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Abstract

This study examines the relationship between psychological capital and well-being in a
sample of 1,502 teachers. Teaching has been consistently identified as one of the most
stressful occupations, a situation that inherently raises questions about teacher wellbeing.
This study explores the extent to which psychological capital can act as a protective factor
against stress and also examines the role of appraisal and coping in the stress-strain
relationship. Teachers across New Zealand and from a range of teaching levels completed
surveys measuring psychological capital, challenge and threat appraisal, task-focussed and
emotion-focussed coping, affect, perceived stress, and life satisfaction. Data analysis
identified direct and indirect effects of psychological capital on outcome measures of well-
being and stress. Teachers with higher levels of psychological capital reported higher levels
of well-being and lower levels of stress. Psychological capital was positively related to life
satisfaction (r = .47, p <.01) and positive affect (r = .63, p <.01), and negatively related to
perceived stress (r = -.66, p <.01) and negative affect (r=-.61, p <.01). In addition,
psychological capital was a significant predictor of outcome measures. Psychological capital
was also positively related to challenge appraisal and task-focussed coping, and negatively
related to threat appraisal and emotion-focussed coping. Task-focussed coping was found to
mediate the relationship between challenge appraisal and measures of well-being.
Teachers high in psychological capital were more likely to appraise a situation as a challenge
than a threat, and as a partial mediator, task-focussed coping explained some of the

relationship between challenge appraisal and well-being.
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Introduction to the Current Study

Teaching is consistently identified as one of the most stressful occupations that leads
to negative outcomes which include high levels of attrition (Boe, Bobbitt, Cook, Whitener, &
Weber, 1997), burnout (Hakanen, Bakker, & Schaufeli, 2006), and diminished mental and
physical health (Darr & Johns, 2008). The economic, social and emotional costs of high
stress levels is significant. With evidence that teacher well-being has at least indirect effects
on student academic performance and socio-emotional adjustment (Malmberg & Hagger,
2009; Roth, Assor, Kanat-Maymon, & Kaplan, 2007) it is important for research to identify
positive supports for well-being and potential buffers of workplace stress. Creating school
contexts that foster teacher commitment and well-being is imperative if dropout rates and
levels of occupational stress are to be reduced. Additionally, exploring and identifying
individual differences that either buffer the effects of stress or play a direct role in
promoting well-being and life satisfaction may help contribute to further understanding

stress and well-being within the education sector and inform interventions.

Previously, researchers have identified relationships between coping styles and
levels of well-being (Lapierre & Allen, 2006). Different types of coping can be more or less
effective depending on situational factors and individual differences. Coping strategies may
include resolution-focussed actions, changing how one engages on an emotional level with
the problem, or attempts at avoiding it altogether (Lazarus & Folkman, 1984). Each of these
strategies can be regarded as beneficial or detrimental to well-being depending on how and
when they are used. For example, a student with an upcoming exam may initially avoid the
required study which can alleviate the pressure (at least temporarily). However, if they use

avoidant coping for a prolonged period this is likely to lead to an increased feeling of strain if



they do not then adopt some form of task-focused strategy, i.e. revision and exam

preparation.

Types of coping may be influenced by how an individual perceives the situation. Not
all demands act in the same way for all individuals; two people may face similar demands
but appraise, and subsequently address, the difficulty in different ways. One may perceive
that the demand poses a threat to their well-being, perhaps because they believe they do
not possess the resources, skills, or support required to be successful in overcoming the
difficulty. The other may appraise the demand as a situation which poses a challenge;
something they believe they can overcome and which may simultaneously develop a sense
of achievement, mastery or accomplishment. The event or demand in itself is not
independent of the appraisal process; it is this process which gives meaning to the event

(Lazarus & Folkman, 1984).

In the face of a demanding situation, what is required is a balance between the
demand and the available resources to tackle it effectively. It has been suggested that an
imbalance in demands and resources (i.e. high level of demands with low resources) plays a
contributing role in work-place strain, regardless of occupation (Demerouti, Bakker,
Nachreiner, & Schaufeli, 2001). It may be that the better equipped with resources teachers
are, the more likely they are to perceive a situation positively rather than as a threat. In
turn, this may relate directly to the type of coping selected and ultimately influence

emotional and psychological well-being.

Available resources for teachers may be found across a range of levels. At a policy
level, curriculum documents, professional development and support resources may provide

direction and guidance, while at the level of the employing organisation, leadership skills,



managerial approaches and school-wide decision making have been shown to be protective
factors (Leithwood, 2005). In addition to the organisational, interpersonal and
environmental resources are the individual characteristics that teachers bring with them to
the role. Such characteristics may include personality, a sense of purpose and meaningful
work, and motivational attributes which facilitate achievement of goals. Four such
characteristics have been found to contribute to a multidimensional construct known as
psychological capital. Psychological capital is made up of self-efficacy, hope, resilience and
optimism (Luthans, Luthans, & Luthans, 2004). Higher levels of psychological capital can
result in positive outcomes such as improved performance (Clapp-Smith, Vogelgesang, &
Avey, 2009; Gooty, Gavin, Johnson, Frazier, & Snow, 2009), lower levels of absenteeism and
intentions to quit (Avey, Luthans, & Jensen, 2009), and better psychological well-being
(Avey, Luthans, Smith, & Palmer, 2010). The present study will investigate psychological
capital as an individual difference that plays a role in outcomes of well-being. Those
teachers with higher levels of psychological capital may consider themselves to have a
resource which can be drawn upon when faced with a difficult situation and additionally,
may have a stronger propensity towards positive appraisals and effective coping strategies.
This study proposes therefore that psychological capital may be a protective factor for well-

being, both directly and indirectly.



Chapter One: Teacher Stress and Well-Being

Stress within the teaching profession has been defined as “a negative emotional
experience being triggered by the teacher’s perception that their work situation constituted
a threat to their self-esteem or well-being” (Kyriacou, 2001, p. 28). Despite survey data
indicating the high prevalence of teachers finding their profession stressful, many
successfully negotiate the strains and find effective ways of moderating the impact of daily

pressures.

Although international statistics reporting the prevalence of teacher distress and/or
teacher attrition vary, they are consistently of significant concern. In the New Zealand
context, research has found that less than 50 percent of educators believed their workload
to be manageable (Wylie, 2007) and employees in the education sector were amongst
those who reported that they often to always felt stressed (Statistics New Zealand, 2008).
In 2008, the education sector recorded the highest proportion of employees who reported
being either dissatisfied or very dissatisfied with their work-life balance (Statistics New
Zealand, 2008). Wylie’s 2007 study reported that only 32 percent of teachers were satisfied
with their work-life balance. These findings are supported internationally with suggestions
that more than 40 percent of teachers have experienced serious stress-related symptoms
(Austin, Shah, & Muncer, 2005). Research conducted in the UK with a sample of 17,000
individuals indicated similar results; when compared to all other occupational groups,
teaching was found to consist of the largest number of highly stressed employees (Smith,
Brice, Collins, McNamara, & Matthews, 2000). It has been estimated that between five and
twenty percent of all teachers suffer from burnout (Schaufeli, Daamen, & Van Mierlo, 1994),

while survey data from the United Kingdom, Australia, New Zealand and America report



that approximately a third of all teachers found their work to be ‘stressful’ or ‘extremely
stressful’ (Pithers & Soden, 1998). Evidence of such high prevalence rates are suggestive of

potential difficulties recruiting and retaining staff in the profession.

1.2 Contributing Factors to Teacher Well-Being

Occupational well-being is defined as a positive evaluation of aspects of one’s work.
As a multi-dimensional phenomenon, occupational well-being is reflected in one’s work-
related affect, cognitions, motivations and behaviours, and in self-reported physical health
(Van Horn, Taris, Schaufeli, & Schreurs, 2004). Well-being is not only the absence of stress
or the presence of job satisfaction, but also incorporates positive cognitions, motivations
and health (Van Horn et al., 2004). Occupational well-being may indicate the extent to
which teachers are satisfied in their role, and the degree to which they are emotionally and
cognitively committed to their position (Saks, 2006). Teacher engagement is characterised
by workplace participation, positive attitudes and emotions towards work, low absenteeism
and positive future career ambitions (Parker & Martin, 2009; Schaufeli, Taris, & Van Rhenen,
2008). High levels of satisfaction are seen to increase a teacher’s motivation which may in
turn raise intrinsic motivation in students (Day, 2000; Klusmann, Kunter, Trautwein, Lidtke,

& Baumert, 2008).

Teacher engagement and well-being can be influenced by an expansive range of
individual situational and environmental factors, many of which have been the focus for an
array of research studies. However, the Job-Demands-Resources model provides a
framework which provides a wider lens for exploring and understanding processes which

may underpin well-being.



1.3 Job-Demands-Resources Model

The Job-Demands-Resources (JD-R) model (Demerouti et al., 2001; Schaufeli &
Bakker, 2004) recognises that each occupation has its own set of specific risk factors but,
irrespective of the specific strains, it attributes employee well-being to two general

characteristics of the work environment; demands and resources.

Job resources refer to the physical, psychological, social or organisational aspects of
work which may facilitate achieving work goals and reduce job demands and their
associated physiological and psychological costs, and aspects of the work which may
stimulate personal growth and development (Demerouti et al., 2001). Job demands are the
physical, social or organisational aspects of the work which necessitate sustained physical or
mental efforts and, unless balanced by appropriate resources, can be related to negative

physiological and psychological outcomes.
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Figure 1. The JD-R Model (Source: Bakker & Demerouti (2007, p. 313)



According to the JD-R model, job demands are the main predictors of job strain
(Bakker, Demerouti, & Verbeke, 2004), reduced psychological well-being (Sonnentag,
Binnewies, & Mojza, 2010), and poor health outcomes (Bakker & Demerouti, 2007; Hockey,
1993). Chronic job demands exhaust an individual’s mental and physical resources, leading
to the erosion of energy, leaving an employee feeling drained and fatigued, and resulting in
health problems. Examples of job demands include work overload, role ambiguity,
emotional demands and aspects of the physical environment, such as loud noise levels.
Teachers can be challenged by a vast array of demands which result from their daily work,

such as student motivation and negative behaviours, or low levels of autonomy.

Student motivation and behaviour have been indicated as sources of poor well-being
(Betoret, 2006; Evers, Tomic, & Brouwers, 2004; Howard & Johnson, 2004; Kyriacou, 2001;
McCormick & Barnett, 2011). Other factors include: bureaucracy and administrative red
tape (Burke & Greenglass, 1996); time pressures, workload and excessive paperwork
(Carlson & Thompson, 1995; Chan, 1998; McCarthy, 2009; Pithers & Soden, 1998; Travers &
Cooper, 1996); lack of professional recognition (Pithers, 1995); coping with change
(Benmansour, 1998); lack of resources (Carlson & Thompson, 1995) and government level
policy implementation (Moriarty, Edmonds, Blatchford, & Martin, 2001). Inequalities in
working relationships have been found to affect emotional exhaustion (van Dierendonck,
Schaufeli, & Buunk, 2001). Decision-making and autonomy have been acknowledged as key
aspects of teacher professionalism (Ingersoll & Alsalam, 1997; Pearson & Moomaw, 2005)
with perceptions of low levels of control over work contributing to higher levels of burnout

among teachers (Santavirta, 2007).



Research has found evidence for the interaction of job resources on the relationship
between job demands and well-being; for employees where the levels of resources were
high, the effect of job demands on levels of burnout was significantly reduced
(Xanthopoulou et al., 2007). Similarly, Bakker et al. (2005) found that high demands when
combined with low resources significantly predicted burnout when they conducted a study
with teaching staff in a higher education institute. The JD-R model proposes that many
different types of job demands and resources may interact in predicting workplace stress

(Bakker et al., 2004).

Job resources have been associated with levels of work engagement (Bakker,
Hakanen, Demerouti, & Xanthopoulou, 2007; Hakanen et al., 2006; Mauno, Kinnunen, &
Ruokolainen, 2007) and organisational commitment (Salanova, Agut, & Peird, 2005). They
were found to be the most important predictors of work engagement amongst a group of

teachers (Hakanen et al., 2006).

A range of intrinsic and extrinsic factors influence teacher stress and well-being.
Intrinsic factors such as the desire to make a contribution to children’s emotional and
academic development as well as making a difference to society (Pearson & Moomaw,
2005) are powerful motivators and these are often the reasons teachers quote as to why
they regard their stressful profession as also highly rewarding. In addition, quality of life
outside of work that allows opportunities to relax and detach from work pressures can be a

protective resource for teachers (Michie, 2002).

With differential effects of stress repeatedly reported for educators, using the
theoretical underpinnings of the JD-R model as a basis from which to view teacher well-

being and stress allows the study to investigate the role of individual differences in



outcomes for teachers. Based on the JD-R framework, the present study will examine how
psychological capital may act as a resource that helps reduce the stress arising from work

demands for teachers.
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Chapter Two: Psychological Capital

Psychological capital is a multi-dimensional construct which is characterised by the
combination of four critical factors; self-efficacy, hope, resiliency, and optimism (Luthans,
Avolio, Avey, & Norman, 2007b). It is described as a psychological resource that may

promote growth and performance (Luthans, Avolio, Walumbwa, & Li, 2005).

Self-efficacy has been defined as “an individual’s conviction (or confidence) about
his or her abilities to mobilise the motivation, cognitive resources, and course of action
needed to successfully execute a specific task within a given context” (Stajkovic & Luthans,
1998, p. 66). ltis a perception (rather than the actual availability of resources or abilities
per se) that one possesses the necessary abilities to be able to engage with a task and

achieve success.

Teacher self-efficacy has been found to be negatively related to burnout (Chwalisz,
Altmaier, & Russell, 1992; Evers, Brouwers, & Tomic, 2002; Skaalvik & Skaalvik, 2010) and
lower levels of self-efficacy related to higher levels of work-related stress (Betoret, 2006;
Schwarzer & Hallum, 2008), and lower levels of job satisfaction (Klassen et al., 2009; Klassen
& Chiu, 2010). In contrast, self-efficacy has been reported to be positively related to job
commitment (Caprara, Barbaranelli, Borgogni, & Steca, 2003). Student factors such as
achievement and motivation have been associated with teacher self-efficacy (Caprara,

Barbaranelli, Steca, & Malone, 2006; Skaalvik & Skaalvik, 2010).

Snyder (2000) defines hope as the belief that you can identify what your goals are, a
confidence that you can find a way to make them happen and the certainty that you can
exert the effort required to achieve success at accomplishing them. It relates to an

individual’s perception of their ability to create pathways to succeed in their goals (Cheung,
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Tang, & Tang, 2011). Agency can be seen as having the will, motivation and determination
to accomplish the desired goals (Snyder, 2000, 2002). People who are driven to accomplish
their goals are seen to have this sense of agency (Luthans & Youssef, 2004) and in addition,
they hold an expectation that they will succeed; they have the confidence that any obstacles
along the way can be overcome by the use of alternative courses of action (Luthans et al.,
2007b). The reciprocal relationship between agency and pathways is important as it is this
duality that differentiates hope from other similar constructs such as optimism (Snyder et
al., 1991). For example, Seligman (1991) differentiates optimism from hope on the
conceptual basis that forces outside of the self contribute to optimism expectancies,
whereas Snyder (2000) explains hope as being initiated and determined through one’s self,

i.e. the ownership of agency and the will to find pathways to optimal resolution.

Research has yet to explore with any depth the role of hope in organisational
settings, or the potential relationship between hope, the work environment and well-being.
Initial investigations into the contributions of hope focussed on academic and athletic
success (Curry, Snyder, Cook, Ruby, & Rehm, 1997; Snyder, 2000; Snyder, Rand, & Sigmon,
2002) finding evidence that hope can have a positive impact on performance in these areas.
Preliminary empirical research has found relationships between hope and job satisfaction
and organisational commitment (Luthans & Jensen, 2002; Peterson & Luthans, 2003) and
between hope and work performance (Adams et al., 2002). Larson and Luthans (2006)
found that levels of hope in factory workers were related to job satisfaction and
organisational commitment. Similar findings were reported by Youssef and Luthans (2007)
who used both self-rated scales of performance and organisational performance appraisals,
and found relationships between hope, job satisfaction, performance, organisational

commitment and work happiness.
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Although the terms hope and optimism are often used interchangeably, Seligman
(1991) has defined optimism in relation to attribution theory; those who are optimistic
regard positive events from the perspective of internal, stable and global attributions, i.e.
they credit the event to result from being driven by themselves and they perceive that,
overall, they have the ability to achieve positive results. Conversely, they attribute negative
events to external, unstable and/or specific reasons; for example, somebody who fails to be
employed following an interview may explain it to themselves as being the result of the
organisation or the interviewers, there was no opportunity for the person to display their
best qualities, or, a sense that at the next interview, things will be better. This allows
individuals to distance themselves from unfavourable events and subsequently protects
them from the harmful consequences that arise from such attributions (Jian & Hanling,
2009). In contrast to optimists, pessimistic people make internal attributions to difficult
situations or bad events (i.e. ‘it’s all my own fault’), the attributions are stable, lasting a long
time, and global (i.e. see it as affecting everything they do). As such, optimism may play a

role for teachers when dealing with difficult workplace situations.

