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ABSTRACT
This dissertation presents the results of a study to assess the impact of a stress
management, a self-development, and a relaxation technique on the quality of
school life and attendance of 448 Year 5 and 6 students in 16 classes at 4
Lower Hunter Valley primary schools in New South Wales, Australia, in
2000. The importance of contextualising student quality of school life as a key
indicator of school effectiveness and measure of school improvement, is also
argued.
The Quality of School Life questionnaire (Ainley & Bourke, 1992) scales were
used pre- and post- intervention as indicators of student perception of aspects
of their school life including stressful and satisfying elements. Various
student, teacher, and class contextual variables were also investigated.
Overall, the interventions implemented in this study appeared to have had
some small impact on student quality of school life, student absence, teacher
stress, teacher satisfaction, and teacher absence. Of particular interest are the
apparent differential effects of some of the interventions for: teachers and
students, classes, schools, and, at least in part, the effectiveness of the
implementation of the interventions. Possible explanations of these differences
are discussed while implications including the apparent importance of positive
peer relationships and an exciting and enjoyable curriculum in ensuring
students have a high quality of school life are described.
In the broader context of school effectiveness and school improvement, it is
hoped that further investigation will be undertaken of the intervention
strategies explored and refined in this study, and perhaps other strategies
intended to enhance student quality of school life. In particular, interventions
are needed that facilitate the establishment of classroom environments where
students and teachers want to be, where educational outcomes are enhanced,
and students are led to a broader life experience.
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CHAPTER ONE
Introduction

1
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1.1 Background to the Study
The late 20th Century saw the rapid rise of quality assurance and effectiveness measures
in most industries and organisations. These trends were very much reflected in education
at all levels. An associated emergent trend in primary and secondary education in
Australia was growth in the use of standardised measures of student achievement that
increasingly served (and continue to serve) as a major source of data to establish school
effectiveness. It is reasonable to argue that interpretations of quality and effectiveness that
do not include affective measures are too narrow. In particular, these criteria sacrifice
what may be regarded as more complex and aesthetic measures of quality and
effectiveness, such as student perceptions of aspects of their life at school.
The argument presented here both promotes the use of affective measures as important
components of school effectiveness and quality assurance as well as the associated use of
intervention to impact in positive ways on these measures. Support for this thesis can be
found in a broad spectrum of the school effectiveness literature. Sammons and Reynolds
(1997) and later Sammons (1999), for example, suggested the most appropriate type of
assessment of school effectiveness examined the effect of teaching behaviour and school
and classroom practice on social and affective outcomes along with the traditional focus of
student attainment. The need for this focus was particularly emphasised for underachieving, poor and minority students. It is certainly a focus of this study to improve the
positive impact of schools on the full spectrum of students and student outcomes.
An historical perspective on education in Australia provided in the recent speech by the
Honourable Justice Michael Kirby (2001), given in a ceremony to honour William
Wilkins, the first under-secretary of public instruction in New South Wales, is particularly
significant. Kirby suggested that what separated our system from many others was that
even from commencement of education in this country, a public determination existed to
make a high quality education available to all children regardless of social class, wealth, or
religion. The concept of a quality education was described as a “comprehensive
education”. Justice Kirby highlighted the work of Wilkins who, Kirby stated was a
revolutionary in insisting that education for students go beyond the three “R’s”. Further
Justice Kirby suggested that Wilkins insisted that teachers take responsibility for not only
the intellectual but also moral and emotional development of students in their care. It
could be argued that the approach advocated by Wilkins has never been more appropriate
than in the current climate of rapid economic rationalisation, globalisation, and increasing
technological sophistication.
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Similarly, the HREOC (2000) has advocated that what is required of education systems is
that every person by the age of eighteen receive the education that allows them to
participate to their full potential in the social, economic, political, and cultural life of the
community (p.4). Further the Commission argued that the challenge that confronts both
school administrators and the broader community is whether they are prepared to provide
the necessary resources to ensure these outcomes of education can be achieved. Such
conceptualisations of the purposes of schooling are by no means limited to Australia. In
the United States of America, for example, the legislation enacted by the 88th and 89th
Congresses advocated the role of schools in addressing societal issues including poverty,
unemployment, racial discrimination, urban decay, crime, and violence (Goodlad, 1984).
Recent investigations of the teaching service in New South Wales have highlighted that
modern society demands that students be provided with the broadest range of skills and
knowledge whilst at school (Ramsey, 2000a). Ramsey reported that this was especially
important as the delineation between work, social, and learning participation was
becoming less clear. Despite the congruence between Wilkins and Ramsey it would
appear that, purposefully or otherwise, there has been a shift away from a broad range of
educational outcomes.
1.2 Conceptualising the Study
This study is based on a definition and articulation of a potential future of education
advocating a re-aligning of academic and affective student outcomes. This future
contextualises student quality of life and attendance as important measures of school
effectiveness and improvement. It also aims to ensure high student quality of life, an
enhanced mentoring role for educators, and a focus on value attribution regarding
children’s future, health, equity, and access issues.
Whilst school and educational departments espouse that the education of students is
undertaken across a diversity of outcomes it has been suggested that in reality
achievement of a limited range of academic outcomes is emphasised at the expense of the
broader educational curriculum. Schooling forms a major part of the life of children; hence
it would appear obvious that student quality of school life is of utmost significance and is
related to many more factors than simply achievement. Quality and effectiveness need to
be considered across a broader range of outcomes (Ainley & Bourke, 1992).

3
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Traditionally, research regarding the cause and effect of student quality of school life,
student absence, and teacher stress, teacher satisfaction, and teacher absence in our
schools has examined the student and teacher information as separate phenomena. Some
researchers have highlighted this fact (Hart & Conn, 1992; 1996) while other more recent
research has begun to address the quality of life dynamics of classrooms and schools (see
for example, Leonard, 1998; Leonard, Bourke, & Schofield, 2002; Schofield & Bourke,
1997). The model of quality of school life used by these researchers incorporates a broad
spectrum of positive and negative elements of quality of life, including stress and
satisfaction.
Perhaps the most pressing reason for schools to place greater emphasis on student quality
of school life, especially government schools, is decreasing enrolment trends evident for
government schools when compared to private schools. Clearly it is vital to identify any
situation dynamics that may be contributing to these enrolment trends before attempting to
address the problem. An examination of the complete dynamic of student life at school
would surely facilitate this process. A similar approach has been advocated with both
parents and business through the use of customer dissatisfaction measures (Salisbury,
Branson, Altreche, Funk, & Broetzman, 1997).
1.3 Rationale for the Study
This study attempts to advance research in the field of student quality of school life and
student absenteeism by addressing contextual, conceptual, and methodological limitations
of prior research in this area.
(i) The contextual advancements relate to the application of workplace theory to
classroom environments and students as members of these classes. The use of
measures of student quality of school life as indicators of school effectiveness and
foci for school improvement is advocated.
This study is founded on the concept that for primary school children the school
environment they share with teachers resembles an actual workplace. Such an
assumption is feasible as students spend a similar number of hours each day at
school as are spent at work by many members of the work force; they undertake
mental and physical tasks of similar duration and intensity to many workers; their
output is monitored by superiors; and, as with many workplaces, they have a
regimented daily routine.
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(ii) Conceptual considerations relate both to addressing the impacts of teacher stress
and satisfaction on student quality of school life and absence and also assessing
whether stress management, self-awareness, and relaxation intervention strategies
implemented by class teachers positively impact on student quality of school life and
reduce student absence.
(iii) Methodological sophistication is provided by the use of multilevel modelling
techniques allowing the assessment of the impact of the interventions at three levels,
specifically the student, teacher /class, and the level of intervention itself.
1.4 Significance of Proposed Research
The significance of this study lies in identifying and
techniques that teachers can use to improve student
student absence. Accordingly, the hypothesis for
appropriate intervention strategies will reduce rates

investigating possible intervention
quality of school life and reduce
this study is that implementing
of absenteeism for students and

improve student quality of school life. The strategies are stress management, relaxation
training, and background music interventions. These interventions were selected as being
appropriate for implementation with primary school students based on a review of
intervention and coping literature (see, Chapter 4).
Such interventions may also simultaneously produce environmental improvements in
schools and classrooms such as happier and safer work environments and enhanced
learning outcomes. Safe and happy schools and effective learning are promoted when
classrooms are rewarding, stimulating environments where students and teachers want to
be. It is hoped this study will provide valuable insights into this process, and a stimulus for
change and improvement.
The benefits for educators of an increased awareness of positive and negative impacts on
student quality of school life such as satisfaction and stress are obvious. It is contended
that students who feel good about themselves and are excited and stimulated by their
school environment, are more likely to be students who are ready to learn. Students who
want to learn will want to be at school and are likely to make an increased effort to attend.
An associated improvement in teacher morale and reduced absence is also anticipated.

5

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

1.5 Definitions
Definitions of key terms used in this research project including quality of life, absence,
stress, satisfaction, school effectiveness, and school improvement are presented in the
main body of the literature review in Chapters 2, 3, and 4. This approach has been adopted
as some of these terms are used across the broad spectrum of educational research hence
presentation of the definition along with some perspective of the relevant literature, it is
hoped, will aid clarity.
1.6 Overview of the Dissertation Structure
Following on from this introductory chapter, a review of relevant literature is presented in
the next three chapters. Chapter 2 contextualises the study within the school effectiveness,
school improvement, and quality schools paradigms. Chapter 3 defines and describes the
components of quality of life, and contextualises student quality of life, and aspects of
teacher quality of life such as satisfaction and stress, in the school environment. Chapter 4
identifies coping and intervention techniques for children and adults with particular focus
on students and teachers.
Following this review of literature, Chapter 5 outlines the design of the study and details
the involvement of 448 students and 16 teachers from four Lower Hunter Valley Primary
schools with results presented for these groups in Chapters 6 and 7 respectively. In
Chapter 8 a multilevel analysis of student and teacher data collected is presented, while
further investigation of the impact of the interventions is presented in Chapter 9.
The final chapter, Chapter 10, reiterates the research problem and the methods used.
Results are discussed in terms of the specific research questions outlined in Chapter 5 and
conclusions are drawn in terms of the literature reviewed in Chapters 2, 3, and 4. Other
possible interpretations of the research results are then presented and differences in
findings between the present study and previous studies are summarised. The limitations
of the study are then described, the potential for future research in this area outlined, the
external validity and generalisability of results addressed, and a summary of the research
study provided. Following this chapter, detailed appendices provide information and other
documentation related to the study including instruments utilised, interventions
implemented, copies of consent proformas, and description of the results and
recommendations emanating from the pilot study.
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CHAPTER TWO
Contextualising the Study
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2.1 Introduction
The purpose of this chapter is to contextualise the study within the school effectiveness,
school improvement, and quality schools frameworks through an analysis and review of
relevant literature. The application of workplace theory to school environments is also
described.
The much cited, but widely criticised and dismissed thesis in early school effectiveness
literature that schools make no difference to student outcomes as advocated by Coleman,
Campbell, Hobson, McPartland, Mood, Weinfeld, and York (1966), and Jencks, Smith,
Ackland, Bane, Cohen, Gintlis, Heynes, and Michelson (1972) has been replaced by the
realisation that schools, classrooms, and education in general impact on the broadest
possible range of student outcomes. Research has indicated that classroom variables affect
cognitive and affective student outcomes, while school variables affect student behaviour,
attendance, attitudes, and attainment. Combinations of school and classroom variables
have been found to affect student attitudes to school, social development, self-esteem,
educational progress and attainment, and attendance. The identification of class, school,
and combination of class and school effects has been described as the most significant
breakthrough from more recent school effectiveness research (Creemers, 1994). Figure 2.1
categorises examples of research that have identified significant class, school, and class
and school effects.
Some of these researchers have suggested that while there was no question that student
family factors, especially socioeconomic status, impacted on student outcomes and
attitudes at school, the more profound impact on student outcomes was related to school
and class factors such as school and class climate, leadership, structure, and teaching
practices (Davis & Thomas, 1989; Reynolds & Packer, 1992; Sammons, Nuttall, &
Cuttance, 1993; Teddlie, 1994). Estimates suggest that class and school effects together
account for between 8 and 18 per cent of variance in student outcomes (Creemers, 1994,
Reynolds, Teddlie, Creemers, Cheng, Dundas, Green et al., 1994; Stoll & Reynolds,
1997). Moreover, classroom effects account for more variation in student outcomes in all
areas than school effects (Creemers & Reezigt, 1999; McGaw, 1997; Stoll & Reynolds,
1997). Research regarding specific student outcomes, such as achievement, support this
finding. Effective teaching and other class variables, for example, have been identified as
accounting for up to 25 per cent of variation in student achievement (Bloom, 1976), while
school effects have been estimated to explain 8 per cent of student difference in
achievement (Bosker & Witziers, 1996). Perhaps most significantly for the present study,
it has been argued that school and classroom effects may be greatest for non-academic
outcomes (Reynolds, 1992).
8
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Figure 2.1 School Effectiveness Literature - Examples of Significant
Class, School, and Class and School Effects on Student Variables

•
•

•

•
•
•

•
•

•

•
•

•
•

Classroom Effects
Achievement: Bloom (1976) - Effective teaching can account for 25% of variance in
student achievement.
Cognitive and Affective Outcomes: Bruck, Hallett, Hood, MacDonald, & Moore
(2001); Creemers & Reezigt (1999); Fraser (1999) - Aspects of the socialpsychological context (learning environment) including climate, social system, order,
expectations, quality of instruction, time, and opportunity to learn, affect student
outcomes; Schaffer, Nesselrodt, & Stringfield (1994) - Classroom practices and
teaching processes affect student outcomes.
Performance: Cremmin (1977) - Students profoundly influenced by their teachers;
Darling-Hammond (2000) - Positive impact of teacher professional development on
student performance and educational outcomes.
School Effects
Achievement: Bosker & Witziers (1996) - 8% of variance due to schools.
Behaviour and Attendance: Cooper (1993) - Significant school variation.
Educational Attainment: Stoll & Reynolds (1997) - The amount of schooling or
instruction consumed by students impacts on academic development; Sammons et al.
(1993); Teddlie (1994) - School attended more significant than student background
when prior attainment is controlled.
Attitudes: Smith & Tomlinson (1989) - Statistically significant school effects beyond
student background factors such as gender and socioeconomic status.
Outcomes: Fraser (1999) - Greater cohesiveness, satisfaction, goal direction, and less
disorganisation, associated with enhanced student outcomes; Stoll, & Reynolds (1997)
- Size of school effects 8-14%.
Combination School and Class Effects
Cognitive and Affective Outcomes: Creemers (1994) - Class and school variables
account for 12-18% of variance in student outcomes; Davis & Thomas (1989) - The
most profound impact on student outcomes related to school factors such as climate,
leadership, structure and teaching practices; Reynolds & Packer (1992); Sammons et
al. (1993); Teddlie, (1994) - Effects of school and class factors beyond that of student
background and community influences; Reynolds et al. (1994) - Size of class and
school effects 8-15%.
Attendance: Mortimore, Sammons, Stoll, Lewis, & Ecob (1988) - Statistically
significant school and class effects on attendance.
Attitudes, Social Development, and Self-Esteem: Davis & Thomas (1989);
Mortimore et al. (1988) - School and class climate, leadership, structure, and teaching
practices impact on student attitudes and development; Reynolds (1992) - School and
classroom effects may be greatest for non-academic outcomes.
Educational Attainment: Gray, Jesson, & Sime (1990); Mortimore et al. (1988);
Sammons, Cuttance, Nuttall, & Thomas (1995) - Statistically significant school and
classroom differences on student educational attainment.
Value Added Progress: Mortimore et al. (1988); Sammons, Mortimore, & Thomas
(1993) - Statistically significant school and class effects.
9

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Importantly, the perception that schools made no difference to student outcomes may have
retarded the evolution of school effectiveness research for an extended period of time
(Reynolds, 1992). Others have argued that what is required is to examine how these
contexts impact upon the emotional, social, and academic growth of students (Creemers
1994; Davis & Thomas, 1989; Fraser, 1991; McGaw, 1997), as is the purpose of the
present study. Consequently, it would appear that definitions and assessments of school
effectiveness that have been developed and implemented during this period are somewhat
limited in scope and design.
2.2 Definitions of School Effectiveness
Perhaps related to the apparent retardation of the development of school effectiveness
research, some authors have argued that there is no cross-cultural agreement on a
definition of school effectiveness (Chapman & Aspin, 1997; Cuttance, 1992; Reynolds et
al., 1994; Stoll & Reynolds, 1997), nor agreement on what makes schools effective
(Reynolds & Packer, 1992). Terms such as efficiency, productivity, and the survival
power of an organisation are often used as synonyms for effectiveness, however, the
appropriateness of their use is questionable (Scheerens & Bosker, 1997).
School effectiveness has also been described as “epistemologically problematic and
politically promiscuous and malleable” (Slee & Weiner, 1998, p.2). Other researchers
have, however, attempted to provide some definition of the key components of school
effectiveness. In the present study, a definition of school effectiveness, and efficiency, as
congruence between objectives and achievements has been adopted (Cooper, 1993;
Madaus, Airasian, & Kellaghan, 1980; Townsend, 1994).
With regard to this definition, Madaus et al. highlighted that assessing school effectiveness
in this framework was vast. However, the definition does potentially provide some
explanation of why schools and school systems have, perhaps mainly due to their ease of
assessment, targeted quantitative assessments of student achievement as measures of
school effectiveness.
Student academic outcomes are clearly only one discrete area of school effectiveness and
also only one aspect of the education process (Goodlad, 1984). Reasons why affective
outcomes are not regularly included in studies of school effectiveness include: lack of
clear definitions, problems of measurement, and the diverse range of affective domains behavioural, social, moral, ethical, aesthetic, and attitude to school (Knuver & Brandsma,
1993).
10
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Clearly though, there is some agreement on the importance of incorporating affective
measures in school effectiveness measurement. Research has identified that all sections of
school communities (including students, parents, teachers, and principals) reported that the
measurement of an effective school should incorporate more than achievement by
incorporating measures of self-concept, personal development, employment skills, and
citizenship (Townsend, 1994). A number of other studies have highlighted that if school
effectiveness is determined primarily on the basis of test scores, then this determination is
narrow and impoverished (Creemers, 1994; Freiberg, 1999; Goodlad, 1984; Reynolds et
al., 1994; Rose, 1995; Slee & Weiner, 1998; Stoll & Reynolds, 1997) as social, moral, and
aesthetic dimensions of teaching and learning are completely ignored.
Slee and Weiner argued that such narrow definitions and reductionism resonated with the
neo-conservative discourse of “performativity”, efficiency, and the highly contested
notion of academic standards (1998, p.2.). Creemers suggested that such a unidimensional
approach to school effectiveness is structurally and conceptually flawed. Moreover,
Freiberg argued that affective outcomes are important in their own right but also because
they have an impact on cognitive outcomes.
The apparent lack of consideration given to an all-encompassing model of school
effectiveness, that includes affective measures such as student quality of life, has also been
strongly supported by some authors. As early as 1988, Wirth argued that the increasing
focus on measurable academic student outcomes and ignorance of other aspects of student
development was an extremely negative change in schools that stifled the creativity of
both teachers and students. Whilst other work environments had increasingly adopted
democratic alternatives to traditional management practices, Wirth argued that education
in contrast had become less democratic and more technically driven. This overemphasis
on testing and examination was described as destructive to true learning and, for teachers,
these working relations and institutional structures were likely to result in stress,
dissatisfaction, isolation, and reduced self-efficacy (Wirth, 1988).
Significantly for this study, it would appear that affective aspects of schooling might have
more impact on long term quality of life and later life outcomes than academic aspects.
Samson, Graue, Weinstein, and Walberg (1984) identified that only a small percentage
(less than 3 per cent) of adult occupational performance was explained by school
achievement, hence it may be important that a broad range of personal and social criteria
are incorporated into determining school effectiveness.
The importance of process variables within the education context, such as the nature of the
classroom and school environment, the standard of facilities and how these facilities and
11
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amenities are managed, and how individuals interact with this environment, is also evident
in the literature (Madaus et al., 1980). The work of Madaus et al. is of particular import to
the present study as it suggests that, as early as 1980, the need for schools to review their
model of operation in light of the increasing social demands was advocated. These
findings also provide an interesting point of reflection with regard to the degree that
schools have changed their practices over the last two decades.
An increased understanding of the nature of school and classroom environments was
described as a key feature of research efforts to address improved school effectiveness, as
was assessing student satisfaction and interest along with achievement, and teacher moral
expectations and attitudes. Madaus et al. and other authors highlighted that changing
school practice, along with determining the impact of schools on societal issues, would be
a slow process (Goodlad, 1984; Madaus et al., 1980). It is uncertain whether their
expectations extended to the 21st Century.
The context-specific nature of school effectiveness is also evident in the literature. Hence,
a primary outcome of school effectiveness research should be the identification of
attributes of effective schools. Such a process needs to be multidimensional and conducted
across a broad range of components including: both cognitive and affective student
outcomes and progress in all areas across a number of years; quality; equity; educational
standards; and, student background variables, such as socioeconomic status (Creemers,
1994; Stoll & Reynolds, 1997). Importantly best practice school effectiveness research
may not be mandated, but driven by school need (Stoll & Reynolds, 1997), incorporate
satisfaction measures for all stakeholders, and establish school effects for individuals at
the classroom level (Cheng, 1996). Evidence suggests that all schools are not equally
effective in meeting these targets, hence it would appear appropriate to consider, identify,
and define the attributes of effective schools.
2.3 Identifying and Defining the Attributes of Effective Schools
2.3.1 Introduction
An underlying theme of the present study is that a reassessment of teaching and learning
practices may be required to meet student and societal need in the 21st Century. If society
requires individuals who can work cooperatively and be active members of this society,
new methods of instruction and learning are required as well as new skills, especially
social and communication skills. These developments may not emanate from schools
traditionally regarded as effective (Reynolds & Packer, 1992).
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The identification of classrooms and schools practices that are effective in developing new
social skills is an important part of this process. The nature of this process relates to
identifying differences between apparently similar schools and the ways in which schools
can better improve their organisation to maximise student outcomes. Or alternatively,
relationships between school outcomes (educational, behavioural, and social) and school
processes (physical and organisational). However, it is important to recognise that
observed attributes may be process or product variables, or both.
The need for school effectiveness to be considered from the student perspective rather
than a systemic or school perspective has also been advocated (Cooper, 1993). Through
this perspective, Cooper suggested, an understanding of the impact of the school
environment on students could be determined.
2.3.2 Definition of Effective Schools
Along with definitions of school effectiveness, definitions of effective schools have also
been generated. Whilst some authors have argued there is no clear definition of effective
schools (see for example, Madaus et al., 1980), others have defined an effective school as
one where student progress is greater than what would be expected in light of intake
variables (Mortimore, 1991). Mortimore suggested that domains for measuring student
progress included academics, behaviour, attendance, attitudes towards school, and selfimage, along with consideration of the nature of the learning environment and school
processes.
Importantly, the five generalised criteria of school effectiveness (strong leadership,
emphasis on developing student basic skills, high expectations for students, a safe and
orderly climate, and frequent monitoring of student progress) may not be a completely
appropriate model of effective schools due to the particular focus on basic skills at the
expense of outcomes in the affective domain (Creemers, 1994; Holdaway & Johnson,
1993; Reynolds et al., 1994). Research suggests that schools need to select from
comprehensive list of variables to elicit sophisticated evaluations of their effectiveness as
a school (Holdaway & Johnson, 1993).
2.3.3 Attributes of Effective Schools
Other researchers have identified attributes of effective schools including quality
educational programs and curriculum, positive ethos and climate, effective leadership,
communication, and decision-making, high quality teaching staff, access to support
services; satisfied students; and, low student absenteeism. Figure 2.2 categorises examples
of research that have identified these attributes.
13
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Figure 2.2 Attributes of Effective Schools
•

•

•
•
•

Quality Educational Programs/Curriculum: Bentley (2000) - A well-rounded core
curriculum; Goodlad (1984) - Curriculum relevance and academic ambience; Gray, et
al. (1991) - Monitoring academic and non-academic progress, and teaching processes;
Leithwood & Fullan (1985) - Emphasis on curriculum and instruction, effective
monitoring of performance and achievement, and well defined outcomes; Madaus et
al. (1980) - Dual focus on short term student outcomes such as cognitive, personal, and
social competencies, values, attitudes, motivations, and attendance, and long term
outcomes such as occupational competencies, skills for economic independence,
relating to other people, and citizenship; McGaw, Banks, & Piper (1991) - Embrace
and promote learning incorporating intellectual, social, physical, emotional, and
cultural development. Learning where students are stimulated, the central focus, are
taught to value life long learning, and provided with the skills and understanding
required to be participatory members of the community and society; Scheerens &
Bosker (1997) - Quality school curricula and achievement oriented policy; Stoll &
Reynolds (1997); Whitman, Spendlove, & Clark (1984) - Monitoring student progress
and performance.
Positive Ethos and Climate: Close-Conoley (1989b) - Integrate operational systems
at a variety of levels including supportive classroom structures and procedures; Davis
& Thomas (1989) - Supportive climate; Goodlad (1984) - Rewarding classrooms;
Holdaway & Johnson (1993) - Acknowledge student achievements and encourage
academic success; Leithwood & Fullan (1985) - A secure and orderly environment
with high expectations for students; Maglen (1997) - Positive staffroom culture;
Mortimore (1991) - High quality learning environment, positive climate, and emphasis
on positive attitudes towards learning and students; Mortimore et al. (1988) - Positive
climate, ethos, pleasant atmosphere, and a work-centred environment; Mulford (1985)
- Foster student self-image, a supportive atmosphere, and provide safe and pleasant
working conditions for all; Reynolds (1992) - High expectations, tolerance, and
student involvement; Rutter (1980) - Ample use of praise and rewards, good working
conditions, responsive to pupil needs, well maintained, opportunities for children to
take on responsibility, atmosphere of confidence, and high expectations for students;
Scheerens & Bosker (1997) - Clean, neat, well equipped, sufficient space, high quality
facilities, maintenance and safety issues addressed quickly, and an orderly atmosphere;
Stoll & Reynolds (1997) - High expectations, recognition and rewards, positive
student behaviour, student involvement and responsibility, and clear goals; Whitman et
al. (1984) - Unity of purpose, an attractive working environment, positive
reinforcement, and clear and fair discipline.
Parent and Community Involvement/Support: Leithwood & Fullan (1985);
Mortimore et al. (1988); Stoll & Reynolds (1997)
Positive Student Attitudes to School and Satisfied Students: Gray et al. (1991);
McGaw et al. (1991); Whitman et al. (1984).
Low Student Absenteeism: Gray et al. (1991); Madaus et al. (1980); McGaw et al.
(1991) - Encourage at-risk students to attend school and continue their schooling,
supporting students with high rates of absence, truants, and drop-outs using methods
including alternate courses of study, ensuring a supportive and welcoming
environment, and consistent management a discipline; Scheerens & Bosker (1997).
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•

