exhaustion'.

On the basis of interview data Wilkinson felt the main stress responses were
'irritability’, "frustration’, 'tension’ and anxiety'. Similarly, Spooner (1984) found from a
sample of 296 that the highest main stress responses were exhaustion, tension,

frustration and anxiety.

Spooner (1984) investigated the relationship between occupational stress and
physiological factors. Using physiological stress indicators such as - blood pressure,
pulse rate, sweat index, galvanic skin resistance and urinary cortisol output, Spooner
found that these measurements displayed an overall increased level of stress during
the school term and periods of reduced stress reactions during the holidays which

implies that psychological stress increased in this sample as the school term

progressed.
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° Locus of Control

Considerable attention has been given to locus of control (Dunham, 1992; Capel,
1987, 1989, 1991; Halpin, Harkiss and Halpin, 1985). Halpin et al studied 130 full-
time teachers from different types of schools and found that teachers with least
stress had been given responsibility for their students' leaming, and also had an
internal locus of control. Teachers in the same study with an external locus of

control viewed the intrinsic aspects of their work as stressful.

Kyriacou and Suitcliffe (1978a) suggest that an individual's appraisal of whether an
event is threatening and therefore stressful, would be influenced by their locus of

control.

Cherniss (1980) found that bureaucratic decision making processes generated
feelings of powerlessness and disaffection in teachers. Dunham (1980) suggested
that this heightened stress in teachers because they felt they could not influence

their superiors in matters they thought important.

Capel (1989) in an examination of predictive data found locus of control the best
predictor of stress. Locus of control is defined here as 'people's general perception
of the contingent relationship between their behaviour and events which follow their
behaviour'. People with an external locus of control believe that events are only
occasionally contingent on their own actions, often occurring because of fate or the

powerful intervention of others. Those with an internal locus of control believe that
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events are always contingent on their own actions (Rotter 1966). An intemal locus
of control was important in minimising stress, according to Capel's study, so it
seemed very important to involve teachers in innovations, particularly since it has
been shown that change 'per se' can be stressful whether it is positive or negative
(Lucas, Wilson and Hart, 1986) and educational changes cause severe adjustment
problems for some teachers (Dunham in Paisley, 1983). Changes, however, which
teachers have little control over, and were not directly involved in their initial
generation, could cause particular problems for those teachers with an internal locus
of control (Kyriacou and Sutcliffe, 1980). Fielding (1982) in a study examining
burnout in schools, however, found more burnout in schools with an external locus of

control.

The implication of the research data on locus of control, according to Capel (1989) is
that attempts should be made to make schools more democratic organisations in

which the staff feel more in control of matters relating to the school.

This view is echoed by Kyriacou (1990) who stated that "research on teacher stress
indicates that the important feature of the process of perceiving threat is the extent to

which the teacher feels he or she has control over the job demands".
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. Coping Strategies

The literature is well documented with examples of 'direct action' and palliative
coping strategies, (Lazarus, 1976; Lazarus and Folkman, 1984b; Kyriacou, 1987.
Lazarus describes 'direct action' as one which deals with the source of stress while

‘palliative actions' attempt to soften or moderate the experience of stress.

Kyriacou's study (1987) revealed that three principal factors accounted for the
coping strategies of the teachers in the survey - these are "try to keep things in

perspective", "try to avoid confrontations" and try to "relax after work".

This study was supported by Freeman (1987) which showed that the most popular
coping actions were "trying to keep things in perspective", "think objectively about
the situation”, "try to keep emotions under control" and try to take some immediate

action on the basis of your present understanding of the problem.

Spooner (1984) in a survey of 296 teachers found the two most prevalent coping
actions were "trying to keep things in perspective" and "developing realistic

expectations".

Johnstone (1993) found in her research study that coping strategies used by
teachers were largely in terms of support from family or colleagues or various means

of relaxation. One in twelve people reported taking ‘a glass of wine' or 'stiff whisky'.
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Of some interest is the fact that in this large scale study over half the sample

reported no coping strategies or no help given to help relieve work stress.

Dunham (1992) found the top two strategies in a study of three comprehensive
schools were "setting aside a certain amount of time during the evenings and at

weekdays, when | refuse to do anything connected with school" and "trying to come

to terms with each individual situation".

D'Arcy (1989) however, reports on two studies which highlight the importance of
social support. One reports that the most frequently mentioned coping strategy for
dealing with stress was talking to other people, and in the other study respondents
indicated that they would seek out supportive colleagues to whom they could turn.

So although direct action and palliative strategies appear to be utilised, most
frequently there is also evidence that social support and by implication the school
support structure is also of importance. This aspect will be a feature of this study
and particularly in the development of the stress management programme for the

intervention study.

Washington (1989) identified stress-coping ideas for teachers which included the
organisation and control of work activities; the anticipation of stressful situations;
talking over the problem with a colleague or friend; deep breathing exercises; time
off, learning to say no; making physical exercise a habit and in general being
‘proactive’ rather than ‘reactive’. Washington emphasises the importance of each

teacher developing a diagnostic/prescriptive stress-management plan.

44



Calderwood (1989) found role conflict and role ambiguity were major factors in
teacher stress and believes that a high priority should be placed on stress
management strategies. Atthe organisation level this could include the appointment
of a staff counsellor, the adoption of sensitivity training for staff and a corporate
culture which places a high value on the individual's worth. In his research
Calderwood developed a programme of ten one hour weekly sessions in a
comprehensive school but concluded that no structural mechanism on relieving
stress at work was in place at the school and he felt that management did not fully
understand the extent to which stress is a factor in health and efficiency. It seems
therefore that the message from Calderwood's research is that stress management
has to be taken seriously by management and that schools should adopt structures
and solutions in order to reduce stress levels at the organisational level and the
individual level. It is interesting to note therefore that this current research study
intends looking at and comparing interventions at both the organisational level and

the individual level (see chapter 12).
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Chapter 4

Organisational Stress
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ORGANISATIONAL STRESS

Schools as Organisations

Although the basic organisational structure of schools are similar to one another,
their 'operating mechanisms' can be quite different (Lorsch, 1970: Child, 1984). The
basic structure is concerned with how the work of the organisation is divided and
assigned to individuals, groups and departments. This, therefore, involves the
allocation of tasks of responsibilities to individuals, specifying and defining jobs,
designing the formal reporting relationships, deciding on the number of levels of

hierarchy and the extent of control of each member of the management team.

On the other hand, the operating mechanisms are designed to indicate to individuals
in greater detail, what is expected of them. This would also seek to motivate them.
The operating mechanism is, therefore, concemed with specifying expected
behaviour in greater detail and attempts to ensure that the individuals strive towards
the organisational goal. This would involve delegatory authority and providing a
control system for objective setting, monitoring and motivating. While the basic
structure of an organisation is highlighted by job descriptions and organisational
charts, the operating mechanisms are shown through rules and procedures,
information system, planning procedures and training and development (Huczynski
and Buchanan, 1991).

