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ABSTRACT

An Ilntegrated model of teacher burnout
Is presented as the backdrop to a
perscnal history of one dlstressed
teacher. Using a serles of
collaborative Interviews, Sarah’s
experiences as a classroom teacher are
explored as part of a search for the
contributors to her feelings of dlstress
and disatlisfaction with teachling. A
number of themes are ldentlfled which
relate to Sarah“s life la the c¢lassroom,
her search for autonomy and proxlimity,
and the dliverslty of her roles withln
the bureaucracy of the school and the
network of her famlly. Sarah has
developed an inventery of copling
resources compatible with her values,
goals, commltments and personal style.
She lncludes problem-focused,

emot lon-focused, and preventive
strategles. As the study progressed, we
came to belleve that the fundamental
stressors in Sarah‘s life have arlsen
out of the fact that she lIs a woman,
dolng a woman’s work of teachling and
nurturing a family, and experiencing all
of the expected and unlgue stressors
that are a part of that experlence. The
complex role of women in teachlng ls
discussed, and the suggestlion Is made
that the nature of schoollng would
change if women had greater access to
declslon-making levels within thelr
professlion. Suggestlons are also made
regardlng ingservice and preservice
tralning for teachers In order to
increase thelr coping resources.
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PROLOGUE

In studying Sarah, the teacher whose story is told
in thls thesis, I learned a 1ot about Sacah, her
experiences, her thoughts, values and goals. I also
learned a iot about myseif. In struggling to
understand Sarah, and ln sharlng parts of her life, I
came to better understand myself as well. As you read
this thesis, you will have an opportunlty to share In
Sarah’s story. You wlll also have the opportunity to
share some of my own story, for Sarah’s story became
the vehicle for my own personal growth. Sarah ls an
intelligent, articulate woman, and I am most grateful
to her for her trust, her candour, and her patience.

The thesis begins with a falrly traditional review
of the llterature on distress and burnout, and then
cutlines a less traditional, but defensible research
methodoligy. Sarah’s story is then presented as the
product of a serles of collaborative Interviews in
which we explored Sarah’s experlences as a teacher
specliflcally, but also as a working mother and wife.
The process we used was recursive In that we returned
often to ldeas that held special Iinterest for us,
allowing us to explore a number of themes that seemed

to be emerging as lmportant In Sarah’s 1lfe.
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Together, we tried to discover patterns and
structures 1ln Sarah’s llife that gave |t meanlng, and I
tried to match these patterns with the research on
stress and burnout. However, 1t was not untll after
the first five interviews, and after I had written most
of "Sarah‘s Story", that I became lncreasingly aware of
an cover-arching theme that Sarah and I had never
directly discussed: the impact of her gender on her
feellngs of dlistress and her dissatlisfactlen with her
life.

Sarah once sald that she dlslikes models -- that
they hold llttle meaning for her; I, on the other hand,
had aiways llked models. 1 llked their "neatness" and
the way that the originator had been able to visually
deplict the relatlonshlps between ldeas. As the study
progresses, I became aware of a fundamental problem
with many models in the soclal sciences: they are often
two-dlmensional and llinear in structure, and seldom can
reflect the compiexity and the subtletles of the human
ilves that they are attemptlng to portray. Therefore,
although I had set as my goal the "testing” of an
integrated model of stress and burnout against the llife
experiences of one teacher, the model seemed to be
Increasingly lnadaquate as I trled to work towards the
inner core of meaning in Sarah’s and my dlscusslons.

It became increasingly apparent to me that whille



the model I had chosen had been useful In providing an
inltlal framework for our talk, it did not lncorporate
in any real sense the fundamental gender issues. While
these lssues could appropriately be addressed in the
context of socletal, lnstltutlonal and role-related
stressors, something seemed to be missing. The
consideratlion and ldentlflcatlon of fundamental lssues
of gender seemed to provide the lens that brought into
focus the varicus elements in Sarah‘s life.

After Sarah and 1 had read and thought about what
I had wrlitten, we talked about the fact that the
subJect of "belng a woman® had never directly been
addressed in our earller lnterviews, though we had
discussed many of the supporting themes. Feminist
viewpoints often threaten our fundamental values and
relationships. Perhaps it was Indicative of an
increasing level of mutual trust that we were
eventually able to discuss thése issues. Both of us
have a lot to think about.

From a perscnal perspective, 1 am aware of a
process of "growing into" some ldeas that are new for
me. The jdeas that 1 have read about, talked about,
and wrltten about are gradually becoming a part of me.
Thls thesls reflects some of the transitions In
thinking and subsequent discontinuities that are part

of my own conceptual evalutlion.
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CBAPTER CONE
INTRODUCTICN

Rationale for the Study

People Involved In the helplng professlions are
often involved In "prolonged, constant, Intensive
Interaction with people In an emotlonally charged
atmosphere® (Schwab, 1983, p. 21); these condltlions
often colncide with the syndrome of burnout. A number
of recent studies (Blase, 1984; Hiebert & Farber, 1984;
Iwanickl & Schwab, 1981; Schwab & Iwanicki, 1982) have
focused on stress and burncut 1n the teaching
profession. “Nowhere else (but In schools) are large
groups of individuals packed so closely together for so
many hours, vet expected to perform at peak efflciency
on dlfficult learnlng tasks and {o Interact
harmonlously" (Welnsteln, 1979, in Conners, 1983, p.
18>. If these situatlional demands are short~term In
nature, or if the Individual percelves that his or her

coping attempts are successful, the stress experlenced



will be transitory in nature. If the demands
persist, a state of chronic stress (Hiebert, 1988) may
result. For the purposes of thls paper, I will
dlfferentlate between chronlic stress and burnout by
focusing on the abllity of the Indlvidual to continue
to cope with the stressors (see Figure 1).

It would appear that teachers, llke other helplng
professionals, are sometlimes flnding themselves
emotlonally exhausted, nc longer able to give of

themselves. They are finding 1t harder to remaln calm

short-term persistant persigtent
sitvational demand gituational demand sltuatlonal demand
individual copes individual utiiizes coping resources inadeguate
satisfacterily appropriate coping resources gtress remalns unresoived
situation returns situation is indivigual becomes dysfunctional
to normal *managed" utilizes destructive cognitive,

emotional, and behavicral patterns

TRANSTTORY STRESS CHRONIC STRESS BURKOCT

Figure 1. The relatlonshlp of stress and burnout

and supportive, and are developing negative and cynical
attltudes towards both thelr students and co-workers.
They feel unappreclated and dlscouraged, finding llittle

sense of accomplishment in thelr work., I belleve that



teachers who are experlenclng these feellngs of burnout
can have negative effects on thelr students, thelr
peers and the image and reputation of thelr school.
People sufferling from burnout are more llkely to
exhlblt low morale, absenteelsm, and tardlness, and may
even leave thelr Jobs (Plnes, Aronson & Kafry, 1981).
They may alsc increase thelr use of alcohol and drugs,
and experlience family and marital problems (Maslach and
Jackson, 1981).

Although the llterature ls not concluslve with
regard to demographlc varlables and stress in teaching,
some studles have related burnout to age, sex, and
grade level taught. A study by Schwab and Iwanlck!l
(1982) found that younger teachers tended to experlence
more emotlonal exhaustlon and fatlgue. This age factor
was attributed to unreallstic expectations which
confllct with the realitlies of the workplace. Male
teachers and secondary teachers were found to have more
negative feellngs towards thelr students than
elementary teachers, and high school teachers tended to
have less frequent feellngs of personal accomplishment
than elementary teachers. Similar results were found
In Cavers’ (1988) study on teacher efflcacy. Moreover,
itn a U.S. study of female elementary teachers from
across the natlon, 40% of the respondents sald that

they would not agaln chcoose teaching as a career, this



in splte of the ldentificatlon of this group as belng
the most satisfied with teaching (Wangberg, 1984).
Burnout 1s too costiy to be lgnored. The costs
are high In terms of wasted training for those who
leave thelr Jobs, and In terms of the psychologlcal and
physlcal effects upon those who stay (Pines et al.,
1981>. It ls costly for school districts In terms of
lost talent and poor performance, and it Is costly for
the students who work with a teacher who has lost the

capaclty to care ang respond in a loving manner.

Bucpoge of the Study

A model of burnout has been derived from the
l1terature on stress and burnout (see Flgure 23; thls
model will serve as a basis for analysls of one
distressed teacher’s personal history. In a case
study, the teacher’s experliences and perceptlions will
be explored, to galn a better understanding of her
digsatisfactlon with her worklife, Its causes, and lts
impact on her as an lndividual. A serles of In-depth
interviews will be conducted, with a view to recording
her thoughts, feelings and experlences with regard to
her history of distress and burnout. Through a process
of reflective narratlve, the teacher will be encouraged
to reilate her experliences and explore their

asignlficance {n terms of her llfe as a teacher.



SOURCES OF BURNQOT

SCIETAL TACTURS

ORGANIZATIONAL FACTORS

PERSONAL FACTORS

PSYCHOLOGICAL REACTIONS CONSEQUENCES
(Aspects of Burnout?
EMOTIORAL EXHAUSTION INTENTIOR TO LEAVE JOB

DEPERSONALIZATION

PERSOHAL ACCOMPLISEMENT

»

ABSENCE FROM WORK

EPFORT EXERTED OH TEE JOB

LONER QUALITY OF
PERSONAL LIFE

Flgure 2. Integrated model of teacher burnout.

(adapted from Schwab, Jackson & Schuler,

Iwanlck!,1983>

1986;

Thls study has the potentlial to add to our

understanding of theory ln that provides an opportunity

to test a model of stress and burnout (see Flgqure 2)

derlved from the work of Schwab, Jackson, & Schuler

(1986 and Iwanlickl (1983) in a speclfic and personal

gsituation.

¥Yin (19843 supports thlis analytical process

of pattern matching which compares an empirically-based

pattern with an existing cne which is deflned prior to

the study.

Teachers and teacher-educators may flnd the

gtudy helpful In that it provides a model which may be

useful in coming toc terms wlth'the stressors In thelr

own |lves.

descriptlion of the Interactlive process helpful.

School adminlstrators may also flnd the

The




personal, collaborative, problem—-solving approach might
have implications for encouraging Individual staff
cevelopment In a school setting.

On a more personal level, It Is anticlpated that
both the teacher and the researcher will beneflt from
thelir engagement In the process of reflectlive analysils.
The greatest beneflt may accrue to the teacher herself,
as she gains a better understanding of the factors that
affect her life and career. One of the primary
features of narratlve ls its ablility to act as an
integrative process, allowlng the speaker to glft
through memory and rearrange or restiructure concepts
and organlzling princlples In the light of new
experlences or ldeas.*

She may also acquire some strategles which can be
used to control some of the negatlve elements in her
worklife, thus reduclng or minimizing the effects of
the stressors. This lncreased knowledge could lead to
better decision-making and greater ¢ontrel over
ecucatlonal processes as the teacher monltors her own

perceptions of classroom contexts and experliences.

# The relalionshlp of discourse aad meaning I8 diacussed In some detall In Chapter 3 of this
document .



Prevlious study has tested the valldity of elements
of the mecdel on a population of 339 teachers (Schwab,
et al., 1986>; thils study will allow for an ln-depth
examination of the sources and consequences of burnout

in the llfe of one teacher.

Limitations

Findlngs In thls single subject case study may be
regarded as speclflc to thls particular teacher and the
circumstances In which she finds herself. As a
research method, the case study has some acknowledged
limitations: as a single example of the phencmenon
under study, the cage study la often criticlized because
It Is difficult to generalize the findings from cne
case to another. However, Yin (1984) suggests that
the error llies in attemptling to generalize conclusions
to other case studies, rather than to the theory
itself. Just as a scieatist does not attempt to select
*representative" experiments, the ethnographer should
not be requlred select a "representative® case study.
Instead, Yin supports the selectlon of a single
experlence that can be used to reflect broader
theoretical lssues. This allows for what Yin calls an
*analytical generallzatlon"'.

The subject of this study was chosen by the

researcher because the subject’s experlence seemed to



encompass many of the elements commnon to stress and
burnout. An alternate strategy to the arbitrary
selection of a subject would be selection by means of
responses of potentlal subjects to a screening device
such as the Maslach Burnout Inventory (Maslach &
Jackson, 1981). However, an objectlive screening device
of thls type does not account for a cruclal element ln
this type of study - the emerging rapport between the
subject and the researcher.

In the collaboratlve lnterview®, one of the most
important elements ls the establlishment of rapport,
that trusting relattonshlp that allows the free
exchange of ldeas, and which, In turn enhances the
opportunities for mutually valid outcomes (Wallat,
Green, Conlln, & Haramis, 198i1). It ls possible that a
more traditionally *“sclentiflic" selectlon process
might ldentlfy a teacher that was clearly sufferlng
from burnout, but with whom the researcher might be
unable to develop this feeling of rapport. As the
purpose of the study does not relate directly to the
development of thlis relationshlip, I chose not to allow

it to functlion as a varlable In thls study.

% The cojlaborative interview method is diacussed ia detall in chapters 3 and 4 of this
document .
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A further consideration In the seiection of the
subject was the conflicting data In the lliterature with
respect to female elementary teachers. Although the
literature s not concluslve with regard to the role of
demographlic varlables in determining burnout in
practising teachers, somne studles have correlated
burnout to the age and sex of the teacher, and the
grade level taught. In one study, elementary teachers
were found to have more positlve feellings towards thelr
students, and more frequent feellngs of personal
accompl ishment (Schwab & Iwanlckl, 1982>. Yet in
another study of female elementary teachers, 40% of the
respondents Indlcated that they would not again choose
teaching as a career (Wangberg, 1984). Because of
these apparent contradictlons, and because of the high
percentage of female teachers In elementary schools, I
am partlcularly Interested in exploring the topic of
distress and burnout with a female elementary teacher.

The case study approach has been criticlzed
because it Invoives strong subjectlive elements on the
part of both the sublject and the researcher. Mishler
(1986> regards thls personal and contextual approach as
a strength rather than a weakness. In an lnteracttive,
Jointly constructed narrative, both the interviewer and
the respondent are engaged in a search for a negotlated

meaning. A key element willl be the researcher’s
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ablillty to listen empathetically to what the teacher is
sharing about her experiences and feellings, and discern
what the teacher belleves to be the meaning of her
experlience.

Tradltlonal research has demanded guarantees of
anonymlty for the sublect{s), In order to assure that
the right to privacy is maintalned. It nas been
suggested that anonymlty provides a sense of securlty
that allows the subject to respond openiy and frankiy
to the researcher’s questlions. Although attempts wlll
be made to provide anonymlity for the subject, It will
be difficult to achlieve In the small ecducational
community that comprises our school district and
unlversity. However, lt is hoped that as the study
evolves, the teacher will gradually experience an
Increasing level of trust and particlpation, and willl
therefore move from subject to collaborative research
partner. In any event, it will be lmportant that the
teacher understand the purposes and processes ¢of the
study, and clearty understands that she will share In
ceclsions relating to the paclng and content of the
conversatlions, and Iln the znalysis and interpretation

of thelr meaning.



CHAPTER TWO
LITERATURE REVIEW ON CONTENT

Stregs and Distress

The school environment lnvolves many intense
interpersonal retationshlps, restrictions as to time
and space, and a constant evaluation of effort.
Sylwester (1983) sees these condlitions as having
immense potential for lncubating stress in teachers and
administrators. When a seriously threatening sltuation
occurs In the soclial environment, the braln’s
perceptual and problem solving processes are actlivated
in order to assess the situation, and discover what can
be done to remove the threat. If the mind can solve
the problem without too much difficulty, some worry and
anxlety may occur, but the deblllitatling physical
manifestations of stress will not occur. Selye calls
this eustress, or good stress; the indlvidual is
responding positively to a challenge (Sylwester, 1983,
p.4>.

On the other hand, lf the mind can dlscover no

appropriate solution to an lmmediate danger or to a

11
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contlnuousiy threatening situatlon, the braln triggers
a serlies of physical responses that Selye calls the
inltlal alarm reactlon. As the body callis on lts
defensive forces, perception ls helghtened, heart rate
and blood pressure lncrease, and adrenal hormones are
released. The large muscles tense, and the body Is
readled for defenslve or aggresslve action. Selye
calls this distress or bad stress (Sylwester, 1983,
p.4>. It is a pattern of physlcal responses to
perceived social problems that carry no physical
threat.

If the stress continues, the body makes a massive
effort to sustain thls higher energy level. This stage
of resistance (p.3) consumes huge amounts of sugars and
hormones, and wlli continue as long as the body can
sustain the effort and the mind can see hope for a
satisfactory solution. As abllity and deslire wane, the
Individual enters the stage of exhaustion (p.3>, and
succumbs to lliness, depression or other serlious

emotional or soclal problems.

Stress and Burnoyut
The Chinese term for stress has two characters:
one means danger and the other means opportunity.
This view of stress suggests that danger and

opportunlty are not so much opposltes as two slides
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of a slngle coln - that a stressful slituation for

one person might be a splendld opportunity for

another. (Sylwester, 1983, p.3)

A key factor In understanding the relationship
between stress and burnout lies In the apprecliatlion of
the Importance of lndividual Interpretatlion of any set
of clircumstances. Gmelch (1983) cautlons that stress
In itself should not be avoided, for performance
problems may result from both too littie and too much
stress, "Optimum performance comes from converting
tenslon from an enemy !nto an ally; from a neediess
stressor to a creatlve motlivator® (p. 6>. Gmelch
advocates the search for an "optlmum stimulatlon zone*
(p.10> 1n which the Individual finds a satisfactory
balance between boredom and exhaustion. He descrlbes
rustout as the "“trauma of uneventfulness" (p. 10> that
results from sitting in the same Jjob for prolonged
periods of time without variety, change, or
stimulation. 1In thls sltuation the Individuai Is
underchailenged, and suffers from frustratlon,
dlgsatisfaction and fatigue. At the other end of the
spectrum 1s the Individual who is suffering the effects
of burnout: the cumulative wear and tear of harmful
stress (Iwanicki, 1983>. This individual Is ambitlous,
aggressive and Impatient, and has not yet accepted hls

or his or her limitations. Gmelch ¢1983) characterizes
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such a person as an lrrational problem-solver,

"exhausted from long workling hours, dissatlsfied from

worklng wlthout results, and despondent from lack of

sel f-esteem”

(p-10).

performance curve.

Understimulation
Zone
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Increase Stress Intake

= boredom
© fatigue

* frustration
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Life Line
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Figure 3. The stress and performance curve.
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Contributors to Siress

An extensive number and range of stressors have
been identlfled In the literature. Iwanlckl (1983) has
developed a model which demonstrates how these
socletal, organlizaticnal and role-related or personal
scurces of teacher distress are lnterrelated and

cumulative (p.29>.

SOCIETAL

ORGANIZATIONAL

Figure 4. Sources of distress and thelr impact on
the teacher. (Iwanickl, 1983).

Socletal stress results from the pressure placed
upon schools and teachers by soclal and polltical
forces. Soclial stress is manlfested in lncreased
demands for accountabllity and productlvity at the same

time as flnanclal support for educatlion ls declining.
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Some teachers feel that thelr status In the community
is declinlng; they percelve that they recelve less
publlc esteem and respect and lower pay than many other
professions {(Lortle, 1974). Today, the changing role
of women 1s providing more career optlons, and some
women teachers feel cheated because at the time they
entered the profession, there were few Jobs open to
women. Wangberg (1984) reports that many women
teachers now want to change Jjobs, but are unsure of how
to go about it.

A second malor source of distress results from the
fallure of the school to organize itself to meet the
demands of the public, students, and teachers
simuitaneously. These stressors are grouped together
under the category of organizational distress.
Wangberg (1984> describes the dehumanlizling effects of
large school systems, in which teachers may be moved
about with llttle concern for thelr preferences or
expertise. This practlice may contribute to teachers”
sengse of lsolatlon, and lack of affiliation with thelr
peers (Wangberg, 1984; Lortle, 1974).

Teachers may also experlence organizatlonal
distress when they feel that the goals of the school
are in confllct with thelr ldeas of what Is good for

students, or feel that they are beling asked to provide
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a program without sufficlent resources or tralning
{Iwanicki, 1983).

Lortle (1974) characterlizes public schoolling as a
gyatem of “"dual captlvity" (p.4>. Students are usually
asslgned to a school according te their place of
residence, and, once wlithin a school, are assigned to a
particulacr class by the school administration.

Teachers also have relatlvely little to say about their
school, their teaching assignment, or the makeup of
thelr classes. The teacher’s role ls made even more
difflcuit by the fact that the children with whom the
teacher deals are largely unsociallzed to their roles
as learners, and the teacher must teach the students
how to learn in a group settlng, where goals for
individual students sometimes become secondary to goals
for the entire group.

