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Abstract 

 

Teachers play an important role in children’s development.  They have various roles and 

responsibilities in the school system that can contribute to the experience of stress and negative 

emotional reactions. The psychosocial implications of the COVID-19 pandemic and other factors such 

as workload, lack of resources and infrastructure, job insecurity and personal relationship issues 

increased teachers’ stress levels and affect their psychological well-being.  The purpose of the research 

was to develop an intervention that can empower teachers with coping skills to manage stress and 

improve their psychological well-being. Based on a needs assessment with teachers involving group 

discussions and a short survey in 6 primary schools in Mamelodi, the Masters' students in Counselling 

psychology developed a six-session intervention underpinned by the PERMA model of psychological 

well-being. The six sessions were implemented between June 2022 and October 2022. The sessions 

focused on the following:  1) stress management, 2) bullying and victimisation, 3) burnout and time 

management, 4) emotional well-being (personal issues), 5) building relationships 6) competencies and 

finding meaning. Fifty-two teachers from Tshwane South district, specifically Mamelodi, a low to 

middle-class community, volunteered to participate in the intervention. Twenty-one teachers formed 

the core participants, having attended four or more sessions. Data about teachers' experiences during 

and after the intervention was collected through teachers' and facilitators' feedback forms, as well as a 

group discussion to explore the outcome of the intervention. The results revealed that teachers indeed 

experienced stress and some did not have effective coping strategies. They felt the intervention 

equipped them with coping skills such as assertiveness, using strengths such as humour or creativity 

to manage stress, time management, self-care and good interpersonal skills.  Teachers have begun 

practically applying these skills in their teaching and personal lives. The data also provided invaluable 

information on the importance of the involvement of other stakeholders, such as the school 

management teams, the educational department and parents, in helping address issues affecting 

teachers' stress, such as learner ill-discipline.  

 

Keywords: Stress management, coping, psychological well-being, teachers 
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Chapter 1: Introduction 

1.1 Introduction 

 Teachers are central to the growth and development of children. They empower children and 

the youth with knowledge that can possibly transform their lives and provide better futures, and play 

an essential role in moulding children into future leaders. However, they face many challenges that 

can cause stress (Schaufeli, 2003; Schulze & Steyn, 2007; Steyn & Kamper, 2006; Vazi et al., 2013).  

According to Schneiderman et al. (2005), stress plays a pivotal role in human life and development. 

They assert that all human beings experience threats to their equilibrium, which require flexibility to 

adjust to various stressors for their survival. These threats or challenges vary in intensity from person 

to person and are based on unique environmental contexts. People in the same occupation or role can 

respond differently to stressful events (threats). Stress is part of life; it inspires good performance, but 

too much stress can have a detrimental effect on relationships, mood and both physical and mental 

health (Unicef, n.d.). 

   Bradbury (2017, p.18) states: "The stories that make our lives meaningful to ourselves and 

others both follow and reverse the temporal flows of embodied life, making the past and future 

present." People's lives are shaped not only by their past and current experiences, but also by their 

environments and the people around them. Maree (2011) adds that experiences are formed not only 

by the individual, but also by social interaction, culture, language and dialogue. Furthermore, 

Bradbury (2017) stresses the fact that people's histories and socio-political lives are linked to their 

personal and psychological worlds, revealing various factors that may contribute to stress. A variety 

of factors from their past, present and future could therefore affect the stress levels experienced by 

teachers. For example, the lack of resources in the education system created inequalities, and the 

limited education facilities available to certain areas resulted in overcrowding of classrooms, which 

contributed to teachers’ stress (Du Plessis & Letshwene, 2020; Ngidi & Sibaya, 2002). This lack of 

equal opportunities and resources for teachers often leads to demoralisation. 

 Schulze and Steyn (2007) also highlight poor parent and learner attitudes to learning as one 

of the reasons for teachers’ stress. A lack of parental involvement may be due to parents’ limited 

ability to sufficiently support their children, their own poor education, or dereliction of duties due to 

difficult life circumstances. 

 Work overload, curriculum changes, conflict between colleagues and overcrowded 

classrooms also contribute to teachers’ stress. The COVID-19 pandemic in particular was extremely 

stressful as teachers had to change their methods of delivery in teaching and had to immediately 

familiarise themselves with online teaching to provide learners with the support needed. In poor 
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communities where internet accessibility was limited, teachers used WhatsApp to provide this 

support. Furthermore, the COVID-19 pandemic affected learning standards as teachers and learners 

grappled with the required adjustments. Landa et al. (2021) highlight the difficulty for learners from 

South Africa's impoverished rural regions to access online teaching and learning platforms and 

resources, which resulted in stark disparities in the educational outcomes of students from various 

socioeconomic backgrounds. 

 

1.2 Teachers’ stress 

 No one follows a career path to be miserable, and teachers are often driven by passion and a 

desire to make a difference. Unfortunately, a career in teaching can be challenging once the 

limitations begin to show, and teachers who start their careers filled with passion and zeal to be the 

change makers soon become discouraged due to the many frustrating challenges and limitations they 

face. This increases stress and affects their well-being. Recent research focusing on teachers’ stress 

highlight its significant effect on their well-being and productivity, which in turn affects learners and 

employers (Organisation for Economic Co-operation and Development (OECD), 2020). Some of the 

effects of stress are absenteeism (Jackson & Rothman, 2005), lack of performance (Naidoo, 2011; 

Jackson & Rothman, 2005; Van Wyk, 2006), relational and self-esteem problems (Mansfield, 2020), 

burnout (Schussler et al., 2015; Vazi et al., 2013) and distress (Schneiderman et al., 2005).  

 In South Africa, there is an exodus of teachers from the profession for various reasons, 

including a lack of psychological well-being (Ndende, 2021). The Teaching and Learning International 

Survey (OECD, 2020) highlights the fact that many teachers experience stress and estimates that 

almost 40% of those experiencing elevated stress levels are likely to leave the profession. Furthermore, 

the survey found that 10% of South African teachers indicated that their job adversely affects their 

mental and physical health. Many scholars confirm the adverse effect of the workplace or environment 

on teachers' well-being (Du Plessis & Letshwene, 2020; Maree, 2021; Ngidi & Sibaya, 2002; Viac & 

Fraser, 2020), and Desrumaux et al. (2015) report a direct correlation between teachers’ working 

conditions and their stress levels. The abovementioned stresses can create distress in teachers and 

affect their performance and ability to teach.  

  Stress impacts various areas of life, such as physical, emotional and psychological well-being 

(Schneiderman et al., 2005). Suleman et al. (2018) recommend implementing stress-reducing 

interventions to promote psychological well-being and improve the efficiency of school principals, 

and Kundi et al. (2021) and Khatun et al. (2022) hold that improving employees’ psychological well-

being may benefit their functioning in the workplace. Tang et al. (2019) highlight the importance of 
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psychological well-being as a critical component of mental health, which requires resilience (coping, 

emotional control and effective problem-solving skills) as well as hedonic (enjoyment, pleasure) and 

eudaimonic (fulfilment and purpose) happiness. The psychological well-being of teachers is therefore 

important if they are to function effectively in their teaching role.  

 Extensive literature is available on factors that contribute to teachers’ stress (Du Plessis & 

Letshwene, 2020; Jackson & Rothman, 2005; Naidoo, 2011; Ngidi & Sibaya, 2002; OECD, 2020; 

Steyn & Kamper, 2006) and how it can be alleviated (Czerwinski et al., 2020; Hagermoser Sanetti et 

al., 2020; Shimazu et al., 2003). Other articles reveal that stress reduction or management intervention 

yields good psychological results in both the international (Czerwinski et al., 2020; Hagermoser Sanetti 

et al., 2020; Shimazu et al., 2003) and local contexts (Johnson, 2015; Taylor et al., 2015). However, 

limited research has been undertaken on how teachers’ stress in the local context can be alleviated 

through short-term interventions, and this research aims to bridge this gap. The research conducted by 

Johnson (2015), Taylor et al. (2015) and Versfeld et al. (2022) will be used as examples and will be 

discussed in Chapter 2. Against this backdrop, this research was undertaken to develop a stress- 

management intervention for primary school teachers in Mamelodi. 

 

1.3 Research goal and objectives 

 The goal of this research was to develop an intervention that will enable teachers to manage 

stress by applying coping skills to improve their psychological well-being. This research sought to 

answer the question: What interventions can empower teachers with coping skills to manage their 

stress and improve their psychological well-being?  

The objectives were: 

To assess teachers' stressors and the methods they currently use to cope with stress; 

To develop an intervention to address teachers’ stressors by enhancing their coping skills and 

psychological well-being; 

To obtain feedback from teachers after their participation in the intervention to determine whether 

and how the intervention helped them to cope better with stress. 
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1.4 Research methods  

 Action research recognises that there are various realities (Groat., 2013) and emphasises the 

importance of collaboration between the researcher and participants to facilitate change (Denzin & 

Lincoln, 2005). It is a participatory approach that prioritizes deep reflection, teamwork (between the 

participants/community and researchers), problem-solving to tackle real-world issues, co-construct 

new realities (Zuber-Skerritt; 2012) and empowerment (Visser; 2022). Its pragmatic and 

transformational theoretical foundations highlight how the chosen methods align with 

epistemological and ontological presumptions. To develop an intervention based on teachers’ current 

situation, the research started with a needs and strengths assessment to identify the challenges 

experienced by teachers, their existing skills and coping mechanisms, and their readiness to adapt. 

The recruitment of teachers for this research phase was done in collaboration with an education 

official at the Tshwane South district office. The official suggested six primary schools close to the 

University of Pretoria’s Mamelodi Campus that could be approached for the needs assessment.  

Permission was obtained from the principals to hand out a survey and conduct group discussions 

with teachers. Thirty-nine teachers from six primary schools participated in the needs assessment.  

 Teachers need a safe space in which to discuss their challenges and share coping 

mechanisms. Listening to teachers' experiences is necessary to help them find solutions (Maree, 

2013) that can help to facilitate change. The group discussion for the needs assessment focused on 

the main stressors teachers experience as part of their job, how they coped with stressors and whether 

they were interested in a workshop on how to deal with stress.  

The information gained from the needs assessment was then used to tailor plan an 

intervention that would provide edifying knowledge and coping strategies that might positively 

impact the well-being and performance of teachers. The programme was developed based on the 

Positive Psychology approach, which places a significant value on meaning or purpose (Scorsolini-

Comin et al., 2013) and asserts that every individual has strengths and resources to be tapped into to 

help them deal with life’s challenges.  

 The intervention focused on equipping teachers with coping skills needed to deal with 

challenging or stressful situations and improve their psychological well-being. This was achieved by 

focusing on their experiences, which Bakirli (2019) defines as experiential learning (learning through 

experiences), a strategy for adult learning, which she regards as a valuable tool for adults as they can 

receive and reflect on real experiences by comparing new experiences with what they have 

previously learned. Brookfield (1995) argues that adults bring a wealth of life experiences to any 

situation, which forms their point of reference for living. He adds that adult education is a continuous 
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process of reflection on experiences and that experiential strategies such as games, role-plays and 

case studies form an important part of adult education. Elements such as games, psychoeducation 

and reflecting on the teachers’ personal experiences therefore formed a crucial part of this 

intervention. Once developed, the intervention was implemented with a group of teachers to 

determine its value in helping teachers manage stress by applying their coping skills to improve their 

psychological well-being.  

 To recruit teachers for participation in the intervention, the education official posted an 

invitation on Tshwane South's informal WhatsApp communication platform. Teachers could 

volunteer to participate by contacting the researcher via WhatsApp, email or telephone. The 

intervention was presented once a week by master’s students in Counselling Psychology—

supervised by their lecturer—over a period of six weeks in 2022.  

 To assess the value of the sessions’ content, the participants were asked to complete a 

feedback survey after each session to indicate how they had experienced it and what they had learnt. 

During the sixth session, participants participated in a focus group discussion to share their 

experiences of what they had gained during the intervention. This data was then analysed to 

determine the value of the intervention. The results from this intervention will add to the knowledge 

gained about teachers’ stressors and strategies that may be applied to assist teachers in the South 

African context.  

 

1.5 Description of keywords 

Stress - Stress is the result of people’s subjective experiences of interactions with the 

environment that they perceive as endangering their lives and beyond their capacities to deal with 

(Lazarus & Folkman, 1984). Stress can promote good performance, but too much stress can negatively 

affect one’s functioning and health (UNICEF, n.d.).  

Coping – Coping refers to constant actions taken to rectify stimuli (internal or external) that 

are viewed as greater than one’s own capacity (stress). Carver et al. (1989) describe coping as a 

response to a threat. They further distinguish between two types of coping: problem-focused coping 

and emotion-focused coping. Problem-focused coping focuses on finding solutions to problems or 

taking action to change the stressor, while emotion-focused coping involved reducing or managing the 

emotional suffering connected to (or triggered by) the circumstance (Carver et al., 1989). 

Psychological well-being – Psychological well-being is described as the state of equilibrium 

between the hedonic (enjoyment, pleasure) and eudaimonic (meaning, fulfilment and purpose) spheres 

of one's life, which allows one to function optimally. Tang et al. (2019) describe it as a complex 
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concept that refers to the best possible psychological experience and functioning. This notion of best 

psychological experience and functioning is supported by Ryff (2018), who asserts that psychological 

well-being comprises different aspects of positive functioning, namely autonomy, environmental 

mastery, personal development, a sense of purpose, good relationships and self-acceptance.  

Teachers – Teachers are permanently employed educators registered with the South African 

Council of Educators (SACE). They are employed in schools to teach subject matter to learners.  

 

1.6 Chapter Outline 

This research will be presented in the following chapters: 

 

Chapter 1 – Introduction 

This chapter provides background information, the motivation for the research and its 

relevance, and highlights the research aims and questions. 

 

Chapter 2 – Literature review 

 In Chapter 2, the available literature on teachers’ stress and stress management interventions in 

the local and international contexts is discussed so as to provide a better understanding of the construct. 

An in-depth discussion of the keywords and linkage to the fundamental research are presented with a 

view to the implementation of a stress management intervention.    

 

Chapter 3 – Research methodology 

 Chapter 3 consists of a detailed discussion of the paradigmatic assumptions of the research, the 

research design, sampling methods and measurement instruments used, data collection, data analysis, 

and ethical considerations.  

 

Chapter Four – Results 

 In Chapter 4, the researcher reflects on the feedback obtained from the needs assessment, 

teachers’ responses to the various sessions and the themes that emerged from the participants’ 

evaluations of the intervention.  

 

Chapter Five - Discussion and conclusion 
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Chapter 5 contains an in-depth discussion of the results and their implications. This is followed 

by a conclusion, recommendations for future related research, a discussion of the limitations of the 

study and challenges encountered during the research process, and suggestions for the way forward. 

 

1.7 Conclusion 

Chapter 1 provides information on the background and the motivation for conducting research 

with a view to developing an intervention to assist teachers in managing their stress and improving 

their psychological well-being to enhance their functioning as teachers. The aims of the research and 

research methods are also outlined. A discussion of the literature review as background to the research 

will follow in Chapter 2.  
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Chapter 2: Literature review 

Quality education is a vital component of any successful society. Teachers/educators are 

needed to impart knowledge and skills and to be role models for young people in many respects. 

Teachers continuously shape and empower individuals in various areas of life, whether in their 

primary, secondary, tertiary or continuous developmental phases. However, this does not happen 

without challenges. Jelinek (1986, p. 1) states: "At every level in the educational system, stress 

exists. It is a constant force in the teaching-learning process affecting every participant to some 

degree." According to Schneiderman et al. (2005), the ability of individuals to adjust to various 

influential stressors is critical to their outlook. 

However, too little time, if any, is spent on educating teachers on how to recognise symptoms 

of stress and empowering them with coping skills to deal with stressful situations (Gustems-Carnicer 

& Calderón, 2012) which may influence their attitudes towards their work (Schneiderman, 2005).  

In this chapter the focus will be on existing literature dealing with key concepts such as 

stress, coping, psychological well-being and flourishing, as well as the factors that contribute to 

teachers experiencing stress. Available literature on stress-management interventions in the global 

and local contexts will also be reviewed to guide the development of an intervention to help teachers 

to cope with stress. 

 

2.1 Stress  

 Stress is described as people’s interaction with environments they perceive as being beyond 

their coping capacities and possibly even endangering their lives (Cohen et al., 2016; Lazarus & 

Folkman, 1984). Since experiences are subjective, the level of stress experienced by an individual 

will vary depending on the context, the source of the stress (Burke et al., 2019; Jackson & 

Rothmann, 2005; Ngidi & Sibaya, 2002; OECD, 2020) and the individual's subjective experience of 

the stressor. Hence, two individuals may experience the same stressful event and respond differently, 

or it may have different outcomes.  

 Cohen et al. (2016) classify stress by using epidemiological, psychological and biological 

perspectives. The epidemiological perspective defines stress based on an individual's experience of a 

life event that is rated as threatening and needing adaptive measures. Objective ratings are also used 

to show how many people collectively assess similar specific events as adverse, which has proved 

successful in foreseeing disease, disease progression and death. The psychological view highlights 

the fact that individuals can experience the same stressful event, but have different outcomes, which 

depend on how each individual interprets and reacts to the event. Therefore, generalising stressful 
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experiences to specific events may not be realistic.  The biological perspective emphasises the effect 

of particular stressors measured by the distress caused to the physiological system, which is needed 

to maintain equilibrium (homeostasis) and metabolic control. 

 Stress is experienced by everyone, however this research will focus on teachers experiences 

of stress. This entails analysing data that relates to theories or models that make an effort to clarify 

the factors that influence teacher stress, the effects, and current stress management interventions in 

the educational environment. Understanding this can help create a working environment that 

promotes well-being and may positively influence performance. 

 However, it is crucial to note that stress is not always bad, but can be a positive drive to attain 

goals and deadlines (Shahsavarani et al., 2015). These authors add that homeostasis is crucial in 

understanding stress as it maintains equilibrium or stability in the face of ever-changing external 

events. At this stage it will therefore be worthwhile to discuss the different types of stress people 

experience. 

 

2.1.1 Types of stress 

Considering the various perspectives on, and theories about stress and different ways in which 

people experience stress, it seems sensible to conclude that there are different types of stress. 

Context, appraisal, impact and response all play a fundamental role in the classification of stress. 

Based on various elements, Crosswell and Lockwood (2020) summarise the types of stress as 

follows: 

 

Table 2.1 Types of stress by timescale 

Type of 

stress 
Definition Relevance for health 

Chronic 

stress 

Chronic stressors are prolonged threatening or 

challenging circumstances that disrupt daily life and 

continue for an extended period of time (minimum of 

one month). 

People under chronic stress are at greater risk of 

chronic illness, mortality, and accelerated 

biological aging (Holt-Lunstad et al., 

2015; Nyberg et al., 2013). 

Life events Life events are time-limited and episodic events that 

involve significant adjustment to one's current life 

pattern, such as getting fired, being in a car crash, or 

the death of a loved one. Some life events can be 

positive (e.g. getting married, moving to a new 

place), and some become chronic (e.g. disability 

caused by car crash). 

Exposure to more stressful life events is linked 

with poorer mental health in addition to 

development and progression of cardiovascular 

disease, as well as mortality due to 

cardiovascular disease and cancer (Chida et al., 

2008; Cohen et al., 2007; Steptoe & Kivimäki, 

2013). 

Traumatic 

life events 

Traumatic life events are a subclass of life events in 

which one's physical and/or psychological safety is 

threatened. 

Experiencing a greater number of traumatic 

events across the life course is consistently 

associated with worse health and mortality 
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Type of 

stress 
Definition Relevance for health 

(Gawronski et al., 2014; Keyes et al., 

2013; Krause et al., 2004; Rosengren et al., 

2004). 

Daily 

hassles (i.e. 

daily 

stressors) 

Interruptions or difficulties that happen frequently in 

daily life such as minor arguments, traffic, or work 

overload, and that can build up overtime to create 

persistent frustration or overwhelm. 

Greater emotional responses to these daily 

hassles are associated with worse mental and 

physical health (Almeida, 2005; Charles et al., 

2013; Chiang et al., 2018; Sin et al., 2015). 

Acute stress Short-term, event-based exposures to threatening or 

challenging stimuli that evoke a psychological and/or 

physiological stress response, such as giving a public 

speech. 

Greater cardiovascular reactivity to acute 

stressors has been prospectively associated with 

increased risk of cardiovascular disease 

(Brosschot et al., 2005; Chida &Steptoe, 

2010; Steptoe &Marmot, 2005). 

Source: Crosswell and Lockwood (2020)  

 

Based on the information contained in Table 2.1 above, the engagements with the teachers 

revealed certain types of stress. In the main, while some causes for stress—such as traumatic life 

events—are present at their workplace, chronic stress and daily hassles are common. The stress 

experienced by teachers will be discussed in Chapter 4, but it is worth noting here that those stresses 

arise from various factors that are present in the school environment, as will be discussed in the 

following paragraphs. It also became evident that teachers’ stress levels and their ability to cope are 

mostly influenced by personal stress, as well as occupation-related stress, which are explained in 

line with Crosswell and Lockwood’s (2020) summary. 

 

2.1.1.1 Personal stress 

 Many personal factors may result in individuals feeling that their homeostasis is threatened 

and they cannot cope with the challenge. The death of a loved one, troubled relationships with family 

and partners, taking care of a sick loved one, moving/relocating, unemployment, etc. are examples of 

stressors that can result in personal stress that affect both the individual's private life and his or her 

performance in an occupation. It is worth noting that these stressors were mentioned during 

engagements with the teachers who participated in this research. This correlates with some of the 

examples of personal stress listed in Croswell and Lockwood’s (2020) table, i.e., traumatic life 

events (e.g. loss of loved ones), chronic stress (a financial burden due to unemployment), daily 

stressors (argument with partner or children) and acute stress (moving to a new area). 
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2.1.1.2 Occupational stress 

 Adaramola (2012) describes occupational stress as the adverse physical and psychological 

reactions that may occur when there is a discrepancy between the demands placed on people by their 

jobs and their level of control over meeting those demands. The World Health Organisation (WHO) 

defines occupational stress as "the response people may have when presented with work demands 

and pressures that are not matched to their knowledge and abilities, and which challenge their ability 

to cope" (WHO, 2020, para 1.). Therefore, when teachers feel that the job demands are beyond their 

ability to control or achieve, this can be described as occupational stress. A recent Teaching and 

Learning International Survey revealed that ten percent of South African teachers feel that their jobs 

adversely affect their mental and physical health (OECD, 2020). This seems to be a common 

experience by teachers, as was also found in this research.  

2.1.2 Factors influencing stress  

Wettstein et al. (2021) explain that factors such as key life events, daily tasks and work and 

environmental contexts play a crucial role in the experience of stress. According to the WHO, job 

stress can be due to various factors, such as poor work systems and management, poor working 

conditions, unpleasant relationships with colleagues and a lack of support from colleagues and 

management teams (WHO, 2020), while Adaramola (2012) maintains that stress can affect the 

performance of an individual, and consequently an organisation's performance and productivity.  

Naidoo (2011) completed a thesis on stress management and its impact on the work 

performance of educators in public schools in KwaZulu-Natal. The thesis focused on the causes of 

stress and its effects on productivity, management and leadership attributes, and the transformation 

process. It also included a comparative analysis of the causes of stress identified by Van Wyk (2006) 

and Jackson and Rothman (2006) in the North-West province, which found similarities in the causes 

of stress. Naidoo identified the significant causes of stress, such as lack of organisational support, 

work overload, concern about remuneration, job insecurity and lack of opportunities for professional 

development, and recommended the implementation of a national and provincial strategy to reduce 

stress and burnout, which negatively affect teachers and their productivity. 