The final component of psychological capital, resilience, is characterised by the
capability of individuals to handle adversity or significant risk through adaptation and
positive coping (Masten, 2001). It is described by Luthans (2002) as the ability to ‘bounce
back’ from negative challenges such as uncertainty, conflict or failure, and also when related
to positive change; for example, a workplace promotion can be viewed as a positive event
but it may bring with it increased responsibility. Individuals who are resilient can grow and
increase in resilience through their experiences of change, adversity or risk (Luthans &
Youssef, 2004; Richardson, 2002). In the workplace, resilient individuals are seen to be open

to new experiences, are flexible to changing demands and display more emotional stability
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when faced with adversity (Tugade & Fredrickson, 2004). Individuals who have high levels of
resiliency are regarded as having the ability to adapt and succeed in the face of challenging

working conditions (Avey, Wernsing, & Luthans, 2008).

2.2 Developing Psychological Capital

In order for psychological capital to be valuable to organisations it is important that
it is made up of state-like, malleable components. Organisations can therefore design and
implement interventions designed to address and increase levels of each of the four
components of the construct. Characteristics which are considered to be traits are regarded
as being generally fixed and stable over time, with minimal influence from the external
environment at that moment. Establishing that self-efficacy, resilience, optimism and hope
are state-like, i.e. are responses to the moment and/or situation rather than fixed
dispositions, is a central factor that differentiates psychological capital from other similar
constructs (Luthans et al., 2007b). Luthans et al. (2007b) argue for the malleability of each
of the four components and have demonstrated the success of preliminary intervention
programmes, presenting them as support for the argument that psychological capital
components are open to change and development. This is important if organisations are
going to profit from the benefits of psychological capital as an economical lever and a

supportive resource which may promote well-being.

Levels of psychological capital have been demonstrated to increase following
support/training programmes through interventions delivered in group sessions (Luthans,
Avey, Avolio, Norman, & Combs, 2006; Milan & Luthans, 2006) and via delivery through the

internet (Luthans, Avey, & Patera, 2008). A randomised control trial of a psychological
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capital intervention found that participants in the treatment group reported higher levels of
psychological capital post intervention and increases in psychological capital were also
significantly related to improvements in performance, as measured by both self-rated
reports and manager ratings of performance (Luthans, Avey, Avolio, & Peterson, 2010). A
pre-test/post-test control group experiment demonstrated significant increases in levels of
psychological capital with interventions delivered by a web-based training intervention

(Luthans et al., 2008)

2.3 Psychological Capital and the Current Study

Effectively managing stress is a critical objective for effective human resource
management, particularly in the education sector with its reported high levels of workplace
stress. By recognising the role of psychological capital, human resource managers are likely
to be in a stronger position to promote employee well-being, therefore protecting the
organisation from the negative effects of stress in terms of reduced performance and

organisational commitment, increased absenteeism and voluntary turnover.

In a group of 264 full-time Chinese school teachers researchers demonstrated that
higher levels of psychological capital are negatively related to burnout and positively related
to job satisfaction (Cheung et al., 2011). Employees’ psychological capital has been found to
be positively related to psychological well-being (PWB) and in addition, when measured
over time, psychological capital also explained additional variance in levels of PWB (Avey et
al., 2010). It has also been found that psychological capital predicted positive mood and

daily life satisfaction (Culbertson, Fullagar, & Mills, 2010).

Milan and Luthans (2006) reported a significant relationship between psychological

capital and job satisfaction and psychological capital and organisational commitment. Not
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only was the relationship positive, but the variance explained was above and beyond that of
human and social capital, indicating the significance of the role of psychological capital for

human resource management.

If self-efficacy is seen as possessing the belief in oneself to exercise some influence
over what we are able to do, and these beliefs determine how environmental opportunities
and challenges are perceived (Bandura, 2006), then teachers’ self-efficacy may act as a
major source of motivation and commitment (Tschannen-Moran, Hoy, & Hoy, 1998). Self-
efficacy for teachers may be conceptualised as their belief in their ability to organise, plan
and demonstrate teaching practices that are needed to achieve the educational goals of
their students (Skaalvik & Skaalvik, 2010). Self-efficacy may be seen to influence the choice
of activities teachers engage in, the amount of effort exercised to achieve goals, and the

degree of perseverance to overcome difficulties (Pajares, 1997).

Modest effects of experience on self-efficacy have been demonstrated (Wolters &
Daugherty, 2007) with results showing effects of experience on self-efficacy for instructional
strategies and for classroom management, although no effect of experience on self-efficacy
for student engagement was found. However longitudinal research demonstrated that
teacher self-efficacy may not be linear and data showed an initial rise in self-efficacy was
followed by a decrease at later data collection points (Hoy & Spero, 2005). These findings
were supported by research undertaken by Klassen et al. (2010) who found that self-
efficacy varies with years of teachers’ experience; teacher self-efficacy increased with
experience for teachers in early and mid-career stages and declined for teachers in late

career stages.
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Resilience involves successful adaption, despite facing obstacles, and maintaining
personal well-being (Howard & Johnson, 2004). It is seen as a dynamic process that is the
result of interactions between a person and his or her environment (Day, 2008; Tait, 2008)
which may act as a protective factor to sustain teachers in their profession and allow them
to persevere and thrive. Over the course of their professional lives, the sustainability of
resilience in teachers is neither a static nor innate state, but is influenced by the quality of
leadership support and individual capacities to manage anticipated and unanticipated
events (Day, 2008). Levels of resiliency have been seen to be strongly influenced by support
from colleagues and leadership (Day & Gu, 2010). Factors which contribute to teacher
resiliency also include strong intrinsic motivation (Flores & Day, 2006; Kitching, Morgan, &
O’Leary, 2009), optimism (Chong & Low, 2009) and perseverance and persistence (Fleet,
Kitson, Cassady, & Hughes, 2007; Sinclair, 2008). Resiliency has been associated with high
levels of occupational well-being in teachers and positive student outcomes (Klusmann et

al., 2008).

2.4 Conceptual Framework

As a personal resource, psychological capital may play a dual role; 1) as a protective
factor against burnout, organisational withdrawal and perceived stress, and 2) be directly
related to positive outcomes, i.e. life satisfaction and positive affect. In addition it is
proposed that psychological capital will interact with forms of appraisal and coping to
promote well-being. The use of different types of coping when faced with workplace
demands is related to perceived stress and well-being, and can be understood through the
theoretical underpinnings of the transactional model of stress. The current study aims to

outline underlying processes and factors which contribute to well-being and stress, and to
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review how appraisals and types of coping relate to psychological health and life

satisfaction.

Challenge appraisal

Threat appraisal :
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Figure 2. Conceptual framework of the current study
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Chapter Three: The Transactional Model of Stress and Coping

The cognitive-transactional model of Lazarus and Folkman (1984) places individual
difference and relational meaning between person and context as the key to understanding
why some demanding conditions, in some circumstances, or for some people, do not result
in stress on a universal level. As a process-oriented framework, the model identifies the
critical role of the appraisal process, focussing on the phenomenological nature of the
interaction between person, environment, resources and demands (Folkman & Moskowitz,
2004). Stress is regarded as an individual and subjective phenomenon (Lazarus, 1991) which
would suggest a need to explore the role of individual resources and demands in addition to
work-specific resources and demands for teachers. Examining the role of the two key
concepts in the transactional model, i.e. appraisal and coping, may provide further

understanding of the processes involved in promoting teacher well-being.

The impact of a situation is constructed through a person’s appraisal of available
resources to manage demands and eliminate or minimise threats of harm or loss to goals,
beliefs or expectations (Folkman & Moskowitz, 2000). Assessing the degree of risk
presented by a situation is identified as primary appraisal (Lazarus & Folkman, 1984). At this
initial stage of the process, individuals subjectively evaluate the situation in terms of
potential risk (Perrewé & Zellars, 1999), the nature of perceived risks being specific to the

individual.

3.2 Appraisals

Appraisals can take two forms; a challenge appraisal or a threat appraisal. Challenge
appraisals are an evaluation of a particular situation in which a demand can be successfully

negotiated. In contrast, threat appraisals are an assessment whereby an individual believes
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that the demand may generate harm, there may be a potential risk of damage to one’s well-
being, or a perceived inability to overcome the demands of a situation (Webster, Beehr, &
Christiansen, 2010) . Challenge appraisals facilitate goal achievement whereas hindrance
appraisals pose a threat to goal achievement (Cavanaugh, Boswell, Roehling, & Boudreau,
2000; Webster, Beehr, & Love, 2011) and discourage motivation (LePine, Podsakoff, &
Lepine, 2005). Challenge appraisals may be more evident in situations where there are
potential opportunities for mastery, gain or growth (Folkman & Moskowitz, 2000) and are
more likely to take place under circumstances where a sense of control is perceived and the
anticipation of personal reward, learning material gains, and/or social rewards may lead to a

sense of enjoyment or satisfaction (Skinner & Brewer, 2002).

In work environments, research has associated challenge appraisal with positive
emotions and lower levels of stress (Blascovich & Mendes, 2000; Crawford, LePine, & Rich,
2010; Lin, Wu, Chen, & Chen, 2014; Skinner & Brewer, 2002; Tomaka, Blascovich, Kelsey, &
Leitten, 1993; Tomaka, Blascovich, Kibler, & Ernst, 1997), while threat appraisals are
associated with negative emotional reactions (Fischer, Shaver, & Carnochan, 1990; Folkman
& Lazarus, 1985). Cognitive appraisals partially mediated the relationship between
occupational stress and burnout in a study of university teachers in Portugal (Sim3es,
Gomes, Faria, & Gongalves, 2014). Furthermore, challenge and hindrance appraisals have
explained unique variance in affective states after controlling for the effects of demands

(Searle & Auton, 2014).

Challenge appraisals have also been found to be positively related to job satisfaction
and negatively related to job search in a study of self-reported work stress amongst a

sample of 1,886 managerial employees (Cavanaugh et al., 2000). While challenge appraisals
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are linked to higher levels of work engagement (Crawford et al., 2010), threat appraisals
positively relate to absenteeism, intentions to quit and predict voluntary turnover (Fugate,

Prussia, & Kinicki, 2012).

The importance of the role of appraisal and work performance has been established
through a range of studies (O’Connor, Arnold, & Maurizio, 2010; Pearsall, Ellis, & Stein,
2009; Skinner & Brewer, 2002). When associated with coping expectancies, appraisal
processes impacted on exam performance; positive perceptions accounted for the greatest
variance in performance and resulted in greater levels of exam success (Skinner & Brewer,
2002). Moore, Vine, Wilson and Freeman (2012) examined the effects of appraisals on
motor task performance by manipulating task instructions and the results of their study
identified that the challenge group outperformed the threat group. Workplace demands
have been found to relate to outcomes both directly and indirectly through appraisal

(Webster et al., 2011).

3.3 Coping

Coping involves a process of continuous appraisal in response to person-
environment changes. Secondary appraisal is a reflection of the perceived resources or
abilities the person believes they possess in order to cope (Lazarus & Folkman, 1984) and it
involves evaluations as to the possibility of altering, avoiding or preventing the situation
(Park & Folkman, 1997). Assessments are made of potential paths of action to regulate the
distress and manage demands as best as possible. Strategies that may be effective at the
onset of a difficult situation may be ineffective and in need of adaptation as the situation

evolves. These appraisals and reappraisals highlight the dynamic nature of a process that is
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embedded in the relationship between person and environment (Folkman & Moskowitz,

2004).

The function of the coping process is the regulation of distress and the management
of problems (Folkman & Moskowitz, 2000), and it has been defined as the cognitions and
behaviours that are used in order for individuals to manage internal and external demands
that are appraised as taxing or exceeding the resources of the person (Lazarus, 1993). If
demands are considered excessive or resources lacking then stress, poor health and

negative organisational outcomes may be the consequence (Cox et al., 2000).

Lazarus and Folkman (1984) identify different types of coping which may be drawn
upon by an individual in response to demands. Problem-focussed coping, or task-focussed
coping (TFC) refers to directing efforts at managing demands and taking action, as opposed
to changing the relational meaning imposed upon them (Lazarus, 1993). Strategies can be
practical and task-oriented and may involve gathering information, decision making,

planning, and acquiring resources (Folkman & Moskowitz, 2000).

Emotion-focussed forms of coping (EFC) are processes targeted at reducing
emotional distress and are often used in times when there has been a perception that very
little can be done to modify the situation or environment and the demand is therefore less
amenable to change (Lazarus & Folkman, 1984). It may include employing tactics such as
avoidance, minimisation, self-soothing (e.g. relaxation), rumination, denial, wishful thinking
and distancing. Individuals employing emotion-focused approaches may moderate the
perceived threat through a reappraisal process and make changes to the relational meaning
between themselves and a given situation. Although in the long term these practices tend

to be less effective at bringing about satisfactory resolution of a problem (Lazarus, 1993) or
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may be viewed as avoiding reality or denial, Lazarus and Folkman (1984) maintain that EFC
can sustain hope and optimism. This highlights the role of context and change, and avoids
dichotomising coping processes into good or bad, helpful or unhelpful, effective or

ineffective.

Research has identified that EFC is often associated with threat appraisals (Lowe &
Bennett, 2003), suggesting higher levels of distress, negative affect, and burnout may arise if
relied on in the long-term (Covington, 2000; Thompson, 2004). Other consequences of
over-reliance on EFC include lower satisfaction, lower resilience and reduced participation,
and poor aspirations (Martin, 2002; Martin & Marsh, 2008; Parker & Martin, 2009; Parker,
Martin, Colmar, & Liem, 2012). Emotion-focussed coping strategies, particularly avoidance,
are not effective in protecting individuals from repeated exposure to persistent threats to
self-worth (Covington, 2000), and avoidance and denial may have a paradoxical effect; the
result may be an increase in intrusive thoughts regarding the stressor, and subsequently an

increase in anxiety (Najmi & Wegner, 2008).

Despite the differentiation between the two coping processes, one is not exclusive of
the other (Lazarus & Folkman, 1984). For example, effective task-focused coping may
reduce the perception of a threat, and subsequently it diminishes the distress generated by
the threat, however, emotion-focused coping may diminish the initial distress, making it
possible to consider the problem more calmly and thus facilitating effective task-focused
coping (Carver & Connor-Smith, 2010). The degree of effectiveness of a coping strategy
depends how well it meets the internal and/or external demands of the situation (Lazarus &

Folkman, 1984).
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3.4 The Transactional Model and the Current Study

Lazarus (1991) suggests that stress management plans fail because they treat
everyone alike, not taking into account individual differences whereby some people, i.e.
some teachers, may utilise different personal resources (such as psychological capital) than
others. The transactional model offers a lens through which research can move away from
models that concentrate largely on environmental stressors and instead highlight the focus
on individual differences; in order to make sense of demands we need to take into account
individual perceptions (Harris, Daniels, & Briner, 2004). Researching individual differences
and personal resources may help to clarify their effects in predicting stress and well-being,
and develop and implement person, as well as environment, focussed interventions
(Parkes, 1994). The role of primary appraisal is important as it highlights the importance of
individual differences; it is not necessarily a demand in itself that is the issue, it is the
appraisal of that demand that influences how it is dealt with. Subsequent coping styles are
employed based on appraisal and informed by past coping experience and personal

resources (Mark & Smith, 2008).

As a personal resource, the current study proposes that psychological capital may be
an individual difference which relates to appraisals and coping and it is therefore

hypothesised that:

H1: Psychological capital will be positively related to challenge appraisal.
H2: Psychological capital will be negatively related to threat appraisal.
H3: Psychological capital will be positively related to TFC.