Beglnning teachers are not eased iInto the
profession under the careful tutelage of an experlenced
master teacher. Instead they are plunged into their
role as teacher, actor, manager and psychotheraplst,
and are expected to perform from the first day all the
dutles of the experlenced teacher. They are expected
to learn while doing, with little support from
col leagues or supervisors ln these crltical early
months., Lortie (1974) attributes widespread anxlety to

these early experiences, reporting that beginning
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teachers have difflculty lIn making accurate, thoughtful
decislons. He suggests that because of the beginner’s
limited observational and analyticai abllitles, poorly
developed Interpersonal skills and the narrow scope of
experlence and range of optlons, the neophyte teacher’s
abillty to take action Is limited, even lf external
advice s provided. The beglnnlng teacher works In
lsolatlon, tryling to work things out on her®* own as she
struggles to survive. Once established, thls pattern
of lsolatlion appears to continue throughout the
teacher’s career (Lortle, 1974).

Distress may also be attributed to a physical
environment which may be unpleasant, lnconvenlent,
overcrowded, unsafe, or unhealthy. Herzberg (clted in
Wangberg, 1984 malntalns that !f teachers’ lower level
or hyglene needs -- l.e., salarles, working
conditlions, status, and other extrinsic motivators --
are not being met, they will be unable to work at thelr
full potential, and will be unable to concentrate on

thelr motivation needs —— l.e., responsibllity,

¥ Because this study focused on one femaie teacher, I have chosen to use the singular
feainin: pronoun when referring to an ladividual teacher.
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growth, achlevement or advancement. Teachers often
percelve that they have poor mobility or Job securlty
as budgets become tighter. Thls lack of security or
opportunities for advancement may affect the teacher’s
abjility to functleon at full potentlal (Wangberg, 1984).

A thlrd source of distress In teaching relates to
persconal or role-related factors. Role confllict or
role amblguity, a lack of control or autonomy, and a
lack of feedback about success have been clted as
contributers to teacher distress (Schwab, Jackson &
Schuler, 1986>. Some more obvious personal stressors
in teaching may be related to disciplline problems,
difficuity in developing approprliate programs for
speclal needs students, finding time for professional
development, or developlnhg positlve relationships wlth
administrators, peers, or parents (Iwanickl, 1983).

Unreallstic expectations of the Jjob contribute
strongly to young teachers’ disllluslionment with
teaching (Plnes, Aronson & Kafry, 198i; Wangberg,
1984). Wangberg refers to this as the "myth of the
’Super Teacher’" (p. 14). ©She states that many
teachers expect themselves to be nearly perfect as they
play a varliety of overlapplng and demanding roles,
roles that occur spontanecusly or without prediction.
In addltlon, she notes the high frequency of

Interpersonal interactions that occur each day, and
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inslats that 1t |Is simply impossible for teachers to be
completely successful under these clrcumstances.

Roy <1974) has described teachers as having
*caretaker personalities - they care for and give to
others without thinkling of thelr own needs" (Wangberg,
1984). Wangberg suggests that teachers need to learn
to "take" lf they are golng to be able to contlinue to
glve. Such taking may be In the form of physlcal
exercise, hobbles, mental health days, nutrltional
diets, long baths or showers, relaxation exercises,
vacatlons or leaves, or simply learning to say "no* to
extra responsibilities. Wangberg also notes that many
femaie educators have lidentlifled the need to
renegotlate roles and responsibllitles at home, as many
are doing two full-time Jobs, one at school and the

other at home.

Aspectg of Burpout

Much of the explioratory work in burnout was
undertaken by Christina Maslach, who described burnout
as a function of both frequency and Intenslty of
emotlonal exhaustion, depersonalizatlon, and reduced
personal achlevement (Maslach, 1982>. 1In her many
studies of the helping professions, Maslach and her
assoc’ates found that the prolonged and intense stress

involved in the work environment had altered thelr
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original feellngs about themselves and their work
(Schwab, 1983).

It is Important to view burnout as a process
rather than an event. The process of burning out is
gradual and cumulative, and ls determlned to a great
extent by the Indlvidual’s own Interpretation of any
set of circumstances. Schwab, Jackson and Schuler
(1986> developed a model of burnout which lllustrates
how stressful circumstances can affect an Indlvidual
(see Flgure S5)%*,

One of the first symptoms to appear ls emotional
exhaustlion. Teachers may describe themselves as belng
drained or used up; they are at the end of thelr rope,
wiped out, and are physically fatlgued. They may dread
the idea of another day at a job that once fllled them
with excitement and ideallstic expectations. Their
dislllusionment has ¢come upon them unexpectedly,
although, like their co-workers, they may be quite
adept at percelving and explaining burnout in other

teachers.

% This mode] formed the basis for the integrated model of teacher burmout inm Elgure 2.
Schwab et al. do not Include societal factors 1n their model; this element uas added, based
on the work of Ivanlick] (1963), as shown in Migure 4.
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A teacher who ls emotlionally exhausted may do what
many other workers In the helplng professions do: they
cope by depersonallzing thelr peers and students; they
put a safe distance between themselves and others.
Thelr detachment shows in a growth of cynlcism and

cal lousnegss towards thelr students.

Sources of Burnout wg:lsﬂ:%“ Consequences
ORGANIZATIONAL FACTORS Intention 10
Role Amblguity
Participation in Dectslon Making ‘ ;
ial rt Networks .
So(nsa!msmuppomnum) Emolional Exhaustion Absevr;?n:mm
Reward Structure .
futonomy Depersonailzmtion »
: Etfort Exerted
PERSONAL FACTORS Personal Accotnplishment on the Job
Expectations for Profession b Lower Quslty of
: t o
Bzdmr;;ad;étmb!es Personal Life

Filgure S. Model of teacher burnout.
(Schwab, Jackson & Schuler, 1986)

The thlrd aspect of burnout experlenced by many
teachers is a feeflng of low pers=onal accomplishment,
due to a variety of factors, such as unrealistlc
expertations, corganizatlional constraints, Inadequate
resources, unsupportlive or uncocperatlive co-workers,

and lack of feedback about one’s successes. As a
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cumulative result of all these factors, the teacher
begins to think of herself as a fallure, personally
responsible for her lack of satisfaction with her
career. Burnout escalates as she experlences the dual

feelings of helplessness and hopelessness.

Consequences of Burpout

Some teachers react to burnout by choosing to
leave their Jjobs. Teachers may also react to distress
by absentling themselves from work. A study by Simpson
(1976> of 2300 British teachers reports that absentee
rates wecre hlighest among beglnning teachers In th 20-25
age range. Silimpson Infers that absenteelsm Is a common
strategy used to cope wlith the stregses of a new career
(Hiebert & Farber, 1983).

The burned out teacher who chooses to stay on the
Job may find that less and less effort is being
expended on professional concerns. This teacher may
resist change, responslbillty and lnvolvement in school
activity and may find that the job-related frustrations

are carried over into his or her personal life.

Coplipng with Distress and Burpnout

Teachers are affected by many factors in thelr
work environment, and, because of perscnal dlfferences,
respond to stressful events in different ways. Plnes,

Aronson & Kafry (1981) suggest that, accordling to
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Richard Lazarus, the lntenslty, duratlon and degree of
burnout is determined by the Indlvidual’s needs, her
view of the world, her appralsal of the stresses, and
her ablility to cope . As stress levels increase, there
s Increasing Interference with the teacher’s ablllity
to accurately assess the situation (Hiebert, 1989).
Like many workers in the helplng professions, teachers
tend to attribute their unhappiness to personal
quallties, and feel Isolated, trapped, and gulity.
Hiebert suggests that pecple in stressful
situations tend to exaggerate both the demands and the
probable consequences of the situation, denigrate thelir
ablilty to cope, and indulge In excessive worry and
unproductlve thought about the problem. Escalatlion of
burnout occurs when the dual feellngs of helplessness
and hopelessness are on the rise. If the teacher can
be helped to understand that more control is posslble,
these feellngs should begln to diminish (Plines, et al.,
1981). The slimple act of partliclpating In a workshop
may break down the "fallacy of uniqueness, thls
plurallstlc ignorance" (1981, p.36>. People are often
relieved to find out that many in thelr fleld share
some of the same feellngs. Reallzation that the stress
is 'sltuational decreases their feelings of shame, gullt
and nelplessness (Kalker, 1984>. In one study, Plnes

and her assoclates found that pecple admitted to higher
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levels of burnout after belng told that the most
ldeallistic burn out flrst (Plpnes et al., 1981, p.36).

Iwanlckl (1983) suggests that teachers find
socletal sources of distress hardest to deal with,
slnce they are "a product of a complex, polltical
process over which teachers have exerted little
influence® (p.30>. Organizational sources of distress
may be also be hard to affect, as they may be well
entrenched i{n the bureaucratlc structure of the schooil.
Role-related or personal sources of stress are often
the easlest to deal with, as teachers have a better
understanding of the factors causing thils type of
distress, and more control over modlfylng them.

This idea of control Is an important one. Jack
Frymier (1987) suggests that teachers who have an
internal {zed locus of control feel on top of things,
belleve that they can make a dlfference, and that what
they do is important. They feel In charge of thelr own
lives and of events and things around them. Teachers
who have lost thls locus of control have no confldence
that what they do makes ¢ difference. They feel pushed
about by forces ocutside themselves, and are fatalistic,
feeling that other people are in charge. These
*neutered" teachers show many of the symptoms of
burnout, for they lack physical strength and energy,

and the motlvaticn to work hard, to learn and to
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change. “Thelr energles are moblllzed to protect
themselves rather than te improve the opportunities and
enhance the welfare of others around them. Helping
others Is difficult when one feels unwanted and
unappreclated" <(p. 14).

Frymler’s solution is to empower teachers, to help
them to develop an internallzed locus of controi. He
l1inks authority, freedom and responsiblillity, and
implicitly acknowledges the importance of the sense of
per=aonal efficacy which is developed through the
process of ownershlp and shared respenslblililty. Baron
and Rodin <1978, ln a study of the effect of desligned
environments on soclal interaction, found that "when an
Individual feels in control, he or she may be happler
in general, may perform better, and may be less
bothered by crowding and other stressors" (as cited In
Conners, 1983, p.17).

Mcintyre, in a 1981 study of teacher dlstress,
found that teachers wlth a more external locus of
control experienced more feelings of burnout <(Schwab,
1983). Sellgman hypotheslizes that a major causal
factor of learned helplessness ls the indlvidual’s
belief that her responses will not be effective In
lnfldéncing future cutcomes (Miller & Norman, 1979,
p.96);‘ If one attrlbutes failure to an internal cause,

self-debrecatlon and negatlve affect result, whereas
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attribution of fallure to an external cause minimlzes
thls affect (p. 96>, Mitler and Norman belleve that
effective treatment must be focused on changing the
subject’s attributions. If fallure iIs attrlbuted to
external, varliable causes, changes In cutcome or
situation would be sufficilent to change future
expectations and performance. However, if faiiure Is
attributed to 1nternai, Staple, and general causes, 1t
1S necessary to tocus on changlng the attributions
themselves: l.e., change the way In which Individuais
percelvé thenselves In relation to thelr environment
(p. 114-115O.

Hiebert (1989) belleves that stress occurs when
people percelve that the demands of any sltuatlion
exceed thelr coping rescurces. He has developed a
framework which can be used to asslst people wlth
stress control (see Figure 6>. He offers two
prelimlnary approaches: the flrst attempts to reduce
the imbalance between the stressors and the
Individuai’s coplng skills, while the second approach
tries to Increase the individual’s abllity to manage
physlological, cognitlve, and behavloral responses tc a
stressful situation that Is percelved to be
unchangeable.

It is Important to note here the difference

between learning to cope with stress and trylng to



28

alleviate the problem. Stress-reduction techniques may
mask a problem, giving the jillusion that the individual
Ils coping well, yet doing little to change the
circumstances. On the other hand, the acqulsition

of a varlety of coplng technlques may be of real
assistance to a teacher In deallng with anxlety. "It
ls possible for a person (teachers lncluded? to
encounter a pressure sltuation, react by coping with
the sltuatlion, and experlence very llttle stress in the

process' (Hiebert & Farber, 1983).

Stress Control
(Do I want to feel less stressed?)

(Focus on Situation) (Focus on Person)
Stressor Management Stress Management
Change Increase Behaviour  Cognition  Physiology
the Coping
Situation Skills

Flgure 6. Framework for stress control
(Hiebert, 19890
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Hiebert advocates moving from left to right on hils
model, trylng first to reduce the demands of the
situation so that they lle within the Individual’s
coping repertoire. For example, If a student were
suffering from test-anxlety, an appropriate sltuatlional
response might be to enroll only !n courses that do not
have flipal exams. In many situations, it may also be
approprliate to attempt to increase the coplng resources
of the lndividual -—- in the case of test-anxlety, it
might be helpful to lncrease class attendance, study
skllls and time management skilis In order toc enable
the student to cope with the demands of the current
situation. Hiebert certalinly advocates exhausting
these avenues before resorting to stress management
techniques. If a teacher 1s concerned about student
misbehavior, the acqulsition of Improved classroom
management would be preferable to learning how to
induce self-hypnosis In the face of classroom chaos.

Scmet imes, however, stress management is the
appropriate solution. Stress Inoculation (Kalker,
1984; Hiebert, 1989), |ls a cognltive-behaviorati
approach to stress management. In stress Inoculatlion,
teachers are trained to use loglcal, analytlical and
positlive approaches which are helpful in discriminating
between the concrete demands of the job, and the

demands teachers place on themse:ves. They are also
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encouraged to increase the frequency of positive
self-talk and, 1f necessary, to purposefully change
thelr bellef systems, recognizing the extent and the
limitations of thelr personal responsibllity.
Cognitive relaxatlon technlques can also be used to
help teachers cope with stressful situatlons.

In a simitar veln, Plnes, Aronson and Kafry <(1981)
suggest four malJor strategles for deallng with burncut.
The flirst step is awareness: the individual must
acknowledge that a problem exlsts, and recognlize that
it Is largely a function of the situatlon, or an
occupatlional hazard. The next step Is taking
respongsibility for action: there must be a wiltlingness
to do somethling about the problem. A key elen;ent here
13 the ldea of personal responsiblillity, as copposed to
waitlng for the Institutlion to take actlicon. Achieving
some degree of cognitlve clarity ls set out as the next
stage; thls ls described as a reflective process of
dl fferentlatling between thoge thlings that can be
changed from those that cannot be changed. At thils
point the scurces of gtress have been ldentliflied, and
the individual proceeds to evaluate the extent to which
the stresgssors can be recduced. At some point In this
process it 1s esgsentlal that the lndlvidual
differentiate between the demands of the job and the

demands that he or she places on herself. The flnai
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step 13 the development of new tools for coping with
distress, or improving the range and quallty of eold
tools.

Bransford and Stein (1984) have developed a
problem-solving model which Incorporates many elements
that Pines et al. consider important In dealing with
burnocut. The model can be represented by the acronym
IDEAL :

I = Identify the problem

Deflne and represent the problem

Explore possible strategles

i

Act on the strategles

o> ™ O
n

= Look back and evaluate the effects of your
actlivitles (p.12).
Bransford and Steln suggest that people often try

to avold problems that they think they cannot solve.
When pecple begin to analyze thelr approaches to
varlious problems, many discover that they
frequently use a “let me out of here’ approach
when a problem seems difficuit and an answer does
not lmmedlately come to mind. At times like this
there Is a natural tendency to attempt to get out
of the sltuation and do something with a hligher
probabillity of success (p.4)

The ablillity to use a problem-solving strategy such as

Bransford and Stein’s might reduce the teacher’s
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feelings of helplessness, by providing her with a means
of apalyzing and dealing with a problem.

According to Miller and Norman (1979>, the mere
belief in personal control determines reactlions to
stressors. As teachers participate In understandlng
thelr situation, thelr feellngs of power and influence
shouid increase. Frustratlon and straln are reduced as
the teacher works to remove obstacles to effective
performance, and to modify others’ expectations of her.
Her sense of Isolatlon 18 reduced as she gains a better
understanding of both the organizatlon and the
interpersonal relationships within that context

(Jackson, 1983).

Congluslions

It is Important to view burnout as a process
rather than an event. Burnout lIs a gradual process
that is strongly affected by the Indlvidual‘s
perceptions of the situatlon, and his or her coplng
resources. If educators are to avoid or control
condltlions of burnout, they must "engage in ratlonal
problem solving, creativity, productlve change,
progresas, and real Jjob satisfaction" (Gmelch, 1983, p.
10).

Burnout cannot be alleviated until strategles are

developed that allow the teacher to identify the
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sources of her distress and implement strategles to
control or remove the stress-producing factors. Whlie
coping strategies may be helpful in the short term, no
real progress ls likely until steps are taken to combat
burnout on the Institutional! and the lndlvidual level.
"By viewing burnout as a problem of the organizatlon as
well as of the lndividual experlencing the feellngs, we
can begln to solve the problem rather than live with

it" (Schwab, 1983, p.20).



CHAPTER THREE
LITERATURE REVIEW ON PROCESS

An Emeralng Research Paradiam
Caplan and Nelson (1973), in discussling current
research on soclal problems, point out that what is
done about a problem depends on how It ls defined.
The way a problem |s defined determines the
attempts at remedlatlion - or even whether attempts
will be made. . . . More gpecifically, problem
definitlon determines the change strategy, the
selectlion of a soclal actlon dellvery system, and
the criterlia for evaluatien. . . . The actlion (or
inaction? taken wlll depend largely on whether
causes are seen as residling within the individuals
or in the environment (p. 220-201).
Caplan and Nelson note that many researchers,
particularly psychologists, tend to focus on
person—centered variables, wlth external factors
largeiy belng ignored. To a person tralned In
psychologlcal theory and research, "a world

disastrousiy out of tune with human needs s explalined

34
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as a state of mina" (p. 202>. Caplan and Nelson argue
that it Is crucial to explore the relationships between
personal and slituational factors that have contributed
to a particular circumstance.

Willlam McGulire (1973)> also advocates changes In
the research paradigm for soclal psychology. He notes
that hypotheses in thls field tend to be based on a
slmple, llnear, “cause and effect" model, whlch
inadequately reflects the complexltles of the
indlividual’s cognitive system and of the the larger
soclal system. Argyrus (1968) descrlbes the
traditional research paradigm as authoritarian in that
the needs of the researcher take precedence over the
needs of the the subject(s). The setting, the
objectives, and the pace of the activity are all
controlled by the researcher, who ls responsible for
recording, analyzlng, and reporting the resuits of the
study. Runkel (1978) cautlions that data obtalned In
this authoritarian manner may contain “certain defects
of valldity that would be much less likely to occur 1f
the data had been produced from a more equal
partnershlp of client and researcher" (p. 5S8). McGulre
(1973) and Vaughter (1976), urge the adoptlon of a more
complex research paradign In which human Interaction |is
characterized, not by the traditlional authoritarian and

hlierarchical researcher-subject model (Argyrus, 1968;



Morgan, 1981), but by a mode of interaction
character!ized by a "reasonable degree of equallty,
sharlng and trust* (Vaughter, 1976, p.146>.
Ethnographic or fleld research ls viewed by some
as belng a preferred alternatlve ln that 1t s meore
col laborative and contextually based (Leinhart, 1978;
Mishler, 1986; Dakley, 1981; Spradley, 1979; Woolcott,
1973>. Lelnhart acknowledges that fleld research may
prove frustratling because many of the lndependent
variables are beyond the researcher’s control. Fleld
research also produces confusling masses of data that
may be catalogued, pulied apart and recomblned In an
infinlte varlety of ways. However, offsetting these
preoblems Is the cpportunity to study a phenomenon
within its natural web of interrelated clrcumstances.
This literature supports the move towards the
personallzation of the study of teachling, through an
examination of the reallty experienced by one teacher
in her own classroom. This reallty is constantiy
changing, as the teacher shlifts from one subject to
another, one physlcal environment to another, and one
ethos to another. The reality of the classrcom must be
acknowledged as subjectlive, created by Indlvlidual
actors who are In turn influenced by their soclal and
physléal environment. The search for objectlve,

quantlifiabie data is therefore ilnadequate as a single
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paradign governing research on teaching. OCbjectlve
data often does not assist us In understanding
how individuals percelve, organlze, glve meanlng
to, and express thelr understandings of
themselves, thelr experlences and thelr worlds.
Further, the tradlitlonal approach neglects to
examine how thelr understandings are related to

thelr sceclal, cultural and personal clircumstances.

(Mishler, 1988, p.ix>

Discoyrse and Meaning
Traditional thought tends to view language as a
symbollc or concrete means of communicating lnner ldeas
to other people; the means of communication has been
seen to have little or no influence on the speaker’s
way of thinklng. In this view,
what 1s to be sald already exlsts before It is
expressed. Speech expresses meaning; 1t does not
reveal or disclose |t. Language 13 merely a means
of cammunication in and through which man can
convey meaning; 1t can never be a source of
meaning and light. (Kockelmans, 1972, p.7>
By contrast, phenomenologlists such as Merleau-Ponty
regard speech as a creatlve actlivity that "brings
meaning to llght and sometimes even origlnates 1t*

(1972, p.7>. Merleau-Ponty malntains that order Is
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continualily made of disorder by our abllity to dlscover
meanlings, and make sense out of our experience fram
within It. He bellieves that 1t Is possible to do so by
describing the way our experlence develops. Language,
then, must be viewed as Important as a process, rather
than as a product. The locaticon of meaning Is in the
context of the Individual, the "1iving, engaged, actlve
agent" (TeHennepe, 1965, p.141) who orlglnates meaning
in everything he or she does.