Many of the factors that influence teachers’ stress are related to changes in the South African 

education system, especially after the end of the apartheid era. Bradbury (2017) asserts that people's 

history and socio-political lives are linked to their personal and psychological worlds. It is therefore 

vital to reflect on how past experiences in the education system may have impacted and perhaps 

continue to impact teachers. The impact of the apartheid era system is clear, as is the impact of the 
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current democratic dispensation, as noted by various authors (Lam et al., 2012; Ndimande, 2013; 

Nkabinde, 2016). Whether deliberately or not, each dispensation has contributed to the skewed 

development of learning institutions, which has resulted in factors that cause stress for educators in 

these institutions. Gustems-Carnicer and Calderón (2012) note that certain experiences in the 

education environment may cause harmful stress. In the next section, factors that affect teachers’ 

stress arising from the abovementioned changes in the education system will be discussed. The list 

may not be exhaustive as it focuses only on stress-causing factors that were observed to be prevalent 

during our engagement with teachers during this research. 

 

2.1.2.1. Workload 

  The challenges faced by teachers in South Africa include, but are not limited to, work 

overload (Naidoo, 2011; Steyn & Kamper, 2006; Van Wyk, 2006), excessive administrative work 

(Steyn & Kamper, 2006), managing ill-disciplined children (Ngidi & Sibaya, 2002) and conflicting 

roles (Steyn & Kamper, 2006).  

Their problems are further exacerbated by the lack of adequate support services, such as 

social workers, counsellors or psychologists, often exposing teachers to offer support when learners 

are emotionally troubled or need remedial teaching. This, according to Steyn and Kamper (2006), 

may influence teachers’ stress levels. The various career roles, such as being the head of a 

department or senior management team member (SMT), may require additional skills and 

knowledge, which some teachers in those roles may lack and may consequently find that the 

increased workload causes increased pressure (Du Plessis & Letshwene, 2020; Kyriacou, 2001). 

 

2.1.2.2. Lack of resources and infrastructure 

The lack of resources and infrastructure due to the provision of poorer facilities, budgets and 

support (Lam et al., 2012; Ndimande, 2013; Nkabinde, 2016) can also increase stress (Du Plessis & 

Letshwene, 2020; Ngidi & Sibaya, 2002; OECD, 2020). Teachers often find themselves having to 

conduct lessons in overcrowded classrooms, under trees and in dilapidated buildings with few 

resources, and having to cope with learners’ increasingly unruly behaviour, which all can increase 

their stress levels. As recently as 2010, Moloi (2010) stated that a lack of the necessary resources and 

poor infrastructure were still creating problems as teachers frequently had to deal with overcrowded 

classrooms. Activist groups, such as the public interest law centre Section 27, have in the recent past 

taken the government to court for its failure to provide basic necessities such as water and ablution 
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facilities (SECTION27, 2022) and learning materials at schools (Nowicki, 2022; SECTION27, 

2022). These factors have a negative effect on both teachers and learners and increase levels of 

stress. 

 

2.1.2.3. Personal relationships 

Constant changes (Du Plessis & Letshwene, 2020; Steyn & Kamper, 2006), an imbalance 

between work and family life (Steyn & Kamper, 2006) and strained relationships, whether with 

learners (Schulze & Steyn, 2007), parents (OECD, 2020; Schulze & Steyn, 2007) or colleagues (Du 

Plessis & Letshwene, 2020) contribute to heightened stress levels. The multiple roles teachers often 

have to play, as mentioned previously, also blur the boundaries in relationships, which can affect 

relationships and create a stressful environment. Furthermore, the lack of support by parents who are 

unwilling or unable to assist their children with academic work leaves teachers having to take full 

responsibility for children’s future, which affects relationships and performance. Bradbury (2017) 

correctly observes that people's histories and socio-political lives are linked to their personal and 

psychological worlds. Therefore, when these relationships are strained and not harmonious, people 

are affected negatively. This results in unruly classrooms, unhappy families and strained 

relationships with colleagues and parents.   

 

2.1.2.4. Job insecurity 

Job insecurity and a lack of career development opportunities (Naidoo, 2011; Jackson & 

Rothman, 2005), as well as a lack of organisational support (Naidoo, 2011; Van Wyk, 2006) further 

exacerbate the issue. The constant reminder that teachers (those employed on contracts) cannot be 

sure that they will receive their next salaries increases their stress levels. Often teachers employed on 

contracts also do not enjoy the career development opportunities that are available to permanently 

employed staff. 

 

2.1.2.5. Impact of COVID-19 pandemic 

Another recent occurrence that could have exacerbated the stress levels of teachers is the 

COVID-19 pandemic. Pokhrel and Chhetri (2021) detail some challenges associated with COVID-19 

that could have contributed to teachers’ stress, such as social distancing regulations, fears of not 

completing the curriculum and having to adjust to online teaching (Pokhrel & Chhetri, 2021; 

Ramrathan, 2020). Recent research by Ozamiz-Etxebarria et al. (2021) details how more teachers 
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reported symptoms of anxiety, depression and stress due to the pandemic. Soudien et al. (2021) 

highlight the fact that many underprivileged schools in South Africa lacked the resources needed to 

enable effective online learning (Parker et al., 2020).  

Furthermore, many learners in underprivileged homes lacked space (work desk) and did not 

have access to computers and the internet, and their parents did not have the time or resources needed 

to provide home schooling. Teachers therefore had to devise innovative plans to keep children 

learning. CBS News (2020) published an article about how one rural school, Dendron Secondary 

School in Limpopo, moved final-year (matric) learners in with their teachers to ensure continued 

academic support and study during lockdown. The added responsibility of not only having to find 

innovative teaching methods, but to also accommodate and take care of the learners, may have 

increased the teachers’ stress levels. 

 

2.1.3. Approaches and responses to stress 

Kilby and Sherman (2016) assert that while all people experience stress in their lives, they 

respond to it differently, so that two people can experience the same stressor, but have different 

responses, role appraisals and coping mechanisms.  

Weiten (2017) emphasises that while many people experience stress, some can cope with its 

effects more effectively than others due to various protective factors that could lessen the impact. 

According to studies undertaken by Mental Health First Aid USA (2022), protective factors such as 

positive relationships, significant others, personal and environmental factors, physical and mental 

health, financial security and spiritual belief are promoters of resilience. Some of these factors, as 

discussed in detail in Chapter 4, formed part of our intervention intended to provide teachers with 

coping skills to reduce stress and enhance their psychological well-being. Various approaches and 

responses to stresses are discussed below. 

  

2.1.3.1 Approach 

 The different approaches to understanding stress proposed by various scholars (Herman et al., 

2020; Kilby & Sherman, 2016; Lazarus & Folkman, 1984; Shahsavarani et al., 2015) are discussed 

below. 

2.1.3.1.1 Response-based view 

 The response-based view of stress holds that stress is determined by a person's response to 

environmental demands. It differentiates between stressors (stimulus) and the stress response, and is 
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often cited in biological literature (Shahsavarani et al., 2015). This view, Shahsavarani et al. (2015) 

explain, is associated with Hans Selye's (1976) General Adaptation Syndrome (GAS), which 

identifies three stages of stress response: the alarm reaction, the resistance stage and the exhaustion 

stage (Tan & Yip, 2018). These stages can explain a person’s experiences of a stressful event. 1) The 

person is initially caught by surprise, which can result in the fight or flight mode. 2) Then, the person 

uses his/her body resources to reject the change to maintain equilibrium and 3) eventually grows 

weary from battling the stressor.  

2.1.3.1.2 Stimulus-based view 

 The stimulus-based view, as explained by Holmes and Rahe, focuses on assessing the 

average amount of effort required to overcome a stressful event as being a fair indicator of its 

severity (Shahsavarani et al., 2015). However, they argue that this explanation of stress can 

potentially ignore the disparities in how different people perceive the same phenomenon due to 

individual differences.  

2.1.3.1.3. Transactional-cognitive view 

 According to the transactional-cognitive approach, stress is a relationship between 

individuals and their environments in which the individuals feel that the demands of the environment 

are pushing and overwhelming their resources, endangering their health (Shahsavarani et al., 2015). 

In the main, the environments in which teachers work are not products of their own doing; however, 

those environments contribute significantly to their stress. The study would have achieved its goal if 

teachers succeed in finding adaptive means and ways to face up to their hostile environments and 

still function optimally with minimal stress impacts.  

Stress, as we know, is an active and progressive process that involves the impact of, and 

responses to a specific context. This process is similar to the appraisal approach based on Lazarus 

and Folkman's (1984) work. Lazarus and Folkman (1984) suggest that people evaluate both the 

intensities of the probable threat posed by the situation and their own capacity to deal with it (Cohen 

et al., 2016). Therefore capacitating teachers with coping skills is crucial if they are to win the battle 

against stressful events and improve their psychological well-being.  

2.1.3.1.4. Coping as a buffer 

Herman et al. (2020) put forward another approach that views coping as a cushion for the 

impact of stress, rather than a stabiliser or arbiter. This suggests that issues that cause stress are not 

necessarily dealt with; rather, stress is temporarily avoided by breaking away into activities that 
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serve as episodes of brief distraction until the individual’s emotions are regulated and he or she can 

think about ways to resolve issues. This approach is based on the work of Cohen and Wills (1985), 

who demonstrate how social support functions as a protective factor against the adverse effects of 

stressful situations on one's health. This is also alluded to by Mental Health First Aid USA (2022), 

which highlights the importance of relationships with others as protective factors. 

Additionally, when analysing universal features of stress and coping (life event measures and 

approaches to stress), coping may mitigate the direct impacts of stress (Herman et al., 2020). 

However, when the subtle characteristics of stress and coping are investigated, especially when the 

coping mechanism is linked to the stressful situation, the coping mechanism may serve as a cushion 

(buffer) for the personal effects of stress. Different coping strategies are addressed in Section 2.2. 

2.1.3.1.5. Stress mindset theory 

 Kilby and Sherman (2016) explain that the stress mindset theory proposes that a person who 

feels positive about a stressor is likely to experience positive effects, while a negative view will 

result in negative effects. According to Herman et al. (2020), the stress mindset is not a reaction to a 

particular stressor or an effort to control or lessen the stressor, but is about understanding one's 

thought processes about stress in general (absence or presence of stress). Crum et al. (2017) are of 

the opinion that a positive stress attitude predicts favourable health effects, and effective 

interventions can change people's mindsets to become more optimistic, and therefore more 

adaptable. 

2.1.3.1.6. The Coping-Competence-Context (3C) theory of teacher stress 

 Herman et al. (2020) incorporated and built upon data from the transactional theory, the stress 

mindset theory and the prosocial classroom model to create a new framework, the Coping-

Competence-Context (3C) model, to conceptualise teachers’ stress (see Figure 1). The theory posits 

three vital interrelated paths to the development and intervention of teacher stress: the coping, 

competence and context pathways.  

The coping pathway comprises the teacher's personal traits, thinking processes, interpersonal 

characteristics and coping mechanisms, which influence stress reactions. The authors refer to earlier 

research indicating that coping can directly affect how much stress one experiences. The 

competence pathway explains how stress affects instructional strategies, notably teachers’ 

classroom management abilities. The authors explain that stress has a direct impact on how teachers 

engage with children (warnings or compliments) which, in turn, influences learner conduct and 
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teacher stress levels. The third pathway, context, relates to the school governance system and 

policies, which could reduce or increase teachers’ stress.  

 In summary, the 3C theory of teacher stress demonstrates specific areas that can be targeted 

to prevent undesirable outcomes of stress. The Coping and Competence pathways can be changed by 

providing teachers training in coping, altering their stress attitudes, classroom management skills and 

teacher-learner connections. Furthermore, the theory draws linkages between each pathway and the 

effects of teacher stress on teachers and learners.  

 

 

Figure 2.1. – Points of intervention and outcomes in the 3 Cs Theory of Teacher Stress.  

The coping pathway is depicted in green, competence in blue and context in yellow (Herman et al., 2020). 

2.1.3.2 Responses 

According to Crosswell and Lockwood (2020), stress responses include pre-exposure, during-

exposure, or post-exposure psychological, behavioural, cognitive and physiological responses to the 

stressor. 

2.1.3.2.1 Cognitive or psychological 

Cognitive responses include an assessment of the event and the ongoing mental processes 

surrounding it. Gross (2002) asserts that psychological stress responses include certain emotions 

brought on by the stressor and the actions taken to control those emotions. Teachers gave examples 
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of when they became so preoccupied with considering different options that they found it difficult to 

focus on tasks. 

2.1.3.2.2 Physiological 

Physiological responses to exposure to stressful events include bodily responses such as the 

heart pounding fast, sweating and feeling faint or lightheaded. Some teachers mentioned signs such 

as increased anxiety, rapid heartbeats and feeling drained. 

2.1.3.2.3 Behavioural 

People respond differently to stressful situations. Behavioural responses include excessive 

smoking, using alcohol, or reaching out to the social network for support (Crosswell & Lockwood, 

2020). Some of teachers mentioned that they respond to stressful situations by praying, talking to a 

friend or drinking, while others avoid going to work. 

 

2.1.4. Impact of teachers’ stress on various areas of life  

Some of the effects of stress on teachers are decreased confidence, low self-esteem and 

relational issues (Mansfield, 2020). A lack of the skills needed to deal with challenges can result in 

psychological and occupational impairment of the teacher’s functioning, which can affect their work 

performance (Naidoo, 2011; Jackson, 2004; Jackson & Rothman, 2005; Shahavarani, 2015; Van 

Wyk, 2006), resulting in absenteeism (Jackson & Rothman, 2005) and the decision to leave the 

profession. Shahavarani (2015) agrees that stress and its impact affect teachers' performance and the 

school and education system in which they work.  

Blascovich and Mendes (2010) argue that although Selye (1976) may have opened the eyes 

of many researchers to the negative impact of stress, he also underlined the significance of 

distinguishing between destructive and detrimental distress (stress that negatively affects a person) 

and constructive or less destructive eustress (stress that motivates or energises a person).  Yaribeygi 

et al. (2017) emphasise the fact that stress has both beneficial and adverse effects. On the positive 

side, it assists in maintaining motivation and good work performance, which is crucial for survival. 

However, individuals often focus on the negative aspects because of their impact on health and 

disease. Elevated stress levels can adversely affect teachers’ physical, psychological and social lives 

(Shahsavarani et al., 2015). However, the impact of stress varies from person to person.  

Oyserman and Lee (2008) explain that people from traditionally individualistic or 

collectivistic backgrounds define the relationships between themselves and their environments 

differently, which affects their self-concept, thinking styles and interpersonal relations. They further 
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add that South Africans will often follow a collectivistic approach, which emphasises fitting in with 

the group's social demands (Niemann, 2006; Oyserman & Lee, 2008), working towards common 

objectives, interdependence and regarding oneself as similar to others (Xiao, 2021). This is a vital 

aspect as it may explain the varying effects of stress on individuals. People from individualistic 

backgrounds often have to find resolutions to challenges in isolation, with limited resources and 

support, which may increase stress levels and impact their psychological well-being. A collectivistic 

approach offers social support, which serves as a protective factor that helps to moderate stress and 

maintain psychological well-being. This notion is supported by recent research by Krafft et al. 

(2023), who point out that nations with predominantly collectivistic backgrounds, such as those in 

South Africa, experienced better psychological well-being during the COVID-19 pandemic than, for 

example, the population of Spain with their individually oriented background.   

Although stress admittedly affects people in different ways, for the purpose of this study the 

main focus will be on the adverse effects of stress in various areas of life. 

 

2.1.4.1. Physical and behavioural impact 

Epel et al. (2004) explain that stress can contribute to poor physical health, accelerated ageing 

and early disease onset, and Schneiderman et al. (2005) mention increased smoking and substance 

abuse, accidents, sleeping and eating difficulties that can influence a person’s health as the 

behavioural effects of stress.  Individuals who work under chronically high stressful conditions or in 

stressful work settings are much more likely to develop disorders such as immune system 

dysfunction (high levels of C-reactive proteins), cardiovascular impairment and gastrointestinal 

complications, hypo-immune dysfunction, medical morbidity and structural abnormalities in the 

central nervous system, which are all triggered by stress (Yaribeygi et al.,2017). Furthermore, 

Dragano et al. (2017) state that those who experience an unbalanced effort-reward dynamic at work 

are more susceptible to coronary heart disease, while Schneiderman et al. (2005) emphasise that a 

perceived lack of control can result to cardiovascular disease. 

 

2.1.4.2. Psychological and emotional  

 According to Schneiderman et al. (2005), exposure to severe and ongoing stressors during the 

developmental years increases a person’s risk of developing anxiety, mood disorders and 

aggressiveness. They further point out that stressful life events often precede many disorders, such as 

depression, anxiety and post-traumatic stress disorder. Other effects, such as low self-esteem, 
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hopelessness and a lack of motivation, may also be evident. Yaribeygi et al. (2017) state that stress 

affects memory, cognition and learning. Furthermore, feeling burnt out and exhausted can hinder 

one's performance. Schaufeli et al. (2020, p 4) define burnout as “a work-related state of exhaustion 

that occurs among employees, characterised by extreme tiredness, reduced ability to regulate 

cognitive and emotional processes, and mental distancing. These four core dimensions of burnout are 

accompanied by depressed mood and non-specific psychological and psychosomatic complaints.” 

Teachers’ emotional state is important as it affects how they engage in class and it affects the 

learners, class performance and discipline (Klusmann et al., 2016).  

 

2.1.4.3. Socially 

It goes without saying that unless people are physically and psychologically well, their 

interest in socialisation and engaging in various activities or initiatives will be low. This can affect 

areas such as family life, relationships with colleagues, societal participation and marital life, which 

indicates poor outcomes (Schneiderman et al., 2005). This is especially problematic if one considers 

the Mental Health First Aid USA’s finding that community or personal relationships form a core 

aspect of resilience building (Mental Health First Aid USA, 2022). 

 

2.1.4.4. Occupational 

The impact of stress can affect many areas of life, including work performance. Furthermore, 

many stress-influencing factors may lead to teachers' lack of motivation, attrition (Herman et al., 

2020) and absenteeism (Cloete, 2015; Herman et al., 2020). Effort-reward disparity also plays an 

important role in job strain and can lead to negative physiological effects (Dragano et al., 2017).  

Teachers' motivation and mastery skills are linked to learners' learning and motivation 

(Klusmann et al., 2016). Madigan and Kim (2021) state that there is some proof that teacher fatigue 

is linked to lower levels of learner motivation and inferior academic performance, and Oberle and 

Schonert-Reichl (2016) found a connection between teachers' job-related stress and learners' 

physiological stress regulation. This information reveals the impact that stress has on the ability of 

teachers to teach efficiently and effectively. However, the impact of teachers’ stress goes beyond the 

teacher as it also affects the behaviour and education of the learners and the functioning and morale 

of the school.  

Since it is apparent that stress impacts various areas, including the physical, behavioural, 

occupational, social, cognitive, psychological and emotional aspects of a person’s life, and may 
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therefore adversely affect optimal functioning, it is essential to equip teachers with coping skills to 

help them manage stress and increase their psychological well-being. 

 

2.2 Coping 

Lazarus and Folkman (1984) define coping as the ever-changing behavioural attempts to control 

inner and outer pressures perceived as being above one's ability to manage. It is the application of 

psychological and behavioural techniques to minimise the impact of a stressful situation (American 

Psychological Association, n.d.). The different ways in which people cope can be attributed to their 

cognitive appraisal of a situation and the coping skills they apply to deal with a stressful situation 

(Lazarus & Folkman, 1984). Salimzadeh et al. (2021) describe coping as a type of emotion 

regulation that a person employ in reaction to ongoing stress. They further clarify that emotion 

regulation addresses the expression and experience of both good and negative emotions in stressful 

and non-stressful settings, while coping largely concentrates on reducing negative emotions in 

stressful interactions. For the purpose of this study, we refer to coping as the constant actions taken 

to rectify stressors (internal or external) viewed as overwhelming, or greater than one’s own 

capacity.  

When considering coping, it is important to note Crosswell and Lockwood's (2020) view that 

how people respond to stressful events is sometimes more important for their physical well-being 

than their exposure to such events. Schneiderman et al. (2005) state that every human being is 

exposed to stress at various levels, and that trials and challenges that may affect stress levels cannot 

be eliminated; however, individuals can be equipped with coping mechanisms to manage stress and 

function optimally.  

Coping techniques can be adaptive or maladaptive (Weiten, 2017).  Jackson et al. (2010) explain 

that recognising maladaptive coping techniques may have neuroadaptive benefits that lessen 

detrimental psychological and physiological states. This means that being able identify unhealthy 

coping mechanisms enables an individual to better understand what needs to be addressed, which 

may reduce negative psychological and physiological conditions. It is important to know this when 

planning interventions for those suffering from chronic stress. With this study the team aimed to help 

teachers develop adaptive coping mechanisms to apply during challenging times.  

 

2.2.1 Types of coping 

Considering human uniqueness and varying contexts, it is logical that different coping 

mechanisms will be applied in different situations. Parkes (1994) explains that differences in 
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personalities and coping strategies are crucial in how the workplace and environment affect mental 

and physical health outcomes. Coping strategies can be classified into different categories, namely 

adaptive coping (problem-solving, reaching out for help); maladaptive coping (substance use, binge 

eating); active coping (emotional regulation – mindfulness); and avoidant coping (escape or denial).  

Schneiderman et al. (2005) state that physiological challenges and psychological disorders such as 

post-traumatic stress disorder, anxiety and major depression can all be linked to avoidant coping 

mechanisms. 

Two main coping strategies described by Herman et al. (2017) are approach (fight) and 

avoidance (flight). They explain that approach coping styles comprise techniques that deal head-on 

with the cause of the problem, while avoidance coping styles, such as substance abuse, involve 

psychological and behavioural techniques that provide an escape from the challenge and suppress 

undesired emotions. The following is a description of some of the coping techniques identified by 

Folkman and Moskowitz (2004): 

a. Problem-focused, which focuses on the issues causing the distress.  Examples of this style 

include active coping, preparation, restraint coping, problem-solving and minimising 

conflicting activities. 

b. Emotion-focused, which seeks to decrease the bad feelings connected to the issue through 

positive self-talk, humour, spiritual connection, or acceptance. 

c. Meaning-focused, which entails a person using cognitive techniques to understand and attach 

meaning to and control a difficult situation. 

d. Social coping (support-seeking) is a stress-reduction strategy in which a person reaches out to 

close friends and family for moral support or practical assistance. 

Kamtsios (2018) and Salimzadeh et al. (2021) identify two coping techniques discussed by 

Lazarus and Folkman (1984) on which this intervention will focus: the problem-focused approach 

and the emotion-focused (avoidance) approach, this is supported by Freire et al. (2020) who 

describes the two coping approaches as the approach (active) strategies or evasive (disengaged) 

strategies. An important aspect of problem-focused coping is the employment of techniques that aim 

to alter the stressful situation and remove its impact by using techniques such as problem-solving, 

reaching out for social support and facing the problem head-on (confrontive coping). Kamtsios 

(2018) further explains that emotion-focused coping focuses on controlling emotions and engaging in 

cognitive activities that diminish or eliminate the consequences of stress. Cognitive restructuring is a 

positive coping strategy to change emotional experiences.  Coping strategies such as wishful thinking 
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and escape/avoidance are also emotion-focused strategies (Freire et al., 2020; Kamtsios, 2018; 

Salimzadeh et al., 2021), but are negative coping strategies.    