H4:  Psychological capital will be negatively related to EFC.
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As the role of primary appraisal may relate to subsequent choice of coping
strategies, it is hypothesised that:
H5: Challenge appraisal will act as a mediator between psychological capital and
task-focussed coping.
H6:  Task-focussed coping will act as a mediator between challenge appraisal and
positive affect.
H7:  Task-focussed coping will act as a mediator between challenge appraisal and

life satisfaction
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Chapter Four: Subjective Well-Being

In order to address the demands of the profession, it is evident that there is a need
to integrate the stress literature within the educational context. Stress and well-being may
act as potential mechanisms through which workplace experiences are translated into
teacher behaviours (Erdogan, Bauer, Truxillo, & Mansfield, 2012). Well-being may be
described as a positive evaluation of one’s situation which includes both affective and

cognitive dimensions (Diener & Suh, 1997).

Defining and measuring well-being has led researchers to develop theories which
include Maslow’s (1968) conception of self-actualisation, Rogers’ (1961) perspective of the
fully functioning person, and Allport’s (1961) conception of maturity. Alternatively, Ryff
(1989) proposes a conceptualisation of psychological well-being which was generated based
on points of convergence of early theories and suggests well-being encompasses six main
factors; positive relations with others, self-acceptance, autonomy, environmental mastery,
purpose in life, and personal growth. For the purposes of the present study however, it is
proposed that subjective well-being (Diener, 1994) will provide a comprehensive measure of
well-being which will encompass both affective and cognitive domains. Predictors of global
well-being and assessments of specific life domains explain 40-60% of the variance in
measures of well-being (Andrews & Robinson, 1991). Some measures of happiness have
been shown to reflect relatively large amounts of affect but relatively little cognition. In
contrast, measures of satisfaction reflect relatively more cognition (Andrews and Robinson,
1991). Diener’s (1994) subjective well-being construct provides the theoretical rationale for

measuring both affect and cognitions.
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Evaluations of life satisfaction reflect unique, individual perceptions of one’s own life
appraised as a whole. It comprises of three related but independent factors: positive affect,
negative affect and life satisfaction (Diener, Suh, Lucas, & Smith, 1999). People are seen to
use two components to evaluate their lives; their emotions and their thoughts (Linley,
Maltby, Wood, Osborne, & Hurling, 2009; Veenhoven, 1984). While these judgments are
general and not domain specific, they may involve explicit goals, individuals’ values, and

standards of comparison (Diener, 1994).

Positive affect (PA) reflects the extent to which individuals experience such emotions
as enthusiasm, excitement, determination or mental alertness (Watson, 1988). In contrast,
negative affect (NA) refers to moods such as feeling angry, afraid or guilty. Low positive
affect may be characterised by sadness and lethargy and low negative affect may be
experienced as a state of calmness and serenity (Watson, Clark, & Tellegen, 1988). When
assessed with factor analysis, it has been suggested that positive and negative affect have
been found to form independent dimensions (Watson, 1988; Watson & Tellegen, 1985;
Zevon & Tellegen, 1982). However these assumptions have been challenged by Diener and
Iran-Nejad (1986) who suggest that the relationship between positive and negative affect is
not homoscedastic; individuals can experience both positive and negative emotions when
they are at relatively low levels but at times when affect is strong and one of them is
dominant then both emotions cannot be experienced simultaneously. Watson and Tellegen
(1985) suggest that positive and negative affect account for approximately one half to three

qguarters of the common variance in SWB ratings.

Well-being is seen as more than just the absence of negative emotions; it comprises

of frequent positive affect and infrequent negative affect (Diener, 1984, 1994; Diener,
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Sandvik, & Pavot, 2009); individuals with high levels of SWB report mild to moderate levels
of positive emotions for the majority of the time versus spikes of intense emotion (Diener,

2000).

Levels of subjective well-being are considered to be fairly constant over time (Costa
& McCrae, 1988; Diener, Qishi, & Lucas, 2003). Although research suggests that life
satisfaction is stable, two large scale studies from the UK and Germany were used to assess
changes in life satisfaction over the lifespan (Baird, Lucas, & Donnellan, 2010). The analysis
of the data identified a decline in life satisfaction after the age of 70 and the UK data
showed an increase in life satisfaction for people in their forties through to their early
seventies. Following major life events, such as physical impairment due to an accident,
research has shown that, although there may be an initial decline in life satisfaction
judgements, over time, SWB may stabilise and return to a level similar to pre-event levels
(Headey & Wearing, 1989). Certain factors however have been identified that may impact
on life satisfaction ratings in the long term; research has repeatedly identified that
unemployment can have a long-term detrimental effect (Ervasti & Venetoklis, 2010; Lucas,
Clark, Georgellis, & Diener, 2004; Pittau, Zelli, & Gelman, 2010), as can traumatic

experiences such as being widowed (Lucas, Clark, Georgellis, & Diener, 2003).

The stability of SWB suggests a reflection of characteristics that are stable
throughout an individual’s life, such as personality. Subjective well-being is often strongly
correlated with personality traits (Diener et al., 2003; Eid & Diener, 2004) and these traits

are seen as the most consistent predictors of SWB (Diener, 1998).

With the role played by affect in judgements of life satisfaction researchers have

suggested that extroversion influences positive affect and neuroticism influences negative
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affect (Costa & McCrae, 1980; Lucas & Fujita, 2000) which in turn will influence assessments
of SWB. Extroversion and neuroticism have been found to be consistently associated with
levels of well-being (Diener, 1984; Diener & Lucas, 1999; Rusting & Larsen, 1997). DeNeve
and Cooper’s meta-analysis (1998) provided further support for links between personality
characteristics and SWB with extroversion and agreeableness moderately predicting positive

affect.

Steel, Schmidt and Schultz (2008) questioned the extent to which previous results
had reported personality-SWB relationships and reported results that indicated a much
stronger role of personality traits than had been previously thought. Multivariate analyses
found that the combined relationship between the 5 personality variables (i.e. openness to
experience, conscientiousness, extroversion, agreeableness and neuroticism) and quality of
life measures to be as high as 39%. Specifically, extroversion accounted for 19% of the
variance for positive affect, versus previous finding of 4% (DeNeve & Cooper, 1998) and
neuroticism accounted for 29% of variance in negative affect, versus 5% previously reported

(DeNeve & Cooper, 1998).

Social comparison has been reported as the strongest predictor of satisfaction in
many domains (Emmons, Larsen, Levine, & Diener, 1983). Social comparison information
may have a significant effect if it influences choice or perceptions of attainability of goals
(Diener et al., 1999). Individuals who rate themselves as happy appear to be less sensitive
to information gleaned from social comparison processes (Lyubomirsky, 2001). Happy
individuals appear to only reference others’ perceived achievements sparingly and

selectively as being relevant to their own well-being and self-esteem.
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4.2 Subjective well-being and the context of work

In the context of the work environment it has been identified that subjective well-

being can be related to a range of both positive and negative influences.

Studies have suggested that life satisfaction may be stronger in its influence on
performance that that of job satisfaction (Jones, 2006). This has been demonstrated to be
significant for a group of teachers in a study by Duckworth, Quinn and Seligman (2009)
where teachers with higher life satisfaction showed higher levels of performance than their

peers.

Moe, Pazzaglia and Ronconi (2010) explored the relationships between job
satisfaction, self-efficacy and positive affect, proposing that the more highly teachers
perceived themselves capable and the more positive affect they experience then the higher
their levels of work satisfaction will be. The results from their study suggested that teaching
practice alone was not sufficient to have a direct effect on job satisfaction and that positive
affect and self-efficacy were also required. Other research has found positive relationships
between teaching practice and positive affect (Hargreaves, 1998), and job satisfaction and

positive affect (Judge & llies, 2004).

Lower turnover intentions have been related to life satisfaction (Rode, Rehg, Near, &
Underhill, 2007) and has been reported to have negative correlations with absenteeism
(Murphy, Duxbury, & Higgins, 2007; Shaw & Gupta, 2001). Additionally, life satisfaction was
negatively related to intentions to undertake early retirement (von Bonsdorff, Huuhtanen,
Tuomi, & Seitsamo, 2009). A longitudinal study conducted over 7 years found that work

engagement had a positive effect on life satisfaction while in contrast, burnout predicted life
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dissatisfaction and linked work-related well-being to predicting general well-being in the

long term (Hakanen & Schaufeli, 2012).

Job satisfaction and life satisfaction were positively related in a meta-analysis
conducted by Tait, Padgett, and Baldwin (1989), with similar results found in a later meta-
analysis by Bowling, Eschleman and Wang (2010). Further research supported these
findings when Judge and Watanabe (1993) proposed a causal model which considered both
cross-sectional and longitudinal effects between life satisfaction and job satisfaction. Cross
sectional results yielded strong relationships between job and life satisfaction but weaker
relationships were found across a 5-year period from the longitudinal data. Relationships

between the two constructs were found to be reciprocal.

Career satisfaction has been found to be significantly related to life satisfaction
(Burke, Divinagracia, & Mamo, 1999; Todd, Harris, Harris, & Wheeler, 2009) and a meta-
analysis by Erdogan, Bauer, Truxillo and Mansfield (2012) found that correlations between

career satisfaction and life satisfaction were larger than job satisfaction-life satisfaction.

4.3 Subjective Well-Being and the Current Study

It is proposed that psychological capital may play a role in the well-being of teachers.
Previously, researchers have suggested that our goal aspirations and the way we approach
them influence SWB (Scheier & Carver, 1993); having goals and making progress towards
goal achievement are associated with emotional and cognitive well-being (Emmons, 1986).
Carver and Scheier (1998) suggest that discrepancies between goals and actual conditions

can influence levels of negative and positive affect. Perceptions of a low probability of goal
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attainment are associated with negative affect (Emmons, 1986) whilst past achievement of
goals is related to positive affect and optimism. If psychological capital plays a significant
role in goal success then it can be supposed that it will be related to life satisfaction

judgments and affect. It is therefore hypothesised that:

H8 Psychological capital will be positively related to life satisfaction.
H9 Psychological capital will be positively related to positive affect.
H10 Psychological capital will be negatively related to perceived stress.

H11 Psychological capital will be negatively related to negative affect.
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The Present Study

Given that teaching is reported to be highly stressful, and the effects of such
transcend across psychological, physiological, emotional and social facets of life, it signifies a
need to identify potential protective resources. The current study will consider the role of
underlying psychological processes and variables which may promote stable patterns of
appraisal, and thus explain individuals’ preferences for particular coping strategies.
Although there may be a wide range of available resources for teachers, this study will focus
specifically on the role of psychological capital and how it may influence teachers’
perceptions of stress and types of coping employed, providing a better understanding of the

differential effects found in studies of occupational stress.

Underpinned by the theoretical foundations of the Job Demands-Resources model
and the Transactional Model of stress and well-being and with a focus on individual
differences, the present study aims to explore the role of psychological capital in appraisals,
coping and subjective well-being. If teachers possess high levels of self-efficacy, hope,
optimism and resilience, it may be supposed that they will be more likely to be in a position
to apply such resources to overcome, or buffer against, the injurious effects of demands

inherent in the profession.
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Chapter Five: Method

5.1 Participants

There were 1,502 responses to the online questionnaire (Appendix 1). The majority
of respondents were female (Female: n =921, 89%; male n=114, 11%). The number of years
of teaching experience ranged from 1 to 50 with a mean of 15.46 (SD = 10.7). The number
of hours worked (per week) ranged between 1 and 90 (M =52, SD = 12.45). Information
regarding occupational role was also collected. Demographic analysis is displayed in Table

1.



Table 1. Demographic information of participants

Frequency %
Position
Principal 51 5%
Deputy/Assistant Principal 110 11%
Team/Syndicate Leader 137 13%
Head of Department 78 8%
Scale A Teacher 546 53%
RTLB 13 1%
Other 102 10%
Number of years’ experience
0-10 359 38.6%
11-20 336 32.6%
21-30 194 18.9%
31-40 91 8.8%
41 -50 11 1.1%
Number of hours worked per week
0-10 14 1.4%
11-20 32 3.1%
21-30 38 3.7%
31-40 73 7.1%
41 -50 360 35%
51-60 404 39.3%
61-70 89 8.6%
70+ 18 1.8%
Gender
Male 114 11%
Female 921 89%

34
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5.2 Measures

Data was collected using a self-report questionnaire. The questionnaire was created
using a selection of measurement tools designed to address each of the constructs being
examined, i.e. psychological capital, coping strategies, subjective well-being, positive and

negative affect, perceived stress and cognitive appraisal styles.

Psychological Capital

Teachers’ perceived levels of self-efficacy, resilience, optimism and hope were
measured using the Psychological Capital Questionnaire (PSQ) (Luthans, Avolio, & Avey,
2007a). The PSQ contains 24 items and asks respondents to indicate levels of agreement on
a 6-point Likert scale ranging from ‘strongly disagree’ to ‘strongly agree’. Questions on the
PSQ asks statements such as “I feel confident in helping to set targets/goals in my work
area” and “I feel I can handle many things at a time in this job”. Reliability for the PSQ was a
=.91. For psychological capital, principal component analysis identified a single factor
accounting for 57.75% of the variance. All items correlated at least .3, suggesting
reasonable factorability. The Kaiser-Meyer-Olkin measure of sampling adequacy was .95,
above the recommended value of .60, and Bartlett’s test of sphericity was significant (x2
(276) = 13232.80, p = <.005. All items loaded at least .38 on the common factor. A single

scale comprising all items was therefore computed for psychological capital.

Coping Strategies

The 28 item Brief COPE (Carver, 1997) was used to examine the coping strategies that

teachers used to manage workplace problems . Respondents answered 28 questions such
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as “I blame myself for things that happened” and indicated answers on a 4-point scale
anchored with statements ‘I don’t do this at all; | do this sometimes; | do this frequently’ and
‘I do this a lot.” For coping, principal component analysis identified two factors accounting
for 57.75% of the variance. All items correlated at least .3, suggesting reasonable
factorability. The Kaiser-Meyer-Olkin measure of sampling adequacy was .79, above the
recommended value of .60 and Bartlett’s test of sphericity was significant (x> (378) =
11355.20, p = <.005. Six items were eliminated as they did not load on either of the two
factors. Two scales were computed: task-focussed coping (10 items, e.g. “I try hard to think
about what steps to take”, alpha = .82), and emotion-focussed coping (12 items, e.g. “/

blame myself for the things that happened”, alpha = .79).

Well-Being

Well-being is considered to comprise two dimensions: life satisfaction and affect.
The Satisfaction With Life Scale (Diener, Emmons, Larsen, & Griffin, 1985) provided a
cognitive assessment of life satisfaction and the Job-Affective Related Well-Being Scale (Van

Katwyk, Fox, Spector, & Kelloway, 2000) was used to measure work-specific affect.

The Satisfaction With Life Scale (Diener et al., 1985) focuses on individuals’
judgments of their own lives, based on a standard which each individual sets for themselves.
This allows respondents to weight various domains (e.g. health, material wealth) and
emotional states for themselves. The scale comprises five questions. Responses are
indicated on a 7-point scale which ranges from ‘strongly disagree’ to ‘strongly agree’ for

items such as “In most ways my life is close to my ideal”. Reliability for the scale was a = .90.



37

Positive and Negative Affect

Positive and negative affect were measured by asking respondents to rate how often
they experienced emotions related to their job over the previous month, using the Job
Affective Related Well-Being Scale (JAWS) (Van Katwyk et al., 2000). Responses were on a 5-
point scale, ranging from ‘never’ to ‘always’. The JAWS is considered to be a pure measure
of affect rather than attitudes such as job satisfaction (Van Katwyk et al., 2000), and reflects
the affective component of job-related well-being. The JAWS includes 15 positive and 15
negative items; e.g. “My job made me feel excited”; “My job made me feel annoyed”.

Reliability for the positive items on the scale was a = .95, and for the negative items o = .93.

Stress

The Perceived Stress Scale (PSS) (Sheldon, Kamarck, & Mermelstein, 1983) is
designed to measure the degree to which participants feel that their lives are unpredictable,
uncontrollable and overloaded. It recognises that responses to stress are not based solely
on the intensity of events but also on personal and contextual factors, so that the focus of
the measure is on cognitively mediated responses to stressful situations rather than the
stressors themselves. Respondents were asked to answer 14 questions such as “In the last
month, how often have you felt unable to control the important things in your life?” and “In
the last month, how often have you felt you were on top of things?” Responses were on a
five-point scale ranging from ‘never’ to ‘very often’. Reliability for the scale was calculated

as a=.90.
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Cognitive Appraisal

The Cognitive Appraisal Scale (CAS) (Skinner & Brewer, 2002) was used to examine
the frequency of challenge and threat appraisals, of workplace stressors. The CAS relates
closely to the transactional theory of stress and well-being (Lazarus & Folkman, 1984).
Principal component analysis with varimax rotation identified 2 factors explaining 57.81% of
the variance; 1) Challenge Appraisal, a= .75, 8 items, and 2) Threat Appraisal, a = .94, 9

items.