In Heideggers’s view, explanation ls one of the
crucial elements ln language and In knowlng (Edle,
1976, p.77>. Through the process of communicatlon, the
individual not only attempts to share hls cor her
experlences with another, but arrives at a clearer
personal meanlng of that experience. Language {s seen
as one way of enunclating this personal meaning, a
meaning that

can be ‘approached’ but can never be ‘possessed’.

. - « There will z2lways be more to say. . . .

Though we all experience and express the same

meanings (as we all live in the world), no two

persons experlence or understand the same thing
concerning them in every respect. For thls reason

. . . meaning [is considered] Intrinsically

amblguous (Edie, 1963, p.544).
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The very ordinarlness and fam!llarlty of language
is part of the problem of communication, for meanling
may be masked or hidden by the superficlal structures
of language. Understanding may be an illusion created
by the use of famlllar words or sentences, which may In
fact, get in the way of understanding the “full-blown,
varlegated, ambigquous world of llved experlences*
(Tehennepe, 1965, p.145>. Listening Is viewed as an
egsentlal part of the process.

Kockelmans (1972) explains that "communlicatlon Is
neve: llke a conveying of experlences, oplnions, or
wishes from the [nterlor of our subjectlvity to the
interior of ancother/s" (p.24). Communlicatlion ls more
1lke an attempt to search out the particular words and
phrages which will allow us to recall a past experlence
or shape a new idea., Meaning develcops gradually and
contlinucusly over the career of the individual In a
manner that 1s unique to that Ingividual. It Is
dangerous to mistake one’s personal experlence for
universal experlence.

Cnce we understand the role of language in
creating personal meaning, we wlli also undersatand the
limitations of language in expressing that meanling, and
our perspective with regard to research on teaching
must be affected. 1In order to gain a better ldea of

the teaching process, we must try to gain an
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understanding of the teacher, how she lives within her
experliences and how she constructs a coherent framework
that allows her to find meaning withln those
experiences. Because no two lndividuals relate to
their worids In the same way, a consclous effort must
be made by both the teacher and the researcher to
negotliate a shared meaning that allows them to
communicate as fully as possible these unshared

experlences.

Ihg QQ! |gp9[§;[vg |n§g:v1ﬂg

Collaborative research is one —f the approaches
which can serve as an alternatlive to the tradltlional
research paradigm. Collaborative Interviews are
increaslingly used by ethnographers, who emphasize the
importance of learnlng from people rather than simply
studying them. The essentlal core ¢of ethnography Is a
concern with meaning (Spradley, 1979, p.93>. Research
for the ethnographer becomes an interactive,
evolutlionary process, In which language plays a key
role. Elllot Mishler (1986) advocates the use of
interviews as a primary research method. He cautlons,
however, that how we structure and record Interviews,
and how we represent and use that talk, Is based on
important assumptlions and presuppositions about

relationshlps between dlscourse and meaning {p. vi1ll).
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¥hen conductlng a traditional Interview, most
interviewers show a "pervasive disregard of the
respondent’s soclal and personal contexts of meaning*
{Mishler, 1986, p.vili). They fail to attempt to
understand the way lndividuals perceive, organize and
express their understandings of themselves and their
experiences. Mishler describes the "standard®
interview as being abstract, fragmented, and
standardized, with meanings deflned and controlled by
researchers. The natural contexts of meanlng are
stripped away from both the the questlons and the
responses, with the authorltarlan Interviewer using 2
predetermined scheme of topics, categories for
responges andg evaluatlion. In this hierarchical
relatlonshlp, the researcher Jjudges the adequacy and
approprlateness of the subject’s responses, and,
ultimately, even the meaning of those responses. The
interviewer’s aims, theorles, and findings are usually
kept hidden from the respondents. Even the range of
pessible responses is limited by the procedures and
predetermined questions, which refiect the lnterests
and prlor knowledge of the [nterviewer. Mishler warns
that thls *ldentity-stripping" Intervlew may be harmful
to the Indivlidual respondent, as It "may obscure
relatlons between events and experlences and . . .

disrupt [thel) individual’s attempts to make coherent



42

sense of what Is happenlng to them and arcund them"®
(p.120>.

Mishler and others (Qakley, 1981; Spradley, 1979,
Laslett & Rapoport, 1975S) therefore advocate the use of
interviews that are jolntly constructed by the
Interviewer and the respondent. In this collaborative
process, Interviewers rely on thelr subjects’ knowledge
and experience rathec than on thelr nalvete. The
narrative is viewed as a Jolnt productlon, with the
answers offered by the regpondent "informing the
evolving conversation" (Paget, 1983, In Mishler, 1986,
p.97>. Although the researcher may have a general view
of the areas to be covered durling the interview, the
questlions are not standardized or predetermined. Paget
(19862 notes that the questlons may be hesitating and
halting, formulated and reformulated over the course of
the the interview; thls process may encourage equally
gsearching respconses. Both the Interviewer and the
respondent are engaged in a search for understandling.
The respondent has some measure of control over the
pacing and content of the dlscussion, and is also
Involved In the process of analyslis and Interpretation.
Laslett and Rapoport (1975> argue that thls Interactlve
process enhances the [nternal validity of the research

by utlllizing a process that 1s meanlingful to the

Individuais Involved.
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Conciusion

The effect of thé collaboratlve research process
is a shlft in focus from the lnvestlgator’s problems of
rellabllity and validity to the respondent’s problems -
the need to "construct cohersnt and reasonable worlds
of meaning and to make sense cf [thelr ownl] experiences
(Mishler, 1986, p. 118). Mishler maintains that the
central task of the researcher must be to find ways to
enpower respondents, so that they have more control
over the processes throuch whlch thelr words are glven
meaning. Perscnal context ls explicltiy lniroduced as
grounds for Interpretation (Clandanin, 1985; Wallat,
Green, Conlin & Haramis, 1981). Respondents are
further empowered as they saln a greater understanding
of themselves and the world, and move beyond discourse
to the possibllity of actlon, applying thelr new
insights and “gainlng a volce" (p.126).

Engaging a teacher in reflective narrative will
aliow both the teacher and the researcher to dlscover
the personal meaning that ls attached to particular
actions, and the patterns or generallzatlons that the
teacher believes wiil be useful in maklng sense of
future situations. In thlis narratlive process, the
teacher and the researcher become [nterdependent as
they interact wlith one another ln an attempt to create

a shared meaning. One of the primary features of
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narrative is lts ablllty to act as an [ntegratlve
process, allowlng the speaker to slft through memory
and rearrange or restructure concepts and organlzing
principlies In the 1lght of new experliences or ldeas.
It follows that In research on teachlng, narratlve has
a role to play, fostering self-growth and the
competence—enhancing quallty of the research experlence
for the classroom teacher.
The aim [of research on teachingl should be
to lncrease the person’s awareness of his bellefs
about teachlng and to have hlm expose them to
personal examination. At that polnt he can become
truly selective and work out a synthesis of past
and current practices In terms of his own values
and understanding. <(Lortle, 1974, p.231>
Regearch should not be something that Is done to the
teacher. Instead, research should De done with the
teacher (Wallat, Green, Conlin & Haramis, 1981) so that
the potential for mutually valld outcomes is enhanced.
Increased collaboration would allow teachers to share
what they know about teaching, and consolidate and
integrate thelr knowledge about chiildren, learning and
teaching. This lncreased knowledge would lead to
better decision-making and greater control over
educatlonal processes as the teacher monitors her own

perceptlons of classroom contexts and experiences. As
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teachers begin toc make sense of thelr experlences and
integrate them lnto a2 purposeful, coherent, and
personal phllosophy of teachling, they will, In fact, be
empowered. Teachers will then be able to use all of
thelr lntellect, tralning, experlence, creativlity and

Intultion in structuring the best possible cllimate for

learning.



CHAPTER FOUR
METHOD

The Cage Study

Ags I undertook a review of the llterature on
dlstress and burnout, I became lncreasingly aware of
one partlicular teacher with whom I was acqualnted,
whose experlences seemed to encompass many of the
elements common to distress and burnout. Following
Yin’s €1984) positlion that a single experlence can be
used to llluminate broader theoretical lssues, we
agreed that we would undertake together a case gtudy of
her experliences as a teacher. This case study traced
her perscnal history as a teacher. Ongolng and
cumulative analysls, coupled with interactlve
explorations of meaning determined which elements from
the integrated model (see Flgure 2) were relevant to
her experlence. The theoretlcal framework provided
some general guidellines as to what behavior is
important In understanding distress and burnout; the

llterature establ ished a focus for the examination of a

46



47

personal history of teacher dlstress.. Previous study
has tested the vallidity of elements of Schwab, Jackson,
and Schuler’s (1986) model on a population of 339
teachers; thls study allowed for an in-depth
examination of the sources and consequences of burnout
In the 11fe of one teacher.

Thls case study of "Sarah" (a pseudonym? conslisted
of a series of In-depth interviews which attempted to
trace a teacher’s history, and the development of her
feelings of distress. The study ls descriptive In
nature, with Initlal Interviews utillzing what Spradiey
{1979) calls descriptive questions -~ "grand tour®* and
"mini-tour" questions -- which help to establlish the
context (e.g. "Could you describe a typlcal day at
schogl?"). Structural questlions were used to discover
how Sarah has organized her knowledge about her role as
a teacher (e.g. "What klnds of thlngs would you talk
atout with the other teachers?*). Varlatlons of these
questions were often posed to encourage Sarah to probe
her memory for addltional examples. Contrast questions
were also used to clarlfy meanings, or to discover the
dimensions of meaning that Sarah uses to distinguish
between objects and events In her world (e.g. "How is a
‘good day’ dlifferent from a ‘bad day*?).

In additlon, eeveral lnstruments were used to

assist Sarah with self-assessment or situational
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analysis. The Teaching Events Stress Inventory <(Clchon
& Koff, 1978) was designed to measure the degree of
stress caused by 36 events assoclated with the teaching
profession. The first week of school |s assigned an
arbltrary rating of S00, and teachers are asked to rate
other events as more or less stressful by assigning a
number which indicates thelr relatlve stress value.
Although a number of the ltems were irrelevant to
Sarah’s experlence (e.g. colleague assaulted in school;
preparing for a strike), use of this inventory allowed
us to identlfy a number of areas that we wished to
discuss further, such as conferences with the principal
(which Sarah rated at 200-1008), talklng to parents
about their child’s problem (700-8003, and involuntary
transfers (900).

A second instrument that was used was the Maslach
Burnout Inventory, which can be used to assess
teachers’ current level of burnout. While it Is not
designed to be used as a dlagnestic tool with an
individual teacher (Maslach, 1989, personal
communication), It was useful In that 1t provided a
series of strongly worded statements that assisted
Sarah to focus on her feelings about teachling.

NHumerous other scales mlight have been used to measure
attliudes towards teachlng and stress, such as Glrdano

and Everley’s Dispositional Stress Scale (1977), which
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attempts to measure the predisposed tralts that
teachers may bring to the Jjob, or Clarke’s Teacher
Occupational Stress Factor Questicnnalre <1980), which
descrlibes potentlally stressful situatlons, and asks
the teacher to rate them from *not stressful® to
‘extremely stressful*. However, the focus of this
study was not on quantlitatlve measures; numbers in and
of themselves were not seen as having as much
signlficance as the meaning that was glven by Sarah to

her experlences.

Ihe interview Process

Sarah shared control in determining the course of
the Ilnterviews. At the beglnning of each lnterview we
agreed on the general toplcs to be discussed that day.
However, Sarah frequently added her own toples, or
expanded on areas of particular Interest. As
interviewer, I regsponded by asking clarifying
questlions, as well as suggesting new areas for
dlscussion. A serles of flve Iinterviews, averaging
about 50 minutes In length, were required to explore
Sarah’s experlences with distress and burnout.
Sustalned contact over a perliod of several months
allowed Sarah to create her personal frame of
reference, describing how she thinks and feels, and how

she came to develop her perspectlive. As reseaccher, 1
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chose not to develop a clinlcal detachment from my
sublject. Instead, I consciocusly responded with
gsympathy and understandling, often sharlng my own
feellngs about rejated experliences, Although ! often
returned to a toplc for elaboratlion or clarlficatlon, 1
did not press Sarah, belleving that, glven the
opportunity and the supportlve climate, she would share
as much as she was able (Bogdan & Blklen, 1982>. 1
attempted to create and malntain a natural,
non-threatening atmosphere, and, as the interviews
proceeded, we often were able to capture the
informality of a “conversation between two trusting
parties, rather than . . . a formal question-and-answer
sesslon between a researcher and a respondent” (p.43>.
Spradley (1979 descrlbes a sequence of stages In

the rapport-bullding process that can be used to gulde
the cholce of questions and response stirategies (see
Figure 7>, He also suggests several strategies for
encouraging the flow of conversation, lncluding
*asymmetrical turn taking, expressing [nterest,
expressing cultural lgnorance, repeatling, restating
Informant’s terms, Incorporating informant‘s terms,
creating hypothetical situations, asking frlendly
questions* (p. 67, flg. 2.1).

" Mishler (1986) notes that in a traditlonal

interview, the interviewer’s alms, theories, and
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Bullding Rappoct in an Ethnographlc Interview

Stage Behaviee of Sublect Boie of Besearcher
apprehension mistrusts motlves ang asxs general cescriptive questions:
purpese of researcher . l1istens. shows interest:
non-judgemental responses
exploration listens. observes, uses repeated explanations:
tests relatlonship: restates subject’s jdeas. using
lncreasing sense of key phrases and terus

sharlrg, relaxation

cooperation talking together: shares role In defining process
offers personal Information:
feels free to ask questions

particlpation accepts role: becomes more collabarates 1n dlscovering
assertives anaylyzes from patterns
ovn perspect]ve

Figure 7. Bullding Rapport in an Ethnographic

Interview

{from Spradley, 1979)

findlngs are usually kept hidden from the respondents,
with procedures and predetermined questions reflecting
the interests and prlor knowledge of the lnterviewer.
In this study, a consclous effort was made to inform
Sarah of the alms of the prolJect and of the process

that was belng used, in order that she could not only
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make sense of what was happening, but could aiso become
a partner In constructing the narrative (Laslett &
Rapoport, 1975; Mishler, 1986; Cakley, 1981; Spradiey,
1979). Therefore, Sarah and I reguilarly dliscussed
strategy, often plannlng cut the next step in our
study, or discussing our impressions of the process in
which we were engaged.

To demonstrate the lnteractlive process, I have
selected several excerpts from the transcripts.
Although some of the pauses, "um’s and uh’s"* . and
repetitions have been omitted, the conversatlion In aill
other ways Is as transcribed. It wil! be evident from
the excerpts that my questlons were not predetermined,
although 1 had, based on my review of the lliterature,
some general areas that I wished to cover. Paget
(1983, in Migshler, 19862>, In refiecting on her
interviews with female artlsts, notes that questions
may be hesitating and halting, formulated and
reformulated over the course of the the interview. She
feels that this process may encourage equally searching
responses, for both the lnterviewer and the respondent
are engaged In a search for understanding.

The first excerpt is taken from the opening
minutes of the flrst Interview, and shows an example of

a grand tour question:
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B: What I‘d like to do today Is Just tco get us

started In conversation, and although I know
somethlng about vour teachlng sltuation, I‘m
golng to ask you some very general questlons
about your teachling, your classrcom and what
things work on a dally basls for you. So if
you think that I‘m asking questlions to which I
probably should know the answer, (Sarah chimes
in> "Answer It anyway!" (both laugh>. -

I got 1t!

I1f you don‘t mind. Okay? Maybe we could start
by having you describe a typlcal day at school.
Just tell me what you do when you flirst arrive
at schootl, and kind of walk through the day.

I walk In the door, take off my coat, look at
my plans. See If there ls anythling that I left
undone from the last day, because I always try
to get my plans ready the nlght before. And If
I have any running off or anything to do, I run
around and do that. I don‘t have a lot of time
in the morning. And then I go and have coffee
{f there’s time. And then when the bell rings,
I start the class. . . . Do vyou want me to

carrcy on?
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Umhmm. (1-1O%

The next excerpt, also from the first interview,

shows an example of a descriptlive gquestion, designed to

beglin to discover how Sarah has organlzed her teaching

experiences:

B:

You sald that you spend some time talkling to
teachers.

Usually grade one teachers, or the librarlan.
What kind of things would you talk about durling
these times?

Problems we‘re having, commnon planning, because
we all teach grade one, arranglng some testing,
arranging common events that we may be doing,
sometimes planning socme centers, . . . sharing

materials. That“s mostly what I do. . . .

% Throughout thim case study the reader vill encounter parenthetic notations

describing the transcript from uhich the quotation was taken. For example, (1-3)

vould refer to the first intecview, page 3. The letter ‘r* following such a

notation, (1-3)r, indicates that the quotation is taken from a response that wes
noted in the margins of the transeript. A series of dashes - - - indjcates that
the speaker paused, while a series of dots . . . indicates that a partion of the
speech has been deleted. The transcripts themselves, because they contain
discusaions of personal and seasitive swes, have oot been appended to this
document.
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B: You said that you talked with teachers about
probliems.

S: Discipline problems, learning problems, how did
you teach thls unlit? What did you do with tens
and ones? Anythlng. Problems we had ocut on
the playground. Usually just to get some other
feedback. 1It’s really hard to work In a
vacuum. €1-3>

Towards the end of the first interview, I

attempted to provide a summary of what we had done so
far, so that Sarah would begin to have an ldea of the
structure of the lntervliews. I also wanted her, at
this point, to begln to consclously participate In the
construction of the process.

B: Okay, what I‘d 1lke to do now is to type up a
transcript of what we’ve talked about and from
that I think will come things that plque our
interest, where we can ldentify things that
we’d like to pursue - - -

S: Okay.

B: - - - in terms of discussion, things that
you‘ve alluded to that are concerns or
interests, or things that 1‘d llke to get - - -
more lIf you, sort of extend the discussion. 1Is
there anything that you can suggest at this

polint that you would :lke to dliscuss ln more



S6

detail at this time, - - - or any direction
that you’d llke to go?

S: - - =1 don’t - - - thlnk so, although vou
didn“t finlish your grand tour because you
didn‘t talk about my tralnling or experlence, or
extra-curricutar, - - - or persocnal skills, or
l1ikes and disilkes, and I don‘t know [f you
want to cover that or not.

B: 1 thlnk those are important.

S: Yeah.

B: All right. Well, why don’t we start with those
next time? (1-18,19>

After each Interview, a complete transcript was

prepared. Two coples of each transcript were prilnted.
One was used for my own notes on process and content.
On the second copy, two coiumns were added along the
right side of each page. My comments and questions,
arising from my analysls of the interview, were noted
In the first column, while the second column was
avatlable for Sarah’s response. Sarah‘’s access to the
transcripts allowed her to clarify responses, valldate
conclusions, and pose questions of her own. Subsequent
interviews were planned In the context of what had
already been dlscussed. In additlon, Sarah had an
opportunity to respond to my review of the {lterature,

drafts of partlicular chapters, and the thesls as a
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whole. This process is derived from the work of
Mishler <1986>, Yin (19842, and Spradley <1979, and
modelled by Smith (1987), in her case study of a woman
in sclence at the University of Lethbridge.

The Interview process ltself was the subject of
some digscussion. 1 started the second lnterview by
askling Sarah how she had felt before and during the
first interview -- whether she had found it a difficult
process. Although she reported feellng a littile
strange at first, she said she hadn’t found it too
threatening, because it had covered pretty "basic
territory® (2-1). We talked about her abllity to talk
in complete sentences, which I found impresssive, given
my tendency to stop midsentence to receonsider an idea
or search for a word. Sarah admitted to sharing my
difficulty in reaching for a particular word at times.
*1 mean the words are In there; [t just takes a whlle
to find them. . . . The pathways aren’t as
well-deflned [as we agel* (2-2). We discussed the
abllity of conversation or verbalization to define the
pathways, making new connectlons or make old ones
clearer.

Sarah noted that she was tlred at the end of the
interview. "It’s hard to know that you‘re on tape, and
that you have to keep going all the time" (2-2). We

talked several tlmes about our reactlions to seelng our
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words In print. I was struck by the length of scme of
my pauses, as I formuiated a question or struggled to
£incd the words which would create the atmosphere that I
was trying to establlsh and maintaln. Sarah also felt
uncomfortable at tlmes when she read the transcripts,
feellng that she had stated something too strongly, or
that she sounded pompous, although there was nothing In
particular that she wanted to change; "I wouid still
probably say most of the same things agaln® (2-2). Ve
agreed that the problem with transferring speech to
print Is that it gives lt a permanency that was not
intended when you had the conversation. Written speech
Is often softened by quallfliers or careful word cholce.
As Sarah said, "you‘re golng from one language to

ancther, and you‘’d edlt a lot of things out" (3-1D.