 It is important to note that not all coping mechanisms are adaptive. Some, such as substance 

abuse, avoidance, suppressing emotions, binge-eating, self-injury, etc., can be maladaptive and thus 

only serve to sustain a toxic cycle. This intervention seeks to empower teachers with adaptive coping 

strategies that will enable them to impact the situation positively.  

 According to Gustems-Carnicer and Calderón (2012), there is a link between the type of 

coping and psychological well-being, and they explain that an approach such as problem-solving 

positively impacted the signs of depression, phobic anxiety and general psychological discomfort. At 

the same time, cognitive and behavioural avoidance coping strategies are linked to a higher 

prevalence of psychological signs of distress. They argue that coping skills may help reduce 

psychological difficulties, especially approach-focused coping such as problem solving, as it is 

linked to positive outcomes for psychological well-being (Gustems-Carnicer & Calderón, 2012). 

 

2.3 Psychological well-being 

 "Psychological well-being is a core feature of mental health, and may be defined as including 

hedonic (enjoyment, pleasure) and eudaimonic (meaning, fulfilment) happiness, as well as resilience 

(coping, emotion regulation, healthy problem solving)" (Tang et al., 2019, p.1). Vazi et al. (2013) 

assert that positive behavioural changes, such as positive coping skills, positive relationships with 

colleagues and improved problem-solving skills to avert or reduce the effect of stress may increase 

psychological well-being. This highlights the importance of promoting psychological well-being and 

not accepting that the absence of visible distress among teachers equals good health.  

According to Ryff (2014), six factors contribute to psychological well-being. These include 

having positive relations with others, autonomy, personal mastery, meaning in life and personal 

growth. For this study, we describe psychological well-being as the ideal state of balance between 

one's hedonic (enjoyment and pleasure) and eudaemonic (meaning and fulfilment) spheres of life, 

which allows one to function optimally. Park et al. (2004) assert that focusing on an individual's 

strengths to build and enhance coping mechanisms is central to achieving psychological well-being, 

and Hansen et al. (2015) state that there is a negative correlation between job satisfaction, burnout 

and disengagement; therefore educators who are more satisfied with their jobs are also more likely to 

be less exhausted and disengaged. This highlights the importance of an intervention to improve 

teachers' psychological well-being and flourishing. 

 Seligman (2011, p.13) states, “I now think that the topic of positive psychology is well-being, 

that the gold standard for measuring well-being is flourishing, and that the goal of positive psychology 
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is to increase flourishing".  He defines flourishing as achieving fulfilment in one’s life, completing 

valuable tasks and developing deeper relationships with others—basically, leading a good life. 

Furthermore, in two videos, he explains that flourishing equates to PERMA, an acronym referring to 

Personal emotions, Engagement, Relationships, Meaning and Accomplishment (Coursera, n.d., Prof 

Seligman on PERMA, 2015). Personal emotions form part an individual’s day-to-day experiences as 

some form of emotion will be experienced in any given situation. Engagement will focus on helping 

teachers to effectively plan and arrange their daily tasks and activities so that they feel less 

overwhelmed and foster positive emotions, such as hope and motivation. There will also be a focus on 

relationships and the importance of positive relationships in promoting well-being. Lastly, meaning 

and accomplishment will be emphasised by the issuing of certificates, which will symbolise having 

attained the goal of taking care of one’s psychological well-being through the stress-management 

intervention. Seligman (2011) asserts that having or experiencing these elements results in flourishing. 

Hence, this intervention was built around the PERMA model and was undertaken to enhance the 

teachers' psychological well-being, which may help them to flourish.  

 As clearly indicated in the literature that was studied, stress has the potential to adversely affect 

teachers’ lives and performance, possibly influencing their ability to flourish, which pointed to the 

need for a stress-reducing intervention provided in the form of adaptive coping skills to alter the stress 

levels from the distress side (mental, physical breakdown) to the eustress side (energised, motivated 

with an improved focus on making positive changes), which may have a positive effect on the 

psychological well-being of teachers. 

 

2.4 Interventions to support teacher well-being 

 Extensive literature has been published on interventions to promote the well-being of 

employees in various sectors (Asuero et al., 2014; Cloete, 2015; De Angelis et al., 2020; Gardiner et 

al., 2013; Keeman et al., 2017; Williams, 2020). However, for this research, we will focus mainly on 

interventions to promote teachers' psychological well-being. Previous studies have suggested various 

interventions to prevent or minimise teachers' experiences of psychological disorders (Schaufeli, 2003; 

Schulze & Steyn, 2007; Steyn & Kamper, 2006), while Mansfield (2020) suggests interventions that 

will increase teacher resilience and mindfulness through models such as BRiTe (focusing on building 

resilience, relationships, well-being, taking initiative and positive emotions) and PERMA (promoting 

positive emotions, engagement, relationships, meaning and accomplishment). Williams (2020) focuses 

on promoting resilience in teachers by improving their social and emotional intelligence, while 

Courson (2021) focuses on improving social and emotional support, which might encourage self-
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efficacy and promote improved well-being. Different stress-management interventions that promote 

psychological well-being will be discussed below.   

2.4.1 Stress management interventions  

 Hagermoser Sanetti et al. (2020) summarise information from eighteen international 

interventions to reduce teachers' stress. Eleven of the interventions taught meditation techniques, 

seven involved relaxation skills, three used yoga and another three taught deep breathing skills, while 

two focused on increasing social support at school and the last two focused on healthy living and the 

importance of a healthy diet/exercise. One intervention also taught thought-stopping and another 

taught complementary and alternative medicine. These interventions were found to enhance 

psychological health symptoms, mindfulness and personal achievement, and decreased burnout.  

The following literature also noted teachers' improved well-being after their participation in 

stress management interventions:  

Czerwinski et al. (2020) implemented a five working day (Monday to Friday) intervention 

using two groups. The intervention group participated in mindfulness colouring for five days, with a 

mindfulness colouring video teaching them how to physically colour mindfully. The waitlist control 

group consisted of teachers who continued their normal work week and did not have a comparable 

intervention. When the groups were compared after the week it was found that those who had 

participated in the intervention had lower levels of stress, anxiety and depression and had benefited 

from using mindfulness-based colouring as a self-help strategy to enhance overall well-being. This 

effect is confirmed by Flett et al. (2017), who highlight the value of mindful colouring as used by 

Czerwinski et al. (2020) to enhance well-being.  

 The usefulness of mindfulness activities is supported by Jennings et al. (2013) and Taylor et 

al. (2016). The initial sessions involved teaching the participants how to practise mindful-based 

stress reduction through basic breathing awareness, body scan practices, mindful eating and walking, 

mindfulness of thoughts and emotions, and role play to practise mindfulness when experiencing 

emotions such as anger and fear in the classroom and in relation to complex social interactions with 

colleagues or parents. The following sessions included focusing on mindful-based emotional skills, 

which involved the introduction of awareness of emotions and their purpose, exploring the 

experience of unpleasant and pleasant emotions in the body, and establishing mindful coping 

mechanisms (such as reappraisal and relaxation responses). The focus then shifted to mindful-based 

compassion and self-forgiveness, which involved skills in taking care of oneself, loved ones, co-

workers, learners and people with challenging attitudes. It also included mindful forgiveness 

exercises focused on forgiving oneself and others for perceived offences under the appropriate 
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circumstances. Lastly, it entailed teaching mindful listening. This intervention combined the 

significance of mindfulness activities, the establishment of mindful coping strategies and self-care 

and compassion.  

 Schussler et al. (2015) also implemented a mindfulness programme called Cultivating 

Awareness and Resilience in Education (CARE), which focused on enhancing teachers' awareness of 

how they were carrying stress in their bodies, their response to it and their mental state. The 

intervention used activities such as mindful observation (which entails the teachers’ observations of 

what was occurring physically and how this influenced their general well-being), a centring activity, 

which assisted with coping skills in anxiety-provoking situations, mindfulness non-reactivity (being 

mindful of when and how they react) and acting with awareness to improve wellbeing, thus 

improving classroom engagement and efficacy. They reported that participants gained a better 

understanding of their own need for self-care and bodily awareness. Furthermore, participants also 

showed an improved capacity for becoming less emotionally reactive. Once again, this intervention 

aimed to improve mindful awareness, self-care and emotional regulation skills.  

 Shimazu et al. (2003) implemented a five-session intervention to investigate how a stress 

management programme for teachers affects their coping, social support and stress reactions. The 

intervention was implemented with 24 teachers employed at four primary schools. The key finding 

was that there had been an increase in social support received from co-workers. A possible 

explanation for the increased social support is that, during role-playing or group discussions, 

participants may have for the first time understood the importance of social support. This relates 

back to the concept of “flocking” mentioned by Versfeld et al. (2022), who assert that when teachers 

spend time together during difficult times, connections are strengthened and trust in their ability to 

educate despite difficulties is improved. 

Ansley et al. (2021) implemented an online stress intervention with twenty-five participants. 

The intervention included psychoeducation on basic self-care, mindfulness, relaxation strategies and 

cognitive restructuring, as well as routines and relationships at work, conflict management skills and 

maintaining gains made. The results revealed increased coping strategies, teacher efficacy and self-

achievement, and decreased emotional weariness, which benefitted the teachers both personally and 

professionally.  

Frank et al. (2013) also presented an adapted mindfulness-based stress reduction programme 

over eight weeks in a study that involved 36 high school teachers. Teachers were taught mindfulness 

skills such as body scan, awareness of breathing, mindful yoga, mindful eating and walking 

meditation. Each session involved practising meditation, having discussions in small and large 

groups, and engaging in mindfulness-related activities. The results revealed measurable 
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improvements in self-control, self-compassion and mindfulness-related abilities, and also 

significantly enhanced the teachers’ sleep quality.  

Finally, to provide a holistic strategy to promote wellness, Hepburn et al. (2021) used an 

integrative yoga practice when they implemented a complementary intervention (CI) with pre-

service teachers who afterwards revealed reduced perceived stress and improved awareness. The 

intervention was created around Ryffs's six-factor psychological well-being model, which 

emphasises the need for self-acceptance, independence, self-realisation, good interpersonal 

relationships, meaning or sense of purpose and environmental mastery. Some of the content taught 

included compassion, gratitude, yoga, mindfulness meditation and stress reduction, which resulted in 

reduced stress and improved awareness. This information and the focus on Ryff’s explanation of 

psychological well-being served as valuable elements to consider in our intervention. 

 

2.4.2 Local stress management interventions 

 Literature on stress management interventions are not common in the local context. The 

researcher found three research projects about interventions in the local context noted in the 

literature. Johnson (2015) implemented an intervention for 43 teachers from three schools in the 

high-risk area (gang area) of the Cape Flats in the Western Cape. The group from one school did 

trauma release exercises (TREs), another focused on transpersonal psychology (TP) and the third did 

transactional analysis (TA). Teachers from a fourth school formed a control group. Each session of 

the ten-week intervention lasted ninety minutes. The main objectives of the stress and burnout 

intervention workshops were to foster positive attitudes and enhance interpersonal skills. The 

sessions concentrated on the stressors faced by educators and the coping mechanisms they used. The 

underlying idea was to emphasise the significance of self-reflection in the context of a psychological 

sense of community and resolving educator concerns by providing cognitive and emotional or 

physiological support, combined with social support. Irrespective of the different focus areas in each 

session, the group workshop structure encouraged collaboration and camaraderie among the 

participants. Moreover, group discussions generated fresh viewpoints and helped them to develop 

new perspectives.  

Collaboration, which was also an important part of our intervention, was facilitated through 

group discussions. The research revealed that teachers in the TRE group experienced the emotional 

benefits of being composed and in charge, and that their perspectives on themselves and their 

thought processes had changed. The participants in the TA group reported having experienced fresh 

energy, emotional intelligence, a strong group connection and a sense of being calm and in control. 
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This helped to lower stress and burnout by reducing feelings of isolation, and the teachers’ 

psychological understanding of their own and learners' behaviour reduced the main source of stress 

that had been reported, namely classroom discipline. Johnson (2015) reports that 75% of the teachers 

in the control group experienced more burnout than the TP (69%), TRE (65%) and TA (40%) 

groups. 

Another South African study on managing teacher stress was undertaken by Pelser (2015) in 

secondary schools in Mahikeng, South Africa. Pelser worked with teachers to stress and suggest 

ways to address it. The causes of stress were indicated as work pressure, lack of career opportunities, 

a negative job outlook, lack of work accomplishments, poor leadership and management, low 

remuneration and communication difficulties. Both educators and members of management 

participated in the research and shared ideas on how to manage stress. The recommendations 

included the appointment of management members who are adequately qualified for their positions. 

They wanted the introduction of a reward programme for teachers who excel in their fields. Teachers 

also wanted training in stress management and recreation programmes, such as aerobics and yoga to 

relieve their stress. While developing our intervention, we also considered implementing physical 

activities such as aerobics. 

In their research on learner behaviour in South Africa, Rubbi Nunan and Ntombela (2021) 

draw attention to the fact that learners’ unruly behaviour and refusal to listen are affecting teachers’ 

mental health and impacting teaching (Jacob & Aloka, 2023). Such challenging behaviour, which 

impacts on teaching and learning, should be effectively dealt with to ensure successful learning in the 

classroom (Jacob & Aloka, 2023). 

 Ebersöhn (2019) highlights ‘Flocking together’ as an integral theory, instrumental in the South 

African context and based on an Afrocentric ideal, i.e. the Relationship-resourced Resilience Theory 

(RRR). This theory holds that when facing adversities, most South Africans rely on their Ubuntu 

principles and practise flocking together, which emphasises interconnectedness, communality, 

interdependence, collectivism, confirmation and reciprocity. Versfeld et al. (2022) implemented an 

intervention for teachers based on the social connectedness principles of Ubuntu. The intervention 

provided monthly opportunities for teachers to interact and build relationships by participating in art-

based activities (clay modelling, making teacher journey bracelets, framing important relationships, 

etc.). This was based on the concept Isithebe, which is a Zulu term for a woven mat or wooden tray on 

which people place plates of food for sharing—therefore a gathering area. During the intervention 

teachers could follow suggestions in the Isithebe guidebook (Ebersöhn et al., 2020), for example to 

hold monthly meetings to talk and bond through art-related activities (instead of food). The 

intervention focused on how coming together and engaging in art activities promoted connectedness 
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and well-being. Furthermore, spending time together built relationships and encouraged teacher 

resilience despite structural inequities.  

 The interpretation of the data collected by Krafft et al. (2023) revealed that it was possible that 

the collectivistic nature of South Africans could contribute to positive psychological well-being despite 

adversities, such as the COVID-19 pandemic. The opposite was observed for individualistic countries 

such as Spain. Versfeld et al.’s (2022) qualitative finding revealed that spending time together 

encouraged a sense of belonging, safety and trust, and provided opportunities for exchanging tips on 

future career developmental options, taking care of children and assisting each other in overcoming 

ongoing challenges, thus promoting well-being and enhancing teachers’ resilience and enabling them 

to continue teaching despite the challenges. 

 Based on the interventions discussed above, some stress-management activities along with 

the unique challenges faced by the teachers which it addressed are summarised in the table below: 

 

Table 2.2 Stress-management activities 

Stress Intervention Activity Sources Challenges addressed by 

intervention/s 

Mindfulness Ansley et al. (2012); Frank et 

al. (2013); Hepburn et al. 

(2021); Jennings (2013); 

Schussler (2015); Taylor (2015) 

Promoted feelings of being grounded 

and calm 

Relaxation Ansley et al. (2021) Enhanced psychological well-being 

Physical activities (play, 

aerobics/exercise, yoga) 

Hepburn et al. (2021); Pelser 

(2015)  

Promoted physical health, reduce 

burnout and promote laughter and 

positive emotions 

Group discussions Shimazu et al. (2013); Versfeld 

et al. (2022) 

Highlighted universality of 

experiences and provided possible 

coping strategies 

Spending time together Versfeld et al. (2022) Increased social connectedness 

Exchanging tips and 

knowledge 

Versfeld et al. (2022) Provided alternative coping strategies 

through shared experiences 

Mindful colouring Czerwinski et al. (2020); Flett 

et al. (2017) 

Stress relief  

Gratitude Hepburn et al. (2021) Reduced anxiety, stress relief, better 

sleep and increased happiness 

Compassion Hepburn et al. (2021); Jennings 

(2013); Taylor (2015) 

Less critical of self, embracing self, 

increased social connection 

Self-forgiveness Jennings (2013); Taylor (2015) Reduced stress and anxiety 

Improved well-being and productivity 

Increasing social 

support/promoting healthy 

relationships 

Johnson (2015); Shimazu et al. 

(2013); Versfeld et al. (2022) 

Promoted well-being and improved 

relationships 
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Cognitive 

restructuring/Thought 

stopping 

Ansley et al. (2021) Helped to identify unhelpful thinking 

patterns and re-structure them 

Art-based activities  Versfeld et al. (2022) Promoted sense of belonging, safety 

and encouraged teacher resilience 

Centring Schussler (2015) Reduced levels of anxiety 

Self-care Ansley et al. (2012) Improved teacher efficacy and self-

achievement, decreased emotional 

weariness 

 

2.5 Conclusion 

The literature review provided definitions of stress, information on the various types of stress, 

factors affecting stress and the impact of stress. Coping, psychological well-being and flourishing were 

described, and the importance of teachers experiencing well-being to promote flourishing was 

highlighted. Lastly, existing stress-management interventions were explored, focusing on the methods 

used to manage stress.  

This research sought to build on previous research by developing a practical intervention to 

provide teachers with coping skills to equip them to deal with various life challenges. The literature 

describes several international stress management interventions, but very little reference to such 

programmes could be found in relevant South African literature. The researchers’ aim was to develop 

a suitable intervention, mindful of the contextual factors affecting teachers. This required actively 

collaborating with teachers to help them identify and develop coping strategies they could employ 

when facing challenges, which may improve their psychological well-being and increase their 

productivity and efficiency, and this may have a domino effect on the learners, workplace and 

relationships (Vazi et al., 2013). The research methods used in developing and implementing the 

intervention will be outlined in the next chapter.  
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Chapter 3: Research methodology 

 

3.1 Introduction 

 In this chapter the focus will be on the research goals and objectives. The research design, 

needs assessment, intervention development and implementation of the intervention will be discussed, 

as well as the feedback received from the participants. This will be followed by a discussion of the 

data analysis and the ethical considerations relating to this research.  

 

3.2 Research goals and objectives 

 This research, undertaken to develop an intervention that can help teachers to improve their 

psychological well-being by using coping skills to manage stress, sought to answer the question: 

What interventions can empower teachers with the coping skills needed to manage their stress and 

improve their psychological or mental well-being?  

The objectives were: 

To assess teachers' stressors and find out how they cope with stress 

To develop an intervention to address teachers’ stressors by enhancing their coping skills and 

psychological well-being 

To obtain feedback from the participating teachers on how the intervention helped them to cope better 

with stress 

 

3.3 Research design  

 3.3.1 Research type 

Action research was used as the research design.  The philosophy of action research is 

defined by a participatory worldview (Koshy et al., 2011). It differs from other research approaches 

as "it is context-bound and involves action designed to change local situations" (Koshy et al., 2011, 

p.13). Action/emancipatory research acknowledges that there is a variety of realities (Groat et al., 

2013) and that research is a collaborative effort between the researcher and participants (Denzin & 

Lincoln, 2005) with a view to bringing about change to improve the livelihoods of the participants 

and the greater society (Noel, 2016).  
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To empower the participants, action research requires the participants and researchers' active 

and collaborative efforts. It is essential to consider the participants' holistic context and their social, 

economic and historical backgrounds, which will ensure that the proposed intervention addresses the 

core issues experienced by the teachers and not just superficial ones. Noel (2016) emphasises that 

communicating with participants without any barriers is vital to the success of emancipatory 

research. The researcher draws from the information gathered and the participants contribute to the 

development of the intervention. Since full participation is required, communication plays a crucial 

role and, if lacking, it can lead to non-participation. Action research is seen as a cyclic process that 

can repeat itself until the defined problem has been solved. The steps that can be followed in action 

research include a needs assessment, the development of the intervention, implementation of the 

intervention and the evaluation (Visser, 2022). These steps will be followed in explaining the current 

research.  

 

3.3.2 Research paradigm  

The qualitative research approach was used in this study. Miles et al. (2014) explain that 

qualitative research seeks to answer questions by drawing meaning from people's lived experiences 

and social worlds. They emphasise that an essential factor of qualitative research entails authentically 

capturing the participants' personal meanings, actions and context. This paradigm was deemed 

suitable for this research since it was by sharing their lived experiences and how they continued to 

create meaning amid challenges that teachers could help shape the intervention. This is crucial 

because teachers already have some coping skills that just need to be sharpened. The entire process 

required a collaborative effort from the researcher and the participants. 

 

3.4 Needs Assessment  

 In order to develop the intervention based on information gathered from participants, a needs 

assessment was undertaken at six primary schools with the principals' permission to ensure that the 

intervention would not be based merely on the researcher's own perceptions regarding the challenges 

faced by teachers, but on teachers’ own lived experiences. The recruitment and data collection 

processes will be discussed in detail in the following paragraphs.  

 

3.4.1 Participants  

Purposive sampling, which is a non-probability sampling method, was used as the teachers 

were intentionally selected as relevant sources of information to address the research question. The 
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population for the study was primary school teachers in the education district of Tshwane South. The 

official suggested six schools close to the University of Pretoria’s Mamelodi Campus, which were 

approached by the research team. Meetings were held with the principals of the schools, who gave the 

research team permission to carry out the needs assessment. Teachers were asked to volunteer to 

participate in groups to discuss the main stressors they experienced as teachers. They were also asked 

to answer an online questionnaire containing similar questions. Thirty-nine teachers volunteered to 

participate in the needs assessment and the information they provided was analysed and used in 

developing the intervention. 

 

 3.4.2 Data collection for needs assessment  

School visits were arranged and data was collected during group discussions and obtained 

from the questionnaires completed by the participating teachers. 

The following questions were asked in the forms: 

1) What challenges or difficulties do teachers experience that can negatively influence 

their psychological well-being (personal or work-related)? 

2) How do these challenges influence you as a person? (Your self-esteem, well-being, 

energy levels). 

3) What interventions do you think can make a difference? 

3.4.3 Data analysis  

 The responses to the survey questions were analysed by way of content analysis undertaken by 

a team of six M1 Counselling Psychology students. This process involved team discussions of every 

response before the responses were placed into categories that formed the themes on which the 

researcher focused. By using the themes that had been identified, it was possible to develop an 

intervention that would address the challenges the teachers faced. The results of the needs assessment 

will be discussed in Chapter 4.  

 

3.4.4 Content analysis 

Data gathered during the needs assessment was analysed by using content analysis. Elo and 

Kyngäs (2008) explain that content analysis allows written or oral communication to be examined 

and categorised according to what was said, which helps the researcher to provide a summarised 

version of a phenomenon and a guide for action.  
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Bengtsson (2016) lists four stages to content analysis: Stage 1 is decontextualisation, which 

involves considering aspects outside of their context. This requires researchers to thoroughly read 

and acquaint themselves with the data and developing small meaning components. Stage 2 is 

recontextualisation, which entails making sure that all the information on the content concerning the 

goal is captured (Burnard, 1991). Stage 3 is categorisation, during which long meaning units are 

summarised without losing the context, and themes and categories emerge (Bengtsson, 2016). 