Demographics

Information regarding gender, teaching position, number of years’ experience
teaching and average number of hours worked per week was collected through the survey.
(Table 1). The number of hours worked was given by many participants as a range (e.g. 40 —
50 hours, or 40+ hours); ranges were re-specified as ‘Adjusted hours worked’, in which each
range was given as the highest value in that range (i.e. 40 — 50 hours was recorded as 50).
Responses such as 40+ were recoded as a single numerical figure, in this case 40, as no

information on the upper end of the range was provided.

5.3 Procedure

Information about the study and an invitation to participate (Appendices 2 and 3)
were sent to Principals of every primary, intermediate and secondary school in New Zealand
(total 2,700). Invitations were sent via email and outlined the aims of the study. Principals

were asked to forward details of the study to teaching staff. The questionnaire was
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available online and a link was included in the email invitation. The invitation also included

an offer for the researcher to visit schools and discuss the study with teachers.

Social media was also used to advertise the survey, targeting online teaching groups,
teacher well-being community groups, Principals’ Associations pages and the New Zealand
Educational Institute social media pages. Due to the temporary nature of social media

pages, the survey link and research outline were advertised on five different occasions.

In addition, the researcher met with a group of Principals and discussed the
importance of the research, the study aims and objectives, and how to access the

questionnaire electronically.

Ethical approval was gained from the Massey University Human Ethics Committee

(Northern); Approval number MUHECN 15/011 (Appendix 4).

5.4 Data Analysis

Survey data were entered into SPSS (IBM Statistics Version 22) for analysis.

Preliminary examination of data was performed to ensure there were no violations
of the assumptions of normality, linearity and homoscedasticity. Levene’s test of equality of
error variances yielded significance values greater than 0.5, indicating that all assumptions
of equality of variance had been met. Outliers were checked for the 5% trimmed mean and
were found to be satisfactory. Where data percentages/numbers do not equate this is
reflective of missing data and/or incomplete surveys. Missing data was excluded from data

analyses.
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Exploratory factor analysis using Principal Component Analysis with varimax rotation
was conducted for three of the scales used in the study, i.e. Psychological Capital, the
Cognitive Appraisal Scale, and the Brief COPE. Scree plots were examined to determine the
number of factors to retain when there was more than one factor. The Psychological Capital
Questionnaire retained one overall scale, whereas the Cognitive Appraisal Scale and the
Brief COPE both generated two scales. Positive and negative affect were easily identified on
the JAWS to generate two separate scales for analysis and the PSS was used a single scale in

order for the study to analyse overall levels of perceived stress.

Bivariate relationships were analysed using Pearson’s r, with the exception of the

ordinal variables gender and teaching position which were analysed using Spearman’s Rho.

Group differences were explored using independent samples t-test and ANOVA.

For the regression analyses, dummy variables were created for gender and teaching
position. For gender, males was coded as 0 and females was coded as 1. For teaching
position, a Leadership group (Principals, Deputy and Associate Principals, Team Leaders,
Syndicate Leaders and Heads of Department) was coded as 1 and Scale A teachers were
coded as 0. Responses to the RTLB and ‘Other’ categories was very low so these were
excluded from the dummy variables. For the “Other” category, it was not possible to

establish the exact roles of this group of participants.

Hypotheses were tested using hierarchical regression. The first step in each analysis
entered number of years’ experience, number of hours worked per week, gender and
position. Appraisal or task-focussed coping were entered as the second step, and the

hypothesised variables in the third.
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Hypotheses regarding mediation were tested using three steps (Baron & Kenny, 1986)

1) The DV was regressed on the 1V;

2) The mediator was regressed on the 1V;

3) The DV was regressed on both the IV and mediator.

If the relationship between IV and DV became non-significant, or was significant but

reduced, a further test for mediation was carried out using the Sobel test.
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Chapter 6: Results

6.1 Group Differences

Independent samples t-tests identified that there were significant gender differences
for Emotion-Focussed Coping, t(968) = -3.04, p = .00, n? =.01; Task-Focussed Coping, t(108) =
-5.20, p = .00, n? =.03; Positive Affect, t(997) = -3.66, p = .00 n? =.01; Challenge Appraisal,
t(1020) =-2.85, p = .00, n?=.01; and Threat Appraisal t(1007) = -3.78, p = .00, n?=.01.

Gender was therefore controlled for in the regression analyses.

A one-way between-groups analysis of variance was conducted to explore the
impact of teaching position on scores on each of the scales. Statistically significant
differences between groups (i.e. position) were found on Perceived Stress: F(6, 1003) = 4.91,
p = .00, n% =.29; Positive Affect: F(6, 994) = 3.65, p = .00, n? = .02; Task-focussed Coping: F(6,
1005) = 8.26, p = .00, n? = .05; Emotion-focussed Coping: F(6, 963) = 4.03, p = .00, n? =.02;
Challenge Appraisals: F(6, 1010) = 3.01, p = .00, n? = .02; Threat Appraisals: F(6, 1004) = 4.25,
p = .00, n? =.02; Psychological Capital: F(6,994) = 4.91, p =.00, n? = .09. No statistically
significant difference in mean scores between position and Life Satisfaction or position and

Negative Affect were identified.

Post-hoc comparisons using the Tukey HSD test were analysed to identify where
significant differences in means between groups could be found. Principals were
significantly higher than Scale A teachers on Perceived Stress (Mean difference -4.78, p
=.01), Positive Affect (Mean difference 4.96, p =.02), on Task-Focussed Coping (Mean
difference 1.89, p =.00), on Emotion-Focussed Coping (Mean difference -3.19, p =.00),
Challenge Appraisal (Mean difference 1.50, p =.00), on Threat Appraisal (Mean difference -

5.90, p =.00), and on Psychological Capital (Mean difference 16.13, p =.00). Principals were
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also significantly higher than Head of Departments on Positive Affect (Mean difference 6.02,
p =.02), Task-Focussed Coping (Mean difference 2.30, p =.04) and on Psychological Capital
(Mean difference 13.01, p =.00). Principals were significantly higher than Team Leaders on
Task-Focussed Coping (Mean difference 2.06, p =.04), and Psychological Capital (Mean
difference 9.28, p =.00). Deputy Principals were significantly higher than Scale A teachers on
Perceived Stress, (Mean difference -3.49, p =.00), Task-Focussed Coping (Mean difference
1.89, p =.00), and Psychological Capital (Mean difference 10.74, p =.00). Deputy Principals
were significantly higher than Head of Departments on Psychological Capital (Mean
difference 7.62, p =.01). Team Leaders were significantly higher than Scale A teachers on
Psychological Capital (Mean difference 6.84, p =.00). Position was subsequently dummy

coded and entered into regressions as a control variable.

Hours worked per week was positively correlated with psychological capital, (r = .07)
and emotion-focussed coping (r = .06), and negative affect (r = .14), and negatively
correlated with positive affect (r = -.09), life satisfaction (r =-.13), and perceived stress (r =
.19). Therefore, number of hours worked per week were controlled for in the regression

analyses by entering them into the first block in each analysis carried out.

Number of years’ experience was positively correlated with psychological capital,
challenge appraisal and life satisfaction and negatively related to threat appraisals, emotion-
focussed coping, negative affect and perceived stress, and so included in the controls in

regression analyses.
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6.2 Bivariate Correlations

Supporting hypotheses 8 and 9, psychological capital was positively related to life
satisfaction and positive affect. Hypotheses 10 and 11 were also supported with
psychological capital being negatively related to perceived stress and negative affect
respectively. Psychological capital was positively related to challenge appraisal, supporting
hypothesis 1, and negatively related to threat appraisal, supporting hypothesis 2.
Hypotheses 3 and 4 were also supported with analysis indicating a positive relationship
between task-focussed coping and Psychological capital and a negative relationship

between emotion-focussed coping and Psychological capital (Table 2).

In addition to the hypothesised relationships, Psychological capital was also
positively related to the number of years’ experience and teaching position. It was
negatively related to perceived stress, number of years’ experience and number of hours

worked per week. (Table 2).

In addition, both challenge appraisal and task-focussed coping were positively
related to life satisfaction and positive affect. They were also negatively related to negative
affect and perceived stress. Conversely, threat appraisal and emotion-focussed coping were
both negatively related to life satisfaction and positive affect, and positively related to

negative affect and perceived stress.
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6.3 Hypothesis Testing

Hypothesis 8 was supported. After controlling for gender, position, years’

46

experience, and hours worked per week, psychological capital was positively related to life

satisfaction and also acts as a significant, unique contributor (Table 3) in life satisfaction. In

addition to the hypothesised relationship, the results indicate that challenge appraisal is

also a significant contributor to the model (f = .41, p = <.001).

Table 3.
Multiple Regression: DV = Life Satisfaction
Step 1 Step 2 Step 3

B SEB B B SEB B B SEB B
Gender -1.11 .56 -.06%* .01 A8 .00 -.09 47 -.01
Position -41 .93 -.01 .01 .78 .00 .09 77 .00
Hours’ worked -07 .01 -1e***  -05 .01 - 12*** - 05 .01 SRk
Years’ Experience .05 .02 J10** .01 .02 .03 -.01 .02 -.01
Challenge Appraisal .99 .06 S50*k* 82 .07 ALEE*
Task Focussed Coping .10 .04 .08* .01 .05 .01
Psychological Capital .07 .01 21%%*
R .19 .57 .59
AR? .03 .32 .34
F 8.43*** 71.81%%** 67.99%**

*p<.05 **p<.01 ***p<.001

Psychological capital was positively related to positive affect (Table 4), uniquely

accounting for 11% of the variance in positive affect and providing support for hypothesis 9.

Psychological capital and the control variables, explain a total of 47.2% of the variance in

positive affect. Gender, hours worked per week, number of years’ experience, psychological

capital, challenge appraisal and task focussed coping were each significant in the analysis.

Psychological capital was the largest individual contributor to the model (8 = .46, p <.001).
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Table 4.
Multiple Regression: DV = Positive Affect
Step 1 Step 2 Step 3

B SEB B B SEB B B SEB B
Gender -4.43 1.09 -.14*%** -1.24 .90 -.04 -1.67 .81 -.05*
Position A1 1.82 .00 155 1.47 .03 1.75 1.34 .03
Hours’ worked -.08 .03 -.09** -05 .02 -.06* -04 .02 -.05%*
Years’ Experience .06 .03 .03 -02 .03 -02 -10 .03 - 10%**
Challenge Appraisal 1.38 .12 36*%** 67 12 L18%**
Task Focussed Coping .80 .80  .32%** 40 .08 JdpEx*
Psychological Capital 31 .02 Ap*E*
R 17 .61 .69
AR? .024 .362 472

*p<.05 **p<.01 ***p<.001

Psychological capital was found to be negatively related to perceived stress and

multiple regression further supported hypothesis 10 (Table 5). Psychological capital (8 = -

.50, p <.001), threat appraisal (8 = .16, p <.001), emotion-focussed coping (8 = .17, p <.001),

and hours worked per week (6 = .16, p <.001) were all significant contributors to unique

variance in perceived stress. Psychological capital was the largest individual contributor to

the model and accounted for 26.7% of variance in perceived stress.
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Table 5.
Multiple Regression: DV = Perceived Stress
Step 1 Step 2 Step 3

B SEB B B SEB B B SEB B
Gender 31 .93 .01 1.96 .79 .07* .15 .68 .01
Position A1 1.56 .00 -50 132 -.01 -1.13 1.12 -.02
Hours’ worked .15 .02 21%*¥* 13 .02 JA8**¥* 12 .02 de***
Years’ Experience -.18 .03 -21%*%* - 08 .03 -.09*%*  -02 .02 -.02
Threat Appraisal 27 .03 30*%** 14 .03 de%**
Emotion Focussed .54 .06 31 30 .05 A7HRE
Coping
Psychological Capital -29 .02 -.50%**
R .29 .59 .73
AR? .079 .346 .528
F 19.64*** 77 .55%** 139.87***

*p<.05 **p<.01 ***p<.001

Support for hypothesis 11 was established, identifying that Psychological capital was
negatively related to negative affect (Table 6). The model as a whole accounted for 50% of
the variance in negative affect, with psychological capital acting as the largest contributor (8
=-.46, p <.001). In addition, emotion focussed coping (6 = .35, p <.001) and the number of

hours worked per week (8 = .09, p <.001) were also significant contributors.
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Table 6.
Multiple Regression: DV = Negative Affect
Step 1 Step 2 Step 3

B SEB B B SEB B B SEB B
Gender 1.08 1.05 .04 296 .87 J10** 1.05 .77 .03
Position .64 1.76 .01 -01 145 .00 -.66 1.27 -.01
Hours’ worked 11 .03 J14**%% 08 .02 .09** .07 .02 .Q9***
Years’ Experience -15 .03 - 15%*%* - 02 .03 -.02 .04 .02 .04
Threat Appraisal .15 .03 JA5*k* 02 .03 .02
Emotion Focussed .93 .06 A8**k* 68 .06 35%**
Coping
Psychological Capital -.29 .02 - ApE**
R .21 .60 71
AR? .038 .349 .500
F 9.46%** 77.84%** 123.971%***

*p<.05 **p<.01 ***p<.001

6.4 Mediation Analysis

Challenge appraisal was not found to mediate the relationship between
psychological capital and task-focussed coping, therefore finding no support for hypothesis
5. The mediation analysis identified that a reduction in Beta at step 3 (6 = .31, p <.001)
remained significant but was lower than at step 2 (8 = .61, p <.001), suggesting partial

mediation, however this was negated by an insignificant Sobel test result (Table 7).
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Mediation analysis: Challenge appraisal as a mediator between psychological capital and task-

focussed coping

DV v B SEB B AR?  Sobel
1 Task-focussed coping Challenge Appraisal .12 .01 S54x*k% 294
2 Challenge Appraisal Psychological capital .11 .01 B61*** 369
. Challenge Appraisal .47 .05 31KkE*
Task-f .
3 ask-focussed coping Psychological capital .10 .01 35%E* 355
0.23ns

*p<.05 **p<.01 ***p<.001

Hypothesis 6, i.e. task-focussed coping will act as a mediator between challenge

appraisal and life satisfaction, was partially supported. At step 3 in the mediation analysis

the relationship between the IV and the DV was reduced but remained significant when

controlling for task-focussed coping (Table 8). The Sobel value yielded a p-value of less than

.05, thus demonstrating that mediation has been identified between challenge appraisal

and life satisfaction when task-focussed coping was included as a mediating variable.

Table 8.

Mediation analysis: task-focussed coping as a mediator between challenge appraisal and life

satisfaction

DV v B SEB B AR? Sobel
1 Life Challenge appraisal 1.07 .05 S5%**F 30
Satisfaction
2 Task focussed coping  Challenge appraisal .79 .04 LS53%** 28
Challenge appraisal 1.00 .06 SEE*
3 Life Satisfaction .30
Task focussed .09 .04 .02*
coping
2.24%*

*p<.05 **p<.01 ***p<.001 (two tailed)
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Hypothesis 7 was partially supported (Table 9) as the relationship between challenge

appraisal and positive affect was reduced but still significant when task-focussed coping was

controlled for at step 3 (6 = .39, p <.001). The Sobel value was also significant (8.56, p = <

.001) and indicates that task-focussed coping partially mediates the relationship between

the DV and the IV.

Table 9.

Mediation analysis: Task-focussed coping as a mediator between challenge appraisal and

positive affect

DV v B SE B B AR? Sobel
1 Positive Challenge appraisal 2.08 .10 S55%*F 30
Affect
2 Task Challenge appraisal .79 .04 S53*** 28
focussed
coping
Challenge appraisal 147 11 39k
3 Positive .36
Affect Task focussed coping .76 .08 .30%**
8.56%**

*p<.05 **p<.01 ***p<.001 Two tailed
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Chapter Seven: Discussion

This study set out to examine the extent to which psychological capital acts as a
protective factor for teachers with respect to outcomes of well-being. This model
hypothesised that psychological capital would be associated with reduced stress and
increased well-being both directly and indirectly. Consistent with theoretical expectations,
analyses of the data identified significant relationships between psychological capital and

outcomes of well-being.