EZmerging Themes

Analysis of the interview transcripts attempted to
identify the emerging themes In thiee general areas:
the contributors to distress in Sarah’s teaching, the
agpects of purnout she has experlienced, and the
strategles she uses to cope with her distress. These
topics are loosely based on the models of burnout
provided by Iwanicki (1983) and Schwab, Jackson &
Schuler (1986). Sarah’s interpretatlions were regarded

as being of primary !mportance in understanding the
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*inner dynamics" of burnout (Bogdan & Biklen, 1982;
Macmiilan & Schumacher, 1984). It Is appropriate to
place a study of teacher distress ln a personal and
contextual perspective because of the nature of burnout
Itself. As Bogdan and Blklen say, “to dlivorce the act,
word or gesture from its context is . . . to lose slight
of its signlficance® (1982, p.27).

It Is also vital that any examination of teaching
be placed In a contextual framework. The schocol and
classroom of today are generally acknow!edged to be
complex soclal systems (Cedcoline, 1982; Heubner, 1987;
Hoover & Dempsey, 1982; Schlechty, 1976>. The
individual teacher may find this environment to be
dangerous and overpowering, or perceive that she is
inadequate to cope with lt. The teacher’s bellefs and
experiences “shape both the copling preocess and |ts
behavioral expression® (Lazarus, 1966, p. 245>. In
addition, pressures external to teaching may contribute
to a teacher’s mounting distress (Dunham, 1984; Latack,
1981>. In order to make sense of these complex and
interactive components, “"attention needs to be pald to
the voices to teachers themselves - teachers and
teachlng needs to be portrayed lIn a way that places the
teacher at the center of the educational process

“(Falk, 1987, p.xJ.



Hegotiating Meaning

Throughcut the |[nterviews and our wrltten notes to
one another, we attempted to find relationships between
events and experiefnces and to make sense of what has
happened to Sarah (iishler, 1986). We rellied on
Saran’s knowledge and her experlence and on her
insightful cormments, rather than on the nalvete that is
often valued in traditional interviews. As Sarah
attempted to share her experiences with me, she arrlved
at a clearer perscnal meaning of that experience.
Simltarly, as I struggled to understand her experlence
from her perspectlive, my own meanings were enriched and
strengthened.

As we discussed, explained, and negotiated a
shared meaning, we came to reallze that our view of
language and our Ilnterpretations of ocur experliences
were often qulte dlfferent. We sometimes found that
the very ordinariness and famlilarity of our language
became part of the problem of communicatlion (Tehennepe,
1965)., Although we used famitlar words and sentences,
they often held quite different meanings for the two of
us. At one point, Sarah lntroduced the notlon of
teachers reflecting on what they were doing, indicating
that *“teachers who refiect on what they’ve done are
maybe able, - - — better in touch with thelr teaching,

and able to lmprove and so on*. As thls was a toplc
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which held great interest for me, I pursued it with
Sarah:

B: Are you a reflective person?

S: (laughs) I don‘t know.

B: Well, do you spend time thinklng about what
you’ve done and analyzlng [t? (3-16>

Although Sarah‘s answer was afflrmatlive, quite a
lengthy discussion followed, with Sarah tryling to
explain the process that she called rehearsal, and
myself trying to determine whether thls was what I had
cailled reflectlon. In the end, after we both had
responded to the transcript, we agreed that rehearsal
general ly occurred before teaching, whiile reflection
took place afterward. Thls process occurred frequently
as we defined, redefined, or clarified until we reached
2 shared meaning.

I often asked Sarah to glve examples of a concept
to help me understand lt, or posed alternatlves ln what
Spradley (1979) calls contrast questions.

B: Do you have a sense of always keeping your eye
on the clock, or do you have a sense of an
internalized feellng for when lt’s time to move
on?

S: Ah, but the two things are dlifferent, though.
You have to keep your eve on the clock because

you have so much work to get through. Your
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Internal or your sense tells you when the klds

have had enough, or when you‘’ve had enough, and

the two things don“t always colnclde. (3-6)
In this way, Sarah often refused the cholice, Indicatling
repeatedly that teaching ls a very complex process,
that cannot adequately be described by a single
deflnltlve statement. This perhaps ls the root of some
of Sarah‘’s frustration with teaching, for she describes
herself as being a "very black and white sort of

person* (2-285).

Ihe Teacher’s Voice

At several polints durlng the interviews, I
remlnded Sarah that ocur major purpose was to ensure
that we teld her story. Although I naturally picked up
on themes that had appeared in my review of the
literature, 1 siressed to
Sarah that I wanted to be careful that the "framework
that I‘m using accurately reflects your concerns, that
it doesn’t skew your concerns, so lf you feel that . .
. the emphasls lan’t correct, then yvyou can feel free to
correct me* (3-5S). Our relationship durlng the flive
interviews was Increasingly Informal, and we found
curseives interjecting positive responses, such as

*vyeah" or "umhmm* much more freguently as the

Interviews progressed. Sarah occaslonally suggested
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words or phrases for me when I paused, and occaslonally
asked a question of her own.
B: You must have been good In school.
S: 1 was good academically.
B: And yet you regard learnlng as hard work.
S: Well, it Is! Do you llke studying? Do you llke
writlng papers?
B: Yeah, I do.
S: Ch, well! (2-14)
S: How strange! (2-14r)
Like Qakley €1981>, I found 1t hard to avoid answering
these questions, and llke Qakley, decided that it was
only falr to try to glve something bhack to someone who
was glving me her tlme, her cooperatlon, and her
confidences.
The mythology of “*hygienic" research with its
accompanying mystification of the researcher and
the researched as objective instruments cf data
production [must] be replaced by the recognltion
that perscnal lnvolvement Is more than dangerous
bias - 1t is the condltion under which people come
to know each other and admit others Into thelr
1lves. (p.5S9)
As we talked and often laughed together, I came to have
real affectlon for this woman who had been willing to

share so0 much ¢of her life story with me. I found that
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we shared many silmilar experlences, and came to
appreclate her as a unique Individual who had responded
to life’s challenges in a way that was very much her
own.

It is hoped that this Interactive process has
increased our understanding of the meanling that one
iteacher attaches to the events In her professional
l1fe. Because of her direct lnvolvement In this
interpretive process, Sarah was offered the opportunity
to become a co-author of the study, a cholce that wouid
not necessarily have required her to glve up her
anonymity - i.e. she could have chosen to retain her
pseudonym. The priority at all times in the writing of
the case study has been the protection of Sarah’s

privacy, and the respect for her rights, interests and

feelings.



CHAPTER FIVE
SARAH’S STORY

The Context of the Story

The factors that affect Sarah’s life as a teacher
are complex and varied. The web of her life is spun of
many different threads, which are interwoven in a
complex and intricate pattern. Sarah is articulate and
thoughtful, but would not describe herself as a
reflective person. For her, the Interviews provided an
opportunity to think about her life as a teacher and to
to examine her commltments and pricrities.

Sarah had described herself as “*hlghly stressed"
and was eager to explore the nature of her feelings
through a serlies of Interviews. Over a four-month
period, we discussed a wide varliety of toples, ranging
from her tralning as a teacher to her relationshlps
wlth students, colleagues, and parents. Although Sarah
is a very private person, she was willing to dlscuss
many areas of her professional }life and how it is
interwoven with her other life as mother, wife, and

homemaker. As noted earlier, some elements of our

65
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discusslion have not been lncluded In thls report,
because of their personal and sensitive nature.

Durling the study, 1 regularly revliewed the
transcripts and developed prellminary notations
regarding themes that seemed to be emerging, as a way
of organizing and maklng sense of the data. As the
Interviews progressed, I added new informatlion to the
categorles that I had established, discussed them wlth
Sarah, and subsequently modified, combined or rejected
some of the earller categorlies. McCall (1986) used a
simllar process, derlived from Glasser and Strauss’
(1967 “constant comparatlve' method of analysis, In
her study of one young woman‘s experience In learnling
to teach.

Iwanickl“s (1983) study of the sources of teacher
stress ldentifles three major categories of stressors
(see Flgure 4>. In hls model, organizational and
role-related stressors are shown to be interrelated and
cumulative, with the strength of the stressor
Ilncreasing In proportion to lts relatlonship to the
indlvidgual‘s sense of self. This seems to be true In
Sarah‘’s case, as the intensity of emotlon and the
length of discussion seemed to !ncrease as the topic
moved from socletal to Institutional to personal
concerns. The integrated model of stress and burnout

(see Flgure 2) proved to be another valuable reference
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polnt for the themes which emerged 1n Sarah’s story.
However, perscnal hlstorles tend not to be as tldy as
models, soc the themes do not have a direct
correspondence with the terminology of the models.
Instead, they are descriptive of the more

individual lzed experlence lived by one teacher.

In interpreting Sarah‘s story, 1 attempted to
think as she would thlnk, and feel what she had felt.
This sometlmes appeared to be relatlvely easy, as I
have experlenced some of the forces which are at work
in her life. However, It |Is always dangerous to
presume that one’s experiences or reactlions are simllar
to another individual‘’s, for we can only know a small
part of another person’s life. My perceptions of
Sarah’s experiences were [nfluenced by my own career as
a teacher and an adminlstrator, my graduate work In
ecducation, my emerging feminlst orlentation, my
comml tment to understanding and encouraging others in
their personal and professional growth, and my own

experlences as a working wife and mother.

=arah

An _Introduction
Raised In a small town, one of gseveral chlldren in
a close-knit family, Sarah left home at the age of

seventeen to begin her university tralining at a large
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university. Although she completed two years in a Flne
Arts program, she had by that time reailzed that she
wasg preparling herself for a career that she did not
want. After some thought, she switched to the Faculty
of Educatlion. She selected the secondary educatlon
route in order to utilize her fine arts courses, but
found her student teachling experiences in Jjunior and
senior hligh classrooms to be quite intimidating,
perhaps because she was only elghteen at the time.

When she recelved her teaching certlficate, she
accepted a teaching positlion In the primary grades, and
has remained at that level. She likes tne Innocence of
young children, and the sense of discovery and
enthusiasm that they bring to thelr learning: she also
finds them easler to manage, as she admits that she
doesn‘t seem to have a *knack for dealing with major
discipllne problems® (2-6).

After several years, Sarah marrled, and
Interrupted her teaching for year-long maternity leaves
for the blrth of each of her three children. Sarah‘s
children are now In school, and she anticipates that
she will continue teaching for many years, as she |s
only In her early fortles. Like many worklng parents,
Sarah Is challenged by the busy schedule of her two
younger children, who are Involved ln numerous lessons.

However, Sarah faces an addltlional challenge In her
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oldest chlld, who |s mentally handlcapped, and requires
a tremendous amount of physlcal and emotlional energy.
Saran has learned to become a2 strong and active
advocate for her son’s educatlon and care.

Sarah has been teachlng for 15 years. She has
taught in flve different schools in the same school
district, and is currently teaching grade one. 1In
addition to her teaching and family responsibilities,

Sarah also is a partner In her husband’s business.

Theme #1: Time Mapnagement

Because of her varled roles and responsibilitles,
Sarah describes her llife as belng very full. When
descrlbling her dally routlnes, Sarah cften refers to
the pressures of time. Sarah feels that she is quite
rushed in the mornling, because of the need to get her
family and home 1life organized for the day before she
leaves for work, and she flinds that she must leave the
school by 4:30 In order to meet her famlly comm!tments.
As a result, she usually chooses to remaln at school
for lunch. The daily thirty-minute ®preparation time*
which occurs ag a result of early dismlissal of the
first-graders at noon Is usually devoted to Individual
agslstance for those students who reguire a llittle more
time or perscnal attention, leaving little time for

preparattion or marking. There never sSeems toc be enough
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time for planning, locatlng resocurces, or conferring
with other teachers.

*We can thlink of time as the slingle most
Important, general resource teachers possess In thelr
quest for productlvity and psychlc reward; ineffectlve
allocations of time are costly" (Lortle, 1974, p.177).
Sarah attempts to enhance the value of the tlime she has
by placing a high priority on planning. Before she
leaves the bulldlng each day, she ensures that she has
completed her plans for the next day. 1In order to
reduce the time required to collect resources from the
library or other areas of the school, Sarah has brought
many of her own chlldren’s books and games inteo her
classroom. She complalns that her classroom is often
messy because she doesn’t have time to devote to
organizing materials on a regular basis; she finds it
difficult to walk out of the classroom when it is in
thls condition.

Azs Sarah plans her instructional program, she
tries to build in flexlibillty, allowing for adjustments
to on-the-spot events or unanticlpated regponses from
the children. However, she sees time as being l1lnear
cniv durlng the planning process. In the reallity of
the classroom, time ls much more elastic. ®“When you
get really involved with somethlng, you don‘t have a

gense of time passing. . . . Experlences [become)
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ali-encompassing that way" (4-12>. Sarah’s lnternal
sense of tlming tells her when the chlldren have had
enough of a particular actlivlity; thlis does not always
colncide with the external clock. Although she
sometimes would prefer to go with her Intuition, she
feels that she is obllgated to follow the clock. She
often feels a sense of urgency to complete the tasks or
cover the content which she has lald out !n her plans;
"I have to get this done now, today"( 3-6>. Otherwise,
she worries that she will fall behind in her attempt to
cover the prescribed curriculum. She feels that she
must measure her accomplishments against the “"day
clock, the month clock, and the year clock" (3-7>.
Sarah’s awareness of the pressures of time carrles
over into other aspects of her llfe, as she attempts to
fulfill the roles of mother, wife, homemaker and
partner In her husband’s business. She feels that she
must be extremely well-organlized and alert, and has
chosen to compartmentallize her life so that the demands
of one area do not lnterfere wlth the demands of
ancther. She therefore attempts to keep school and
home separate, and trles not to bring schoolwork home
in the evenings or on weekends, as she has found that
she often forgets to do lt. Instead, she returns to
the schocl on a weekend for a few hours If she has a

major task to complete.
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Sarah regards the compartmentallzatlion of her llfe
as a conscious cholce that she has made:; “that’s my way
of dealling with 1t ... It mostly works for me* (3-9).
This compartmentallzation is usually successful, but
Sarah reports that if she is upset by scmethling that
has happened at school, or ls feellng pressured by
report cards or another major event at school, she
often has difficulty sleepling. This results In
physical fatigue, which *you can sleep away' (2~18>, as
well as mental and emotiocnal fatigue, which Sarah feels
scmetimes impair her abllity to perform as she would
ltke. Thls is particularly evident in times of
confllict with a disruptive student, a colleague, a

parent, or an adminlstrator.

Iheme #2: Learning to Teach

The nature of Sarah’s preparation for teaching
appears to have played an important role in determining
Sarah’s view of herself as a teacher. She entered
unlversity at an unusually young age, and after two
vyears In a fine arts program, entered a Faculty of
Education. She says "I had to thlnk of somethlng to do
. +» . and s0 I thought, well, 11! go Into teachlng.
At least some of my courses will apply to teachling. So

I fell into 1t, like tots of teachers do* (Sarah, 2-6;
McCall, 1986).
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Sarah describes her student teaching experlences
at the secondary level as “scary*, so chose to apply
for a teaching poslition at the prlmary level. Because
Sarah felt that her background for teaching at this
leve]l was lnadequate, she continued to upgrade her
“paper quailflicatlons® by taking about one unlversity
course a vear. She stopped dolng thls several yvears
ago, because of other commitments.

"I think I would have been qulte a different

teacher had I recelved elementary tralning. . . .

I had, and still In some areas suffer a massive

lack of confidence in my abilities in those areas.

- - « I think 1t would have changed my attltude

in that way. [You arel more wllling to experliment

with new things If you know that your basic
phllcsophy 1s okay (2-33,34>.

*I think lt’s lmportant to keep retraining, all
the time. 1It‘s hard, hard work, but I think it’s
important, You have to force yourself®" (2-10>. For
Sarah, It !s lmportant to keep Informed of new trends
in education, but she finds change dlifflcult. She has
a guarded response to what she percelves may be fads in
currlculum or teachlng strategies, hanging back
somewhat from what "may be Jjust another bandwagon”
(3-7r)>. Her conservatlve nature, coupled with a

continuing sense of insecurity, may make [t difficult
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to Judge the Intrlinslic worth of a popular new program.
She tends to devalue her experlence as a teacher,
continulng to return to what she regards as an
Inadequate pedagoglcal foundation. However, this may
be an indication of low sSelf-esteem, rather than the
need for more training.
Some of Sarah’s low self-esteem may be related to
her perception of teachling as a low-status Job.
Even though I know that lt’s Important that
children have good teachers, [I‘m not sure that I
should be one of them. And that’s somethlng that
I‘m always fighting within myself, especlally when
I look at teachers as a group. . . . Maybe that’'s
one of the reasons why I haven’t made a larger
comml tment to teachlng. . . . Indlvicdually, there
are some very nice people, . . . but my
characterlization ¢f the group "teacher" would be

more negatlve than postitive (5-27).

#3: 3
The physical conditions under which a teacher must
work cften affect thelr performance (Conners, 1983).
Herzberg (in Wangberg, 1984>, in discussing the
teacher‘s need for safety, convenience and adequate

spage, says that unless the teacher’s baslec hyglene

needs are met, she cannot concentrate on higher level
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needs such as !ndependence or self-lmprovement. For
Sarah, a potentlal safety hazard proved to be a
contlnulng scurce of concern, as she was unable, for
several months, to convince the adminlistratlon that
equipment stored ln front of the flre exlt should be
moved. However, she classes other concerns about the
building as no more than “irrltants*: lnadequate
storage, glare from the windows on the blackboard, and
a caprilicious heating system. Although she complains of
always being cold at work, she generally does not view
these minor concerns as having a serlious effect on her
teaching, although she may complain more when she s
disturbed about larger issues such as a disruptlve
chiid.

Working In a school that is part of an educational
system causes other difficultles for Sarah. She
recognlizes that any publlc school system caters to the
majority of 1ts cllentele, but she feels scme regret
that more cannot be done for the students at elther
extreme. She wishes that she could do more for the
brighter chlldren In her classroom; thls becomes
evident as she talks about parent conferences:

Sometimes you know yocu‘re not providing a good

enough program for them . . . or stlmulating

enough, and the parents sort of slt there, and you

know they’re thlnking, "Well, I guess I“11 do thls
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at home with my chlld.®* . . . I can only do my

best. I will do the very best that I can do all

the time, but I am only another human belng

(3-16>.

Llke many other teachers (Long, 1988), Sarah flnds
the end of the school vear to be particularly
stressful. There are an unusual number of demands on
the classroom teacher at a time when teachers are
already physically and emotionally exhausted. Tired,
schocl-weary chlldren must be "kept busy" while
teachers concern themselves wlth testing, marking, and
record-keeplng. New supplles and texts must be ordered
for the fail, socmetimes lnvolving major decislons
regarding new materials and methodolugy. Classrooms
are sometlimes shifted to a new location In the school,
and common areas must be tidled and inventorled. These
demands are sometimes compounded by the need to make
difflcult decislons regarding retentlon or promotion of
a child, or adjust to the idea of a new teaching
assignment. The pressure ls further Iintensifled by
unexpected dlrectives from the school or distrlict
administration. Llittle wonder that Sarah reports
feellng

rushed, tired, not even vaguely Joyful, because

I‘m so tired and I know I have so much work to do

vet. And I know I“1] end in July with a siam, and
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there 1t’11 be, hopefully hot, and 1’11 be

sleeping (4-18).

Autopomy

It is one thlng for teachers to prefer
boundedness, to want autonomy and more potentlally
productive time; it is another thing to get them.
Teachers cannot take such matters for granted. . .

. They are dependent on the readiness of

acdministrators, fellow teachers, and parepts to

grant them the work conditions they desire.

CLortle, 1974, p.181>
As a result, Lortle suggests that teachers tend to
focus their attention on thelr immediate work area --
the classroom -- where their sense of autonomy and
control is greatest, and where they experlience their
greatest rewards. Yet teachers seem to assume that the
flow of accompllshment and rewards will be erratic,
even within the bounded walls of the classroom.

Sarah often seems to feel that she Is unable to
control many of the important aspects of her teaching
situation. When asked to descrlibe the maljor organizing
events in her teaching year, Sarah noted that reporting
times and seasonal actlivities determined some of what

happened in her classroom. Ancther organizer s
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Sarah’s awareness of the developmental level of the
children In her class. At the beglinning of the vyear,
the chlldren are "only able to do one thlng for five or
ten minutes, so you’re llke a Jack-in-the-box, you‘re
changlng all the time and you have to keep them moving*
(1-8). A major purpose of a wide range of actlvitlies
at the beglinnling of the year Is the informal assessment
of the level of skllls and knowledge of each child.
Lots of movement, lots of singlng, lots of
rhythmic reading, poems and falry tales, chanting,
to try to find cut what they know. Talklng,
teaching them a little blt of baslc control,
drawing, printling, coloring, cutting, to see how
much of what they can do (1-11,12).
Sarah does many of these actlivities at the beginning of
the vear, but as the chllidren become more skilled and
more lndependent, the nature of the activities In the
classroom changes somewhat, with more attentlon pald to
the pregcribed curriculum. Sarah ls very consclentious
about covering the curriculum, and she feels that the
currlculum documents ln the varlous subject areas have
become more prescriptive and more demanding over the
years. She returned to this topic several times durlng
the interviewa.
Sarah feels the need to revliew the provinclal

program of studles regularly, and has establlshed a
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serles of Informal *checkpolnts* that she uses to
assess her progress throughout the year.