•

•

•

Effective Leadership, Instruction Focus, and Site Management: Bentley (2000) Leadership in instruction, effective site management, autonomy, and staff stability;
Davis & Thomas (1989); Goodlad (1984) - Effective problem solving procedures,
teachers involvement in decision making processes, and staff cohesiveness; Holdaway
& Johnson (1993) - Maintenance of an appropriate school organisational climate and
staff morale; Leithwood & Fullan (1985) - Instruction-focused leadership with
ongoing staff development; Mortimore (1991) - Effective student management and
management of teachers; Mortimore et al. (1988) - Purposeful democratic leadership;
Mulford (1985); Reynolds (1992) - Low levels of institutional control, and coercive
punishment, small overall size, lower teacher-pupil ratios, and teachers provided with
opportunities to have input into school policy; Rutter (1980) - Effective group
management, leadership, and decision-making; Scheerens & Bosker (1997) - Effective
leadership, and consensus; Stoll & Reynolds (1997) - Instructional and curriculumfocused leadership.
Effective/Caring Relationships and Communication: Balson (1992) - Encourage
student self-discipline, cooperation, mutual respect, shared responsibility among all
education stakeholders, social equality; Cooper (1993) - Responsive to student need
and develop caring relationships between staff and students; Davis & Thomas (1989) Positive student-teacher relationships; Leithwood & Fullan (1985) - Effective
interaction and communication; Mortimore (1991) - Pastoral care, and achieve
consensus on shared school values; Mortimore et al. (1988) - Good communication
between teachers and students; Mulford (1985) - Whole school focus and philosophy,
high expectations for students, focus on student achievement in all areas, effective
relationships between school leaders and system administrators, positive relationships,
respect, mutual trust, and appreciation between teachers and students; Reynolds (1992)
- Interpersonal rather than impersonal relationships, confident relationships throughout
the school; Rutter, Maughan, Mortimore, & Ouston (1979) - High quality
relationships; Whitman et al. (1984) - Collegiality, cooperation, and effective
communication.
High Quality Teaching Staff: Close-Conoley (1989b) - High-quality teaching staff;
Davis & Thomas (1989) - Effective teaching practices; Holdaway & Johnson (1993) Maximise staff satisfaction; Maglen (1997) - Highly skilled, intelligent, reflective,
robust, tough, resilient, and caring staff fascinated by individual learning styles;
Mortimore et al. (1988) - Teacher consistency, a structured day and focused teaching
sessions, intellectually challenging teaching, and effective record keeping; Mulford
(1985) - Teachers provide feedback to students; Reynolds (1992) - Well qualified
staff; Rutter (1980) - Effective teaching and modelling of behaviours; Scheerens &
Bosker (1997) - Monitoring of student progress, high time on task, structured teaching,
high expectations, opportunities to learn new skills, and cooperative planing; Stoll &
Reynolds (1997) - Staff collegiality, and monitoring of student progress; Whitman et
al. (1984) - Maximise learning time, focus on achievement, purposeful teaching,
efficient organisation, structured lessons, adaptive practice, and high expectations.
Access to Resources and Support Services: Close-Conoley (1989b), Goodlad (1984)
- Accessible mental health/counselling services; Gray, et al. (1991), Madaus et al.
(1980), McGaw et al. (1991) - Equity of opportunity and equitable distribution of
resources to students.
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2.4 The Development of School Effectiveness Research
In his synthesis of school effectiveness literature in Australia and abroad, Mulford (1985)
highlighted that a focus on students and avoidance of bureaucratic structures was
significant as bureaucratic structures pervaded less effective schools and often led to
increased student anxiety and dissatisfaction. Significantly, school effectiveness research
in Australia had very rightly, Mulford suggested, tended to place greater emphasis on the
total development of students rather than basic academic skills in comparison to research
undertaken elsewhere.
It would appear that Australian effectiveness literature since Mulford’s review has
embraced the world-wide trends. Globally it is clear that there is much less research
regarding the impact of schools and classrooms on aspects of student schooling such as
attendance, attitudes to school, behaviour, and self-efficacy than achievement and
academics (Knuver & Brandsma, 1993; Mortimore et al., 1988).
Another interesting perspective on the development of school effectiveness research was
provided by Creemers (1994) who highlighted that, at that point in time, research reviews
of school effectiveness literature outnumbered actual empirical investigations. Moreover,
many of the empirical investigations lacked appropriate conceptual and technical
frameworks. A conceptual framework incorporating school and instructional effectiveness
may provide a context in which school effectiveness research can drive school
improvement. Further discussion of the link between school effectiveness and school
improvement is provided in Section 2.9.
Other researchers have highlighted some of the inherent difficulties and potential future
directions of school effectiveness. Already, as described in Section 2.3, it has been
identified that schools traditionally regarded as effective, may not necessarily be so across
the full range of student outcomes (Mortimore, 1991; Reynolds & Packer, 1992) nor for
the full student cohort.
School is not equally effective for students from all socioeconomic backgrounds
(Mortimore et al., 1988), and is generally more effective for students of higher ability
level (Aitken & Longford, 1986). Significantly, schools that are ineffective for one group
of students are generally less effective for all students (Cooper, 1993). Yet importantly,
even student socioeconomic disadvantage can be overcome by effective schools and
effective schooling (Rutter, 1979).
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Accordingly, what have been advocated are criteria such as achievement orientation,
structural and cultural conditions, and opportunity to learn with investigation of these
factors at the school and class level (Reynolds et al., 1994). The important role teachers
play in determining educational effectiveness and student success at school has also been
highlighted (Darling-Hammond, 2000; Hill & Rowe, 1996), as has the need to focus on
school transitions (for example, primary school to secondary school) as part of the
consideration of the effectiveness of an institution (McGaw, 1997; Reynolds & Packer,
1992). Significantly, school effectiveness performance can vary as frequently as yearly
(Reynolds & Packer, 1992), hence, longer cycles of school effectiveness assessment
should perhaps be rejected in favour of more frequent, or ongoing, review similar to that
undertaken in many companies and businesses.
2.5 The Relevance of Criteria for Business Effectiveness to Schools
The relevance of criteria for business effectiveness to schools is also evident in the
literature. Research has indicated that being responsive to customer need, increasing
productivity through equitable treatment of all workers, implementing an effective
management structure, and focusing on quality and reliability, and allowing freedom for
innovative practice by workers within the work context, as appropriate business
effectiveness criteria for educational institutions (Peters & Waterman, 1984). Importantly,
effective organisations were described as being driven by values that were understood by
all workers. School communities have a diverse membership including students, parents,
teachers, and administrators. The importance of a shared understanding of values would
appear to be a key feature of effective schools.
Significantly some research has identified shared values and other conditions that can
enhance the effectiveness of schools. Effectiveness enhancing conditions identified by
Scheerens and Bosker (1997), for example, were: priorities assigned to factors and
components - beliefs, attitudes, goal statements; the factual state of affairs relevant to
factors and components; appraisal of and judgement on the degree to which factors and
components are realised; and, a problem solving approach - willingness to
experiment/look for solutions. Notably these four conditions strongly parallel Peters and
Waterman’s conditions for effective business presented earlier in this section.
Further, a problem solving approach, willingness to experiment, and solution focus appear
to be needed more than ever in schools and in the broader context of educational reform as
we enter the new millennium. The associated refinements to methods of school
effectiveness analysis and assessment, described below in Section 2.6 provide a structure
in which educators can pursue the goal of more effective schools.
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2.6 Recent Trends in School Effectiveness Research - Multilevel Modelling
An emergent feature of school effectiveness research is the expansion and refinement of
assessment methodology. The concept of value-adding with regard to student enrolment
characteristics is increasingly evident in the literature as a method of measuring school
effectiveness, as are more refined qualitative and quantitative research methods,
longitudinal studies, and multilevel modelling, incorporating causal modelling and not just
correlation. The emergence of multilevel modelling in particular and more recent
refinements of the multilevel modelling process has had important ramifications for school
effectiveness research.
A multilevel design that explicitly incorporates the hierarchical organisation of schools,
some authors have argued, is required to fully understand education phenomena (Hill &
Rowe, 1996; Stoll & Reynolds, 1997) and these designs have progressed research on
school and classroom effects (Hill & Rowe, 1996; Reynolds, 1992). Creemers (1994)
suggested that multilevel modelling facilitated the pursuit of the goals of educational
effectiveness research to identify variables, characteristics, and factors that could be
incorporated into education practice or educational policy to improve schools.
Multilevel modelling has shown school and class differences to be greater than that
estimated under previous methodologies (Hill & Rowe, 1996; McGaw, 1997). Hill and
Rowe also noted that, in general, research designs incorporating multilevel modelling has
shown class effects to be greater than school effects. However, despite the increasing
evidence of the importance of class effects on student life at school, there has only been
sporadic adoption of multilevel modelling.
Multilevel models of at least three levels with a multifactor design have been advocated in
the literature as this type of model provides better conceptual modelling of school
effectiveness and better procedures for statistical analysis (Creemers, 1994). With regard
to the purposes of this study, significant examples of school effectiveness research using
multilevel modelling techniques include those carried out by Hill and Rowe (1996), Hill,
Rowe, and Holmes-Smith (1995), and Rowe and Hill (1996), who identified substantial
class, and to lesser extent school effects, with regard to student learning progress, student
perceptions of school, and behaviour; and, Knuver and Brandsma (1993) who identified at
the student level a link between attitude to school and self-concept, while at the school and
class levels going beyond teaching basic skills and incorporating teaching and learning
related to social, moral, and professional skills allowed schools and classes to be effective
both cognitively and affectively.
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In the case of the present study, the rationale for the utilisation of multilevel modelling is
to facilitate statistical analysis of the sample at the school and intervention macro level
where data regarding the effectiveness of the interventions and the participating schools
will be analysed, but also, differentiation at the more intimate class and individual student
levels where data regarding classroom effectiveness and student perceptions of schooling
will be analysed. The technique is also powerful enough to allow comparisons across the
levels. Further discussion of the present methodology is provided in Sections 5.8 and 8.1.
2.7 School Improvement
Whilst often used synonymously, some researchers have argued that differences exist
between conceptualisation of school effectiveness and school improvement. An apparent
disparity regarding the reliance in school effectiveness research on a limited range of
mostly academic quantifiable outcomes and easily obtainable measures, and the focus on a
more diverse range of outcomes including attitudinal measures and change over time
within the school improvement paradigm has been identified (Morley & Rassool, 1999;
Reynolds, 1997, Stoll & Reynolds, 1997). Interestingly, the school effectiveness examples
of research presented in Section 2.6 indicate that the distinction between school
effectiveness and school improvement research is, at least in some cases, not this clear.
What is clear is that school improvement literature emphasises the importance of
improving the practice of the whole school and overall process rather than the practice of
individuals and/or individual process (Cooper, 1993; Rutter et al., 1979; Scheerens, &
Bosker, 1997) and the need to take into account instructional identity or ethos when
attempting to improve schooling practices (Cooper, 1993; Davis & Thomas, 1989; Rutter
et al., 1979; Scheerens, & Bosker, 1997). The key outcome of this process, it has been
argued, should be a balance between strengthening patterns of accountability and the
development of a framework to enact the improvement process (Gray et al. 1991).
However, it would appear that school improvement also needs to focus on the culture of
schools including values, interpersonal relationships, and interaction processes as well as
structure. Reynolds and Packer (1992), for example, suggested that school improvement
literature, to that point in time was at the very least deficient, if not negligent, in failing to
acknowledge the psychological dimensions of within-school life (p.182). The authors
identified that many ineffective schools exhibit disturbed interpersonal relationships and
have an abnormal staff culture. An approach where these schools focused on incorporative
culture and interpersonal processes to ensure attitudinal and structural changes in the areas
of values and relationships was advocated.
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Strategies for school improvement can be found in the literature. Strategies adapted from
the work of Stoll and Reynolds (1997) are presented in Figure 2.3. Furthermore challenges
to school improvement were highlighted as including staff turnover, lack of commitment,
staff politics, decentralisation, inability to link outcomes with improvement, and lack of
clarity regarding process and product. Indicators, identified in the literature, for school
improvement include attendance, student participation, and quality support for students
(Davis & Thomas, 1989), staff effectiveness, stress reduction, work climate, and
classroom atmosphere (Scheerens & Bosker, 1997).
Figure 2.3 School Improvement Strategies
•
•
•
•
•
•
•

An ongoing effort to improve student learning outcomes, including incorporating the
concept of success for all into school ethos;
Ongoing monitoring and evaluation, and classroom research;
Ensuring effective school climate, and improving the physical environment;
Emphasising interpersonal and psychological processes, and valuing individuals;
Articulating school vision, shared values, joint planning, and partnership;
Adapting management and leadership structures; and,
Encouraging creativity.

A comparison of these strategies and indicators for school improvement and the attributes
of effective schools presented in Figure 2.2 suggest a strong congruence between the two
terms. Further discussion of the link between school effectiveness and school
improvement is provided in Section 2.9.
2.8 Quality Education, Quality Schools, and Quality of Life
The discrepancy that surrounds conceptualisation of school effectiveness and school
improvement appears also to exist with regard to the conceptualisation of a term often
used synonymously, quality in education. Research has however, highlighted that the key
questions regarding quality schooling were related to values systems, codes of ethics, and
standards of conduct that were appropriate for students in schools and also in the broader
community, and translating these into policy and practice (Chapman & Aspin, 1997).
One primary consideration of this study is an attempt to provide some recommendations
on what is encompassed in quality education and a quality school. Such debate has been
ongoing in educational research for an extended period of time. Scott and Dinham (2001),
for example, suggested that a societal lack of consensus regarding the purpose of
education has existed for some decades.
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Education policy in New South Wales has very much reflected this debate over the last
thirty years with the publication of numerous policy and policy related documents such as
the Aims of Primary Education (1977), Corporate Purpose and Goals (1987), The Primary
Purpose (1987), Carrick Report (1989), Excellence and Equity (1989), The Values We
Teach (1991), and, the School Development Policy Document (1991). In general, these
documents have advocated the importance of quality, methods of improving quality, and
articulated a vision for quality education focused on development of the civic, social,
personal, and educational values suggested to be held by the majority of society. Certainly
in New South Wales, key current issues are quality assurance, auditing, and annual
reporting at a school level (Ramsey, 2000a).
As we enter the 21st Century, schools and educators need to consider how to best adapt to
the changing societal contexts. Some authors have advocated an approach in which
schools were conceptualised as ecosystems incorporating culture, learning theory,
leadership, evaluation, and partnerships (Stoll & Reynolds, 1997).
Others have presented models of quality schooling that encompass the notion of education
as a public good. Chapman and Aspin (1997), for example, described the role of education
and educators as the appropriate provision of service to all students, including those from
socioeconomically disadvantaged backgrounds, racial minorities, those with special needs,
difficulties, and/or lacking the ability to contribute to the process presently or in the future,
so that they are able to pursue their preferred life options, be autonomous but also be
cooperating and contributing members of society (p.69).
Some movement towards such an approach can be identified from educational authorities.
In New South Wales, the NSWDET agenda in 2000 incorporated promoting civic
responsibility, and community values in students. With regard to teachers, the
Department’s strategic plan highlights promoting professionalism, workplace flexibility,
providing safe, secure, and disciplined environments for learning, and programs to support
school attendance. Significantly, recent research has also highlighted that student
perceptions of their quality of school life were increasingly being recognised as important
outcomes of schooling and incorporated in school improvement programs (MindMatters
Evaluation Consortium, 2000).
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Again an historical perspective of the nature of the school environment provides a
narrative for reflection regarding the direction that school based research has taken. In
1932, Waller argued that schools were a social world inhabited by people. Through a maze
of social interconnections, students and teachers were whole human beings tied together
and not learning machines and instructing machines or disembodied intelligences (Waller,
1932, p.1). Clearly a vital part of ensuring student, and teacher, quality of life at school is
creating quality learning environments or quality worlds.
As described in Section 1.3, this study is founded on the concept that for primary school
children the school environment they share with teachers resembles an actual workplace.
Exploring the nature of educational environments has proven to be an important area of
research (see for example, Fraser, 1994; Fraser & Walberg, 1991; Young & Fisher, 1996).
Description of the nature of these environments has included terms such as school and
classroom climate, tone, ethos, and ambience.
Further, classroom and school environments are a potent influence on students (Fraser &
Walberg, 1991, p.x). High quality learning environments have been found to enhance
perceived student quality of life, satisfaction, academic achievement, and engagement in
learning (Ames, 1992; Bruck et al., 2001; Candy, Crebert, & O’Leary, 1994; Freiberg,
1999; Ramsden, Margetson, Martin,
school climate may be a beacon of
students and hence schools have a
(Freiberg, 1999). Clearly schools and

& Clarke, 1995). Moreover, the measurement of
educational reform as school environments affect
duty to provide a quality learning environment
classrooms need to be places that enhance learning

as school is the primary vehicle for student transition to adulthood.
Research suggests that schools can pursue quality through concern about equity and
redefining traditional roles. Devolution of responsibility to schools, increasing school
leader engagement with their community, encouraging innovative practice, creating
networks, and promoting teacher leadership and development have been highlighted as
key strategies (McGaw, 1997; Stoll & Reynolds, 1997). The role of schools in terms of
national identity was highlighted with regard to the need for schools to forge commonality
and community in multicultural settings. Significantly, any improvements in quality may
need to be evaluated in terms of the distribution of benefits fairly to all (McGaw, 1997,
p.15).
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Emerging from the research literature is the identification of the features of quality
schools. Importantly schools exhibiting these features demonstrate the capacity to
incorporate student quality of school life into their school effectiveness and improvement
frameworks. Almost twenty years ago, Goodlad (1984) highlighted that measures of
school quality almost exclusively utilised academic data, yet the examples of research
presented in Figure 2.4 demonstrate the scope that is available to schools with regard to
expanding their definition, focus, and measurement of quality to incorporate the affective
domains of school life.
Chapman and Aspin (1997), for example, advocated the development of student selfworth, confidence, interpersonal relationships, social and political morals, as examples of
students being given opportunities to practice and develop the full range of skills,
competencies, and attitudes appropriate for the future. Quality schools were described as
democratic, equitable, just, promoting and valuing excellence, and high standards of
individual and institutional aspiration. Individuals in such environments, the authors
suggested, were autonomous but also enmeshed in the school and broader community
promoting the enjoyment of the education endeavour, and patterns and networks of mutual
interrelation.
Moreover new models of school effectiveness and quality schooling have been utilised to
highlight the links between classroom practices, schools, districts and the broader
community. Stringfield (1994), for example, suggested that when this multilevel support
system operated effectively, the inherent structures and procedures created a high degree
of organisational reliability and allowed schools to become “centres of academic synergy”
(p.180). Such schools were described as possessing: a shared vision and excitement
regarding education; the capacity to make decisions based on professional judgment; the
capacity to thrive on shared challenges; a willingness to experiment with new programs;
and, an integrated instructional package.
In terms of the literature presented in Figure 2.4, Freiberg and Stein (1999) provided an
apt synthesis. Schools that demonstrate quality and enhance quality of life were described
as healthy learning places that nurture the dreams and aspirations of parents, stimulate
teacher creativity and enthusiasm, and elevate all of their members to love their school and
want to be there each day. Such schools promote self-worth, dignity, and a sense of
belonging that can also foster resilience (p.11). Conversely, Forman and O'Malley (1984)
proposed that schools that did not focus on enhancing quality and quality of life were
stressful environments for teachers and students because of the nature of the performance
and relationship demands made on individuals in this context.
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Figure 2.4 Features of Quality Schools
•

•

•

Develop Student Potential: Chapman & Aspin (1997) - Develop student self- worth,
confidence, social and political morals, students given opportunities to practice and
develop full range of skills, competencies and attitudes; Charlton & David (1990) Match present and future needs of students to the curriculum; Cheng (1996) - Develop
full potential of students in both academics and non-academics, psychologically,
socially, and physically; Cuttance (1992) - Focus on the development of student
personal and social skills; Edmonds (1979) - Development students as independent,
cooperative, and creative thinkers; Goodlad (1984) - Broad educational focus
including academic, intellectual, vocational, social, civic, cultural and personal
development; Knuver & Brandsma (1993) - Students challenged to develop their
individual possibilities; Levine & Havighurst (1984) - Structured succuss experiences,
focus on development of basic skills, self-directed learning skills, enhancement of
conceptual skills, and opportunities for parent and peer reinforcement of learning
experiences; Mortimore et al. (1988) - Provide opportunities for students to experience
success and in academic, social, practical and behavioural contexts; Reynolds et al.
(1994) - Responsive to student need; Smith & Tomlinson (1989) - High expectations;
Townsend (1994) - Focus on development of knowledge, skills, and attitudes in the
domains of literacy, numeracy, other academics, behaviour, self-concept, physical,
social, and emotional.
Quality Teaching: Bloom (1976) - Provision of practice, participation, reinforcement,
and encouragement; Creemers (1994) - Orderly environment, teacher consensus and
cooperation, focus on effective instruction time, monitoring student progress, parental
involvement, parental expectations; Hofman, Hofman, & Guldemond (1999) Cohesive staff, positive reinforcement, staff openness and collaboration, high morale,
and engagement of pupils; Maglen (1997) - Teachers are attentive, motivated,
committed, good role models, high personal efficacy, motivate, value, and encourage
students; Morley & Rassool (1999) - Purposeful teaching, high expectations, positive
reinforcement, and monitoring progress; Scheerens & Bosker (1997) - Classrooms are
fun environments for students, positive contact between teachers and students, teachers
display empathy, sympathy, interest in students, and a sense of humour.
School Ethos and Organisation: Chapman & Aspin (1997) - Democratic, equitable,
just, promote and value excellence, high standards of individual and institutional
aspiration, individuals are autonomous but also enmeshed in school and broader
community, promote the enjoyment of education endeavour, patterns and networks of
mutual interrelation; Charlton & David (1990) - Provide students with a motivating
environment, articulate school policies and expectations to students in a realistic and
meaningful way; Cooper (1993) - Provide students with respite from harmful
influences in outside environments, and opportunities to develop themselves in a
supportive environment; Hofman et al. (1999) - Positive school climate; Knuver &
Brandsma (1993) - Safe and secure places; Maglen (1997) - Orderly and attractive
playing and learning environment, students and teachers feel secure, school pride,
shared goals and values, shared responsibility, and mutual confidence, team morale
(energy, enthusiasm, spirit); Mortimore et al. (1988); Reynolds et al. (1994) - Workcentred environments, and proper upkeep of facilitates; Teddlie (1994) - Positive
learning climate.
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•

•

•
•
•
•

Management Structure: Charlton & David (1990) - Consultative leadership methods,
provide opportunities for students to be involved in the planning and organisational
structure of the school, efficient planning by staff, and positive approaches to student
management; Hofman et al. (1999) - Formalised school procedures including well
structured student management policies, a school philosophy to respect orderly
climate, a task-oriented approach, and engagement of pupils in decision-making;
Maglen (1997) - Clearly mandated and effective student management policies;
MCEETYA (1997) - High quality outcomes, and school leadership; Morley & Rassool
(1999) - Value and assess quality, professional leadership, shared vision and goals,
focus on teaching and learning, pupil rights and responsibilities identified,
home/school partnerships, a learning organisation; Reynolds & Packer (1992) - School
managers operating in a new type of role involving heightened public relations and
market orientation, skills in working with parents, utilising local community as source
of support, ability to manage rapid change, motivate staff, relate to pupils, and obtain
and listen to their opinions; Rutter et al. (1979) - Pleasant working conditions that
promote enhanced student outcomes, behaviour, and attendance; Smith & Tomlinson
(1989) Teachers display effective group management; Stoll & Reynolds (1997) Vision building, climate setting, involvement, empowerment, joint planning and
coordination, staff development, problem solving, and monitoring and evaluation.
Positive Relationships and Communication: Charlton & David (1990) - Supportive
and respectful relationships between staff, students, parents, and the broader school
community, an effective system of pastoral care; Cooper (1993) - Therapeutic and
supportive relationships; Maglen (1997) - Good interpersonal relationships, effective
communication, and pastoral care; Mortimore et al. (1988); Reynolds et al. (1994) Open, caring, and supportive relationships, Rutter et al. (1979) - High quality
relationships a feature of quality schools, teachers spend more time communicating
with students in a sympathetic, approachable, and dependable manner; Teddlie (1994)
- Staff develop good relationships with students.
Low Student Absenteeism: Maglen (1997); MCEETYA (1997) - High attendance
and participation rates; Townsend (1994).
Value and Assess Quality both Implicitly and Explicitly at the Class and School
Level: Goodlad (1984); Morley & Rassool (1999).
Ensure High Student Quality of School Life: Levine & Havighurst (1984);
Scheerens & Bosker (1997); Smith & Tomlinson (1989).
Meet Community Needs: Chapman & Aspin (1997) - Prepare students with
interpersonal relationship skills appropriate for the future; Cheng (1996) - Prepare
students for international harmony, social harmony, global human relationships, and
elimination of bias; Levine & Havighurst (1984) - Provide students with opportunities
to learn morality, cooperation, responsibility, and honesty; Townsend (1994) Develop citizenship, employment skills, and community goals.
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Figure 2.4 clearly demonstrates the views that quality schools focus simultaneously on the
total development of students and the development of a quality learning environment.
Perhaps the major positive of this expanded approach is studies indicating that major
school improvement can be demonstrated within two to three years (Reynolds et al.,
1994). What is also evident from the examples of research presented in Figure 2.4, beyond
the obvious links with the attributes of effective schools presented in Section 2.3, is that
schools committed to improvement and effectiveness enhancement incorporating affective
domains for students have an extraordinarily rich pool of data on which to report with
regard to the productivity, efficacy, and quality of workplaces for students and teachers.
2.9 Linking School Effectiveness, School Improvement, and School Quality
Strong advocacy can also be found in the literature for the links between school
effectiveness and school improvement. Some authors have even advocated a merger of the
research paradigms and knowledge to provide a framework of planned change and
development through which individuals could be empowered and supported towards
increased school effectiveness (Cheng, 1996; Stoll & Reynolds, 1997). Positive benefits of
such a merger included a focus on teaching and learning at the classroom level, use of data
for decision making, a focus on more general student outcomes, improved capacity to
address the internal conditions of the school, and enhanced consistency.
It has been argued that setting targets for achieving educational effectiveness and school
improvement has become a global phenomenon. The policy discourses that support this
movement are sophisticated political policy strategies incorporating managerial
approaches to social inclusion and social welfare (David, 2001, p.99). This approach
appears to be appropriate, for without due concern to the global context of social change
and education, the strategies that aim to improve schooling and school achievement may
reinforce inequalities such as social class, gender, ethnicity and race.
In general it would appear that the rapid pace of societal change has not been matched by
change in educational environments, especially with regard to clarifying the goals or
outcomes of schooling. Moreover, it would appear that many educators and some
educational authorities demonstrate little understanding of the need for, nor a capacity to
support, continuous school improvement. Importantly the focus of this improvement needs
to be on effectiveness and quality education rather than the maintenance of present or past
practices.
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2.10 Affective Student Outcomes in the Context of School Reform
Historically in Australia and especially in New South Wales, strict responsibility for the
curriculum has rested with the educational authorities in the states and territories.
However, increasingly more flexibility has been provided to schools with regard to
designing their own learning experiences around mandated outcomes. Perhaps, the
continuing efforts to change education systems, structures, and organisations highlights a
lack of understanding of what constitutes effective and quality education. Recent research
suggests that society in general lacks a clear understanding of the purpose of education
(Scott & Dinham, 2001).
Moreover, a lack of shared belief regarding the purpose of education, may have resulted in
inconsistency in educational standards (Labaree, 2000). The latter author presented two
models of education, one focusing on education for betterment of the society by producing
competent citizens which contrasted the second model that focused on the personal
advancement of individuals.
There is a divergence of views from stakeholders regarding the purposes of public
education in Australia. In the national context, the Hobart Declaration On Schooling
(Australian Education Council, 1989) highlighted the importance of a value-added
approach to student development in all areas mandating a curriculum that was broad in
focus and incorporated aspects of social skill, physical, mental, and self-esteem
development.
Locally, the New South Wales Education Reform Act (New South Wales Parliament,
1990) mandates that the purpose of school is to assist students to reach their full potential.
At the heart of both of these documents is the concept that the purpose of public education
is to develop the full potential of students thus benefiting individuals, communities, and
the nation. Ramsey (2000a) perhaps most recently (and succinctly) stated the case that the
development of student skills and talents commences in classrooms and intellectual energy
underpins a society largely created by schools (p.4).
Others have also managed to articulate a position incorporating both of Labaree’s models.
The HREOC (2000), for example, highlighted the role of schools with regard to student
development as incorporating: the development of personality, mental and physical
abilities, and talents; the promotion of values (both national and familial), tolerance,
equality, peace, and friendship; and, respect for human rights, fundamental freedoms,
cultures, and the environment.
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Similarly, a recent Director General of Education in New South Wales highlighted the
increasingly important role of schools in bridging cultures and religions (Boston, 2001).
Boston described this process as teaching students common principles, values, norms of
justice, and reasonable behaviours (p.2). Further a robust and common civic ethos, agreed
values and standards of justice were described as foundations of the future of Australia.
It is also possible to differentiate the role of schools at individual, institutional, and
communal and societal levels (Cheng, 1996). At the community and society level, school
serves as a cultural unit carrying the explicit norms and expectations of the local
community. These norms and expectations include transmitting all the important values
and artefacts of the society to students, integrating the diverse subcultures and different
backgrounds, and revitalising the strengths of the existing culture such that the society or
nation can reduce internal conflicts and wastage to build up a unifying force for national
benefits. At an institutional level schools act as a place for systematic cultural transmission
to, and reproduction of, the next generation promoting cultural integration among the
multiple and diverse constituencies, and advancing cultural revitalisation from the
outdated traditions. At an individual level schools assist students to develop their
creativity and aesthetic awareness, and to be socialised with the successful norms, values
and beliefs of society.
2.11 School Reform in the Context of Societal Change
As is evidenced from the statements on the purposes of schooling presented in Section
2.10, a more holistic education is a requirement of modern society. This purpose in no way
devalues the importance of an academically focused curriculum, but, is an
acknowledgment that the main outcomes of schooling are not only cognitive, but also
affective. Social competence, knowledge of society, confidence, and assertiveness are
basic skills of schooling and vital skills for preparing students to produce the goods and
services required by society and for effective living (Goodlad, 1984, p.143) and to be
active citizens in democratic societies and not just good learners (Samdal, Wold, &
Bronis, 1999; Stoll & Reynolds, 1997).
The expanding role of schools in terms of developing the whole student is also evident in
the literature. The National Project on the Quality of Teaching and Learning (Sawatzki,
1993) recommended that, in the context of the major economic and societal restructuring
that has taken place in the late 20th Century, schools need to change their teaching and
learning practices to ensure that students are more highly educated and skilled citizens.
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Moreover, as early as 1984, Levine and Havighurst, highlighted that school was
increasingly the bridge between the child and adult world in terms of a socialisation
agency. The authors highlighted that in the century preceding their study, the family had
lost much of the control of the socialisation process of children and schools increasingly
took on this role.
With respect to the significant impact of economic rationalism on education, it may be that
economic rationalism has brought with it a recovery in confidence regarding the impact of
school, but loss of confidence in the impact of resources (McGaw, 1997). An associated
concern relates to enhancing student outcomes, particularly literacy and numeracy, but a
loss of commitment to education for the common good. Increasing economic rationalism
in society may be evident in schools with little value placed on whether students are happy
or enjoying school and by declining research in this area. Curricula related to personal,
social, and health education have become devalued, as they are not measurable quantities
in the view of education authorities (Morley & Rassool, 1999, p.1).
Some researchers have noted that it is schools and school teachers who are increasingly
having to deal with the human consequences of economic restructuring (Bourdieu, 1998;
Dinham, 2000; Dinham & Scott, 1998b; McGaw, 1997; Morley & Rassool, 1999; Scott &
Dinham; 2001; Scott, Stone, & Dinham, 2001; Southwell, 2000). Scott et al. suggested
that, in light of reducing teacher satisfaction and community respect for the profession,
teaching cannot be quarantined from the social context (p.13).
Importantly, teachers have a particularly influential
societal values and culture to students and also
development (Harris, 1982). Moreover, the nature
environment, that is greater than the classroom and

role with regard to transmitting
promoting personal and social
of teacher work in a dynamic
the school and incorporates the

education system and society, is gaining increasing recognition (Cooney, 2000).
It may be that a recontextualisation is required of the role of teachers and the role of
education at a systemic level to again refocus on development of the whole student.
Importantly Stoll and Reynolds (1997) suggested it was incorrect to imply that teachers
had not adapted to the changing needs of students. Examples were provided of such
changes including curriculum adaptation, diversified teaching strategies, and social
skilling of students. It may be that the treatment of teachers as semi-skilled workers
required to respond to mandated change that has, in fact, reduced teacher satisfaction and
societal perceptions of their effectiveness.
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Interestingly some researchers have asserted that schools and teachers need to be freed
from responsibility for academic and social areas in which they lack expertise through
reconceptualisation of the role of the teacher with more specialisation, and increased
ancillary and para-professional assistance in schools (Dinham & Scott, 1998b, p.2). More
recently, Dinham and Scott (2000a) went further arguing that during this uncertain age the
demands placed on schools to remedy the social and economic ills of society were
unreasonable (p.189). A dual focus on increasing teacher expertise and skills through the
provision of enhanced training and development, along with educators maintaining their
responsibilities regarding the development of student skills that society increasingly values
and many occupations require, may be appropriate. The continued strengthening of both
the global economy and global community only serve to support this thesis.
Education incorporating appropriate curricula in the areas of personal development, values
education, interpersonal relationship skills, environmental, and peace studies has been
described as the key to ensuring the development of globalisation and internationalisation
(Southwell, 2000, p.131). A method by which the present study aims to pursue this goal is
presented in Section 2.12.
2.12 Summary - The Purpose of the Present Study
The purpose of the present study is to identify and investigate strategies that schools can
use to assist students in developing the skills required in the 21st Century. As identified
from the literature presented in this chapter, students need skills in personal management
and pro-social skills, abstraction, systems thinking, and experimentation to function
effectively in their present and future environments. Within this context, more studies on
primary school effectiveness may be required (Reynolds, 1992). Particularly with regard
to fostering the social and personal development of students, as is the case with the present
study.
Research presented in this chapter suggested that the core business of schools should be
the provision of an environment structured to ensure positive student qualities and
potential are promoted across a broad range of outcomes. Significantly, Dinham and Scott
(2000a) acknowledged that schools needed to be flexible, innovative, and responsive to
meet the diverse nature of challenges that confront them (p.191). Through this structure
students can be supported in becoming valuable members of society. Schools, and
particularly teachers, need to focus on cooperation and consultation rather than control and
survival, to promote an active dialogue between teachers and students (Cooper, 1993).
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It is the foundation of this thesis that high quality schools, education, and life at school are
a fundamental right of all students and moreover that quality of school life data are an
indicator of school effectiveness and key component of school improvement and quality
assurance. Further clarification of what is encompassed in quality of life and the
contextualisation of quality of life in schools is presented in Chapter 3.

31

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

CHAPTER THREE
Quality of Life, Schools as Workplaces,
and Absence Literature
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3.1 Introduction - Identifying the Significance of Quality of Life Research
Research presented in this Chapter defines and describes the components of quality of life,
and contextualises student quality of life, and aspects of teacher quality of life such as
satisfaction and stress, in the school environment. Evidence is provided of the nature of
schools and classrooms as workplaces for students, as well as teachers, and the impact of
workplace variables on quality of life and absence for both students and teachers. The
potential negative impacts of poor teacher quality of work life on the classroom
environment and the important role educators and educational authorities have in
enhancing the life of their students at school in the context of school improvement and
effectiveness are also described.
A number of recent studies have identified that student perceptions of their quality of
school life was strongly related to their rate of attendance (Leonard, 1998; Leonard,
Bourke, & Schofield, 2000; Schofield & Bourke, 1997). Strong relationships were evident
between higher attendance and higher perceived quality of school life. Furthermore,
Schofield and Bourke reported that the negative aspects of the affective dimensions of
student quality of life represent a significant source of stress in the lives of students
commensurate with the stress experienced by adults in the work environment. Teacher
workload-related stress was also identified as a significant stress factor in the lives of
students with a suggested negative affect on school attendance (Schofield & Bourke,
1997). Recently the NSWTF highlighted that increasing numbers of teachers were
consistently working over fifty hours per week. The need for teachers to pursue a healthy,
social, and family life outside of work was also described (NSWTF, 2001).
The need for early intervention with regard to student stress is perhaps most vividly
demonstrated by a French-Canadian study by de Man, Leduc, and Labreche-Gauthier
(1993) that examined the relationship between student stress, social support, personality
variables, and suicidal ideation. The authors identified that suicidal ideation was related to
depression and negative stress, while drug and alcohol use were related to lower selfesteem, perceived lack of social support, and increased school absenteeism. When these
results are contextualised in terms of quality of school life, the pattern is very clear with
reduced positive affect and increased negative affect symptoms including elevated
negative stress, reduced satisfaction, a pattern of absence, and for some adolescents,
suicidal ideation. Clearly educators need to have a clear understanding of what is
encompassed by quality of life, and more specifically student quality of school life, and
also be provided with skills in assisting students exhibiting symptoms associated with
inferior quality of school life.
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3.2 Quality of Life - Definition
It is apparent from even a cursory glance at the literature that defining quality of life is a
complex task. Compton (1997) perhaps best highlighted this apparent complexity
describing quality of life as the “slipperiest creature in the conceptual zoo” (p.120).
However, for the purposes of this study, quality of life is defined as encompassing a broad
range of variables including relationships, social interaction, and positive and negative
affect such as stress and satisfaction.
Support for such a definition is evident in the literature. More than twenty years ago Burt,
Wiley, Minor, and Murray (1978), for example, articulated a model of quality of life that
distinguished between positive experiences, negative experiences, and other feelings
related to specific life domains. More specifically, quality of life has been defined as the
sum of perceived stress, or lack of stress, and perceived satisfaction, or dissatisfaction
(Pelsma, Richard, Harrington & Burry, 1989, p.166). Even more recently, it has been
argued that these positive and negative experiences were unique to each individual and
impacted on positive psychological states, such as well-being and satisfaction, and
negative psychological states, such as ill being and stress (Hart & Conn, 1996, p.34).
Historically it has been accepted that positive and negative affect are not polar
measurements or opposite ends of a spectrum. Bradburn and Caplovitz (1969), for
example, argued this was the case as high levels of positive affect did not necessarily
correspond to low levels of negative affect. Later, Hart and Conn (1992) reported that the
concept of positive and negative life experiences contributing differently to individual
perception of overall quality of life, or positive and negative psychological states, had long
been recognised in the field of health psychology. Even more recently, the latter authors
argued that it was quite normal for an individual to be satisfied with some aspects of their
life whilst finding other aspects stressful (Hart & Conn, 1996). Significantly for this study,
the health psychology link reported by Hart and Conn has also been found between
student quality of school life scores and student absence (Leonard, 1998; Leonard,
Bourke, & Schofield, 2001a; Schofield & Bourke, 1997).
Other examples of research, that are particularly significant to the present study, identify
the impact of relationships and social interaction on quality of life. Turnbull and Brunk
(1990), for example, suggested that quality of life could be measured in terms of the
extent, nature, form, and duration of relationships. Further discussion of the importance of
relationships with regard to dynamic classroom and school environments is provided in
Section 4.12.2.