During Stage 4, compilation, the researcher objectively analyses the data from a neutral point of 

view, but still being able to determine whether the focus will be on the manifest (surface) level or the 

latent (deeper) level (Bengtsson, 2016). The teachers' responses and communicated contributions 

were categorised into themes, which are outlined in Table 3.1.  

 

Table 3.1 Needs assessment summary 

 

 

 

 

 

 

 

 

 

 

The needs assessment clearly indicated that teachers experience stress due to various 

challenges, with some teachers mentioning more than one source of stress. Some teachers used 

coping strategies such as prayer to cope with stress, while others were simply not coping. Other 

teachers described maladaptive coping strategies, including avoidance or absenteeism. This 

highlighted the need for an intervention to better equip teachers with adaptive coping skills so as to 

enable them to deal with stressful situations and improve their psychological well-being. The needs 

identified by the teachers were used in the development of the intervention.  

 

3.5 Development of the intervention  

 The intervention was developed using the theory of positive psychology and the challenges 

mentioned by the teachers who had participated in the needs assessment.  

Theme Frequency in percentages 

Learner disrespect 22% 

Work problems 12% 

Lack of parental involvement 11% 

Lack of commitment 8% 

Workload and fatigue 7% 

Favouritism 7% 

Bullying and victimisation 7% 

Classroom noise 6% 

Home problems (personal) 4% 

Financial problems 4% 

Overcrowding 4% 

Learners with learning barriers 4% 

Fitness 4% 
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3.5.1 Theoretical approach   

 Positive psychology can be defined as the empirical study of the elements that promote 

flourishing and optimal functioning in people, organisations, communities and institutions (Gable & 

Haidt, 2005; Seligman & Csikszentmihalyi, 2000). Barlow et al. (2017) explain that positive 

psychology involves examining one's virtues and strengths, and the environments, procedures and 

systems that promote well-being and positive psychological functioning. It is crucial to emphasise that 

it is not intended to ignore negative aspects, such as suffering and tribulations but, as Pawelski (2016) 

puts it, to offer a parallel emphasis on the good (positive) so that a more comprehensive understanding 

of the human experience is possible. Providing a shift from the pathological perspective, which often 

focuses on atypical behaviour or pathology, positive psychology emphasises the fact that human beings 

are more than just their struggles or pathology, but have strengths and resources which, viewed 

holistically, could be tapped into to facilitate positive change. 

 Seligman (2011) states that positive psychology is about well-being, which is measured 

according to how people are flourishing, which is described by Barlow et al. (2017) as a state of 

emotional, psychological and social well-being. Guse (2020) emphasises increasing psychological 

well-being as one of the objectives of positive psychology.   

 Moving to the current study, Wissing et al. (2020), in advocating for positive education that 

highlights the importance of well-being amongst teachers and learners, assert that the school is an 

environment where students develop not only their intellectual abilities, but also character strengths 

and other skills that enhance their well-being. They add that teachers can become good role models 

for their students if they are adequately empowered. This intervention is therefore underpinned by the 

positive psychology modality. The aim is to improve teachers' psychological well-being by providing 

coping skills to help them to flourish despite life’s challenges, and to become role models for their 

students and communities. 

 Seligman (2011) introduced the PERMA model (also described in Chapter 2) comprised of 

elements of positive psychology that serve as building blocks to well-being. He explains that the 

PERMA model has five quantifiable components and emphasises that they are all essential for well-

being. Supporting research shows that independently the PERMA elements are good indicators of 

well-being in the working environment and positively influence productivity (Donaldson et al., 2020; 

Donaldson & Donaldson, 2021; Donaldson et al., 2022). Its effectiveness in the working 

environment and its ability to improve workers' performance makes it suitable for this intervention. 

The five PERMA model elements, as described by Seligman (2011), are: 
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● Positive emotions (P) – Promoting positive emotions such as happiness, hope, appreciation, 

and fulfilment. 

● Engagement (E) – Being immersed in what one is doing, for instance being absorbed in 

presenting a lesson, may be gratifying. 

● Positive relationships (R) – Good relationships can positively impact an individual's well-

being. 

● Meaning (M) - Understanding the purpose of one's life can foster a sense of value or 'worth' 

and serve as motivation for living or doing certain activities. 

● Accomplishment (A) – Focusing on achievements and the skills one has acquired can 

improve one's self-view and encourage further development. 

 Seligman (2011) further states that positive psychology aims to enhance flourishing. 

Flourishing means ensuring that people are emotionally, physically and psychologically well and 

have a sense of purpose. This aim is aligned with the project's goals to provide coping skills that will 

help teachers to manage stress and improve their psychological well-being, which might enhance 

flourishing. 

 

3.5.2 Description of the intervention 

 It is important to note that from the needs assessment, the team could not directly address 

certain aspects, such as learner disrespect and specific work problems, including departmental 

problems and parental involvement. However, the focus was on what coping strategies teachers could 

be equipped with to deal with stressful situations. The intervention thus started with a session on stress 

management. Bullying and victimisation, as well as burnout were addressed in separate dedicated 

sessions. Other aspects were covered in the sessions that dealt with personal issues and relationships. 

Finally, the accomplishment and meaning session completed the intervention by acknowledging the 

journey the teachers had embarked on by participating in this intervention in order to acquire coping 

skills that would help them to effectively deal with stressful situations and possibly improve their 

psychological well-being.  

 The Coping-Competence-Context (3C) model by Herman et al. (2020), which conceptualises 

teachers’ stress, was used as the background to this intervention. The theory suggests three essential 

interrelated pathways to the development of an intervention to alleviate teacher stress: the coping, 

competence and context pathways.  

 As mentioned in Chapter 2, the coping pathway refers to teachers’ attitudes, thinking styles 

and coping mechanisms, which influence their responses to stress (positive or negative attitude, 
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adaptive or maladaptive coping). The competence pathway relates to teachers’ ability to perform and 

effectively execute their responsibilities in the class (time management, preparation), and the context 

pathway pertains to the institutional structure and rules that may either diminish or increase teachers' 

stress.  

 The 3C theory of teacher stress suggests certain areas that can be targeted to reduce the 

adverse effects of stress. Empowering teachers with coping skills to help them manage their stress 

might improve their classroom management abilities and strengthen teacher-student relationships, 

bringing valuable changes to the competence and coping pathways. The context remains an essential 

element, and while we may not be able to directly address things such as overcrowding, favouritism 

and lack of parental involvement, it is important to note that it has a fundamental role. 

 The intervention, which consisted of six sessions, was developed by focusing on the coping 

pathway, which had the potential to also improve the competence pathway. During the six sessions, 

the following themes, based on the needs assessment, were addressed: 1) Stress; 2) Bullying and 

victimisation; 3) Burnout and time management; 4) Personal issues; 5) Relationships with colleagues, 

supervisors, learners and parents; and 6) Meaning and accomplishment.  Components of the PERMA 

model were linked to the abovementioned sessions by facilitating experiences of positive emotions, 

whether by way of exercise and play or mindfulness activities. With regard to engagement, teachers 

were to be empowered with skills that would help them to be effective in the execution of their work 

(time management, preparation), improve their motivation for the job and promote fulfilment. To help 

teachers to achieve the aim of positive psychology, which is to flourish (Seligman, 2011), emphasis 

was also placed on good relationships, finding meaning in life and developing a sense of 

accomplishment. 

 The sessions were based on experiential learning, which is seen as an essential strategy for 

adult education (Bakirli, 2019). Each session contained some elements of psychoeducation (Bauml, 

2006) and learning was built around active participation in discussions, games, self-exploration, or 

role plays. Each session included one or more coping skills that would help teachers to change stressful 

situations. Furthermore, each session also included some elements of fun to activate the teachers and 

to lift their spirits, for example, the balloon and aerobic exercises, which have been proved to promote 

well-being (Robinson et al., 2019; Van Vleet et al., 2019).   

 Since group dynamics are used to develop group support and motivation for change, group 

interaction was an essential aspect of the intervention. Yalom and Molyn Leszcz (2020) describe key 

principles of group therapy such as universality (the feeling that one is not alone in one’s experiences) 

and modelling (learning from each other) as important for group therapy. These principles are crucial 
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in any group therapy setting and were consciously used during this intervention to provide an effective 

therapeutic environment. 

 

3.5.3 Exercises performed during the intervention 

 The table below provides a summary of the exercises performed during the intervention. More 

detailed information on the intervention breakdown can be seen in Appendix F.  

 

Table 3.2 Exercises performed during the intervention 

Session Type of exercise Supporting literature 

Session 1 

Stress 

management 

Psychoeducation on stress (Bauml, 2006); (Cohen et al., 2016); 

(Selye, 1976) 

Types of coping (Lazarus & Folkman, 1984); 

(Herman et al., 2020) 

Completion of Holmes-Rahe Life 

Stress Inventory 

(Holmes & Rahe, 1967) 

Balloon activity to lighten the 

spirits of the teachers – PLAY 

(Robinson et al., 2019); (Van Vleet 

et al., 2019) 

Mindfulness exercise (Ansley et al., 2012); (Frank et al., 

2013) (Hagermoser Sanetti et al., 

2020); (Hepburn et al.,2021); 

(Jennings et al., 2013); (Schussler, 

2015); (Taylor et al., 2015)  

Session 2 

Bullying and 

victimisation 

Psychoeducation on bullying, 

victimisation and assertiveness 

 

(Bauml, 2006); (De Wet and Jacobs, 

2013); (Eslami et al., 2016); (Jacobs 

& Teise, 2019); (Pourjali & 

Zarnaghas, 2010) 

Video on bullying and victimisation https://youtu.be/CZwtJoQAT7I 

(eNCA, 2021) 

Negative Acts Questionnaire 

 

(Einarsen et al., 2009) 

 Discussion  

Session 3  

Burnout 

Psychoeducation and signs of 

burnout  

(Bauml, 2006); (Schaufeli et al., 

2020) 

Time management  

Completing of BAT 

 

(Schaufeli, Desart, et al., 2020) 
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Aerobics activity  
 

https://www.youtube.com/watch?v=enYITY

wvPAQ 

Jackson (2013); (Sharma et al., 2006) 

Session 4 

Personal issues 

Completion of VIA, self-awareness 

and strength identification 

(Peterson & Seligman, 2004); 

(Schutte & Malouff, 2019); 

https://www.viacharacter.org/accoun

t/register  

(VIA Institute on Character, 2020); 

(Schutte & Malouff, 2019) 

Psychoeducation (Bauml, 2006) 

Regulation of emotions - 

Mindfulness 

(Ansley et al., 2012); (Frank et al., 

2013) (Hagermoser Sanetti et al., 

2020); (Hepburn et al.,2021); 

(Jennings et al., 2013); (Schussler, 

2015); (Taylor et al., 2015)  

Pin-A-Strength-Wall (fun) (Robinson et al., 2019) 

Singing (Fancourt et al., 2019) 

Session 5 

Relationships 

 

 

 

 

 

 

 

 

 

Psychoeducation on good 

relationships 

 

(Bauml, 2006); (Canevello & 

Crocker, 2010) 

Activity – Broken telephone (to 

highlight communication failure) 

 

(Hiew et al., 2016); (Ogolsky et al., 

2017) 

Activity – Gratitude Letters 

 

(Froh et al., 2009); (Guse, 2020); 

(Seligman et al., 2005); (Toepfer et 

al., 2012) 

Mindfulness activity (Ansley et al., 2012); (Frank et al., 

2013) (Hagermoser Sanetti et al., 

2020); (Hepburn et al.,2021); 

(Jennings et al., 2013); (Schussler, 

2015); (Taylor et al., 2015)  

Session 6  

Meaning and 

accomplish-

ment 

Meaning activity 

 

Video demonstrating the 

importance of teachers in children’s 

lives 

Focus group discussion on the 

value of the intervention  

Take-away: How to use the new 

knowledge in the future  
 

Seligman (2011) 

Handing out of certificates = 

(accomplishment) 

Seligman (2011) 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://www.youtube.com/watch?v=enYITYwvPAQ
https://www.youtube.com/watch?v=enYITYwvPAQ
https://www.viacharacter.org/account/register
https://www.viacharacter.org/account/register


40 

 

 

 

Celebration with food, music and 

dancing 

 

(Robinson et al., 2019); (Van Vleet 

et al., 2019) 

 

 

3.5.4 Assessment instruments used during the intervention 

Session 1: Stress (Holmes-Rahe’s Life Stress Inventory) 

 To measure teachers’ experiences of stress, the Holmes-Rahe Life Stress Inventory assessment 

tool was used. This assessment tool hypothesises that stressors can be categorised based on the degree 

of change they often generate in people's lives (Noone, 2017). The scale includes a list of typical 

stressful situations and gives each stressor a value according to the seriousness of the expected 

emotional reaction.  A score of 150 is considered favourable, indicating a low level of stress and a low 

risk of experiencing a stress-related disorder. According to statistics, there is an approximately 80% 

likelihood of being ill during the next two years if the score is 300 and above.  

 

Session 2: Bullying and victimisation (Negative Attitudes Questionnaire – Revised version) 

 To measure experiences of workplace bullying, the revised version of the Negative Attitudes 

Questionnaire (NAQ) (Einarsen et al., 2009) was administered. Regarding validity, Einarsen et al. 

(2009, p.24) state: “Criterion validity was explored by relating the scores on the NAQ-R to a single-

item measure of perceived victimisation from bullying, showing high correlations with both the total 

NAQ-R and scores on the three factors. Targets of bullying scored significantly higher on all 22 items 

compared to non-targets. The NAQ-R correlated as expected with measures of mental health, 

psychosocial work environment and leadership, indicating a good construct validity of the instrument. 

Furthermore, a latent class cluster (LCC) analysis showed that the instrument may be used to 

differentiate between groups of employees with different levels of exposure to bullying, ranging from 

infrequent exposure to incivility at work to severe victimisation from bullying and harassment.” The 

NAQ was used interculturally in various contexts (Charilaos et al., 2015; Giorgi et al., 2013).  

 

Session 3: Burnout (Burnout Assessment Tool) 

 The Burnout Assessment Tool (BAT) (Schaufeli, Desart, et al., 2020) was administered to 

measure teacher burnout. Regarding the assessment tool's reliability, Schaufeli, Desart, et al. (2020, 

p.11) state: “Overall, the internal consistencies of the BAT-C and its four subscales were well above 

0.70. Cronbach’s alpha ranged from 0.90 to 0.92 for the subscales (i.e., exhaustion: 0.92, mental 
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distance: 0.91, cognitive impairment: 0.92, and emotional impairment: 0.90) and was 0.95 for the total 

BAT-C. For the composite BAT-S, Cronbach’s alpha was 0.90, whereas, for psychological and 

psychosomatic complaints, values for alpha were 0.81 and 0.85, respectively.” Various research 

studies undertaken in different cultures have used BAT as a valuable tool for obtaining information. 

Angelini et al. (2021) confirm the validity and reliability of the assessment, even in the Italian context. 

They add that the BAT provides a more complex understanding of the condition by fusing many 

aspects of the burnout experience. In particular, the ability to measure different burnout symptoms in 

such a thorough manner also enables the use of much more targeted interventions, primarily focused 

on those parts that were particularly challenging at that time.  

 

Session 4: Personal issues (VIA character strength survey) 

 The VIA character strength survey (Peterson & Seligman, 2004) 

(https://www.viacharacter.org/account/register) was used to help the teachers to identify their 

character strengths. The six virtues are wisdom, knowledge, humanity, justice, courage, temperance 

and transcendence (VIA Institute of Character, 2020). The VIA Institute on Character (2020) intimates 

that character strengths are positive parts of our personality that make us feel authentic and engaged. 

If applied correctly, they can serve as motivation to accomplish goals, help to reduce stress, improve 

work performance, manage problems and strengthen relationships, among other things. Niemiec and 

Pearce (2021) explain that character strengths are constructive personality attributes that reflect a 

person’s fundamental self, lead to favourable results for the individual and others, and serve the greater 

good. This is supported by Schutte and Malouff (2019) who assert that the identification and creative 

application of one's character strengths can enhance well-being, vitality and connectedness, all of 

which can improve mental health. With regard to reliability and validity, Peterson and Seligman (2004) 

state that all the scales of the VIA have satisfactory alphas (>.70).  

 

3.5.5 Implementation of the intervention 

3.5.5.1 Participants 

 To recruit teachers for participation in the implementation of the intervention, the education 

official was asked to post an invitation on Tshwane South's informal WhatsApp communication 

platform. Teachers who were interested in the intervention volunteered by contacting the researcher. 

A total of 58 teachers responded to the invitation and were added to the WhatsApp group created for 

the intervention. Fifty-two teachers attended at least one session and 21 attended four sessions.  
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3.5.5.2 Facilitators 

 The six sessions were facilitated by M1 Counselling Psychology students who presented the 

intervention at University of Pretoria’s Mamelodi Campus. Each student was tasked with developing 

the content for one session and then familiarising the other team members with the planned session 

and discussing further inputs and advice to ensure that the content was backed by evidence and of the 

required quality. Throughout the intervention the facilitators were conscious of the ethical principles 

of beneficence (doing what is in the client's best interest) and non-maleficence (the duty to do no 

harm), as prescribed by the Health Professions Council of South Africa (n.d.). 

 

3.5.5.3 Experiential learning 

 As previously mentioned, the teachers joined the intervention with a wealth of knowledge and 

experience. It was crucial for the team members not to act as if they were experts, but to acknowledge 

that the teachers were experts in their own lives and that growth and development occur during 

interaction and the sharing of experiences. Yalom and Molyn Leszcz (2020) refer to this as the 

principle of imparting information, which is a group therapy principle whereby members are 

encouraged to share their knowledge and experiences and how they handle certain situations, thus 

providing new perspectives. These aforementioned authors also state that the atmosphere in such a 

group setting “is one of partnership and collaboration, rather than prescription and subordination” 

(2020, p.19). This explains the presenters' position, which is that they acknowledge that they are 

collaborating with the teachers, providing a safe space to learn from each other's experiences and 

emphasising the importance of experiential learning. 

 

3.5.5.4 Sessions over time 

 The six sessions were held on set dates, of which the teachers were informed of via WhatsApp. 

The facilitators were divided into two groups, one of which presented sessions on Tuesdays while the 

other presented sessions on Thursdays, over a period of six weeks from June to October. The teachers 

were encouraged to remain in the group they had chosen to join (either Tuesday or Thursday). 

However, teachers who were unable to attend a Tuesday session were welcome to join the one on the 

following Thursday. To accommodate the teachers when necessary, flexibility and adaptability was 

essential. This proved very beneficial as, in one instance, some of the teachers could not attend their 

session due to strike action in their area, but did not lose out on the information shared in that session 

by attending the Thursday session.  
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3.5.6 Feedback from teachers  

 According to Visser (2022), the purpose of evaluating an intervention is to ascertain what 

change had been brought about by the intervention and whether the intervention's goals had been 

satisfied. She explains that this can done by using surveys and pre- and post-evaluation questionnaires, 

and that inferences regarding the efficiency of an intervention in achieving its goals can also be 

deduced from the participants’ experiences and observations. The outcome of the intervention was 

evaluated by using feedback questionnaires and a group discussion. 

 

3.5.6.1 Feedback questionnaires 

 After each session, the participants completed the feedback forms (Appendix B) to comment 

on their experience and what they had learnt.  The facilitators also provided feedback on the sessions 

they had presented (Appendix C). The results of both these questionnaires are discussed in detail in 

Chapter 4. 

 

3.5.6.2 Group discussion at the end of the intervention 

 During the sixth session, the facilitators conducted a group discussion with the teachers. 

Coghlan et al. (2014) note that focus group discussions are used in qualitative research to improve 

knowledge about a specific topic or experience. They explain that participants are chosen based on 

their expertise and share their experiences relating to the topic of the focus group discussion. They 

explore the topic and interact with one another to clarify their views. The interaction effectively 

provides a clear understanding of the group's opinions. An audio recording of the discussion was made 

and the transcription that was later made to capture the information is available on request.  

 

3.6 Data analysis 

 Content analysis was used to analyse the data (see section 3.4.4 under content analysis). Two 

of the M1 Counselling Psychology students interpreted the data and continuously discussed and 

reviewed the interpretations to ensure that they were a true reflection of the participants' 

communicated data. Member checking was done during the focus group discussions to ensure that 

the researcher’s interpretation of what they had said was correct, ensuring data trustworthiness. Pyett 

(2003) explains that, to ensure consistency, a good researcher continuously revisits the data to verify 

whether the interpretation accurately reflects the participants' contributions. During this study the 

researcher therefore continuously reviewed the interpretation to verify it against the participants' 
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information gathered during discussions and from the feedback forms. The results of the 

interpretation are discussed in Chapter 4. 

 

3.7 Ethical considerations 

Ethical principles emphasise that no harm should be done (maleficence) and that 

psychologists should at all times act in the best interest of the client (beneficence) (Health 

Professions Council of South Africa, n.d.). Furthermore, all people should be respected and treated 

with dignity (Health Professions Council of South Africa, n.d.). Ethical approval (HUM020/0822) 

for conducting this specific research was obtained from the Ethics Committee of the Faculty of 

Humanities at the University of Pretoria on 29 September 2022 (see Appendix A). This project is 

part of a larger project for which ethical approval (HUM010/0332) had also been obtained. 

Furthermore, the necessary permission to implement the project was obtained from the Gauteng 

Department of Education and the Tshwane South District.  Participant information letters explaining 

all aspects of the research were distributed before the commencement of the project (Appendix D). 

All the participants gave their informed consent (Appendix E) to confirm that their participation was 

voluntary. In the consent form, the teachers were informed that the information they provided would 

be anonymous and confidential, and would be used only for research purposes. Group norms 

promoted confidentiality in the group activities. In reporting on the results, no names were therefore 

attached to the data. The project relied heavily on the teachers' lived experiences in order to develop 

the most suitable intervention. 

The information gathered in this research has been stored in a locked filing cabinet in a 

locked office in the Department of Psychology. The electronic data will be stored on a password-

encrypted laptop. All the data will be stored for ten years (University of Pretoria, 2017).  

 

3.8 Conclusion 

 This chapter provided an overview of the action research process that was followed in doing 

the needs assessment, developing the intervention and implementing and evaluating it. The data 

analysis process and the ethical considerations were also explained. In the next chapter, the results of 

the implementation of this intervention will be discussed. 
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Chapter 4: Results 

 

4.1. Introduction  

 The findings of the study will be presented in this chapter. The results of the needs assessment, 

which formed the basis for the development of this intervention, will be shared. The feedback received 

after each session will be discussed, as well as the process and outcome evaluations. 

 

4.2. Results of the needs assessment 

 Visser (2022) asserts that for change to occur during an intervention, participants must 

collaboratively decide on an agenda or areas of focus that speak to their lived experiences. The needs 

assessment survey allowed the teachers’ voices to be heard and included in the development of the 

intervention. The results of the needs assessment survey, which was completed by 39 teachers, are 

discussed in detail below. It is important to note that some teachers gave more than one response to 

some questions. 