[Youl do vyour best to be where you want at each
checkpoint, but you don‘t always make lt. I keep
dates In my guidebocks. When I Introduce a
concept or somethling, I date it, and so I7ve got
six or eight years of dates, and I can vary by as
much as a month In some of these thlngs, which Is
sometlmes indlcative of the class, and sometimes
indlcatlve of a special event in that vear, like
the Olymplics, which tends to siow things that
vear. . . . I guess I don’t worry very much
because I know I“11 get there {n the end (1-103.
The one thing Sarah Is able to adjust and contreol

is the level of her expectations of the children. She
describes herself as being quite willing to work with
siow children, adlusting cbjectives, strateglies and
time as required in order to meet the educational needs
of these children. She also triesg to adapt her
teaching to the learning needs 0f her other students.
Although she has plans and checkpolints, she triles to
bulld flexibillity Into her lesson and unit plans. This
seems to be the source of some internal confllct for
Sarah, as she attempts to keep pace with her plans, and
stiil allow for response to unexpected events or

unanticlipated student responses.
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I‘m much more stern wlth myself about adhering to
my plans . . . wlth myself, not so much wlith the
kids, but if I make on-the-spot adjustments,
sometimes I really screw myself up, because I’/ve
spent a lot of time planning it, and then I didn‘t
even go and look at my pltan. That’s very
annoyling, some days (3-7).

Lortle compares the work of a teacher with an
artlstlc production, but notes that the teacher must
serve as actor, stage manager, and director, and often
as playwrlight, playing all of these roles
simultaneocusly, and wlthout the advantage of the
lightlng, scenery, costumes and props that help to
focus the audlence’s attentlon. “We should also recall
that students, unllke theatre audlences, have not come
voluntarlly" (p. 166>. Lortie descrltes the
relationship between students and teachers as a “duat
captlivity . . . [ln which] each was forced to come to
terms with an externally lmposed requlrement of
cocperation" (p.4.>.

Glven the demands and the constralints of the Job,
it Is sometimes dlfflcult for teachers to achleve the
"continuocus, productive engagement with students”
(p.175) that they desire. Like Lortle’s teachers,
Sarah flinds herself feellng frustrated and resentful of

events that disrupt the flow of learning actlivities
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within her classroom. Sometlmes the dlsruptlons
orlglnate within the c¢lassroom ltself. Sarah descrlbes
2 "good class* as one in which the chliidren have good
work hablts and good behavior.

If I have a good class, the jcb ls made much

easier and more joyful. . . . Wlth a bad class,

it“s a struggie all the time, and you feel as 1f
you‘re in a war zone. And then you feel gullty
because you always have some nice chlidren in

there too. (4-21).

Sarah regrets that her teacher preparatlon dld not deal
more with classroom management and discipline
strategles.

Even teachers who have finlshed thelr teacher

tralning go into the classroom the flrst day and

wonder what to do, because they haven’t been
trained properly. . . . I thlnk that scmehow we
need a book that says, "If a kld stands up in
class and startg talklng and doesn’t do his work,
here’s what you could do". I think that’s what we

need (4-3).

However, as the discussion progressed, Sarah alsoc
ncted that every teacher seems to have to work out her
own set of strategies, because of differences In
personal ity and teaching style. As an alternative to

the "book", she suggested that teachers might beneflt
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from an extended student teaching practlicum, the
opportunity to work with a mentor-teacher durlng thelr
first vears of practlice, and regular opportunities to

talk with thelr colleagues about ¢lassroom concerns.

Proximity
Sarah values the supportlve relationships she has
with a few of her colleagues.
As with any Intense experlence, and teaching ls,
iIf you’re involved in It, there’s a certaln need
to let coff steam and to talk about [t, to take
away some of the Intensity of lt, and being able
to talk to another teacher, you’re already talking
the same language, and so it‘s very helpful, for
me. It saves my family (2-22).
Sarah feels that there are other beneflts, as well, In
that shared planning can be a blg time-saver. She and
her colleagues share resources and sometlmes trade
classes for some subjects. Although she enjoys these
mutually supportive relationships, she does not like to
have another adult In her classroom, as she finds this
threatening. She enJoys her work wlth young chlldren,
In part because she flnds them to be non-judgemental

and thus, non-threatenling.
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Sarah descrlbes a sltuatlen In one school in
which she taught which was particularly satisfyling.
Slx grade one teachers were located in a separate wling
of the schooi, and developed a strong sense of
teamwork. It began as two teachers were experlmenting
with some new approaches to teachlng language arts.
They were searchlng and needing a lot of support,
and they happened to be very verbal people who
needed to talk a lot, and so we had weekly grade
meetings, and boy, we all learned a lot. . . . We
shared materlals and were in and out ¢of each
others’” classrcoms, we taught each others’
lessons. . . . It was a good experience (4-8,9).
Sarah thinks that part of the reason for thelr success
was their physical proximity to one another, and the
fact that other people "sort of left us alone" (4-9).
Sarah‘s experiences appear to support the work of
Lortle (1974), who sees teachlng as highly
individuallistlic, wlth teachers acquiring, through
experlience, personally tested practlices, rather than
relvying on pedagoglcal theory. Strategles that work
are treasured and reused; practlices suggested by others
are selectively adapted, according to the idlosyncratic
context of personal style and contextual conditlons.
The teacher ls the only Judge of "what workz for me".

"From thls perspectlve, soclalization Inte teaching is
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largely self-sociallzatlon; one’s personal
predispositions are not only relevant but, in fact,
stand at the core of becoming a teacher" (p. 79).

As a result, Lortlie suggests that some tension
might be expected between the "lmpulse towards dlstance
and the need for proximity - between the wish for
boundednass and the search for assistance' (p.193).
Close palrings between teachers are often based on
friendship, and informal, mutual cholce. Llke other
teachers, Sarah is willlng to engage In extenslve
cooperatlon with other teachers, as long as the
boundaries of her classroom are respected when she ls
actuaily working wlth students.

I rarely fee! Isolated. Sometimes I feel I‘m

worklng on my own, but all I have to do is step

outside my classrocm, and then I’m not isolated

anymore. . . . Some people do a lot more vislting
and sharing than others, but we‘re forced together
mere all the tlme, whether we’d llke to be or not.

Scmetimes we’d rather be left alone (4-1,2).

Sarah feels that Increaslngly, schools are organlzed to
encourage Interdependence and communlication among
teachers. ©She values her lndependence and 1s somewhat
wary of the pressure to go along with the group.

For Sarah, there appears to be a flne ilne between

Isolation and independence, supporting and Intruding.
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She values a degree of lnvolvement ln school declslons,
but f£inds staff meetlngs extremely tedlous, usually
goling home wlth a gevere headache. She values
accurate, up-to-date informatlon, and resents finding
out about thlngs throush hearsay, or after the fact.
However, she finds speaklng up about her concerns at
staff meetings to be very difflcult; she feels that her
remarks may be out of place, and often I end up savling
more than I want because I have to get it out in a
rush" (4-34). Hyson (19822 and McCall (1986) suggest
that women have been soclalized to believe they have no
right to protest. “They would rather rage Inside than
calmly Inform a superior that something is wrong"
(p.30>. Sarah wonders !f other teachers feel as she
does, glven thelr tendency to "sit there In the staff
meeting, all llke lumps of clay, and rarely do you hear
them speak up In the meeting. They speak up at coffee,
later, when nothling can be done, and that Just
infurlates me!" (4-34). This is another example of
teachers’ resentment of colleagues who fail to hold up

thelr end of less pleasant scheolwlde tasks (Lertie,

1974>.

Theme #6: The Role of the Princibal
During the interviews, Sarah was encouraged to

comment on the organizational structure of schools, and
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the relatlionships between the lndlviduals and groups
withlin the school community. 1In the course of this
dlscussion, perhaps because of my own lnterest and
encouragement, Sarah commented at some length on the
role of school princlpals In her 1l1fe as a teacher.
She later admltted to contlinulng discomfort with her
remarks about adminlsgtrators; she explained that she
doesn‘’t discuss adminlstrators very often. “You have
to get along with them, you know. You don‘t usually
talk about them as well* (4-10>. In spite of her
self-described reticence, Sarah made some very
perceptive and pertinent observations about the role of
the princlipal In the llfe of a teacher.

Sarah has very positive feelings about her first
princlipal who, she says, kept her In teachling. She
describes this man as belng very oplnionated, but also
very visible, and supportive. He was often in and out
of classrooms, and knew all of the chlldren iIn the
school. For a young, inexperlenced teacher, he
provided a valuable role-model In terms of
relatlonshlips, values, and teachlng strategles.

No matter how stuplid your comments, he always

listened and let you say your plece. . . . 1

guess he respected us as people, and acknowl!edged

that we were adults, even though really I was very

young, and really wasn’t much of an adult. So we
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sort of grew Into the role that he seemed to be

projecting for us. . . . There was no questlon -

you knew what your role was. It was well-deflned,

and I guess I apprecjated that (2-29,30).

Sarah admlired thls princlpal’s sense of directlon, and
hls ablllty to comblne authority with a sense of
responsibility and concern. She admits that now, as an
experienced teacher, she might be a little startled and
perhaps even resentful of the single-minded vision of
her first princlpail, but recalls that there was lots of
opportunity for the staff to speak up. “He would
listen and listen and listen, and he would take extra
time and he‘d have extra meetings If that’s what the
gstaff wanted. . . . We might not llke things, but we
certalnly had a chance to speak up" (3-26).

Sarah feels that her role as a teacher is no
longer clearly defined. In the absence of clear
expectations, older teachers seem to rely on past
experiences tc gulide them in new situations.

And maybe that’s good and maybe that’s not, but

certalnly the younger teachers don’t come In wlth

those preconcelved notlons, and are aiways
surprigsed when the older teachers do certain

things, and may not notlice it untll after the fact
(3-27>.
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This Inconsistency of expectation often leads to
confusion or discord, as teachers appear to resent
other teachers who fall to hold up thelr end of less
pleasant school-wide tasks (Lortle, 1974). Sarah feels
that an administrator with high vislbillty, goocd
communication skills, and a clear sense of purpose and
personal values can have a strong positlve effect on
the school c¢llmate.
If you have a gung-ho administrator who’s really
interested in what yvou‘re dolng, then you want to
make sure that what you‘re doing [Is Interesting.
You try toc do that anyway, but 1f you know that
someone is interested, you’ll go that extra mile.
. . « You’re sort of cut on a limb as a teacher.
It’s nice to know that someone is watchling the

limb (3-28,29).

Theme #7: Career Trangltions

Within any bureaucratlc organizatlion, there is the
cpportunity for worker mobility. For most teachers,
moves tend to be horizontal rather than vertical, but
as career transitions, they may still be stressful for
some teachers. Because Sarah still suffers from some
lack of confldence as a teacher and finds new
relatlonships difflcult, she has always felt anxious

about new teaching asslgnments. She explalns that ahe



89

is scmetimes apprehenslve about the acdministration in a
new school, and dlsllkes having to ask *“foollsh*
questlions. "“It‘s very tlme-consumlng, Just getting
used to things, and feellng a part of things" (3-23).
She still feels strong resentment about a transfer that
occurred several years ago. The school year had
already begun when changes In enrolments forced a move
from one school to another. It was literally an
overnight move, and the recelving school was unprepared
for her arrival. "The new staff thought 1 was a sub
for the flrst ten days' (3-22).

An Involuntary transfer forces the teacher into a
new sltuation, in which all of the fundamental
relationships and organizational structures may be
different. A teacher who has learned to functlion well
in a famillar situation may feel isclated and confused
In a new school. Teachers have little power In the
school organizatlon, and their success ls coften
dependent upon thelr relationships, not only with
administraters, but with secretarles and caretakers as
well, who can provide Information and services that
make the teacher’s llfe much more pleasant. A newly
transferred teacher must also establish professional
credibility and soclial relatlonshlps with colleagues,
who may not welcome the newcomer. In some cases, the

teacher may find herself trylng to deal wlth hldden
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resentments caused by loyalty to the teacher she is
ceplacing; students, parents and other teachers may
hold expectations that may or may not be communicated
to the teacher, herself. Clichon and Koff (1978 found
that an lnvoluntary transfer was rated by teachers as
the most stressful event In thelr teaching lives,
harder teo deal with than any other event, lncludling
management of disruptive children, notlfication of
unsatisfactory performance, or the threat of personal
injury. As Sarah says, "Change s much easlier when
you‘re ready for it and when you want it, rather than

when 1t’s thrust upon you" (3-24).

#2:

Teachers are not the only pecple within a school
who must learn to adapt to new situatlions and new
expectatlions. On entering school, chlldren are often
confronted with a bewlldering new culture. Sarah feels
that the chlidren’s prlor experliences have a tremendous
effect on thelr abllity to adjust to the routines and
expectations of a classroom. In addltion to acquiring
the prescrlbed skills and knowledge, chlildren must also
adapt to the soclal mllleu of the classroom and the
larger soclal group. Like many other teachers (Lortle,
19745, Sarah often flinds herself attempting to make up

for percelived deficlencles in the moral and soctatl
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educatlon of her students. "It seems to depend on what
kindergarten they‘ve come from and what expectatlions
the parents have" (1-13). She goes on to explaln that
although some of thls development appears to be
age-related, the soclallzatlon process seems to be
strongly affected by the experlences of the child.

Xids who are expected tc put thelr boots away when

they come in the door will do that at school, but

If they don‘t, then we have to traln them. And

children who have always been in large groups

really have trcuble belng independent. . . . [l

think] that davcare chlldren are nolsier, probably

a little more aggresslive, and not quite so

responsive to nuarces (1-15,16).

Sarah often feels that her values are unsupported
by both parents and administrators, attributing this to
personal values that are “probably too riglad and
old-fashloned* (2-30). She reasons that thls disparity
creates certaln probiems, as the chlldren appear to be
surprised when expected to do certain things.

Some of those values just don’t seem to be a part

of thelr language. . . . More and more I see

children that don’t seem to have a strong sense of
value and commitment and integrity. Lyling is
wrong, llke on a basic level. 1 want them to

believe that, and they don‘t. . . . They think
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that 1£f they can get away wlth lt, It‘s okay, and

I gdon“t like that fudging of values. . . .

They‘re golng to use [bad languagel] on the

playground, but they‘re not going to use it in my

classroom (1-31,32).

Because of her strong posltion on values, Sarah
often feels that she 1s working alone. She worrles
about potential misunderstandings with parents, and
appreciates the role of the principal in acting as an
cccasional buffer between parents and teachers.

*Somet imes parents just need reassurance that things
are okay, and if the principal Is able to glve that
assurance, and qulietly check up behlind the scenes®
(2-28>, potentlally difficult situations might be
defused. She values the "neutral support* that ls
provided by an acdministrator who lIs knowledgeable,

supportlve, and unobtrusive.

and Constralnts

Sarah notes that parents today are much more
knowledgeable about educatlon, and are much more vocal
about their goals and concerns for thelr chlldren. She
discusses her discomfcrt with the Increasing tendency
of parents to question the teacher’s methods of

instructlon and evaluatlon.
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I‘ve had parents ask me to show them the
currlculum, or to show them the exams that were
used, . . . or [ask) why dld thelr chlid come home
and say such and such, which - they‘re all
legltimate questions, but . . . I guess teachers
aren’t used to having them asked (3-14).
Lortie (1974) points out that teachers have two basic
expectations of parents: that they should not
intervene, and that they should support the teacher’s
efforts. He suggests that teachers would |lke parents
to be "distant assistants* <(p. 191>, allowing the
teacher her indepencdence, but at the same time
supportling her efforts.

Parents, on the other hand, may feel threatened by
the teacher who, in the eyes of thelr young chlild, can
do no wrong. The teacher may feel resentful of the
“intrusive® gquestions or suggestlons of the parent,
while the parent may be feeling uninformed, confused,
or hogstlle. It ls not surprising then, that
parent-teacher conferences may be a tense experlence
for both partles, In spite of Cichon’s (1978> findling
that, for both elementary and secondary teachers,
parent-teacher conferences induced relatlvely little
stress.

Sarah finds parent-teacher conferences stressful

because she Is *"not a great soclalizer*(3-12) and cften
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has trouble meetlng new people. She feels that thls
personal difflculty ls compounded because of the
preconcelved notlons about one another that both
parents and teachers bring to thelir first meeting.
Sarah descrlibes the dlscomfort she experlences:
. « « 80 you‘re both going at each other with
preconcelved, possibly wrong notlons . . . and
then, ©of course, In grade one especlally, you get
the joyful job of often belng the flirst
professional person that has to make an evaluation
of their children, educaticnally. And sometlmes
you‘re destroylng some ideas that they had about
their children. Their own evaluation doesn‘t
agree with yours at all, so there’s a lot of
potential for conflict. (3-13).
Sarah goes on to say that the new perspective that the
teacher brings to the chlld may not be welcomed by the
parent; the news that the chlid Is experlencing
difficulty may be "greeted with hostility rather than
with concern® (3-13>. Lortlie (1974) explalns that
parents and teachers often dliffer In thelr perceptlions
of the child. *"To the parents, he Is a speclal, prized
perscn; to the teacher, he 1S one member of the
category “student’. . . . Teacher judgements may shock
and repel parents, partlcularly 1f they have ldeallzed

thelr chlld’s capacities® (p.188).
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Even though she attempts to prepare for parent
conferences, Sarah says she sometimes flnds it hard to
answer parents’ questlions “"on the spot", without time
to prepare. "Thinking on my feet can rapidly lead me
into a bog" (3-14rs.

I’ve always found parent-teacher Interviews

stressful, from the day I started teaching. Maybe

not quite so bad now as !t used to be, because I

sort of know what might happen, but each year the

parents seem to get a llttle more aggressive In
their approach - maybe not hostile, but certalnly,
they know what they want, and they‘re not afrald
to say so, and that’s hard! Because no cne can be
wonderful all the time, and lt’s, you do make

mlstakes (3-15).

Sarah acknowledges the potential benefits oz
Increased communication with parents, In making them
aware of what is happening in the classroom, and in
*foreshadowing® potential dlifficulties that thelr chilld
might encounter. However, she explains that she would
need another hour a month to do this. This kind of
simultaneocus acknowledgement and rejection of a goal
may be one of the contrlbutors to the stress that Sarah
assocjiates with her teaching. For Sarah, reflection
appears to lead to a reallzatlon of her limitations,

which In turn leads to feelings of gullit or regret, and
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subsequent loss of sleep. “Mostly I try to get through
each day in the best way I can, and try not toc do harm"
(1-20r>.

Although we tend to view reflectlon as a posltive
experience (Clandanin, 1985; Mishler, 1986; Wallet et
al, 1981), Sarah’s experlence may not be unlque. AsS
Lortie (1974) says,

Freedom carrles burdens; the opportunity to assess

one’s own progress is alsc the cobligation to do

so. The rule of consclence Is not always benign.

. - « A hlgh proportion of classroom teachers

express recurrent doubts about the value of thelr

work with students (p.142):

#10:

Several years ago, Sarah returned to work from a
maternity leave, Her ocldest child was starting school,
and substantial difficultles were expected with his
adjustment to school. Within weeks, Sarah was Informed
that, because of fluctuations In enrolment, she would
have to transfer to another school. The entire
summer’s preparation was in vain. When Sarah arrlved
at the new school, anxious and tlred, she found that
few preparations had been made for her arrival. There

were no desks or books, and the staff, unaware of what
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was happenlng, largely ignored her. Sarah was
experlencing severe distress.

Although Sarah had no access to the work of Plnes,
Aronson and Kafry <1981, she Intuitively appllied thelr
model for deailng with stress and burnout. Flrst, she
acknowledged that the problem exlisted (awarenessl. She
reailzed that she was feellng angry, bltter, and
exhausted, and knew that she had to make some changes
in her llfe If she was to survive [taking
regponsiblilityl. As she thought through the probiem,
she began to reallze that there were some things In her
11fe that she belleved she could not change [cognitlive
ctarltyl, and she trled to sort through the optlons
that she had. She gradually came to a gerles of
decisions [coping strateglesl]l that allcocwed her to deal
wlith the many stressors in her life, and which she has
continued to apply through the intervening years.

Sarah developed a coping inventory that was
compatible with her values, goals, commitments, and
personal stvle. Her copling strategles appear to fall
within the three categorles deflined by Long (1988):

{a) problem-focused or instrumental coping;

(b> emotlon-focused or palliative coping;

(c) preventive copling.