Although, therefore, schools as organisations have to adhere to a basic structure
within the guidelines laid down by the regional education authority, there is still
considerable scope for differences in the implementation of that structure in relation
to its operating mechanisms. It might be suggested that it is the operating
mechanisms of the organisation which largely influence aspects such as climate,
social support, school ethos and interpersonal communication. The literature shows

that it is these factors which can contribute to occupational stress within
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organisations are therefore the operating mechanisms within the school organisation

will be afforded considerable attention in this study.

School Supports

It has been demonstrated that school supports can act as a buffer against stress
(Lucas, Wilson and Hart, 1986). One of the most effective supports seems to be the
levels of inter-personal communication within the school organisation (Trendall,
1989; Sarras, 1988).

Trendall stated that informal consultations with staff members was not enough and
that teachers who experienced the most stress were those who had no-one in the
school to discuss problems fully with. He went on to emphasize the importance of
the school communication network as a support against stress, but pointed out that if
the communication network was poor it could add to existing levels of stress through
a process of depersonalisation (Trendall, 1989). Dunham (1980) also made this
point and stated that the stress of pupil misbehaviour is often borne in isolation
because teachers may feel that admitting to it is tantamount to admitting to being
incapable teachers. Galloway (1989) implemented a study of matched schools
where different stress levels existed. He found that the major difference between the
two schools was that in one the headteacher encouraged inter-staff discussion on
areas such as pupil indiscipline. The results of these discussions could then be

used to implement organisational change and give greater support.

Sarras (1988) also pointed out that problems with communication increased levels of
stress, for example staff not being told directly about decisions. In some schools this
may be partly due to poor administration which has failed to ensure the information
is circulated efficiently. Dunham (1980) found that many teachers felt stressed about

not being able to air their opinions freely about matters affecting the school.
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Wilkinson (1988) saw this as a prerequisite for increasing social support in schools

and reducing stress.

Boytim (1988) advocated that support groups for teachers should be a feature of
school systems and such groups will include; newcomers, retiring teachers, teachers

experiencing loss, and general support groups for all staff.

In relation to the importance given to support groups, a study by Tunnecliffe (1986)
compared two teacher stress management techniques; collaborative behavioral
consultation and relaxation training. Analysis of teacher stress levels before
intervention, after intervention, and at the follow-up assessment period showed
greater effectiveness for the collaborative behaviour consultation groups than for a
control group. Such an ongoing effect was not found for the relaxation training

approach.

Role of School Management

Kearney and Turner (1987) suggested that leadership style and practices of
headteachers and management influence levels of stress. Management are an
important part of the school communication network and their approachability can be

significant in determining whether a teacher feels isolated or not.

Gillet (1987) also found that headteachers had a key role to play in relation to
teacher stress. She found that the provision of clear guidelines for staff, meaningful
memos; following up on staff requests and organising a meaningful staff

development programme were all useful in preventing teacher stress.

Similarly, a key role for the head teacher as a major source of support for staff, was
found in a study by Schlansker (1987) whose principal argument was that

headteachers must take the lead in providing teacher support.
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In a study by Carson (1993) it was found that different perceptions existed between
teaching staff and management. Teaching staff felt management were not
supportive and had little awareness of classroom factors and of the implications of
curriculum development. Management, on the other hand, perceived themselves as
very supportive and thought they had a high profile in offering general consultancy.

A mismatch like this between teaching staff and management represents a major
potential for stress because it demonstrates that management may be unaware or
immune to the problems of their teachers, or at least the teachers may perceive them

to be so.

Leadership styles may significantly affect the levels of stress perceived by teachers.
Management may differ in the approach they take to their staff, ranging from a
democratic approach to an authoritarian approach. Related to this is management
willingness to listen to staff points of view and to take their opinions into account in
decision-making. Dunham (1980) and Cherniss (1980) have both put forward the
view that excluding the teachers from the decision-making process is a source of

stress.

Organisational Factors

There now is an increasing trend to study organisations in relation to stress and in
particular occupational stress among teachers can now be viewed in an
organisational context rather than in isolation (Cox, Boot and Cox, 1989). This is
also highlighted in a study by Bacharach, Bauer and Conley (1986) who focused
specifically on aspects of the organisation which lead to stress. Their results
indicated that significant predictors of organisational stress were role ambiguity, the
faimess or rationality of promotion and the behaviour of promoted staff towards class

and subject teachers.
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A number of studies have identified that ‘work overload' is a significant contributor to
stress in teaching (Dunham, 1992; Dewe, 1986; Trendall, 1989). In Trendall's 1989
study it was suggested that a great deal of this 'overload' stems from recent changes
which have been implemented in the education system. Other factors associated
with overload are:

(a) lack of adequate resources (Davies, 1986)

(b)  pressure of time (Carter, 1987)

(c) lack of space (Kanga and Flynn, 1981)

(d)  heavy administrative demands, especially paperwork (Litt and Turk, 1985)

Wilkinson (1988) studied a large comprehensive school and found role overload to
be a major factor affecting performance. He also found that this was a greater
problem at certain times of the year, such as in the preparation and marking of exam
papers. The research demonstrated that this overload might result in teachers not
being able to reach desired standards of performance which would have a negative

effect of teacher self-esteem.

Klugman (1979) identified the 'fragmentation' factor as a contributor to stress.

Teachers faced so much work overload they were forced to 'fragment’ their activities,
and there was not the means and the time to meet the demands of all the activities.
Carter (1987) proposed time management as playing a part in stress. This is related
to role overload and particularly to the ‘fragmentation' factor identified by Klugman
(1979). Teachers could benefit from instruction on how to maximise their time and

organise it better so that they felt more control (Wilkinson, 1988).

Role conflict has been cited as a contributory factor to stress in a number of studies.
This conflict can be within the school organisation or can come from external factors
such as parents. For example teachers may be told to take classes in subjects such
as personal development when they teach chemistry. They may also experience
conflict when a parent's expectations for their child is way above the teachers. Cael
(1978) pointed out that there is a degree of confusion over the exact role of the
teacher. Marayz (1989) stated that this conflict is often caused by changing social
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factors. Society and the family has undergone a transformation and this has brought
about new expectations of the school and the teacher.” In a Spanish study Esteve
(1989) pointed out that as society was changing there was a corresponding increase
in the teacher's responsibility to the community and the family. however, this had not

been accompanied by greater resources and training to help the teacher to cope.

Cole (1989) and others have discussed the notion that teachers face an identity
crisis as they have become more accountable to parents and society in general.
The education system has been blamed for problems in modem society such as

vandalism and football hooliganism.

Capel (1989) saw locus of control as the best predictor of stress, with an internal
locus of control alleviating stress. Thus teachers should as far as possible be
involved in all innovations since changes can prove stressful (Lucas, Wilson and
Hart, 1986).

Teachers with an internal locus of control should be involved in the early stages of
innovations (for example subject mergers) or they night face problems adapting to

them.

Cox and Brockley (1984) identified five categories of job dissatisfaction, one of which
was the school organisation. Some organisational aspects were also among the
sources of teacher stress identified by Dunham (1992) for example, poor staff
communication, role confusion, lack of non-contact time, and lack of information
concerning educational changes. Brown and Ralph (1993) cited that among their six
main categories of teacher stress, two were school management and administration
and innovation and change. This included little real involvement in the decision
making process, poor overall school organisation, poor models of communication,
feeling of powerlessness, lack of information to facilitate change, and ineffective

organisation of meetings.
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Bacharach (1983), in a study of 45 secondary school organisations and 42
elementary school organisations, found significant independent variables, such as
rationality of the promotion process; student/teacher ratio and role ambiguity. He
suggests that the study has implications for alleviating stress by altering

organisational structures and work processes.