34

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Halpern (1993) who suggested that when quality of life is defined and measured in terms
of specific components of life, satisfaction on these components may not equate to overall
satisfaction with life, advocated a note of caution. When considering the multi-faceted life
of both students and teachers in schools, this point is particularly relevant. However, what
would also appear to be clear is that an understanding of the components of quality of life,
particularly stress, is required to facilitate understanding quality of life overall.
3.3 Contextualising and Defining Stress Within Quality of Life
The need for an enhanced understanding of stress as a component of quality of life was
identified in Section 3.2. Articulating a coherent definition of stress, identifying the effects
of stress, and providing a childhood perspective of stress are particularly emphasised, due
to both the extensive, and often contradictory, use of this term and the volume of stress
research.
3.3.1 Definition of Stress
A cursory glance at even a small portion of the stress research in education could lead to
the perception that stress is a very ambiguous term. Some of this confusion may be due to
the quantity of stress research carried out from 1970 onwards and also the perspective of
individual researchers. The number of terms used synonymously with stress including
tension, burnout, conflict, pressures, exhaustion, strain, upset, nervousness, unhappiness,
powerlessness, anxiety, frustration, and unease, may also be a contributing feature
(Powers & Kutash, 1980; Rainham, 1997).
With the growth of research in this area, particularly in the later part of the 20th Century,
stress definitions evolved and changed to encompass many aspects not covered in previous
definitions. Another difficulty with conceptualising the phenomenon of stress may have
been related to the dynamic nature of stress. Research identified that individuals change
their appraisal of what is stressful as part of the adaptation process when attempting to
cope with stress (Folkman, 1982).
Other researchers have argued that the transformation of stress from an area of social
science research to a part of apparently normal life has also exacerbated conceptual
difficulties (Rick, Hillage, Honey, & Perryman, 1997). A brief summary of some of the
definitions utilised in stress research is presented in Figure 3.1 to provide some
perspective on the evolution of the definition of stress adopted in the present study.
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Figure 3.1 Summary of Stress Definitions
•

•
•
•

•

Person-Environment Model: Stress is present in a person-environment relationship
that threatens or taxes personal resources, and as a mental state in response to strains
or daily hassles. Excessive stress results from change and exists when an individual is
forced to try and adapt to environmental changes at a rate beyond their coping ability
resulting in over stimulation at a sensory, cognitive, and decision level. (Chinnery,
1979; Honig, 1986; Lazarus, 1966; Otto, 1983; Toffler, 1971; Whitman et al., 1984)
Psychoanalytical Model: Definition developed from the work of Freud, defines stress
as an individual response to conflicts between societal and biological pressures
(Mechanic, 1978).
Stress Types Model: Two forms of stress, physical and psychological, that tend to
interact with one another producing disruptive demands on individuals that lead to
deterioration in the body (Schultz & Heuchert, 1983).
Holistic Model: Stress conceptualised as a nonspecific response of the body that is a
natural and often essential reaction until it is accrued to a level that is beyond the
individual's ability to cope, promoting reactions that are often abnormal and irrational
generally resulting in ill health (Alsop & McCaffrey, 1993; Gill, 1983; Greenhaus &
Parasuraman, 1987; Lazarus & Folkman, 1984; Phillips, 1993).
Medical Model: Definition developed from the seminal work of Hans Selye into the
physiology of stress. Stress defined as a stimulus event of sufficient severity to
produce disequilibrium in the homeostatic physiological systems. A general adaptation
syndrome implies that the resources of the body are mobilised in response to a
stressor, with such responses including physical and chemical changes in the body
(Cheetham, 1993; Humphrey, 1993; Medeiros, Porter, & Welch, 1983; Morris, 1996;
Selye, 1982).

The holistic model of stress, synthesised from the work of Alsop and McCaffrey (1993),
Gill (1983), Greenhaus and Parasuraman (1987), Lazarus and Folkman (1984), and
Phillips (1993) has been adopted in the present study. This model, as described in Figure
3.1, conceptualises stress as a nonspecific response of the body that is a natural and often
essential reaction until it is accrued to a level that is beyond the individual's ability to cope
promoting often abnormal and irrational reactions and ill health. The implications of this
definition are that pressure and strain on the body induced by the reactions of the
individual to stress accompany the response of the body to stress.
Whilst strong similarities are evident between this model and the person-environment
model, the holistic model has been adopted in preference as individual psychological
aspects are neglected in the person-environment model (Phillips, 1993). This definition is
further refined in terms of childhood stress in Section 3.3.2, occupational stress in Section
3.3.3, school stress for students in Section 3.14.1, and teacher occupational stress in
Section 3.20.1.
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Although there is no universally accepted clinical definition of stress, the clinical
diagnosis of Generalised (Generalized) Anxiety Disorder provided by the American
Psychiatric Association (1994) provides some comparison with the definition of stress
adopted for this study, described above. Generalised Anxiety Disorder can be diagnosed
when anxiety and worry are accompanied by at least three other symptoms including
irritability, disrupted sleep, muscle tension (feeling shaky, twitching, soreness, trembling),
fatigue, somatic symptoms (sweating, nausea, urinary frequency, and diarrhoea),
concentration difficulties, and depression. Clearly these symptoms are similar to those
identified as those associated with negative stress and dissatisfaction.
Research suggests that stressors generally fall into three categories (Whitman et al., 1984).
Cataclysmic events affecting large numbers, such as war and natural disasters; similar
events but generally affecting individuals such as death and personal failure; and the third
form of stress, and the focus of this study, is daily concerns or ongoing and chronic
problems. Within these categories sources of stress have been identified that can act in
synergy or additively including biological, physiological, chemical, socioeconomic,
economic, and cultural sources (Arnold, 1991).
The cumulative nature of stress has also been identified by a number of other authors, with
a series of minor stresses identified as having the potential to generate disabling emotional
and behavioural responses (Alsop & McCaffrey, 1993; Medeiros et al., 1983). These
findings regarding the build up of minor stressors are particularly significant as they may
explain, in part, why there is confusion regarding the nature of stress and a tendency to
dismiss the minor levels of stress as being harmless.
Significantly, high levels of negative stress have been linked to a reduced ability to cope,
reduced functioning, and illness (Samdal et al., 1999). As early as 1974, Holmes and
Masuda identified that a great deal of energy was required to adapt to significant stressors.
Severe and prolonged stressors caused the breakdown of the body’s immunological
defence system and, in extreme cases, could cause the total collapse of the immune system
resulting in death. A synthesis of the literature regarding the manifestations of negative
stress, particularly the work of Alsop and McCaffrey (1993), Elton (1984), Medeiros et al.
(1983), Morris (1996), and Spielberger (1975), is presented in Figure 3.2.
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Figure 3.2 Negative Stress - Typical Manifestations
•
•
•
•
•
•
•
•
•
•

Cardiovascular: Increased heart beat, palpitations, headaches, elevated blood
pressure, dizziness.
Respiratory:
Erratic and/or shallower breathing, asthma.
Gastrointestinal: Nausea vomiting, constipation, diarrhoea, ulcers, increased
stomach acidity.
Muscular:
Headaches, joint pain, frowning, stuttering, arthritis, nervous tics,
fatigue.
Skin:
Acne, perspiration, galvanic skin response.
Immunity:
Allergy, colds, influenza, infections, autoimmune diseases,
cancer.
Endocrine:
Diabetes, thyroid infection, menstrual problems, arthritic pain.
Metabolic:
Increased/decreased appetite, craving drugs, racing thoughts,
disturbed sleep patterns, aggression, impaired perception,
irritability, depression, withdrawal, aloofness.
Neurological:
Reduced ability to concentrate, make decisions, be creative, and
plan; memory loss; changed thought patterns; neuroses,
psychoses, nervous breakdown, anxiety, apprehension, tension.
Other:
Impaired social interaction, sexual dysfunction.

As the present study deals mainly with stress as a negative concept it is important to
distinguish this negative stress, or distress, from positive stress, or eustress. As early as
1908, Yerkes and Dodson highlighted the potential for stress to be a positive or negative
force. Similarly, Selye (1974), another pioneer of stress research, defined ‘distress’ as the
stress of losing associated with negative feelings including insecurity, helplessness, and
inadequacy. ‘Eustress’ was defined as the stress of winning associated with positive
feelings such as triumph, exhilaration, and achievement.
More recently, negative stress has been defined as any situation that evokes negative
thoughts and feelings in a person (Whitman et al., 1984, p.1). The process of a negative
response to stress has been described as involving the body’s long-term effect of continual
release of catecholamines, that were normally used in short bursts to deal with stressors,
and the associated reduction in glycogen, other forms of body energy, and regulatory
chemicals such as ATP resulting in a reduced ability to cope (Kyriacou & Sutcliffe,
1978a; Morris, 1996).
Distress can occur when demands reach high levels of intensity and damage the
physiological system of individuals (Bernard, 1990). Significantly Bernard suggested
stress could be hard to detect as the mind and body could absorb a great deal of stress
without an individual being aware of it, and many psychological reactions were not
detectable.
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Others have suggested that when stress was considered to be a continuum, excessive stress
was not so much a function of a single or series of extreme stressors, but a function of
individual perception of the stressor/s, personal characteristics such as internal locus of
control and high self-esteem, and proficiency of coping skills (Greenhaus & Parasuraman,
1987; Stanton, 1985; Whitman et al., 1984). As Selye (1974) highlighted, one person’s
distress may be another’s eustress, such as a deadline for the completion of a set task. The
present study promulgates the negative definitions of stress within the context of quality of
school life, in which high levels of stress are to be avoided.
Significantly for the present study, the need for the development of strategies and
techniques for reducing negative stress has been identified in the literature (Kyriacou,
1990). It was certainly an aim of this study to identify and promote such strategies and
techniques in educational environments.
3.3.2 The Nature of Childhood Stress
Stress is often most evident during periods of rapid change and, since childhood is the
period of life when development occurs most rapidly, stress is likely to be prevalent in the
lives of many children (Varma, 1973) and hence impact on their quality of life. Research
has confirmed that all children experience stress and that these stress experiences are
potentially valuable for the psychological development of the child if they foster the
development of effective coping strategies (Bauwens & Hourcade, 1992).
However, the conceptualisation of stress as an adult problem appears to have overlooked
children with regard to both a lack of provision of interventions designed to assist children
in coping with stress, and research attempting to identify the causes and effects of stress
experienced by children during their growth and maturity into adulthood. Some authors
have also argued that adult-oriented conceptualisations of stress were born from attempts
to protect children from stress. Yet, this had often resulted in children, who were most at
risk of the negative effects of stress, receiving little or no assistance in dealing with stress
(Medeiros et al., 1983; Rigby, 1998).
Some authors have argued that stimulus and response based definitions of stress are
inadequate when applied to children. Medeiros et al. (1983), for example, identified the
perception of the stimuli by a child as a third component required in child-oriented
definitions of stress. Positive, negative, and neutral stimulus, it was argued, all have the
potential to provoke a stress response based on child perception of the event.
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Research suggests that the major differences between adult and child stress are: the
inability of children to understand the nature of stress, adults creating many of the
stressors in the lives of children, and children lacking developed cognitive skills to deal
with emotions generated by significant stressors (Clancy, 1986; Medeiros et al., 1983).
Examples of a lack of such tools include an inability to verbalise feelings in an effort to
facilitate a reduction in tension and resolution of the problem, and the inability to
understand the complex events or combination of stressors that may be affecting them.
Furthermore, Clancy suggested that many children, especially those with some form of
disability, were identified as having an inability to grasp concepts such as stimulus and
response, and the effect of the passage of time in often reducing the impact of stressors. In
addition, Cowen, Hightower, Pedro-Carrol, Work, Wyman, and Haffey (1996) suggested
that the effects of stressors on children are multiplicative rather than additive.
Some definitions of childhood stress are, however, evident in the literature. A specific
definition of stress with regard to children was presented by Arnold (1991) who defined
childhood stress as: “any intrusion into children’s normal physical or psychosocial life
experiences that acutely or chronically unbalances physiological or psychological,
equilibrium, threatens security or safety, or distorts physical or psychological
growth/development and the psycho-physiological consequences of such intrusion or
distortion” (p.2).
Similarly, Message (1993) argued that children, like adults, process the stimuli around
them through sensori-perceptual and linguistic processing. When these processes are
operating in harmony an individual is energised and directed by these systems. Under
negative stress, however, it was suggested that these processes become disconnected
resulting in the potential for irrational thought, fluctuating moods and feelings, and lack of
energy and motivation. Significantly, conservative estimates of child stress indicate at
least 20 per cent of children are negatively affected by stress (Medeiros et al., 1983;
Rigby, 1998).
Research has highlighted that the nature of the reactions of children to stress can often be
quite different to that of adults and are a result of personal factors such as age, gender,
temperament, and resilience; family factors including parental marital status, parent
psychological state, and level of parenting skills; life factors and the number and intensity
of stressful life events; social adversity, poverty, and lack of access to health and other
resources; and supportive or unsupportive school environment (Connell, 1986; Raphael &
Sommerville, 1993; Saunders, 1984).
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Numerous symptoms and negative reactions to childhood stressors are evident in the
literature including: changes in heart rate, blood pressure, galvanic skin response,
hormonal response, depression, anger, boredom, physical discomfort, anxiety, academic
problems, fatigue, withdrawal, delinquency, hyperactivity, eating problems, accident
proneness, suicidal tendencies, drug and alcohol abuse, failure to develop, and importantly
for the present study, poor attendance, truancy, and school phobias, (Hart, 1989; Medeiros
et al., 1983; Whitman et al., 1984; Zung & Cavenar, 1980). Moreover correlations
between stress and childhood conditions such as rheumatoid arthritis, diabetes, cancer, and
cystic fibrosis are also evident (Alsop & McCaffrey, 1993). With regard to schools, it
would appear that negative stressors in the lives of students are closely linked to indicators
of occupational stress identified in the literature. Further discussion of this link is
presented in Section 3.3.3.
3.3.3 Definition and Indicators of Occupational Stress
This study is confined to the area of workplace quality of life and thus it is important to
make the distinction between occupational stress and other forms of stress. As with all
forms of stress that exceed the coping ability of an individual, stressors in the workplace
pose a serious threat to the health of members of that organisation and hence to
productivity. In the workplace, stress up to a certain level results in improved job
performance, but after this point negative stress diminishes performance, and is often
associated with a deterioration in worker health (Bernard 1990; Chinnery, 1979; Pelletier,
1984; Walsh, 1996; Workcover, 1996). With regard to the continuum of stress presented
in Section 3.3.1 and the subjective nature of stress, research suggested that what may be a
source of negative stress for one person, can be inspiring and motivating for another. In
occupational environments, workplace stressors can initiate, aggravate, or mitigate worker
stress symptoms (Spence, 1996a). Significantly, organisational stress is often generated
when workers seek a sense of identity from their occupation only to find conflict and
ambiguity rather than clarification and harmony (Chinnery, 1979).
The definition of an occupational stressor adopted for the present study is an event or
environmental condition in the workplace that provokes tension or anxiety (Beehr &
Franz, 1987). Evident in the literature are three categories often used to describe sources
of stress in the workplace: organisational demands - job role, relationships and
interpersonal demands, career development, structure, and climate; extra-organisational
demands - interaction of life and work events; and, individual characteristics physiological, psychological, and behavioural responses (Groen & Bastiaans, 1975; Ianni
& Reuss-Ianni, 1983; Sutherland & Cooper, 1988).
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Research has suggested that sources of stress in a particular job, together with
individual/personality characteristics may be indicators of the presentation of stress in a
variety of forms. These forms include psychological, physiological and/or behavioural
reactions including job dissatisfaction, mental ill health, physical ill health, high blood
pressure, burnout, cardiovascular disease, gastrointestinal disorders, accident occurrence,
alcohol and substance abuse, social/emotional problems, reduced productivity and,
importantly for this study, absenteeism. (Barrow & Prosen, 1981; Bernard 1990; Farber,
1983; Greenhaus & Parasuraman, 1987; Johnson, 1986; Pelletier, 1984; Sutherland &
Cooper, 1988).
If one accepts that schools and classrooms are workplaces for students as well as teachers
then both the nature and presentation of occupational stress are particularly significant.
The relationship between quality of work life and quality of school life is described fully
below in Section 3.4, while further discussion of occupational stress particular to teaching
is provided in Section 3.20.1.
3.4 The Implications of Workplace Theory and Quality of Work Life
School is workplace for teachers, but classrooms are also a workplace for students.
Traditional school effectiveness and school improvement researchers have paid little
attention to the nature of the education work environment and hence it has been argued
that this research lacks credibility (Stoll & Reynolds, 1997). Similarly few studies of
school effectiveness have examined the classroom as a workplace for students and the
influences of this environment on student achievement (Samdal et al., 1999).
Furthermore, the contextualisation of quality of work life found in the organisational
literature appears to be more detailed than that found in the educational literature with
regard to identifying elements that could improve working conditions in schools (Louis,
1998). The primary goal of research regarding quality of work life has been identified as
enhancing working conditions for employees (Pelsma, Richard, Harrington, & Burry,
1987).
Importantly the quality of social climate and social relationships often determines the
quality of work life and learning life for teachers and students (Cheng, 1996, p.9).
Socialisation was described as a unifying force in a society of diverse origins and hence
the need for knowledge and skills training, as is advocated in the present study.
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Significantly for this study, Stoll and Reynolds (1997) further highlighted that schools
need to ensure working conditions, cultures and contexts provide an appropriate
workplace for students. Moreover the authors suggested a new understanding of the
relationships between school and work environments in the 21st Century was required to
appropriately prepare students for the workplaces after school.
Methods for ensuring that school is an appropriate workplace for students include
promoting effective interaction between students and ensuring students have access to
school staff, providing a safe workplace, ensuring workplace occupational health, and
good school facilities, and giving students opportunities to select special interest activities.
Such methods and interventions, with the aim of improving student perceptions of their
work (school and class) climate, can improve student quality of life (Samdal et al., 1999).
A definition and examination of student quality of school life is presented in Section 3.13,
while further discussion of the methods and interventions for enhancing school and
classroom climate are provided in Chapter 4.
3.5 Workplace Occupational Health
If students are performing as workers in our schools then it is important that their
occupational health and safety be given greater consideration. Under the Occupational
Health and Safety Act 1983 No.20, and the new Occupational Health and Safety Act 2000
No.40 that replaced the former legislation and was assented during the course of this
study, employers are required to ensure the safety and welfare of their workers, while
employees must take reasonable care of the health and safety of others (New South Wales
Parliament, 1983; 2000). As early as 1950, the World Health Organization argued that
occupational health should aim to promote and maintain the highest degree of physical,
mental, and social well-being of workers in all occupations. Occupational health was
defined as including the protection of workers from adverse risks to health, and
maintaining a physiologically and psychologically rewarding environment.
Moreover, it has been argued that for employment to be meaningful, work environments
need to be structured to be meaningful for employees. This can be achieved by sharing and
communicating company vision with employees; encouraging participatory decision
making, collaboration, and risk taking; celebrating diversity; and, providing feedback, and
opportunities for growth and professional development (Caudron, 1997). Further, in terms
of ensuring the health of workers, employers should regard job satisfaction as an important
outcome in itself rather than as a means of improving work productivity (Karasek &
Theorell, 1990). In all work settings, features of the workplace impact on individual
morale and performance.
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Worker morale, performance, and achievement have been found to be promoted when
supervisors specify clear goals, involve workers in decision-making, and work
environments are well organised, and provide meaningful and challenging tasks (Moos,
1991). Job ambiguity, low autonomy, little control over job role, and conflict were
highlighted as likely to result in emotional exhaustion, alienation, and reduced physical
and mental well-being. Of strong significance to the present study is research that has
linked worker health to stressful and satisfying elements in the workplace. A study of
workplace health and safety by Millar (1993), for example, concluded that the major
determinants of worker occupational health and safety were the absence of stress in the
workplace, the degree to which workers felt comfortable and satisfied in their
environment, and a clearly defined work role that the worker enjoyed undertaking. The
ramifications of these findings with regard to quality of life will be discussed for students
in Section 3.14 and teachers in Section 3.21.
3.6 Schools and Classrooms - Workplaces for Students
School, for primary school children, clearly operates in a similar way to a workplace.
Schools have a fixed time for instruction, set times for starting and stopping, are officelike in appearance and facilities, and maintain hierarchical administrative structures
(Freiberg, 1999; Samdal et al., 1999). Moreover, students spend the majority of their
daylight hours at school, undertake a broad range of mental and physical tasks, and have
their work output monitored by superiors in a regimented daily routine. Hence quality of
life factors such as sources of stress and satisfaction identified in other workplaces also
operate in classrooms for students, as well as teachers (Leonard et al., 2000; Schofield &
Bourke, 1997). In this context, it is important to consider how the work of teaching and
learning impacts positively and/or negatively on student learning outcomes (Osterman,
1993; Sawatzki, 1993).
Other researchers have supported the concept that school is a workplace for students
(Little, 1982; Sawatzki, 1993; Walsh, 1996) and also the application of adult workplace
theory to students (Anderson & Steinle, 1978; Greenwood, 1981; Mortimore et al., 1988;
Samdal et al., 1999). Significantly, Little (1982) suggested that the school as a workplace
was an extraordinarily powerful environment creating both opportunity and limits through
the prevailing patterns of interaction, teacher and student interests, capabilities and
communication. Research suggests that some schools are primitive workplaces with
inefficient and ineffective classrooms (Sawatzki, 1993, p.30), and many are plagued by
stress, frustration, and alienation because of retrograde workplace organisational structures
(Osterman, 1993).
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Results from research on job satisfaction and job performance in the adult work
environment suggest that the way employees perceive their psychosocial work
environment influences their job performance (Samdal et al., 1999). Aspects of
organisation and support in the workplace that are important for adult workers are thus
likely to be relevant to student perceptions of their psychosocial environment (p.299).
Classes were described, both structurally and supportively, as a team of workers with
teachers as managers of students, and peers as colleagues (Samdal et al., 1999).
Workplace satisfaction theory, in particular, has been applied to schools. Research
suggests that the composite satisfaction of students, parents, teachers, and the principal,
provides a significant indicator of school quality (Goodlad, 1984). This research parallels
the increasing consideration of satisfaction, and particularly the impact of satisfaction on
productivity, in both business and industry frameworks.
Some authors have argued that, due to the link between satisfaction and productivity, a
goal of effective workplaces should be job satisfaction (Anderson & Steinle, 1978). With
regard to schools, the authors argued that a goal of enlightened administrators should be
enhancing student satisfaction (p.2). The use of job-satisfaction theory has also been
promoted to improve student satisfaction (Greenwood, 1981). Perhaps most significantly
for this study, findings indicate that student perception of school as a satisfying workplace
was the most important predictor of student perceptions of the quality of their school life
and achievement (Samdal et al., 1999).
Accordingly students, as is the case for all workers, will find some aspects of their
workplace more satisfying and/or more stressful than others. Implicit in this analogy is the
requirement under the Occupational Health and Safety Act that employers have a
responsibility to ensure the health, safety, and welfare of their employees (New South
Wales Parliament, 1983; 2000), and teachers have a duty of care to ensure the health,
safety, and welfare of their students (NSWDET, 1998b). Teachers need to be proactive in
identifying and addressing the inadequacies of some classrooms as workplaces (Sawatzki,
1993).
Risks in the workplace and the threat of physical harm from these risk sources have been
identified as potential sources of negative stress in all workplaces (Workcover, 1996).
Sources identified by Workcover that are relevant to schools and classrooms, and hence
important for both teachers and students, include work that involves repetitive tasks; work
carried out in confined spaces; excessive heat, noise or dust; the potential for violence;
and, a lack of adequate lighting, ventilation, air conditioning, and space.
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Factors identified from workplace theory that could enhance student perception of their
workplace as safe and secure, and enhance satisfaction and performance are creating a
supportive, inclusive, and stimulating learning environment (workplace) with low levels of
stress and reasonable work demands, promoting high productivity and supportive
classroom (workplace) conditions, encouraging students to access support form peers
(colleagues/co-workers) and teachers (managers), and improving the transition between
primary and high school (Samdal et al., 1999; Sawatzki, 1993). Negative workplace
factors that were highlighted included unrealistic expectations, negative social
relationships such as social exclusions and bullying, and the energy spent by students on
anxiety and dissatisfaction with their school and classroom environments that reduced
their time to focus on teaching and learning activities (Samdal et al., 1999).
This is clear and strong evidence for the application of occupational theory to schools and
classrooms. The need for a new understanding of the relationships between school and
work environments in the 21st Century to allow students to prepare appropriately for
modern work environments has been identified (Stoll & Reynolds, 1997).
Educators, when preparing students for employment, may well need to specifically teach
workplace-oriented skills to students. These skills include the ability to identify sources of
work satisfaction and also methods to reduce work related stress (Goodman, Hoppin, &
Kent, 1986).
Of particular significance to the present study are the findings that interventions designed
to enhance student quality of life are likely to improve achievement also (Samdal et al.,
1999). Further description of potential methods of intervention is provided in Chapter 4.
Similarly, schools will need to ensure the implementation of conditions identified in the
workplace organisational literature that enhance quality of work life and minimise the risk
of workplace injury including stress, such as changing school culture and climate to ensure
schools are better workplaces for teaching and learning; building trust and respect;
promoting positive professional interaction; implementing procedures to promote high
worker efficacy; ensuring collaboration between teachers, staff, and students; creating
opportunities for individuals to use their full skills and knowledge; ensuring adequate
resources including technology, and flexible use of facilities; ensuring congruence
between personal and organisational goals; and monitoring morale, satisfaction, absence
and illness rates (Louis, 1998; Sawatzki, 1993; Walsh, 1996).
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Significantly, enhanced student outcomes have been linked with superior learning
environments (Fraser, 1986; 1991; Fraser & Tobin, 1989; Mortimore et al., 1988; Tobin &
Fraser, 1987). The importance of addressing these conditions with regard to enhancing
student and teacher quality of life is a key focus of this study and is further described in
Section 3.18 for students, and Sections 3.23 for teachers and students.
3.7 Definition of Workplace Absence
Workplace absence is defined as non-attendance at work by an employee when attendance
is expected (Briner, 1996). Absence is a complex phenomenon with types including
absence due to illness, voluntary and involuntary absence, and paid versus unpaid absence.
Five categories of absence were presented by Briner, each of which is summarised in
Figure 3.3.
Figure 3.3 Briner’s Categories of Worker Absence
•
•

Medical:
Deviance:

•
•

Withdrawal:
Economic:

•

Cultural:

Absence mainly due to illness or sickness.
Employees who have different attitudes and values to the
majority with a small number of workers accounting for the
majority of absences.
Withdrawal from unsatisfying or difficult working conditions.
These workers value leisure and other activities outside work
more highly than attending.
Absence due to the social context of work - shared values etc.

The high financial cost of absence to organisations and the difficulty in attempting to
verify the nature of absence have also been identified (Briner, 1996; Shellenbarger, 1998).
Costs associated with absence in all workplaces include lost production, benefits paid to
absent employees, overtime for replacements, disruption, administrative costs of managing
absence.
Significantly, worker absenteeism appears to be increasing. Shellenbarger (1998)
presented evidence from a survey of 401 American companies that employee absence had
been steadily increasing over the eight year preceding the report. Importantly worker
stress was cited as a major cause of the rise in absenteeism.
Along with stress, absence has also been found to be related to job satisfaction, personal,
cultural, occupational organisation aspects and content, cross-industrial differences, and
work attitude, (Briner, 1996; Jenner, 1994; Shellenbarger, 1998; Vanden, 1995). Low
morale has also been described as an underlying cause of worker absenteeism, turnover,
and poor productivity (Jenner, 1994).
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A general finding of occupational literature regarding worker absence is that women are
absent more than men. Vanden, however, argued that there are structural differences in the
absence behaviour of men and women and that explanatory models of absence needed to
consider worker gender. Further description of gender differences, and other background
variables, with regard to student absence is provided in Section 3.10.
3.8 Quality of Life, Worker Health, and Absenteeism
Negative aspects of quality of life clearly impact on rates of worker absenteeism. Healthy
employees have higher productivity and less absenteeism (Pelletier, 1984). Kasl (1980)
suggested that the frequency of absences that were not the result of injury claims was a
sensitive indicator of worker mental health status. One of the most significant negative
impacts on worker quality of life and worker health would appear to be stress.
Of almost 10000 Australian workers surveyed in 1998, for example, over one quarter
reported that they had taken leave from work due to stress (ACTU, 1998). Perhaps the
most concerning aspect of this finding lies in the nature of leave taken by stressed
workers. Only 4.3 per cent of workers had claimed workers compensation, while 73.9 per
cent of respondents had used sick leave, 17.8 per cent recreation/annual leave, and 4.0 per
cent other forms of leave. These findings appear to indicate that workers find it easier to
report that they are simply sick rather than reporting that they are suffering the effects of
negative stress, perhaps due to fear of some form of reduced esteem with their colleagues
and/or retribution from their employer.
Some authors have highlighted the role of employers in managing absence behaviour in
the context of worker quality of life and worker health. Briner (1996) advocated a
comprehensive monitoring system including rewards for attendance, interviewing workers
regarding absences, job redesign, setting expected levels of attendance, rewards and
incentives, work rotation, and employee participation.
Similarly, Jenner (1994) highlighted the need to implement remedial actions and provide
appropriate rewards and recognition for workers to ensure employee morale.
Shellenbarger (1998) suggested that employers who attempted to streamline workloads
may be able to enhance employee accomplishment and commitment, promoting an
associated decrease in absence. The significance of these findings are explored in Sections
3.9 to 3.12.
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3.9 School Attendance and Non-Attendance
Accordingly, the constructs of effective schooling, such as well-planned educational
curricula and improved teacher professional practice, are of little use if students are not
actually present to take advantage of these conditions. Students who are not attending
regularly are at a significant disadvantage as they have an increased risk of failing to
maximise their educational outcomes (Kays & Romszko, 1995). This form of
disadvantage takes on even greater significance if these students are disadvantaged in
other ways, including socioeconomically.
Furthermore, attendance rates have even more import in education systems where public
school funding is based on average daily attendance, such as some American states. The
potential for intervention programs, with the intended outcome of increasing student
attendance clearly hold extra significance in these systems. School attendance has also
been related to improved school performance (Rosander, 1984), attainment (Fogelman,
1983), and behaviour (Fogelman, 1983; Rosander, 1984). In contrast, absence and truancy
have been linked to higher levels of violence in schools (Levine & Havighurst, 1984).
If one accepts that the classroom environment resembles a workplace for students, then it
is possible that student absenteeism is one indicator of student health, and quality of
school life. There is a broad range of terms to cover student absenteeism in schools,
including: school refusal, school phobia, non-attendance, and truancy. Some research,
however, has discriminated between some of these terms. A distinction between truancy
and school refusal was described by Ansell (2000), for example, with school refusal linked
to behaviours such as anxiety, depression, and withdrawal, while truancy was linked to
antisocial and destructive behaviours. Moreover a specific definition of truancy as
unexplained or unacceptable school non-attendance generally undertaken episodically by
students dissatisfied with day-to-day school problems is evident in the literature (Coventry
& Cornish, 1985). A synthesis of the work by Carlen, Gleeson, and Wardhaugh (1992),
and Whitney (1994) identifying the types of student absence is presented in Figure 3.4.
Figure 3.4 Types of Student Absence
•
•
•
•
•
•

Absence due to action by the school, eg. suspension, withdrawal.
Absence due to sickness, leave, etc.
Children who are given permission by teachers to absent themselves from class.
Children who are absent with the support of their parents.
Students who truant without the knowledge or consent of parents or school.
Fractional truanting during the school day.
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The legal requirement in New South Wales is for students to attend school between the
ages of six and fifteen years with most students commencing at age five (New South
Wales Parliament, 1990). Parents/caregivers are responsible for the attendance of their
children at school and are asked to justify absences of more than two consecutive days or
six absences in three months.
There is some disagreement about the causes of student absenteeism, but negative
influences include the nature of student interaction with school, family expectation,
community culture, and the school environment. NSWDET (1997b) research into the type
and nature of student absences on a given sample day indicated that while 94.0 per cent of
students were present, 5.6 per cent were absent with a legitimate reason such as illness,
and the remainder were absent without a legitimate reason.
The Department suggested that of this final group less than a third were actually truanting
as most students were absent with the knowledge of their parents. With regard to primary
and secondary school differences, figures for the 1997 school year indicated that
approximately 5.5 per cent of the primary school student population and 7.5 per cent of
secondary students were absent on a typical school day (NSWDET, 1998a).
Other findings from comparable research in Australia identify similar absence trends. In
1995, for example, data compiled for the Tasmanian Department of Education on eleventhousand students enrolled in compulsory education in Tasmania indicated that, over the
period of a week, one in five students were absent for one or more days, and were most
likely to be absent on Friday followed by Monday (Kays & Romszko, 1995). Similarly,
absence rates for a group of Adelaide metropolitan primary school students were higher
after long weekends (Nielsen, 1988).
One of the problems associated with determining the nature and extent of student absence
has been the difficulty and frustration faced by many educational systems and authorities
in collecting, collating, and maintaining effective absence data records (Kays & Romszko,
1995). In the six years since this study, technological advancements including enhanced
computer networking are, to some extent, facilitating improved management of absence.