Sarah flrst attempted to cope with her

difficulties by making changes to her situation or her
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own behavlior. Recognlzing that her prilmary commltment
was to her famlily, she made a consclious decislion that
she would place limits on her school 1ife. She began
to consclously remove herself from the more demanding
aspects of her work, refusing to veclunteer for
committee work or ATA representatlive. She alsc stopped
"falling In love" with her students (S-notes). She
feels that she had previously made them her surrogate
family, but has felt a sense of loss over the years,
without thls sense of closeness to her students. Sarah
alsc began to compartmentalize her life, forcling
herself to be satisfled with an "adequate" job of
teaching, and thus allowing more tlme and physical and
emoticonal energy for the demands of her famlliy.

Like many other professional worklng women, Sarah
also chose to hire a housekeeper. Although this frees
her from some of the cleanlng, cocklng, and ironing,
"there always seems to be scmething to do®" (3-10).
Sarah asslists her c¢hlldren with thelr homework, and
still tries to read with them every day. Once the
children are In bed, there is stil] meal-planning,
mending, gardening, or ironlng left to do, and the
deskwork assoclated with the famlly business. For
Sarah, llfe is wearing, perhaps because of what she
describes as “unwanted responslibliltles" (2-20>. She

feels that she ls often on the edge of overload, vet
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finds It dlifflcult to relax "wlthout a goal or reason
in ming" <(3-9).

Saran reallzed that there were limits to the
changes she could make in her life, and therefore began
to look for ways to deal wlith her emotional reactlons
to the continulng distress that she was experlencling.
Sarah found that physlical activity was the key to
maintalning her internal equlllbrlum. She walks and
cycles regularly with her children, gardens, and takes
part in a fltness class twice a week. During physical
activity, her mind ls "put in neutral* (3-20>, and her
tension gradually dissipates. If under extreme duress,
or if an immediate decision Is needed, she may sit down
at her desk, and write down a few pros and cons, and
then tuck it in a drawer and go away. Later, as she |s
engaged in some physical actlivity, "little thoughts
fiash Into your head now and then" (3-20), and she |s
able to begin to resolve the issue.

Sarah also has implemented preventlve measures to
attempt to control the magnltude of distress that she
must deal with. She has placed a great deal of
emphasis on planning and goal-setting in both her
professional and personal 1ife. She has adopted a
deliberately slow pace of adopting innovatlons, to
allow herself time to Integrate each one well with her

ex!sting teachling. She consclously and unconsclously
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“rehearses" lmportant events, golng over them In her
mind untll she can act almost without consclous
thought, in much the same way athletes prepare for
their competitions. She values hard work, and has a
strong sense of personal lntegrlity. She balances the
elements of her llife carefully, and enjoys the sense of
satisfaction that she galns from a job that Is
successfully completed. In splte of the heavy demands
on her tlme, she has managed %o malntaln an involvement
in a community arts group. The sense of making cholces
and setting priorlties 1s lmportant to Sarah’s sense of
efficacy.

Sarah also continues to make a conscious effort to
sustaln close relationshlps with one or two other
teachers. These relatlonships give her an opporiunity
to let off steam, share frustratlons and collaborate on

speclial projects or dally actlvitles.

Sarah’s Future

Sarah‘s life continues to be very demanding. She
lives 1ife at a pace that many of us would flnd
daunting, and has llttle time for herself and her own
interests. She may, however, tend to overestlimate her
abllity to cope, and magnify the size of her problems,
a common response to stress, accordling to Hiebert

(1989, p.18). Several weeks before school ended, Sarah
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reported belng 30 exhausted that she wasn’t evern
looklng forward to the summer. "I’m not very good the
flrst week of holldays. I mostly drag myself around,
and let the klds pilay in the backyard a 1ot and have
naps" (4-18). However, when she was contacted towards
the end of the flrst week in July, she reported that
she had been taking the c¢hildren tc daily swimming
legssons and ¢leaning her cupboards.

As a result of the lnterview process, Sarah says
she has “a more formed lmpression of what 1‘m doling In
the classroom rather than nebulous lmpressions, [andl a
littie more self-confidence about my abllitlies*
(S-notes>. Early In the interviews, Sarah admitted,
“*I think a lot of the time that 1’m dragged kicklng and
screaming through the thlngs that I do, which is very
wearing" <2-20>. However, In notes that she brought to
the flfth interview, Sarah decldes that

maybe teaching Isn‘t as bad as I‘ve always feilt -
that maybe I would choose lt agalin. This is quite
a revelation. . . . 1 have after all survived
over flfteen years of teaching, and mostly I think
the kids have learned something good (S5-notes).
She reallzes that aithough her famliy will continue to
come flrst, she is not prepared to glve up teaching,
gso I‘ve got to continue looking for ways for me

and the students to stay In a win-win situation.
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I must teach materi{al I llke and in ways that are
camfortable and Interesting for me, and then the
students are seelng true lnterest and enthuslasm
in thelr teacher and are more llkely to learn
well. I must never allow myself to become so old
or Jaded or disinterested that I forget that good
teachling is a wonderful glft we can glve to

youngsters (5-notes).



CHAPTER SIX
DISCUSSION

Application gf the Model

In Chapter One, an integrated model of teacher
burnout was presented (see Flgure 2, page 5). This
model was derlved from the work of Schwab, Jackscn and
Schuler <(1986>, and Iwanickl (1983)>, and descrlibes the
scurces of teacher burnout, the distressed teacher’s
psychologlical reactions, and the consequences of
burnout. Although the model was a good startling polnt,
In that 1t provided a framework for exploring the
varlious aspects of burnout, its llmitations became
evident when I attempted to use !t to descrlibe the
Interactive nature of dlstress and burnout In the 1llfe
of a partlicular Individual.

In Sarah‘s story, there ls a complex lnterweaving
of relationships between events, actlions and responses.
However, it is posslible to ldentify speclflc factors
which have contrlibuted to Sarah’s distress, and, !n
fact, I lnitlally attempted to do so. For example, the

Impact of socletal factors can be seen 1n Theme 8:

103
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The Soclallzation of Chlldren, and in Theme 9:
Relationships with Parents. Organizational factors are
evident In Theme 3: The School as an Institution, and
In Sarah’s competling needs for autonomy and proximlty,
which are explored in Themes 4 and S. The !nfiluence of
personal or role related factors can be seen in Sarah’s
struggle t¢ balance the many competlng and amblguous
roles she plays as teacher, mother, and wife. These
role related stressors are ampllflied by the demands
inherent In career transitlons (Theme 7>, but are
somewhat reduced by positlve and supportlve
relationshlips wlth administrators (Theme 6), parents
(Theme 9>, and other teachers (Theme S).

Sarah reports feelling elements of all three
aspects of burnout. She experlences emotional
exhaustlon, particularly at the end of the school term,
and has reacted tc contlnuing stress by
compartmentalizling her 1ife and depersonallizing her
relationships with her students. Although Sarah feels
that she contlnues to do an "adequate" Job of teaching,
she often feels a reduced sense of personal
accompl ishment as she attempts to meet a wide range of
student needs. She flinds deallng wlth student
discipliine problems particulariy unsettiing. Sarah

feels she s often burdened with unwanted
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responsibllities, and reports that there Is *always
more to do".

Although she |s seldom absent from work, she
consldered leaving teaching, particularly durling her
first few yvears as a teacher. Because of the high
level of stress In her llfe, she has reduced the effort
expended on her Job. She has allocated less time to
teaching In order to meet the needs of her family.

Thls pressure of time In all parts of Sarah’s llfe has
contributed to a somewhat lower quallty of personal
l11fe. She reports feellng 1lttle Joy In teaching and
constantly must measure her accomplishments against the
¢lock. Although she has managed to malntain her
involvement In several actlivities that she enjoys, she
seldom feels that she has time for herself.

In splte of the relative ease in findlng data to
support each of the elements of the model, I felt that
thls simple llstling inadequately portrayed the rlchness
of Sarah’s life -- her struggles, victories, and
compromises. The model i3 a generallzatlon; Sarah’s
life Is speclfic, real and complex. The attempt to
reduce Sarah’s life to £it a neatly packaged model left
me feellng frustrated and guilty ——- frustrated because
there ls so much more to be sald about other dimensions

of Sarah’s llfe, and gullty because I felt that this
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process of pattern-matching somehow reduced Sarah’s
worth as a person.

Sarah’s story Is the story of a woman who is an
active agent in her llfe, attempting to deai with
l11fe’s challenges by utillzing a broad range of coping
resources. By neglecting the aspect of coplng, the
mode] lgnores a key element -- the positlive response of
the individual. Sarah describes herself as being "on
the edge" of burnout. She has, however, devised ways
to deal with chronlc stress which have enabled her to

cope wlth the demands of her sltuation.

Ihe Voice of the Teacher

In order to understand stress and burnout, one
must listen to the volce of the Indlvidual teacher.
The fundamental ldea In understanding this phenomenon
is that perceptlons of dlstress are highly
personal lzed, dependent upon the bellefs and values
held by that Individual, and his or her coping
resources. Understanding the dynamlcs of the
particular work sttuation 1s also very lmportant in
appreciating the teacher’s level of distress, as are
other factors, such as past experlences and conditlions
in the indlvidual’s personal or famlly llife.

A mere recltal of the "facts" of any case study

are Insufficient |n understanding the meaning that that
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Individual ascribes to hls or her 11fe experlences. The
search for meaning ls faclllitated through the
identification of themes or patterns that make up the
supporting structure -- the posts and pegs on which we
can hang particular experlences. Although some of
these themes relate directly to the model, others have
a tangential relationship, in that they overlay the

elements found In the mode!l itself.

Ihe Teacher as Female

As 1 studied the themes that were emerging in our
study of Sarah’s hilistory, I became aware that a number
0f key themes seemed t0 be closely related to a central
concept: the teacher as female. Sarah’s low
sel f-esteem, her lack of control cver many parts of her
11fe, her conflicting role expectations, and her lack
of a "volce" all seemed to be symptomatlic of her
femaleness. When Sarah and I undertook thls study, I
dld not anticipate that gender would play such an
important role In my understanding of the nature of her
distress. Although I of course was conscious of the
particular stressors that a woman with a career and
family mlght experlence, I allowed my "Western
taken-for-granted images of women®" (Watson &
Watson-Franke, 1985, p.169) to mask for some time the

central confilct In Sarah’s 1l1fe. I now belleve
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strongly that the fundamental stressors in Sarah‘s llfe
arise out of the fact that she Is a woman dolng a
woman‘’s work of teachlng and nurturlng a famlly, and
experlencing all of the expected and unlque stresses
that are a part of that exlstence. Sarah’s story must
be interpreted from the polnt of view "that she s a
woman and enacts experlence from that perspectlve®
(p.1750.

Ethnographers who have dealt with the life
hilstorles of women have often neglected to llnk these
women’s experlences and their meaning to the meaning of
the world in general, often allowlng women’s unique
experliences to “dlsappear®, or viewing a woman only as
*an agent In relation to men, not as a belng In her own
right® (p.172>. Women then tend to be regarded as
*isolated, haphazard beings who lack direction and
goals" (p. 174).

The exploratlion of teachers and their work must
therefore be grounded In the experliences and
perspectives of those who teach (McCall, 1986)>, and In
the cultural and socio-economlc traditlons of teaching
In North Amerlca.

Since teaching Is largely women’s work, gender Is

a part of the llves of these women, lnfluences

thelr work ln powerful yet subtle ways and may

also help explalin the way soclety views the
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teachlng profession as well as the views of those

women who teach (p. 4).
In interpreting Sarah’s story, It s Important to
questlion the degree to whlich gender quailtles such as
assertiveness, confldence, devotlon, modesty, and
nurturance affect Sarah‘’s roles and declislons. The
female experlence In soclety has been generally
underplayed and underestimated; reported study has
focused on the "‘accepting’ woman who “flts’ the
conventional norms of soclety, and we emphaslize data
that supports this male-orliented view of women and
Ignore contrary data that supports divergent attitudes
and crlentatlons® (Watson & Watson-Franke, 1985,
p.182). In Sarah’s story we see a more balanced
account of female experience, ln that 1t Includes the
struggles, victorles and compromises that Sarah has
experienced. It ls an attempt to show Sarah as a woman
who s a complete human belng, "capable and prepared to

make [her] own statements on life" (p.184).

Teaching as Women’s Work

Although recent flgures Indlcate that over 80% of
public elementary school teachers In U.S. schools are
women (Grumet/Hobart & Colleges, 1981i; McCall, 19863,
we know llttle of women’s experliences as classroom

teachers, and how belng a woman affects their teachling.
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Teachers today attempt to meet a diverse set of
cultural and educational role expectations; they may
attempt to function as the traditlonal and orderly
classical teacher, the nurturlng, responsive chlld
nurse, or the gulding parent (Lightfoot, 1975>, with
many parts of one role In confllct with another.
Each of these lmages of the Amerlican teacher
impllies a dlifferent set of personallty
characterlstics, soclal skllls, and cognitlve
facllltlies. Each of these roles Ilmplles a
dlfferent relatedness to parents and community.
Each of these roles implies a different kind of
adaptatlion and responsliveness to the changlng
needs and demands of soclety, implicltly and
expllicltly lmposed by the world of work In which
chlldren wll}l eventually find themselves. Despite
all the differences, there 1s one theme shared by
all three definltions: the expectatlion that
teachers should be all-glving, nurturant servants
of the people (p.114).
If this were not enough, lt ls also expected that
schools will serve as the major Institutions for
creating and maintalning soclal Justice and soclal
moblllity. In fact, schools must accomplish everything
that the rest of the world leaves undone. The teacher

s the central figure lIn the ecucational process, most
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often viewed as a woman, and "seen as the one who makes
ecducation happen for children, the one who transmits
the patterns and values of the malnstream culture®
CLightfoot, 1975, p. 1103.

Ironlcally, both the image of the teacher as
nurturing woman, and the teacher as expresslve,
adaptlive, subtmlssive chlld reflects qualltlies that are
regarded as low-status arnd Inferlior in relation to the
rest of soclety. In order to understand how these
roles evolved and how the stereotypes contlnue to
affect women, and contribute to thelr feellngs of
dissatisfaction and confusion, It Is important to trace
the development of the roles over the last century. It
will then be possibie to place Sarah‘s experlence In a
socliologlical perspective, enabling us to better
understand her struggles to play the roles that soclety

and she herself have Jjolntly constructed,

Ihe Feminlzatlion of Teachlng

In the late nineteenth century, there was a
dramatic increase In the demand for teachers due to
population growth and an increased comm!tmen:c to
universal education. As well, there was a high
turnover of teachers; the average tenure was estimated
to be two to three years. Young women were

comparatively well-educated, and thelr asslstance was
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no longer required in home lIndustrles, as productlon
had recently moved out of the home. The supply of
women for teaching was thus high, and they could often
be hired for one half the salary of male teachers
(McCall, 1986).

The Victorlan ideal about "women’s sphere'
contrlbuted strongly to the feminlizatlon of teaching.
Employment of women ln the classroom was regarded as
belng both desirable and justliflied, for teaching was
felt to be an ldeal preparation for motherhood.

Indeed, 1t was argued that the "very guailtles that
made women good mothers - thelr nurturance, patience,
and understanding of children made them better teachers
than men" (Strober & Tyack, 1980, p.496>. In addition,
women were belleved to have a superlor moral character,
and the womanly virtues of modesty, devotlon, "plety,
purity, submigsiveness and domestlclity" (Welter, 1966,
In McCall, 1986>. Indeed, teaching was regarded as
women’s “divinely deslgnated profeasion . . . yet they
did not intend women to remaln in teaching for life,

It was to be a procession Into marrlage not a career"
(p.496>. BEmployers were thus able to get cheap and
efficient teachers wlthout underminling the family
ideal.

Teachlng was alsco attractlive to women, as 1t was

regarded as a status resource to women from modest but
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respectable famlilies; "1t was a middle-class occupation
that was presumed to make women more ellglible as wives
and mothers" (p.496>, and It was preferable to factory
work or domestic service. Furthermcre, women were
excluded from other occupatlons which were becomlng
Increasingly attractive to men.

Employment of women as teachers was lnlitlally less
common in rural areas, *"ln par{ because of one of the
counterarguments of femlnizatlon, that men were better
disciplinarians than women. . . . 1In urban educatlicnal
systems, however, this argument was successfully
defused from the start. The reason: school boards
hired men as managers® (p.497).

Women’s supposed comparative advantage In

nurturance, patlence, and understanding of

chlldren led the archltects of the urban school
gystem . . . to slot women Into primary
schoolteaching. Concerns about thelr potentlal
lnablliity toc disclpllne older children were
overcome quite ingenlously: the ultimate
discipllnary function was located in the male

superintendent (p.499).

The male superlintendent alsoc had advantages In
link!ng the schools to the surrounding communities
through his links with the power structure of the

communlty through ail male service clubs, church
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leadershlp, or sports actlvitles., Schools were
dependent upon local support and *male leaders were
important to the soclal credlt rating of the
organlization" (p.5003>.

The gradual change from short terms to longer term
employment, still at low pay, colnclded with an
Increase In administrative direction. These factors
made teachlng lncreasingly less attractlve to men
(Strober & Tyack, 1980; McCall, 1986). Teaching Jobs
were structured to "take advantage of sex-role
stereotypes about women’s responsiveness to ruies and
male authorlity, and men‘’s presumed abllity to manage
women* (p.S00). Instructlonal procedures were tightly
regulated, and women were consldered ideal employees.
"With few alternatlive occupatlions and accustomed to
patrlarchal authorlity, they mostly dld what thelr male
superiors ordered. Dlfference of gender provided an
important form of soclal controi" (p.500>.

The ldeology of women’s place supported the
conviction that teachlng was appropriate to women’s
sphere and compatible with marrlage. It also led to
the lncreasing difflculty Iln treating work and hcme as
separafe domalns for women. The public world of work,
and the private worid of family Is a falrly recent
inventlion of the nineteenth century bourgeois family,

but one that Is contlinually reinforced in the daliy
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llves of men and wcnen (Arnot, 1982). Even today, with
over half of the female population holding Jjobs outside
the home, women continue to be ldentlifled with the
"privatized" world of the famlly.

It is the ldeological division between Home and

Work which structures the invisibility of women,

and not their real absence from the world of work.

.« . It also masks the man’s presence in the

home. Men and women do not lnhablt two

emplrically separated worlds, but pass through the
same institutlons In different relations and on
different trajectorles (Powell & Clark, 1976, In

Arnot, 1982, p. 83).

Arnot (1982)> views gender classifications as
highly complex, constructed to apply to any range of
soclal contexts. Yet within each category, there is
great diversity of values and meanings; "the tension
within each category !s as great as that between each
category”" (p. 81). Today’s woman |s expected to be
both "dependable and dependent, chitdllke and
motherlng, a capable and Intelllgent consumer, as well
as being polltically and economically inept" (p.81).
Thus, "a coherent female identity has to be ‘worked at’
rather than assumed to exlist, In order to produce . . .

a ‘teeth-gritting harmony’" (Arnot, 1982, p.81>.
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Role Confllct and AmbDiquliy

Role confllct and ambigulty are consistently
ldentifled In the llterature as belng primary
contributors to stress In the workplace (Frlesen &
Willlams, 1985; Iwanicki, 1983; Plines et al., 1981;
Schwab et al., 1986; Wangberg, 1984). For Sarah, as
for many other teachers, this has emerged as a major
source of distress. Rcle confllct runs as an
undercurrent through many of the themes ln Sarah’s
story.

Many of the roles assigned to teachers are

mutually excluslve. They are lnherently

contradictory, continually In confllict. By the

very nature of her work, the teacher flnds herself

in an lmpossible bind. 1t ls thls bind, more than

lack of time or help, that accounts for the

teacher’s chronlc sense of absurdity, anxlety, and

defeat. (Edgerton, 1977, p. 1203

The roles which teachers may be expected to assume

may be described in varlious ways. One of the major
roles categorles 18 that of executlve, which Is
egsentlally authoritartan, and requires the teacher to

communlcate and enforce school rules and maintain her

own authorlity In and out of the classroom. Related to

thls executive role s the evaluative role, In which

the teacher evaluates academlic achlevement and
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character development. The role of intellectual gulde
and counsellior ls often in direct conflict with the
executive role expectations. 1In additlon to these
major roles, the teacher often plays a number of
supporting roles, such as supply clerk, nurse,
*custodlan, preacher, and therapist" (Illich, 1970, In
Lightfoot, 1975). As a result of trying unsuccessfully
to merge these Incompatible roles, teachers often
become dlscouraged, critical of the administratlon,
students, and parents. “"Many become acutely amblvalent
toward teaching ltself and elthet llterally or
filguratively resign" (Edgerton, 1977, p.121),

Sarah and I dlscussed the frustration which we
have often felt when the need to disclpline children
interrupts our teachlng:

S: It’s really hard to reconclle the two {rolesl.

You can‘t be a dlsclplinarian and be warm and
loving In the same breath. It just isn‘t
pogsible.

B: It’as very dlifflcult., . . . I find myself

having to stop, take a deep breath . . . and
then say, "Okay, where were we?* And then I
put on my happy face and carry en. . . . It
works for me to try to separate those roles,

because I have to let the klds know . . .
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that I‘m goling to shift back Into my other
persona (6-14).