Proctor (1993) found a significant association between school organisation, school
climate and occupational stress, particularly among classroom teachers. This
seems to support earlier work (Blase, 1983) which found from four qualitative studies
of teacher work stress, that the importance of understanding stress as a powerful
process affecting both individual and organisational behaviour, needs to be

emphasised.

Read (1987) in fact found that the organisational structure of school systems was a
contributory factor in teacher stress, and she suggested that staff development

programmes should take account of this.

Brown and Ralph (1993) therefore assert that because of the organisational aspects
of stress in schools, managing stress is a whole-school issue and would, therefore,
require a modification of culture and attitudes in many schools and also in education

authorities.

The Concept of Organisational Climate

The concept of organisational climate will be focused on in some detail because of
its importance to this study. The development of the concept will be discussed,
followed by a review of the instruments that have been used to measure it.

Additionally Payne and Pheysey's Aston Business and Organisational Climate Index
will be examined as it is the instrument utilised to measure organisational climate in

this research. Further information on Payne and Pheysey's Aston Business and
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Organisational Climate Index can be found in the Method chapter (chapter 7).

The important elements of organisational climate which will be described in this

chapter include the following:

. The contributions of individual behaviour theories
o Management theories

o Organisational theories

o Development of organisational climate. .

The concept of climate construct can be found in the work of Lewin (1936) who
proposed that the dimension characteristics of a situation was a function of a person
and of his environment. From the 1960s onwards there was considerable
development of theoretical and empirical research into the concept of climate. It was
seen as an important variable for understanding the behaviour of individuals in
organisations. Litwin and Stringer (1968) argued that the concept of organisational
climate evolved out of an attempt to apply a theory of human motivation and
behaviour in organisations. ‘'Climate’, they argued, described the effect of
organisational life on the motivation of individuals in organisations, which in turn
caused emergent behaviour that resulted in various consequences for the

organisation in terms of performance and the retention or turnover of employees.

According to Litwin and Stringer (1968: p.187)

"Organisational climate is a concept describing the subjective nature or quality of the
organisational environment. It can be perceived and expenenced by members of the

organisation and reported by them in an appropriate questionnaire?"

They also suggest that important determinants of organisational climate are
leadership style/informal relationships within staff and communication between

managers and their subordinates.




The concept is closely linked to Moos ‘work climate' (1986) which examines work
dimensions such as Relationships, Personal Development and System Maintenance
and Change Dimension. These aspects, and indeed those highlighted by Litwin and

Stringer are applicable to a range of work settings and work organisations.

The concept of ‘climate’ therefore can be appropriately used within the school
situation in assessing the 'health’ of the organisation and of the teachers employed

within that organisation.

Individual Behaviour Theories

The individual behaviour theorists focused on the needs of people in relation to the
work situation and the study of the expected effect of these needs on motivation and

behaviour.

Lewin (1936) in his field theory identified certain situational variables that he called
‘psychological forces' that affected the behaviour of human beings. He developed
this to address the issue of social climate. Lewin (1936) also examined the effects of
organisational properties, democratic, authoritarian and 'laissez faire' leadership
practices and employees behaviour. This was further developed to provide an
environmental focus Lewin (1952) in addressing human behaviour in relation to the
psychological environment of that individual. This related the organisation

environment to then motivation and behaviour of the employees in it.
Atkinson (1958, 64) followed this up and held the view that motivation was a function
of the strength of the basic need of two situationally determined factors - the

expectancy of attaining the goal and the perceived incentive value of the goal.

Maslow (1943) argued for a hierarchy of needs and these needs have their role in

motivating employees at work. Once employees have satisfied their lower level
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needs, they are expected to start looking at the satisfaction of upper level needs
which usually make employees feel affiliated to, and accepted by fellow workers,
recognised by their managers and being given the opportunity to fulfil some of their
self-esteem and self actualization needs. This could play an important role in the
motivation of employees in organisations and can be particularly relevant to the

situation in schools at a time of increased motivation and economic 'restraint’.

Herzberg (1966) developed Maslow's theory by citing ‘'hygiene' factors which
prevented an employee from becoming dissatisfied. Examples of this include
company policies, interpersonal relations, working conditions and salary. Werzberg
also cited 'motivators' which had the ability to motivate employees in organisations.

This would include achievement recognition, responsibility and advancement. Thus
Werzberg hypothesised that dissatisfying and motivational factors were anticipated
to have an input on the motivation and behaviour of employees in various

organisational settings.

A further hint of variables related to the work environment was provided by
McClelland (1961) who identified socially developed motives that influenced
employees' behaviour - the need for achievement, need for affiliation and the need
for power. Vroom (1964) developed an ' expectancy theory' which assumed that the
behaviour of a person to perform an act was a function of the strength of the
perceived probability of receiving an outcome given a particular act and the effective

orientation toward particular outcomes.

A summary of the contributions of these behavioral individual theorists reveal
common aspects. They all, to varying degrees, take the perspective of focusing on
individual's needs, particularly those related to their organisational setting as being
possible factors behind the motivation and behaviour of employees. This clearly
represents a foundation for understanding how employees behave at their
workplace. The limitation of these, however, is that they do not necessarily take
account of the linkage between individual, motivational and organisational outcome
variables. This was encapsulated by Schein (1965) when he asserted that "We
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cannot understand the psychological dynamics if we look only to the individual's
motivations or only to organisational conditions and practices. The two interact in a
complex fashion, requiring us to develop theories and research approaches which
can deal with systems and interdependent phenomena.”

Management Theories

A number of studies have focused on the effect of managerial practices in the
workplace. McGregor (1960) examined the assumptions managers hold about
controlling their human resources. He identified two extreme sets of views which
reflected styles of management. These he labelled Theory X or autocratic, and
Theory Y or democratic. The former identified the traditional view of direction and
control of employees through the exercise of authority. Theory Y emphasised the

principle of integration and self-control.

Blake and Mouton (1964) referred to the term organisational culture and
organisational development. They developed a 'managerial grid' but failed to
provide any thorough analysis of the way in which individual and organisational

elements might be linked to a total organisational perspective.

Early theories of management have been labelled ‘classical management theories'
(Baker, 1972) because they offered simple principles which could be applied
generally. These principles are concemed with the method of sub-dividing and
allocating to individuals all the various activities, duties and responsibilities essential
to continuous control of the work of individuals so as to secure the most effective
realisation of the purpose (Urwick, L Organisation as a Technical Problem, paper
reprinted in L Gulick and L Urwick (eds) 1933), Papers on the Service of
Administration, Columbia University Press, New York, 1137, p.49. According to

Huczynski and Buchanan (1991) these principles therefore enunciate bureaucratic
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forms of control, closely prescribed roles of clear and formal definition of procedures,

areas of specialisation and hierarchal relationships.