 

4.2.1. Question 1: What challenges do you as a teacher experience that can negatively influence 

your psychological well-being? (These can be personal or work-related, or both) 

The teachers mentioned a number of challenges that they face, as indicated in Figure 4.1. Since 

these challenges affect their psychological well-being and possibly their performance, they need to be 

addressed.  

 
Figure 4. 1 - Challenges experienced by teachers (n=39) 
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The needs assessment exercise revealed multiple challenges experienced by teachers in the 

course of their work. The most prominent challenge was learner disrespect, which is most probably 

due to low levels of discipline. However, this might also be linked to a lack of parental involvement, 

which was rated as the third most important challenge. The lack of parental involvement suggests that 

parents may be unaware of their children’s behaviour at school and their performance. The second 

highest contributor to stress was work-related problems, which may be linked to several problems in 

the workplace, such as bullying, favouritism, workload, high levels of administrative work and many 

demands from the district office to attend various workshops while still being expected to meet all 

deadlines. Although some of these issues may not be addressed directly in the intervention, it is 

important to equip teachers with coping strategies to mitigate these issues and thus reduce their stress 

levels and improve their psychological well-being. 

 

4.2.2. Question 2: How do these challenges influence you as a person?  

 It is expected that the abovementioned challenges will impact the lives of teachers. As seen in 

Figure 4.2, the impact varies from low energy levels to physiological effects, which prevent teachers 

from functioning optimally. 

 

Figure 4. 2 – Effects of challenges on teachers 

 The challenges mentioned by the teachers often have associated effects. The leading effects, as 

indicated, is low energy levels, fatigue, discouragement and stress that affect teachers. This indicates 

the probable presence of burnout. Schaufeli (2020) explains that burnout can coexist with a feeling of 

depression, causing a decrease in productivity. Teachers who feel discouraged cannot perform 
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optimally. This may cause them to feel redundant, which will affect their self-esteem. All these 

conditions impact their stress levels and affect their physical health (Schneiderman et al., 2005). 

 

4.2.3. Question 3: How do you currently cope with these challenges? 

Regarding this question, it was interesting to gauge how teachers responded to their challenges, 

given that the intention was to provide a working intervention for them. Teachers highlighted several 

beneficial coping strategies to be considered in the development of the intervention (Figure 4.3). 

 

 

Figure 4. 3 – Coping strategies 

 Herman et al. (2017) state that when people find themselves in stressful situations, they usually 

respond by employing certain strategies. The teachers confirmed that they used coping strategies to 

deal with the challenges they faced. However, it is important to note that the most-used coping strategy 

employed by teachers (28%) was avoidance/detachment, which Melodia (2020) describes as a 

maladaptive coping strategy. Another maladaptive strategy that emerged from the results was the use 

of substances such as alcohol (3%) and simply not coping (14%). However, some teachers did employ 

certain adaptive coping strategies during stressful situations, such as parental engagement (10%), 

praying and positive self-talk (17%), which helped them to cope. It is important to differentiate 

between adaptive and maladaptive coping.  

The impact of unruly learners on the teaching process must also be addressed (Jacob & Aloka, 

2023; Potgieter-Groot et al., 2012). Jacob and Aloka (2023) emphasise the need to manage unruly 
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learner behaviour and the need for teachers to be empowered to be able to do so (Potgieter-Groot et 

al., 2012). The results revealed that some teachers who participated in our research used punishment 

or detention to discipline learners who behaved badly, and perhaps to lower stress, which is a debatable 

solution.  All of the above emphasise the need to empower teachers with the adaptive coping skills 

needed to address their various challenges. 

 

4.2.4. Question 4: How can we, as psychologists, help to promote your psychological well-being? 

 To ensure that the intervention would be suited to the teachers’ needs, it was important to 

understand what kind of help they required to promote their psychological well-being. Teachers listed 

some possible solutions (Figure 4.4) and the researcher aimed to evaluate those and integrate them 

appropriately into the intervention.  

 

 

Figure 4. 4 – Desired intervention 

 The teachers stated that psychological support services were essential to help them deal with 

their inability to cope effectively in stressful situations. Thirty-one percent indicated that they would 

like to receive counselling services. They also felt that more counselling sessions were needed and 

should focus on learning about coping mechanisms. Also, 18% of the responses highlighted the need 

for strategies and solutions that can empower teachers to deal with various challenges that cause stress 

and impact their psychological well-being. Teachers also asked for interventions related to bullying. 

Therefore, the intervention emphasises equipping teachers with coping strategies and problem-solving 

skills. As recommended in Chapter 5, these results can be used to emphasise the need for readily 

available school counselling services for teachers and learners. 
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4.2.5. Summary 

At this stage the intervention did not address all the challenges experienced by teachers, for 

example issues regarding the school system and problems in the community. Focusing on what was 

within the teachers' control to change, the psychology students discussed the needs assessment results 

in detail and agreed that, based on those results, the intervention should consist of six sessions that 

addressed the following topics: Stress management, bullying and victimisation, burnout and time 

management, personal issues, relationships, and meaning and accomplishment. The content of the 

intervention was briefly outlined in Chapter 3 and can be seen in Appendix F.  

 

4.3. Feedback on each session of the intervention 

Since it was important for the research to ensure that the intervention would address the 

teachers' needs and would have a positive impact, considerable effort was put into consulting relevant 

literature to find appropriate and relevant theories and models to assist with the development of a 

suitable intervention. Having achieved this, it was crucial to explore the participants’ responses to the 

questions in the feedback forms completed after each session, which will be discussed in detail below. 

The teachers’ feedback after each session was analysed to determine whether the content of 

each session appropriately addressed the teachers’ experiences of stress. This data can also be used to 

understand how the teachers benefitted from the intervention and any areas of improvement.  

 

4.3.1 Session 1 - Stress management 

 This session aimed to help the participants to understand what stress is and how to cope with 

it. Thereafter, through psychoeducation, coping mechanisms that could mitigate their stress were 

discussed. The balloon activity that followed was planned to encourage the teachers to think about 

their goals and write them down on the balloons, after which they had to become physically active by 

racing towards the finish line while kicking, hitting or using any other action they could think of to get 

their balloons past the finishing line. This exercise highlighted the fact that although teachers may have 

a plan to get the balloon to the finish line (i.e. how to achieve their goals), things sometimes do not go 

according to plan, which may cause stress and frustration. However, it is important for teachers to not 

be discouraged by the challenges, but to find alternative ways of coping with them to still reach their 

goals. This was a valuable exercise as it allowed the teachers to explore their goals and aspirations, 

and to observe how each teacher engaged in the activity differently although they all wanted to 

ultimately reach the finish line. They also learned that there is no need to compare oneself with others 

as they are all unique and could strive to attain their goals in their own unique ways. The session was 
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concluded with a mindfulness exercise. The results of the responses to the four questions were as 

follows: 

 

4.3.1.1. Question 1.1: What content was presented? 

 

 Figure 4.5 depicts the frequency of responses from the 49 teachers who attended the first 

session. Most of the teachers indicated that the session had focused on coping strategies, stress and 

stress management, and identifying their stressors and goals.  

 
Figure 4. 5 – Stress content presented 

The above chart (Figure 4.5) clearly shows that issues identified during the needs assessment 

stage were addressed in this session. The needs assessment revealed that teachers have stressors that 

must be dealt with. Therefore, in this session stress awareness, stress management and coping 

strategies were the most common topics. It is important to understand that people can experience stress 

without being aware of it. This session equipped teachers with ways of identifying signs of stress and 

the different types of coping (adaptive and maladaptive), and shared adaptive coping strategies to help 

them function optimally despite those stressors.  
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4.3.1.2. Question 1.2: What is the most important thing you have learnt in this session? 

 

As can be seen in Figure 4.6, the most important thing the teachers learnt was how to find 

coping strategies they could use to change their personal situations, how to identify stress and how to 

incorporate play and relaxation in their daily lives. There was also a focus on goals and the participants 

were reminded that everyone has challenges/stress and that they are not alone, but should not take 

responsibility for other people’s stress. 

 

 
Figure 4. 6 – Content learnt from the session 

The highlighting of the important elements that teachers have learnt resonates with their needs 

assessment, especially with regard to relaxation techniques, the identification of stress, asking for help 

and dealing with triggers of stress and internal conflicts which, combined, amounted to 76% of the 

responses. It also became evident that some teachers had thought about giving up on their dreams or 

goals by quitting teaching because of the stress. The difficulty of working towards one’s goals while 

dealing with stress, which was mentioned in 5% of the responses, demotivates and can increase stress 

levels. The balloon activity emphasised the importance of not giving up when facing challenges, but 

finding alternative means to attain goals. As alluded to in the needs assessment, teachers concurred 

that asking for help (by to talking to friends and praying) to deal with stress triggers (for example 
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learner disrespect and parental non-involvement), as well as focusing on goals, are important to them. 

This underpins the importance of the sessions to the teachers.  

 

4.3.1.3. Question 1.3 How can you use it in your work or personal life? 

 This section was intended to help teachers to apply their minds on how they can implement the 

content they have learnt to help them confront the stressors they face, thereby improving their 

psychological well-being (Figure 4.7). 

 

Figure 4. 7 – Application of content learnt 

It was important to understand how teachers would apply what they had learnt in their own 

particular situations. Here they indicated that they understood that there is always a way out in every 

difficult situation and that they had to start taking the initiative and dealing with problems head-on. 

Only 1% of responses reflected a willingness to confront issues. Positives can be drawn from these 

responses as 15% of the participating teachers indicated that they had applied coping strategies in real-

life situations and 9% indicated a “focus on the self”, and that they had taken steps to reduce stress. 

Equally important was that 7% alluded to sharing and helping others as one way of dealing with 
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stressful situations, while a further 7% mentioned the importance of taking time out to enjoy relaxation 

activities to recharge and have a different perspective, which confirmed the practical applicability of 

the content learnt. 

 

4.3.1.4. Question 1.4 How can the session be improved? 

Figure. 4.8 depicts teachers’ responses to the content offered. A general overview shows that 

the session on stress management had been well received. Notably, the figure demonstrates the desire 

expressed by some teachers to have presentation manuals and more sessions as an indication that they 

needed further support to help them apply what they had learnt.  

  

 
Figure 4. 8 – Session feedback 

 

The above chart presents teachers’ responses at the end of the session. It is important to note 

the general acceptance and understanding by teachers who felt that the content had been well presented. 
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presentation had clearly been important to the teachers and 6% of the responses reflected a need for 

full presentation slides and manuals that they could study for further understanding and application, as 

well as for more mindfulness activities. Lastly, teachers indicated the need to focus on stress and 

anxiety and for referrals and counselling sessions on a one-on-one basis to help them to deal with the 

stressful situations they face.  

 

4.3.1.5 Stress Management Questionnaire 

 To analyse the extent of the stress experiences, the Holmes-Rahe Life Stress Inventory 

(Holmes & Rahe, 1967) was administered during Session 1. The results revealed that most teachers 

were at risk of a major health breakdown in the next two years. Only 29% of the participating 

teachers had low susceptibility to stress-induced health breakdowns, while 51% had a 50% chance of 

major health breakdowns and 20% had an 80% chance of experiencing major health breakdowns in 

the next two years. Overall, 71% of the teachers present were at risk.  

 

4.3.1.6. Summary 

Session 1 confirmed the stressors teachers faced and the results obtained from the stress 

management questionnaire supported this. The results also revealed the desire of teachers to manage 

those stressors and to function optimally, not only in their occupations, but also in their private lives. 

The intervention was received with enthusiasm and the teachers were hopeful that they would receive 

help. However, at the end of the session it became evident that more needed to be done when some 

teachers indicated that they would like to have manuals and slides to study in their own time, as well 

as further group and individual counselling sessions. This session enhanced teachers' coping strategies, 

as evidenced by their desire to engage in sessions, focus on their goals and confront issues, and their 

eagerness to share the knowledge gained with learners, among others. By the end of the session, the 

teachers had acquired skills needed to identify stress, stress management techniques and coping 

strategies. 

 

4.3.2. Session 2 - Bullying and victimisation 

 In Session 2, the aim was to educate teachers on bullying and victimisation in the workplace 

with a view to enabling them to identify and manage such behaviour. This topic was essential to 

promote teachers’ psychological well-being and performance. According to findings by the Canadian 

Centre for Occupational Health Safety (CCOHS) (2019), bullying at the workplace impacts employees 

physically and results in symptoms such as sleep deprivation and loss of appetite. Psychologically, the 
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symptoms include difficulty concentrating, loss of confidence, helplessness, panic, stress and anxiety 

(CCOHS, 2019). These symptoms increase teachers' stress levels and negatively affect their 

psychological well-being. Emphasis was placed on knowing your rights, being assertive and standing 

up for yourself and others. 

 The teachers were asked to complete the Negative Attitudes Questionnaire so that the extent of 

their experiences of bullying or victimisation at the workplace could be analysed (Einarsen et al., 

2009). The results will be discussed in section 4.3.2.5.  

First, we will look at the results based on the responses to the questions in the feedback forms. 

It is important to note that for this particular session, the teachers did not manually complete printed 

feedback forms, but were instead asked to complete the feedback form online, as the session had taken 

longer than the scheduled time. Although eighteen teachers had attended the session, only ten 

completed the feedback form online, which was a lesson learnt by the teams. For the following sessions 

hard copies were again used to gather the information needed. The results of the responses from the 

ten teachers who completed the feedback questionnaire online are discussed below. 

 

4.3.2.1. Question 2.1: What content was presented? 

 

Figure 4.9 depicts the percentage of each of the responses captured. In this session, the majority 

of the teachers felt that the content presented dealt with bullying and victimisation, while others also 

mentioned how to deal with bullying and victimisation and stress management as topics that had been 

discussed. 
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Bullying & victimization
82%

How to deal 
with it

9%

Stress 
Management

9% Bullying & victimization

How to deal with it

Stress Management

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



56 

 

 

 The fact that bullying and victimisation lead to undesirable symptoms and stress underscores 

the importance of this topic. The content presented was clear, as indicated by 82% percent of responses 

(Fig. 4.9), and was structured in such a way that it incorporated dealing with stress arising as a result 

of bullying, so that teachers dealing with bullying that is outside their control could also be equipped 

with skills to manage its effects. Their responses to the following question reflected the content 

addressed and the teachers’ understanding of it. 

  

4.3.2.2. Question 2.2: What is the most important thing you have learnt in the session? 

 

 Figure 4.10 summarises some of the responses from teachers, detailing how they can identify 

and effectively manage incidents of bullying and victimisation. 

 
Figure 4. 10 – Content learnt from the session on bullying and victimisation 

 The participating teachers learned that assertiveness is critical to overcoming bullying and 

victimisation. This highlights the importance of early warning signs, which can be spotted by 

conducting awareness campaigns (education) and realising that “it all starts with me”, thereby ending 

the cycle of bullying and victimisation, whether by colleagues or the School Management Team (SMT) 

members.  Ten percent of the responses indicated that the teachers were able to identify bullying, to 

take steps to end it (not to look away) and, most importantly, to create a safe space that discourages 

this phenomenon and improves their psychological and physical well-being. 

 

4.3.2.3. Question 2.3 How can you use it in your work or personal life? 

 

  The application of the content learned is integral to dealing with bullying and victimisation in 

the workplace. The teachers reflected on the responses below as ways to apply what they had learnt 

about how to deal with bullying and victimisation. 
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Figure 4. 11 – Application of content learnt 

 As can be seen in Figure 4.11) above, 31% of the responses indicated that people should not 

tolerate being violated, which highlights the fact that teachers are serious about stopping the bullying 

and victimisation. However, this rests highly on teachers knowing their rights and being determined 

to assert them at all times. At the same time, the responses highlighted the importance of 

communication (15%) and working in a collective and functioning effectively in your role (15%). 

Clear and proper communication helps to ensure effectiveness and is beneficial to any teamwork. If 

you clearly understand your role in the collective and know exactly what is expected of you, you can 

make a meaningful impact and be productive.  The responses also emphasised the importance of setting 

boundaries and learning to say NO without having to justifying oneself or feeling guilty (15%). 

 

4.3.2.4. Question 2.4 How can the session be improved? 

 

 The success of the session was measured by requesting the teachers to comment on the overall 

presentation of the session. Their responses indicated their desire to learn more and how well they had 

received the session.  
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Figure 4. 12 – Session results on bullying and victimisation 

 The responses indicated that 46% participants felt that more time should have been spent on 

this topic and that the session should also be presented to school managements, since for 

transformation to be embraced, managements should encourage changes from the higher level. In their 

opinion, the creation of a safe and bully-free working environment does not depend on teachers alone, 

but also requires managements to take a non-negotiable stance by refusing to tolerate any form of 

bullying and victimisation, and implementing strict measures to discourage such behaviour. The 

teachers also highlighted the need for additional sessions on dealing with unruly learners, a theme that 

emerged during the needs assessment. Overall, 27% of the respondents stated that they had learnt a 

lot, appreciated the content and felt that it had been well presented.  

 

4.3.2.5. Negative Acts Questionnaire 

 The responses to the questions in the Negative Acts Questionnaire showed whether and how 

frequently respondents had experienced bullying (Einarsen et al., 2009). While 18% did not answer 

the question, the results indicated that 59% of the participating teachers had experienced bullying, 

while 22% had never experienced it. The above figures emphasised the importance of addressing this 

theme. Furthermore, the scale was found to be valuable in helping teachers to learn more about 

themselves and identifying negative acts in their work environment. 
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4.3.2.6. Summary 

 In general, teachers responded well to the session as bullying and victimisation are factors that 

contribute to stress experienced in the workplace. The session confirmed the prevalence of bullying 

and victimisation, supported by the NAQ that revealed that 59% of teachers who completed it had 

experienced some level of bullying. Teachers felt that this information must be shared with school 

management to make them aware of the situation and perhaps alter their mindset, and also proposed 

that representatives of the Department should visit schools to assess levels of bullying. However, what 

was important was what the teachers gained from the session, such as learning to be assertive, knowing 

their rights, learning to say no, the value of communication and clear boundaries, and their undertaking 

to implement these skills, which may help them to cope with and avoid bullying and victimisation. 

  

4.3.3 Session 3 - Burnout and time management 

 In Session 3, the focus was on burnout and time management. Burnout, according to the 

World Health Organization (n.d. para. 4), “is a syndrome conceptualised as resulting from chronic 

workplace stress that has not been successfully managed”. The session, aimed at explaining to the 

teachers what burnout is, what signs to look out for, their level of burnout and, most importantly, 

how to deal with it, which included time management, self-care and exercise as essential skills. The 

responses received from the 19 teachers who completed the feedback questionnaire are given 

percentages in Figure 4.13. 

4.3.3.1. Question 3.1: What content was presented? 

 

 

 

Figure 4. 13 – Burnout content  

Avoid burnout
9%

Time management
43%

Reduce stress
19%

Physical wellbeing/ exercise
20%

Identify 
burnout and 
deal with it

9%
Avoid burnout

Time management

Reduce stress

Physical wellbeing/ exercise

Identify burnout and deal with it

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



60 

 

 

Figure 3.1 illustrates the teachers’ responses regarding their experience of the content presented 

in Session 3. Due to a lack of coping strategies such as proper planning and time management, people 

can feel overburdened with work and unable to cope, which results in some of the following symptoms: 

feeling drained and unable to complete a task, irritability, difficulty concentrating and poor physical 

or mental cognitive performance. The session focused on time management as a coping skill to reduce 

stress and possibly minimise burnout, as indicated by 43% of responses received. Other stress 

reduction techniques, such as physical exercise and how to identify and manage burnout, were also 

highlighted. By addressing stress with adaptive coping, burnout might also be alleviated. 

 

4.3.3.2. Question 3.2: What is the most important thing you have learned in the session? 

 

 It was important to measure what teachers had learnt from the session.  Their responses 

regarding what they had learnt varied, but also reflected the need for coping strategies to enable 

teachers to perform optimally in their work. 

 
Figure 4. 14 – Content learned during the burnout session 

As can be seen in Figure 4.14, the most important things the teachers had learnt, based on their 

responses, were the value of time management (36%) and physical exercise (19%). These are crucial 

skills, since with proper planning and time management confidence is gained with regard to their 

ability to complete. Coping strategies for dealing with burnout, including the 3Rs (recognise, reverse 

and resilience) and the 4Ds (do, decide, delegate and delete), which emphasise the need to work 

smarter, not harder, were also highlighted. 
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4.3.3.3. Question 3.3 How can you use it in your work or personal life? 

 

In this session, teachers displayed their understanding of the content learnt and gave input on 

how they would manage burnout.  

 
Figure 4. 15 – Application of information learnt 

Forty-two percent of the responses pointed to time management as essential for mitigating 

burnout, indicating that the majority felt overwhelmed by their workloads and struggled to manage 

their time appropriately. Therefore, the intervention sought to, among other things, remind teachers of 

the importance of time management and “learning to say no” to ensure that they do not take on more 

than they can handle, thereby avoiding the feeling of burnout. Another 4% of the responses referred to 

work-life balance (4%) as important. Without proper balance, there is a risk of succeeding in one area 

at the expense of another. Finally, teachers mentioned the value of engaging in stress-relieving 

activities, which promote mental well-being. 

 

4.3.3.4. Question 3.4 How can the session be improved? 

 

 It was important to gauge from the teachers how the session could be improved to ensure that 

their needs were best addressed throughout the intervention. 
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Figure 4. 16 – Areas of improvment on bullying & victimisation session 

 According to 61% of the responses the content was of a good standard and no suggestions for 

improvement were made. Eleven percent felt that while the content was relevant for promoting their 

mental well-being, more time was needed to cover everything, and 5% suggested that the content 

should be presented at a different time to accommodate them, considering the department's demands 

regarding the attendance of meetings or workshops. It is therefore important to stress that while the 

intervention was needed and well received, adaptations to the presentation time had to be made to 

accommodate the majority of the teachers in group 1. It was decided that group 1 would start their 

presentation at 14:30 instead of 14:00, which would enable most of the group members to arrive on 

time. Since the sessions were held after school, which was already late in the day, the teachers felt that 

there was not enough time to engage in discussions and that, despite presentations being offered on 

two different days, other work commitments sometimes made it impossible for them to attend.  

 

4.3.3.5. Burnout Assessment Tool (BAT) 

  

The BAT (Schaufeli, De Witte, et al., 2020) was used to determine the burnout levels of 

teachers participating in the intervention. Focusing on the four dimensions of burnout (Exhaustion, 

Mental Distance, Cognitive Impairment and Emotional Impairment), the completed BAT 

questionnaires revealed the following:  
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Exhaustion: Two (12 %) were at risk and one (6 %) was at very high risk. Fourteen (82 %) were not 

at risk of exhaustion.  

Mental distance: Six (35%) were at risk, and one (6 %) was at very high risk of mental distancing. 

Ten (59%) were not at risk.  

Cognitive impairment: Four (23%) were at risk and one (6%) was at very high risk. Twelve (71%) 

were not at risk. 

Emotional impairment: Eight (47%) were at risk of emotional impairment, while nine (53%) were 

not at risk.  

Overall, six (35%) of the teachers were at risk and one (6%) at very high risk of burnout, while ten 

(59%) were not at risk.   

 

 This shows that emotional impairment is experienced more often than any of the other 

dimensions. However, in all dimensions there were teachers at risk, which shows that the experience 

of burnout among teachers is real, as was confirmed by the assessment. The intervention therefore 

focused on mitigating this issue by providing knowledge on identifying emotional impairment and 

coping strategies to minimise it and probably reduce burnout. The teacher who was at very high risk 

for burnout was referred for counselling. 