Supporting the hypotheses, psychological capital was positively related to life
satisfaction and positive affect and negatively related to perceived stress and negative
affect. The direct relationships between psychological capital and measures of well-being
and stress provide support for identifying psychological capital as a protective factor for
teachers, identifying that those with higher levels of psychological capital have lower levels
of perceived stress and negative affect. Within the context of the Job-Demands Resources
model (Demerouti et al., 2001) these findings provide indirect support for psychological
capital as a resource which can be drawn upon to help protect teachers from the
detrimental effects of workplace stress. The direct relationships and outcomes support
previous findings that have linked psychological capital to lower levels of stress (Avey et al.,
2009), higher levels of well-being (Avey et al., 2010), positive moods and daily life
satisfaction (Culbertson et al., 2010). While data analyses are unable to explain how the
relationships operate, consideration of theoretical foundations and previous research
findings may provide some direction for understanding how these relationships function.
Psychological capital has been found to relate to positive workplace attributes and

attitudes, such as job satisfaction and organisational commitment (Cheung et al., 2011;
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Milan & Luthans, 2006). Similarly, these factors have been positively related to measures of
subjective well-being, such as the relationship between job satisfaction and positive affect
(Judge & llies, 2004). The relationship between psychological capital and positive outcomes

identified by this study may understood as an extension of these previous findings.

Positive relationships between psychological capital and challenge appraisal, and
conversely, negative relationships with threat appraisal were found. Teachers with higher
levels of psychological capital tended to appraise demands as challenges rather than
threats. The transactional model of stress (Lazarus & Folkman, 1984) indicates that
challenge appraisals are related to perceptions of possessing sufficient resources and skills
to adequately handle a situation and attain goal achievement. Taking into consideration
individual differences, transactional theories highlight that the impact of a situation is
created via appraisal systems and demands are defined by their significance and meaning to
the individual (Cassidy, 2011). The relationships found between psychological capital and
challenge/treat appraisals identifies psychological capital as an individual difference that
plays a role in how demands are perceived and addressed. As job resources are seen to
balance the effects of demands (Demerouti et al., 2001) then psychological capital may
protect against the negative physiological and psychological outcomes that are evident as a

result of the sustained physical and mental efforts that job demands can require.

The coping process has been defined as the cognitions (i.e. appraisals) and
behaviours that individuals use to manage internal and external demands (Lazarus, 1993);
the current study aimed to examine if the cognitions (challenge appraisal) would explain
some of the relationship between psychological capital and the behaviours (task-focussed

coping). A non-significant Sobel test indicated that challenge appraisal did not mediate the
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relationship between psychological capital and task-focussed coping. However challenge
appraisal was found to be the largest contributor to the variance in life satisfaction,
signifying a substantial role for challenge appraisal when examining how processes which

underpin the transactional model may operate.

Teachers with higher levels of psychological capital had a greater propensity to use
task-focussed coping and conversely, lower levels of psychological capital related to higher
levels of emotion-focussed coping. Although research has clarified that both types of coping
can act in positive ways (Lazarus, 2000) the current study relates TFC directly to positive
outcomes and EFC directly to negative outcomes. When examined in conjunction with
relationships with appraisal the findings overall support the hypothesised model, suggesting
both direct and indirect effects of psychological capital on measures of well-being and
stress. Our goal aspirations and how we approach them have been found to influence levels
of subjective well-being (Scheier & Carver, 1993) and it may be supposed that as
psychological capital supports goal attainment (Luthans et al., 2005) it therefore plays an
indirect role given its positive relationship with task-focussed coping and TFC’s relationship

with life satisfaction and positive affect.

Coping is described as a process that evolves from resources and cognitions that
precede and influence it, in turn, mediating stress (Lazarus & Folkman, 1984). Lazarus
(1993) suggests that coping may be seen as a goal which is accomplished by the use of
particular strategies (e.g. task-focussed or emotion-focussed strategies). When appraisal
cognitions are included in the process this suggests that types of coping may explain some
of the relationship, i.e. mediate, between appraisal and outcomes. The current study’s

hypotheses were supported in that task-focussed coping was found to mediate the
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relationship between psychological capital and measures of well-being (i.e. life satisfaction
and positive affect). This identifies that, in addition to the role played by psychological
capital, coping also has both direct and indirect effects on positive outcomes, and also goes

someway to identifying how parts of the transactional process may operate.

Findings relating psychological capital to appraisal and types of coping indicate the
importance of examining dispositional effects on workplace stress rather than focussing
exclusively on situational effects. As the transactional model suggests that stress is an
individual and subjective phenomenon (Lazarus, 1991) the results from this study support
the need to explore individual resources and demands in addition to work-specific resources
and demands for teachers. Studying the psychological variables and processes which may
promote stable patterns of appraisals and coping strategies incorporates individual

differences into a transactional approach to stress and well-being (Parker et al., 2012).

7.2 Implications for Research

Findings from this research provide additional information about the processes of
occupational stress and how they result in differential effects of stress between individuals.
In addition to identifying the role of psychological capital as a protective factor against
stress the findings from this study provide additional support for previous research
associating appraisals and coping with outcomes of well-being and with processes leading to
well-being. Shifting attention from the negative effects of work-related stress to using a
positive psychological perspective has provided opportunities for exploring the role of
protective factors in the stress-mental health relationship, specifically for the teaching

profession. The study integrates transactional processes within an educational context and



56

goes some way to developing a theoretical rationale for the inconsistent results of
occupational stress. Additionally it works towards producing a process model of teacher
well-being and highlights processes and individual differences which may underlie

psychological and emotional health.

Underpinning aspects of this research study was the theoretical rationale of the job
demands-resources model. While data analysis suggests a protective role for psychological
capital it is difficult to quantify or ascertain the degree of that role as a resource for teachers
without a measure of resources and demands. Future research would benefit from
including these measures. Similarly, while subjective well-being was deemed appropriate
for the purposes of the study, further insight may be gained into how psychological capital,
appraisals and coping styles are related to other types of well-being, e.g. psychological well-

being (Ryff, 1989).

As the construct of psychological capital is made up of self-efficacy, hope, optimism
and resiliency it would be possible for future research to examine the contributions of each

of the four facets in addition to analysing data in terms of the construct as a whole.

It has been recommended that research also needs to focus on the evolving
situational demands (Carver & Connor-Smith, 2010). Coping involves a process of
continuous appraisal in response to person-environment changes. Strategies that may be
effective at the onset of a challenging situation may be ineffective and in need of adaptation
as the situation evolves. For example, avoidance may be preferable in the early stages but in
the long term it may have a detrimental effect on outcomes as it can hinder the adoption of

adaptive behaviours (Shen, 2009; Suls & Fletcher, 1985). Given how little is known about
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how the timing, order, combination or duration of coping may influence outcomes a

recommendation for longitudinal studies may redress this imbalance.

Dollard and colleagues suggest that, although necessary, it is insufficient to research
individual factors. They highlight the need to create psychologically safe environments
which require a focus on initiatives at a broader, systems level. Research studies focussing
on the educational sector have largely explored the role of antecedents and consequences
of specific demands but has not addressed the roles played by policy, regulations, governing
bodies, and Ministry of Education initiatives. A fuller understanding of the stress-well-being

relationship of teachers may benefit from including studies at this level.

7.3 Implications for Practice

The impact of occupational stress across work settings results in significant health
care costs (Dollard, Skinner, Tuckey, & Bailey, 2007), has emotional and social costs (Darr &
Johns, 2008) and direct costs for education sectors in terms of employee performance
(Mearns & Cain, 2003), distress (Betoret, 2006), burnout (Chan, 1998; Kyriacou, 2000), and
increased absenteeism (Chambers & Belcher, 1992). The results from this study suggest
that psychological capital may be a resource that not only relates directly to positive
outcomes but also promotes successful navigation of demands leading to effective ways of
appraising and coping at work. An increase in hope, self-efficacy, optimism and resilience
can provide increases in personal well-being in both the work and home environments
(Avey, Reichard, Luthans, & Mhatre, 2011). Noting the malleability of psychological capital
highlights the potential of the construct for employers. Critically, identification of protective

factors can lead to the development and dissemination of intervention and professional
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development programmes. A school context that promotes and develop well-being may
include a focus on psychological capital. Professional development aimed at increasing
psychological capital may increase levels of well-being for teachers and may also have
added benefits such as subsequent increases in intrinsic motivation for employees (Luthans

et al., 2007b) or a greater sense of loyalty (Larson & Luthans, 2006).

7.4 Limitations

The cross-sectional design of this study means that no inferences can be made
regarding causality. Future longitudinal studies may provide further insight into the
directions of cause and effect. Longitudinal studies may also be capable of identifying
changes in coping associated with context and time, as responses to situations and choice of
coping styles in dealing with them are dependent on context and may change as the

problem itself changes (Lazarus & Folkman, 1984).

The self-report nature of data collection may also be seen as a limitation due to
potential response bias (e.g. social desirability, inaccurate recall, etc.) that is inherent in all
self-report surveys, although each of the surveys used in this study has been shown to hold
good psychometric properties regarding reliability and validity. As this study focussed on
examining how individual differences and subjective perceptions related to well-being and
stress, the use of self-reports was able to provide a measure of the individuals’ perceived
reality. Self-report surveys can be influenced by individuals’ abilities to recall accurately, for
example, the intensity of a stressful situation may be either recalled as being of great
significance or alternatively, as time passes the impact of the stressful situation may lessen

over time, making it difficult for respondents to accurately record the effects of the
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situation. Additionally, questions which address general approaches to coping may be
challenging as it requesting an ‘overall’ response to a period of time which may be

significantly influenced by specific events.

Methods of participant recruitment accrued a positive response rate, with data
collection from across the education spectrum (excluding early childhood and tertiary
educators) and was geographically diverse. Demographic analyses suggest that the sample
is representative of the teaching population however, there is a potential limitation of
interpretation of results due to gender bias. The majority of respondents (89%) were
female which may play an influential role in the data analysis. Data was not collected
identifying whether respondents were primary or secondary level teachers; this could be
useful for further statistical analyses and identifying differences between the types of
teaching. Due to the complicated, and overlapping nature of how New Zealand schools can
be organised (i.e. primary/full primary/intermediate/junior high/senior high/college) future
data collected would best include an item asking respondent which year level they currently
teach. Additionally, with the electronic survey being publicly available through social media
there can be no guarantee that questionnaires were exclusively completed by employees of
the education sector. While this risk is acknowledged, it should also be noted that the
potential for non-teachers to complete the survey is minimal, and the large response rate

further supports a minimal level of risk.

The possibility of effects from self-selection should be acknowledged. Results from
the data may only reflect those of teachers who have, at least to some degree, successfully
negotiated the demands of the profession over the years. It is not possible for the analyses

to reflect the cognitions and emotions of those educators who have left the profession,
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possibly due to the effects of occupational stress and/or burnout. It is also possible that as
teaching is a highly stressful occupation, with pressures on time often cited as specific
sources of stress (Chan, 1998; Pithers & Soden, 1998) those teachers who were most
stressed and/or saw time (or rather, the lack of it) as a strain may have been the least likely

to take the time to participate in the study.

7.5 Conclusion

This study demonstrated the role of psychological capital as a protective factor and possible
resource for teachers that has both direct and indirect effects on life satisfaction, affect and
perceived stress. Additionally, relationships between psychological capital, appraisals and
coping were established and theoretical expectations were supported. The partially
mediating mechanism of coping between psychological capital and outcomes was analysed
and established. These findings suggest positive implications for effective prevention and

intervention processes.



61

References

Adams, V. H., Snyder, C., Rand, K. L., King, E. A., Sigmon, D. R., & Pulvers, K. M. (2002). Hope in the
workplace. Handbook of workplace spirituality and organizational performance, 367-377.

Allport, G. W. (1961). Pattern and growth in personality. Oxford, England: Holt, Reinhart & Winston.

Andrews, F., & Robinson, J. (1991). Measures of subjective well-being. In J. Robinson, P. R. Shaver, &
L. S. Wrightsman (Eds.), Measures of personality and social attitudes (pp. 61-115). San Diego:
Academic Press.

Austin, V., Shah, S., & Muncer, S. (2005). Teacher stress and coping strategies used to reduce stress.
Occupational Therapy International, 12(2), 63-80. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=aph&AN=17695241&site=ehost-live

Avey, J. B., Luthans, F., & Jensen, S. M. (2009). Psychological capital: A positive resource for
combating employee stress and turnover. Human Resource Management, 48(5), 677-693.

Avey, J. B., Luthans, F., Smith, R. M., & Palmer, N. F. (2010). Impact of positive psychological capital
on employee well-being over time. Journal of Occupational Health Psychology, 15(1), 17.

Avey, J. B., Reichard, R. J., Luthans, F., & Mhatre, K. H. (2011). Meta-analysis of the impact of positive
psychological capital on employee attitudes, behaviors, and performance. Human resource
development quarterly, 22(2), 127-152.

Avey, J. B., Wernsing, T. S., & Luthans, F. (2008). Can positive employees help positive organizational
change? Impact of psychological capital and emotions on relevant attitudes and behaviors.
The Journal of Applied Behavioral Science, 44(1), 48-70.

Baird, B. M., Lucas, R. E., & Donnellan, M. B. (2010). Life satisfaction across the lifespan: Findings
from two nationally representative panel studies. Social Indicators Research, 99(2), 183-203.

Bakker, A. B., & Demerouti, E. (2007). The job demands-resources model: State of the art. Journal of

managerial psychology, 22(3), 309-328.



62

Bakker, A. B., Demerouti, E., & Euwema, M. C. (2005). Job resources buffer the impact of job
demands on burnout. Journal of Occupational Health Psychology, 10(2), 170-180.

Bakker, A. B., Demerouti, E., & Verbeke, W. (2004). Using the job demands-resources model to
predict burnout and performance. Human Resource Management, 43(1), 83-104.

Bakker, A. B., Hakanen, J. J., Demerouti, E., & Xanthopoulou, D. (2007). Job resources boost work
engagement, particularly when job demands are high. Journal of Educational Psychology,
99(2), 274-284. d0i:10.1037/0022-0663.99.2.274

Bandura, A. (2006). Toward a psychology of human agency. Perspectives on psychological science,
1(2), 164-180.

Baron, R. M., & Kenny, D. A. (1986). The moderator—mediator variable distinction in social
psychological research: Conceptual, strategic, and statistical considerations. Journal of
Personality and Social Psychology, 51(6), 1173-1182.

Benmansour, N. (1998). Job satisfaction, stress and coping strategies among Moroccan high school
teachers. Mediterranean Journal of Educational Studies, 3(1), 13-33.

Betoret, F. D. (2006). Stressors, self-efficacy, coping resources and burnout among secondary school
teachers in Spain. Educational Psychology, 26(4), 519-539. doi:10.1080/01443410500342492

Blascovich, J., & Mendes, W. B. (2000). Challenge and threat appraisals: The role of affective cues. In
J. P. Forgas (Ed.), Feeling and thinking: The role of affect in social cognition (pp. 59-82). New
York: Cambridge University Press.

Boe, E. E., Bobbitt, S. A., Cook, L. H., Whitener, S. D., & Weber, A. L. (1997). Why didst thou go?
Predictors of retention, transfer, and attrition of special and general education teachers
from a national perspective. The Journal of Special Education, 30(4), 390-411.
doi:10.1177/002246699703000403

Bowling, N. A., Eschleman, K. J., & Wang, Q. (2010). A meta-analytic examination of the relationship
between job satisfaction and subjective well-being. Journal of Occupational and

Organizational Psychology, 83(4), 915-934.



63

Burke, J., Divinagracia, L., & Mamo, E. (1999). Predictors of life satisfaction among Filipino
managerial and professional women. Psychological reports, 84(3), 805-808.

Burke, J., & Greenglass, E. (1996). Work stress, social support, psychological burnout and emotional
and physical well-being among teachers. Psychology, Health & Medicine, 1(2), 193-205.
doi:10.1080/13548509608400018

Caprara, G. V., Barbaranelli, C., Borgogni, L., & Steca, P. (2003). Efficacy beliefs as determinants of
teachers' job satisfaction. Journal of Educational Psychology, 95(4), 821.

Caprara, G. V., Barbaranelli, C., Steca, P., & Malone, P. S. (2006). Teachers' self-efficacy beliefs as
determinants of job satisfaction and students' academic achievement: A study at the school
level. Journal of School Psychology, 44(6), 473-490.