Spender (1989) viewed organisations as bodies of knowledge and managers as
creators and users of that knowledge. The importance of Spender’s work is that, in
critically appraising classical management theory, it can be demonstrated that ‘there
are no universally valid prescriptors on how to organise and manage since each

organisation is different" (Huczynski and Buchanan, 1991 p.446).

In relation to schools Davis and Thomas (1989) on reviewing the literature on the
influence of the school managers found that effective management rested to a great
extent on the identification of clear aims by the headteacher and the ability to
communicate these aims to the staff. lanni and Reuss-lanni (1983) found that the
leadership role of the principal was a critical factor in itself in the general perception
of the school.

Organisational Theories

Writers on organisation theory have taken two approaches to the study of
organisations. The first was an ‘open system' and the second was a ‘closed system’
approach. The first saw organisations as being open to and interacting with their
external environmental variables. The latter was a classical approach that viewed
organisations as closed to outside environmental forces. Maximising economic
efficiency was seen as the goal of the closed system theorists with no concern fro

the internal environment of the organisation (Taylor, 1911; Fayol, 1949).

The work of March and Simon (1958) dealt with what might be considered 'climate’.
The key concepts of their theory were those relevant to decision making and
organisational choice such as 'uncertainty avoidance' and 'bounded rationality’. The

concept of uncertainty avoidance is a subjective concept and the idea of bounded

58




rationality begins to approach a perceptual definition of the work environment.
However, both concepts were identified in economic terms and their effect on human

behaviour was not clearly demonstrated.

Burns and Stalker (1961) were interested in the organisational practices in relation
to stable and changing environmental conditions. They described two types of
management systems; mechanistic and organismic. A mechanistic management
system was appropriate for relatively stable conditions, while an organismic one
suited conditions of change. The implication of the difference between the two
systems for the individual was in the degree of his commitment to the organisation.

In the mechanistic systems, the employee was told what he had to do and also told
how to do what is expected of him. In contrast, the organismic system has extremely
flexible authority, task allocation, and communication where the individual is
expected to consider himself as fully involved in performing any task appearing over

his work setting.

Lawrence and Lorsch (1967) looked mainly at the objective framework of
organisations such as activities of functional units and formal structural
characteristics or organisations, and developed a theory of differentiation and
integration in organisations. They analyzed the degree of an organisations internal
differences as related to its ability to deal effectively with different environmental
conditions, and the corresponding integration needed to achieve high level of
performance. Differentiation according to them was the state of segmentation of the
organisational system into sub-systems, each of which tended to develop particular
attributes in relation to the requirements posed by its extemal environment.

Integration was defined as the process of achieving unity of effort among various
sub-systems in the accomplishment of organisation's task. Lawrence and Lorsch's
main finding was that differentiation and integration varied according to the degree of

certainly or uncertainly in the environment.

To summarise one can say that studies of the motivational psychology's perspective

have contributed to the development of organisational climate construct as
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evidenced in their individual behaviour theories, management theories, and
organisational theories. The individual behaviour theorists have dealt with the
general needs and objectives of human beings, particularly job related needs, which
would have an influence on the motivation and behaviour of employees at work.
The management theorists' main interest has been with describing the indirect
effects of management and supervisory practices on the attitudes and behaviour of
subordinates. The focus of the third category, the organisational theorists, has been
on understanding the indirect effects of formal organisation structure and
procedures, task definition, and other structural variables on the motivation and

behaviour patterns of organisational members.

The concept of organisational climate, therefore, was developed on the basis of its
ability to provide a useful insight into analyses of the linkage between individuals
and their organisational settings. The concept provides a useful bridge between
theories of individual motivation and behaviour, on one hand, and organisational

theories, on the other.

The Development of Organisational Climate

Various researchers and writers from a wide spectrum of behavioral sciences have
been concerned with studying climate in organisations. Although there is general
agreement about the significance of the concept in organisational research, there
has been much less agreement among researchers on what is meant by the term
‘climate’. However, the difficulty, complexity, and the 'fuzziness' that surround the
concept has value in helping to understand human behaviour in organisations and

can have particular relevance to teachers and school organisations.

Behavioral science researchers have considered the concept of organisational

climate as representing either a property of the organisation or a property of the
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organisation-perceiving individuals. Howe and Gavin (1974) for instance, have

developed a continuum of organisation-person variables for organisational climate.

An organisation variable describes 'the properties existing in the organisation with no
concern for the cognitive system of members of that organisation’. In contrast, a
person variable describes ‘'the cognitive perception of organisation individual
members'. According to this continuum, organisational climate was classified under
five categories:

(1) totally an organisational variable,

(i)  mostly an organisational variable,

(i)  equally an organisational variable and a person variable,

(iv)  mostly a person variable, or

(v) totally a person variable.

The definitions of organisational climate are based on perceptions of organisation
members and the attributes of their working organisations. In fact, it was thought
that this method gave more meaning to the variables of work environment by
including the person variable. This way of looking at organisational climate seemed
to be quite realistic. Climate definitions that were based solely on objective
organisational attributes (e.g. rules, authority, structure, decision making and the
like) seemed to be exclusively organisation centred and ignored the human factor as
spelled out in perceptions of employees that determined the way they saw and

interpreted the features of their work environment.

Climate as a person variable classification emphasises the persons' interpretation of
organisational situation than on the actual characteristics of the organisation. This
category regards climate as an attribute of the individuals' working in the

organisation. Schneider (1973) postulated that:

“The concept of climate...may best be described as personalistic; climate is an

individual perception. There was no attempt to restrict the climate definition to

61




perceptions shared by members of a work group or organisation. As stated
elsewhere (Schneider and Bartlet, 1970)"..what is psychologically important to the
individual must be how he perceives his work environment, not how others might

choose to describe it (p.510)".

This quotation clearly shows that climate is treated totally as an individually-based
concept with no space left for collective perception of that climate by group
members. Therefore, the unit of analysis in this category was the individual per se

and could not be extended to the total body of people in the organisation.

If the concept of climate, is viewed as an organisational attribute, it would make it
more difficult to be identified other than a broad-spectrum of organisational attributes
or components of situational variance. The situational variance in the total
organisation includes items such as the organisational context, structure, system
values and normms, process and physical environment (James and Jones, 1974).
The majority of research on organisational climate is ultimately concemed with
human behaviour, satisfaction, and performance. Several researchers have argued
that the relationships between elements in the work environment and human
behaviour depend on the degree of importance the individual attaches to those
elements (Schneider and Bartlett, 1970; and Schneider, 1973). Therefore, what

would be of significance to a person is how he perceives his work environment.

The remaining two approaches to climate both emphasises the role of the individual
in the perception of organisational climate. When regarded as an attribute of
organisation, the suggested term ‘organisational climate' can be used. When
regarded as an individual attribute, it is recommended that a new designation such
as 'psychological climate' is given (James and Jones, 1974). Psychological climate,
therefore, seems to be similar to organisational climate although there are
differences in the repetitive levels of their explanation (individual versus
organisational). The perceptual approach to measuring organisational climate has

generated the greatest amount of theoretical and empirical research.
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In order to clarify the distinction between organisational and individual or
'psychological' climate, Joyce and Slocum (1979) stated that "whether we speak of
an organisation's climate or the climate of a division or subgroup of the organisation,
all climates are ultimately perceptual and psychological in nature!” p.317. As
climate may exist at the individual 'psychological' level, it may also exist at group
and/or organisational level. This leads one to accept, at least for the purposes of the
present study, that the appropriate view of organisational level (Field and Abelson,
1982). This leads one to accept, at least for the purposes of the present study, that

organisational climate can be viewed as both a personal and organisational variable.