For a teacher of young chlldren, the role
confllcts are magnifled. As teachers, parents, and
members of the community, we contlnue to cherlsh the
image of the primary teacher as patient, nurturing,
female, and completely devoted to the children in her
care. Objective, scholarly or businessl]lke behavior
that is valued and respected !n male teachers ls
somehow felt to be less Ilmportant, or even detrimental
when cbserved In women teachers. Yet at the same time
as we urge our primary teachers to concern themselves
with the nurturance and development of the "whole
child", we also expect that she will be able to utlllize
a "dlagnostic attitude" with each child In her
classroom, accounting for each chlild’s progress In
soclal, emotlonal, cognlitive, and physical development.
To do thls well requlires a high degree of knowledge,
sophlistlcatlon, and cognltive development on the part
of the teacher. She must be exceptlionally
well-organlzed, and know her subject matter Intlmately
in order to Integrate concepts and skllls from several
disciplines lnto one actlvity. She must be able to
handle interruptlions from children, parents and school
or community personnel wlthout losing the flow of the

lesson or the warmth of her response. She must be
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mother, teacher, nurse, dlagnostliclan, evaluator, and
enforcer, at the same time maintailnling the "intimacy,
spirlituallty and lnnocence" {(Grumet/Hobart & Col leges,
1981, p.173) that teachers are to share with chlldren.
Small wonder that Sarah misses the clarlty and
definition of her role as a teacher in her first
posltion. The educatlon of young children today has
evolved Into 2 hlighly complex undertaking.

For many women, the dliverslity and ambigulty of
role expectations is further compllcated because of
thelr family responsiblilitles. "The dimenslions of
possible actlvity for both sexes are constructed around
the coppositions of work/non-work, management/labour,
and work/lelsure, but In the case of women, the
opposition famlly/non-famlly overshadows all the rest”
(Arnot, 1982, p. 83). This is particularly true In
Sarah’s case. Several years ago, ln a time of
colncldental distress in both her personal and
professional life, she made a consclous declslon that
her family would take precedence over everything else.
This decision has had considerable Impact on her life
as a teacher, and on her perceptions of her worth as a
teacher. In fact, Sarah noted that she has developed
no rgal sense of her teaching as a career, because it
has had to play a secondary role to her work as a

mother and wife.
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Career Transitlions

Career transitlions are often stressful, becauss
they require adiustment to change, and invoive the
assumption of new roles which may tax the indlividual’s
adaptlve capaclties. Latack (1981> and others have
noted that personal 1!fe changes often colnclide with
work transitions, increasing the stress load for the
indlvidual. "The simultaneocus occurrence of multliple
stressors in non-work areas of 1jfe, for example,
helightens indlividual vulnerablllity to percelving
Job-related events as siressful and experlencing
negative consequences as a resuilt" (Hoover-Dempsey &
Kendall, 1982, p. 52>. The greater the amount and
Intensity of change In a person’s llfe, the greater the
stregss. Coplng strategles are the [ntervenlng
processes which directly determine the the percelved
Job stress and Jjob performance In the new role.
However, stress is additive In nature, and copling
resources are finlte.

Sarah had Just returned from work after the blrth
of her third chlld. She had spent the summer preparling
for a new position, only to find, after several weeks
en the Jjob, that because of unexpected shlfts In
enrolments, she was to be transferred to a different
school and a dlfferent grade. Thls "plggy-backing" of

major Job transitions colnclded with personal rote
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adjustments caused by her return to work. She had Just
hired a housekeeper, and was struggling with the
compromlses necessitated by glving over one’s chlldren
and home to the care of a stranger. In additlion, her
oldeat child was beglanning school, and substantial
problems were anticipated.

Sarah felt resentful, hurt and angry about the
abruptness with which she was transferred, and the lack
of warmth with whlich she was recelved ln the new
school. ©She hated golng to work each day, and felt she
had to find some way to restore some order to a world
that seemed to be falling apart.

Latack (1981 found that individuals experlencling
a large number of colnciding transitlions were more
llkely to adopt "coping strategles that divert
attentlon from the Job, rather than focusing coping
strategies on the Jjob" (p.18). As stress lncreases,
individuals abandon probiem-solving coping strategles
and turn to emotlon-focused copling that attempts to
allevlate the stress symptoms, rather than resclve the
stressful sltuatlon. (Kahn, In Latack, 1981). The
method of rellieving stress may be dlfferent, depending
on the situation. Latack found that lndlviduals
struggiing with Job-related uncertalintles often chose
tension—rellevlng actlvitles such as Jogging and

meditation. These optlons were not found to be common
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in overload situatlons, because there was no time

avallable.

Copling Regsources

Sarah responded to her situatlion In several ways.
The most important decislon Sarah made was a conscious
one - that her family would always come first, and that
her commlitment to her Job would be placed In that
framework. She was a capabie, experlenced teacher, and
in spite of resenting the abrupt transfer, was pleased
wlth her reassignment to a famlllar grade. She had
always been well-planned, and now used this skill to
maximize her time with her famlly. A supporting
strategy thecefore, was effectlive time-management; it
became Increasingly precise, as she actlvely worked to
compactmentalize her life, schedulling blocks devoted to
teaching, motherlng, managling her home and housekeeper,
and assisting with her husband’s business. Sarah, In
reallity, now held four jobs. Time had become very
precious, and Sarah become an expert 1n
t ime-management. .

Sarah’s second major coplng mechanism appears to
have involved scme degree of cognitlve restructurlng,
In order to deal with the overwhelming demands which
she was experlencing. ©She was physically and

emot ionally exhausted at the end of each day, and felt
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that there was llttle she could do to change her
situatlion for the time being. She unconsclously began
to distance herself from her students, becomling more
detached and refusing to allow herself to "fall In
love" with her students, in an attempt to reduce the
emotional demands on her as a teacher. She also
restricted the time that she would allow for her
schoolwork. She appears to have examlned, consclously
or uncensclously, the lnteractl!ons between events In
her 11fe, and the assoclated beliefs which led to
perceptions and emotlonal reactlions. She then
attempted to alter the way she thlinks about her roles
and responsibllitles, In order to alter the negatlve
emot ions she was feeling (Casteel & Matthew, 1984).
She was scmewhat successful in reducing the stressors,
In convincing herself that an "adequate" Job was
enough, for the time belng, but felt at the same time
that something was missing from her teaching. Untll
cur discussions, Sarah was unable to name the dlstance
between herseif and her students, the depersonalization
of her teachlng. She wants to renew her Interest and
eanthuslasm, but Is unsure how much she can do without
Increasing her stress level.

. Sarah has become very conscious of her coping
reséu;ces and thelr limitations. Although she feels

that she has restored a more satisfactory balance in
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her l1ife, she reports feeling "on the edge of overiocad"
most of the time. She feels that the major source of
distress Is her demanding personal 11fe, and that she
brings a lot of personal "baggage" to work each day.
However, she =tll] feels that there 1s little more that
ahe s able or willing to change in this part of her
11fe. Her ablilty to utillize situation-focused
stressor management techniques is ilmlted, so she now
relles heavlly on managlng the symptoms of her dlstress
(Latack, 1981>. She has become very consclous of the
value of dlet and exercise In relleving stress. She
exercises twice a week, In additlon to walking or
cycling each day with her chlldren. Gardening 1=
another form of physical activity that Sarah uses to

*dissipate” her anxiety.

Jhe Ideal Self
In any given soclety, a set of normative
statements about ldeal or proper behavior . . . Is
built Into a wlde range of diverse statuses. . . .
Measuring up to the standards of the ldeal self
becomes a vital component in the way role behavior
Ils articulated or phrased ln meetlng the demands
of Interpersonal sltuations. . . . [The
lndividuall, ln a way meanlngful to himself, draws

upon the standards of the ideal self to evaluate
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hls own behavior sc that he can change it In more

personally relevant, soclally acceptable

directlons (Watson, L. & Watson-Franke, 1985, p.

188-189).

This process of self-appralsal 1s cognitively medlated,
in that the indlvicual is measurlng his or her persocnal
fallures and successes agalnst the standard of the
*ideal". Judgements and evaluations are made according
to standards which have, over time, become
Internallzed.

Like many other women, Sarah measures herself
against ldeals that have become part of our popular
mythology. Sarah must not only be "Super Mom", or
*Super Teacher"; In today’s world, she s expected to
be the *"Super Woman®", able to manage the
responsiblilities of home, famlly, career, and community
cltizen without complaint, guestion, or revolt. It Is
Indeed a myth, an unattalnable goal, but one that we
contlnue to accept as a basls for our self-appraisal,
The effects can be devasting to our morale and
sel f-concept.

Watson and Watson-Franke refer to “critical
turning polnts, periods of self-searching that have
serious imptllicatlions for [the [ndividual’s] subsequent
behavior as he sees it" (p. 201>. These critical

turning points may relate to speciflc crlises or they
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may be more gradual translitlons related to adult
development or career stages (Glickman, 1980;
Hoover-Dempsey & Kendall, 1982; Levine, 1989; Newman,
1980; Newman, Dornburg, Dubols, & Krantz, 1980).
Gilckman (1980) urges us to conslder the
maturatlional levels of school personnel, becomlng aware
of career-speclflc stages of teacher devélopment. He
describes the outstanding teacher as one who has moved
from sel f-concerns, to concerns for lmproving one’s
classroom, to concern for one’s school and professlion
as a whole. Glickman’s outstanding teacher knows her
own competencles, knows where to seek resources and
feedback, and desires to help other teachers and
students improve education for the collectlve group.
While Glickman’s model has merit, I belleve that a
simple 1lnear model of progressicn from egocentric to
altrulstic behavior ls lnadequate to explaln the
reai-l1lfe experlences of many teachers. QOur
development is cyclical and recurslive, and our progress
within any one of the stages, or between stages must be
affected by the speclflc contextual demands of our
personal and professional llves, and our
individuallstic responses to our experiences. Sarah
chose to deal with mounting stressors from a varlety of

sources by temporarlly wlthdrawing or, to use
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Gl ickman’s developmental analogy, by "regressing* to a
more egocentric stage.

Sarah has descrlibed an earllier stage ln her career
during which she might well have been described as an
outstanding teacher, worklng to lmprove her school and
her profession, and willing to work collaboratively
wlth other teachers. Circumstances have, for the time
being, forced Sarah to reorder her priorltlies. Thils ls
an accepted and highly recommended method of reducling
stress (Blmes 1981; Casteel & Matthews, 1984; Daly &
Moore, 1980; Jorde, 1982; Sparks, 1981). VWhile she
continues to malntain close, supportive relatlonshlps
with selected colleagues, she has wilthdrawn somewhat
from retationshlps with students. She percelves that
the rlsks are too great at this time in her 1lfe. She
mlight be helped by some trainling In ldentlfyling
immediate rewards in student-teacher interactlons,
learning how to pleck up on the smail successes that
students are experlencing, and beginnlng to celebrate
those successes In a simple manner.

It Is impertant to put this stage in Sarah’s life
in a proper perspective, and to reallize that this s
prnbably a temporary situatlon. Supportlive colleagues
and administrators can encourage Sarah to acknowledge
and accept her vulnerablilty and falllblility as a
teacher (Huebner, 1987).
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Teachers In thelr early fortles tend to sense a
decreasing satlsfactlon with thelr teachlng, as they
reallze that they are gettling into a rut, and that they
are gradually becoming "old"* teachers, who have
accepted the Instltutional status gquo, use the same
lesson plans every year, and never gquestion themselves
(Newman & et al, 1980>. These teachers may attempt to
revitallize themselves by changlng schools, grades or
methodoiogy (Hoover-Dempsey & Kendall, 1982; Newman,
1980>. In spite of the 1imitatlions Sarah has placed on
her workl!fe, she has made signiflcant changes in her
language arts program, moving gradually towards a
*whole language" approach, changlng her basal serles,
and attempting to Increase the degree to which she
Integrates subject matter and concepts. In order for
Sarah to make further changes, she must be convinced of
their beneflt to chlldren, and her abililty to implement
them to her satlisfactlion. She may do what McCall
(1986) suggests s common practice: she may quletly
subvert the intentions of some of the published
programs tc meet the needs of her students, or to suilt
her own teaching style, once the door to her room Is
closed. Teachers do not usually transform the
curriculum, but they modify what exlists, "becoming
users or interpreters of the published curricula,

rather than passive lmplementers” (p.17>
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Respondine to Distressed Teachers and Schools

How can a teacher 1lke Sarah be helped? Wwhose
problem is it, anyway? Is burnout a personal problem
which must be dealt with by Sarah, herself? 1Is It a
problem that must be owned by the school! as a an
organization? What should the school be doing to
respond to Sarah’s distress? Is the problem greater
than the Indlvidual or the school, one that has lts
roots in our basic soclal structure and values?

Stress cannot be conceptuallized as a
unidimensional varlablie, with unidimensicnal effects on
all or most Indivicduals In the same environment
(Hoover-Dempsey & Kendall, 1980>. Individuals vary In
the decislon style that they apply to thelr careers,
the amount and type of career change that they prefer,
and the coping mechanisms that they employ. There is
an Interactive relatlionship between the motlves or
needs of the individual and the satisfaction derived
from the work envircnment. There is a simllarly
dynamlc relatlonship between the demands and needs of
the Job, and the ablllties of the person to meet those
demands. The person-environment "fit" ls a dynamic
concept that will lnevitably change over time. 1In
ordér to reduce Jjob stress for all persons, the work
envlfonment must allow for adaptabllity, sensltlivity

and Individualistic treatment of dlistressed people.
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This type of response may be difficult for a
bureaucrat!ic organization like the school, which s
bound by pollcies, regulatlons and tradltlions. A
number of blipolar values have been ldentifled that may
Influence the degree to which a partlcular intervention
wil]l succeed: "ruie-centered vs. person-centered;
school role expectatlons vs. student needs; belief in
school authority flgures vs. colleagues as sources of
authorlity; focus on inteilectual vs. soclal growth of
children; viewing self as a source of support vs.
dependence on colleagues® (p.51). Nevertheless,
schools must continue to find ways to personaiize the
way Iln which they operate, for the benefit of teachers,
students, parents and other members of the school

communlity.

The School as an Ocganization

The authority that Is Inherent In the bureaucracy
of the school has traditionally dominated female
teachers. 1In spite of thelr domlnance la numbers,
women have been excluded from leadership, with the
culture of schoolling lanoring the overwhelming presence
of women In classrooms, and contlnulng to identlfy men
as "the only persons wilth the capaclity to act" (Grumet

& Hobart, 1981, p.174).
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Individually-oriented responses contravene many of
the bureaucratic needs and organizational
princlples of Instltutlons (such as school
systems). . . . Most teachers have what they
termed "hlgher order needs® (including needs for
participation, independence, challenge,
expression, use of valued skllis) but most school
systems best meet lower order needs (e.g. frlnge
benefits, Job securlty, frlendly co-workers)
(Hoover-Dempsey 8 Kendall, 1982, p.S0»).
Traditlonal male leadershlp tends to center on power,
authority, competition, compartmental lzed knowledge,
and the creatlilon of systems and structures to protect
decentrallzed declsion-making. Women’s leadershlip
style, on the other hand, tends to utlllize a more
col laborative, cooperative, and flexible approach.
Studles clited by McCall <1982) have found women to be
more flexible, hollistlic, and Interdlisclpllinary In thelr
approach to teaching and learning, whlle Coates (1986>
found that women’s use of language tends to be more
facllitative, responslve, cooperative and supportlve.
Farkas (1983) also found that female principals
perceived slgnificantly less occupatlional stress than
their male counterparts. However, "women‘s Intuitive,
conté*tual style of thinklng 18 less valued than the

logical abstract style characterlistic of men* (p. 4).
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Relationships are important to women, and they work
hard at sustalning them. The current organizatlional
structure of many schools 1s not partlcularly conduclve
to the formation of sustalining personal relatlonshlps
among the people who work there. The process of
*schoollng chlldren® would be changed, nc doubt for the
better, with greater access of women to declsion-making
levels In their profession.

The school has long been regarded as an ldeal
workplace for women, partlicularly those with families,
because of the structure of school year, (which allows
mothers to be home with thelr chlldren during school
holidaysa), and the flexlbillty afforded to opt ln and
out, allowing maternity leaves and Job-sharing.
However, schools may also be partlcularly insensitive
to the women who work there, It Is my perceptlon that,
due to a relative lack of power wlthin the
organization, and the interruptlions necesslitated by
maternity leaves, that women may be transferred more
frequently than men. For many women, these transfers
colinclde with major adjustments to new or changlng
roles as they make arrangements for childcare, and deal
wlth the lnevitable gqullt assoclated with “"abandonlng*®
~ thelr chlldren to the care of strangers. They also may
be negatively regarded [f they are “pushy" 1n

requesting appolntment to a partlcular grade level.
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Yet a malie secondary teacher would undoubtedly be
expected to wish to teach In an assignment which was
congruent with hls tralning and experience.

Because of the blologlcal necesslty to be the
bearer of chlldren, women who ¢hoose to have a famlly
often move in and out of the teaching force.
Unfortunately, women’s lnterrupted careers may be
interpreted as signs of a lack of commitment to
teaching (Whitcombe, 1979>. Whlle the cholce of
teaching provides a sort of continuity to a woman’s
1lfe, In that

it supports a special form of integration . . .

lessenlng the distance between her two roles [and

reducingl] contradictions ln her self image . .

such a continulty has led soclologlsts to assert

the lack of commltment and attachment that women
feel toward their work llves. The teaching
profession |s seen as women’s seccndary role,
which competes wlth her prilmary role as mother of

a famlly*® (Lightfoot, 1975, p.134).

This certainly appears to be true for Sarah, at
least for the present, but many women teachers with
interrupted careers still]l regard themselves as
teachers. They contlnue to identify with thelir
profeusion, even though clrcumstances and cholces cause

them to withdraw for short perlods of time. “A
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teacher’s deflnitlon of her role [is] dynamic and
changing, not statlic® (p.135) as she learns new roles,
adapts to changlng sltuatlons, and modlifles her
expectatlons as she ls confronted with reallity.

Further study is requlred to examlne career transltlons
as a process rather than an event.  The level of
analysis must be the indlvidual, studled over time, In
order to examine the processes and the Individuals’
reactlons (Latack, 1981>.

Rapoport and Rapoport (1975, In Latack, 1981)
reported a high degree of mutual interdependence of
work and family spheres, particularly In Jobs where
work tends to be central to the llfe of the Indlividual.
Women can build on the existing overlap between work
and home, using thelr knowledge and senslitivity to
recuce the separation between teachers and their
*clients" - students and thelr parents. Buebner (1987
urges us to drop thlis technical metaphor, which reduces
pecple to the data or substance on which we work. If
we think along these lines,

we place emphasis on knowlng students and thelr

soclial and cultural background, not to partake in

their story and they in curs, but often to better
control or work with them. The technlical metaphor
malntalns the foreboding dlistance between teachers

and young pecple, a possible reason for the
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alienatlon within schools. It contributes to the

suppressed insecurity of the teacher and the

desire for more protective armor - knowledge and

technique (p.28).

Heubner malntalns that {f we shlft from the technical
metaphor to teaching as a vocation, *lf we acknowledge
that teaching s a way of living, not merely a way of
making a living, and if we attend intentionally to the
meaning- and value-making of the teacher® (p.29), we
can start to rebulld our educational communities.

Teachers must act In a imperfect world. . . . We

have nc cholce but to risk ourselves. The cholce

ls to consider the risk private or to bulid a

communlity that accepts vulnerablllty and shares

risks. Vuinerabllity 1s endurable in a communlity
of care and support - a comnunity in which members
take time teillng and llstenlng to the storles of

each other’s journey (p.26).

The soclal context of acceptance and support must
be extended to teachers, students, parents. and other
members of the school community. A number of
strategles for personalizing schools have been
suggested, but the slingle most Important one appears to
be the establ ishment of close, supportive colleglal
relationshlps (Hoover-Dempsosey et al., 1982; Gmelch,

1980; Scaros, 1981; Swick, 1980; Cedollne, 1982).
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These reiatlonshlips may be fostered by grade-level
teams, cross-group coordination, or any other of an
infinite number of formal and Informal groupings.
Levine (1989) suggests that “"decade groups" might
provide opportunlitles for teachers and admlnistrators
of sirllar ages to "explore common lssues of adult
development® (p.18), and share simllar needs In terms
of support or inservice. Kyriacou (1981, in
Hoover-Dempsey et al., 19822 cbserved that the support
of colieagues may support both palliatlive and direct
action responses. The support of family and frlends l=
also helpfui, although there appears to be less
consensus in this area.

While "communicatling for the sole purpose of
catharsls may create only the !llusion of beneflts"
(Farber & Miller, 1981, in Hoover-Dempsey et al., 1982,
p. 88>, colleglal relationships often help teachers to
avold Isolatlon, and provide an opportunlity to talk
about a problem, share feellngs and coordinate plans.
Sarah mentions all of these reasons for maklng a point
of Ilnteracting with her colleagues, and finds the
practlice very helpful. However, 1lke other teachers,
Sarah tends to assoclate wlth a small number of her
col leagues, particularly those with similar interests,
and she is resentful of "unnecessary" meetings to

discuss toplics which are of little direct concern.
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Some teachers resist thls type of sharing, Perhabs as a
result of preferred or conditloned hablts of isolaticn
(Lortie, 1975).