50

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

3.10 Student Background and Absence
A broad range of student background variables have been identified as impacting on
student absence by various researchers. Relationships have been identified between
increased rates of absence and female gender, low socioeconomic status, cultural
background, and being enrolled in secondary school (as opposed to primary).
Socioeconomic status and gender differences appear to be the most often identified.
With regard to gender and the particular focus of this study, NSWDET statistics and other
research confirm that girls are more likely to be absent than boys in Years 5 and 6
(NSWDET, 1997b; Leonard et al., 2000). Historical data confirm that girls have higher
rates of absence at infants and primary levels (Gordon, 1998) and at most year levels
(MCEETYA, 1999).
Throughout Australia, despite variations in methods of identification and assistance
provided, absence rates for socioeconomically disadvantaged students are significantly
higher at all levels of schooling than for their socioeconomically advantaged peer (Kays &
Romszko, 1995; MCEETYA, 1999; Shotton, 1979). Gender patterns regarding higher
levels of female student absence are also observable for socioeconomically disadvantaged
students, while post-compulsory student retention rates are lower for socioeconomically
disadvantaged students. Similar patterns are also observed for indigenous students who
have rates of absence two to three times that of their non-indigenous peers (MCEETYA,
1999).
Student absenteeism has also been linked to other variables such as self-concept,
behavioural history, and location. Students with persistent patterns of absenteeism have
been identified as having significantly lower self-concepts than those of their peers (Reid,
1982). Secondary students who had difficulty in primary school, have been identified as
having rates of failure, suspension and absenteeism five to thirteen times greater than
those of their peers who did not encounter similar difficulties (Safer, 1986).
With regard to students in rural and isolated locations, the HREOC (2000) identified that
reasons for high student absence and low retention rates included lack of resources and
education and training options particularly higher education, irrelevance of schooling,
limited socialisation opportunities, and transport difficulties. The Commission also
highlighted that school performance of rural students lags behind that of urban students.
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Accordingly, it would appear that for some students at least, absenteeism is motivated
more by quality of school life variables than quality of home life variables. In a study of
150 secondary schools in England, for example, Miller (1995) found that students
identified institutional factors such as the pressure of and/or inability to do school work,
dislike of particular lessons, and dislike of teachers as more significant motivators of
absenteeism than home background.
Other researchers investigating the nature of classroom environments suggest that student
satisfaction with the complex environmental conditions can have a significant impact on
attendance. The area of student-teacher variables in particular has been identified as
impacting on absence, with persistent absentees having lower opinions of their teachers
than those of their peers (Le Riche, 1995). Significantly, for this study, Le Riche
suggested that investigating the nature of relationships required 'immediate attention'
(p.20). Positive school and classroom programs to reduce dropout and student absence are
described in Section 4.9.
The findings presented in this section serve to highlight the pattern of negative factors
related to school impacting on student attendance and quality of school life resulting in
increased absence and reduced quality of school life. The critical role of schools and
school contextual variables with regard student absence is further investigated in Section
3.11.
3.11 Student Absenteeism and the Role of Schools
Student absenteeism has been said to be motivated to a considerable extent by elements
within the control of schools. Factors identified as causing students anxiety and leading to
a pattern of non-attendance include difficulty of school work; class promotions or
demotions; new or different teachers, and teaching styles; dislike of teacher/s; punishment;
bullying; and, irrational fears of one or more aspects of school (Reid, 1985).
School has been described as a place for students to learn and socialise (Petersen, 1997).
Students who experience difficulties in doing either, Petersen suggested, would exhibit
reduced self-esteem, mood swings, increased behaviour problems, and reduced motivation
to attend. Academic or social success was described as highly unlikely in this scenario.
Petersen speculated that these changes were often associated with a resultant increase in
teacher stress along with parent anxiety, and employer cynicism. A significant financial
cost to society was also identified, since early academic failure and social isolation and
rejection often resulted in crime or welfare dependency.
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Similarly, lower teacher self-esteem and the nature of school discipline policies are more
important predictors of increased rates of student absence due to suspension than student
misbehaviour (Hart, Wearing, & Conn, 1993). Teacher assessment of student ability has
also been found to be a significant predictor of rates of student absence as has the nature
of the school environment as a whole (Shotton, 1979; Weston, 1998). Weston argued that
one of the factors related to the drift of students away from public schools may be parental
belief that their children will have better experiences at Catholic and other private schools
than at public schools. The links outlined between absence and reduced satisfaction in this
section would suggest that the move to Catholic and private schools for some of these
students could be regarded as the ultimate from of absence.
A pattern of school variables negatively impacting on student attendance and quality of
school life is evident from these findings. Importantly, research suggests students who
have a higher level of attendance perceive school as a positive experience, consider school
important to their future, and report that they are doing well in school, even if the latter is
not necessarily the case in reality (Schofield & Bourke, 1997). The challenge for educators
is to instil and maintain these values in their students for as long as possible to avoid the
disaffection driven absence cycle that leads to early school leaving and/or dropout.
3.12 Student Dropout
Clearly the most serious form of student absence is dropout. Considerable research
examining student dropout was undertaken in the early 1990’s with one of the most
significant findings being identification of the financial and social cost of dropout. A study
in the United States of America by Anderson (1993), for example, identified the negative
societal outcomes of dropout were increased likelihood of imprisonment, welfare support,
low wages, and lost taxes (at a cost in 1993 of US$300 million).
As is the case with other forms of absence, there are strong links between socioeconomic
status, cultural background, and dropout. Dropout decreases considerably with higher
parental income (McMillen, Kauffman, Hausken, & Bradby, 1993), while students from
some cultural or indigenous origins have been identified as having significantly higher
rates of dropout (McMillen et al., 1993; Peredes & Sanchez, 1993). Differential effects
regarding dropout have also been identified for some groups with special needs who have
higher rates of dropout than their cohort including, students with mild intellectual
disabilities (Repetto, De Palma-Hankins, & Schwartz, 1993), and pregnant students and
mothers (Anderson, 1993).
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Dropout appears also to be related to student motivation and interest in schooling.
Research has identified that strong predictors of dropout are feelings of failure and
frustration at school, alienation, illiteracy, and involvement in truancy behaviour (Bull,
Montgomery, & McIntosh, 1993), and reduced motivation due to lack of opportunities for
success in schooling, lack of curriculum relevance, and the absence of a humane climate
of caring and support to help students deal with personal problems (Claus & Quimper,
1993; McPartland, 1993). Students from low socioeconomic and minority backgrounds are
also more likely to have reduced motivation and interest in schooling (McPartland, 1993).
Fortunately, whilst dropout rates remain too high, research suggests that rates of dropout
are gradually declining (McMillen et al., 1993; Milne-Home, 2000; Peredes & Sanchez,
1993). However, it would appear that a cohort of students exists that requires additional
support and/or intervention. Milne-Home, for example, studied 41000 students across
Australia, identifying that between 10 and 14 per cent of students were likely to be at risk
of dropout with around one-third to half of this group seriously at risk.
For these students, and all students, creating a safe and stimulating learning environment
appears to be vital for maximising student retention. Associated with this is the need for
student skill development in communication, negotiation, decision-making, and empathy.
Research advocates making schools more democratic, responsive to student need,
increasing student involvement in school governance, and fostering student ownership as
methods to reduce student dropout (Milne-Home, 2000, p.116). Other benefits for schools
may include an enhanced sense of student ownership, pride, and belonging to the school
community. Potential methods for pursuing the creation of these environments are
presented in Section 4.9.
3.13 Quality of School Life
The purpose of studying quality of school life should be to provide individuals with the
highest quality of life possible (Halpern, 1993, p.489). Yet, some authors have suggested
that the quality of student educational experiences, values in education, and determining
what constitutes quality schools are the subject of argument, are unlikely to be resolved
(White & Barber, 1997), and relate directly to the fundamental question of the nature of
education itself (Mortimore & Stone, 1990). The apparent difficulty associated with
summarising quality of school life in order to allow comparisons between individuals has
also been identified in the literature (Hatton, 1998).
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For the purposes of this study, and in accordance with the definitions of quality of life
provided by various authors (Burt et al., 1978; Hart & Conn, 1996; Pelsma et al., 1989),
quality of school life is defined as a synthesis of positive experiences, negative
experiences, and other feelings related to specific school life domains and outcomes. It
may well be that principal indicators of the level of quality of school life for students and
teachers will be stress and satisfaction related to these domains and outcomes. Support for
such a definition incorporating aspects of positive and negative affect can be found in the
research literature (Ainley, 1995; Goodlad, 1984; Gray, McPherson, & Raffe, 1983; Law,
1988; Law & Soliman, 1988; Leonard, 1998; Samdal et al., 1999; Schofield & Bourke,
1997; Waugh & Hyde, 1993; Williams & Batten, 1981).
A number of these studies have identified that student perceptions of the quality of their
school life, attendance, and social outcomes of schooling were, at least partially,
independent of academic outcomes (Goodlad, 1984; Gray et al., 1983; Leonard et al.,
2000). However, students were more likely to be involved in learning and achievement if
they also had positive views of the quality of their school life (Ainley, 1995).
Conversely, students who indicated strong negative feelings regarding their quality of
school life were more likely to have negative perceptions regarding their relationships
with their teacher/s and peers, success at school, the future usefulness of their schooling
(Ainley & Bourke, 1992; Law, 1988; Law & Soliman, 1988; Leonard et al., 2000; Waugh
& Hyde, 1993), and perception of fairness, involvement in school decision-making, justice
in schools, and safety (Samdal et al., 1999). Negative attitudes were also linked to other
school problems such as low achievement, inappropriate behaviour, detachment, early
leaving from school (Law, 1988; Law & Soliman, 1988), and absenteeism (Leonard,
1998). Moreover, low satisfaction and student perceptions of the quality of their school
life as being poor, were indicators of higher student stress and, if unmediated, resulted in a
reduced ability to cope, reduced functioning, increased illness (Samdal et al., 1999), and
increased student absence (Schofield & Bourke, 1997).
With regard to quality of life, peer relationship dimensions are a significant potential
source of negative stress and dissatisfaction at school for some children. Positive peer
relationships are vital for children to learn friendship skills, learn about themselves, and
for appropriate long-term adjustment to life as an adult. Research suggests that students
who do not have appropriate peer relationships are more likely to be involved in juvenile
delinquency, have unhealthy, unhappy adult lives, suffer disabling emotional problems,
and attempt suicide (Medeiros et al., 1983).
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Also of import to the present study are the changes that occur in children’s peer
relationships in upper primary school. Along with the utility of peers, these upper primary
school children begin to value the personal characteristics of their friends, and look for a
sense of fairness in relationships (Medeiros et al., 1983). Clearly changes in relationship
dynamics could have a negative impact on the quality of life of students who do not have
the necessary skills to deal with these expanded relationship demands.
Further discussion of the nature of these relational demands in the final two years of
primary school, the transition years, is described in Section 3.17.2. Strategies for assisting
such students to develop the relationship skills vital for success in the classroom work
environment, and also future work environments, is provided in Section 4.6.3.
3.14 Components of Quality of School Life
A number of factors comprise and impact on student quality of school life including
aspects of positive affect, such as satisfaction, and aspects of negative affect, such as stress
and bullying. Schools, educators, and administrators also have a significant role in
affecting, identifying, and assisting students exhibiting symptoms of reduced quality of
school life.
3.14.1 Negative Affect / Stress
To contextualise stress in an educational environment, such as a school, it would appear
that stress can facilitate the achievement of student, teacher, administrator, and community
individual outcomes and organisational and systemic corporate goals, or can be a
destructive force with very negative consequences. With regard to students, whether
aspects of their education are appraised as challenging or threatening determines the
nature of their response (Whitman et al., 1984). A challenge appraisal of stress is likely to
result in a sense of competence and increased learning, while a threat appraisal of stress is
likely to result in feelings of helplessness and foreboding.
A worrying recent interpretation of the school environment described schools as places of
continual and often unbearable stress for children, with associated consequences on their
health (Rigby, 1998). Similar to adults, negative stress experienced by children
undermines their health and well-being often resulting in sickness. Whilst childhood is
often perceived as a happy time, some authors have argued that the years spent by children
in educational environments is a time of considerable stress, as success or failure in this
environment is a major determinant of future occupational status (Medeiros et al., 1983;
Schofield & Bourke, 1997).
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Thus, as described in Section 3.4, it is possible to assume that those work, social, and
environmental stresses that operate in other workplaces may also operate in the school and
classroom contexts. Moreover, students spend a large amount of their childhood at school
hence it is important that school is a rewarding and stimulating environment for children
(MindMatters Evaluation Consortium, 2000).
On a more global level, some researchers have reported that there was an increasing
awareness of stress in the lives of children due to increasing rates of depression, suicide,
low self-esteem, eating disorders, anti-social behaviours, drug and alcohol use, and
conduct problems (Raphael & Sommerville, 1993). Similarly, and importantly for this
study, many of the stressors that impacted on Australian adults were identified as also
being experienced by children. In the school environment in particular, the increasing
expectation for students to act like adults without being given adult-like privileges that
should accompany such actions was identified as a source of stress for some students.
A consequence of schools not addressing the stressors impacting on students can be
deduced from other examples of research that have propounded the hypothesis that stress
leads to immunosuppression (Newberry, Jaikins-Madden, & Gerstenberger, 1991;
Totman, 1988) resulting in an individual being susceptible to viral disease, leading in
some cases to a pattern of absenteeism (Donaldson, 1993; Galloway, Pankhurst, Boswell,
Boswell, & Green, 1984a). In all work environments such a pattern of absenteeism is a
major financial issue, but in a school setting there is also the added impact of a reduction
in the quality of educational outcomes.
School anxiety, school phobia, bullying, changing schools, student/teacher conflict, verbal
and physical abuse by some students and staff, difficulties in peer relations, focus on
academics at the expense of social and emotional development, failure, performances and
presentations, poor physical environments including inadequate lighting and ventilation,
unsupportive parents, learning disorders, inability to complete set work, an overemphasis
on acceleration, competition, evaluation, tests and accountability, reputations and
expectations, and physical appearance have been identified as school-based negative
stressors for students (Clancy, 1986; Elias, 1989; Elkind, 1988; Jones-Sears & Milburn;
1991; Medeiros et al., 1983). Elkind presented a number of logistical reasons why schools
were stressful and dissatisfying for students including their size allowing little one-to-one
student/teacher interaction, a daily structure that inhibits instructional time, and rushing
from one activity to another depriving students of a sense of completion.
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It may also be that some schools through lacking flexibility, sensitivity, openness and
adaptability, actively prevent the cognitive growth of some students. These schools do this
by not providing students with skills and knowledge needed to manage stress and gain
control over their lives (Medeiros et al., 1983).
Varying sources of school-based stress may have varying impacts on different sections of
the student population. Stress in general appears to have a differential negative affect on
the self-concept of adolescents (Garton & Pratt, 1995). School work, social interaction,
treatment by teachers, classroom management and discipline, extracurricular activities,
and public performances have been identified as the major types of stress identified by atrisk students (Bauwens & Hourcade, 1992) while, kindergarten, first, and third grade
students indicated that school work and peer relationships were their major sources of
stress at school (Dickey & Henderson, 1989). For students with special needs,
student/teacher relationships and peer relationships were their major sources of school
stress, while perceived factors related to academic success and self-concept were reported
by their regular peers (Helms, 1996). Students with emotional disabilities were also
identified as more likely to exhibit symptoms of stress through behavioural manifestations
than students with developmental disabilities.
It is also clear that an increasing emphasis on academic outcomes may itself be placing
excessive pressure on students to be brilliant, creative, and produce spectacular results.
Research suggests that the academic pressures placed on gifted children, for example,
often result in underachievement. Some gifted students fail to internalise the relationship
between effort and outcome, hence student underachievement is linked to external school
stress and lack of personal locus of control (Rimm, 1987). The need for educators to teach
all children, and particularly talented children, divergent thinking processes and maintain a
positive classroom environment is further discussed in Section 4.10.
From the research presented in this section it would appear that stress is part of the process
that challenges students to learn. However, what appears to be required, and is a focus of
this study, is reducing the negative aspects of stress that diminish student quality of life
and learning performance.
Strategies such as giving students increased control over their learning, clarifying
expectations, and improving feedback to students have been advocated in the literature.
Further discussion of methods of reducing negative stress for students is discussed in
Sections 4.7 to 4.10.
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3.14.2 Symptoms of Student Reactions to Negative Factors Impacting on Student
Quality of School Life
Evidence suggests that children who suffer from stress are at risk of ill-health (Farrington,
1996) and having academic difficulties (Dubow & Tisak, 1989). With regard to mental
health, unmediated school stressors have been identified as predictors of mental health
problems (Allen & Heubeck, 1994) and long-term psychological maladjustment
difficulties (Clarizio & McCoy, 1983; Rutter, 1979). Although the reasons for off-task
behaviours are numerous, one possible common feature is that children can become easily
stressed (Schofield, 1995).
It would appear that in schools where appropriate attention is not provided to the social
and emotional development of students and their ability to cope with school related stress,
the resultant behaviours and problems of students experiencing difficulties can diminish
the educational experience of all students (Cowen et al., 1996). Manifesting behaviours
include aggression, irritability, hostility, defiance, and inability to get along with peers;
fear, anxiety, guilt, and withdrawal; difficulty concentrating and frequent daydreaming;
depression, emotional shifts, uncontrolled or frequent crying, suicidal thoughts or plans,
and disinterest in learning; drug and alcohol use; over-activity, and insomnia; and,
physical illness such as headaches, gastrointestinal disorders, back pain, sweating, heart
palpitations, dizziness, chronic fatigue, eczema, asthma, and poor appetite (Cowen et al.,
1996; D'Aurora & Fimian, 1988; Jones-Sears & Milburn, 1991; Phillips, 1993; Rainham,
1997). Again the classroom ramifications of these behaviours are that they potentially
restrict the learning and personal development of all students.
Significantly the behavioural responses exhibited by students, such as increased hostility,
depression, unwillingness to try, withdrawal, and hopelessness are similar to those
exhibited by adults in stressful situations including teachers. However, differences are
evident with regard to the psychological responses of students to stress.
High frequency stress responses for students include: general irritability, pounding heart,
accident proneness, anxiety, trembling, nervous tics, being easily startled, stuttering,
grinding teeth, insomnia, bed-wetting, indigestion, nightmares, alcohol and drug use, and
most importantly for the purposes of the present study, increased illness (Medeiros et al.,
1983). Children with higher levels of stress, it was suggested have a greater chance of
becoming physically ill.
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Depression resulting from excessive stress was highlighted by Raphael and Sommerville
(1993) as a significant health problem in the lives of young people, especially girls, with
the authors suggesting that depression could interfere with schooling, well-being,
achievement, relationships, work, and future careers. Sources of stress in school cited as
likely to produce symptoms of depression in young people included noisy, hot, crowded,
or cold classrooms; disruptive behaviour by fellow students; fear about examinations and
the future; poor relationships with peers, school authorities, and teachers; and time
management difficulties. The authors noted the continuity of depression in childhood with
a pattern of depressive illness, mental ill-health, morbidity, and failure to achieve in later
life. The need for children exhibiting symptoms of depression and other mental disorders
to be provided with the earliest possible intervention was also highlighted.
Murphy and Della Corte (1990) observed similar sources of stress for students with
special needs as well as adapting to change, and peer interactions. Withdrawal, regression,
displacement, fear and, importantly, physical illness were offered as reactions of special
education students to stress.
Furthermore, Message (1993) presented a hierarchy of responses to stress exhibited by
adolescents having difficulty responding to excessive stress involving acute and chronic
imbalances between the demands placed on a child due to stress and the ability of the child
to respond. An acute imbalance was described as promoting a temporary self-protection
response with symptoms including worry, withdrawal, regression to more childish forms
of behaviour, and aggression. A chronic imbalance was described as involving effects of
long duration including personality traits and patterns, and major personality disorders if
stressors were impacting for periods of greater than one year. The three categories used by
Message to group the indicators of chronic stress are presented in Figure 3.5.
Figure 3.5 Message’s Indicators of Chronic Stress
•
•
•

Physical Fatigue: tiredness, lethargy, susceptibility to colds, influenza, and viral
disorders.
Psychological Fatigue: insecurity, inadequacy, poor concentration, procrastination,
irritability, sadness, and apprehensiveness; and, fluctuation between short periods of
high resolution and activity, and longer periods of aimlessness and boredom.
Spiritual Fatigue: doubts regarding self-worth, values and beliefs; fluctuation
between guilt and resentment; and, obsession with thoughts of escape or change.
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In the case of school-based stressors, a build up of minor stresses on a daily basis rather
than a specific stress incident has been found to be the stimulus of negative student
responses to stress (Paykel, 1978). Moreover, difficulties and concerns with minor stresses
have been identified as better predictors of negative student reactions to stress than life
events (Parfenoff & Jose, 1989).
Similarly, in a study of two hundred and nine Year 6 and 7 students from twelve
classrooms in the Canberra area, Allen and Heubeck (1994) found that school stresses
were significant predictors of emotional and behavioural problems. Different sources of
school-based stress were linked to differing types of psychological symptoms. Stress
resulting from peers, homework, and school in general were found to be significant
predictors of internalising behaviours such as psychosomatic complaints and anxious or
depressed feelings. Scholastic stresses also were significant predictors of externalising
behaviours such as aggressiveness and delinquency. Importantly, one third of students
reported being bothered by peer-related stress sources such as friendship problems,
teasing, and bullying to a substantial degree. Little difference was identified between
genders or year levels for both the experience or impact of school based stressors. These
results suggest that students who do not receive support in dealing with stress face a very
poor prognosis with regard to mental and emotional well-being in the future. Clancy
(1986) highlighted the need for students to be assisted in developing confidence in their
coping and problem solving skills.
Other researchers have confirmed that student reactions to stress consist of single or
multiple psychological, physiological, biochemical, and behavioural responses to stress
(Cheetham, 1993). Cheetham also argued that children who cope better with stress, similar
to adults, use defence mechanisms incorporating rationalism, projection, and substitution
or sublimation for managing stress. A range of stress management techniques appropriate
for use by educators to support students in developing defence mechanisms against stress
are described in Section 4.6.
It is important to note, however, that some debate exists regarding the direction of
causality between stress and absenteeism. For example, Firth and Britton (1989) proposed
that stress led to absenteeism, while Manning and Osland (1989) argued that absenteeism
led to increased stress and a cycle of deterioration. In educational environments such as
schools, stress can have a negative impact on the health and well-being of both students
and teachers. Kiecolt-Glaser and Glaser (1988) found that environmental stress in the form
of examinations has a deleterious effect on the immune function of students.
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Hence it would appear logical to assume that in an educational context, stress leads to
increased absenteeism, and also that the relationship between stress and absenteeism is
cyclical. Consistent with this hypothesis are the findings of Reid (1983) that students
identified institutional factors such as the difficulty of school work and teacher variables,
rather than factors related to their peers or home, as reasons they did not attend school.
Bullying would also appear to be a major factor affecting student quality of life in schools.
It is also of interest to consider the nature of school bullying in comparison to that which
occurs in other work environments. Bullying is evident in many workplaces as
victimisation and intimidation perpetrated by colleagues, clients, and/or subordinates, and
can cause stress, absenteeism, and reduced performance (Walsh, 1998).
Other evidence suggests that bullying also has serious consequences for the physical and
mental health of students. Both male and female students who are victims of bullying have
been found to have poorer quality of life in the areas of general illness and physical
symptoms such as mouth ulcers, headaches, disturbed sleep, sore throats, somatic
complaints, loss of self-esteem, social dysfunction, anxiety, depression, and suicidal
ideation (Khoo, 2001; Rigby, 1994).
Importantly, mediating factors that can protect students from the adverse impacts of
bullying on their quality of school life include: friendship networks, access to adults, and
the time period over which bullying occurs (Khoo, 2001; Rigby, 1994). Further discussion
of potential intervention methods to reduce negative affect on student quality of school
life, including bullying, is provided in Section 4.6.
3.14.3 Satisfaction
The definition of school satisfaction adopted for this study, and contextualised in quality
of school life, is the affective response of the student to school (Anderson & Steinle,
1978). Satisfaction or dissatisfaction with school results from student experiences of
school mediated by personal values and expectations of schooling (p.5). Vitally significant
to the present study is research that has identified that increasing the school satisfaction of
students who are not performing well may be a means of increasing their performance
both socially and academically, as student satisfaction was identified as the most
influential factor of the psychosocial school environment (Samdal et al., 1999).
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Some authors have argued that students are increasingly disaffected in our schools. As
early as 1983, Power, for example, identified that schools, especially secondary schools,
were causing a reduction in student quality of life in terms of satisfaction and alienation of
some students. Others have suggested that changes in educational policy, including
increased standardised testing of students for the purposes of determining school
effectiveness, are related to increasing student disaffection (Cooper, 1993).
Increasing student disaffection may, at least in part, also be due to the dilemma for schools
regarding their traditional role of preparing students for the workforce, and the current
reality that high unemployment results in many students not entering the workforce. This
assertion appears especially true for low socioeconomic status students (Baker, 1998),
students who are enrolled in schools that do not have an academic focus and supportive
school community (Baker, 1998; Cooper, 1993; Power, 1983), and students who have
parents with a lower than average level of education and encourage their children less
(Power, 1983).
Finally satisfaction with school appears to have effects that go well beyond the current
school environment. Students who are more satisfied with their life at school have been
identified as being more likely to pursue post-compulsory education (Bourke & Smith,
1995). Methods for enhancing student quality of school life are described in Chapter 4.
3.15 Linking Positive and Negative Aspects of Student Quality of School Life
The link between positive and negative aspects of student quality of school life was
established from the behaviours of students identified as being dissatisfied with the quality
of their school life reported in a number of studies, for example Waugh and Hyde (1993).
These behaviours were identical to school-based stress symptoms such as anxiety, studentteacher conflict, and poor peer relations. Similarly, dissatisfaction with the work
environment was widely reported as a major stress symptom (Farber, 1983; Greenhaus &
Parasuraman, 1987; Pelletier, 1984; Sutherland & Cooper, 1988).
Further evidence of this link is provided in the present study from the work of Hart and
Conn who argued that quality of life is determined by the combination of positive and
negative affect (Hart & Conn, 1992; 1996), and a number of other authors who
distinguished between the positive and negative aspects of well-being that contribute to
quality of school life (Andrews & Withey, 1976; Burt et al., 1978; Gerson, 1976; Mitchell
& Spady, 1978; Williams & Batten, 1981). Finally, the absence of quality of school life
measures and quality of school life data from the national indicators of school
effectiveness is notable.
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These omissions continue to occur despite researchers arguing for their inclusion for an
extended period of time. Ainley and Fordham (1991), for example, argued for the
inclusion of affective measures, as national information that mapped student quality of
school life, would facilitate understanding of the quality of Australian schooling.
Significantly, the recently released NSWDET Strategic Directions 2002-2004 highlights
the apparent re-emergence of qualitative aspects of the curriculum, at the state level at
least (NSWDET, 2002). Further discussion of the implementation of this reform agenda is
provided in Sections 3.18.2 and 10.7.
3.16 Student Characteristics and Quality of School Life
Student characteristics such as academic achievement, age, gender, cultural and familial
background, peer relationships, special learning needs, socioeconomic status, and school
type have been found to impact on student quality of school life. A summary of research
that has identified these effects is provided in Figure 3.6.
Perhaps the need to address the full spectrum of student quality of school life is most
evident for socioeconomically disadvantaged students. Socioeconomic disadvantage is
defined as the overall social standing or position of an individual determined by their
achievements, educational attainment, employment, occupational status, income and
wealth (MCEETYA, 1999, p.39).
For students, socioeconomic status is actually determined by parental or family status. In
New South Wales government schools, a voluntary survey of families regarding parental
occupation, educational qualifications, and family size is used to create an index of
schools designated as socioeconomically disadvantaged due to the high concentration of
low socioeconomic status families in their school community.
These schools are then eligible for additional funding under the Priority Schools Funding
Program (PSFP), previously called the Disadvantaged Schools Program (DSP) during the
period of this study. In 1998, there were 459 schools on the DSP involving 154000
students with $54.2 million dollars being allocated to these schools in the 1997-1998
financial year (MCEETYA, 1999).
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Figure 3.6 Student Variables and Quality of School Life
•