 

4.3.3.6 Summary  

 Overall, the content emphasised time mismanagement as a contributing factor to stress, which 

may make teachers feel physically and mentally overwhelmed and unable to complete tasks (burnout). 

Although other themes, including the value of physical exercise, burnout techniques and learning to 

say no were strongly recommended as coping techniques, the majority felt that they had learnt mainly 

about the importance of time management to reduce stress.   

 

4.3.4 Session 4 - Personal issues 

During Session 4, teachers discussed how their personal experiences or problems can 

influence their work life. This session included exploring work-life boundaries (balance), how to 

deal with personal problems, emotional regulation (mindfulness), self-awareness and the completion 

of the online VIA character strength survey (https://www.viacharacter.org/account/register) (VIA 

Institute on Character (2020). The VIA helped the teachers to identify their own strengths and, 

through the pin-a-strength wall activity, they could share how they were applying, or could apply this 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://www.viacharacter.org/account/register


64 

 

 

in their lives. The feedback on the VIA will be discussed in section 4.3.4.5. First, however, we will 

focus on the responses to the feedback questions. 

4.3.4.1. Question 4.1: What content was presented? 

 

Responses to this question (in Figure 4.17) helped the researchers to gauge whether the 

intended content had been delivered in a manner that enabled the teachers to understand the essential 

elements of the session. 

 

Figure 4. 17 – Content presented on Personal Issues 

 Figure 4.17 represents the percentages of responses received from the 17 teachers who attended 

the fourth session. In this session, the teachers identified personal issues (35%) and strengths/character 

strengths (44%) as the main themes. Some teachers mentioned that personal issues sometimes 

negatively influenced their ability to use their personal strengths. The pin-a-strength wall was therefore 

included to help teachers to reflect on how they can apply their strengths in their lives. 

 

4.3.4.2. Question 4.2: What is the most important thing you have learnt in the session? 

 

 In this session it was important to ensure that the teachers realised that common strengths, when 

correctly used, can help them cope with stressful situations they encounter daily.  
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Figure 4. 18 – Content learnt regarding Personal Issues 

 As can be seen in Figure 4.18, the most important content learnt related to the discovery and 

use of personal strengths (combined 77%), which can be used everywhere and in any context. The 

teachers indicated that discovering their strengths had been important and made them feel good. They 

realised that their strengths were actually tools that could help them overcome life challenges. The 

session emphasised the value of character strengths for managing stress, ensuring work-life balance 

(8%) and learning to say no (4%) for enhancing coping.    

 

4.3.4.3. Question 4.3 How can you use it in your work or personal life? 

 

 It was essential to measure the application aspect of the presentation and to guide teachers on 

how to implement their strengths in situations they face. Teachers' responses in Figure 4.19 indicated 

their willingness to use their strengths and, most importantly, how they would implement them. 
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Figure 4. 19 – Application of content learnt on Personal Issues 

The participating teachers indicated that they could apply what they had learnt by showing love, as 

reflected by 33% of the responses. They were willing to use strengths that are critical in diffusing 

difficult situations and lowering stress levels, such as kindness (7%), rendering help to others (10%), 

creativity (7%) and humour (3%). One teacher mentioned that she was often regarded as a loudmouth 

because she always used humour to quell tense situations at work, but that she was pleased to learn 

that humour was actually a strength. Some of her colleagues in the group then told her that when they 

feel overwhelmed they go to her and leave feeling lighter and more positive. This intervention was 

successful as the teachers learnt that certain traits that they did not count as strengths were actually 

strengths and could serve as coping strategies during challenging times. It was interesting to note that 

the discussion of personal problems and self-regulation of emotions was not mentioned in the 

feedback. It seemed that the strengths exercise had been overwhelmingly positive.   

 

4.3.4.4. Question 4.4 How can the session be improved? 

 

 Figure 4.20 below illustrates the teachers’ responses to the above question.  
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Figure 4. 20 – Improvements in content presented on personal issues 

The responses indicated that 60% of the teachers thought that the content presented was good 

and that they “liked everything”. The content was therefore relevant and spoke to the needs identified 

by the needs assessment. Some of the teachers (27%) felt that more sessions were required to equip 

them more, which was an indication that they had benefited from the sessions and the various coping 

skills shared. This emphasises the importance of the intervention, and especially the realisation that 

everyone has character strengths that can help them to navigate life’s challenges. 

 

4.3.4.5. Values in action 

 According to Park et al. (2004), the Values in Action (VIA) character strength survey 

identifies 24 character strengths, subdivided into six virtues people can possess and express. To make 

them aware of their character strengths, the teachers were asked to complete the online survey before 

the session started. Love, kindness, humility, honesty, helpfulness and creativity were among the 

characteristics they had not previously recognised as strengths. 

 

4.3.4.6. Summary 

The teachers realised the importance of using their strengths to cope with stress and the value 

of work/life balance. They also became more aware of who they really were, their strengths, and how 

they could apply them in their daily lives to cope with or manage stress, thus positively impacting their 

psychological well-being. 
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4.3.5 Session 5 - Relationships and boundaries 

In Session 5, the aim was to help teachers foster healthy relationships and set boundaries. 

Brickel (2017, para. 4) states: “Humans are social beings—and the quality of our relationships affects 

our mental, emotional and physical health.” There is, therefore, no understating of the importance of 

healthy relationships, which must at all costs be guarded by establishing effective boundaries to 

accomplish a meaningful life. Effective boundaries are flexible, offering protection while keeping you 

connected to others (Buck, n.d.). Unhealthy relationships, especially at the workplace, can escalate 

into a toxic environment with undesirable consequences, such as stress and anxiety. It was therefore 

vital to help the teachers to focus on establishing and maintaining good relationships and using 

effective mechanisms to reduce stress and improve their psychological well-being. 

 

4.3.5.1. Question 5.1: What content was presented? 

 

 The session was aimed at helping teachers form and foster healthy relationships and build 

effective boundaries as tools to aid them in leading flourishing lives. 

 

 
Figure 4. 21 – Content presented on relationships and boundaries 

 As can be seen in Figure 4.21, the majority of the respondents (89%) indicated that the content 

covered was healthy relationships. They further indicated that they had learnt about self-awareness 

and effective team interaction as strategies that contribute to healthy relationships. When people 

function in ineffective teams—possibly due to unhealthy relationships at the workplace—they may 

experience undesired emotions, which could contribute to increased stress levels. 
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4.3.5.2. Question 5.2: What is the most important thing you have learned in the session? 

 

 Teachers' responses in this segment reflect their willingness to protect their relationships by 

applying methods that would promote good relationships in various areas of their lives. 

 
Figure 4. 22 – Content learnt on relationships and boundaries 

 As can be seen in Figure 4.22, the responses indicated that the most important things about 

which the teachers had learnt were types of relationships (17%), how to set boundaries (13%), the 

importance of healthy relationships (13%) and the importance of trust, clear communication and 

realistic expectations (10%). The teachers clearly appreciated the importance of relationships as a 

support structure. At the same time, they realised that trust, clear communication and realistic 

expectations would maintain such relationships.  

 

4.3.5.3. Question 5.3 How can you use it in your work or personal life? 

 

 It was important for teachers to reflect on how they would apply the knowledge gained in their 

current work situation. Their responses are reflected in Figure 4.23. 
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Figure 4. 23 – Application of content presented on relationships and boundaries 

The importance of having good and beneficial relationships with colleagues was evident in 

20% of the responses, and the importance of communication and listening as means to maintain these 

relationships in 25%. Honest expectations (20%), resolving issues (15%) and setting boundaries (10%) 

were mentioned as ways to cultivate healthy relationships.  

 

4.3.5.4. Question 5.4 How can the session be improved? 

 

 Since action research is a continuous process during which lessons can be learnt, it was 

important to identify areas for possible improvement throughout the intervention. The responses 

indicated the changes that were required to better meet the participants' needs and provide much-

needed support. 
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Figure 4. 24 – Improvement of the content presented on relationships and boundaries 

Figure 2.24 shows that teachers needed more sessions (37% of responses). Also, teachers felt 

that the intervention would be better if not implemented after school hours as they were sometimes too 

tired after the day’s duties. Despite that, 21% of the responses reflected satisfaction with the content 

and presentation methods. The teachers were generally satisfied, but indicated a need to be 

accommodated with regard to the session times (e.g. by organising sessions during school holidays 

when there will be enough time to work through the content). This being said, it is important to note 

that the team had already made accommodations to the session times, and unfortunately not everyone 

could be satisfied.  

 

4.3.5.5 Summary 

During Session 5, the themes for discussion were relationships and boundaries. The responses 

reflected that teachers felt that healthy relationships were essential to ensure optimal work 

performance. They appreciated having learnt more about building effective boundaries, managing 

expectations, honesty and building trust, clear communication, listening attentively and resolving 

conflicts. 

 

4.3.6 Session 6 – Meaning and accomplishment 

 In Session 6, the final session of the intervention, the emphasis was on accomplishment and 

meaning. People are driven by a desire to achieve their goals, which gives their lives meaning. 
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According to Seligman (2012), a sense of accomplishment is the outcome of working towards and 

achieving goals, successfully completing tasks and having the drive to complete the tasks at hand.  He 

suggests that, as a result, people can look back on their lives with pride, which enhances well-being. 

Teachers were therefore introduced to this session to remind them of their goal—which was to improve 

their psychological well-being—by providing them with the coping skills needed to manage stress. 

Having completed the session, they could reflect on their current positions and find meaning in their 

lives. Session 1, which dealt with stress management, alluded that the attainment of goals reduces 

stress, and when stress is reduced, psychological well-being is improved.  

 

4.3.6.1. Question 6.1: What content was presented? 

 

 In this session during which meaning and accomplishment were introduced as new themes for 

the conclusion of the intervention sessions, the previous sessions were also reviewed to measure the 

effect of the interventions presented and their application by the teachers. 

 

Figure 4. 25 – Content presented on meaning and accomplishment 

 As reflected in Figure 4.25, teachers described this session as a feedback session (46% of the 

responses) and issuing of certificates (27% of responses). To them, this meant that they had reached 

the end of the programme and had achieved their goal. However, this session also included recapping 

and reviewing the content presented in the previous sessions to remind them of what they had learnt 

about relationships, finding meaning and stress management techniques.  
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4.3.6.2. Question 6.2: What is the most important thing you have learnt in the session? 

 

 The content presented was extensive and reviewed the previous sessions. This was beneficial 

as it made it possible to gauge the teachers’ feelings about how the intervention had helped them to 

improve their psychological well-being. The responses are reflected in Figure 4.26. 

 
Figure 4. 26 – Lessons learnt on meaning and accomplishment 

 Session 6 reviewed the content presented in the previous five sessions and the teachers’ 

responses confirmed their appreciation for being taught the following: stress management techniques 

(32%); how to confront difficult situations by taking action and to standing up for themselves (21%); 

how to deal with bullying and victimisation (11%); how to use their strengths to combat burnout (10%); 

and the confidence to believe that “nothing is impossible” (11%). Being awarded certificates and 

experiencing a sense of accomplishment was indicated as central to the session by 5% of the responses. 

Despite this low percentage, it was clear that the teachers felt that having come to the end of their 

participation in the programme, a reward in the form of a certificate was well deserved and provided 

a sense of accomplishment (meaning).  As previously acknowledged, this intervention could not 

address all the challenges faced by teachers, but, as depicted in Figure 4.26, various important issues 

were addressed. 
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4.3.6.3 Question 6.3 How can you use it in your work or personal life? 

 

 As mentioned in the previous session, the teachers felt strongly about the practical application 

of coping strategies to manage stress and improve their psychological well-being. Their responses are 

reflected in Figure 4.27. 

 
Figure 4. 27 – Implementation of meaning and accomplishment 

The responses indicated that the most important lesson the teachers had learnt was that they 

should attend to issues as soon as they arose (13%); support colleagues and friends to live meaningful 

lives (13%); and make time for themselves and prioritising self-care (13%).  Other important aspects 

that were mentioned included focusing on positive aspects, exercising, learning to say no and 

assertiveness, which are all relevant to developing and maintaining a healthy mental state.  

 

4.3.6.4. Question 6.4 How can the session be improved? 

 

 The effectiveness of the intervention was analysed. The following responses highlight the main 

issues (Figure 4.28). 
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Figure 4. 28 – Areas of improvement in the meaning and accomplishment session 

 In summary, teachers expressed the need and desire for the sessions to continue so that they 

could learn more about psychological issues. They also suggested that the intervention should include 

school management teams and other teachers so as to create an environment in which everyone has 

these coping skills.  

 

4.3.6.5. Summary  

Session 6 focused on putting one’s psychological well-being at the forefront and participating 

in the intervention to be better equipped to cope with stress and lead flourishing lives. It highlighted a 

sense of purpose, with the strengths identified and teachers’ eagerness to bring about change by 

applying their acquired skills. The most important lessons learnt throughout the sessions were also 

reviewed. There was a strong emphasis on stress management, which indicated that teachers do need 

strategies that can help them cope with stress. Bullying and victimisation, burnout and time 

management, dealing with personal issues and maintaining healthy relationships were also reflected 

upon and the teachers expressed a desire to implement their newly acquired techniques in own their 

lives to improve their psychological well-being. The coping strategies they indicated they would use 

included making time for themselves, confronting issues, resolving conflicts, helping colleagues, 

providing support to learners and being assertive.  
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4.4 Evaluation of the intervention 

In evaluating the intervention, content analysis was used to analyse all the data gathered over 

the research period. Bess et al. (2004) state that the messages being conveyed are the main subject of 

content analysis. To evaluate the content of the written material, the evaluator lists or codes the 

concepts, words and phrases that best capture the key components of the programme.  

 

4.4.1 Process evaluation 

Bess et al. (2004) explain that process evaluation, which helps to clarify how an intervention 

was planned and implemented, is largely a qualitative approach that describes how and why choices 

were made and actions were taken. According to Visser (2022), process evaluation can be done by 

using attendance records, considering the length and clarifying the content of each session and the 

participant's reactions. Furthermore, she highlights the importance of the facilitators' feedback on the 

sessions and areas of improvement.  

Using this guideline, the intervention used attendance registers to note the teachers present in 

each session. It is acknowledged that attendance fluctuated throughout the sessions. Although initially 

58 teachers expressed interest in joining, only 52 attended the first session, after which there was a 

school holiday. When the schools reopened, more than half of the original group did not join the 

sessions again.  Of the 23 who did attend, 21 formed the core group that attended four or more sessions.  

The sessions were presented after school hours and it appeared that the main reason for some teachers 

staying away was that they were tired after a day of teaching, or were expected to attend departmental 

meetings. The remaining teachers therefore suggested that the researchers should consider making 

arrangement to hold the sessions during school holidays (see subsections 4.3.1.4 and 4.3.5.4).   

A wide range of topics were covered and the participating teachers’ reactions were captured in 

the response forms they were asked to complete (Appendix B).  

Furthermore, the facilitators provided input on the impact of the process by commenting on, 

among other things, the success of their particular presentations (Appendix C) and their observations 

of the teachers’ reactions to the content, challenges experienced and recommendations for 

improvements in future intervention presentations. The facilitators’ feedback is discussed in sections 

4.4.1.1 to 4.4.1.4.  

 

4.4.1.1. Question 1: Were all the planned activities in the session presented successfully?  
 

 In gauging the success of the planned intervention from the facilitators’ perspective, all felt 

that on the whole the presentations had been successful, despite the fact that some of them felt that the 
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theoretical content was sometimes rushed and should be addressed in future presentations to improve 

the teachers’ understanding of the content. This concern was confirmed by the teachers’ request for 

print-outs of the content presented in some sessions so that they could further study it in their own 

time. 

The facilitators were of the opinion that the sessions on stress management, burnout and good 

relationships in particular were very successful as several teachers responded well and were keen to 

learn coping skills to deal with issues.  

 

4.4.1.2. Question 2: How did teachers react to the programme content? Specify teachers' 

reactions. 
 

 The facilitators rated the teachers’ reactions to the content as enthusiastic, insightful and happy 

about having acquired strength-building and new coping skills. They indicated that they had learnt a 

lot and would welcome more sessions. The facilitators noted the need for psychological services at 

schools as the school environment is often demanding. 

 

4.4.1.3. Question 3: What challenges were encountered in implementing the program? 
 

 The facilitators encountered several challenges while presenting the sessions. Sometimes the 

booked venues were not available on arrival, or classes were being held there, which meant that the 

facilitators had to quickly find alternative venues before the teachers' arrival. The punctuality of the 

facilitators helped to prevent cancellations due to logistical challenges. 

Selecting the best content for inclusion in presentations was important as the facilitators wanted 

to ensure that they provided valuable and evidence-based content.  

The facilitators found the fluctuating attendance of teachers challenging, but they 

acknowledged that the time gap between the sessions might have had an impact. They realised that the 

spacing of the sessions was important to avoid losing some of the participants. This highlighted the 

need for the involvement of school managements in the sessions—not only should they facilitate 

teachers’ attendance of such interventions, but they should also attend them so that they can be 

adequately equipped to support the teaching staff.  

 

4.4.1.4. Question 4: How can the sessions be improved?  
 

 A number of suggestions were made on how the sessions could be improved. Facilitators 

agreed with the teachers’ notion that more time was needed to implement the content of the sessions 

to ensure effective learning. Facilitators also felt that to prepare themselves better, they could have 

more practice runs of the presentation before the official presentation of a session. They felt that due 
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to the obvious impact of the self-awareness activity, more attention should be given to topics such as 

character strengths. The facilitators also realised that if sessions were attended by larger groups, more 

spacious venues would be better for sessions that include play and exercises. The facilitators agree 

with the teachers that the involvement of school management could make the sessions more impactful 

as it would be easier to present them in the school context. Interested teachers might then be allowed 

time off to attend sessions. To increase attendance, the facilitators felt that more marketing could be 

done to ensure greater exposure. Furthermore, they felt that teachers should be awarded Continuing 

Professional Development (CPD) points for attending interventions. The general feeling among the 

facilitators was that the content had been well presented and had made an impact as the teachers had 

been equipped with strategies and techniques for coping with and managing stress, and enhancing their 

psychological well-being. 

 

4.4.2 Outcome evaluation 

Visser (2022) explains that the outcome evaluation process can be done qualitatively by using 

focus group discussions, and quantitatively by using pre- and post-intervention surveys. For this 

research, a final focus group discussion was used. The teachers participated in the focus group 

discussion to explore their experiences of the programme and how it had benefitted them. The 

following themes from the group discussion were identified and summarised below: 

 

Stress management  

 Teachers felt that they had acquired coping skills to manage stress and identify certain triggers 

they need to avoid.  Below is an excerpt from some teachers on the skills gained. 

“I learnt how to deal with the stress, there's always this, but no matter what, and I’m going forth, I 

know how to carry my stress, I know how to deal with it, I know how to avoid certain issues.” 

 Another teacher stated, “Another thing I have learned this session where we spoke about tactics on 

how to manage your stress levels. So, I've realized that I'm using those tactics and at the moment, I 

don't get the stressed anymore like, I know how to manage my stress.”  

 

Playful activities 

Many of the teachers enjoyed playing and laughing together. The balloon activity highlighted 

the importance of using simple activities to improve mood and lighten spirits. In reaction to the activity 

and its impact, teachers said: 

“My favourite session was actually the first one, the one where we were blowing the balloons and you 

have to write all your problems on the balloon and after that you have to pop the balloon, you have to 
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kill. So, it made me realise that carrying all those problems, the balloon was light but they added. Me 

carrying all the balloons also made me realise that I don’t have to compare myself with anyone. 

Everyone has his or her own journey.” 

  

“My favourite part was playing, you know, the balloons and all that, you know, I learned doing things, 

you know, just colouring a book, things that doesn't really mean anything, you know, I've learned 

painting things that I didn’t know I could do I’m would that in my spare time. And I found that they 

take away a lot of stress that is in us. Most of the time I’m worrying about what ifs, things that will 

never ever happen, you know, but if I keep on doing play other things, then I feel good about it things 

that makes me feel good.” 

 

Universality of experiences 

 The comfort of knowing that they were not alone and there were others who shared their 

experiences was observed throughout the sessions. Teachers realised that they need not give up, the 

testimony of other teachers who overcame such incidents provided hope. 

“I always thought I had problems I'm working in a toxic environment. But listening to each and every 

one talk about their challenges at work. It made me realize I'm not the only one,” 

 

Confrontation, Bullying, standing up for your rights 

 Bullying and victimisation are prevalent in the education sector. De Wet and Jacobs (2013) 

highlight that this behaviour often leads teachers to quit the profession. Reflecting on the session on 

bullying and victimisation the teachers said: 

“I just like to talk about bullying. Realised that it starts with me. I'm the one who has to make it stop 

because if maybe people they see if you are somebody who don’t likes to talk they will bully you, so 

that I have learned that I have to confront the relevant people.” 

 

“Bullying and victimisation at work and I learnt it’s not only happening to me but it’s something that 

is happening across teachers and its quite sad but I’m happy that we learnt the strategies on the 

bullying at work. What I learnt in that session is that you should engage ourselves with the policies 

with it because in many cases the bullying stems from not knowing your rights and reading on 

responsibilities.” 

 

Assertiveness  

 Being able to freely express oneself and stand up for their rights was a strong topic throughout 

the session on bullying and victimisation. Teachers explained that at times they would avoid 
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confronting situations which they were not comfortable with and end up affecting their well-being. 

However, the intervention equipped them with the skill of assertiveness, and they practically 

implemented it in their lives. An example below of a teacher who practised assertiveness in one 

incident. 

“Guys, she said something very important. She said she learnt confrontation that's what I've learned 

as well. I've noticed that yesterday, I went to a mall and there was these four guys they were harassing 

a school child in front of everybody, actually I was so upset that these things they happen in front of 

all the other men watching, including the security. And I was the one that confronted them and no one 

said anything. But I kept on telling me what you're doing is wrong. This is harassment. And that's all 

it took to save the poor child. You know, so I felt good, of course, a lot. But I felt good after doing that, 

because sometimes that's all it takes”. 

 

Aerobics 

Similarly to the playful nature of the balloon activity, the aerobics activity presented during the 

burnout session highlighted to teachers the easy ways in which one could manage stress and reduce 

burnout. The teachers reflected on the activity as follows: 

“And uhm the aerobics part….sjoee..(laughing). Tjo, I couldn’t do anything I was laughing all the 

way. But I really enjoyed that and it does relief stress.”  

 

Another one said, “I also enjoyed the aerobics part because that day I was so stressed out from work 

but when we did that I was relieved when I went back home” 

 

Goals/Selfcare 

 Being at the forefront of transforming lives in the education industry has played a role in 

teachers often putting other’s (learners') needs before themselves. There is a sense of responsibility not 

to do any harm and make a positive impact, that little room is left for the teachers to take care of their 

needs. Through the intervention, teachers learnt that it is okay to be there for others but not at the 

expense of self. It encouraged them to put their goals, needs and desires first and to care for themselves. 

One teacher reflected on this skill learnt through the intervention:  

“Put my goals first that’s what I've learned, how to manage stress, that what I’ve learnt. So I've learned 

to manage my stress to put my goals first.” 