The argument of whether organisational climate reflects the attributes of an
organisation or of individuals in that organisation (Guion, 1973) would be
answered by replying that it was neither exclusively. The concept of climate is a joint

function of situational and individual variables.

It is proposed to define organisational climate for the purposes of the present
research as the 'summary perceptions of the attributes of the work setting'. These
perceptions are multidimensional, and descriptive in nature. Furthermore, the
perception of organisational climate by members within organisations has become
an important way of understanding the effect of organisational practices and
procedures on the behaviour of employees. Therefore, it is not surprising to find that
most researchers do seem to agree that organisational climate can be measured in
terms of employees' perceptions of different facets characterising their work
situation. The perceptual approach to measuring climate has been adopted by the
vast majority of climate researchers. They advocate using it to measure climate in
various organisational settings (Litwin and Stringer, 1968; Meyer, 1968; Thornton,
1969; Friedlander and Margulies, 1969; Schneider and Bartlett, 1970, Campbell et
al, 1970; Payne and Pheysey, 1971; Pritchard and Karasick, 1973).

Al-Shammari (1990) suggests that differences in climate perceptions can be related

to changes in the orientations and values of organisational members throughout
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their service in the work organisation. This implies that workers' values and

expectations are not fixed and can change during their working careers.

Schneider and Hall (1972) argued that climate perceptions emerged as a result of
individual's numerous activities, interactions, feelings and other daily practices in the
organisation. They also suggested that perceived climate could be related to a

number of output variables such as job satisfaction and performance.

Assessment of Organisational Climate

A climate literature review revealed a number of instruments that have been
developed and used by researchers to measure climate in organisations. In this
regards, one can note that all these climate instruments reflect the model of climate
held by their developers. However, the instruments that were most frequently cited
or used in the literature were those of Halpin and Croft (1963), Litwin and Stringer
(1968), Schneider and Bartlett (1970), Campbell et al (1970), Payne and Pheysey
(1971), and Lawler et al (1974).

The climate instrument of Halpin and Croft (1963) was designed mainly to study
climate in public schools. Its authors used a questionnaire which contained eight
dimensions of climate: disengagement, hindrance, esprit, intimacy, aloofness,
production emphasis, thrust and consideration. Each one of these dimensions
encompassed a group of items (questions) representing that dimension. Finlayson
(1975) developed the Halpin and Croft climate instrument for secondary schools in
the UK in order to produce standardised parameters which would enable one school

to be compared with another.

Litwin and Stringer (1968) made a major practical and theoretical contribution to the
area of organisation climate. At the theoretical level, they added to the notion of

work environment properties the idea that these properties must be perceived by the



people who live and work in that organisation. These properties were assumed to
influence the motivation and behaviour of employees. At the practical level, they
developed a 50 item questionnaire (Form B) to measure perceptions of
organisational climate along nine dimensions; structure, responsibility, reward, risk,

warmth, support, standards, conflict and identity.

Another systematic study of climate factors was reported by Schneider and Bartlett
(1968). Their research sample was a group of managers in two life insurance
agencies. As a result of factor analysis six climate factors emerged: managerial
support, managerial structure, concern for new. employees, intra-agency conflict,

agent independence and general satisfaction.

Lawler et al (1974) distributed a questionnaire to 291 scientists in 21 sub-samples of
117 research and development organisations. As a result of factor analysis, five
climate factors describing organisations were obtained; competence, potence,

responsible, practical, risk oriented and impulsive.

In relation to organisational climate in schools, Anderson (1982) in reviewing the
literature defines the terms in relation to the interactive life of the school. Little
(1982) found, following a study of organisational characteristics, that the staff in
successful schools tended to be more communicative with each other and with
management. According to Little, school management were in a key position

regarding establishing and maintaining a successful school climate.

Bassey and Yeomans (1989) designed an organisational climate instrument which
stemmed from the earlier work of Talcott Parsons (1960). Talcott Parsons identified
four factors based on the following premises - that suitable resources are acquired
for the enterprise; that common goals and shared values exist among members of
the enterprise; there is a sense among the members of integration and working
together; the enterprise relates to its local environment. Bassey and Yeomans
developed their points and drawing on their experience of schools designed a

climate questionnaire. It consisted of seventeen items looking at aspects relating to
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resources, timetabling, staff deployment, curriculum policies, school rules and

procedures, communication and school ethos. This instrument however is still at the

pilot stage and is not widely accepted at this stage.

Proctor (1994) asserts that many studies examining school climate have been
qualitative in nature, with only a few using statistical quantitative designs - this, he
argues, has led to an imbalance in the type of data and results available. Clearly,
therefore, it is necessary for studies into school organisational climate to adopt

methodologies which are based on both questionnaire and interview techniques.

In their analysis of the different climate instruments, Campbell et al (1970) suggested
that these instruments were characterised by four common dimensions which
consistently re-appeared across all organisations and thus could be considered the
main factors of climate. These major factors were:

(i) autonomy;,

(i) structure;

(i)  reward; and

(iv)  consideration, warmth and support.

Payne and Pheysey (1971) reconceptualised the Stern's Organisational Climate
Index (1956), which was developed mainly as a measure of the college environment,
and applied it to business organisations. Their sample was 120 junior managers
from more than 100 different companies. Two main factors were revealed;

organisational progressiveness and normative control.

The Payne and Pheysey (1971) instrument is perceived as being particularly
appropriate for use in schools (see Method chapter - chapter 7). It provides a
number of dimensions, each of which can illuminate aspects of school organisational
climate. It was necessary to modify some of the terms and language used to make it
more appropriate to the education sector. The instrument, complete with this

revision was piloted by the writer with a group of experienced teachers from both




promoted and non-promoted sectors in schools, to test for understanding of the

revised questions.

It was decided to use this instrument to measure organisational climate because on
examination of the twenty dimensions it was felt that many would have some
relevance to teachers and to school organisation. It was felt this would apply
particularly to dimensions such as job challenge, management concern for employee
involvement, readiness to innovate, and questioning authority particularly since this
study intended to focus on organisational and curricular changes. That decision
does not however suggest that the B.O.C.l. is the most valid or appropriate
instrument to use in this study. An examination of the history of the B.O.C.I. reveals
that it was developed essentially from other instruments which were used for
different functions in a range of different environments. This is an important point
because organisational climate as perceived by the group who developed the
B.O.C.I. (Payne and Pheysey, 1971) relates to organisational measurement from the
‘standpoint of the relationship between the perception of the environmental and
objective measures of the organisations structure’ (p.78). Thus two aspects have to
be addressed by the instrument - perceptions of the environment and organisational
structure. While these factors are of importance some other considerations need to
be acknowledged. One is that the authors of the instrument appear to neglect
psychological perspectives and particularly personality constructs. Of the 254 items
which were extracted from Stern’s OCI (1956) and sorted into 24 different groups no
mention is made of personality nor psychological constructs. The conceptual areas
which were deemed to be appropriate were those which assessed some “fit’ into the
business organisation’ (p.79). Yet organisational climate is the product of
interactions between the organisational environment and the individuals within that
environment therefore some attention to personality and psychological variables

should have been considered.