•

•

•

•

•

•

•

Achievement: School failure linked to students often becoming persistent truants,
dropouts, and/or likely to display low self-esteem, feelings of worthlessness,
withdrawal, alienation, antisocial behaviour, and health compromising behaviour
(Maglen, 1997; Samdal et al., 1999).
Age: Relationships with teachers improve as students get older, as does selfconfidence. Older students, however have a diminished belief in the usefulness and
value of schooling (Batten & Girling-Butcher, 1981). Increased age linked to negative
attitudes to school, however links between cognitive and affective outcomes of
schooling are perceived to be stronger for students who have more education
experience (Knuver & Brandsma, 1993). Older students report less health related
impacts on their quality of life while younger students are more likely to report lower
achievement and more negative impacts on their quality of life (Fitzpatrick &
Houlihan, 1986).
Gender: Girls generally more satisfied with their quality of school life than boys
(Ainley, 1986; Ainley & Bourke; 1992; Hay, 1994; Knuver & Brandsma, 1993;
Leonard et al., 2000), have an enhanced adjustment pattern to school (Burns & Homel,
1985), and also have higher perceptions of their academic ability and relationships
with their teacher/s than boys (Hay, 1994).
Family / Cultural Background: Secondary students of parents from non-English
speaking backgrounds have more positive perceptions of their status, feelings and
emotions regarding school than other students surveyed (Ainley, 1986). Parental
expectations, cultural background, and parent satisfaction with school services
provided are all predictors of student adjustment patterns to school (Burns & Homel,
1985).
Peer Group and Peer Relationships: Positive peer relationships enhance
conceptualisations of quality of life (Levine & Havighurst, 1984). Peer group and peer
relations identified as major forces in the socialisation of children and student quality
of school life (Cooper, 1993; Madaus et al., 1980).
Socioeconomic Status: Low socioeconomic status related to poorer quality of school
life (Aitken & Longford, 1986; Cooper, 1993), less academic success (Alloway &
Gilbert, 1997; Cooper, 1993). High socioeconomic status linked to increased
satisfaction. Dissatisfaction linked to higher absence (Anderson & Steinle, 1978).
Students With Special Learning Needs: Students with special needs, in both
segregated and integrated settings, are more lonely than their non-disabled peers
(Allen, 1997).
Type of School Attended: Students in government schools are generally less satisfied
with the quality of their school life, especially factors relating to: discipline, violence,
alcohol and drug control, academic results, lack of specialist teachers, and poor teacher
attitudes and skills in general, than their peers in Catholic and other private schools.
Lower student quality of school life in public schools suggested as one possible
explanation for the drift to other education systems (Weston, 1998).
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Socioeconomically disadvantaged students across Australia have been identified as having
lower levels of literacy and numeracy achievement, post-compulsory schooling retention
rates, lower quality of school life, and higher rates of absence. Similar negative trends are
also evident for indigenous students when compared to their non-indigenous peers along
with less interest in learning, lower self-confidence and self-esteem especially at
secondary schooling levels, and importantly for this study, less satisfaction with their
school environment. Boys from low socioeconomic backgrounds are considerably over
represented in low-achieving literacy groups (Alloway & Gilbert, 1997; MCEETYA,
1999).
In the broader social context, rationalisation, and reorganisation of education through
processes such as school reform and quality assurance, it has been suggested, have
generated a wide socioeconomic divide between both educational institutions and also
students. Some authors have argued that due to restructuring and cost-cutting efforts in a
broad range of educational and social welfare services, individuals have become more
insecure, unsupported, and vulnerable, with an associated increase in social disruption and
distress (Dinham & Scott, 2001; Scott & Dinham, 2001; Scott et al., 2001; Troman, 2000).
Educators clearly need to develop practices and methods of improving school life for these
students. Potentially, for some very deprived students, the school environment may be the
only stable environment they experience in their life. Further discussion of the effects of
socioeconomic disadvantage and aboriginality are provided in Section 4.4 and potential
methods of improving the quality of school life of disadvantaged students, along with their
advantaged peers are presented in Sections 4.6 to 4.10.
3.17 Learning Environment Relationships and Quality of School Life
The relationship dynamics between students, teachers, and their learning environment are
of particular importance with regard to determining student quality of school life. The
nature of these relationships is explored in this section.
3.17.1 The Relationship Between Schools and Students
Of fundamental significance to the present study is research identifying that institutionrelated factors can affect student outcomes and attendance, beyond the effect of student
background factors such as gender and socioeconomic status (Smith & Tomlinson, 1989).
It would be easy to suggest that student quality of school life is directly related to their
achievement on tests and academic activities, but this is clearly not necessarily the case
(Ainley & Bourke, 1992).
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The nature of the learning environment itself appears to be a determinant of student
quality of life at school. School is a place where students can either experience healthproducing or reducing effects (Close-Conoley, 1989a). With regard to school climate,
other researchers have linked school climate to enhanced quality of school life for students
and educators (Freiberg, 1999, p.210).
Furthermore, a number of authors have described some schools as exciting, happy, and fun
places (Halpin, 1966; Jencks et al., 1972). Other schools were described as lacking
enthusiasm, drab, depressing, and even frightening places. Associated with this, adults
often perceive that the years spent at school are an exciting and rewarding time in the lives
of children, yet research presented in Section 3.14.1 indicated that, for a least some
students, school is no utopia (Ainley & Bourke, 1988; 1992; Anderson & Steinle, 1978;
Leonard et al., 2002; Schofield & Bourke, 1997).
Pioneering work in the development of social climate scales argued that individuals are
profoundly affected by the social matrix in which they are embedded (Moos, 1991, p.29).
In an educational context, Moos argued the focus should be to determine how the
characteristics and influences of classroom and school impacted on the quality of life of
students and teachers. Similarly, other researchers suggest that educators have traditionally
failed to realise the importance of the quality of school and classroom life for students.
Also that this area of research required attention, as the nature of the classroom
environment was a potent influence on student achievement on a range of outcomes
(Creemers, 1994; Fraser & Walberg, 1991). Further examples of research regarding the
nature of the learning environment and quality of school life are categorised in Figure 3.7.
These examples are grouped under the headings of school effects, classroom effects,
classroom and school effects, personnel variables, and the nature of the learning programs.
Others have argued that the nature of the school and classroom environment may affect
individual students in a highly idiosyncratic way (Madaus et al., 1980). Moreover,
students interact differentially with these environments throughout their school lives.
Hence there is potential for wide variation on individual outcome measures during their
school lives. School and class variation across outcome measures may also become
increasingly evident as some educators and schools adopt a greater focus on the full range
of educational outcomes, as the evidence presented in this chapter would tend to suggest is
occurring. Certainly, in light of the contemporary debate, the present study should provide
some insight into whether there are substantial school and class differences regarding
student perceptions of their quality of school life.
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Figure 3.7 The Nature of the Learning Environment and Quality of School Life

•
•
•
•
•
•
•
•
•

•
•

•
•
•
•
•

School Effects:
School effects are stronger on attitudes than achievement (Cuttance, 1992).
Significant school differences in academic and affective outcomes. Negative factors
affecting student quality of life and well-being are: too much focus on academics,
excessive school rules, and pupil monitoring (Hofman et al., 1999).
Student involvement in decision making at school enhanced perceptions of quality of
school life and optimism about future prospects (HREOC, 2000).
More satisfied students have lower stress and absence levels, perceived school to be an
enjoyable and fun place that provided good preparation for their future (Leonard et al.,
2002).
Satisfaction and negative affect at school affect achievement (Perry, 2000).
Institutional related factors, such as level of resources, and quality and upkeep of
facilities, affect student quality of life (Smith & Tomlinson, 1989).
Student satisfaction linked to student self-concept (Young & Fisher, 1996).
Classroom Effects:
Student perception of their actual classroom environments are significantly below their
preferred ratings (Bruck et al., 2001).
Supportive relationships between students and teachers promote an effective
classroom climate, commitment, student motivation, morale, and sense of
achievement. Increased illness, absenteeism, and student anxiety are outcomes in
classrooms where competition and control replaced support. Satisfaction and
effectiveness are also identified as being positively affected by clear expectations,
adequate feedback, and well structured learning environments (Moos, 1991).
Student perception of the quality of various aspects of their classroom environment
such as satisfaction, challenge, cohesion, and absence of stress, found to be major
determinants of academic learning (Walberg & Greenberg, 1997).
Students who perceived that they are in orderly, organised classrooms, and felt a
strong affiliation and involvement, also reported enhanced self-control, more positive
mood, and greater peer popularity. Teachers also reported that these students were
better adjusted (Wright & Cowen, 1982; Wright, Cowen, & Kaplan, 1982).
Classroom and School Effects:
Student quality of life and level and sources of satisfaction effected by schools and
classrooms, especially with regard to student perceptions of the fun and enjoyment
gained from schooling, and relationship with their teacher (Ainley & Bourke, 1992).
Satisfying relationships and communication experiences for students help to ensure
high quality of life in these environments (Bruck et al., 2001).
Some student outcomes and groups of students may be more affected by schools and
classrooms than others including achievement. Low socioeconomic status students are
less satisfied with schooling than other students (Cuttance, 1992).
Aspects of school and classroom climate affected the satisfaction and quality of life of
not only students but all school personnel (Goodlad, 1984).
Pleasant working conditions promote enhanced student outcomes, behaviour, and
attendance (Rutter et al., 1979).
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Personnel Variables:
Teachers willing to help students with their problems, providing structured use of
praise and rewards, high expectations and promoting confidence, enhanced student
performance, and perceptions of quality of school life (Capel, 1990).
Teacher factors affecting classroom climate include: level of disengagement,
hindrance, satisfaction, and intimacy of relationships. Principal factors affecting school
climate include: aloofness, production emphasis, lack of consideration, and no clear
management policies (Freiberg, 1999).
Student quality of school life, outcomes, and attendance enhanced by teachers who
spent more time communicating with students in a sympathetic, approachable, and
dependable manner (Rutter et al., 1979).
Nature of the Learning Programs:
Student quality of life enhanced by programming that incorporates the benefits of an
outcomes-driven curriculum, is individualised and enjoyable, whilst minimising
competitive aspects (Leonard et al., 2001b).
Quality teaching incorporating skills such as clear explanation and ordering of
materials, effective management of learning, enthusiasm, and task orientation,
enhances student outcomes (Madaus et al., 1980).
Teachers can support student learning by developing student self-concept,
implementing effective classroom management, and using a diversity of teaching
learning strategies (Stoll & Reynolds, 1997).
Students report gaining fun and enjoyment from sport programs that develop sporting
skills, fitness, and ethical sporting behaviour (Thompson, 1994).

For schools this process will occur at a number of levels. Classroom environments, for
example, will need to be meaningful to both teachers and students. With regard to
students, it may well be that teachers as their direct supervisors will have the most
significant role.
It may not be a matter of educators choosing between focusing on establishing
constructive classroom environments or focusing on student achievement, but rather, that
constructive classroom environments enhance student achievement of cognitive and
affective outcomes (Bruck et al., 2001; Fraser & Walberg, 1991). The importance of
satisfying relationships and communication experiences for ensuring high student quality
of life in these environments was highlighted in particular by these authors.
It would appear that some schools have failed to take advantage of favourable student
perceptions of their schooling to further improve their professional practice and redesign
teaching and learning. Perhaps teachers and principals are constrained by administrators
and hence unwilling or unable to explore improved methods of professional practice
(Goodlad, 1984). It would also appear somewhat unusual that greater consideration has
not been given to teacher impact on student quality of school life.
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The research evidence supports the concept that teachers make a difference to their
students (Ramsey, 2000b). Ramsey has also argued that few other professions have the
potential for input into the formative years of almost every member of society hence the
quality of teacher work needs to assured (Ramsey, 2000a).
To fully meet the needs of the broadest possible range of students, curriculum needs to be
the constant, with a diverse range of pedagogues utilised, and effective relationships
developed with and between students. Further discussion of the role of teachers in
enhancing student quality of school life is presented in Section 4.10.
With regard to school effectiveness, in the past research has focused more on school-level
conditions rather than teacher practice in the classroom (Whitman et al., 1984). This has
occurred despite popular belief that student progress is most strongly linked to effective
teaching and learning. School and administrative levels are important in terms of
providing conditions for effective instruction, but as teaching and learning takes place at
the classroom level it potentially has most influence on student quality of life (Hofman et
al., 1999).
Interestingly other researchers have identified the importance of efforts to increase student
orientation and enhance student outcomes and motivation occurring concurrently at the
school and teacher level. An integrated, whole-school focus on developing student
intellectual, personal, social skills, and physical development has been advocated (Hyde &
Werner, 1984; Mulford, 1985). Importantly, the latter authors also highlighted low levels
of student and teacher dissatisfaction as a feature of effective schools.
Accordingly, in terms of establishing a cohesive and effective classroom environment, it
may be easier for teachers to maintain an inclusive and rewarding classroom atmosphere
for students in a school where the school ethos is supportive of such classrooms (Goodlad,
1984; Moos, 1991). Importantly, Moos also identified that in general, primary school
teachers perceive their classroom and school environments as more cohesive than their
secondary counterparts. Clearly the transition between primary and secondary school is a
critical time in the lives of students.
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3.17.2 Transition - The Focus on Years 5 and 6 (Stage 3)
The primary role of schools is to provide students with the necessary skills to make the
transition effectively to their next learning environment, or society, or the workplace
(Scheerens & Bosker, 1997). Years 5 and 6 at primary school, increasingly called Stage 3
in New South Wales, is an extremely important time in the lives of school children. It is
during these two years that focus should build towards the transition to high school. It is
interesting to reflect on the apparent differences in student perceptions of their quality of
school life between these two environments.
A reduction in student quality of life upon the transition to secondary school has been
highlighted by some authors (Burke & Jarman, 1994; Greenwood, 1981). Conversely, an
increase in quality of life has also been identified (Heubeck & O’Sullivan, 1998). Some
research has highlighted differential effects between primary and secondary schools with
regard to aspects of student quality of life (Ferguson & Fraser, 1998; Paterno, Henderson,
& Dickey, 1987).
Significantly for this study, other researchers have highlighted the importance of effective
transition programs for ensuring and enhancing student quality of life (Allen & Heubeck,
1994; Evans, 1983; Nottlemann, 1982). The intervention methods advocated and
implemented later in the present study have a strong transition element.
What is readily apparent from the analysis of student quality of school life presented thus
far is the importance of student perceptions of their relationships with both their peers and
their teachers. Moreover, choices, the nature, extent, and duration of relationships have
been described as the basic measure of quality of school life (Turnbull & Brunk, 1990).
Other examples of research support the significance of relationship variables in the latter
years of primary schooling with students found to be very concerned about their standing
and interaction with their peers, their self-concept, and negative attitudes of their peers
towards them (Levine & Havighurst, 1984).
The identified significance of relationship variables in conceptualisations of quality of
work life also reinforces the nature of the classroom as a work environment for students.
The development of effective relationships would also appear to be a key feature of any
model of enhancing school effectiveness. Such a model of enhancing school effectiveness
through student outcomes and quality of school life is presented in Section 3.18.
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3.17.3 The Relationship Between Teachers and Students
One would hope that teachers are frequently the first people to identify the symptoms of
negative affect in the lives of children as their reaction to the negative feelings and
emotions can significantly affect the ability of the child to cope. It can be difficult enough
to recognise the symptoms of stress in ourselves and our colleagues, but in the case of
children their means of communication and understanding of the world may be restricted
making identification increasingly difficult (Alsop & McCaffrey, 1993). Even teachers
who are able to deal effectively with negative affect in their own lives may be unaware of
or fail to acknowledge those operating in the lives of their students (Bauwens & Hourcade,
1992).
As early as 1984, the NSWDET described a lack of teacher awareness relating to the
problems of students. The Department claimed that some pupil behaviour that was seen by
teachers, parents, and counsellors as inappropriate, abnormal, antisocial, and negative, was
in fact related to or linked to negative affect in the school environment, such as stress
(NSWDET, 1984).
Teachers of students exhibiting behavioural or emotional disturbance may often search for
sources such as parent marital discord, or major life changes in the lives to explain the
symptoms of the child whilst overlooking school-based negative affect. Research suggests
that negative affect related to the school environment have a similar affect on students to a
major life affect (Allen & Heubeck, 1994).
Negative affect on quality of life can be a particular problem in the classroom as teachers
control these environments often leaving students feeling powerless. The consequent
feelings of apathy and loss of motivation, if not recognised as symptoms of reduced
quality of school life, can have a very negative impact on student health and self-esteem
(Alsop & McCaffrey, 1993). Methods of ensuring that teachers have the skills to
effectively support and identify students experiencing negative affect on their quality of
school life are described in Section 4.11.
3.18 Summary
Thus far in this chapter, the link between truancy and absenteeism literature and student
quality of school life has been identified and discussed. A summary of these relationships
is provided in Section 13.8.1. Moreover the capacity for schools to enhance school
effectiveness through improved student outcomes and quality of school life is summarised
in Section 3.18.2 from the literature presented in Chapters 2 and 3.
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3.18.1 Truancy, Absenteeism, and Reduced Student Quality of School Life
School should be a place where students want to go, and a place where parents want their
children to be. Increased attendance was described as a key indicator of students wanting
to be at school (Freiberg, 1999). Reduced student quality of school life has been linked to
patterns of non-attendance and inappropriate student behaviour, vandalism, low
achievement, and negative student/teacher relationships (Reid, 1986). Numerous other
examples of research also indicated a relationship between student negative affect and the
nature of the classroom environment (see for example, Allen & Heubeck, 1994).
Interestingly, the NSWDET commenced statewide research investigating truancy in 1997.
The framework for this research was articulated as creating happy and safe schools that
are free from harassment and discrimination and where every student wants to be
(NSWDET, 1997a, p.26). Part of this framework was the description of students who want
to learn as the Department's primary responsibility with the Director-General stating that
schools were not “welfare agencies” (NSWDET, 1997a, p.26).
This statement, while acknowledging the need for students to be provided with an
opportunity to reach their full potential free from disruption, tends to isolate the minority
of students whose behaviours may be a result of school-based negative affect that often
lead to increased rates of absenteeism and reduced quality of school life. Research
presented in this chapter has provided evidence that stereotyping students as willing to
learn or unwilling to learn, whilst ignoring the antecedents of their behaviour, can only
impede the learning of students regarded as unwilling to learn thus reinforcing their
isolation. Schools may often label students too early for management rather than
pedagogical reasons (Elkind, 1988).
Clearly schools have a critical role in either contributing to, or minimising student truancy,
absenteeism, and dropout. Poor student quality of school life, measured in terms of their
commitment to school, success at school, and peer group attachment, has been found to be
closely linked with absence and involvement in truanting (Coventry & Cornish, 1985).
Accordingly schools, as opposed to other agencies or social institutions, were identified as
the most appropriate environs for implementing absence, truancy, and dropout prevention
strategies. Further discussion of absence and truanting prevention strategies is presented in
Section 4.9.
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3.18.2 Enhancing School Effectiveness Through Student Outcomes and Quality of
Life
Of central importance to this study was the identification by various authors that large
areas of school life are under-researched in terms of their relationships to school
effectiveness (Morley & Rassool, 1999; Reynolds & Packer, 1992). With regard to the
definitions of school effectiveness presented in Section 2.2, the need to focus on and
incorporate the experiences of students (Stringfield, 1994), and students and teachers
(Raudenbush & Willms, 1991), shared in these environments into school effectiveness
research was also advocated. The need to address the social and affective outcomes of
educational effectiveness was also identified (Morley & Rassool, 1999; Reynolds et al.,
1994).
Further, some of the literature presented argued that the focus on determining the extent to
which schools had promoted cognitive outcomes had occurred at the expense of other,
equally valuable outcomes such as peer relations, creativity, critical thinking, citizenship,
sense of community, social and affective outcomes, attitudes, self-esteem, and behaviour
(Ainley & Fordham, 1991; Cooper, 1993; Gardiner, 2000; Morley & Rassool, 1999;
Reynolds et al., 1994). Some went further arguing that the preoccupation with
performance in schools and classrooms was having a detrimental effect on more complex
areas of school life (Morley & Rassool, 1999, p.131-132).
Student performance has almost invariably been reported in terms of achievement on
standardised tests in the context of school effectiveness. Some authors have argued that
this is the case because student performance on standardised tests is the most easily
collected variable. Significantly, positive student perceptions of their quality of school life
at both primary and secondary schooling may not be generally associated with
achievement (Ainley & Fordham, 1991). Some degree of blame may be attributed to
research methodologists in the past in not developing models that reflected the social
organisation of life in schools (Raudenbush & Willms, 1991, p.xi).
Significantly, other researchers have indicated that ignorance of the affective domains of
quality of life at the school level often resulted in these variables being overlooked at the
classroom instruction level (Kohn, 1999; McNeil, 2000). Hence educational outcomes
were then determined by organisational requirements rather than student and societal need
(Popkewitz, 2000; Schostak, 1983).
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It would appear that the trend to report on school effectiveness using a narrow range of
outcome measures that focus on academic performance serves only to continue this
reduction in individualisation. Interestingly, more than ten years ago, Cooper and Upton
(1991) suggested that it should be of serious concern to all educators that schools were
increasingly moving towards self-evaluation through a limited range of instrumental
outcomes.
Assessing school effectiveness clearly needs to be a holistic, comprehensive, and
inclusivist phenomenon. Research indicated the need for the consideration of goals,
structure, culture, environment, and primary processes as an incorporative framework.
With regard to goals, satisfaction, a unified focus, and solidarity were reciprocally related
to high productivity in schools. Of the various organisational and theoretical frameworks
that often underpin effectiveness research, such as economic rationality, the organic
systems model, the human relations approach, bureaucratic, and political models; the most
appropriate model for schools appeared to be the human relations model (Scheerens &
Bosker, 1997). This model emphasised consensus and collegial relationships, motivation,
and the well-being of individuals. Significantly, within this model consideration of worker
perceptions of their quality of work life, hence in the case of schools - student and teacher
quality of school life, are key criteria for assessing organisational effectiveness.
Within this context, what may be required is some reflection on the original constructs of
effectiveness research. Of particular relevance to this study are the findings of Moos
(1974), who was one of the pioneers of this research. Moos identified that the individual
dimensions that characterised psychosocial environments, including educational
institutions such as schools, hospital wards, prisons, and military companies, could be
conceptualised using the same three general domains: Relationship Dimensions - an
assessment of the nature and intensity of personal relationships within the environment
such as involvement and peer support; Personal Development Dimensions - an assessment
of lines along which personal growth and self-enhancement tend to occur such as
professional interest; and, System Maintenance and System Change Dimensions - an
assessment of the clarity of expectations, responsivity to change, maintenance of control,
work pressure, and innovation. What these dimensions provide is the basis for a very
different set of school effectiveness criteria than those currently used by many educational
authorities and institutions Moreover, other early effectiveness research also highlighted
considering student attitudes in conjunction with work conditions for students provided a
framework for enhanced school improvement (Levine & Havighurst, 1984).
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Some reflection regarding the apparent disparity between the focus of current school
effectiveness research and early effectiveness models appears to be required. Whilst it is
difficult to definitively identify why this disparity has occurred, it may be that schools
have focused on the formal organisational structure and context dimensions of school
effectiveness, but have ignored cultural, informal values, attitudes, perceptions, and
personal relationships dimensions.
Research has identified that all of these dimensions contribute to school effectiveness or
otherwise (Reynolds & Packer, 1992, p.179). The striking similarity to Moos’ dimensions
of psychosocial environments is obvious, as is the apparent relevance of the findings of
Raudenbush and Willms (1991) regarding the lack of refinement of quantitative
methodology described earlier in this section.
Certainly, five years ago, the emerging paradigm was that significant change was needed
in the organisation and structure of schools to promote the development and learning of all
students (Stoll & Reynolds, 1997). Within this paradigm the key education reform agenda
for schools is to provide students with the skills to help develop a true democratic society
through the provision of conditions for students and teachers that are meaningful and
workable.
Others argued that, in terms of school reform and the benchmarking of schools, one of the
major goals of such reforms should be the efficient utilisation of resources and effective
education for all students (Wilkins & Doyle, 1995). Wilkins and Doyle described the work
of the Council of Australian Government Schools Working Group (COAG) that
emphasised effectiveness rather than efficiency in the context of outcomes reporting. The
implication was that, in this context, it is more important to measure what students are
gaining from school rather than other factors such as the cost of educating students. The
authors suggested this implied the need to monitor student performance in a diverse range
of learning and social areas over time. Incorporated in this process were benchmarks and
minimum standards for more qualitative aspects of the curriculum.
A similar approach was advocated by Ainley and Fordham (1991) through the use of
quality of school life questionnaires at both primary and secondary levels, as part of a
national approach to the development of national indicators of educational effectiveness in
Australia. Moreover, other research highlighted the value in understanding what factors
are important to students in terms of quality education and quality schools and hence
increasing student quality of life (Cooper, 1993).
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Some significant recent progress towards this goal is evident in New South Wales, with
many government schools utilising the QSL questionnaires at both primary and secondary
levels as part of the annual reporting and self-evaluation requirements. The NSWDET
Strategic Directions 2002-2004, described in Section 3.15, advocate the use of these
instruments to measure qualitative aspects of the curriculum (NSWDET, 2002). Further
discussion of the implementation of this reform agenda is provided in Section 10.7.
Finally, it is hoped that the contextualisation of quality of school life within the school
effectiveness and school improvement frameworks presented in this chapter, and methods
of enhancing student quality of school life in Chapter 4, will provide a stimulus for further
change and improvement.
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TEACHER QUALITY OF LIFE, STRESS, SATISFACTION, AND ABSENCE
Sections 3.19 to 3.22 of this chapter provide some background on the nature of teacher
quality of life, teacher work related stress and satisfaction, and teacher absence. Whilst not
being the major focus of the study, these sections have been included to fully articulate the
dynamics of the classroom environment and to facilitate understanding of the impact of
these teacher variables on student quality of school life. Due to the volume of research in
these domains, much of this information has been summarised with relevant examples
cited.
3.19 Teacher Quality of Work Life
Concern over teacher quality of work life has been highlighted by research indicating the
nature of the profession has changed markedly owing to the rationalisation and
reorganisation of education. Increasingly, teachers have additional responsibilities, such as
extra administrative duties and increased interaction with parents and community. Other
researchers have identified the negative effects of poor quality of work life on teacher
satisfaction, stress, general health, and mental health in particular. Examples of research
identifying aspects of teacher quality of work life are presented in Figure 3.8.
The concept that teacher quality of work life is a measure incorporating positive and
negative affect or stress and satisfaction elements is well supported in the literature. The
study of teacher stress and satisfaction in the context of teacher of quality of life is an
important area of research with regard to ensuring the current and future well-being of
teachers (Pelsma et al., 1989). Further it was argued that research on teacher quality of life
needed to move beyond the identification of stress and dissatisfaction sources to methods
of enhancing teacher quality of life. Suggested outcomes of these improvements were
greater worker productivity, increased satisfaction, enhanced long term well-being, and
improved teacher health (p.166).
Obviously, teachers do not have a monopoly on work related negative affect (Sparks, &
Hammond; 1981, p.iv), however the ramifications of stress in teaching may be unique.
Previous research may have also failed to acknowledge the impact of the affective aspects
of teacher work life on teacher physical health, and importantly, instruction. The analogy
here is that if teacher work life impacts on instruction, then there are impacts on the
learning, behaviour, self-esteem, and emotional development of students. Ideally, students
require the attention of teachers who are free from the symptoms, distraction, and
demoralisation of negative affect on their quality of life. Further discussion of the
components of teacher quality of life is presented in Section 3.20.
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Figure 3.8 Aspects of Teacher Quality of Work Life
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Teacher Quality of Work Life is a Measure Incorporating Positive and Negative
Affect or Stress and Satisfaction Elements
Louis (1998) - Teacher perceptions of the quality of their work life related to: respect,
positive professional interaction, procedures to promote high teacher efficacy,
participation in decision making, opportunities to use full skills and knowledge,
adequate resources, and congruence between personal and school goals.
Marcy (1996) - Positive teacher perceptions of quality of life reduced occupational
stress and ability to utilise coping strategies.
Menlo & Poppleton (1990) - Teacher work life found to incorporate stress and
satisfaction elements across three continents.
Pelsma et al. (1989) - Work climate, structure, and specific factors in the teaching role
contribute to the amount of stress and/or satisfaction experienced and hence overall
quality of work life.
Rutter (1979) - Attractive and stimulating work conditions found to increase teacher
morale and quality of work life.
Changes in the Factors Impacting on Teacher Quality of Work Life
Buhler & Roebuck (1987) - Promotion procedures and teacher effectiveness
assessment procedures impact negatively on teacher quality of life.
Campbell & Neill (1994); Webb & Vulliamy (1996) - Increased administration and
planning with executives, administrators, parents, and the community.
Darr (1990) - Comparison of teacher quality of work life in 1980 and 1990 found that
teachers in the 1990’s were less satisfied with the classroom as a workplace, had
higher levels of professional stress, but were more satisfied with the profession of
teaching overall.
Troman (2000) - Suggested the work of primary school teachers has changed
dramatically over the past decade with actual face to face teaching comprising only a
part of a teacher work life now.
Negative Effects of Poor Teacher Quality of Work Life
DE&T (1998) - Teacher morale, perception of supportive leadership, goal congruence,
and professional interaction decrease as primary school size increase.
Gardner & Oswald (1999) - Study of over 40000 teachers identified that this group of
workers were among the unhappiest in the United Kingdom.
Jeffrey & Woods (1996); Menter, Muschamp, Nicholls, Ozga, & Pollard (1997);
Troman (1997); Woods (1995); Woods, Jeffrey, Troman, & Boyle (1997) Highlighted the negative impact of increased demands and changed teacher work life
on teacher stress and teacher health.
Ostell & Oakland (1995) - Study of eighty English Head Teachers revealed over 50%
did not meet the General Health Questionnaire criteria for normal, healthy functioning,
28% had mental health scores indicating psychological distress, 13% had even poorer
psychological health scores, with high levels of physical symptoms, including physical
exhaustion and nervous sickness, also reported.
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3.20 Components of Teacher Quality of Work Life
3.20.1 Occupational Stress in Teaching - Introduction and Definition
The last thirty years has seen a dramatic increase in teacher occupational stress research.
Teacher work-related stress is considered both an endemic and cross-cultural phenomenon
(Laughlin, 1984; Troman 2000) with definitions of teacher stress focusing on the
interaction of work variables and their impacts on teachers (Bernard, 1990; Duggan, 1997;
Fineman, 1995; Hargreaves, 1998; Hart & Conn, 1992; 1996; Kyriacou & Sutcliffe,
1978a; Kyriacou, 1990; McCormick & Solman, 1993; Troman, 2000). The more radical,
and recent, conceptualisations of teacher stress adopted in the present study encompass the
social aspects of stress and stress related illness (Fineman, 1995; Hargreaves, 1998;
Troman, 2000). These definitions describe the importance of structural, individual, and
situation aspects of teacher stress and stress-related illness forming part of an interactionist
model rather than separate concepts.
This period of history in western society has brought with it massive technological
impacts, the redefining of families, morality, sexuality and interpersonal relationships. An
apparent associated emergent trend has been an increase in the pace of life and resultant
levels of negative affect on quality of life, and stress in particular. Classrooms, have been
a microcosm of the changes taking place in society, and teachers not immune to the
increases in workplace stress. Historical perspectives regarding the emergence of teacher
stress during this time highlight the significance of the changing role of schools and
community attitudes. Traditionally schools and teachers, were viewed by the majority of
the community as a precious resource that upheld community morals and standards
(Chinnery, 1979; Roper, 1979). These forces served to make a very stable environment
and clarify and simplify teachers’ roles, thus seldom generating chronic stress.
Yet increasingly, teachers are being forced to interact with children who range “from
parent neglected to the well cared for, the hyperactive to the listless, the well integrated to
the sickeningly violent and from the highly motivated to the sadly apathetic” (Chinnery,
1979, p.19). The authoritarian management styles and discipline systems that often
dominated schools are no longer appropriate in a democratic social system that
increasingly values mutual respect, equality, cooperation, shared responsibility, and selfdiscipline (Askew, 1989; Balson, 1992). It would appear that the lack of stability provided
in the current school environment, and the expanding requirements of the teaching role, is
negatively impacting on the nature and extent of teacher stress. Further discussion on the
extent and sources of teacher stress are described in Section 3.20.2.
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3.20.2 Extent and Sources of Teacher Stress
Teaching is clearly a stressful occupation. Numerous studies have identified high rates of
teacher stress. Evidence suggests that it is becoming one of the leading occupations with
regard to rates of worker stress and that teacher stress accumulates as school terms
progress. Yet more research has identified the high cost of teacher stress. Significantly,
high rates of stress for other groups of educators, such as principals, have been identified,
as has the extent of both occupational stress and also stress-related illness in Western
Society (Ameghino, 1998; Bartlett, 1998; Chakravorty, 1990; Wojcik, 1999).
In the United States of America, for example, Wojcik (1999) argued that while the
frequency of pure stress compensation claims by workers (including educators) has
decreased, many other compensation claims are complicated by stress that is often
symptomatic of organisational problems. Furthermore stress was described as being
responsible to some extent for reduced productivity, 40 per cent of employee turnover, and
75 to 90 per cent of primary care physician visits. The financial and social cost of stress is
evident in estimates from the American Institute of Stress and National Safety Council
cited by Wojcik that indicated the cost of stress to American business was between $200
and $300 billion a year in reduced productivity, turnover, health and workers
compensation claims, with as many as one million employees absent each day.
Moreover, the most significant aspect of the findings is that if teachers and principals are
experiencing high levels of stress in the school work environment, then it is feasible that
so too are students (Borg & Riding, 1993; Carr, 1994; Knutton & Mycroft, 1986; Spence,
1996b; Savery & Detiuk, 1986; Wilson & Otto, 1988). A synthesis of the research that has
identified the extent of stress for teachers and other educators is presented in Figure 3.9.
Above all, what these high levels of stress indicate is an inherent problem with teacher
working conditions that is placing the vast majority of teachers at risk. An associated
problem may be that teachers are often reminded of their failures in all forms of the media
but are rarely praised for their successes.
It may well be that inadequate salary and lack of autonomy has reduced rates of teacher
retention and the number of tertiary students undertaking careers in education. Dinham
(2000), for example, highlighted that there had been increased pressures and expectations
on teachers from schools in recent years, in an increasingly complex and rapidly changing
society (p.18). Examples cited included increased politicisation of education and
associated changes in school practice and teaching practice that now incorporates
expanded academic and social curricula (p.19).
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Figure 3.9 Extent of Teacher Stress

•

•
•
•

•
•
•
•
•

•

•
•

•

•

•
•

High Rates of Teacher Stress
Bernard (1990) - Synthesis of teacher stress research in the eighties indicated 20 to
25% of teachers reported teaching was extremely stressful, 50% moderately stressful.
Teachers stress ebbs and flows throughout school year.
Bransgrove (1991) - Teachers were some of the top sufferers of stress among whitecollar workers.
Cole & Walker (1990); Salo (1995) - Stress accumulates as school terms progress.
Dinham (2000) - Increased pressures and expectations on teachers in recent years.
Increased politicisation of education and associated changes in school and teaching
practice that now incorporates expanded academic and social curricula.
Enever (1988) - 50% of teachers surveyed viewed teaching as moderately stressful,
while 60% of participants had experienced feelings of burnout.
Fisher (1984); Hafner (1985); Newman (1985); Otto (1983); Tuetteman (1992) Identified high rates of teacher stress.
Kyriacou and Sutcliffe (1978b) - 20% of the sample 257 comprehensive school
teachers described themselves as experiencing a high level of work-related stress.
Leach (1984) - Presented evidence that for nearly fifty years teachers have perceived
their occupation to be a source of strain, worry, and nervous tension.
O’Connor & Clarke (1990); Otto (1986); Manthei & Solman (1988) - Studies of
teacher stress in the 1980's all found one third of participants surveyed perceived
themselves as 'very' or 'extremely' stressed.
Manthei & Solman (1988) - Compared results regarding the perceptions of 640 New
Zealand teachers regarding work-related stress with previous studies, identifying that
while the nature of stressors were similar, stress among teachers was increasing.
Pankhurst (1982) - Stress accounts for more single-day teacher absences than actual
ill-health.
Roe & Gray (1991) - 63% of a sample of 186 teachers indicated they were worried
about their level of occupational stress, while negative feelings regarding their level of
competence and confidence was reported by two thirds of sample.
Teaching a Leading Occupation with regard to Rates of Worker Stress
Johnstone (1993) - Survey of teachers in Scotland found higher levels of job specific
stress than for any other occupation for which norms were available. The incidence of
stress was found to increase according to the number of hours worked.
Louden (1987); Punch & Tuetteman (1990); Tuetteman & Punch (1992) - Studies of
teachers in Western Australia have found that the level of psychological stress
experienced by these teachers was double the expected general population norm.
Louden (1987) also identified that 18% of teachers surveyed could be described as
suffering severe psychological distress (double general population norms).
Otto (1983) - Changing nature of sources of teacher stress of concern. Increasing
stress-related health problems. Stress high compared to other similar fields of work.
Prick & Hantelmann (1986) - The extent of stress and dissatisfaction experienced by
teachers is greater than that experienced by workers in other professions.
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High Financial Cost of Teacher Stress
Balson (1992) - Cost of teacher stress workers compensation claims was more than
$100 million from 1990-1992.
NSWDET (2000) - Statistics for workers compensation: 4438 claims at an average
cost $5654. Mental disorders one of three most frequently occurring claims.
Troman (2000) - The annual costs of employee stress to the British education system
was estimated to be 230 million pounds.
High Rates of Stress for Educators Other Than Teachers
Borg & Riding (1993); Carr (1994); Knutton & Mycroft (1986); Spence (1996b);
Savery & Detiuk (1986); Wilson & Otto (1988) - Occupational stress among principals
is comparable to that experienced by teachers and affects at least one quarter of
principals, a figure above societal norms.