 

Humour 

 There is a saying, laughter is the best medicine. This is something often said in passing and it 

sometimes feels like people do not really grasp the impact it truly has. One teacher through the VIA 
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strength activity identified that humour is one of her strengths. Before the session, she knew that she 

loved joking but had not realised how this strength helps her and her colleagues cope with stress and 

difficult situations. She states,  

“My favourite session is when I discovered that my sense of humour, wow, I was wondering why people 

like to attach me whenever they’ve have problems, they will come to me and then the next thing when 

they they’ll say sjoe I feel so good. I don't know why I came to you. But I feel like you said things that 

I don't even know what to say. But the laughter it has kept them going and so it means I'll use it and 

use it and use it.” 

 

Creativity and initiative 

 Another strength that was identified through the VIA which the teachers had already begun 

implementing was that of creativity and initiating activities to improve lives. Teachers shared the 

following: 

 

“I started a book club for kids and extra classes for Maths I am doing it for free..because eh… ja its 

getting me excited.”  

 

“I started teaching the kids at our school gymnastics, our first session went well, so that me happy.” 

 

Good relationships 

 No man is an island. As human beings, we are interconnected in one way or another and that 

is why it is crucial to ensure that we work towards having good and healthy relationships that can boost 

and empower us rather than drain and frustrate. The session on relationships emphasised this and 

teachers were able to reflect on the impact of intentionally creating cordial and mutually beneficial 

relationships. The reflections below emphasise this:   

“The thing that makes me happy during term 2 when as we closed my learners just surprised me, the 

last day. They made a party for me, they bought cakes, snacks and also they asked their parents, 

someone asked her mom to cook a custard for me that make me very happy.” 

 

Another colleague stated, “something great that happened to me, this year I bought a cake and enjoyed 

it with the learners.”  

 

Sharing information & looking beyond self (being there for others) 

 Teachers highlighted that they felt the intervention had made a difference in their lives and they 

could not keep the information to themselves, realising that it might help other people. Describing this 

they stated: 
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“Take away…..uhmmm already I’m sharing the information with the colleagues, not only the 

colleagues, and my friends.”   

 

“I think the SMT and the principals they need it too and maybe you we can also pass the program to 

the learner because they are also having difficulties out there, so maybe letting them through this 

program can help as well.”   

 

These themes are expanded upon in the Chapter 5 (Discussion of findings). 

 

4.5 Conclusion 

 This chapter provided a review of the development of the intervention from the initial stages, 

i.e., the needs assessment, the evaluation of each session, and the evaluation of the outcome using the 

themes from focus group discussion. The results will be discussed in Chapter 5. 
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Chapter 5: Discussion of findings  

5.1. Introduction  

 With this study the researcher aimed to develop an intervention to empower teachers with 

coping skills that would enable them to manage stress and promote their psychological well-being. 

The themes that emanated from the results in Chapter 4 will now be discussed. First, the discussion 

will examine the needs assessment results that guided the development of the intervention, after which 

the focus will be on the teachers’ reactions while participating in the intervention.   

 Macaulay (1999) explains that action research is collaborative and is built upon respectful 

relationships between researcher and participants. It centres around the co-development and 

implementation of interventions to address a social problem. Components of the research, such as the 

needs assessment, were aimed at obtaining input from the teachers regarding their needs, challenges 

and strengths with a view to developing an intervention tailored to their context and experiences. The 

collaboration further included the implementation process, during which both the researchers and the 

participants played active roles. The researchers provided some knowledge and resources to equip the 

teachers with coping skills, and the teachers attending the sessions actively participated and shared 

their experiences to enrich the content of the intervention. The results of the needs assessment and the 

evaluation of the sessions' content will be discussed in the section that follows.  

 

5.2. Discussion of findings of the needs assessment 

 The needs assessment results showed that teachers face many problems, such as learner 

disrespect (22%), a lack of parental involvement (11%), high workloads and fatigue (7%), favouritism 

(7%), bullying and victimisation (7%), classroom noise (6%), learning barriers (4%), overcrowding 

(4%), lack of fitness (4%) and financial problems (4%). All these issues can affect teachers’ self-

esteem and result in low energy levels and increased levels of fatigue, which can contribute to them 

feeling discouraged and stressed.  The results showed similarities with the findings of other research, 

which included high workload (Naidoo, 2011; Steyn & Kamper, 2006; Van Wyk, 2006), overcrowding 

(Moloi, 2010), lack of parental involvement and learner ill-discipline (Jacob & Aloka, 2023; Rubbi et 

al., 2021), fatigue (Madigan & Kim, 2021) and bullying and victimisation (De Vos & Kirsten, 2015; 

Jacobs & Teise, 2019) as factors that contribute to stress.  

 Ill-discipline and unruliness disrupt class preparations and impact the teacher and other 

learners. Rubbi Nunan and Ntombela (2021) highlight the fact that teachers are being pushed to the 

verge of mental collapse by learners' constant antics and unwillingness to listen.  Jacob and Aloka 

(2023) emphasise that to ensure that learning occurs effectively in the classroom, it is important to 
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address all of these troubling behaviours that have an impact on the teaching and learning processes. 

The situation is exacerbated by the lack of cooperation among systems, such as parents and the 

Department, which could help prevent this problem. However, if teachers’ coping skills and 

confidence can be improved they might be able to deal better with learners’ inappropriate behaviour. 

The results revealed that some teachers made use of positive coping strategies, such as praying, talking 

to someone and engaging with learners. However, 28% of the teachers' responses indicated the use of 

avoidant coping strategies, such as avoiding dealing with issues and alcohol use, while 14% indicated 

that they felt they were not coping at all. Carver et al. (1989) and McFadden et al. (2021) point out that 

maladaptive coping mechanisms, such as avoidance, are risk factors for lower well-being and a lower 

standard of living, while adaptive coping techniques, particularly active coping and help-seeking, are 

linked to enhanced well-being and an improvement in the quality of the working environment. The 

intervention therefore aimed to enhance adaptive coping strategies as McFadden et al. (2021) allude 

to their importance to well-being. At the same time, the intervention sought to discourage the use of 

maladaptive coping strategies (for example avoidance, which some teachers had mentioned), which 

are marked as risk factors that give rise to lower levels of psychological well-being (Carver et al., 

1989; Holahan et al., 2005).  

Following this assessment, a six-session intervention was developed to equip teachers with 

coping strategies. The intervention was developed to address the coping and competence pathways 

from the 3C model (Herman et al., 2020) and also targeted some elements of the PERMA model to 

enhance psychological well-being (discussed in sections 2.1.3.1.6. and 2.3) (Seligman, 2011). The 

intervention engaged teachers in various activities, such as psychoeducation, self-exploration, 

mindfulness activities, aerobics, fun activities, self-care, a pin-a-strength wall and the development of 

peer support, which left them feeling hopeful (positive emotions) and motivated. The importance of 

good relationships was also emphasised and teachers explored how they could practically apply the 

content learnt to improve relationships. The various activities helped the teachers to better understand 

their purpose in life. Having intentionally attended and completed the intervention to promote their 

psychological well-being by reducing stress through gaining coping strategies, teachers experienced a 

sense of accomplishment which, as Seligman (2011) explains, may enhance their self-view and 

encourage development. 

 

A discussion of the findings based on each intervention session follows below. 
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5.3. Discussion of teachers’ responses to the intervention 

5.3.1 Stress management techniques  

The needs assessment revealed that a high percentage of teachers experienced high levels of 

stress, highlighting the importance of implementing interventions as a preventive strategy to promote 

teachers’ psychological well-being.  Session 1 aimed to help teachers identify stress and learn how to 

manage or cope with it. This was achieved through psychoeducation on stress and types of coping, 

completion of the stress inventory, the balloon activity to relieve stress and a mindfulness exercise. 

The importance of stress management for teachers is alluded to by many scholars (Ansley, 2021; 

Czerwinski, 2020; Flett, 2017; Hagermoser Sanetti, 2020; Jennings et al., 2013; Shimazu et al., 2003; 

Taylor et al., 2015). 

 The teachers appreciated the different coping strategies they were equipped with during the 

session, such as using play to manage stress and talking to others, and the realisation that they are not 

alone (the principle of universality) (Yalom & Leszcz, 2020). This realisation reduced feelings of 

inadequacy and incompetence in some teachers who initially blamed themselves for their inability to 

cope, thus normalising their feelings and experience of stress. Teachers indicated that the input of those 

who had gone through some of the experiences and conquered provided a glimmer of hope and fostered 

learning in the group. Teachers benefitted from the session through the sharing of experiences and 

solutions. Information was imparted and the session provided a space for fellow teachers to model 

their actions, which are important principles of group therapy (Yalom & Leszcz 2020).  

 Another activity that was well received by the teachers was the balloon activity, because of the 

meaning it held for each teacher and its playful nature. Teachers became aware of the value of 

participating in playful activities to manage stress. Towards the end of the intervention they indicated 

that they had started to use playful and fun activities, such as colouring, reading and painting at home 

to manage their stress. They realised that they need not always be serious, but can let their guard down 

every now and again to have fun and play, which will improve their mood and their views on issues. 

Playing and laughing together also foster social connectedness, which is useful in group therapy 

(Versfeld et al, 2022). 

Overall, the intervention guided teachers on how to conduct themselves in stressful situations 

and to identify the tools they can use to cope in those situations.  

 

5.3.2 Discussion on bullying and victimisation 

 During the needs assessment discussion, the facilitators were surprised to learn from the 

teacher’s responses how widespread workplace bullying and victimisation actually are, and that this 
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phenomenon is not restricted to learners only. The CCOHS (2019, para 1) indicates that bullying “is 

seen as acts or verbal comments that could psychologically or 'mentally' hurt or isolate a person in 

the workplace”.  Bullying can sometimes take subtle forms (CCOHS, 2019), which is more worrying 

as teachers may not easily notice that they are victims of bullying. During the session, the results of 

the Negative Attitude Questionnaire alerted the facilitators to the fact that at least 59% of the 

participating teachers confirmed some experience of bullying, which is high by any standard and 

indicates a toxic workplace. Bullying and victimisation can give rise to stress-related symptoms 

(CCOHS, 2019). This revelation highlighted a greater need for interventions to make the teachers’ 

working environment safe and conducive to positive collegial interactions that promote well-being 

and performance, rather than cause distress. 

 According to the teachers, the bullying is perpetrated by colleagues and SMT members, often 

because they lack the courage to stand up for themselves or say “No”. This type of bullying is 

mentioned in the research done by De Vos and Kirsten (2015). Since bullying has an impact on the 

school environment (De Wet & Jacobs, 2013; Jacobs & Teise, 2019), there is a need for a session that 

focuses on equipping teachers to manage this stressor.  

Teachers highlighted that the session had benefitted them in many ways. They indicated that 

they had been reminded of the importance of standing up for, or defending their rights, which is linked 

to the important aspect of knowing their rights. Many of the teachers were unfamiliar with their job 

descriptions, their rights and the policies in place, which made them vulnerable to abuse. They 

highlighted the need to defend their rights and not to allow anyone to infringe on them. Another skill 

teachers learnt was to be assertive and to speak up when they feel that things are not right. 

Assertiveness is the capacity to communicate one's emotions and stand up for one's rights while still 

respecting those of others (Eslami et al., 2016; Pourjali & Zarnaghas, 2010). Elsami et al. (2016) found 

that an assertiveness training programme lowered the levels of stress, anxiety and depression.  

 Describing a practical application of assertiveness one teacher recalled an incident when a 

young girl was being harassed by four men. The teacher spoke her mind and prevented the child from 

being victimised, which made her feel proud. This selfless act by the teacher also touched on another 

crucial group therapy principle, which Yalom and Leszcz (2020) describe as altruism. According to 

them, this type of selflessness can provide a sense of purpose or meaning in life. In standing up for the 

young girl, the teacher had applied assertiveness and was altruistic, which may have clarified her role 

in society and life. This teacher learnt that to prevent bullying she had to speak up. Looking away 

would not have solved the problem and it was by taking action that she could change the situation. 

 Teachers also expressed a desire to learn to say “No” without feeling guilty. They also wanted 

to learn how to stand up for their rights and freely express their feelings. Some teachers explained that 
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they often agreed to do things they did not really want to do, which invariably left them feeling 

frustrated and used. This session empowered them to say “No” when they did not feel comfortable 

about doing something, thus easing the pressure and avoiding any negative emotions. In this session 

one teacher mentioned how realising that her experiences of bullying and victimisation were not 

unique made her feel better. She acknowledged that it had been alarming to discover that such forms 

of abuse were so widespread, but that she felt relieved to hear that some of her colleagues had 

overcome it, which made her feel hopeful. This once again emphasised the principle of universality. 

It was evident that the practical application of skills learnt in the session was appreciated and 

made a difference.  

 

5.3.3. Discussion on burnout and time-management strategies 

 Schaufeli et al. (2020) mention four main dimensions of burnout: exhaustion, mental distance, 

emotional impairment and cognitive impairment. Exhaustion is described as lacking energy and feeling 

too drained to undertake any physical or mental task; mental distance refers to separating oneself from 

work and co-workers; emotional impairment presents as impatience and irritability; and cognitive 

impairment is observed as memory difficulties, attention deficiencies and poor cognitive performance 

(Schaufeli, 2020). The results of the questionnaire administered during the session indicated that 

although not all teachers seemed to be at risk of burnout, a high number of teachers were at risk for 

emotional impairment and overall 41% of the teachers were either at risk or at very high risk for 

burnout, which emphasised the need for an intervention.  

 The teachers benefitted from being made aware of their risk for burnout, and also from the 

time-management skills they had acquired, which they could use to prioritise or plan in advance. 

According to Garcia-Lopez (2023), burnout is most frequently the result of ineffective time 

management. Mitigating burnout, self-care, planning ahead and avoiding over-commitment are 

possible interventions. Proper time management is therefore important in ensuring that teachers 

manage their workloads effectively. Some teachers mentioned that they had learnt that to avoid burnout 

they should remember that they are allowed to say “No”, should avoid procrastination and use self-

discipline, among other strategies. They also mentioned learning about the value of exercise in 

reducing burnout, and about other coping strategies such as time management, using the three R’s 

approach to recognise the signs, reversing the damage by seeking support and managing stress and 

then building their resilience by taking care of their physical and emotional health. Other coping 

strategies learnt included setting boundaries, eating well, getting enough sleep and cultivating their 

creative sides.  
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Jackson (2013) asserts that exercise can be a valuable part of a stress management programme 

as it is helpful for those experiencing various forms of stress. Sharma et al. (2006) highlight the value 

of regular exercise to improve sleeping patterns and mood, and to relieve stress. During the aerobics 

activity it was evident that the teachers’ mood had improved as they laughed together. They 

encouraged each other to complete the activity and their interaction improved. They mentioned that 

they would certainly practise this skill in their lives as it was easy, affordable and did not require too 

much time, but had great benefits. 

Prioritising self was another theme that came to the fore. Courson (2021) states that teachers 

feel more confident in themselves and their skills when they take better care of themselves. The 

National Institute of Mental Health (2021) explains that self-care entails making the time to do things 

that promote physical and mental well-being, and enhance quality of life. Self-care can help an 

individual to manage stress, reduce the risk of illness and increase energy. The teachers mentioned that 

they often found themselves putting others (family and learners) first, and then having little or no time 

left to take care of their own psychological needs. One of the messages they took away from the session 

was that they should prioritise their own needs and practise self-care, which could reduce stress and 

improve their mental and physical health.  

 

5.3.4. Discussion on personal issues 

Personal issues that prevent people from performing at their optimum are a reality. This session 

aimed to empower teachers with coping strategies such as emotional regulation. However, their 

feedback indicated that this part of the session had been overshadowed by the strengths exercise. 

People often look elsewhere for solutions to problems they face, not realising that they themselves 

actually have the capacity to deal with their daily stressors. Park et al. (2004) introduced the twenty-

four character strengths that are used in the VIA and which all individuals can express. It became 

evident that while the teachers knew about these traits (love, humour, kindness, forgiveness, teamwork, 

etc.), they were unaware that these are not just traits, but strengths that they can apply, for instance, in 

order to attain work-life balance, deal with personal problems, attain emotional regulation and have 

self-awareness about issues that affect them. The VIA character strength survey (VIA Institute on 

Character, 2020) led teachers to discover their own strengths, thereby aiding them to cope better in 

stressful situations. 

One teacher mentioned that she often used humour to diffuse difficult situations. She realised 

that this strength was what drew people to her when they needed guidance or wanted to feel better, and 

that by showing kindness to others she reflected an attitude of care and willingness to listen. The effects 
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of using this strength not only solved problems for those who needed solutions, but also made her feel 

good about herself.  

Another teacher mentioned using her creativity to make each day more interesting for herself 

and the learners. Yet another talked about her love for reading that had inspired her to start a reading 

club for kids. The teachers found a sense of purpose and fulfilment in using their strengths to not only 

manage their stress, but to also have an impact on their learners and communities. The session on 

personal issues taught teachers to respond well in different situations by using their strengths as tools 

to manage stress.  

 

5.3.5. Relationships and boundaries – good relationships 

 This session focused on the importance of healthy relationships. Being alone all the time breeds 

a sense of loneliness and despair that intensifies when faced with difficulties in life (Uchino, 2004). 

Experiences of joy and a sense of belonging or acceptance are manifestations of the impact of strong 

social ties. The quality of one’s relationships impacts on one’s mental, emotional and physical health 

(Brickel, 2017; Uchino, 2004). In their feedback the teachers mentioned the importance of good and 

mutually beneficial relationships. It was important for them to be in good relationships that build and 

improve their well-being, rather than relationships that drain it.  

Reciprocity in relationships, which is the feeling that both parties in the relationship benefit, is 

indicative of a quality relationship (Canevello & Crocker, 2010). Teachers often feel misused by one-

direction relationships in which they find themselves ignoring their own needs by agreeing to do 

favours for others, even if they do so reluctantly. After learning about boundaries in relationships, the 

teachers mentioned the experience of cordial relationships in their classroom as a result of initiatives 

implemented by either themselves or their learners. One example of this is the teacher who bought a 

cake and shared it with her learners. Another mentioned that acknowledgement by the learners made 

her happy. In both cases the incidents fostered mutually respectful and appreciating relationships, 

which could potentially have a positive impact on the classroom environment and learning experience.   

With the skills acquired during the session on relationships and some reflection, teachers were 

better equipped to identify healthy and unhealthy relationships and take appropriate steps to promote 

their own well-being. At the same time, they noted the importance of open communication, not holding 

grudges and being honest about expectations as essential elements in maintaining relationships in a 

healthy state. Thus the teachers found a way to effectively reduce their stress levels by avoiding 

unhealthy relationships which, according to Buck (n.d.), may trigger stress and anxiety. 
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5.3.6. Discussion on meaning and accomplishment 

There is no denying that human beings are driven by results that give them meaning, which 

explains the importance of accomplishment. This issue speaks directly to the goals people set for 

themselves. Seligman (2011) puts the attainment of goals at the centre of accomplishment, which 

results in meaning when people achieve what they had set out to achieve. During this session it was 

clear that the teachers were excited as they realised that they were about to be rewarded for making 

the effort to attend the sessions.  The attainment of goals makes people look back at their achievements 

with pride. This was not only important to the teachers in their personal lives, but also in their work 

environment.  

 In their feedback responses, some teachers mentioned that they had been enabled to better plan 

their work to ensure that they would achieve results in line with the targets set at the start of each 

school year. They also mentioned that to ensure that they all perform together, they had to develop an 

attitude of helping their colleagues and friends by sharing the information they had learnt. Two of the 

teachers demonstrated the value of what they had learnt by starting a book club and offering extra 

mathematics lessons to help and give back to learners. It is crucial to note how in both the 

aforementioned cases the teachers’ actions resulted in positive emotions (excitement, happiness). They 

felt that they had made a difference, which improved their mood and gave them a sense of purpose. 

Their altruistic behaviour will most likely have a positive impact on their communities and 

environments. Referring to the socio-ecological theory, Bronfenbrenner (1977) explains that an 

improvement in the well-being of an individual stands to influence their meso and macro levels of 

engagement as well.  

 The intervention seemed to have created a safe space for teachers to learn in, build a sense of 

belonging and trust, and discuss their problems without feeling judged. This made them feel as if they 

were friends. Teachers were socially connected by their experiences and similar contexts and flocking 

together on the journey of teaching. Versfeld et al. (2022) introduced the concept of “flocking together” 

to emphasise the importance of social connectedness and shared experiences by creating shared 

emotional and intellectual resources to enable teachers to support one another and survive challenges. 

When asked to reflect on the impact of the intervention and whether it should continue, the teachers 

said that the programme had been beneficial and should continue as it might also help other people. 

One teacher suggested that the content of the intervention should be made available on a website so 

that it could be readily accessible to teachers for their empowerment. 

 These responses by the teachers attest to the positive impact of the intervention and advocate 

for more of such interventions. 
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5.4. Theoretical reflection  

The use of various activities in effective stress management interventions is supported by previous 

literature. Although there are many other activities that can be used effectively, we will highlight only 

those that formed part of our intervention:    

• Mindfulness (Ansley et al., 2012; Frank et al., 2013; Hepburn et al., 2021; Jennings, 2013; 

Schussler, 2015; Taylor, 2015)  

• Relaxation (Ansley et al., 2021)  

• Physical activities (exercise, play, yoga) (Hepburn et al., 2021; Pelser, 2015) 

• Gratitude (Hepburn et al., 2021)  

• Increasing social support and relationships (Shimazu et al., 2013; Versfeld et al., 2022) 

• Basic self-care (Ansley et al., 2022) to reduce stress and promote well-being in different areas 

of one’s life.  

 

Some of the unique activities included in this intervention were the balloon activity, identifying 

triggers of stress, practising assertiveness, the VIA Strengths survey, singing and promoting good 

relationships. The positive impact of all these activities, aimed at helping teachers cope with stress and 

enhance their psychological well-being, was evident.  

 During the intervention, the concept of universality was strongly emphasised. In explaining the 

concept of universality, Yalom and Leszc (2020, p.15) state: “Many individuals enter therapy with the 

disquieting thought that they are unique in their wretchedness, that they alone have certain frightening 

or unacceptable problems, thoughts, impulses and fantasies.” They assert that realising that one’s 

experiences are not unique is an influential source of relief. The teachers welcomed the notion of “I 

am not alone” in this intervention. Being made aware of the fact that others experienced the same 

problems as they did reduced their feelings of inadequacy and incompetence, and made them realise 

that they need not blame themselves, as some of them had initially done. It thus normalised the feelings 

and experience of stress. Furthermore, there was a sense of cohesion, which resulted in peer support 

throughout the sessions. 

 

5.5. Contribution of this study  

 In embarking upon this study, it was evident that very few stress management interventions 

had been implemented to assist teachers in the South African context. A study of the available literature 

on research and interventions relating to teachers’ stress had been conducted in the North-West 

Province (Pelser, 2015; Versfeld, 2022), the Free State (Van Wyk, 2006), KwaZulu-Natal (Naidoo, 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



92 

 

 

2011) and the Western Cape (Johnson, 2015). However, there were no published studies reporting on 

such interventions undertaken in the province of Gauteng. Some of the abovementioned studies, such 

as those undertaken by Pelser (2015) and Naidoo (2011), are research studies on the impact of stress 

and stress management, and not on interventions. This study therefore bridges this gap by developing 

an intervention for teachers working in low and middle socio-economic communities in Gauteng. 