Additionally the instrument emerged from Stern’s O.C.I. (1956), this was a general
instrument developed from an earlier more specific instrument - the College Climate
Index (C.C.I). A point which can be made here is that the environmental and
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organisational aspects of the workplace and particularly the school will likely be
vastly different in the 1990s compared to the mid fifties when the instrument was
originally developed. Although the C.C.I. was reconceptualised in 1971 by Payne
and Pheysey no new items were added - they in fact selected 254 items from the

original 300.

It might also be considered that the number of revisions and reconceptualisations
which the scales were subjected to might in fact be detrimental to its face validity,
particularly since these revisions meant adaptations to make the instrument suitable
for different environments and types of -organisations. It is also interesting to note
the procedure used by Payne and Pheysey to reconceptualise the O.C.I. into the
B.O.C.I. Starting with the 300 original items in the O.C.l. they ‘sorted them into
groups of items which seemed to have a common meaning or interest’ (p.78). This
suggests a fairly subjective procedure which in fact resulted in the six broad groups
i.e. authority, restraint, work interest, personal relations, routine or control and the
wider community. Again the 254 items which were selected from the original 300
were also subjectively sub-divided into 24 conceptual areas. These conceptual
areas provided the essential framework for the B.O.Cl. This is an extremely
important issue as these 24 areas provide the focus for each of the questions in the
B.O.C.I. and on examining the specific questions some doubts may be cast as to
whether the questions actually relate to its specific conceptual area or indeed to
more than one area. The items which actually make up these different conceptual
areas do not appear to have been rigorously tested. For example each item was
administered only to 120 middle managers - arguably a small sample, the sample
was however spread over 100 different.companies which did help at least to sample

a spread of different organisational environments.

An analysis of variance between the Aston B.O.C.l. and another similar instrument
the Brum B.O.C.I. shows that 15 of the 24 conceptual groupings differed significantly
between the two instruments, 13 of these differences at the .01 level. One example
of these differences was the conceptual area described as ‘leaders psychological

difference’ and this does bring into question whether the questions relating to ‘L.P.D.’
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are actually valid. If one examines for example the actual items included in the scale
to assess leaders’ psychological distance these doubts are confirmed. The L.P.D.
items are ‘management here are always addressed by their sumame’; ‘it is
necessary to be polite to stay out of trouble here’; ‘people here are not likely to
accept managerial ineptitude without complaint or protest’; when people dislike
policy they let it be known in no uncertain terms’; and ‘people avoid direct clashes

with senior management at all costs’.

It can be argued that all of these items do not directly and solely relate to leaders’
psychological distance. For example ‘ when people dislike policy they let it be
known in no uncertain terms’ may be influenced by other factors within the
organisational environment other than leaders’ psychological distance. This
assertion in fact can apply to other questions contained within this scale. The
dimensions identified by Payne and Pheysey should therefore not be accepted fully

as the most appropriate measures of organisational climate.

In view of the validation procedures and particularly the fact that the B.O.C.I. began
as a scale measuring college characteristics any interpretations of responses from

the use of the B.O.C.l. should be treated with some caution.

In the present study however organisational climate is not the only variable
influencing the outcome as other measures such as the stress measure (Psystress)
and the personality scale (E.P.l.) were also considered alongside the B.O.C.l. If the
study were to solely focus on organisational climate then other climate and culture

instruments in addition to the B.O.C.I. would need to have been considered.

It was also decided for this study, not to include an independent questionnaire on
leadership style. The literature has shown that organisational climate is a variable
independent of management style. It refers to 'macro' perceptions (Litwin and
Stringer, 1968) people have of their work environment while leadership refers to

'micro’ perceptions of a specific situational dimension. Although clearly there will be
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a partial relationship between ‘organisational climate' and leadership behaviour, the

two do appear to be conceptually independent of each other.

Indeed the instrument selected for this study, 'The Business and Organisational
Climate Index' shows a number of dimensional factors that relate to the behaviour

characteristics of leaders in organisations.

Payne and Pheysey's Business and Organisational Climate Index is considered
appropriate for use in schools because its dimensions are revealing of aspects of the
school organisational climate. Some modification was needed for some of the

language and terms to make it appropriate for the education sector.

It identifies 20 climate dimensions which are revealing of the school organisation.

These are: leader's psychological distance, questioning of authority, egalitarianism,
management concem for employee involvement, open-mindedness, emotional
control, future orientation, scientific or technical orientation, intellectual orientation,
job challenge, task orientation, industriousness, altruism, sociability, inter-personal
aggression, rules orientation, administration efficiency, conventionality, readiness to

innovate, community.

In reviewing the literature a number of general points have been raised about factors
of the school organisation which cause stress for teachers. Payne and Pheysey's
Business and Organisational Climate Index identifies precise areas of school
organisation with make up its organisational climate and should thus enable specific
climate to be highlighted. This would help in the development of the training

programme which accompanies this study (see chapter 11).
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Organisational Culture and Organisational Climate

It is important to differentiate between organisational culture and organisational
climate. In this study climate was chosen because it was felt it relied more on the
perceptions of the individuals within the workplace and could be implemented more
readily and was more within the scope of the intervention programme than culture

which is clearly a more enduring and all encompassing variable.

Handy (1993) refers to organisational culture as a pervasive way of life or set of
norms found within an organisation. The culture.of an organisation therefore relates
to the deep-set beliefs about the way work should be organised, authority exercised,
degree of formalisaton and other aspects including control, planning and incentives.

It can be suggested therefore that an analysis of the culture of organisations is a
valuable area of research because of the growing awareness that cultures are
powerful in influencing behaviour. Handy describes four main types of culture -
power, role, task and person and that each of these can be described as a different

but effective types of organisational culture.

The power culture depends on a central power source in which management have a
key role. The role culture describes a bureaucratic organisation which has a heavy

emphasis on procedures and rules.

The task culture is one which is job orientated which means that groups within the
organisation can be formed for a specific purpose and abandoned when the task is
complete. The person culture describes the organisation which exists to support
and help the individuals within the organisation develop. In relation to this four factor
classification described by Handy, schools can display elements of all four within
their organisations. It is possible therefore for a school to be task, person, role or

power in its culture.
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Handy suggests that the culture which emerges in an organisation depends on a
number of factors including history, size, technology, goals and objectives, the
environment and the people. Culture therefore refers to the characteristics of an
organisation. Organisational culture has received considerable recent attention
because it is seen as a method of examining the informal structures within

organisations.

Kilmann, Saxton and Serpa (1985) define organisational culture as the shared
philosophies, ideologies, values, assumptions, beliefs, expectations, attitudes and
norms that knit an organisation together. One of the key concepts in culture
therefore is the notion of ‘a shared philosophy’. Clearly the more widely the
philosophies are shared within the workforce, the more influential the culture within

the organisation.