When the extent of teacher stress is considered in the context of the sources of teacher
stress, the potential impacts for other workers, including students, become apparent. A
synthesis of the literature reveals sources of teacher stress include management issues such
as lack of communication, collaboration, administrative support, consultation, and
resources; excessive workload, time pressures, and long hours; lack of rewards,
remuneration, and job security; parental and community expectations and/or criticism;
individual teacher factors including gender, experience, age, and self-efficacy; and student
management, relationships with students, and student behaviour. Examples of research
identifying sources of teacher occupational stress are presented in Figure 3.10.
Evident from the research presented in Figure 3.10 is that there are fewer studies
identifying individual teacher characteristics related to stress in comparison to other stress
sources. This appears to be especially true for examples of research reporting teacher
perceptions of their sources of occupational stress.
McCormick (1997) proposed an attribution of responsibility for occupational stress model
in which teacher perception and reality were reflected in their attribution of responsibility
for their stress. It was suggested that individuals were more likely to ascribe accountability
for success to themselves and failure to others. Hence, teachers were more likely to
attribute responsibility for their stress to sources that were furthest from their personal
domain (individual characteristics).
Whilst the plausibility of this explanation is problematic, what is clear is that teachers are
not fully addressing the pattern of stress in their lives and this may have important
ramifications for their students. The potential effects of teacher stress on students is
described in Section 3.22.
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Figure 3.10 Sources of Teacher Occupational Stress
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Management Issues
Lack of Administrative Support/Leadership: Balson (1992); Broussard & Butler
(1986); Dedrick & Raschke (1990); Farber (1983); Fergusson (1984); Fields (1997);
Hart & Conn (1992); Hudson & Meagher (1983); Jongeling & Lock (1993); Kagan &
Sadler (1986); Marley (1996); Marlow, Inman, & Betancourt-Smith (1996); NSWIEU
(1996); O'Connor & Clarke (1990); Spence (1996a); Tishler & Ernest (1987); VIEU
(1996); Walters (1987); Wilks (1994).
Lack of Communication/Consultation: ACTU (1998); Bernard (1990); Cavanough
(1997); Hart & Conn (1992); Marley (1996); Nias (1996); Spence (1996a); Troman
(2000); Wilks (1994).
Lack of Funding: Galloway, Pankhurst, Boswell, & Green (1982); Laughlin (1984);
Manthei & Solman (1988); Phillips (1993); Tishler & Ernest (1987).
Restructuring and Organisational Change: ACTU (1998); Balson (1992); Chiu,
Hosking, Fitzwater, & McKenzie (1986); Litchfield (1995); Marley (1996);
McCormick & Solman (1993); Nias (1996); Rainham (1997) Spence (1996a); Troman
(2000); Woods (1995).
Work Variables
Increased/Excessive Workload and Long Hours: ACTU (1998); Balson (1992);
Bernard (1990); Borg, Riding, & Falzon (1991); Boyle, Borg, Falzon, & Baglioni
(1995), Campbell (1993); Capel (1990); Cavanough (1997); Chen & Miller (1997);
Chiu et al. (1986); Dewe (1986); Fergusson (1984); Hutchinson (1996); Jongeling &
Lock (1993); Louden (1987); NSWIEU (1996); O'Connor & Clarke (1990); Otto
(1983); Pullis (1992); Roe & Gray (1991); Schofield & Bourke (1997); Smith &
Bourke (1992); Tuettemann & Punch (1992); Van Schoubreck & Tuetteman (1986);
VIEU (1996); Walters (1987).
Poor Relationships with Colleagues: Dedrick & Raschke (1990); Farber (1983);
Fields (1997); Foxworth & Karnes (1983); Hart & Conn (1996); Hipps & Halpin
(1990); Hudson & Meagher (1983); Kelly & Berthelsen (1995); Khamis (2000);
McCormick & Solman (1993); Nias (1996); O'Connor & Clarke (1990); Punch &
Tuettemann (1990); Rainham (1997); Roe & Gray (1991); Salo (1995); Troman
(2000); Tuettemann & Punch (1992); Van Schoubreck & Tuetteman (1986); Walters
(1987).
Poor Working Conditions/Facilities: Chen & Miller (1997); Chicago Teachers
Union (1978); Dewe (1986); Farber (1983); Fergusson (1984); Kyriacou & Sutcliffe
(1978b); Manthei & Solman (1988); Marlow et al. (1996); Monfries & Hazel (1995);
Otto (1983); Punch & Tuettemann (1990); Rainham (1997); Salo (1995); Tishler &
Ernest (1987); Tuettemann & Punch (1992); Van Schoubreck & Tuetteman (1986);
Von Onciul (1996).
Time Pressures: Bernard (1990); Capel (1990); Cavanough (1997); Chen & Miller
(1997);
Fergusson (1984); Johnstone (1993); Kelly & Berthelsen (1995); Kyriacou
& Sutcliffe (1978b); Laughlin (1984); Louden (1987); Manthei & Solman (1988);
McCormick & Solman (1993); O'Connor & Clarke (1990); Otto (1983); Perlberg &
Kremer-Hayon (1988); Roe & Gray (1991); Schofield & Bourke (1997); Smith
(1996); Tuettemann & Punch (1992); Vance (1989); Walters (1987).
Pressure to be Involved in Educational Research: Louden (1987); Van Schoubreck
& Tuetteman (1986).
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Job Status
Lack of Rewards and Remuneration: Bernard (1990); Chen & Miller (1997);
Foxworth & Karnes (1983); Galloway et al. (1982); Hipps & Halpin (1990); Laughlin
(1984); Manthei & Solman (1988); Marley (1996); Marlow et al. (1996); O'Connor &
Clarke (1990); Otto (1983); Perlberg & Kremer-Hayon (1988); Phillips (1993); Punch
& Tuettemann (1990); Roe & Gray (1991); Smith (1996); Spence (1996a);
Tuettemann & Punch (1992); Vance (1989).
Performance Accreditation/Review: Hipps & Halpin (1990).
Poor Job Security/Career Prospects: ACTU (1998); Chicago Teachers Union
(1978); Louden (1987); NSWIEU (1996); O'Connor & Clarke (1990); Perlberg &
Kremer-Hayon (1988); Pullis (1992); Rainham (1997); Van Schoubreck & Tuetteman
(1986); VIEU (1996).
Role Conflict/Ambiguity: Chen & Miller (1997); McCormick & Solman (1993);
NSWTF (1988); Otto (1983); Retish (1986).
Subordinate/Lack of Executive Status: Hipps & Halpin (1992); Hui & Chan (1996);
Laughlin (1984); McCormick (1997).
Parents and Community
Parental and Community Expectations: Balson (1992); Bernard (1990); Cavanough
(1997); Dewe (1986); Farber (1983); Hart & Conn (1996); Kelly & Berthelsen (1995);
Otto (1983); Punch & Tuettemann (1990); Troman (2000); Tuettemann & Punch
(1992); Woods (1995).
Public/Media Criticism: Bernard (1990); Chiu et al. (1986); Fields (1997); Jongeling
& Lock (1993); Manthei & Solman (1988); Marlow et al. (1996); Roe & Gray (1991);
Sparks & Hammond (1981); Tishler & Ernest (1987).
Students
Student Behaviour: Borg et al. (1991); Boyle, et al. (1995); Bowlen (1994);
Broussard & Butler (1986); Cavanough (1997); Cole & Walker (1990); Dedrick &
Raschke (1990); Dewe (1986); Fergusson (1984); Galloway et al. (1982); Hart &
Conn (1996); Hudson & Meagher (1983); Kyriacou & Sutcliffe (1978b); Laughlin
(1984); Manthei & Solman (1988); Marlow et al. (1996); Otto (1983); Phillips (1993);
Pullis (1992); Punch & Tuettemann (1990); Tishler & Ernest (1987); Tuettemann &
Punch (1992); Van Schoubreck & Tuetteman (1986); Walters (1987).
Student Management: Bernard (1990); Chicago Teachers Union (1978); Chiu,
Hosking, Fitzwater & McKenzie (1986); Dedrick & Raschke (1990); Galloway,
Pankhurst, Boswell, Boswell & Green (1984b); Hudson & Meagher (1983); Khamis
(2000); Manthei & Solman (1988); Otto (1983).
Relationships with Students: Hipps & Halpin (1990); McCormick & Solman (1993);
Nias (1996); O'Connor & Clarke (1990).
Inclusion of Students with Special Needs: Bernard (1990); Forlin (1993).
Low Student Socioeconomic Status: Forlin (1993); Monfries & Hazel (1995); Pierce
& Molloy (1990a); Roe & Gray (1991); Smith (1996); Smith & Bourke(1992); Wright
& Sigafoos (1997).

85

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

•
•
•
•
•
•
•
•
•
•
•
•
•

•
•
•
•

Individual Teacher Factors
Female Gender: Hui & Chan (1996); Laughlin (1984); O’Connor & Clarke (1990);
Punch & Tuettemann (1990); Tuettemann & Punch (1992); VIEU (1996).
Male Gender: O’Connor & Clarke (1990); Richardson (1997); Schofield & Bourke
(1997).
External Locus of Control: Capel (1990); Dedrick & Raschke (1990); Halpin, Harris,
& Halpin (1985); Hipps & Halpin (1991a); Hudson & Meagher (1983); Wilks (1994).
Low Self-Efficacy: Hutchinson (1996); Louden (1987); O’Connor & Clarke (1990);
Otto (1983); Perlberg & Kremer-Hayon (1988); Punch & Tuettemann (1990);
Rainham (1997); Rajala (1990); Tuettemann & Punch (1992).
Poor Coping Skills: Bernard (1990); Dedrick & Raschke (1990).
Sedentary Lifestyle: Bernard (1990); Plowman & Bischoff (1985); Tishler & Ernest
(1987).
Age/Lack of Teaching Experience: Fimian & Blanton (1987); Hui & Chan (1996);
Hutchinson (1996); Kieffer (1994); Laughlin (1984); Manthei & Solman (1988);
McCormick (1997); Roe & Gray (1991).
Greater Experience and Teaching Load: Schofield & Bourke (1997).
Perception of Inadequate Training/Qualifications: Farber (1983); Kagan & Sadler
(1986); Laughlin (1984); Marley (1996); Miller, Brownell, & Smith (1995); Spence
(1996a).
Authoritarian Personal Management Style: Bowlen (1994); Clancy (1986); Harris,
Halpin, & Halpin (1984; 1985); Lewis & Lovegrove (1987).
Balancing Personal and Professional Life: Balson (1992), Khamis (2000).
Perception of Professional Isolation: Dussault, Deaudelin, Royer, & Loiselle (1997);
Dussault & Thibodeau (1997).
Primary/Junior Grade Levels Taught: Bourke & Smith (1993); Gorrell, Bregman,
Hunter, & Lipscomb (1985); Laughlin (1984); Malik, Mueller, & Meinke (1991);
Monfries & Hazel (1995); McCormick (1997) McCormick & Solman (1992);
Wangberg & Levitov (1983).
Teaching Regular (opposed to Special Education) Classes: O’Connor & Clarke
(1990); Walters (1987).
Urban Location: Manthei & Solman (1988); McCormick & Solman (1992).
Working in Public Schools: O’Connor & Clarke (1990); Pierce & Malloy (1990a;
1990b); Smith & Bourke (1992).
Western Cultural Background: Perlberg & Keinan (1988).

In addition to the findings tabulated above, it has been identified that stress arising from
teacher interaction with students and physical conditions, that have been widely reported
as major stresses in some of the literature, are in fact only minor sources of stress for
teachers surveyed (Schofield & Bourke, 1997; Smith & Bourke, 1992). The reasons for
this finding are likely to be complex, but perhaps in part it is due to teachers being
unwilling to admit that they are having difficulty coping with their students, in line with
the attribution of responsibility model proposed by McCormick (1997).
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Or perhaps, the myriad of administrative tasks educators now face has resulted in a change
in perceived stress sources for teachers. Phillips (1993) identified that the responsibility
for implementing school reforms was often left to teachers and students resulting in
increased stress for both groups. Examples of such a shift include a number of teachers
identifying that curriculum changes have resulted in pressure to teach more subject areas
resulting in a reduction of quality of school life for both teachers and students (Jongeling
& Lock, 1993), and teacher perception that the curriculum is overcrowded due to pressure
on schools to solve, or at least deal with, society's problems (Monfries & Hazel, 1995).
It would appear logical that the growth of statewide standardised testing and school
reporting may have also led teachers to focus more on teaching probable test content. This
may be especially the case in schools servicing minority and/or poor students where, some
authors have argued authentic learning is sometimes sacrificed to ensure test results (see
for example, McNeil, 2000). Moreover, the move to increased use of standardised tests, as
the primary measure of school effectiveness, has the potential for a significant impact on
at-risk students, who perhaps most require skills in managing stress and life events.
Moreover, additional stress and dissatisfaction may also be evident for teachers who are
restricted from providing a broader educational experience, due to the constraints of the
learning environment. A generalised pattern emerges from these findings presented in
Figure 3.10 that much teacher work-related stress is generated from factors associated
with workload and relationships at work such as interpersonal relationships especially
with students and other staff, work environment conditions, time pressures, role ambiguity
and perceived role conflict, and lack of/poor teacher training.
The notion of affective domains or categories of occupational stress is well supported in
the occupational stress literature (Groen & Bastiaans, 1975; Ianni & Reuss-Ianni, 1983;
Sutherland & Cooper, 1988). Whilst the domains identified are not restricted to teaching,
the nature of the interaction between students and teachers in classroom environments,
when considered in conjunction with sources of stress, indicates that students along with
teachers, are clearly at risk of suffering the effects of teacher stress. Further when these are
considered in conjunction with the negative effects and symptoms of teacher stress, a
cycle of potential disruption and environmental deprivation (in terms of a reduction in the
quality of the classroom environment) emerges.

87

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

There is clearly some level of irony regarding teacher locus of control when it is
considered in terms of the increasing calls from the community and media for increased
teacher professionalism. Roe and Gray (1991) highlighted the fact that many structural
decisions regarding curriculum and content are often beyond the control of teachers,
leaving some teachers with a feeling of powerlessness. The authors suggested that this had
created a crisis of confidence in the teaching profession.
3.20.3 Stress and Burnout
One of the more serious stress associations evident from the research presented thus far is
with burnout. Niebrugge (1994) highlighted that burnout continues to emerge in a variety
of helping professions, while Ramsey (2000a) reported that the quality of teaching was
seriously affected by teacher burnout.
Similar to stress, a number of definitions of burnout have emerged in the literature. In
general, two types of definitions are evident. The first group defines burnout as a
syndrome involving emotional exhaustion, depersonalisation (cynicism, dissatisfaction),
accomplishment failure, and/or desire to leave the profession (Niebrugge, 1994;
Raquepaw & DeHaas, 1984; Sarros, 1986). The latter group, as a multidimensional
adaptational outcome of excessive workplace stress and ineffective coping (Hanchey &
Brown, 1989; Schamer & Jackson, 1996).
A synthesis of these genres provides a definition of burnout that encompasses both
workplace and individual factors, that is adopted in the present study. Burnout is also often
confused or equated with stress, and although these terms are similar, burnout is usually
the result of unresolved stress rather than stress per se (Farber, 1983). Significantly,
research in the human services field has identified that burnout affects teachers more than
any other public service professionals with negative results including deterioration of
relationships with students and loss of energy, motivation, and idealism. (Raquepaw &
DeHaas, 1984; Schamer & Jackson, 1996).
A broad range of factors associated with teacher burnout has been identified in the
literature such as individual teacher variables and attitudes, workplace and environmental
variables, work stress, and student variables. Apparently paradoxical effects are evident in
the literature with regard to demographic differences with some authors identifying age
and gender are not related to burnout (Hipps & Halpin, 1991b; Raquepaw & DeHaas,
1984). A synthesis of the literature identifying relationships between these variables and
teacher burnout is presented in Figure 3.11.
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Figure 3.11 Teacher Burnout and Related Factors
•

•
•
•
•
•
•
•
•
•
•
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•

Gender: Greenglass & Burke (1988) - Role conflict, headaches, and depression
contribute to burnout for females teachers. Depersonalisation contributes to burnout
for male teachers.
Greater Teaching Experience: Schonfeld (1990).
Dissatisfaction with Teaching Role: Brissie et al. (1988); Friesen (1986); Kilaj &
Totten (1995); Niebrugge (1994); Rottier, Kelly, & Tomhave (1983).
External Locus of Control: Brissie, Hoover-Dempsey, & Otto (1988).
Negative Attitudes Towards Students: Kilaj & Totten (1995); Seidman & Zager
(1987).
Excessive Workload / Time Pressures: Friesen (1986); Niebrugge (1994).
Lack of Appropriate Coping Skills: Kilaj & Totten (1995); Sarros (1986); Seidman
& Zager (1987).
Lack of Rewards and Recognition: Brissie et al. (1988); Friesen (1986); Hamann
(1990), Sarros (1986); Seidman & Zager (1987).
Lack of Support from Colleagues/Executive/Principal, Brissie et al. (1988); Friesen
(1986); Hamann (1990); Seidman & Zager (1987); Shea (1990).
Lack of Parental and Community Support: Raquepaw & DeHaas (1984).
Lack of Student Motivation and Discipline: Raquepaw & DeHaas (1984).
Poor Working Conditions: Hamann (1990); Niebrugge (1994); Schonfeld (1990).
Poor Interpersonal Relationships: Sarros (1986).
Role Conflict / Role Ambiguity: Hamann (1990); Pierson & Archambault (1984).

It would appear that along with the congruence between burnout and stress, burnout is also
closely related to depression. Schonfeld (1990), for example, identified that measures of
burnout often overlapped depressive or psychological symptom measures. Reduced sense
of personal accomplishment and emotional exhaustion, two elements of burnout, were
identified as symptoms of depression, while the burnout element of depersonalisation was
linked to hostility and friction in personal relationships. The identified relationships
between burnout, stress, satisfaction, and absence are further explored in Section 3.22.
3.20.4 Evidence of Symptoms and Effects of Teacher Stress and Burnout
Stress research involving educators has identified a range of significant, and often
damaging, stress symptoms, apparently particularly related to the nature of stress
experienced in the profession. Numerous studies have linked teacher work-related stress to
negative psychological, psychiatric, and physiological reactions such as physical and
mental ill-health.
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Other researchers have identified that excess negative stress can also reduce performance,
quality of life, efficacy, and effectiveness; increase disaffection, and cause breakdown of
personal relationships at home and at work leading to further exhaustion and social
isolation from colleagues. Some researchers have highlighted that the enthusiasm, joy, and
hope teachers often entered their career with, was in some cases overwhelmed by stress
(Sparks & Hammond, 1981). A synthesis of the literature identifying the symptoms and
effects of teacher stress is presented in Figure 3.12.
Moreover, teacher attrition could be seen as the ultimate form of absence from the school
environment. A number of studies have linked teacher attrition to variables including
workplace stress, commitment, job satisfaction, poor working conditions and lack of
remuneration, lack of administrative support, student factors such as poor relationships
with students, and negative student attitudes and behaviours, emotional exhaustion,
depersonalisation, and lack of personal accomplishment. Examples of research that have
identified relationships between these variables and teacher attrition are listed in Figure
3.13.
The high number of teachers leaving the profession as a result of stress is strongly
confirmed in the literature, both historically and more recently (Cunningham, 1983;
Dunham, 1984; Farber, 1983; 1984; Marlow et al., 1996; Tishler & Ernest, 1987; 1989). A
study of 212 Kindergarten to Year 12 teachers, for example, identified that 44 per cent of
this group indicated that they were considering leaving the profession (Marlow et al.,
1996).
However, highly stressed and/or dissatisfied teachers who stay in their job but develop
negative attitudes and diminished capabilities, such as aggressive actions, decreased
ability to deal with classroom incidents, irritability, and hypersensitivity is, perhaps, a
more damaging response than leaving the profession (Farber, 1983; Manthei & Solman,
1988). The relevance of these findings is twofold. At a personal level the internal crisis
that such mixed emotions would create could have a devastating effect on the individual.
Secondly, the actions of highly stressed teachers are likely to impact negatively on the
quality of the classroom environment resulting in the transference of some of these
stressors to students.
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Figure 3.12 Teacher Stress - Symptoms and Effects
•

•

•
•

•

•
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•
•

Male Gender-Specific Symptoms: ACTU (1998) - Indigestion, ulcers, distrustful
feelings, increased blood pressure, smoking and/or alcohol abuse; Phillips (1993) Life-threatening and psychological illnesses such as alcoholism.
Female Gender-Specific Symptoms: ACTU (1998) - Continual tiredness, cramps,
headaches, and sleeplessness; Phillips (1993) - physical and affective disorders such as
depression.
Increased Absence from Work: ACTU (1998); Cavanough (1997); Cockburn
(1996); Cole & Walker (1990); Kyriacou (1990); Pierce & Molloy (1990b).
Negative Psychological and Psychiatric Stress Reactions: ACTU (1998) Tiredness; Balson (1992) - Anxiety, anorexia nervosa, depression, excessive fears,
compulsion, and pathological pedantry; Chakravorty (1990) - Anxiety, irritability,
nervous debility, depression, obsessions, mania, and panic; Chicago Teachers Union
(1978) - Increased mental illness; Cockburn (1996) - Anxiety, rushed speech,
withdrawal, aggression, procrastination; Kilaj & Totten (1995) - Emotional
exhaustion; Kyriacou (1990) - Mental ill-health; Kyriacou & Sutcliffe (1978a) - Anger
and depression; NSWIEU (1996); VIEU (1996) - Irritability, feelings of anxiety,
powerlessness, and futility; Ostell & Oakland (1995) - Difficulty concentrating,
making decisions, re-occurring thoughts, narrowed focus of attention, anger, anxiety,
guilt, depression, drug use, excessive eating; Pullis (1992) - Frustration; Sparks &
Hammond (1981) - Apathy.
Negative Physiological Stress Reactions: ACTU (1998) - Headaches, tiredness, and
sleep difficulties; Balson (1992) - Impotence, constipation, hyperactivity, migraine,
dizziness, and compulsion; Chicago Teachers Union (1978) - Increased physical
illness; Cockburn (1996) - Excessive sleep, illness, muscle tension, nervousness,
abdominal pain, increased heart rate, and sweating; Dworkin, Haney, Dworkin, &
Telschow (1990) - Increased illness; Kyriacou & Sutcliffe (1978a) - Increased heart
rate or the release of adrenocorticotrophic hormones into the bloodstream; Kyriacou
(1990) - Physical ill-health; NSWIEU (1996) - Chronic fatigue/exhaustion, headaches,
shingles, abdominal complaints, vulnerability to virus and infection, heart palpitations,
muscular tension, and respiratory disorders; Ostell & Oakland (1995) - Sleeplessness,
heart disease, ulcers, reduced immunological functioning, and physiological changes;
Perlberg & Keinan (1988) - Poor health and reduced ability to undertake physical
activity; Pierce & Molloy (1990b) - Poor physical health; Pullis (1992) - Exhaustion;
Sparks & Hammond (1981) - Excessive fatigue, physical tensions, and illness.
Poorer Interpersonal Relationships and Withdrawal: Cockburn (1996); Kyriacou
(1990); Ostell & Oakland (1995); Perlberg & Keinan (1988); Price (1995).
Reduced Teacher Productivity / Job Performance: Blase (1986); Kyriacou (1990);
Perlberg & Keinan (1988); Pullis (1992); Sparks & Hammond (1981).
Reduced Job Satisfaction and Commitment: Kyriacou (1990); Pierce & Molloy
(1990b).
Reduction in Teacher Quality of Life: Blase (1986); Perlberg & Keinan (1988);
Plowman & Bischoff (1985).
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Figure 3.13 Variables Related to Teacher Attrition
•
•

•
•
•
•
•

Emotional
Exhaustion,
Depersonalisation,
and
Lack
of
Personal
Accomplishment: Raquepaw & DeHaas (1984).
Excessive Workplace Stress: Calabrese (1987); Chinnery (1979); Cross &
Billingsley (1994); Harris, Kagay, & Leichenko (1985); Marlow & Hierlmeir (1987);
Marlow et al. (1996); Miller (1995).
Lack of Administrative Support: Gersten, Keating, & Yovanoff (1995b); Natale
(1993); Morvant & Gersten (1995).
Low Job Satisfaction: Cross & Billingsley (1994); Gersten et al. (1995b); Harris et al.
(1985); Marlow & Hierlmeir (1987); Morvant & Gersten (1995).
Low / Reduced Commitment: Cross & Billingsley (1994); Louis (1998).
Poor Relationships with Students / Negative Student Attitudes and Behaviour:
Gersten, Keating, & Yovanoff (1995a); Morvant & Gersten (1995); Natale (1993).
Poor Working Conditions and Lack of Remuneration: Gersten et al. (1995b);
Marlow & Hierlmeir (1987); Morvant & Gersten (1995); Natale (1993).

The findings of Louis (1998), who identified a link between commitment and retention,
appear to be particularly relevant. Louis suggested that teachers who displayed levels of
commitment were also more likely to be both aware of the need to support students and to
be sensitive to the needs of students undergoing crisis. Commitment was defined as a
social unit that creates community personal caring and affiliation between school
personnel, hence improving school climate and functioning. Clearly, a committed school
community has the capacity to promote the environmental conditions likely to ensure
student and teacher attendance, as well as school effectiveness and improvement.
3.20.5 Teacher Satisfaction
Research findings regarding teacher satisfaction, and dissatisfaction, provide an interesting
comparison to the teacher stress findings reported thus far. Teacher satisfaction was
defined by Chakravorty (1990) as the fit between the abilities and skills of an individual
and teaching role demands and requirements.
A broad range of factors associated with teacher satisfaction have been identified in the
literature. Teacher satisfaction is enhanced through workplace variables such as the
nurturing aspects of their role, positive relationships with colleagues and students, clear
role definition, and administrative support. Satisfaction is diminished through workplace
variables such as role ambiguity and role conflict, negative student performance and
attitude, public attitudes, discipline procedures, lack of administrative support, and
excessive administrative workload. Pertinent research identifying the effects of workplace
variables on teacher satisfaction is synthesised in Figure 3.14.
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Figure 3.14 Workplace Variable Effects on Teacher Satisfaction

•
•
•
•
•
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Workplace Variables Enhancing Teacher Satisfaction (and Morale)
The Nurturing Aspects of the Teaching Role: Dinham & Scott (2000b); Fergusson
(1984); Scott & Dinham (2001).
Professional Freedom and Development: Dinham & Scott (1998b); NSWIEU
(1996); Scott & Dinham (2001); VIEU (1996).
Administrative Support and Leadership, Appropriate Student Behaviour, and
School Atmosphere: Perie & Baker (1997).
Involvement in Decision Making and Shared Responsibilities: Bernard (1990).
Positive Relationships with Colleagues and Students: Dinham & Scott (2000b);
NSWIEU (1996); Scott & Dinham (2001); VIEU (1996).
Workplace Variables Reducing Teacher Satisfaction (and Morale)
Lack of Status, Rewards, and Recognition: Dinham & Scott (1998a); Fergusson
(1984); Scott & Dinham (2001); Sparks & Hammond (1981) .
Increased Expectations, Workload, Rapid Educational Change, and Lack of
Administrative Support: Dinham & Scott (1997); Fergusson (1984); Sparks &
Hammond (1981).
Time Pressures: South Australian Institute of Teachers (1971); Sparks & Hammond
(1981).
Negative Student Performance, Attitudes, and Discipline: Fergusson (1984);
Sparks & Hammond (1981).
Inclusion of Special Needs Students: Sparks & Hammond (1981).
Role Ambiguity, Role Conflict, and Feelings of Powerlessness: Sparks &
Hammond (1981); Thompson, McNamara, & Hoyle (1997).