Furthermore, the intervention managed to provide mechanisms for teachers to help them to alleviate 

stress in the short term. The teachers who participated were provided with invaluable information on 

how to deal with stressful situations in the workplace that are caused by the many challenges prevalent 

in Gauteng schools. The intervention developed a unique combination of stress management strategies 

based on literature and integrated it with the theory and practices of positive psychology. This 

intervention can be further enhanced in future studies to increase its impact on teachers’ lives. 

 

5.6. Limitations of the study  

 An important limitation of the study was the varied and declining attendance of sessions by the 

teachers. Although 52 teachers attended the first session, the numbers declined due to a gap between 

the first session (7 and 9 June 2022) and the second session (16 and 18 August 2022), which was 

caused by the presenter's course schedule and the school holidays in between. Time gaps between 

presentations may cause teachers to lose interest in continuing their participation. This should be 

considered in the planning of future interventions. Additionally, the study relied on self-reporting and 

the results were short-term. 

The intervention for each group was presented one afternoon per week after school. In their 

feedback, the teachers often mentioned the issue of the time the intervention was presented.  Many 

teachers could not attend certain sessions because of other school commitments, meetings or training 

sessions presented by the education authorities. Some teachers felt that after a long school day they 

were too tired to attend the sessions and suggested that the intervention should be held during school 

holidays.  

Another limitation was that it might have been better to administer a career- and context-

specific stress assessment, rather than the general stress-management questionnaire. The Teacher 

Stress Inventory (TSI), a short self-report questionnaire for evaluating teacher stress that has been 

validated for the South African teacher cohort (Boshoff et al., 2018) might have been more appropriate. 

Lastly, since the goal of the intervention had been to provide teachers with coping skills to reduce 

stress and promote psychological well-being, using a psychological well-being assessment to assess 
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teachers' psychological levels pre- and post-intervention would have been beneficial (although this 

was in fact part of another component of the project and the outcome data forms part of another study). 

 

5.7. The way forward  

 As a way forward, a peer education system where teachers present the programme, or a few 

sessions, to fellow teachers in their schools would perhaps be beneficial. The availability of the 

background to, and the content of the intervention on the World Wide Web would serve as an enabler 

for teachers all over the country to become involved in stress management.  Since the stressors present 

in the school context and the education system remain the same, teachers need to be assisted with more 

than coping skills in order to obtain optimal results. Herman (2020) highlights the importance of 

interventions in the context pathway. This relates to the need for officials in the Department of 

Education and school management teams to participate in similar stress management interventions so 

that they can take care of their own health and then create a school environment (context) that will 

promote teachers’ health and well-being.  

 In the feedback forms, teachers raised the need for one-on-one counselling services, 

highlighting the possible need for psychologists or counsellors at schools to attend to teachers, which 

would also provide much-needed relief for the teachers in that the presence of a psychologist would 

ensure that learners and teachers who require support would be attended to. However, due to the lack 

of mental health resources, it would be difficult to provide one-on-one counselling at schools. This 

programme, together with support from teachers, can be implemented at schools as a prevention and 

promotion strategy to prevent stress and promote the psychological well-being of teachers in their 

context. Teachers who need additional services after participating in such group interventions could 

be referred for professional services.    

 

5.8. Conclusion 

 This research was undertaken to develop an intervention that would enhance psychological 

well-being through empowering teachers with coping skills to reduce stress. From the discussion, we 

learned about the various skills and aspects of the intervention that teachers benefitted from.  This was 

linked to research that supports the usefulness of these skills in reducing stress and improving 

psychological well-being, which provided scientific support for the areas of focus during the 

intervention. Furthermore, it was concluded that the programme's content contributed to teachers’ 

well-being, as reflected in the lived experiences of teachers communicated after their participation in 

the intervention. It is important to note that the intervention focused on the teachers, and there is still 
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an urgent need for school management and representatives of the Department of Education to 

participate in such interventions to enable systemic change.  
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Appendix B: Feedback forms – Teachers 
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Appendix C: Feedback forms – Facilitators 
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Appendix D: Participant Information Letter 

 
PARTICIPANT INFORMATION SHEET 

 

PROMOTING PSYCHOLOGICAL WELL-BEING OF TEACHERS: STRESS 

MANAGEMENT PROGRAMME   

 

The Department of Psychology at the University of Pretoria present a stress management course for 

teachers. We invite you to take part in the intervention. Before you decide to participate, it is important 

that you know what it will involve. Please take some time to read the following information carefully, 

which will explain the details of this research. Please feel free to ask the researcher if there is anything 

that is not clear or if you need more information. 

 

WHAT IS THE PURPOSE OF THE RESEARCH? 

The purpose of the intervention is to assist teachers to improve their ability to deal with the many 

challenges they experience and to promote their resilience and psychological well-being. To make sure 

that the intervention really promotes teachers’ wellbeing, we will assess the outcome of the 

intervention and get teachers’ recommendations on improving the intervention.  

 

WHY HAVE YOU BEEN INVITED TO PARTICIPATE? 

You are invited to participate in the intervention, because the principal of your school expressed 

interest in your school participating in the intervention. You can decide if you want to participate or 

not.  

 

WHAT IS THE NATURE OF MY PARTICIPATION IN THIS STUDY? 

• You are requested to participate in at least four of the six sessions of the intervention for 

teachers, presented once a month after school at a convenient time and place for teachers. The 
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sessions will be 60 to 90 minutes long and will be in the form of small support groups focusing 

on psychological experiences of teachers. The sessions will involve experiential learning and 

small group participation.  

• After each session teachers will be expected to complete a feedback form on what you 

experienced during the session, what was valuable and what can be changed.  

• You will be asked to complete a questionnaire about your own psychological wellbeing before 

and after the intervention. The questionnaire will take about 15 to 20 minutes to complete. 

• After the intervention you can volunteer to be interviewed about your experience during and 

after participating in the intervention. This information will be used to improve the intervention 

for future use. 

   

CAN I WITHDRAW FROM THIS STUDY EVEN AFTER HAVING AGREED TO 

PARTICIPATE? 

Participating in this study is voluntary and you are free to withdraw at any time without giving a reason 

and without negative consequences.  

 

WILL THE INFORMATION THAT I CONVEY TO THE RESEARCHER BE KEPT 

CONFIDENTIAL? 

• Anonymity will not be possible as you will participate in a small group. But we can assure 

confidentiality of your information. In the beginning of the intervention the group will decide 

on group rules and one of them is that personal information will not be discussed outside of the 

group. Participants can also decide what they feel comfortable to share in the group.  

• All data collected about the intervention will be kept confidential as personal information will 

not be linked to the opinions of people. The results of the study will be reported anonymously 

and in group context.  

• Only the researchers of this study will have access to your personal information. This 

information will be kept confidential, except in cases where the researcher has to make a 

referral to promote your health, such as abuse and suicide risk. 

 

WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 

You will benefit personally by learning skills how to care for and promote your own wellbeing despite 

experiencing challenges. Participation will promote your own sense of well-being. You will also be 
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able to use these skills to develop your relationships with other people and help others to promote their 

own psychological well-being. You will thus be able to facilitate wellbeing in your school and family.  

Additionally, through your feedback about your experiences during the intervention, you will 

contribute to the development of the intervention to promote future implementation for other teachers.  

 

WHAT ARE THE ANTICIPATED RISKS FROM TAKING PART IN THIS STUDY? 

The risks are low, although you may become aware of personal challenges that you experience. The 

intervention will be presented by senior Psychology students that can refer you for professional help 

if needed.   

 

WHAT WILL HAPPEN IN THE UNLIKELY EVENT THAT SOME FORM OF 

DISCOMFORT OCCUR AS A RESULT OF TAKING PART IN THIS RESEARCH STUDY? 

Should you have the need for psychological assistance during or after the intervention we will refer 

you to the Education Employee Health and Wellness Centre.   

 

HOW WILL THE RESEARCHER(S) PROTECT THE SECURITY OF DATA? 

Participant information in hard copies be will locked in the cabinet and electronic data will be kept in 

a file that is password protected in the Department of Psychology. Information will be stored for 15 

years. Future use of the stored data will be subject to further Research Ethics Review and approval if 

applicable. 

 

WHAT WILL THE RESEARCH DATA BE USED FOR? 

The information gathered from the participants will be used to improve the intervention for future use 

to promote teachers’ psychological wellbeing.  It may also be used to publish academic papers and to 

share at national and international conferences to inspire more researchers to attend to teachers’ 

psychological wellbeing.  

 

WILL I BE PAID TO TAKE PART IN THIS STUDY? 

Unfortunately, you will not be paid to take part in this study but refreshments/lunch will be provided 

at each session.  

There will be no costs involved to you if you take part in this study. 

 

HAS THE STUDY RECEIVED ETHICS APPROVAL/ PERMISSION? 
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This study has received written approval from the Research Ethics Committee of Faculty of 

Humanities, University of Pretoria. Ethical approval number is HUM010/0322. A copy of the approval 

letter can be provided to you on request. Additionally, the project has been approved by the Gauteng 

Department of Education and Tshwane South district. The letters are available on request.   

 

HOW WILL I BE INFORMED OF THE FINDINGS/RESULTS OF THE RESEARCH? 

The findings of the research will be shared with the Department of Education and your school principal 

with the request that they inform all teachers and specifically the participants.  

 

WHO SHOULD I CONTACT IF I HAVE CONCERN, COMPLAINT OR ANYTHING I 

SHOULD KNOW ABOUT THE STUDY? 

If you have questions about this study or you have experienced adverse effects as a result of 

participating in this study, you may contact the researcher whose contact information is provided 

below. If you have questions regarding the rights as a research participant, or if problems arise which 

you do not feel you can discuss with the researcher, please contact the Head of the Department of 

Psychology whose contact details are below or Linda Forson at the Gauteng Department of Education: 

linda.forson@gauteng.gov.za 

 

Thank you for taking time to read this information sheet and in advance for participating in this study. 

     

Researcher 

Name Surname……Prof Maretha Visser…… Signature ………… ………. 

Contact number……012 420 2549 / 082 8898338 

Email address………Maretha.visser@up.ac.za 

      

Head of Department  

Name Surname……Prof Tharina Guse 

Email address……tharina.guse@up.ac.za 
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Appendix E: Informed Consent 

 
Promoting the psychological well-being of teachers 

WRITTEN CONSENT TO PARTICIPATE IN THIS STUDY 

I, __________________ (participant name), confirm that the person asking my consent to take part in 

this research has told me about the nature, procedure, potential benefits and risks of participation.  

STATEMENT AGREE DISAGREE NOT 

APPLICABLE 

I understand that my participation is voluntary and that I am free to 

withdraw at any time, without giving a reason, and without any 

consequences or penalties. 

 

   

I understand that information collected during the study will not be 

linked to my identity and I give permission to the researchers of this 

study to access the information. 

 

   

I understand that this study has been reviewed by, and received ethics 

clearance from Research Ethics Committee Faculty of Humanities of 

the University of Pretoria. The project has also been approved by 

Gauteng Department of Education. 

 

   

I understand who will have access to personal information and how 

the information will be stored with a clear understanding that I will 

not be linked to the information in any way. 

 

   

I understand how this study will be written up and published. 

 

   

I understand how to raise a concern or make a complaint. 

 

   

I consent to being audio recorded if needed. 

 

   

I consent that my contribution can be used in research outputs such 

as publication of articles, thesis and conferences as long as my 

identity is protected. 

 

   

I give permission to be quoted directly in the research publication 

whilst remaining anonymous.  
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I give permission that the data can be used for future research. 

 

   

I have sufficient opportunity to ask questions and I agree to take part 

in the above study. 

   

 

             

Name of Participant   Date   Signature 

 

 

           

Name of person taking consent  Date   Signature  
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Appendix F: Breakdown of Intervention 

Session Type of exercise Supporting literature 

Session 1 

Stress Management 

Psychoeducation on stress (Bauml, 2006); (Cohen et al., 2016); 

(Selye, 1976) 

Types of coping (Lazarus & Folkman, 1984); (Herman et 

al., 2020) 

Balloon activity to lighten the spirits of the 

teachers – PLAY 

(Robinson et al., 2019); (Van Vleet et al., 

2019) 

Completion of Holmes-Rahe Life Stress 

Inventory 

(Holmes & Rahe, 1967) 

Mindfulness exercise (Ansley et al., 2012); (Frank et al., 2013) 

(Hagermoser Sanetti et al., 2020); 

(Hepburn et al.,2021); (Jennings et al., 

2013); (Shussler, 2015); (Taylor et al., 

2015)  

Session 2 

Bullying & 

victimisation 

Psychoeducation on bullying victimisation 

and assertiveness 

 

(Bauml, 2006); (De Wet and Jacobs, 

2013); (Eslami et al., 2016); (Jacobs & 

Teise, 2019); (Pourjali & Zarnaghas, 

2010) 

Video on bullying and victimisation https://youtu.be/CZwtJoQAT7I (eNCA, 

2021) 

Negative Acts Questionnaire 

 

(Einarsen et al., 2009) 

Session 3  

Burn Out 

Psychoeducation & signs of burnout  (Bauml, 2006); (Schaufeli et al., 2020) 

Aerobics activity  
 

https://www.youtube.com/watch?v=enYITYwvP

AQ 

Jackson (2013); (Sharma et al., 2006) 

Completing of BAT (Schaufeli, Desart, et al., 2020) 

Session 4 

Personal Issues 

Completion of VIA, Self-awareness and 

strength identification 

https://www.viacharacter.org/account/reg

ister  

(VIA Institute on Character, 2020) 

Psychoeducation (Bauml, 2006) 

Regulation of emotions - Mindfulness (Hagermoser Sanetti et al., 2020); 

(Jennings et al., 2013); (Taylor et al., 

2015) 

Pin-A-Strength-Wall (fun) (Robinson et al., 2019);  

Singing (Fancourt et al., 2019) 
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Session 5 

Relationships 

 

 

 

 

 

 

 

 

 

Psychoeducation on good relationships 

 

(Bauml, 2006); (Canevello & Crocker, 

2010) 

Activity – Broken Telephone (to highlight 

communication failures and boundaries) 

 

(Hiew et al., 2016); (Ogolsky et al., 2017) 

Activity – Gratitude Letters 

 

(Froh et al., 2009); (Guse, 2020); 

(Seligman et al., 2005); (Toepfer et al., 

2012); Waters et al. (2021) 

Mindfulness Activity (Ansley et al., 2012); (Frank et al., 2013) 

(Hagermoser Sanetti et al., 2020); 

(Hepburn et al.,2021); (Jennings et al., 

2013); (Shussler, 2015); (Taylor et al., 

2015)  

Session 6  

Meaning & 

Accomplishment 

Meaning activity 

 

What have you learnt?  

What were/is your favourite session?  

Take away: how to use the knowledge in 

the future?  
 

Seligman (2011) 

Handing out of certificates = 

(accomplishment) 

 

Seligman (2011) 

Celebration with music and dancing 

 

(Robinson et al., 2019); (Van Vleet et al., 

2019) 

Table 4 Exercises Performed During Intervention. 

 

1. Breakdown of intervention 

Session 1: 

 The first session focused on Stress management. It included psychoeducation on stress, signs 

to identify stress and types of coping (adaptive and maladaptive). Additionally, the Holmes-Rahe Life 

Stress Inventory (Holmes & Rahe, 1967) was given for each teacher to complete to assess their stress 

levels. According to Noone (2017), this scale implies that adjustment to change in life necessitates an 

effort, followed by an attempt to regain stability. A short stress info leaflet was provided to the teachers 

to remind them of alternative coping strategies they can practice.  

 Considering that adjustment to change in life requires effort and means to regain stability, this 

stress management intervention and session one’s focus on stress is essential. Further relevance for 

focusing on stress and coping abilities is emphasised by many scholars who highlight the adverse effect 

of stress on teachers’ well-being (Cloete, 2015; Herman et al., 2020; Schneiderman et al., 2005; 
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Shahavarani, 2015; Yaribeygi et al., 2017) and how teachers need to be empowered with coping skills 

to deal to mitigate stressful situations thus improving their well-being in various contexts (Ansley, 

2020; Czerwinski et al., 2020; Jennings et al., 2013; Schussler, 2015; Taylor et al., 2016; Versfeld, 

2022).  

Moreover, the balloon activity was done to get the teachers to play and lighten the spirit, which 

improves the mood and is beneficial for well-being (Robinson et al., 2019); (Van Vleet et al., 2019). 

The balloon activity was aimed at getting the teachers to think about their goals, write them down on 

the balloon and race towards the finish line while kicking, hitting or any behaviour they thought of. 

This exercise highlighted to the teachers that although they may have a plan to get the balloon to the 

finish line (i.e. how to achieve their goals), things sometimes work out differently than planned and 

may create stress and frustration. However, it is important to not give up because of the challenges but 

to find alternative ways to cope with the challenges and still reach their goals. This activity was 

beneficial because it allowed the teachers to consider their aims and aspirations and see how each 

teacher approached the task differently. Nevertheless, eventually, everyone aimed to cross the finish 

line. Additionally, they discovered there was no need to compare themselves to others because they 

were unique and could approach life and achieve their objectives in their own way. The session was 

concluded with a mindfulness exercise, which scholars agree on its efficacy in reducing stress and 

improving well-being (Ansley et al., 2012; Frank et al., 2013; Hagermoser Sanetti et al., 2020; Hepburn 

et al.,2021; Jennings et al., 2013; Shussler, 2015; Taylor et al., 2015). 

Session 2: 

 In session two, a PowerPoint presentation (psychoeducation) on Bullying and victimisation 

was presented, a video from eNCA (2021) https://youtu.be/CZwtJoQAT7I discussing the matter was 

played and the Negative Attitudes Questionnaire-revised version (Einarsen et al., 2009) was 

administered to ascertain how many if any of the teachers experienced Bullying and Victimisation. 

The results from the needs assessment revealed that teachers mention bullying and victimisation at the 

workplace as a challenge which causes them stress. 

 Jacobs and Teise (2019) emphasise that workplace bullying is prevalent among teachers in 

South Africa, especially bullying related to their line of work. They elaborate that research reveals that 

an organisation's culture can either discourage or encourage bullying. This is supported by De Wet and 

Jacobs (2013), who concluded that workplace bullying is rife in South African schools and calls for 

institutional and policy solutions and interventions. Hence, this intervention focused on this aspect in 

the interim while policies are being looked into to provide teachers with skills and knowledge to protect 

themselves. Looking beyond just the policies, the teachers were empowered to be assertive when they 
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experience or observe others being bullied. They were empowered to look out for each other and not 

to keep quiet. 

Session 3:  

 In session three, psychoeducation on Burnout and Time Management was given. The 

teachers were asked to complete the Burnout Assessment Tool (BAT) (Schaufeliet al., 2020). Through 

the guidance of the facilitators, the teachers scored their survey to determine their own level of burnout.  

To address their level of burnout, the teachers were introduced to time management. Additionally, an 

element of self-care and exercise was introduced. To complete the session, teachers participated in an 

aerobics session https://www.youtube.com/watch?v=enYITYwvPAQ, as part of healthy living - 

another strategy or coping technique to overcome stress and burnout.  

 Jackson (2013) and Sharma et al. (2006) both highlight the value of exercise in promoting well-

being. Furthermore, Ansley et al. (2021) emphasise the importance of self-care. To reduce stress, 

teachers needed to identify improvement areas, such as planning their time better, as reflected in their 

responses in Chapter 4. The session provided valuable information regarding burnout and coping 

strategies such as time management and aerobics. Teachers also had lots of fun during the aerobics 

session, which was beneficial. 

Session 4:  

 Session four entailed introducing Personal Issues, which included Work-Life balance, 

boundaries, how to deal with personal issues, emotional regulation (Mindfulness activity) and self-

awareness. Teachers became aware of their capacities and strengths by completing an online VIA 

character strength survey https://www.viacharacter.org/, which helped them identify their strengths.  

Upon getting their results, teachers were asked to identify the strength or two they would like to share 

with the group, write it on a piece of paper and pin it on the wall while answering the question, how 

does it make them feel and how can they use it in their lives? This drew some positive emotions from 

teachers and made them feel hopeful. Schutte and Malouff (2019) explain that identifying and 

creatively applying one's character strengths can enhance well-being, vitality, and connectedness, all 

of which can improve mental health. This is supported by Niemiec (2018), who asserts that working 

with clients (and our own) character strengths enhances well-being, builds resilience, strengthens 

connections (relationships), and establishes solid and supportive environments. Identifying their 

character strengths and using mindfulness activities to regulate emotions, teachers left the session 

better equipped to manage stress. Furthermore, reflecting on the PERMA model, teachers experienced 

positive emotions (happiness) and a sense of meaning for the potential they can still attain and do with 

the discovered strengths, highlighting the relevance of the activity. 
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Session 5:  

 Session five included psychoeducation on Relationships.  A communication activity (broken 

telephone) focused on the importance of communicating clearly and how listening plays a crucial role 

in the communication process. Hiew et al. (2016) and Ogolsky et al. (2017) emphasise that 

communication is the heart of relationship satisfaction, and it has the potential also to influence positive 

conflict resolution and sharing of individual victories (De Netto et al., 2021). Additionally, boundaries 

and the value of having boundaries were discussed, which Buck (n.d.) emphasises is essential in any 

relationship. Teachers also got an opportunity to reflect on gratitude. They were asked to think of 3 

relationships they were grateful for or encouraged to write a gratitude letter. Research reveals that 

gratitude letters enhance happiness and life satisfaction (Waters et al., 2021). Guse (2020) writes that 

gratitude exercises involve showing others an appreciation for their selfless acts. Lyubomirsky (2008) 

expounds that it also entails living in the present, being appreciative of your life as it is currently, and 

being grateful for all the people and things that have contributed to it. Guse (2020) highlights various 

studies showing the positive effects of writing gratitude letters (Seligman et al., 2005; Froh et al., 2009; 

Toepfer et al., 2012). She states, “Doing so seems to contribute to increased happiness and life 

satisfaction as well as decreased depressive symptoms” (Guse, 2020, p.341). Based on the research 

mentioned above, these various aspects were included in the relationship section of the intervention. 

Finally, a mindfulness activity was practised in closing to continue practising emotional regulation. 

These skills can contribute to good relationships. Mindfulness, as detailed by Schussler et al. (2015), 

helps individuals to gain a better understanding of their own needs. Other participants mentioned that 

it helped them to become less reactionary, improving their self-regulation. In other interventions 

implementing mindfulness activities, Jennings et al. (2013) and Taylor et al. (2016) highlighted that 

mindfulness helps establish mindful coping strategies, self-care and compassion.  

Session 6:  

 Session six included an introduction to the session on Meaning and Accomplishment. People 

are motivated by a sense of fulfillment after achieving their goals because it gives their lives purpose. 

According to Seligman (2012), having the motivation to finish the tasks at hand, working toward and 

accomplishing goals, and successfully completing activities are all ways to feel accomplished.  He 

suggests that doing so allows people to reflect on their lives with pride, which improves wellbeing. 

Teachers were very excited about this session as it highlighted their accomplishments and generated a 

sense of pride. Despite the challenges and hindrances, teachers felt proud to have put their well-being 

first and equipped themselves with coping mechanisms to manage stressful situations. Receiving 

certificates was a confirmation of the goal they managed to attain. Later, teachers participated in a 
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group discussion with reflective questions on what the teachers have learnt. What was their favourite 

session, and how they would use the knowledge gained in their teaching practice. 

Appendix G: Turnitin Similarity Results 
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Appendix H: Language Editing (Editors Statement) 
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