Gray ahd Starke (1988) suggest that organisational culture can be identified through
rites and ceremonies, for example, how the organisation deals with specific events.

It can also be identified through norms, in terms of working habits and rewards, and
also through symbols such as the methods of communication used by the
organisation. The myths which prevail within the organisation are also important,
these often provide a historical insight into the organisation. The socialisation
process also relates to culture, this can be witnessed in the treatment of new
members of the workforce and also of some importance is the language used by the
workforce such as the use of jargon. The final aspect of culture in Gray and Starke’s
factors is the taboos of the workplace, these can often be identified by the manner in

which management are addressed by the workforce.

Cultures within organisations can change over time, particularly with the introduction
of new members, management changes and changing values. It should be noted
however that cultures are complex because of the different facets which contribute to
a culture from within the organisation and also the outside social factors which can

influence the cultures of organisations. It is suggested that effective cultural change
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can take years although some superficial changes can be made relatively quickly
(Gray and Starke, 1988).

In relation to identifying and measuring organisational culture Wilkins (1983)
describes this process as essentially a cultural audit, very similar to a financial audit.
This suggests that an assessment of culture should be an all embracing exercise in
order to obtain some measure of the collective benefits of the workforce which in
essence contribute to the culture of the organisation. Hellriegel, Slocum and

Woodman (1996) suggests these collective beliefs consist of the following

¢ routine behaviours - how people interact with each other and the frequency of

these interactions.
e norms - these are the values shared by the workers within the organisation.
¢ dominant values of the organisation.
» philosophy - that is the underlying views which underpins the organisation.
¢ rules of the organisation.
¢ feeling or climate conveyed by the organisation.
It is necessary to identify each one of these factors as they only provide a view of the
organisational culture if they are considered collectively as none of these factors
individually can provide a measure of culture.
Thus in this study organisation is measured through organisational climate and
although the instrument used, the B.O.C.1., is fairly comprehensive built both in the

number of questions it asks of respondents and the number of conceptual factors it

identifies, it still falls considerably short of assessing the culture of the organisation.
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It can be suggested therefore that if the aim of the investigation was to develop an
appropriate whole school intervention then it may have been more useful and more
possible to promote change, if organisation culture was measured instead of only

one element - organisational climate.

As suggested earlier however it was felt that climate would be more amenable to
change thah culture. Indeed Drucker (1991) questions whether the deep core
values of organisational culture are amenable to change at all. As climate is
essentially the feelings or perceptions of the workforce it was felt these would be

more amenable to change, particularly within the scope of this present study.

Organisational climate is discussed in detail in an earlier section in this chapter but it
will be referred to again here particularly in relation to the differences between
organisation culture and climate. Organisational climate can be defined as a
relatively enduring quality of the intemal environment of an organisation that is
experienced by its members, influences their behaviour and can be described in
terms of the values of a particular set of characteristics of the organisation. The
climate therefore within an organisation is both a consequence and a determinant of
motivation within the workforce and it is therefore important that management have

an understanding of the climate in the workplace. This is particularly important if the

organisation is undergoing changes.

It was felt for this research that organisation climate may be a more appropriate
aspect of an organisation both to measure and attempt to influence changes.

Organisational culture, as already indicated, is more all embracing and more
enduring than climate. Gray and Starke (1988) suggest that it may take a number of
years to influence culture because of the complexities of the concept of
organisational culture. It should however be pointed out that it is desirable in the
implementation of a whole school programme in schools to obtain some indication of
the culture of the school. This kind of information can provide relevant pointers to
both the construction and implementation of the programme. It was hoped however

that the present study by identifying climate perceptions would also help to influence
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desirable change, particularly since the instrument, despite its shortcomings
(discussed earlier) is comprehensive in its attempt to identify the perceptions of the

workforce in relation to both the working environment and the management.

Organisational and Educational Change

In recent years a major new source of stress has been introduced into teaching as
the government has implemented.wide ranging reforms and changes in education in
the attempt to enshrine news values and ideologies. The pace and extent of these
innovations has been recognised as a source of stress in a number of studies
(Dunham 1992; Tollan, 1987; Tollan, 1990; Capel, 1989; Cole, 1989; Brown and
Ralph, 1993; Cooper and Kelly, 1993).

Dunham'’s study identifies a number of sources of stress which have resulted from
the educational changes, such as having to teach children of a much wider range of

abilities and coping with major curricular change.

The issue of 'control' is very significant for teachers (Capel, 1989). Pupil
unpredictability and bureaucratic decision-making have been identified as stressful
for teachers precisely because they lessen their control over the situation. However,
recent government policy has had the effect of reducing this control in relation to the
curriculum. This is seen in the introduction of the National Curriculum in England
and Wales and the 5 - 14 Programme in Scotland. A core curriculum has been
introduced making it compulsory. for pupils to take certain subjects. Standardised
testing is also being introduced for 7, 11 and 14 year olds and school results are
now published which has led to league tables of school results. School boards have
been established (School Boards) Scotland Act, 1989 which gave parents a say in
the running of schools. At the same time expenditure and budgeting matters have
been under the control of the central regional education authority and individual

schools have had little real power in this respect. This, however, changed
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(Education Act 1993) with Devolved Management of Resources in which the schools
now have more responsibility for budgeting matters, and how they allocate and
utilise their resources. Teachers are faced with increased role conflict as they have
become more accountable to a variety of sources and are losing a great deal of their
individual autonomy, which has led to questions of their role effectiveness (Trendall,
1989; Cole, 1989, Esteve, 1989, Badger, 1994).

Cole (1989) talks of an ‘identity crisis' for teachers as society in general places more
blame on teachers:for the failings of its children. He says that to a great extent
teaching has lost the respect it once had and that this is in part due to society
evaluating worth and status in terms of income. Teacher morale is in many cases
low and disillusionment has been heightened by the fact that the changes have been
'imposed' on them and they have not been given an opportunity to express their

opinions or make any suggestions (Cherness, 1980; Capel, 1989).

Cooper and Kelly (1993) conducted a major piece of research among 2,638
headteachers and found items associated with educational change such as resource
management, role of education authority and staff relationships to be significant
factors. The researchers acknowledge that their study was conducted before the full
extent of the recent Education Legislation had become known, but indicate that
these legislative developments have resulted in a substantial extension of the factors
show in their study to be causes of concem to the group in this large scale survey.

They suggest that

“the impact of developments such as the National Curriculum, local management of
schools, assessment and testing arrangements and open enrolment...at such a rapid
rate...such changes of role and function are already showing that the levels of stress
damage in the occupational group (in this survey) may by now be only the tip of a
much larger iceberg”

O'Brien and McGettrick (1995) asked principal teachers from forty five schools which
aspects of support for curricular change they had experienced and which had proved
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most helpful. The responses showed that the sample (165) valued staff
development of a practical direct nature with quality support materials relevant to the
curriculum. It was interesting in this study that respondents experiences of school
management of curriculum change varied from "didnt get any support from
management whatsoever" to the situation where whole-school in-service workshops
on managing change were practiced. The general responses from this research
seemed to indicate that teachers appreciate 'experts' developing relevant materials
and conducting quality in-service programmes in schools on relevant curricular

issues.