Teacher satisfaction has also been extended into a more holistic concept of teacher morale
and positive affect by some researchers. Hart and Conn (1992; 1996), for example, defined
teacher morale as the extent to which teachers find their work satisfying, and the level of
energy, enthusiasm, team spirit, and pride experienced by teachers. Further, goal
congruence, defined as encompassing a shared school vision, was highlighted as the most
important factor in increasing teacher satisfaction. The examples of teacher occupational
satisfaction research presented in Figure 3.14 would appear to support this
conceptualisation within the teacher morale and positive affect contexts.
Teacher background variables including gender, type of teaching undertaken, sexual
preference, teaching experience, time in current school, school type and location, multiple
teacher variables including age, gender, experience, cultural differences, and factors
associated with teacher efficacy may also have important impacts on teacher satisfaction.
Examples of research regarding these variables are categorised in Figure 3.15.
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Figure 3.15 Teacher Satisfaction and Teacher Variables
•

•

•

•
•
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Female Gender: Hagedorn (1995) - Inequitable remuneration for female teachers
resulted in decreased global satisfaction; Wangberg (1984) - Declining status of
teachers, and lack of availability of other job options cited as sources of dissatisfaction
for female teachers.
Type of Teaching Undertaken: Astin, Korn, & Dey (1991) - Tertiary Educators most
satisfied with their level of autonomy, independence, and job security; Chissom,
Chukabarah, Buttery, & Henson (1986) - Poor working conditions, negative student
behaviour, and bureaucracy increased middle school teacher dissatisfaction; Lombardi
& Donaldson (1987) - Working in special education had reduced teacher satisfaction.
Ninomiya & Okato (1990); Poppleton (1989) - Secondary teachers who reported being
more satisfied in their teaching role were also more satisfied with other work variables
including working conditions, teacher roles and responsibilities, and specific
classroom practices; Troman (2000) - Good relationships with colleagues/executive
enhance primary teacher satisfaction.
Teaching Experience: Kicker & Loadman (1997) - Teachers with less than five years
of experience reported higher satisfaction regarding opportunities for career
advancement, professional challenge, and professional autonomy; Scott & Dinham
(2001) - Satisfaction declined for teachers the longer they had been teaching.
Time in Current School: Dinham & Scott (1996) - Length of service at a school was
identified as predicting both present dissatisfaction and decline in satisfaction.
School Location: Dinham & Scott (2000b) - Significant school variation in teacher
satisfaction identified regarding a series of variables such as school administration,
leadership, image and infrastructure.
Sexual Preference and Location: Juul (1995a) - Gay teachers in rural locations were
more satisfied with work conditions than urban gay teachers.
School Type: Lister (1995) - Teachers in Catholic Schools gained the most
satisfaction from a positive relationship with their students.
Multiple Teacher Variables including Age, Gender, and Experience: Billingsley &
Cross (1992) - Workplace variables such as administrative support, role conflict, role
ambiguity, and stress are better predictors of job satisfaction and commitment than
demographic variables; Hutchinson (1990) - Teacher demographic variables such as
age, gender and qualifications do not contribute significantly to the amount of variance
in teacher satisfaction; Rottier et al. (1983) - Highlighted increased dissatisfaction for
teachers in rural schools, males, and more experienced teachers.
Factors Associated with Teacher Efficacy and Commitment: Bhagat & Allie
(1989) - Teachers who reported coping less effectively and lower self-competence also
reported less satisfaction with work, colleagues, and supervisors; Fresko, Drora, &
Nasser (1997) - Teacher satisfaction identified as the only direct predictor of teacher
commitment; Pennington (1995) - Teacher satisfaction most related to rewards and a
sense of professionalism in their role; Sarros (1983) - Teachers who had positive
attitude towards teaching were more satisfied and regarded as being more effective by
their students; Smith (1996) - Positive teacher work-related attitudes predictors of
teacher satisfaction.
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Recent research has highlighted that teacher work satisfaction is no longer determined
only by discrete school-related factors but also by systemic and wider social forces, such
as lack of rewards and recognition of teaching as a profession, the rapid pace of
educational change, and increased workload (Dinham & Scott, 2000b; Scott et al., 2001).
The latter authors argued that these broader social and systemic impacts have caused a
major decline in teacher satisfaction, as teachers perceive that these forces have reduced
their ability to perform their primary role of serving children. The current teacher shortage
was linked to the poor perceived status of the teaching profession.
The low status of teachers may be linked to reductions in teacher efficacy that, it has been
argued, has led to reduced student efficacy and poorer student outcomes (Scott & Dinham,
2001). As early as 1989, Nias highlighted that satisfiers in teaching were increasingly
outweighed by dissatisfiers.
Further, the increasing need for teachers to provide pastoral care for students with
emotional or social needs and/or behavioural difficulties has also been linked to reduced
teacher satisfaction (Scott & Dinham, 2001). Perhaps the underlying factor here is teachers
feel they have not been appropriately prepared to intervene effectively with such students.
Again, this finding reinforces the need for studies testing the effectiveness of potential
intervention techniques such as those advocated in the present study.
3.21 Linking Teacher Workplace Variables and Teacher Quality of Life
Relationships between teacher workplace variables including stress and satisfaction, stress
and absence, stress and burnout, satisfaction and absence, and stress, satisfaction and
absence have all been identified in the literature presented thus far. Relationships between
aspects of some of these workplace variables, such as sources of stress and satisfaction,
also do not appear to be new phenomena.
What is obvious is that these variables can have positive and/or negative affect on teacher
quality of life. A diversity of research has examined and identified significant links
between, aspects of teacher quality of work life simultaneously such as stress, satisfaction
and workplace variables; stress, satisfaction, absence, and workplace variables; and, stress,
absence, and workplace variables. Examples of research are presented in Figure 3.16.
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Figure 3.16 Examples of Research Examining Multiple Workplace Variables
•
•

•

•
•
•

Satisfaction (dissatisfaction) and Absence: Chinnery (1979); Leonard (1998).
Stress, Satisfaction and Workplace Variables: Applied Psychology Group (1989);
Bacharach & Bamberger (1990); Beasley (1984); Boyle et al. (1995); Dinham (2000);
Eichinger (1991); Farber (1984); Fimian, Pierson, & McHardy (1986); Gersten et al.
(1995a); Helms (1995); Heston, Dedrick, Raschke, & Whitehead (1996); Hock (1985);
Holley & Kirkpatrick (1987); Jones (1985); Juul (1995a; 1995b); Juul & Repa (1993);
Kleinfeld & McDiarmid (1986); Otto (1983); Smilansky (1984); Smith (1987); Smith
& Bourke (1992); VIEU (1996).
Stress, Satisfaction, Absence, and Workplace Variables: Ball & Stenlund (1990);
Borg & Riding (1991); Hudson & Meagher (1983); Kremer-Hayon & Goldstein
(1990); Littrell, Billingsley, & Cross (1994); Moracco, D'Arienzo, & Danford (1983);
Pelsma et al. (1989); Pierce & Molloy (1990b); Podmore (1987; 1990); Russel &
Wiley (1993); Schwab (1989); Starnaman & Miller (1992); Velsmid (1997); York,
Colasanti, & Josephson (1988).
Stress, Absence, and Workplace Variables: Bernard (1990); Northern (2000).
Satisfaction, Stress, Burnout, and Workplace Variables: Cunningham (1983);
O’Connor & Clarke (1990).
Teacher Quality of Life and Workplace Variables: Hart & Conn (1992; 1996);
Maslach & Jackson (1981); Mykletun (1984).

Whilst the relevance of these relationships for teachers is obvious, what is not so obvious
is the implications for students. Greater consideration of the impact on students of teachers
exhibiting stress symptoms, dissatisfaction, and reduced quality of life in general in the
classroom would appear vital. If students are considered to be surrogate workers, and
hence experiencing workplace negative affect, the nature of these symptoms for students
in the school environment would also appear to require further examination.
3.22 The Effect of Teacher Stress, Dissatisfaction, and Negative Affect on Students
The nature of teacher stress, dissatisfaction, negative affect, and the classroom
environment, where teachers and students are in close proximity for extended periods of
time, may dictate that negative teacher feelings, emotions, and behaviours have negative
impacts on student quality of school life (Le Compte & Dworkin, 1991; Waugh & Hyde,
1993). The relationship between teachers and students has also been argued in terms of
basic need fulfilment.
Hill (1995), for example, argued that teachers who felt challenged, a sense of belonging,
and in control of their lives, were then able to become an appropriate adult attachment
figure for students. Children, it was suggested, needed this attachment figure in
classrooms to have their own needs satisfied.
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Negative teacher impacts on students has also been argued in terms of conceptual models
of teacher stress. In definitions of teacher stress presented in Section 3.20.1, teacher stress
was conceptualised as a response syndrome mediated by an appraisal of the threat of the
stressor/s to teacher self-efficacy and interceded by coping techniques used to reduce the
effect of the stressor. Teacher stress was identified as having a typically negative response
pattern involving a concurrence of symptoms such as anger and depression. Kyriacou
(1987), and earlier Kyriacou and Sutcliffe (1978a), identified that teacher stress has a
significant effect on teacher-student relationships and the quality of teaching.
Similarly, Gray (1993) argued that stress was more than an occupational hazard for
teachers, as teachers under stress moved towards a more egocentric view of students and
classroom events thus becoming part of a cycle of disruption and deprivation in the
learning environment. Moreover less effective teaching and classroom management
strategies, and higher levels of student anxiety have all been linked with teacher stress
(Coates & Thorensen, 1976; Doyal & Forsyth, 1973).
Whilst promoting the concept that teacher stress and child stress were related, Schultz and
Heuchert (1983) further identified that the behaviours, feelings, and attitudes of teachers,
enacted in the classroom are transferred to children through personal behaviour and
classroom events. Examples of these behaviours, attitudes, and feelings have been
identified by a number of authors. Capel (1990), for example, reported that teachers
suffering symptoms of stress and burnout give less feedback, praise, and attention. These
teachers also had higher absenteeism, mental and emotional exhaustion; and lower
productivity, retention, and sense of personal accomplishment.
Similarly, Bernard (1990) identified low verbal support of students, hostile speech and
behaviour, low teacher warmth in relating to students, ineffective use of rewards and
punishment, and dogmatic and authoritarian behaviour as symptoms of teacher stress and
burnout impacting on students. The associated teacher absenteeism, tardiness, turnover,
and use of drugs were also cited as negative impacts on students.
Importantly, for this study, as early as 1986 Clancy identified that the increasing
identification, discussion, and emphasis on stress in teaching had caused some educators,
often unintentionally, to lose sight of the effect of stress on students and their
development. As described in Sections 3.4 and 3.6, the same physical environment
(workplace) is shared by students as are many life experiences including potential
stressors.
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School-related stress for both students and teachers results from a complex combination of
personal and organisational factors (Clancy, 1986). Teachers often face many ethical
dilemmas; for example, they are required to meet the individual needs of students, whilst
not letting one child's needs take precedence over another. Teachers need to strike a
balance between practical pragmatism and theoretical absolutism to present a stable
pattern of professional practice (Gowler & Legge, 1980).
Interestingly some studies have demonstrated that teachers who reported higher levels of
stress have more satisfied, higher achieving students (Hart & Conn, 1992, 1996; Leonard,
1998). Hart and Conn, suggested that the increased teacher stress resulted from additional
teacher workload due to positive student orientation, while Leonard suggested that higher
student satisfaction levels may be due to their interpretation of teacher stress symptoms as
a positive indicator of their teacher/s working harder for them. Furthermore, Hart and
Conn argued the importance of school and educational authorities maintaining teacher and
student satisfaction whilst providing teachers with skills in managing increased workloads.
Some possible methods for pursuing this goal are presented in Section 4.11.
3.23 Summary of Quality of Life and Absence Literature
The review of quality of life and absence literature presented in this chapter has confirmed
the nexus between quality of life, schools, and students. Schools were identified as being
similar to a workplace for students and hence a potential source of occupational stress for
students. Student variables were linked to aspects of quality of life such as stress and
satisfaction, and student reactions to negative affect were outlined. Teacher quality of life,
and quality of life aspects including occupational stress and satisfaction, were then
discussed. Evidence was provided of the potential negative impacts of teacher quality of
work life on the classroom environment and also the important role teachers have in
enhancing the life of their students at school.
The underlying premise is that teachers exhibiting symptoms of reduced quality of life
(negative affect) have the potential to cause or exacerbate reduced student quality of life.
Teachers clearly need to be aware of the effect their behaviours and actions may be having
on their students. It is relevant to note that teachers are required to exercise a duty of care
for their students that obligates them to take reasonable measures to ensure students are
free from risk of harm or injury (NSWDET, 1998b). The development of effective coping
strategies and modelling these coping strategies to students, not only for their personal
well-being but also to ensure high quality of school life for their students, clearly forms
part of this duty of care.
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Absence literature presented in this chapter defined the nature of student and teacher
absence and also the potential negative impacts of many forms of absence, particularly
student dropout and teacher attrition. Moreover, and importantly for this study, absence in
all forms was linked to school effectiveness. Effective schools were characterised by low
absentee rates among both students and teachers, low student dropout, low student
suspension, and high teacher retention (Caldwell & Misko, 1984). Clearly these are valid
criteria for assessing school effectiveness.
Notably, some educational systems currently do incorporate absence measures in the
reporting of school effectiveness and school management. In Victoria, Australia, for
example, the DE&T utilise student and teacher absence data and student retention as
school performance benchmarks. Data for the 1998 school year indicated that students in
Year 5 were, on average, present for 94.4 per cent of days, Year 6 students 93.9 per cent
of days, while the Kindergarten to Year 6 average yearly absence was 10.7 days. Average
teacher sick leave was 1.6 days for non-certified staff and 6.0 days for certified teachers
(DE&T, 1999). An application of the teacher stress statistics to the total teacher population
reveals that, on average, each staff member lost 0.1 day to stress in the school year.
Clearly the minimisation of negative stress may have significant financial benefit and
ensure the continuity of teacher attendance.
From a NSWDET perspective there could clearly be a significant improvement in
educational outcomes for students and casual relief employment cost saving if rates of
student and teacher absenteeism could be minimised through techniques such as stress
prevention programs and changing the nature of the classroom environment. Considerable
time and money is spent by the NSWDET investigating and reporting on student absences
and providing relief for teacher absences. An approach incorporating the use of
interventions, could prove extremely effective.
This contrasts the current Departmental model that emphasises a reactive approach. An
example of the resources being committed by the NSWDET is an allocation of $100000
for schools to implement attendance initiatives (Ansell, 2000). These funds were used
primarily to phone the homes of non-attending students and an associated program
focused on increasing the attendance of young students with Aboriginal or Torres Strait
Islander backgrounds. Also, since 1999, all school districts in New South Wales have been
required to have action plans for attendance. Whilst these programs are positive signs of
the increasing recognition of the significance of attendance, it is apparent in New South
Wales at least, that attendance data are yet to be fully incorporated into school
effectiveness and improvement frameworks.
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The relationship between reduced student quality of school life and higher absence was
evident in the literature reviewed in this chapter. Also evident from the literature was that,
if the pattern of absenteeism linked to reduced quality of school life is to be addressed,
schools and classroom environments must become exciting, challenging (creating positive
stress), and rewarding institutions for all stakeholders in the education process. An
important facet of this process is the need for the development of interpersonal
relationships throughout the school community, and particularly, between students and
teachers. Le Riche (1995), for example, argued that developing effective relationships was
one of the most important challenges facing educationalists today. Moreover the process
was described by Glasser (1997) as the creation of quality worlds for students that satisfy
their basic psychological needs and nurture supportive relationships that students, it was
suggested, require for success at school.
The significant role of teachers in affecting student attendance and quality of school life
was also evident in the literature. Moreover, Ramsey (2000a) reinforced that teachers who
were best remembered by their former students were those who “changed their life for the
better by broadening their horizons and giving them new understandings about their
potential as a human being” (p.4). And further, that the work of teachers in terms of
developing children in their formative years, at the very least, to become effective citizens,
was matched by few other professions. This study hopes to provide both a stimulus and a
methodology for educators to adopt such a role with their students.
Finally, a vital part of this process is providing students with a voice in the schooling
system. The lack of opportunities for students to communicate their satisfaction and/or
dissatisfaction with aspects of their life at school, especially in their discourse with
teachers, was evident in the literature. Cooper (1993), for example, suggested that schools
and educators often ignore student perspectives or make determinations on student
motives based on their behaviour. Approaches have been advocated that offer students,
and teachers, opportunities to be heard through an incorporative school culture, or as this
researcher would argue, an inclusivist school. Inclusive schools provide students with a
diversity of opportunities to experience success and the rewards of success.
Moreover these opportunities for success may not be available to students in their familial
or other environments. Potential methods of promoting an inclusivist school culture and
nurturing the skills of students and teachers to be active participants in this process,
including enhancing quality of school life and reducing absence, are described in Chapter
4.
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CHAPTER FOUR
Coping and Methods of Improving
Quality of School Life
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4.1 Coping - Introduction and Definition
In this chapter, literature is reviewed regarding coping and intervention techniques for
children and adults with particular focus on students and teachers. The major purpose is to
identify methods of enhancing various aspects of quality of life and potential
organisational and logistical changes that could enhance quality of life in schools. The
final summary section emphasises the importance of an integrated approach,
encompassing all structural levels of the school community, to ensure high quality of life
for all educational stakeholders.
A parallel can be drawn between quality of life being a neutral concept, with both positive
and negative elements, and coping that can encompass effective and ineffective strategies.
Coping has been defined as the efforts made in response to challenging, threatening, or
harmful appraisals of negative affect (Folkman, 1982). The appraisal and coping process
are a cycle in which the relationship between the individual and the environment is altered
through coping resulting in new appraisals or reappraisals that engender changed or new
coping strategies. In general, coping and resilience are used synonymously to describe
competency under adverse conditions (Cowen et al., 1996).
Strong evidence exists to support the relationship between coping and stress in particular.
Stress transacts with the environment making demands on coping abilities (Rogers, 1993),
and whether stressful events are appraised by individuals as challenging or threatening
determines their coping response (Lazarus, 1966). Positive stress is associated with
challenge and growth, while negative stress is associated with threatening situations. It has
been argued that stress is part of life and that achieving equilibrium within the balance of
stresses is an essential part of living (Kershaw, 1973; Phillips, 1993). Components of
maintaining this equilibrium include the ability to foresee, adjust, and adapt to the
changing nature and intensity of stressors. Consequently, a high level of stress combined
with inadequate methods of coping may result in developmental and psychological
impairment.
Clearly then, individuals who do not feel helpless will implement coping strategies in
response to negative affect or threatening situations. Two main types of coping are evident
in the literature, emotion-focused and problem focused coping (Folkman, 1982),
alternatively described as active and reactive coping (Whitman et al., 1984), the use of
which are associated with the appraisal of the stressor. Folkman suggested that emotionfocused coping is more likely to be used when an individual felt overwhelmed by a
stressor, while problem-focused coping was linked to stressors which were perceived as
manageable.
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Similarly, Whitman et al. described active coping as dealing with the actual stressful event
or situation, while reactive coping was described as dealing with personal feelings and
emotions. The importance of the type and degree of coping strategies implemented
balancing the level of stress being experienced to avoid overcompensation or
undercompensation was highlighted. Such conceptualisations of coping clearly reflect
Selye’s definition of stress presented in Section 3.3.1 in which he described disequilibrium
in the homeostatic physiological systems as the prime indicator of excessive stress. Hence,
effective coping acts to maintain this balance.
Research has identified individual characteristics that can facilitate and/or inhibit effective
coping. Five traits of effective copers are: a reason for living; a belief that life is
meaningful; problems viewed as challenges and challenges are viewed as positive
experiences; and, an internal locus of control (Clancy, 1986). Factors affecting the coping
response include general health, locus of control, and perception of job security. Methods
of managing stress such as exercise, meditation, social support, cognition, self-talk, and
belief were described as vital for effective coping. This process has been described as a
vigorous countering of negative and dysfunctional thinking (Rogers, 1993, p.95).
Some research on coping has linked positive psychological state, physical health, and
longevity. Individuals with high quality of life and a sense of purpose have been found to
be better able to cope with stress and have superior health. Das (1983), for example,
argued that such findings highlighted the need for provision of interventions centred on
improving quality of life and hence improving health and well-being.
4.2 Children and Coping
As described in Section 3.3.2, negative affect on quality of life, and particularly negative
stress, affect children differently to adults. Significantly, children also manage stress
differently to adults (Slee, Murray-Harvey, & Ward, 1996). An extremely important
component of the ability of children to deal with negative impacts on quality of life is their
cognitive and coping capacity.
The reactions of children to crisis are varied, complex, and profound, but the response
pattern of an individual is limited by their state of development and history (Alsop &
McCaffrey, 1993; Johnson 1989). Further discussion of individual child characteristics
and coping is presented in Section 4.3.
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One of the primary concerns identified in the literature is the possibility of negative coping
strategies being employed by young people. Negative coping strategies identified include:
avoidance; anger; alcohol and substance abuse; withdrawal; suicide; and, importantly for
this study, absenteeism (Raphael & Sommerville, 1993). Anger symptoms included
blaming others, yelling, meanness, and complaining. Other more appropriate forms of
coping identified were family communication, and positive avoidance. Family
communication involves working through and resolving stress issues with family as a
support network. Positive avoidance entails developing a strong social support network
and becoming involved in activities with peers.
Significantly, children who report experiencing more negative affect have been identified
as coping less well at school (Brown & Cowen, 1988). Moreover, access to a support
network and support resources moderated the negative effects of stress. Within this
context, it would appear that there is much scope for schools and educators to facilitate the
development of an expanded range and appropriate forms of student coping and reduce
student absenteeism and dropout. Research outlining the role of schools and eductors is
described in Sections 4.7 to 4.9.
4.3 Coping and Individual Child Characteristics
Whilst all children are potentially at risk of negative affect on their quality of life, such as
negative stress, some are able to cope or adjust to these stressors. Others who are not able
to cope or adjust effectively are at greater risk of impaired development. Children who
cope better, or are more resilient, have been described as having more positive selfimages, better able to express their feelings, and more sensitive to the feelings of others
(Cowen et al., 1996). Other individual specific traits likely to affect coping ability include:
age, gender, self-efficacy, locus of control, resiliency, challenge perception, attachment,
and social and/or family support (Arnold, 1991; Boekaerts, 1993; Garton & Pratt, 1995;
Medeiros et al., 1983; Reid, 1983; Trad & Greenblatt, 1991; Youngs, 1985).
Each individual has favoured single or combination coping styles. If these coping
resources are inadequate to deal with stressors, individuals are likely to demonstrate
inadequate coping behaviour (Arnold, 1991). Further a negative cycle was described in
which insufficient coping resources could manifest in the use of ineffective coping
strategies, increased stress, with harmful effects often the result. Coping skills may be
more effective among older children because of their heightened ability to think about
problems. However, even young children often demonstrate the ability to deal with
negative factors impacting on their quality of life (Band & Weisz, 1988; Boekaerts, 1993;
Carson & Bittner, 1993; Dickey & Henderson, 1989; Paterno et al., 1987).
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With regard to gender, research suggests that girls react differently to negative affect on
their quality of life than do males. Girls report experiencing more negative affect than
boys, and are more likely to use problem-focused strategies for coping (Boekaerts, 1993;
Garton & Pratt, 1995), while boys are more likely to exhibit behavioural rather than
neurotic problems (Longfellow & Belle, 1984). One possible explanation is that boys of
school age are less in control of their behaviour than girls and less able to deal with the
biological changes that take place in their body as a result of negative affect, particularly
stress. It may be that the differences observed in the coping patterns of boys and girls have
important implications for schools and teachers with regard to the timing of programs
aimed at developing student coping skills (Frydenberg & Lewis, 1997).
A cluster of personality traits and coping techniques that were characteristic of children
who grew into adulthood with relatively few emotional scars despite negative factors, such
as stress, impacting on their development has been identified in the literature (Youngs,
1985). Generally these children were active, good-natured, affectionate and socially adept.
They were better than their age group peers at caring for their own needs and controlling
their own impulses. They were able to concentrate on a task, get absorbed in a special
interest or hobby, and had good feelings about themselves. Also, the resilient children had
some important sources of support in their micro- and exo- systems. They received
positive attention from caregivers in addition to their parent/s, especially during the first
years of their lives.
Children who have a "buffer zone" such as a social support network have been found to
perceive life events differently and cope more effectively with negative impacts on quality
of life (Reid, 1983), while the three attitudes of challenge, commitment and control
provided children with an increased immunity to negative affect including stress
(Medeiros et al., 1983). Further discussion of intervention and stress prevention methods
schools and teachers can implement to enhance student coping are presented in Sections
4.8 and 4.10.
4.4 Children and Coping with School
Research has highlighted the impact of educational environments on student coping. Moos
(1991), for example, who presented an integrated systems framework to examine the
impact of educational settings, argued that environmental and systems factors, such as
stressors and resources in a school, along with personal and demographic characteristics,
determined: an individual’s response to life crisis or transition; their use of cognitive
appraisal and coping resources; and, outcomes of these events including morale,
performance, self-esteem, and well-being.
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Similarly, Boekaerts (1993) presented an adaptable learning coping model of stress control
and student coping that described relationships between the learning and coping systems.
Significantly, whilst noting that prior to his study there was little research regarding how
students attempt to regulate their behaviour relative to the demands and stressors of
learning situations, Boekaerts identified that when students allocated resources to coping,
these resources were unavailable for task processing.
With regard to stress in particular, school stressors operate for children in a similar way to
other stressors involving transactions between the child, the environment and their
capacity to maintain equilibrium relative to either the school environment, or themself.
The occurrence of the stressor, the internal assigning of meaning to the stressor, and the
behavioural and physical responses to the stressor are the three major stages in a typical
student response to a school-related stressor (Schultz & Heuchert, 1983).
Stress for students may also relate to the way an individual perceives and interprets a
situation, rather than the situation itself. The latter conceptualisation of student coping in
response to school stress encompasses a primary appraisal to determine the significance of
the event in terms of well-being and a secondary appraisal involving an assessment of the
sufficiency of coping resources to deal with the situation (Boekaerts, 1993). Boekaerts
identified that emotion-focused coping strategies were more likely to be used for
interpersonal stressors, while problem-focused strategies were more likely to be used for
controllable academic stressors. Again the implication of both models is that excessive
negative affect on student quality of school life and associated attempts to manage these
effects may make students incapable of completing required learning tasks. Children
obviously need appropriate mediation skills in order to adapt to the stressors that affect
their quality of life.
Insufficient coping resources may also be a prime factor in chronic student stress and its
resultant harmful behaviour patterns that can lead to poor health and reduced quality of
school life (Thorensen & Eagleston, 1983). Student depression, aggression, and selfdamaging behaviour are typical behavioural manifestations and emotional problems
resulting from excess stress and lack of coping skills. Research has highlighted the
importance of supportive social environments, such as schools and classrooms, with
regard to enhancing the ability of children being able to deal with stressful life events, and
utilise effective coping strategies. This support may be especially important for students of
low socioeconomic status. Students from low-status families often lack the necessary
skills to succeed at school and hence it is an important role of schools to develop these
skills (Levine & Havighurst, 1984).
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Moreover, the ramifications of low self-efficacy and external locus of control have long
been recognised in education. Completion of academic tasks is unlikely for students who
feel inadequate (Bloom, 1977). Students with negative self-concepts have also been
identified as having little patience, perseverance, motivation, care, and thoroughness.
Moreover, whether coping behaviours are initiated and sustained, even in spite of negative
and aversive conditions, is determined by personal efficacy (Bandura, 1977).
With regard to Clancy’s five traits of effective copers, presented in the introductory
section of this chapter, the link between coping and locus of control in childhood is also of
particular import, as a well developed and internalised locus of control is related to a
successful transition to adulthood. In adolescence, external locus of control has been
associated with higher stress, lower achievement, delinquency, depression, antisocial
behaviour, and teenage pregnancy (Kopera-Frye, Saltz, Jones, & Dixon, 1991).
In some cases, it may be that poor instructional programs are the cause of students of low
socioeconomic status failing to achieve similar outcomes to those of their higher status
peers. Other factors identified include the propensity for authoritarian management styles
to be used by teachers with this cohort of students, an associated focus on control rather
than learning, and an emphasis on conformity rather than individualised learning. Overall,
children who fail to receive positive feedback and support in these environments have
been found to be more susceptible to disease and illness (Ryan-Wenger, 1991), while the
use of appropriate coping strategies was also linked to reduced illness and health
problems. Potential methods that schools and teachers can use to facilitate student coping
are described in Section 4.9.
4.5 Intervention and Prevention
Research suggests that coping is often characterised by the individual’s appraisal of the
situation, attempts to manage or reduce negative affect by altering the situation, and
attempts to manage emotional responses to the situation (Lazarus & Folkman, 1984;
Phillips, 1993, Stanton, 1985). Similarly, three genres of prevention strategies, namely
primary, secondary, and tertiary prevention, have been described by some authors
(Caplan, 1964; Close-Conoley, 1989a). Primary prevention involves enhancing the quality
of life of the individual and reducing the possibility of dysfunction. Secondary prevention
relates to improving the functioning of targeted vulnerable or impaired individuals or
removing them from their at-risk status. And, tertiary prevention mandates minimising
further deterioration of the dysfunctional individual. Clearly this hierarchy provides a
broad scope to address negative affect on quality of life for both students and teachers in
the school environment.
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A broad range of intervention and prevention strategies have been identified in the
educational, medical, psychological, occupational, and general literature including selfmonitoring, music therapy, biofeedback, massage, humour and laughing, self-hypnosis,
exercise, identifying stress symptoms and changing thought patterns about stress,
improved nutrition, developing social networks, exercise, imagery, controlled breathing,
and relaxation (Carpi 1996; Cowley, Underwood, & Kalb, 1999, Farrington, 1997; Gard,
1998; Langer, 1998; Remy, 1998; Santorelli, 1996; Turner & Raphael, 1997).
Significantly, appropriate interventions can alter both the impact and individual perception
of negative affect, including stress (Stanton, 1985).
With regard to children, research suggests that they can be taught to mobilise their
physiological and psychological resources to promote good health (Thorensen &
Eagleston, 1983). Information search, direct action, intrapsychic modes, and inhibition of
action are four strategies identified as appropriate to control stress levels and facilitate
coping (Lazarus & Folkman, 1984). The use of methods to deal with childhood stress
including reducing the stressors in the environment, assisting children in changing their
perception of the stressor/s, and assisting children in learning new coping strategies have
also been advocated. Research suggests that such programs should incorporate social
competence skills, self-awareness, and stress reduction techniques (Ryan-Wenger, 1991),
cognitive therapy, desensitisation, biofeedback, behavioural therapy, and relaxation
training (Noshpitz, 1991).
4.6 Specific Intervention and Prevention Techniques
Of particular relevance to the present study are relaxation, music therapy, and social skills
training, each of which are described in detail in Sections 4.6.1, 4.6.2, and 4.6.3
respectively.
4.6.1 Relaxation
Methods of relaxation have been widely used to reduce the negative effect of stressors and
as stress prevention techniques for both children and adults. A synthesis of the work of
Benson and McKee (1993), Clancy (1986), and Schulberg (1981) provides a broad list of
potential effects and benefits of the use of relaxation as a method of coping including
relief of high level tension; elimination of insomnia; reduced muscular tension, blood
pressure, fear, and negative attitudes; minimisation of obsessive thoughts, headaches, and
illness; decreased anger and hostility; improved respiration, and self-concept; and,
increased energy, positive feelings, motivation, enthusiasm, creativity, empathy, and alpha
activity.
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Two forms of relaxation, Autogenic Training (Luthe, 1969; Schultz & Luthe, 1959) and
Progressive Relaxation (Jacobson, 1938), that utilise the voluntary deep relaxation of
major muscle groups have been widely practised. The Jacobson deep muscle relaxation
technique involves participants tensing and then relaxing various muscle groups
progressively throughout the body, whilst concentrating on the contrasting sensations,
leading to very low levels of tension in these muscle groups and an increased state of
relaxation. As participants become more experienced in the technique, the need for prior
tensing of the muscle group before relaxation is eliminated. Luthe’s technique involves the
induction of specific physical sensations such as warmth and heaviness through autosuggestion generally using words and phrases.
A similar technique developed by Benson (1975) is the Relaxation Response. Participants
establish a quiet environment, a mental device or object to focus on, a passive attitude, and
a comfortable posture to increase their relaxation state to attempt to reduce the
physiological changes their body is undergoing with regard to the stress they may be
experiencing. Progressive relaxation techniques have been found to lower stress related
dysfunction and anxiety (Bernstein & Borkovec, 1973), while Autogenic Training has
been found to give participants greater awareness and control over their autonomic
responses to stress (Budynski & Peffer, 1980). All techniques emphasise the importance of
practice and improved effectiveness over time.
Significantly, research indicates the increasing use of relaxation as a valid form of coping
and stress reduction by the general community and the medical profession (Benson &
McKee, 1993), hence the use of these techniques in schools would appear appropriate.
Research has identified benefits and stabilising effects for students at all levels of
schooling (Clancy, 1986), including: self-concept, achievement, and discipline (Matthews,
1983); brain function (Matthews & Justice, 1983): pro-social behaviour, self-esteem, locus
of control, and reduced physical indications of stress (Owens, 1990); reduced stress (Ross,
1990; Stanton, 1985); enhanced coping skills (Samuels, 1995; Stanton, 1985); and,
reduced anxiety (Willmott, 1990).
Significantly for the present study, the use of relaxation exercises and relaxation scripts
has been identified as an appropriate method of stress reduction for primary aged students
(Robinson, Rotter, Vogel, & Fey, 1992). Relaxation is also an important skill for both
teachers and students as the altered state of consciousness associated with the relaxation
process offers participants the opportunity to better control their own body and behaviour,
improve their self-concept and self-esteem, and produce a more sociable classroom
environment (Owens, 1990).
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Moreover, teaching students to relax is an important classroom management strategy for
teachers, as a relaxation response is incompatible with a stress response. Thus students are
taught to manage stress, acquire self-management skills, and increase their self-efficacy
(Matthews & Justice, 1983).
4.6.2 Music Therapy
Music pervades aural awareness and hence, when music is listened to, it is absorbed and
internalised. The use of music for medicinal purposes and to ensure physical and mental
harmony can be traced back to the ancient Greek and Roman civilisations. Historical
writings on the subject describe the power of music to strengthen the mind and the
arteries, affect diseases, overcome mental and emotional illnesses, and nervous disorders
(Pratt, 1989).
Pre and post World War II, music was used as a general and specific treatment, and
morale builder (Schneider, Unkefer, & Gaston, 1968). Medical trials have revealed that
music does have some power over bodily function. Vincent (1929), for example, found
that music had the power to reduce blood pressure.
More recently, strong evidence exists to support the appropriateness of music and music
therapy as forms of intervention across a broad range of educational, medical, and mental
health contexts. Music can be used to maintain, restore, and improve mental and physical
health (Schulberg, 1981; Zechetmayr, 1995); to reduce stress, enhance well-being, and
provide stimulation (Zechetmayr, 1995); promote relaxation (Bernard, 1990); enhance
cognitive and neurological development (Wilson, 1986); and, re-establish or establish
interpersonal relationships, promote self-esteem and self-actualisation, and as an energy
builder (Gaston, 1968). Music has also been used to improve the quality of life of people
with disabilities (Pratt, 1989).
It has also been suggested the power of music is that it can elicit changes in behaviour
enhancing an individual’s understanding of themself and the world around them, and
hence promote an appropriate adjustment to society (Gaston, 1968; Schulberg, 1981;
Zechetmayr, 1995). The role of music in fostering mental and physical health is
particularly important as effective bodily functioning is a prerequisite for effective
completion of work, mental, social, and physical activities (Zechetmayr, 1995). The
effects of music therapy on bodily functioning were categorised by Spintge (1989) and are
presented in Figure 4.1.
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Figure 4.1 Music Therapy - Effects on Bodily Functioning
•
•
•
•
•
•

Cardiovascular: Decreased heart rate, arterial blood pressure, and anti-arrhythmic
effect;
Respiratory: Reduced oxygen consumption, synchronised ventilatory rhythm, and
decreased ventilatory volume;
Endocrine System and Metabolism: Reduced basal metabolic rate, sleep induction,
decreased damaging plasma levels;
Exocrine Secretion and Excretion: Reduced perspiration and salivation;
Reception and Perception: Raised pain threshold, increased pain tolerance; and,
Motor System: Reduced restlessness, decreased muscle tension and muscle cramps.