Carlson, B., & Thompson, J. (1995). Job burnout and job leaving in public school teachers:
Implications for stress management. International Journal of Stress Management, 2(1), 15-
29. doi:10.1007/bf01701948

Carver, C. S. (1997). You want to measure coping but your protocol's too long: Consider the Brief
COPE. International Journal of Behavioral Medicine, 4(1), 92-100. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=s3h&AN=7403881&site=ehost-live

Carver, C. S., & Connor-Smith, J. (2010). Personality and coping. Annual Review of Psychology, 61,
679-704.

Carver, C. S., & Scheier, L. M. (1998). On the self requlation of behaviour. New York: Cambridge
University Press.

Cassidy, T. (2011). Stress, coping, resilience and health. In T. Davenport, J. (Ed.), Managing stress:
From theory to application (pp. 161-199). New York: Nova Science Publishers, Inc.

Cavanaugh, M. A., Boswell, W. R., Roehling, M. V., & Boudreau, J. W. (2000). An empirical
examination of self-reported work stress among U.S. managers. Journal of Applied

Psychology, 85(1), 65-74. doi:10.1037/0021-9010.85.1.65



64

Chambers, R., & Belcher, J. (1992). Comparison of the health and lifestyle of general practitioners
and teachers. British Journal of General Practice, 43(374), 378-382.

Chan, D. W. (1998). Stress, coping strategies and psychological distress among secondary school
teachers in Hong Kong. American Educational Research Journal, 35(1), 145-163. Retrieved
from http://www.jstor.org/stable/1163455

Cheung, F., Tang, C. S.-k., & Tang, S. (2011). Psychological capital as a moderator between emotional
labor, burnout, and job satisfaction among school teachers in China. International Journal of
Stress Management, 18(4), 348.

Chong, S., & Low, E.-L. (2009). Why | want to teach and how | feel about teaching—formation of
teacher identity from pre-service to the beginning teacher phase. Educational Research for
Policy and Practice, 8(1), 59-72.

Chwalisz, K., Altmaier, E. M., & Russell, D. W. (1992). Causal attributions, self-efficacy cognitions, and
coping with stress. Journal of Social and Clinical Psychology, 11(4), 377-400.

Clapp-Smith, R., Vogelgesang, G. R., & Avey, J. B. (2009). Authentic leadership and positive
psychological capital the mediating role of trust at the group level of analysis. Journal of
Leadership & Organizational Studies, 15(3), 227-240.

Costa, P. T., & McCrae, R. R. (1980). Influence of extraversion and neuroticism on subjective well-
being: Happy and unhappy people. Journal of Personality and Social Psychology, 38(4), 668-
678. d0i:10.1037/0022-3514.38.4.668

Costa, P. T., & McCrae, R. R. (1988). Personality in adulthood: A six-year longitudinal study of self-
reports and spouse ratings on the NEO Personality Inventory. Journal of Personality and
Social Psychology, 54(5), 853-863.

Covington, M. V. (2000). Goal theory, motivation, and school achievement: An integrative review.
Annual Review of Psychology, 51(1), 171. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true

&AuthType=ip,cookie,url,uid&db=pbh&AN=3076143&site=ehost-live



65

Cox, T., Griffiths, A., Barlowe, C., Randall, R., Thomson, L., & Rial-Gonzalez, E. (2000). Organisational
interventions for work stress: A risk management approach. HMSO.

Crawford, E. R., LePine, J. A., & Rich, B. L. (2010). Linking job demands and resources to employee
engagement and burnout: a theoretical extension and meta-analytic test. Journal of Applied
Psychology, 95(5), 834.

Culbertson, S. S., Fullagar, C. J., & Mills, M. J. (2010). Feeling good and doing great: the relationship
between psychological capital and well-being. Journal of Occupational Health Psychology,
15(4), 421.

Curry, L. A., Snyder, C., Cook, D. L., Ruby, B. C., & Rehm, M. (1997). Role of hope in academic and
sport achievement. Journal of Personality and Social Psychology, 73(6), 1257.

Darr, W., & Johns, G. (2008). Work strain, health, and absenteeism: A meta-analysis. Journal of
Occupational Health Psychology, 13(4), 293-318.

Day, C. (2000). Teachers in the twenty-first century: Time to renew the vision. Teachers and
Teaching: theory and practice, 6(1), 101-115.

Day, C. (2008). Committed for life? Variations in teachers’ work, lives and effectiveness. Journal of
educational change, 9(3), 243-260.

Day, C., & Gu, Q. (2010). The new lives of teachers. Oxon, UK: Routledge.

Demerouti, E., Bakker, A. B., Nachreiner, F., & Schaufeli, W. B. (2001). The job demands-resources
model of burnout. Journal of Applied Psychology, 86(3), 499-512.

DeNeve, K. M., & Cooper, H. (1998). The happy personality: A meta-analysis of 137 personality traits
and subjective well-being. Psychological Bulletin, 124(2), 197-229. doi:10.1037/0033-
2909.124.2.197

Diener, E. (1984). Subjective well-being. Psychological Bulletin, 95(3), 542-575. doi:10.1037/0033-
2909.95.3.542

Diener, E. (1994). Assessing subjective well-being: Progress and opportunities. Social Indicators

Research, 31(2), 103-157. doi:10.2307/27522740



66

Diener, E. (1998). Subjective well-being and personality Advanced personality (pp. 311-334):
Springer.

Diener, E. (2000). Subjective well-being: The science of happiness and a proposal for a national
index. American Psychologist, 55(1), 34-43. d0i:10.1037/0003-066x.55.1.34

Diener, E., Emmons, R. A., Larsen, R. J., & Griffin, S. (1985). The Satisfaction With Life Scale. Journal
of Personality Assessment, 49(1), 71. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=s3h& AN=6385463&site=ehost-live

Diener, E., & Iran-Nejad, A. (1986). The relationship in experience between various types of affect.
Journal of Personality and Social Psychology, 50(5), 1031-1038.

Diener, E., & Lucas, C., P. (1999). Personality and subjective well-being. In D. Kahneman, E. Diener, &
N. Schwarz (Eds.), Well-being: Foundations of hedonic psychology (pp. 213-229): Russell Sage
Foundation.

Diener, E., Oishi, S., & Lucas, R. E. (2003). Personality, culture, and subjective well-being: Emotional
and cognitive evaluations of life. Annual Review of Psychology, 54(1), 403-426. Retrieved
from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=pbh&AN=9688616&site=ehost-live

Diener, E., Sandvik, E., & Pavot, W. (2009). Happiness is the frequency, not the intensity, of positive
versus negative affect. In E. Diener (Ed.), Assessing Well-Being (Vol. 39, pp. 213-231):
Springer Netherlands.

Diener, E., & Suh, E. (1997). Measuring quality of life; Economic, social and subjective indicators.
Social Indicators Research, 40(1-2), 189-216. doi:10.1023/a:1006859511756

Diener, E., Suh, E. M., Lucas, R. E., & Smith, H. L. (1999). Subjective well-being: Three decades of

progress. Psychological Bulletin, 125(2), 276-302. doi:10.1037/0033-2909.125.2.276



67

Dollard, M., Skinner, N., Tuckey, M. R., & Bailey, T. (2007). National surveillance of psychosocial risk
factors in the workplace: An international overview. Work & Stress, 21(1), 1-29.

Duckworth, A. L., Quinn, P. D., & Seligman, M. E. (2009). Positive predictors of teacher effectiveness.
The Journal of Positive Psychology, 4(6), 540-547.

Eid, M., & Diener, E. (2004). Global judgments of subjective well-being: Situational variability and
long-term stability. Social Indicators Research, 65(3), 245-277.

Emmons, R. (1986). Personal strivings: An approach to personality and subjective well-being. Journal
of Personality and Social Psychology, 51(5), 1058-1068. doi:10.1037/0022-3514.51.5.1058

Emmons, R., Larsen, R., Levine, S., & Diener, E. (1983). Factors predicting satisfaction judgments.
Chicago: Midwestern Psychological Association.

Erdogan, B., Bauer, T. N., Truxillo, D. M., & Mansfield, L. R. (2012). Whistle while you work: A review
of the life satisfaction literature. Journal of Management, 38(4), 1038-1083.

Ervasti, H., & Venetoklis, T. (2010). Unemployment and subjective well-being: An empirical test of
deprivation theory, incentive paradigm and financial strain approach. Acta Sociologica,
53(2), 119-139.

Evers, W., Brouwers, A., & Tomic, W. (2002). Burnout and self-efficacy: A study on teachers’ beliefs
when implementing an innovative educational system in the Netherlands.

Evers, W., Tomic, W., & Brouwers, A. (2004). Burnout among Teachers. School Psychology
International, 25(2), 131-148. d0i:10.1177/0143034304043670

Fischer, K. W., Shaver, P. R., & Carnochan, P. (1990). How emotions develop and how they organise
development. Cognition & Emotion, 4(2), 81-127. doi:10.1080/02699939008407142

Fleet, A., Kitson, R., Cassady, B., & Hughes, R. (2007). University-qualified Indigenous early childhood
teachers. Australian Journal of Early Childhood, 32(3), 17-25. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true

&AuthType=ip,cookie,url,uid&db=anh&AN=26879155&site=ehost-live&scope=site



68

Flores, M. A., & Day, C. (2006). Contexts which shape and reshape new teachers’ identities: A multi-
perspective study. Teaching and Teacher Education, 22(2), 219-232.

Folkman, S., & Lazarus, R. S. (1985). If it changes it must be a process: Study of emotion and coping
during three stages of a college examination. 48, 150-170. doi:10.1037/0022-3514.48.1.150

Folkman, S., & Moskowitz, J. T. (2000). Positive affect and the other side of coping. American
Psychologist, 55(6), 647-654. doi:10.1037/0003-066x.55.6.647

Folkman, S., & Moskowitz, J. T. (2004). Coping: Pitfalls and promise. Annual Review of Psychology,
55(1), 745-774. doi:10.1146/annurev.psych.55.090902.141456

Fugate, M., Prussia, G. E., & Kinicki, A. J. (2012). Managing employee withdrawal during
organizational change: The role of threat appraisal. Journal of Management, 38(3), 890-914.

Gooty, J., Gavin, M., Johnson, P. D., Frazier, M. L., & Snow, D. B. (2009). In the eyes of the beholder;
transformational leadership, positive psychological capital, and performance. Journal of
Leadership & Organizational Studies, 15(4), 353-367.

Hakanen, J. J., Bakker, A. B., & Schaufeli, W. B. (2006). Burnout and work engagement among
teachers. Journal of School Psychology, 43(6), 495-513. d0i:10.1016/].jsp.2005.11.001

Hakanen, J. J., & Schaufeli, W. B. (2012). Do burnout and work engagement predict depressive
symptoms and life satisfaction? A three-wave seven-year prospective study. Journal of
Affective Disorders, 141(2), 415-424.

Hargreaves, A. (1998). The emotional practice of teaching. Teaching and Teacher Education, 14(8),
835-854.

Harris, C., Daniels, K., & Briner, R. B. (2004). How do work stress and coping work? Toward a
fundamental theoretical reappraisal. British Journal of Guidance & Counselling, 32(2), 223-
234.

Headey, B., & Wearing, A. (1989). Personality, life events, and subjective well-being: Toward a
dynamic equilibrium model. Journal of Personality and Social Psychology, 57(4), 731-739.

doi:10.1037/0022-3514.57.4.731



69

Hockey, G. R. J. (1993). Cognitive-energetical control mechanisms in the management of work
demands and psychological health. In A. D. B. L. Weiskrantz (Ed.), Attention: Selection,
awareness, and control: A tribute to Donald Broadbent (pp. 328-345). New York, NY, US:
Clarendon Press/Oxford University Press.

Howard, S., & Johnson, B. (2004). Resilient teachers: resisting stress and burnout. Social Psychology
of Education, 7(4), 399-420. d0i:10.1007/s11218-004-0975-0

Hoy, A. W., & Spero, R. B. (2005). Changes in teacher efficacy during the early years of teaching: A
comparison of four measures. Teaching and Teacher Education, 21(4), 343-356.

Ingersoll, R., & Alsalam, N. (1997). Teacher professionalization and teacher commitment: A multilevel
analysis. Washington DC: U.S Department of Education.

Jian, Y., & Hanling, L. (2009). Psychological capital as mediator in relationship among organizational
socialization, knowledge integration and sharing. Paper presented at the Management and
Service Science, 2009. MASS'09. International Conference on.

Jones, M. D. (2006). Which is a better predictor of job performance: Job satisfaction or life
satisfaction. Journal of Behavioral and Applied Management, 8(1), 20-42.

Judge, T. A., & llies, R. (2004). Affect and job satisfaction: A study of their relationship at work and at
home. Journal of Applied Psychology, 89(4), 661-673.

Judge, T. A., & Watanabe, S. (1993). Another look at the job satisfaction-life satisfaction relationship.
Journal of Applied Psychology, 78(6), 939-948.

Kitching, K., Morgan, M., & O’Leary, M. (2009). It’s the little things: Exploring the importance of
commonplace events for early-career teachers’ motivation. Teachers and Teaching: theory
and practice, 15(1), 43-58.

Klassen, R. M., Bong, M., Usher, E. L., Chong, W. H., Huan, V. S., Wong, I. Y., & Georgiou, T. (2009).
Exploring the validity of a teachers’ self-efficacy scale in five countries. Contemporary

Educational Psychology, 34(1), 67-76.



70

Klassen, R. M., & Chiu, M. M. (2010). Effects on teachers' self-efficacy and job satisfaction: Teacher
gender, years of experience, and job stress. Journal of Educational Psychology, 102(3), 741.

Klusmann, U., Kunter, M., Trautwein, U., Liidtke, O., & Baumert, J. (2008). Teachers' occupational
well-being and quality of instruction: The important role of self-regulatory patterns. Journal
of Educational Psychology, 100(3), 702-715. doi:10.1037/0022-0663.100.3.702

Kyriacou, C. (2000). Stress-busting for teachers. Cheltenham, UK: Stanley Thornes.

Kyriacou, C. (2001). Teacher stress: directions for future research. Educational Review, 53(1), 27-35.
doi:10.1080/00131910120033628

Lapierre, L. M., & Allen, T. D. (2006). Work-supportive family, family-supportive supervision, use of
organizational benefits, and problem-focused coping: Implications for work-family conflict
and employee well-being. Journal of Occupational Health Psychology, 11(2), 169-181.

Larson, M., & Luthans, F. (2006). Potential added value of psychological capital in predicting work
attitudes. Journal of Leadership & Organizational Studies, 13(2), 75-92.

Lazarus, R. S. (1991). Progress on a cognitive-motivational-relational theory of emotion. American
Psychologist, 46(8), 819-834. doi:10.1037/0003-066x.46.8.819

Lazarus, R. S. (1993). Coping theory and research: past, present, and future. Psychosomatic
Medicine, 55(3), 234-247. Retrieved from
http://www.psychosomaticmedicine.org/content/55/3/234.short

Lazarus, R. S. (2000). Toward better research on stress and coping. American Psychologist, 55(6),
665-673. doi:10.1037/0003-066x.55.6.665

Lazarus, R. S., & Folkman, S. (1984). Stress, appraisal and coping. New York: Springer.

Leithwood, K. (2005). Understanding successful principal leadership: Progress on a broken front.
Journal of Educational Administration, 43(6), 619-629.

LePine, J. A., Podsakoff, N. P., & Lepine, M. A. (2005). A meta-analytic test of the challenge stressor-

hindrance stressor framework: An explanation for inconsistent relationships among stressors



71

and performance. The Academy of Management Journal, 48(5), 764-775. Retrieved from
http://www.jstor.org/stable/20159696

Lin, S. H., Wu, C. H., Chen, M. Y., & Chen, L. H. (2014). Why employees with higher challenging
appraisals style are more affectively engaged at work? The role of challenging stressors: A
moderated mediation model. International Journal of Psychology, 49(5), 390-396.

Linley, P. A., Maltby, J., Wood, A. M., Osborne, G., & Hurling, R. (2009). Measuring happiness: The
higher order factor structure of subjective and psychological well-being measures.
Personality and Individual Differences, 47(8), 878-884.