Henkin and Wanat (1994) developed the concept of problem solving teams (PST)
and their influence with regard to organisational performance in restructured
schools. They provide a case study example in which they suggest the following as
essential for team effectiveness: committed management; teachers trained in job-
specific skills and problem solving skills; a mission with defined responsibilities and
adequate authority to identify both causes of and solutions to problems; a clearly
delineated purpose; possessing the required resources in terms of manpower and
technology to analyse and solve problems; open communication between team
members at all times; small team of about six people and close co-operation with the
other teachers in the school. Their study found that problem solving teams
appeared to play an increasingly important role in terms of quality improvement
processes and general organisational performance and were an effective vehicle for
change in schools. This was particularly the case when there was some need for a
re-definition of 'common codes of co-operation' (p.135). Interestingly Henkin and
Wanat found that -problem solving teams may counter the impact of mechanistic
structures that ‘inhibit the flow of information, keen individuals and groups isolated
and reinforce preconceptions. Problem solving teams are clearly an interesting
concept particularly during periods of re-organisation or indeed in helping a school

prepare for re-organisation.

In relation to re-structuring a school organisation, the National Association for

Secondary School Principals (1992) an influential leading group in the United
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States, identified collaborative leadership and management through school decision

making and team work as essential elements of restructuring.

Huczynski and Buchanan (1991) describe mechanisms which relate to
organisational change. These include interdependencies which are facets of an
organisation, thus change in one aspect would create pressures for adjustments in
other aspects: conflicts and frustrations, which arise if the objectives of the managers
conflict with the needs and aspirations of employees; time lags which refers to some

parts of the organisation changing-more rapidly than others.

Resistance from organisational change can come from a number of sources. Such
sources described by Bedeian (1980) include parochial self-interest. This refers to
individuals attempting to maintain the status quo with which they are content - such
changes may be perceived in terms of loss of power, approval, status and security.

Another factor influencing resistance is misunderstanding and lack of trust. This
could arise due to lack of adequate communication regarding the changes and can
increase defensiveness, thus reducing further effective communication about the

changes.

Other factors relating to resistance to change cited by Badeian include contradictory
assessments among the staff as to the benefits, or otherwise, of the changes and a
low tolerance of change. In relation to low tolerance of change Badeian argues that
some individuals have a very low tolerance of ambiguity and uncertainty - factors
which can accompany change. This raises an interesting dimension in respect of

individual's cognitive styles.

Borg (1990) in a review of the literature, argues that "in the light of recent and
ongoing changes in schools and their curricula as well as the prevailing working
conditions of teachers, our present understanding of stress in teaching needs to be
based on updated information” p.103.

Badger (1994) looked at teacher stress in relation to their perceptions of the way in

which an important curriculum innovation - the 5 - 14 programme - was being

78



implemented in one Scottish region. Badger found that the 5 - 14 programme is an
issue which is perceived as stressful among many teachers at all levels and 65% of
the sample indicated they felt ‘uncomfortably stressed' by the 5 - 14 programme with

25% of all class and headteachers feeling ‘extremely stressed' over its introduction.

The specific aspects of the 5 - 14 programme which the sample found stressful were
time demands which meant having to work at home to keep up with preparation,
unrealistic timescale and having too little control over 'the speed and direction of the
programme’. Badger concluded. from the study that a re-appraisal of the
organisation, support and facing of innovation at school, local authority and national

level was necessary.

McHugh and Kyle (1993) argue that the increased pace of change and enhanced
levels of competition within education have impacted upon all schools in Britain and
have brought added pressures to the profession. They describe in particular the
effects of the Education Reform Act, the National Curriculum (5 - 14 Curriculum in
Scotland) and the Local Management of Schools. This point is supported by Jones
and Hayes (1991) who believe that the local management of schools has increased
administrative workloads to a great extent. McHugh and Brennan (1992) suggest
that this has caused uncertainty in the teaching profession with the threat of school

closures and mergers a further additional source of stress.

McHugh and Kyle (1993) found in their study of schools in Northemn Ireland that the
key effects of organisational change was that many teachers felt a loss of
confidence; were tempted to take time off work; experienced changes in their
consumption of tea/coffee and alcohol consumption and had support networks which
permitted the discussion of school problems. They concluded that many teachers
are experiencing high levels of work related stress and a high proportion of this

stress is caused by organisational change.
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Their study suggested to them that it is essential that headteachers and their staff
acquire and develop sufficient professional and administrative skills which will further

add to their coping capacities.

Hart, Wearing and Conn (1995) obtained illuminative data in a large scale study
involving 4,072 primary and secondary teachers. Their research programme
presented the question ‘will an effective discipline policy improve student
misbehaviour and result in a reduction of teacher stress? The interesting conclusion
which was reached was that “overall these students showed that there is little point
in trying to reduce*teacher stress by reducing student misbehaviour. Rather it is
more appropriate to develop a supportive organisational climate that enables

teachers to cope with the student misbehaviour that confronts them.

It is therefore suggested in this present study that this premise can be extended to
stress management in general and that a supportive organisational climate is an

essential prerequisite for dealing with teacher stress.

Chapters one to four of this study have therefore presented the literature
background, to this research on ‘school organisation, teachers work stress and the
effect of an intervention programme’. The next chapter will provide some specific

background points which will form the focus for examination in this research.

Although a great deal of research activity has already been achieved in this field the
literature review does suggest that areas of confusion and contradiction still exist
particularly in relation to dealing with teacher stress within the school organisation. It
is hoped thereforeﬂthis study will help to examine this aspect in a manner which can
provide a professionally relevant applied model to help teachers and management

deal effectively with work stress from both individual and whole-school perspectives.
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Chapter 5§

Background to Study
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BACKGROUND TO STUDY

This research aims to construct a professionally relevant and appropriate in-service
programme which can be implemented with a whole school staff. The development
of this programme will be directed by the results from three preparatory studies each
focusing on key aspects of work stress in schools. It should therefore be possible to
construct an applied model of dealing with work stress in schools. This research
therefore aims to undertake an examination of work stress in schools, develop an in-
service programme applicable to the whole staff, evaluate the effects of the
programme and construct an applied and applicable model of dealing with work

stress in schools.

The starting point for this research was initially obtained from the literature which
clearly indicated that work stress within the teaching profession was an area worthy
of further investigations (Johnstone 1990). Such investigations however could have
examined a range of different aspects associated with stress generation and stress
responses in relation to the work of teachers in schools (Dunham 1984). It was
therefore decided to identify a focus for the research and it was felt on examination
of the literature (Dunham 1984, Tollan 1990) that the development of an in-service

stress management programme would be an appropriate focus for such research.

The relevance of the above focus was further emphasised as a crucial area of
investigation and development because of the educational changes which were

taking place at the time the research was initially conceived.  These changes
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included curriculum innovation such as the 5-14 development programme, the
development of on-site support units to accommodate‘diverse educational needs,
the introduction of school boards accompanied by enhanced parental influence and
during the period of the research the major organisational change relating to
devolved school management. Educational changes therefore provide a framework
around which work stress issues can be examined. These chang