The school as an organization must bear scme
responsiblility for assisting teachers with stress
management during times of career transition, or as a
part of the normal work experlence. The organlzatlon
should examine structural, polley, or procedural
strategles to reduce stress factors such as amblgulty
or overload.

The transactlonal perspective In coping lmplies a
need to attend simultaneocusly to multiple elements
of the sltuation; attention to reform In only one
area of a "problem®, wlthout attention to equally
signlflcant elements of the equatlon, may produce
but a fractlon (or none) of the intended general

effect (Hoover-Dempsey & Kendail, 1982, p.102).

Although workshops on understanding stress and
burnout may asslist the teacher In ldentlfying aspects
of the problem, and in deallng with some of hls or her
feellngs of guilt or Isclation, a workshop can go only
so far. Before most people can get very far In
reducing the atresseors In thelr lives, or in enhancling
thelr copling resources, they need help In maklng
significant changes in their own or others”

expectations of themselves, slarlfying thelr roles,
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(both at work and In other areas of thelr llves), and
in changling the way they respond to stressful
sltuationsg, elther through cognltlve restructurlng, or
lifestyle changes such as dlet, relaxation techniques
and exerclise. To do so, they need ongolng support
through colleglal support groups and the active support
of a carlng acminlstrator.

Teachers need time set aside to talk through their
frustrations together, to look at themselves and thelr
behavlor, and to galn new Insights about themselves and
their profession. Feellngs of lsclatlon will decrease
as they realize that other teachers have the same
feelings (Bimes, 1981; Pines et al., 1981; Xalker,
1984>. Teachers should be encouraged tc seek solutlons
together In order to reallze that there are
alternatives. Blmes notes that teachers often become
locked intc routlne patterns of behavior, so that thelr
work becomes mundane and unproductlive, and they lose
sight of thelr goais. She recommends that teachers
consider cholice-response alternatives by using a series
of questlions designed to generate an "awakening
discusslion®:

1. What behavlor in my classroom do I repeat on a

dally basls? <llst them)

2. What are my internal responses, feellngs,

Judgements, and thoughts about these behavliors?
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3. How does thls response serve me? My students?
What does 1t help me get, help me avold,
protect me from?
4. What price do I pay for acting this way?
5. What are all of the different responses I might
“try on"? (Bimes, 1981, p.5>
Kobasa (ln Latack, 1981) descrlbes “hardlness" as the
abllity to see change events as opportunities rather
than lnconvenlences. Teachers need help to think In
new and creative ways about their work with students

and with colleagues.

The Role of the Principal

In their review of the llterature on stress and
coping, Hoover-Dempsey and Kendall (1982) note that
gaining the support of the scheool administrater is “a
most signlflcant means of coping with stress in
teaching" <(p.9C>. "Admlnlistrative Interventions may be
critical in helplng teachers cope with stress, but are
themseives possible
perhaps only with great care in planning and
impiementation® (p.94>. A sensltlve and responsive
principal can do much to help the teacher alleviate
distress. He or she can assist In modlfylng school
structures or schedules, provide breaks in times of

high stress, clarify role expectatlons, and provide
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feedback, encouragement, and constructive crliticlam.
The principal 1s the key flgure In establlishing a
coliaborative, participatory community wilthin the
school, one that provides for collective coplng
interventlons and shared declslon-maklng. Thls
"nourishing environment® (p.92>, can signlficantly
affect the teacher‘s longevity and effectiveness. The
leadership of the principal in providing and
communicating a sense of purpose, and the opportunity
to achieve consensus on clearly defined prilorities is
also Important In establishing a positive school
climate. *"Participation in declslon-maklng c¢onslidered
important by the individual (my boldface> Is strongly
related to Job satisfactlon; participation and
power—-sharing are linked with greater commitment tc
organizational goca: attalnment; opportunities for
Interactlon with co-workers Increase Jjob satlisfactlon®
(p. 920.

For Sarah, the support and leadershlp of her flrst
principal was a significant factor In keeping her in
teaching. She felt that he was accessible, visible,
and approachable, and had a strong sense of commitment
and purpose. He provided a role model for Sarah which
gave her a foundatlon for learning how to teach. Most
important of all to Sarah, he "llistened, and ]1istened,

and 1istened" (3-26). Effectlive communlcation ls
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essentlal, particularly 1f teachers are dlasatisfied,
or If the school as an organlzation is under stress.
Philllps, Hellwlg, and Tubbs (1983 found that
emplovees with low job satisfactlon tended to make
greater use of the lnformal communicatlon networks,
while those with high Job satlisfaction tended to make
greater use of the formal communication network. They
conclude that a dissatisfled employee might rely on
Informal channels of communication in order to find out
what 1s "really going on® in the organization. They
also speculate that an employee with low levels of
ambiguity tolerance mlght seek cut as much Informatlon
as peossible, supplementing *formally received equlivocal
messages with informationr from the informal network®
(p.8>.

Sarah places very high lmportance on accurate,
up-to-date informatlon. She llkes to be *"in the know"
about what 1s happenling In the school, and is
frustrated by incompiete or after-the-fact Information.
At the same time, she resents and mistrusts the
underground Information networks, preferring to recelve
information directly. Her lack of self-esteem and
regpect for authority are scmetimes inhlblting factors
In requesting informatlon or volcing concerns, as she
percelves that she may be "out of 1lne". This

acceptance of male authority has been a traditlional
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female attrlibute, and one that, for most of the last
century, has been particularly valued in teachers.
Sarah contlnues tc find *speakling up® difficult, In
spite of extensive advocacy on behalf of her
nandicapped son.
Part of my development as an individual has been
having to flght sco many battles on behalf of
Andrew. . . . so I‘ve had to become a very strong
advocate, and I‘ve had to learn to go and meet
pecple that I would not normally talk to, and I7ve
had tc go ln and be aggresslve, whlch has been
really scary, but 1t“s really made me think about

what I belleve (6-8).

Implicationg for Teacher Preparation and Professional
Development

Much can be done to assist teachers in their
preservice and inservice development that wlll enable
them to become powerfu’! and collaboratlive
professicnals. Teachers need to understand the school
as a bureaucratlic organization, with a thorough
explanatlon of its structures, roles and procedures
(Schilechty, 1976). Sarah recalls some early negatlve
experlences which were the result of her lack of
awareness of the key roles played by the secretary and

the caretaker In a school setting. Once the princlpal
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explained the unofflclal power structure of the school,
she was able tc develop more satlisfactory relatlonships
wlth both lndividuals. These "two very lmportant
lJittle pleces of informatlion" (6-38) could be included
in preservice coursework that would help beginning
teachers In learning to work within the school
organlzation.
Student teachers, having examined achool problems
from a soclologlcal perspective, wili be less
traumatized by the “unknown" forces they confront
durlng their flrst teaching experlence. As they
remaln In the classroom, an understanding of role
conflict wlll enable them to be aware that the
deblllitating problems and tensions they experience
are not due solely to thelr own personal
weaknesaes or Inadequacles. (Edgerton, 1977, p.
122>
We need to provide teachers with the skills that
will enable them to engage in effective lnteraction,
and, when necessary, effectlve confrontation. They
must learn to ldentlify positlive and negative slgnals in
their own hehavlior and In the behavior of others,
avoliding self-defeating behavior, such as brinkmanship
(Scaros, 1981; Stapleton, 1979), magnification of

problems or self-deprlicatlon.
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Lortle (1974> stresses that teachers’ major
satisfaction |s derlved from psychlc rewards: the
subjcctive valuations derived from posltive experlences
in the classroom. Teachers therefore need to refine
thelr ablillitles to plck up informal Indicatlons of
student achlevement and satisfactlon. They also need
learn how to accurately assess thelr own
accompl ishments, and enjoy the sense of accompanylng
pride and satlsfactlon. Teachers shouild be able to
identify why the accompllishments that they identify are
Important: were they things they achleved for
themselves, for their students, for parents,
administrators, for the “system* or did they straddie
several categories? (Jorde, 1982).

Teachers often seem hesltant to share thelr
excitement about thelir achlevements or the achievements
of thelr students with thelr colleagues. Sarah felt
that public relations was an important role of the
principal, because teachers flnd it difficult to "blow
their own horns". Teachers should have a repertolre of
*soclally acceptable® methcocds of sharling thelr feellngs
of success. They also need to learn how to share In
one another’s success, wlthout the usual defenslve or
resentful feelings.

We have to be wllling to accept that there are

golng to be a falr number of fallures, and we have
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to talk about those tco, because that’s the other

slde of the coin, and not have people possibly

rejolcling In your fallure (6-41).

In order to deal effectively with their colleagues
and students, teachers must own and practice effectlve
group process skllls, Preservice teachers might
acqulire more of these skills 1f university instruction
depended less on the use of the formal, traditlonal,
independent-learner model. I recently sSpoke with
several mature, experlienced gracuate students who were
experlencling their first attempt to jointly construct a
paper. They were excited about the process, noting
that it was making them into much better listeners, and
that they were benefitting from the exchange of ldeas.
Through practical experience, teachers can not only
begin to appreclate the beneflits of cooperative
learning and sharlng, but acquire the skills which will
enable them to use cooperative approaches with both
col leagues and students.

There !s a tremendous range In phllosophlical
orlentation, role expectation, teaching style, and
teaching strategles within the teachlng profession. It
ls lmportant to recognize that one teacher cannot be
evervything to everybody, nor can the teacher do all
things with equal abliity. 1If teachers, teacher

educators, adminlstrators and pollcy makers come to
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appreclate the importance of personal history and style
in teaching and learning, they will have come a long
way towards creating a supportlive environment for
school Ing.
Using many teaching skills effectively ln order to
meet a range of student needs or obljectlves s
both reascnable and supportable. Unfortunately,
1t 1s lmpossible. . . . A limlted but reallstic
repertolire of teaching methods will result In
better teaching than a multltude of lnapproprlate
ones (Zahorlk, 1986, p. 50).
While both preservice and lnservice actlvitles can
extend the teacher’s repertolire of specific teaching
strategles, simply supplying the teacher with a
potpourrl or grab-tag of activitles will confuse
students and prevent the teacher from developlng a
sense of professional ldentity. Selectlon of
approprliate strategles should be based on strong
philosophlcal precepts, as weil as an awareness of the
demands of the content area, the needs of the students,
and the teacher‘s own quest for a rich and varled
teaching style (Strong, Sliver & Hanson, 1986).
Teachlng style grows organically out of years of
experlence and reflects the teacher’s perscnal
history, memories of lessons won and lost, and

indlvidual value system. It Is nothlng less than
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a way of seeing and maklng Judgements about the

world of the classroom.

. « - It 1s the teacher’s professlional ldentlity

and deserves to be protected and defended by

teachers, admlnistrators, and others who seek to

provide staff development resources. (p. 532
At the same tlme, teachers need to be glven
opportunities to clarify and articulate thair beliefs
and values. Teachers need to be asked what It Is that
they belleve about chllidren and thelr learning, and why
they are using a particular approach. Thelr knowledge,
expertise, and Judgement must be respected, and they
must be allowed to select strategles that work for them
and thelr students.

A part of teacher preparation must attempt to deal
openly with the stresses and frustrations of being a
teacher, perhaps through case studles or ethnograhic
proJects. It must be acknowledged that at least some
of the stressors (n teaching are situational In nature,
and that all teachers can expect to encounter varying
degrees of distress at different points in their
careers. Teacher preparation must include training on
how to ldentify and cope with these stressors,

Teachers also need a baslc understanding of the process
of adult development. At the moment, most university

courses deal only with child development. While this
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knowledge ls essentlal to teachers in understanding the
ch!ldren whose iesarning ls being gulded, It does little
to help teachers understand the changes that they are
experliencling during their progression through various
transitions In both thelr perscnal and professioconal
l1fe. One solutlion might be the Inclusion of a course
on Teacher Career Development in graduate level course
offerings, as modelled by the Unlversity of Houston
(Newman et al., 1980).

Finally, there must be, at some pcint In
preservice or lnservice trainlng, an attempt to deal

wlth the fact that there are some problems

inherent in our soclety, our professlion, or our
work environment [thatl are beyond our control for
the time being. That ls not the same as saying
that we should reslign ourselves to certain
injustices forever. It does mean that for the
present we must focus our energles where they willli
do the most good, acceptling what we cannot change
and changlng what we can. (Jorde, 1982, p. B2>
Setting prioritles, managing flnlte resources such as
time and energy, and ensuring that there is time for
personal and professional renewal are critical to
contlnued success in an Increasingly demanding

profession.
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The New Consclousness
Women today are beglinning to awaken to a new
consclousness, an understanding of the restrictive and
often oppressive nature of socletal reatltles, and many
are experlencing a prefound change In their attitudes
toward themselves. Many women are increasingly
unwilllng to accept “thelr tradltional and lnferlor
status as somehow natural and right" (Zaret, 1975, p.
41). Perscnal-private solutions, or achlevements of
exceptional women are no longer encugh.
We want to explore the myths and reconstruct, step
by step, the hlstorlical bases for the emergence of
women as an oppressed class. . . . And we want
our school ing restructured to help us uncover the
myths, disclose the realltles, and create the
conditions In which glris and boys, women and men
can engage ln cooperatlve reflection and actlon
for transforming the objective conditlens of the
soclety 1n which we 1lve (Zaret, 1975, p.40-41).
For women educators, speclal challenges exist, for we
must recognize that the school and the educational
establ ishment not only replicates the socletal power
relatlionships, but enlists women themselves, as
teachers, in perpetuating the existing structure.
Women themselves provide role models which become

instruments for maintalining the myths of women”’s
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inferlority, In continulng to perpetuate gender
differences in expectations and treatment of chiidren,
in accepting the disproportionate number of female
adninistrators, and in "buying Inte" the patriarchal
decision-making systems in education, as "compllicltors
In our own domlnation® <(Harcison, 1974, In 2Zaret,
1975>.

Z2aret (1975) advocates three phases !n developing
a new dlrection for schoollng: artlicutatlion, awareness,
and affllliation. Through artlculation, women can be
encouraged to share thelr perscnal meanings, their
experiences, and the continuing contradictions that are
part of belng a woman and an educator. Awareness
evolves as women become cognizant of the contradictions
and amblgultles ln both their personal and professlonal
llves, and In the larger soclety. Schools are places
where conformity ls valued (2aret, 1974; Bowles &
Gintis, 1976>. The questlon that Zaret places befcre
women 1s "How do we break out of that mode [conformityl
to provide leadershlp for others?" (2aret, p. 46).
This task Is dlfficult because women educators
“simultanecusly occupy antithetical peositions of power
and powerlessness (p.47). Zaret also notes “the
confllcting orlentations (and pressures) of pursulng a
career to the fullest iIn the face of the stereotype

that equates ambltion with unladyl ke aggression®
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(Zaret, 1975, p. 47). Both Zaret and Llghtfoot <(1975)
recommend further study to determine the Impact of
cultural stereotypes on the teacher’s conceptlon of her
professional role. Zaret warns that there can be no
resolution of the exposed contradlictions “untll these
insights are expressed ln some form of constructlve
actlion In one’s cwn !mmedlate context" (p.47).

Although Zaret sees the school as a places where a
search for meanling can occur, she notes that schools
often block the search for meanings, particularly If
the new meanings disrupt the status quo, as schools
have an investment In perpetuating the social order "as
percelved, structured, and defended by the dominant
groun® (p 38>. Heubner (1975) agrees, in that he
percelves that the fundamental probiem lles not with
the exlstence of the bureaucratic school, with Its
*defined expectancies and roles" (p. 283, but ln the
Investments that people have made In maintainlng the
school and lts supporting mechanlisms and ldeologies.
The conflict |s a basic human tenslon “"between the new,
manlfest in the llves of the voung, and the old,
manifest In the aiready established" (p.31>. Huebner
denles that men, women, and chlldren have a "nature".
*They have only a past and a future which colllde In
the present. The consequences of that colllsion are

1imited by the way power ls distributed, exercised in
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human relationships, and controlled in custom and law"
(p. 31>. 2aret envislions that, through a consclous
redefinition of those power relatlonshlps, the school
can become a liberating force, in that It can provide
for ongoing cooperatlve, anad critlcal anaiysis of the
meanings of our cuiture, and also promote the creation

of new cultural meanings.

Personal Meanings

Being a teacher In today’s world ls a difficult
role. For women teachers many of the challenges and
the conflicts remain unrecogﬁized and unrescived. We
Seldom acknowledge women’s lack of power, or
acknowledge the communication patterns that we have
established as a soclety, and the resultlng barriers to
women findling a “volce®. We rarely acknowledge the
role amblguity that ls magnifled for women because of
the colncldental role confllcts in other parts of hes
life.

This study of Sarah has been an attempt to
understand how one woman has tried to bring meaning,
stabllity, and peace of mind to her 1lfe as a mother,
wife and teacher. For both of us, the study resulted
In a growing awareness of the significance of belng a
woman in teaching. For Sarah, teaching ls not a

career. Her commaitment to her family overrldes
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concerns about her teachlng, though she contlnues to
Implement new curriculums and trles to keep abreast of
trends and new ldeas 1n her profession. But for Sarah,
teaching is a "Job". We talked about the negative
connotatlons of that descrliptor, and the common
assumption that teachlng should be a vocatlion, the
bellef that the “real" teacher lives for her work. For
Sarah, teaching “has to be Just a Job. I think lt’s
possible to do a reasonable Job of teaching® (6-19).
We wondered If 1t is easler for men to make the
distinctlons between a Job and a career because they
often don‘t make the major commitments in other areas
of their lives. Their primary commlitment s often to
their work outside the home.

Sarah also must measure hergelf aginst the myth of
the grade one teacher.

People always say, "Ch, you teach grade c¢ne!" as

1f -- “You don“t look llke a grade one teacher”,

and I don’t! . . . and 1 stand out as not being a

part of that myth, and I‘m sure that’s part of my

problem too. Parents come In with an ldeallized

view of a grade one teacher, and here‘s this

person wlith a very strong personallty (6-36).

As a result, Sarah struggles with externail and
internal expectatlions that are often Inconsistent with

the major goals that she has set for herseif. She has
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establ lshed her pricritles, tested them against the
realtities of her llfe, and galned a little more peace
of mind, but she often must settle for Arnot’s (1981)
“teeth-gritting harmony".
I made external! changes before I accepted them
myseif, emotionally. 1 sort of stated, "Family Iis
golng to come first," but I didn’t really accept
that emotionally for some time. . . . And
probably the same with other things . . . llke my
community involvement. . . . I sald, "I‘m not
giving It up!® and eventually I guess [t was
accepted . . . . So I had to be pretty stubborn
about a few things, and then I had toc make sure
that the lssues I was taklng a stand on were worth
taking a stand on. . . and some of the battles I
Just stopped fighting (6-3).
For now, however, Sarah feels that she has achleved a
balance In her 1lfe. She feels that she has gilned
some lnsights and feels more hopeful about the future.
The process that Sarah and I shared has enriched
and challenged both of us as we reflected on our
experlences, shared our responses and puzzled over
thelr meanlings. Coming to understand Sarah has helped
me to apprecliate tge diversity of Individuals within
the teachling r~rofegslion, to belleve more in the person

and less In the myth of the teacher. Sarah can best be
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understood by exploring the contexts of her life, with
its demands, frustratlons and rewards. As she gives
her words and actlons meanlng, she becomes empowered,
and “gains her volce"”. As ] talk with her and write

about her, I also find my volce.
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APPENDIX ONE - CONSENT FORM

I, s have read a
descriptlion of the prepared research project and have been able to
discuss wlith the researcher the fuil lmpllcatlons as to what ls
required of me, what role the researcher and her advisor will
play, and how the data will be gathered ancd analyzed. Any
questions I have had regarding the study have been clarlflied. I
have had the opportunlty to makes requests for extra safeguards
regarding privacy and confldentlality. I understand that
transcripts of the interviews will be prepared and presented by
the researcher and that only myself and the researcher’s advlsor
wil] have access to thls data. I also understand that I have the
right to examlne the selection of excerpts, as well as
descriptions, interpretations and analyses that the researcher
makes in the final report. I understand that I have the right as
co-lnvestigator to suggest and negotlate changes to the report and
veto any material that I do not want made publlc.

I also understand that I may further define my role In this study
by selecting from the optlons which follow:

A. I have chosen to - remain anonymous !n the report

— not remaln anonymous In the report
be a co-author

___ hot be a co—author

B. I have chosen to -

1 may wish to renegotlate this role as the study progresses, and
understand that I have the right to withdraw from the study
without prejudice at any time.

(date) (signature’

(address?

{phone number)

You may contact me at 321-452%1 or 327-1886 with any questlons.
You may also contact any member of the Human Subjects Research
Committee at the U of L. The chalrperson ls Myrna Greene, at
329-2424.

(researcher)