Lowe, R., & Bennett, P. (2003). Exploring coping reactions to work-stress: Application of an appraisal
theory. Journal of Occupational & Organizational Psychology, 76(3), 393-400. Retrieved
from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=pbh&AN=11030389&site=ehost-live

Lucas, R. E., Clark, A. E., Georgellis, Y., & Diener, E. (2003). Reexamining adaptation and the set point
model of happiness: Reactions to changes in marital status. Journal of Personality and Social
Psychology, 84(3), 527-539. doi:10.1037/0022-3514.84.3.527

Lucas, R. E., Clark, A. E., Georgellis, Y., & Diener, E. (2004). Unemployment alters the set point for life
satisfaction. Psychological Science, 15(1), 8-13. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=s3h&AN=11862100&site=ehost-live&scope=site

Lucas, R. E., & Fujita, F. (2000). Factors influencing the relation between extraversion and pleasant
affect. Journal of Personality and Social Psychology, 79(6), 1039-1056. doi:10.1037/0022-
3514.79.6.1039

Luthans, B. C., Avolio, B. J., & Avey, J. B. (2007a). Psychological Capital Questionnaire. Retrieved from



72

Luthans, F., Avey, J. B., Avolio, B. J., Norman, S. M., & Combs, G. M. (2006). Psychological capital
development: toward a micro-intervention. Journal of Organizational Behavior, 27(3), 387-
393.

Luthans, F., Avey, J. B., Avolio, B. J., & Peterson, S. J. (2010). The development and resulting
performance impact of positive psychological capital. Human resource development
quarterly, 21(1), 41-67.

Luthans, F., Avey, J. B., & Patera, J. L. (2008). Experimental analysis of a web-based training
intervention to develop positive psychological capital. Academy of Management Learning &
Education, 7(2), 209-221.

Luthans, F., Avolio, B. J., Avey, J. B., & Norman, S. M. (2007b). Positive psychological capital:
Measurement and relationship with performance and satisfaction. Personnel Psychology,
60(3), 541-572.

Luthans, F., Avolio, B. J., Walumbwa, F. O., & Li, W. (2005). The psychological capital of Chinese
workers: Exploring the relationship with performance. Management and Organization
Review, 1(2), 249-271.

Luthans, F., & Jensen, S. M. (2002). Hope: A new positive strength for human resource development.
Human Resource Development Review, 1(3), 304-322.

Luthans, F., Luthans, K. W., & Luthans, B. C. (2004). Positive psychological capital: Beyond human
and social capital. Business horizons, 47(1), 45-50.

Luthans, F., & Youssef, C. M. (2004). Human, social, and now positive psychological capital
management: Investing in people for competitive advantage. Organizational Dynamics,
33(2), 143-160. doi:http://dx.doi.org/10.1016/j.orgdyn.2004.01.003

Lyubomirsky, S. (2001). Why are some people happier than others? The role of cognitive and
motivational processes in well-being. American Psychologist, 56(3), 239-249.

doi:10.1037/0003-066x.56.3.239



73

Malmberg, L. E., & Hagger, H. (2009). Changes in student teachers' agency beliefs during a teacher
education year, and relationships with observed classroom quality, and day-to-day
experiences. British Journal of Educational Psychology, 79(4), 677-694.

Mark, G. M., & Smith, A. P. (2008). Stress models: A review and suggested new direction.
Occupational health psychology, 3, 111-144.

Martin, A. J. (2002). Motivation and academic resilience: Developing a model for student
enhancement. Australian Journal of Education, 46(1), 34-49.

Martin, A. J., & Marsh, H. W. (2008). Workplace and Academic Buoyancy. Journal of
Psychoeducational Assessment, 26(2), 168-184. doi:10.1177/0734282907313767

Maslow, A. (1968). Toward a psychology of being. New York: John.

Masten, A. S. (2001). Ordinary magic: Resilience processes in development. American Psychologist,
56(3), 227-238. doi:10.1037/0003-066x.56.3.227

Mauno, S., Kinnunen, U., & Ruokolainen, M. (2007). Job demands and resources as antecedents of
work engagement: A longitudinal study. Journal of Vocational Behavior, 70(1), 149-171.

McCarthy, Christopher J. (2009). The relation of elementary teachers' experience, stress and coping
resources to burnout symptoms. The Elementary School Journal, 109(3), 282-300. Retrieved
from http://www.jstor.org/stable/10.1086/592308

McCormick, J., & Barnett, K. (2011). Teachers' attributions for stress and their relationships with
burnout. International Journal of Educational Management, 25(3), 278-293.

Mearns, J., & Cain, J. E. (2003). Relationships between teachers' occupational stress and their
burnout and distress: Roles of coping and negative mood regulation expectancies. Anxiety,
Stress & Coping, 16(1), 71-83. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true

&AuthType=ip,cookie,url,uid&db=s3h&AN=9071646&site=ehost-live



74

Michie, S. (2002). Education: Causes and management of stress at work. Occupational and
Environmental Medicine, 59(1), 67-72. Retrieved from
http://www.jstor.org/stable/27731622

Milan, L., & Luthans, F. (2006). Potential added value of psychological capital in predicting work
attitutde. Journal of Leadership & Organizational Studies, 13(2), 68-85.

Moe, A., Pazzaglia, F., & Ronconi, L. (2010). When being able is not enough: The combined value of
positive affect and self-efficacy for job satisfaction in teaching. Teaching and Teacher
Education, 26(5), 1145-1153.

Moore, L. J., Vine, S. J., Wilson, M. R., & Freeman, P. (2012). The effect of challenge and threat states
on performance: An examination of potential mechanisms. Psychophysiology, 49(10), 1417-
1425.

Moriarty, V., Edmonds, S., Blatchford, P., & Martin, C. (2001). Teaching young children: Perceived
satisfaction and stress. Educational Research, 43(1), 33-46. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=ehh&AN=4173314&site=ehost-live

Murphy, S. A., Duxbury, L., & Higgins, C. (2007). The individual and organizational consequences of
stress, anxiety, and depression in the workplace: A case study. Canadian Journal of
Community Mental Health, 25(2), 143-157.

Najmi, S., & Wegner, D. M. (2008). The gravity of unwanted thoughts: Asymmetric priming effects in
thought suppression. Consciousness and cognition, 17(1), 114-124.

O’Connor, K. M., Arnold, J. A., & Maurizio, A. M. (2010). The prospect of negotiating: Stress,
cognitive appraisal, and performance. Journal of Experimental Social Psychology, 46(5), 729-
735.

Pajares, F. (1997). Current directions in self-efficacy research. Advances in motivation and

achievement, 10(149), 1-49.



75

Park, C. L., & Folkman, S. (1997). Meaning in the context of stress and coping. Review of General
Psychology, 1(2), 115-144. doi:10.1037/1089-2680.1.2.115

Parker, P. D., & Martin, A. J. (2009). Coping and buoyancy in the workplace: Understanding their
effects on teachers' work-related well-being and engagement. Teaching and Teacher
Education, 25(1), 68-75. doi:10.1016/j.tate.2008.06.009

Parker, P. D., Martin, A. J., Colmar, S., & Liem, G. A. (2012). Teachers’ workplace well-being:
Exploring a process model of goal orientation, coping behavior, engagement, and burnout.
Teaching and Teacher Education, 28(4), 503-513. doi:10.1016/j.tate.2012.01.001

Parkes, K. R. (1994). Personality and coping as moderators of work stress processes: Models,
methods and measures. Work & Stress, 8(2), 110-129.

Pearsall, M. J., Ellis, A. P. J., & Stein, J. H. (2009). Coping with challenge and hindrance stressors in
teams: Behavioral, cognitive, and affective outcomes. Organizational Behavior and Human
Decision Processes, 109(1), 18-28. doi:http://dx.doi.org/10.1016/j.0bhdp.2009.02.002

Pearson, L. C., & Moomaw, W. (2005). The relationship between teacher autonomy and stress, work
satisfaction, empowerment and professionalism. Educational Research Quarterly, 29(1), 37-
53. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=pbh&AN=18096754&site=ehost-live

Perrewé, P. L., & Zellars, K. L. (1999). An examination of the attributions and emotions in the
transactional approach to the organizational stress process. Journal of Organizational
Behavior, 20(5), 739-752.

Peterson, S. J., & Luthans, F. (2003). The positive impact and development of hopeful leaders.
Leadership & Organization Development Journal, 24(1), 26-31.

Pithers, R. T. (1995). Teacher stress research: Problems and progress. British Journal of Educational

Psychology, 65(4), 387-392.



76

Pithers, R. T., & Soden, R. (1998). Scottish and Australian teacher stress and strain: A comparative
study. British Journal of Educational Psychology, 68(2), 269-279. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=ehh&AN=24534554&site=ehost-live

Pittau, M. G., Zelli, R., & Gelman, A. (2010). Economic disparities and life satisfaction in European
regions. Social Indicators Research, 96(2), 339-361.

Richardson, G. E. (2002). The metatheory of resilience and resiliency. Journal of Clinical Psychology,
58(3), 307-321.

Rode, J. C., Rehg, M. T., Near, J. P., & Underhill, J. R. (2007). The effect of work/family conflict on
intention to quit: The mediating roles of job and life satisfaction. Applied Research in Quality
of Life, 2(2), 65-82.

Rogers, C., R. (1961). On becoming a person. Boston: Houghton Mifflin Company.

Roth, G., Assor, A., Kanat-Maymon, Y., & Kaplan, H. (2007). Autonomous motivation for teaching:
How self-determined teaching may lead to self-determined learning. Journal of Educational
Psychology, 99(4), 761-774.

Rusting, C. L., & Larsen, R. J. (1997). Extraversion, neuroticism, and susceptibility to positive and
negative affect: A test of two theoretical models. Personality and Individual Differences,
22(5), 607-612. doi:10.1016/s0191-8869(96)00246-2

Ryff, C. D. (1989). Happiness is everything, or is it? Explorations on the meaning of psychological
well-being. Journal of Personality and Social Psychology, 57(6), 1069-1081.

Saks, A. M. (2006). Antecedents and consequences of employee engagement. Journal of managerial
psychology, 21(7), 600-619.

Salanova, M., Agut, S., & Peird, J. M. (2005). Linking organizational resources and work engagement
to employee performance and customer loyalty: The mediation of service climate. Journal of

Applied Psychology, 90(6), 1217-1227. doi:10.1037/0021-9010.90.6.1217



77

Santavirta, N. S. T. (2007). The association between job strain and emotional exhaustion in a cohort
of 1,028 Finnish teachers. British Journal of Educational Psychology, 77(1), 213-228.
doi:10.1348/000709905x92045

Schaufeli, W. B., & Bakker, A. B. (2004). Job demands, job resources, and their relationship with
burnout and engagement: A multi-sample study. Journal of Organizational Behavior, 25(3),
293-315.

Schaufeli, W. B., Daamen, J., & Van Mierlo, H. (1994). Burnout among Dutch teachers: An MBI-
validity study. Educational and psychological measurement, 54(3), 803-812.

Schaufeli, W. B., Taris, T. W., & Van Rhenen, W. (2008). Workaholism, burnout, and work
engagement: Three of a kind or three different kinds of employee well-being? Applied
Psychology, 57(2), 173-203.

Scheier, M. F., & Carver, C. S. (1993). On the power of positive thinking: The benefits of being
optimistic. Current Directions in Psychological Science, 2(1), 26-30.

Schwarzer, R., & Hallum, S. (2008). Perceived teacher self-efficacy as a predictor of job stress and
burnout: Mediation analyses. Applied Psychology, 57(s1), 152-171.

Searle, B. J., & Auton, J. C. (2014). The merits of measuring challenge and hindrance appraisals.
Anxiety, Stress, & Coping, 28(2), 121-143. d0i:10.1080/10615806.2014.931378

Seligman, M. E. P. (1991). Learned optimism. Milsons Point NSW: Random House.

Shaw, J. D., & Gupta, N. (2001). Pay fairness and employee outcomes: Exacerbation and attenuation
effects of financial need. Journal of Occupational and Organizational Psychology, 74(3), 299-
320.

Sheldon, C., Kamarck, T., & Mermelstein, R. (1983). A Global Measure of Perceived Stress. Journal of
Health and Social Behavior, 24(4), 385-396. Retrieved from
http://www.jstor.org/stable/2136404

Shen, Y. E. (2009). Relationships between self-efficacy, social support and stress coping strategies in

Chinese primary and secondary school teachers. Stress and Health, 25(2), 129-138.



78

Simaes, C., Gomes, A., Faria, S., & Gongalves, M. (2014). Cognitive appraisal as a mediator in the
relationship between stress and burnout. European Health Psychologist, 16(S), 925.

Sinclair, C. (2008). Initial and changing student teacher motivation and commitment to teaching.
Asia-Pacific Journal of Teacher Education, 36(2), 79-104.

Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and teacher burnout: A study of relations.
Teaching and Teacher Education, 26(4), 1059-1069.

Skinner, N., & Brewer, N. (2002). The dynamics of threat and challenge appraisals prior to stressful
achievement events. Journal of Personality and Social Psychology, 83(3), 678-692.
doi:10.1037/0022-3514.83.3.678

Smith, A., Brice, C., Collins, A., McNamara, R., & Matthews, V. (2000). Scale of occupational stress: A
further analysis of the impact of demographic factors and type of job. Retrieved from Cardiff,
UK:

Snyder, C. R. (2000). Handbook of hope. San Diego: Academic Press.

Snyder, C. R. (2002). Hope theory: Rainbows in the mind. Psychological Inquiry, 13(4), 249-275.

Snyder, C. R., Harris, C., Anderson, J. R., Holleran, S. A., Irving, L. M., Sigmon, S.T., . .. Harney, P.
(1991). The will and the ways: development and validation of an individual-differences
measure of hope. Journal of Personality and Social Psychology, 60(4), 570.

Snyder, C. R., Rand, K. L., & Sigmon, D. R. (2002). Hope theory. In C. R. Snyder & S. Lopez (Eds.),
Handbook of positive psychology (pp. 257-276). Oxford: Oxford University Press.

Sonnentag, S., Binnewies, C., & Mojza, E. J. (2010). Staying well and engaged when demands are
high: The role of psychological detachment. Journal of Applied Psychology, 95(5), 965-976.
doi:10.1037/20020032

Stajkovic, A. D., & Luthans, F. (1998). Self-efficacy and work-related performance: A meta-analysis.
Psychological Bulletin, 124(2), 240.

Statistics New Zealand. (2008). Survey of working life: March 2008 quarter. Retrieved from

http://www.stats.govt.nz/browse_for_stats/income-and-



79

work/employment_and_unemployment/SurveyOfWorkingLife_ HOTPMar08qtr/Commentary
.aspx

Steel, P., Schmidt, J., & Shultz, J. (2008). Refining the relationship between personality and subjective
well-being. Psychological Bulletin, 134(1), 138-161. doi:10.1037/0033-2909.134.1.138

Suls, J., & Fletcher, B. (1985). The relative efficacy of avoidant and nonavoidant coping strategies: A
meta-analysis. Health Psychology, 4(3), 249-288. doi:10.1037/0278-6133.4.3.249

Tait, M. (2008). Resilience as a contributor to novice teacher success, commitment, and retention.
Teacher Education Quarterly, 35(4), 57-75. Retrieved from
http://www.jstor.org.ezproxy.massey.ac.nz/stable/23479174

Tait, M., Padgett, M. Y., & Baldwin, T. T. (1989). Job and life satisfaction: A reevaluation of the
strength of the relationship and gender effects as a function of the date of the study. Journal
of Applied Psychology, 74(3), 502-507.

Thompson, T. (2004). Failure—avoidance: Parenting, the achievement environment of the home and
strategies for reduction. Learning and Instruction, 14(1), 3-26.

Todd, S. Y., Harris, K. J., Harris, R. B., & Wheeler, A. R. (2009). Career success implications of political
skill. The Journal of Social Psychology, 149(3), 279-304.

Tomaka, J., Blascovich, J., Kelsey, R. M., & Leitten, C. L. (1993). Subjective, physiological, and
behavioral effects of threat and challenge appraisal. Journal of Personality and Social
Psychology, 65(2), 248-260. doi:10.1037/0022-3514.65.2.248

Tomaka, J., Blascovich, J., Kibler, J., & Ernst, J. M. (1997). Cognitive and physiological antecedents of
threat and challenge appraisal. Journal of Personality and Social Psychology, 73(1), 63-72.
doi:10.1037/0022-3514.73.1.63

Travers, C., & Cooper, C. L. (1996). Teachers Under Pressure: Stress in the Teaching Profession.
London and New York: Routledge.

Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). Teacher efficacy: Its meaning and measure.

Review of Educational Research, 68(2), 202-248.



80

Tugade, M. M., & Fredrickson, B. L. (2004). Resilient individuals use positive emotions to bounce
back from negative emotional experiences. Journal of Personality and Social Psychology,
86(2), 320-333.

van Dierendonck, D., Schaufeli, W. B., & Buunk, B. P. (2001). Burnout and inequity among human
service professionals: A longitudinal study. Journal of Occupational Health Psychology, 6(1),
43.

Van Horn, J. E., Taris, T. W., Schaufeli, W. B., & Schreurs, P. J. G. (2004). The structure of occupational
well-being: A study among Dutch teachers. Journal of Occupational & Organizational
Psychology, 77(3), 365-375. Retrieved from
http://ezproxy.massey.ac.nz/login?url=http://search.ebscohost.com/login.aspx?direct=true
&AuthType=ip,cookie,url,uid&db=pbh&AN=14613602&site=ehost-live

Van Katwyk, P. T., Fox, S., Spector, P. E., & Kelloway, E. K. (2000). Using the Job-Related Affective
Well-Being Scale (JAWS) to investigate affective responses to work stressors. Journal of
Occupational Health Psychology, 5(2), 219-230. doi:10.1037/1076-8998.5.2.219

Veenhoven, R. (1984). Conditions of happiness. Dordrecht: Riedel Publishing Co.

von Bonsdorff, M. E., Huuhtanen, P., Tuomi, K., & Seitsamo, J. (2009). Predictors of employees’ early
retirement intentions: an 11-year longitudinal study. Occupational Medicine, 60, 94-100.
doi:10.1093/occmed/kqp126

Watson, D. (1988). Intraindividual and interindividual analyses of positive and negative affect: Their
relation to health complaints, perceived stress, and daily activities. Journal of Personality
and Social Psychology, 54(6), 1020-1030. doi:10.1037/0022-3514.54.6.1020

Watson, D., Clark, L. A., & Tellegen, A. (1988). Development and validation of brief measures of
positive and negative affect: The PANAS scales. Journal of Personality and Social Psychology,
54(6), 1063-1070. doi:10.1037/0022-3514.54.6.1063

Watson, D., & Tellegen, A. (1985). Toward a consensual structure of mood. Psychological Bulletin,

98(2), 219-235. doi:10.1037/0033-2909.98.2.219



81

Webster, J. R., Beehr, T. A., & Christiansen, N. D. (2010). Toward a better understanding of the
effects of hindrance and challenge stressors on work behavior. Journal of Vocational
Behavior, 76(1), 68-77. doi:10.1016/j.jvb.2009.06.012

Webster, J. R., Beehr, T. A., & Love, K. (2011). Extending the challenge-hindrance model of
occupational stress: The role of appraisal. Journal of Vocational Behavior, 79(2), 505-516.
doi:10.1016/j.jvb.2011.02.001

Wolters, C. A., & Daugherty, S. G. (2007). Goal structures and teachers' sense of efficacy: Their
relation and association to teaching experience and academic level. Journal of Educational
Psychology, 99(1), 181-193.

Wylie, C. (2007). Snapshot of New Zealand primary schools in 2007 - some key findings from the
NZCER national survey. Retrieved from
http://www.nzcer.org.nz.ezproxy.massey.ac.nz/system/files/15870.pdf

Xanthopoulou, D., Bakker, A. B., Dollard, M. F., Demerouti, E., Schaufeli, W. B., Taris, T. W., &
Schreurs, P. J. (2007). When do job demands particularly predict burnout? The moderating
role of job resources. Journal of managerial psychology, 22(8), 766-786.

Youssef, C. M., & Luthans, F. (2007). Positive organizational behavior in the workplace the impact of
hope, optimism, and resilience. Journal of Management, 33(5), 774-800.

Zevon, M. A., & Tellegen, A. (1982). The structure of mood change: An idiographic/nomothetic

analysis. Journal of Personality and Social Psychology, 43(1), 111-122.



82



83

Appendix 1: Questionnaire

Psychological Capital and Emotional Well-Being in New Zealand
Teachers

Thank you for taking the time to complete this survey. It is part of my Master’s degree in

Educational Psychology at Massey University

I am looking at how hope, resilience, self-efficacy and optimism help teachers handle their well-
being, coping and life satisfaction. The survey is anonymous and confidential. There are no right or
wrong answers when completing this questionnaire; | am interested in collecting your considered
and candid feelings. Please read each question and take a moment to consider your response,
answer how you actually feel about that question rather than how you would like to or think you
should feel. If there are any questions which you do not want to complete, please leave them blank.

Completion and return of the questionnaire implies consent.

If you would like more information about the study, or a summary of the findings upon completion

of the report, please email me at andreasoykan@clear.net.nz

Researcher Supervisor
Andrea Soykan Terence Edwards
andreasoykan@clear.net.nz Institute of Education

Massey University

T.Edwards@massey.ac.nz

This project has been reviewed and approved by the Massey University Human Ethics Committee:
Northern, Application 15/011. If you have any concerns about the conduct of this research, please
contact Dr Andrew Chrystall, Chair, Massey University Human Ethics Committee: Northern, telephone
09 414 0800 x 43317, email humanethicsnorth@massey.ac.nz.



Section 1

Below are statements that describe how you may think or feel about yourself right now. Please

indicate the most suitable response.

10.
11.
12.
13.

14.
15.

16.

17.

18.

19.

| feel confident analysing a long-term problem to find a
solution

| feel confident in representing my work area in meetings
with management

| feel confident contributing to discussions about the
school’s strategy

| feel confident in helping to set targets/goals in my work
area

| feel confident contacting people outside the school (e.g.
parents, support workers) to discuss problems

| feel confident presenting information to a group of
colleagues

If I should find myself in a jam at work, | could think of
many ways to get out of it

At the present time, | am energetically pursuing my work
goals

There are lots of ways around a problem

Right now | see myself as being pretty successful at work
| can think of many ways to reach my current work goals

At this time, | am meting the work goals | have set myself
When | have a setback at work, | have trouble recovering
from it, moving on

| usually manage difficulties one way or another at work

| can be “on my own” so to speak, at work if | have to

| usually take stressful things at work in my stride
| can get through difficult times at work because I've
experienced difficulty before

| feel | can handle many things at a time in this job

When things are uncertain for me at work, | usually expect
the best
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20. If something can go wrong for me work-wise, it will
21. | always look on the bright side of things regarding my job
22. I’'m optimistic about what will happen to me in the future
as it pertains to work
23. In this job, things never work out the way | want them to
24, | approach this job as if “every cloud has a silver lining”
Section 2

Please answer these questions thinking about how you generally handle work related problems

10.
11.
12.

13.
14.

15.

| try to see it in a different light, to make it seem more
positive
| seek emotional support from others

| give up trying to deal with it
| blame myself for things that happened

| throw myself into work or other activities to take my mind
off things
| say things to let my unpleasant things escape

I make jokes about it
| come up with a strategy about what to do

| try to get advice or help from other people about what to
do
I try to comfort myself in religion or spiritual beliefs

| criticise myself

| concentrate my efforts on doing something about the
situation I’'m in
I make fun of the situation

| use food, alcohol or other drugs to make myself feel
better
| express my negative feelings
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16. | say to myself “this isn’t real” 1 2 3 4

17. | try hard to think about what steps to take 1 2 3 4
18. | seek comfort and understanding from someone 1 2 3 4
19. | give up the attempt to cope 1 2 3 4
20. | do something to think about it less, such as going to the 1 2 3 4
movies, watching TV, exercise, etc.
21. | pray or meditate 1 2 3 4
22. I look for something good in what is happening 1 2 3 4
23. | accept the reality of the fact that it has happened 1 2 3 4
24, | take action to try and make the situation better 1 2 3 4
25. | refuse to believe that it has happened 1 2 3 4
26. [ learn to live with it 1 2 3 4
27. | blame myself for the things that happened 1 2 3 4
28. | use food, alcohol or other drugs to help me get throughit 1 2 3 4
Section 3

Please indicate the amount to which your job overall has made you feel each emotion in the last

month
s 2 235 2
5 & = < 5
= < o % S
2 3
1. My job made me feel at ease 1 2 3 4 5
2. My job made me feel annoyed 1 2 3 4 5
3. My job made me feel bored 1 2 3 4 5
4, My job made me feel calm 1 2 3 4 5

5. My job made me feel content 1 2 3 4 5



10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

My job made me feel disgusted
My job made me feel elated

My job made me feel excited

My job made me feel enthusiastic
My job made me feel frustrated
My job made me feel gloomy

My job made me feel happy

My job made me feel inspired

My job made me feel pleased

My job made me feel satisfied
My job made me feel angry

My job made me feel anxious

My job made me feel cheerful
My job made me feel confused
My job made me feel depressed
My job made me feel discouraged
My job made me feel energetic
My job made me feel ecstatic

My job made me feel frightened
My job made me feel furious

My job made me feel fatigued
My job made me feel intimidated
My job made me feel miserable
My job made me feel proud

My job made me feel relaxed
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Section 4

The following questions ask about the last month. Although they may seem similar, there are

differences between them. The best approach is to answer them fairly quickly.

52 £33
5 3 a3 2 <
T A 2 o 9
5 3 & &8
é © =]
1. In the last month, how often have you felt upset becauseof 1 2 3 4 5
something that happened unexpectedly?
2. In the last month, how often have you felt that you were 1 2 3 4 5
unable to control the important things in your life?
3. In the last month, how often have you felt nervous or 1 2 3 4 5
‘stressed’?
4, In the last month, how often have you felt things were 1 2 3 4 5
going your way?
5. In the last month, how often have you dealt successfully 1 2 3 4 5
with irritating life hassles?
6. In the last month, how often have you felt that you were 1 2 3 4 5
effectively coping with important changes that were
occurring in your life?
7. In the last month, how often have you felt confidentinyour 1 2 3 4 5
ability to handle your personal problems?
8. In the last month, how often have you found thatyoucould 1 2 3 4 5
not cope with all the things you had to do?
9. In the last month, how often have you been abletocontrol 1 2 3 4 5
the irritations in your life?
10. In the last month, how often have you felt that youwereon 1 2 3 4 5
top of things?
11. In the last month, how often have you found yourself 1 2 3 4 5
thinking about things that you have to accomplish?
12. In the last month, how often have you been abletocontrol 1 2 3 4 5
the way you spend your time?
13. In the last month, how often have you felt difficultieswere 1 2 3 4 5
piling up so high that you could not overcome them?
14. In the last month, how often have you been angered 1 2 3 4 5

because of the things that happened that were outside of
your control?



Section 5

The next set of questions ask about your life in general

1. In most ways my life is close to my ideal

2. The conditions of my life are excellent

3. | am satisfied with my life

4. So far, | have gotten the important things | want in life

5. If I could live my life over, | would change almost nothing

Section 6

1. | tend to focus on the positive aspect of any situation

2. | worry that | will say or do the wrong things

3. | often think what it would be like if | do very well

4, | believe that the most stressful situations contain potential
for positive benefits

5. I am concerned that others will find fault with me

6. Overall, | expect that | will achieve success rather than
experience failure

7. | worry about what kind of impression | make

8. In general, | look forward to the rewards and benefits of
success

9. Sometimes | think that | am too concerned with what other
people think of me

10. | feel that difficulties are piling up so that | cannot
overcome them

11. I lack self confidence

12.  Achallenging situation motivates me to increase my efforts

9a43esiqg AjSuoais

2a.8esi1q

9a43esig Ajy3ys

|eJinaN

9248y Aj3ys8is

9948y

9948y AjSuons

89



13.
14.
15.
16.
17.

18.

What position do you hold?

How many years have you been teaching?

How many hours per week, on average, do you spend working?

lam

In general | anticipate being successful at my chosen
pursuits rather than expecting to fail

| worry what other people will think of me even when |
know that it doesn’t make any difference

I am concerned that others will not approve of me

I look forward to opportunities to fully test the limits of my
skills and abilities

| worry about what other people may be thinking about me

| feel like a failure

Male / Female (please circle)

Please return to:

Andrea Soykan/Terence Edwards

Institute of Education
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Appendix 2: Letter of Information for Principals

Dear Principal,

I am a psychology student completing an Educational Psychology Master’s degree at Massey
University. A component of my course entails carrying out a research thesis and the focus of my
topic is well-being in teachers.

My research will be focussed on teacher well-being, coping, and life satisfaction. In contrast
to previous research which largely focussed on antecedents and consequences of stress, this study
will investigate potential factors that promote and enhance individual well-being.

Identifying positive attributes that play a protective role is expected to provide insight into
ways teacher well-being can be supported and developed. Clear links have been established in the
research between emotional well-being and reduced levels of sick leave. States of well-being have
also been found to affect the quality of teacher-student relationships and to play a significant role in
staff turnover and teachers leaving the profession. Current discourse and support initiatives rightly
place student well-being as a core value and consideration for schools; given the significance of the
teacher student relationship, continuity of staffing, and staff/teacher retention it is also clear that
teacher well-being is also indicated as a core value to enhance educational outcomes for students.

This study will explore the role of hope, self-efficacy, optimism and resilience in protecting
the well-being of one of society’s most valuable resource; our teachers. Relationships between well-
being, engagement and performance are well documented. It is committed, supported, happy
teachers who drive student success.

In order to inform the study, | am seeking responses from a range of teachers across primary
and intermediate year levels. 1 am looking for participants to complete a survey as part of this
process. | have enclosed a copy of the teacher information handout and anticipate that the survey
would take 10-15 minutes to complete. | can present an overview of the project and introduce the
surveys at staff/team meetings. Teachers will also be able to access the survey electronically. |
would appreciate it if you and your staff would consider participating in the study and would love
the opportunity to discuss the project with you and provide more background and details.

I look forward to hearing from you. Many thanks,

Andrea Soykan
413 8061
021 044 7605

andreasoykan@clear.net.nz
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Appendix 3: Invitation to participate

Psychological Capital and Emotional Well Being in NZ Teachers

Dear colleagues,

I would like to invite you to take part in a short research questionnaire looking at teacher

well-being in New Zealand schools.

| am a registered primary school teacher and | am in the process of completing a Master of
Educational Psychology for which this research is an integral component. My study aims to explore
how some individual traits and qualities support teachers to moderate the effects of stressful work,

promote well-being, adopt helpful coping strategies, and enhance life satisfaction.

Your participation in this study is voluntary and will ensure that the findings are based on
robust chalk face perspectives. The survey will take approximately 10-15 minutes to complete. If you
do not want to answer any particular question you can leave that question blank. Completing the
guestions in this survey may cause you to perceive the work context from a new perspective and
evoke an emotional response. You may find it helpful to debrief with a colleague to explore those
responses. The survey contains no information which allows identification of participants,
confidentiality of responses is assured and no information that could identify schools or individuals
will be reported or made available. Data collected will be stored securely and destroyed upon
completion of the study,

If you would like more information about the study, or a summary of the findings, please

email me on andreasoykan@clear.net.nz

Thank you.
Researcher: Andrea Soykan Supervisor: Terence Edwards
Institute of Education Institute of Education
Massey University Massey University
Albany Campus Albany Campus
andreasoykan@clear.net.nz T.Edwards@massey.ac.nz
021 044 7605 (09) 414 0800 ext 43526

This project has been reviewed and approved by the Massey University Human Ethics Committee:
Northern, Application 15/011. If you have any concerns about the conduct of this research, please
contact Dr Andrew Chrystall, Chair, Massey University Human Ethics Committee: Northern, telephone
09 414 0800 x 43317, email humanethicsnorth@massey.ac.nz.
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Appendix 4: Ethics Approval

20 May 2015
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3/8 Crewe Close
Albanv

My

Auckland 0632

Dear Andrea
HUMAN ETHICS APPROVAL APPLICATION - MUHECN 15/011
Psychological Capital and Emotional Well-Being in NZ Teachers

Thank you for your application. It has been fully considered, and approved by the Massey University Human Ethics
Committee: Northemn.

Approval is for three vears If this project has not been completed within three years from the date of this letter, a re-
approval must be requested.

If the nature, content, location, procedures or personnel of your approved application change, please advise the
Secretary of the Commities.
Yours sincerely
v B
Y i

Dr Andrew Chrystall
Acting Chair
Human Ethics Committee: Northern

cc Mr Terence Edwards Dr Dianne Gardner Professor John O'Neill
Institute of Education Institute of Education Head of Institute of Education
Albany Campus Albany Campus Albany Campus

TeKunenga i Research Ethics Office
ki Parchuroa | Privale Bag 102 904, Auckland, 0745, New Zealand Telephone +64 9 414 0800 ex 43276 humanethicsnorth@massey.ac.nz