Significantly, music may not be a panacea but does, however, provide an additional
arsenal to safeguard the health and welfare of individuals across a range of professions,
including education (Halpern, 1989). Music was advocated due the flexibility of music to
be used as a foreground or background intervention.
With regard to choice of music for therapy, music that is familiar to the client has been
advocated as most effective for intervention (Spintge, 1989). In a study of music choice by
56000 individuals undertaking music therapy, Spintge identified that 44 per cent chose
popular music as a source of background music, 25 per cent actual pop hits, 15 per cent
classical, 10 per cent military music, and 6 per cent soft popular music.
Having music in the environment is clearly a valid form of music therapy. Along with
listening to music and making music, background music has been found to enhance
environment structure, organisation, and experiences in relating to others (Pratt, 1989;
Sears, 1968). Other researchers have also identified that using music to promote a richer
learning environment facilitates self-empowerment, enhanced personal awareness,
creativeness, and communication.
Zechetmayr (1995), for example, suggested that music broadens sensitivity, perception,
and vision of the world. Without music, it was argued, teachers do not optimise the full
potential of their students (p.15). Further, and most significantly for the present study,
Zechetmayr suggested that where teachers did not provide enhanced learning
environments through the use of appropriate interventions to enhance student perceptions
of their quality of school life, including listening to music, students may not become selfresponsible and conscious decision makers.
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As the present study incorporates the use of background music as an intervention
technique to improve classroom (workplace) conditions, as described in Section 1.4, the
findings regarding the environmental impacts of music are of particular importance. An
environment rich with music has been found to assist individuals to grow and develop
their full potential and humanness (Gaston, 1968), and enhance self-esteem, confidence,
social cohesion, and communication skills (Zechetmayr, 1995). Further the role of music
in workplace and group situations with regard to influencing behaviour, enhancing mental,
physical, and spiritual growth, and complementing the well-being of the whole person was
particularly highlighted.
4.6.3 Communication Skills and Group Work
The evidence presented in Sections 3.12 and 3.17.1 highlighted the importance of students
utilising appropriate social skills for success in school environments. Children with well
developed communication and social skills, were able to elicit positive attention from
care-givers, enlist adult support when needed, and had increased resilience to negative
impacts on their quality of school life. Importantly, other researchers have identified that
these skills can be successfully taught to students who have a social skills or
communication deficit (Petersen, 1997; Taylor, 1993).
Some researchers have suggested that students with a social skills deficit are readily
identifiable in all schools. A social skills deficit impacts on student quality of school life in
relationships with peers and teachers, and ability to work effectively in class (Cowen et
al., 1996). The long-term ramifications of students not being provided with social and
coping skill development were that the maladaptive behaviours could
result in students not maximising their full potential in later life,
increased probability of delinquency, criminal behaviour, drug and
mental health problems. Significantly the social context of some

become fixated and
with an associated
alcohol abuse, and
students, including

chronic poverty and low self-esteem, were identified as not favouring resilience and
coping nor positive student perceptions of the quality of their school life.
Pro-social skill development may have the most impact for students who lack appropriate
social skills. Modelling appropriate social skills and providing activities designed to
improve confidence, motivation, caring, problem solving, behaviour, group interaction,
bonding, gaining attention, and a sense of belonging have resulted in significant
improvements in student social skills, academic achievement, and student perceptions of
their progress and self-image, and reduction in aggressive behaviours (Taylor, 1993).
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More generally, social skills programs, it would appear, should be cooperative and focus
on developing skills in conflict resolution, and improving listening, self-esteem, and
sharing. There are a number of reasons social learning and teaching interpersonal skills
should be a focus including a belief on the part of educators that social skills deserve a
part in the modern school curriculum; social skills are an effective form of behaviour
management, students (especially special needs students) require social skills for work,
play, and socialising; and, knowledge that many students lack skills for successful
relationships (MacMullin, 1998, p.242). A proactive approach that provides students with
the social skills they lack has been advocated. Benefits of such an approach include:
improved respect for others, and academic performance; and, enhanced cooperation, selfesteem, and social interaction (MacMullin, 1998).
A favourable cost-benefit ratio for teachers and schools incorporating social skills
programs into their curriculum has also been identified (Schneider & Blank, 1998). It was
suggested that the cost of implementation programs was relatively low and negative
effects were almost unknown, while positive outcomes from these programs have been
demonstrated, especially for at-risk students. The delivery of social skills programs in
schools has been found to be most effective in a whole class format, even when targeting
individual students (MacMullin, 1998).
Group work has also been presented as a strategy to enhance communication skills,
increase cooperation with peers and adults, and increase self-efficacy. With regard to
schools, some of the benefits for teachers of primary school students who assisted their
students in developing appropriate stress management techniques through strategies such
as a small group counselling, are an increased ability to concentrate, decreased reliance on
anger, and increased self-esteem (Levine & Havighurst, 1984; McCaffrey, 1993; Thomas,
1990). A group-work approach was also found to improve the problem-solving skills of
students involved.
Cooperative learning, a structured form of group work, has been promoted as an
appropriate method for reducing frequent stressors reported by students (Bauwens &
Hourcade, 1992). Even students with special needs can be encouraged to deal effectively
with stress via their teachers providing opportunities for success, peer tutoring, and
innovative work styles (Murphy & Della Corte, 1990). The importance of promoting
student socialisation through the development of effective peer relationships has been
further described in the literature. Strategies synthesised from the work of Levine and
Havighurst (1984) are presented in Figure 4.2.
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Figure 4.2 Strategies to Enhance Effective Peer Relationships
•
•
•
•
•
•
•

Provide opportunities for students to be involved in decision making;
Suppress peer pressure for antisocial behaviour;
Structure activities to promote constructive independence and working together;
Emphasise joint product and ensure success in group/cooperative activities;
Provide opportunities for peer support between older and younger students;
Teach interpersonal and groupwork skills, and provide opportunities for pro-social
action; and,
Encourage student support, acceptance, empathy, and commitment for their peers.

Overall, programs that build self-efficacy, and teach students learning stress management
skills, whilst simultaneously developing teacher skills have proven effective for improving
achievement (Barrios, 1997), attendance (Barrios, 1997; Petersen, 1997; Ykema, 2000),
and peer relationships, behaviour, attendance, and satisfaction with school (Petersen,
1997; Ykema, 2000). Barrios further argued that it was especially important to teach atrisk students that they can have control over their lives and themselves. With regard to the
present study, the rationale for the selection of the Ykema program as one of the preferred
interventions is described in Section 5.7.
4.7 The Role of School Communities in Facilitating Student Coping
Beyond the roles of class teachers and schools, described below in Sections 4.8 and 4.9, it
would appear vital that school communities are proactive in shaping the nature of the
school environment and also pastoral care aspects of student management. The role of the
school community has been described as setting the contextual parameters for
understanding potential sources of school effects (Stringfield, 1994, p.168). When parental
involvement and the creation of a safe and orderly environment are embedded in the
school community, school resources were freed to focus on curriculum and instructional
issues.
Both holistic and multilevel frameworks of student support have been advocated in the
literature. A multilevel design of social skills development in schools includes policies,
values, and relationships at the school level; self-esteem, cooperative learning, climate,
student participation, and modelling skills at the class level; and, structures and incidental
teaching of social skills, and specific programs at the individual level (MacMullin, 1998).
An holistic approach incorporates a systems framework to identify cross-setting effects
that are convergent and divergent, and hence, promote the development of more
integrated, and potentially more powerful, educational interventions (Moos, 1991, p.4849).
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It would appear that a model integrating the elements of both a multilevel and an holistic
design may provide the most appropriate framework for effective interventions.
Discussion of appropriate school-based intervention and prevention strategies for
incorporation in such a model are discussed in Section 4.8.
4.8 School-Based Intervention and Prevention Strategies
Increasingly, schools are being asked to deal with societal problems. Whilst, as described
in Section 2.11, some authors would argue that it is beyond the role of schools to deal with
these problems, others have identified that schools may also be exacerbating student
problems in relation to societal issues and expectations by not addressing them effectively
(Chandler, 1997; Cooper, 1993). Stress is now a pervasive feature of contemporary life
(Troman, 2000; p.2) and, as described in Section 3.14.1, school forms a significant part of
the life of children, hence it can exacerbate life stress. Thus it would appear vital that
schools provide students with skills coping with stress.
Furthermore, the NSWDET has stated that the duty of care owed by it to students, and
carried out through its employees, involves teachers providing a safe learning environment
for their students and taking reasonable measures to protect students against foreseeable
risk and harm (NSWDET, 1998b). This duty of care is derived from the special nature of
the relationship between students and teachers and arises whenever teacher/student
interaction occurs. Stress would certainly fit into the category of potential or foreseeable
harm, and thus, teachers have a responsibility to minimise stress and hopefully prevent
stress-related injury or illness in their students. In addition, the MCEETYA (1999)
identified that one of the national education goals is to meet the needs of disadvantaged
students, while, supporting student participation and development of adaptive behaviour
were identified as Commonwealth objectives of schooling.
Accordingly, schools may need to expand educational outcomes to ensure students are
specifically taught skills to cope with stress, rather than the current incidental teaching
approach evident in many schools (Chandler, 1997; Cooper, 1993). The national aims of
schooling also highlight the need for educators to minimise the effect of negative stress in
the lives of their students whilst providing them with skills in adapting and dealing with
stress. Students need to be instilled with sensitivity, motivation, courage, the ability to
make critical judgements and responsible decisions, and be provided with training and
experiences in practising these skills in their life at school, to allow them to be flexible and
responsible members of society.
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The emergence of this role of schools and educators - that is to empower students through
provision of supportive learning environments and development of effective coping
resources, is evident in the literature (Chandler, 1997; Cooper, 1993; Igeo, 1991;
Zechetmayr, 1995). Interestingly, it would appear to be a re-emergence rather than an
emergence of this expanded role of schools.
In 1976, Barnes distinguished between what was termed, school knowledge and action
knowledge. School knowledge was defined as knowledge that allows students to complete
the necessary academic tasks at school. Action knowledge was knowledge relevant to
students as individuals existing in their environment. Barnes highlighted the importance of
action knowledge for effective communication and coping. It was suggested that
educational approaches that failed to incorporate action knowledge promoted student
feelings of fear, inadequacy, and loss of self-esteem and enthusiasm.
The need for schools to support students experiencing negative affect on their quality of
school life would appear to be especially clear for students who are demonstrating a
deterioration in performance, personal well-being, and/or behaviour. Schools may need to
establish a base line of normal student functioning including attendance, punctuality,
personal hygiene, sobriety, behaviour, productivity, and relationships, as changes in any,
some, or all of these domains could provide indicators of changes in student quality of life
(Cheetham, 1993).
Support for such an approach has also been evident for some time in the field
developmental psychology. Cohen, Burt, and Jeffrey (1987), for example, identified that
opportunities existed to control the depression, anxiety, and self-esteem experienced by
young people.
Recent research has highlighted that developing the mechanisms, processes, and
experiences of resilience for students, rather than focusing on the resultant behaviours of
dysfunction, had much to offer schools with regard to implementing effective
interventions, promoting wellness, quality of life, and coping. The MindMatters program,
for example, developed and implemented in the Hunter Valley, provides a good example
of such an intervention. This program aimed to improve student life skills, attitudes,
attendance, values, and knowledge regarding mental health.
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Well-being was also promoted by developing the framework and structures in schools to
provide a comprehensive approach to supporting students (MindMatters Evaluation
Consortium, 2000). Benefits for schools adopting such an approach included enhanced
student learning, improved student and staff welfare and welfare policies, and increased
student willingness to access available support services.
Significantly for this study, schools have been identified as an appropriate place to
develop resilience and coping in students (Cowen et al., 1996). Yet, far greater research
appears to have been undertaken examining emotional, anti-social, and maladaptive
consequences of students experiencing negative affect on their quality of school life, such
as stress, as opposed to research investigating productive interventions and solutions, as is
the purpose of this study.
However, some significant examples of research are evident with regard to enhancing
student coping and quality of life. In summary, these examples advocate a whole-school
approach for implementation of programs to develop the social and emotional skills of
students through specific interventions, improved school management practices and
welfare policies, and prevention strategies. Examples of research that have identified the
appropriateness of these interventions, organisational structures, and prevention strategies
are presented in Figure 4.3.
The need for school-based intervention and prevention strategies is perhaps most evident
from some of the studies presented in Figure 4.3 identifying that the negative school
effects on student quality of life are a contributing factor to inappropriate student
behaviour and learning problems (Cowen et al., 1996; Phillips, 1993) Accordingly,
schools may need to take responsibility for school-related negative effects by providing
interventions for their students that reduce stress and increase student coping skills.
Such an approach provides schools with the flexibility to be proactive, focus on
preventative interventions, and also allows students to pursue enhanced educational
outcomes. Most importantly for the present study, the primary years of schooling have
been identified as the appropriate time to implement such programs (Cowen et al., 1996).
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Figure 4.3 Enhancing Student Coping and Quality of Life - School-Based Methods
Interventions
Stress Management: Clancy (1986) - Social skills training, relaxation training,
specific coping strategies; De Vilers (1995) - Creative, motivating, and hands-on
activities; Khoo (2001); Rigby (1998) - Stressor-specific coping strategies; Message
(1993) - Pre- and post- stress interventions.
• Coping Skills: Bauwens & Hourcade (1992) - More effective use of existing
strategies; Rainham (1997) - Relaxation and mental imagery, controlled breathing,
meditation, self-massage, exercise, assertiveness training, effective listening, hobbies
and interests; Raphael & Sommerville (1993) - Problem-solving and decision-making
skills, relaxation, controlled anger reduction, and active coping; Whitman et al. (1984)
- Progressive relaxation, assertiveness training, combating negative thoughts, stress
inoculation, meditation, and exercise.
• “Life Skills” Training: Close-Conoley (1989a) - Decision making, problem solving,
assertiveness, empathy, and social skills from kinder onwards; Message (1993) - Skills
in accessing peer, school, and community networks; MindMatters Evaluation
Consortium (2000) - Enhancing resilience, and understanding mental illness, bullying
and harassment, and loss and grief.
• Training to Improve Student Interpersonal Skills and Conflict Resolution: Cowen
et al. (1996); Mulford (1985); Rainham (1997); Raphael & Sommerville (1993);
Wilkins (1993).
•

•
•
•

•
•
•
•
•
•
•
•
•

Prevention:
Developing Student Self-Efficacy: Balson (1992); Levine & Havighurst (1984).
Effective Student Welfare Programs: Reid (1986); Ward (1986).
Enhanced Relationships, Cooperation, and Congruence: Balson (1992) - Students
and staff; Chandler (1997); Cooper (1993); Levine & Havighurst (1984) - Educators,
students, and parents; Slee et al. (1996) - Developing strong relational bonds, and
working through difficulties by talking; Whitman et al. (1984)
Improved School Management Practices/Instructional Techniques: Chandler
(1997); Mulford (1985); Newton, Ard, Horner, & Toews (1996); Reid (1986).
Pastoral Care: Charlton & David (1990); Hamblin (1978).
Peer Support: Cooper (1993); Hart (1989).
Positive School Ethos: Alsop & McCaffrey (1993); Cheetham (1993); Cooper (1993);
Creemers (1994); Kimchi & Schaffer (1991); Medeiros et al. (1983); MindMatters
Evaluation Consortium. (2000); Mulford (1985).
Provision of Support Services and Monitoring of At-Risk Students: Allen &
Heubeck (1994); Close-Conoley (1989a); Message (1993); Phillips (1993).
Reduction of Stress Sources: Allen & Heubeck (1994); Bauwens & Hourcade
(1992); D’Aurora & Fimian (1988); Medeiros et al. (1983); Phillips (1993); Whitman
et al. (1984).
Student Identification of Stressors and School Reduction of Identified Stressors:
Allen & Heubeck (1994); Phillips (1993).
Teacher Training in Stress Prevention/Identification: Hart (1989); Ward (1986).
Improved Student Management: Alsop & McCaffrey (1993); Cheetham (1993);
Cooper (1993); Hart (1989); Medeiros et al. (1983); Reid (1986); Ward (1986).
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4.9 Positive Programs to Reduce Dropout and Student Absence
Accurate determination of the source/s of negative affect/s has been described as the first
step in assisting students, especially those at risk of school failure, dropout, and excessive
or inappropriate absence (Bauwens & Hourcade, 1992). A number of authors have
highlighted the importance of teachers and other professionals such as school counsellors
working as a team to enhance absence and dropout prevention (Arons & Schwartz, 1993;
Baizerman & Compton, 1993).
With regard to dropout in particular, research suggests that the reasons for student dropout
vary from social to economic, with minority and non-English speaking background
students (Gloria & Karr-Kidwell, 1993) and students with special needs (Repetto, De
Palma-Hankins, & Schwartz, 1993) identified as having higher rates of dropout.
Importantly, a broad range of methods and interventions to reduce student absence and
dropout are evident in the literature. Examples of research that have identified the
appropriateness of these methods and interventions are presented in Figure 4.4.
Perhaps inappropriately, programs the NSWDET reported had been implemented in
schools during the 1997 school year focused on areas such as increased and improved
OASIS (Schools Database Management System) monitoring of student attendance, staff
training and development, increased parent awareness of the importance of attending
school regularly, and improved communication between parents/caregivers and school
(NSWDET, 1998a). Whilst it was reported that these strategies had effected a marked
decrease in student absenteeism at targeted schools, it appears that student-centred
strategies evident in the literature presented in Figure 4.4 have been overlooked. None of
the strategies implemented by the Department actually target students, nor attempt to
reduce sources of negative affect for students in schools.
Significant relationships have been identified between both student absence and dropout
and lower student self-concept (Reid, 1982) and reduced student satisfaction with their
school life (Le Riche, 1995; Leonard et al., 2000; 2002; Miller, 1995; Reid, 1985;
Schofield & Bourke, 1997). A greater focus on student-centred strategies that attempt to
ensure school is a place where the majority of our students want to come could prove very
successful. Again it is interesting to reflect on the apparent lack of departmental
recognition of the pattern, described in Section 3.18, relating negative factors impacting
on student absence, dropout and quality of life. It is hoped that this study will provide a
stimulus for change and improvement.
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Figure 4.4 Reducing Student Dropout - Methods and Interventions
•

•

•
•
•

•

Developing Interpersonal Skills and Self-Esteem: Guadalupe (1993) - Programs that
develop interpersonal skills and promote cultural awareness; Helge (1993) - Improving
self-esteem; Reed (1984) - Improving student communication skills and using
relaxation to assist students in developing self-confidence and self-worth.
Involving Parents and the School Community in the Development of Absence and
Dropout Prevention Programs: Baizerman & Compton (1993); Coventry & Cornish
(1985); Hamby & Monaco (1993); Helge (1993); Mansbach (1993); Repetto et al.
(1993).
Counselling: Coventry & Cornish (1985); Gordon (1993); Guadalupe (1993); Hamby
& Monaco (1993).
Anxiety Reduction and Stress Management: Coventry & Cornish (1985).
Alternate Education: Gloria & Karr-Kidwell (1993) - Providing students with
alternate learning activities and vocational training with reduced student-teacher ratios;
Gordon (1993) - Programs that incorporate instruction in basic skills, counselling, and
career guidance; Hamby & Monaco (1993) - A comprehensive education that
incorporates vocational and technical education, and life development training skills;
Imel (1990) - A curriculum encompassing academics, employability skills, vocational
and technical education, and development of coping skills; Mansbach (1993) Improving literacy skills.
Supportive Pedagogues and Structures: Hamby & Monaco (1993) - Support system
incorporating effective student management and discipline, community collaboration,
counselling, instructional strategies, flexible timetabling, reduced class sizes, and staff
development; Mayer (1993) - Development of positive classroom environments and
increased individual assistance for students; Ramsey (2000a) - Pedagogues that build
hope particularly to support disadvantaged students; Repetto et al. (1993) - Programs
that are student-centred, flexible, realistic, set limitations to which students are
accountable, relate to the real world, provide an environment where students feel they
are wanted and belong, access to supportive administrators, encourage professional
development of teachers, and promote collaboration between education and other
support agency personnel.

4.10 Teachers Facilitating Student Coping
Educating students in the use of appropriate coping strategies offers teachers the facility to
produce a more effective learning environment (Schofield, 1995). In finding ways to help
children cope with negative affect, teachers need to instil children with resilient coping
strategies through an active, evocative approach to solving life's problems; a tendency to
perceive even negative experiences constructively; an ability to gain positive attention
from others, including teachers; and, a strong ability to use faith (that things will work out)
to create a positive attitude (Furman, 1995). With children of all ages, teachers should take
an honest, realistic approach to dealing with student negative affect. Such an approach
builds trust and strengthens the coping ability of children.
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One successful approach advocates that teachers "stop, look, and listen" to a child who
may be exhibiting or reporting symptoms of reduced quality of school life. Without
nagging, teachers should calmly draw out the problem with sympathetic questions. The
teachers should always look for clues in the child's physical responses and listen to what
the child does and does not say (Miller, 1982).
Assisting children in coping with negative affect is clearly linked with teachers having a
good understanding of the aetiology of variables negatively impacting on childhood
quality of life, particularly stress. With regard to stress, research indicates that authentic
and accurate assessment of childhood stress can be achieved by educators who identify
and evaluate child stress via techniques such as behavioural observation, physiological
assessment, child self-report inventories, rating scales, and interviews (Romer, 1993).
Other researchers also suggest that teachers can do a great deal in their classrooms to
minimise unnecessary stress (Dougherty & Deck, 1984). Significantly, resilient children
who are able to overcome economic and social disadvantage frequently have the support
and influence of a significant adult in their lives, often their teacher (Kimchi & Schaffer,
1991).
As described in Section 3.3.1, personal characteristics such as internal locus of control and
high self-esteem have been found to affect the way an individual operates in their
environment (Clancy, 1986; Greenhaus & Parasuraman, 1987). These findings would
appear to have important ramifications for teachers. It would appear that children of any
age can be supported to a greater or lesser extent in developing an internal locus of control
(Clancy, 1986).
Significantly, classroom-based intervention has been identified in the literature as
particularly effective since students were used to learning new skills in this environment
and readily participated in such programs (Cowen et al., 1996). Moreover, links between
skill development and improved adjustment were easy to assess in this environment.
Other researchers have identified the nature of appropriate interventions and prevention
strategies in the classroom such as effective group management; stress management
interventions, promoting success oriented classroom, cognitive behavioural approaches,
and, enhanced teacher skills. Examples of research that have identified the appropriateness
of these techniques are presented in Figure 4.5.
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Figure 4.5 Classroom-Based Intervention and Prevention Methods
•

•

•

•
•

Effective Group Management: Balson (1992) - Promoting a democratic classroom,
democratic citizens, and an effective workplace atmosphere; Cooper (1993) Recognition of the individuality of students within the group, students given
opportunities to take on responsibilities and display initiative; Davis & Thomas (1989)
- Creating an atmosphere of cooperation and group cohesiveness, and involving
students in decision-making processes.
Enhanced Teacher Skills: Bauwens & Hourcade (1992); Clarizio & McCoy (1983) Conveying a sense of responsibility and caring while rewarding helpfulness and
cooperation, encouraging children to adopt a special interest, hobby, or activity as a
potential source of self-esteem, and modelling a conviction that life makes sense
despite adversities; Clancy (1986) - Implementing more relevant curricula and
improved teaching methodologies; Davis & Thomas (1989) - Empathy, respect,
genuineness, accepting and caring about students, enthusiasm, effective student
management practices, and providing positive feedback to students; Goodlad (1984) Awareness, diagnosis, and remediation of individual student difficulties, and
humanising knowledge to reach the broadest range of students; Levine & Havighurst
(1984) - Ability to develop both the academic and non-academic self-concept of
students; Lewis & Lovegrove (1987) - Empowering students; McGaw et al. (1991) Effective use of time, systematic monitoring of all areas of the curriculum, and
recognition of student achievement; Medeiros et al. (1983) - Developing the attitudes
of challenge, commitment, and control, provision of a stimulating environment, and a
success oriented classroom; Raphael & Sommerville (1993) - Increased understanding
of stressors in lives of children, provision of systems and environments that are
sensitive to these stressors, enhance resilience, and promote challenge, hopefulness,
and strength in facing stressors in the present and future; Wallinger (1997) - The use of
humour to improve communication, cultivate human spirit, and relieve stress in the
classroom.
Stress Management Interventions: Barker (1987) - Self-affirmation, relaxation,
problem solving, and role-playing to face stressful situations in their lives; Clancy
(1986) - Counselling, classroom discussion of stress and stress problems, and social
skills training; Helms & Gable (1990) - Assisting student socialisation skills and
awareness of stressful situations; Kershaw (1973); Werner (1984) - Role-modelling the
behaviour patterns of resilient children; Medeiros et al. (1983) - Teaching students
relaxation; Romano (1992) - Incorporation of stress-related material, lifestyle, and
stress skills in curricula to prepare students for life and society; Wasielewski, Scruggs,
& Scott (1997) - Structured programs where teachers take on an increased counselling
role; Whitman et al. (1984) - Providing students with early success and reactive coping
strategies, and peer counselling.
Promoting the Concept of a Success Oriented Classroom: Brodie-Tyrrel (1991);
Medeiros et al. (1983).
Cognitive Behavioural Approaches: Close-Conoley (1989a) - Social problemsolving, social skills training, and rational-emotive therapy.
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What is also readily apparent from these examples of research is that, owing to teachers
and students functioning in the same environment, many life experiences are shared as are
many potential negative influences. Moreover there are a broad range of contextual factors
that can influence the outcomes of classroom focused interventions (Cronbach, 1982).
Teachers need to be aware of these interactions and be proactive in minimising negative
affect in the lives of their students through the use of appropriate intervention techniques.
Clancy (1986) perhaps best summarised the importance of appropriate intervention
techniques for effective education, such as those outlined in this section. Clancy, whilst
acknowledging that interventions often require a great deal of teacher time and effort,
identified that students experiencing excessive levels of negative affect, and stress in
particular, are not ready to learn. Accordingly teachers find it very difficult to teach these
children. Significantly, the real value of interventions may be for the next cohort of
students across a range of classroom indices (Bruck et al., 2001, p.92).
Conceivably the best way to minimise school negative affect is to ensure quality teaching
and learning (Whitman et al., 1984). The historical perspective on education in Australia
provided in a recent speech by the Honourable Justice Michael Kirby (2001) honouring
William Wilkins, the first under-secretary of public instruction in New South Wales,
perhaps best articulates what is encompassed in good teaching and the role of teachers in
facilitating student coping:
“The educator who is not on fire with the interest of his subject can but half teach.
He most glow and he must kindle. The pupil must catch fire. The cold, impassive,
dry, lifeless teacher may have his own reward in pay. He will not find it in interest
awakened or minds quickened.” (Wilkins, 1865; cited by Kirby, 2001).
4.11 Techniques to Facilitate Teacher Coping and Quality of Life
This section presents a range of techniques to facilitate teacher coping. Initially strategies
and the individual nature of the coping response are discussed. Later sections describe the
important role of colleagues, school administrators and educational authorities, and
methods of facilitating teacher coping at all levels. Research has supported the concept
that potential sources of coping for teachers exist in various forms including individual
problem-oriented coping, emotion-focused coping, collegial support, and support from
executives and administrators (Otto, 1983).
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4.11.1 Coping and Stress Management for Individual Teachers
Teachers need to acquire knowledge and skills, such as the ability to identify sources of
negative stress and to select effective coping strategies as a defence mechanism against
negative affect. Research results have suggested coping strategies that utilise problemfocused appraisals of the source/s of negative affect/s rather than emotion-focused
appraisals tend to be more effective (O’Connor & Clarke, 1990).
With regard to stress, the reclamation of the satisfaction and hope teachers once felt for
their profession may be a major outcome of effective stress management. Researchers
have propounded that the ideal of stress management is to control stress and determine
optimal stress levels rather than eliminate the adaptive response (Sparks & Hammond,
1981, p.11). Potential strategies to enhance individual teacher coping and manage negative
affect, and examples of research that have supported the appropriateness of these
strategies are presented in Figure 4.6.
Significantly for this study, the research conducted by the NSWIEU and VIEU in 1996
revealed that teachers reported taking leave as a method of alleviating stress. In the
context of recent efforts to enhance teacher morale, these findings appear to suggest the
inaction of educational authorities regarding teacher stress. Potential methods that
education administrators can implement to enhance teacher coping and alleviate teacher
negative affect are discussed in Section 4.11.6.
4.11.2 Teaching Method and the Selection of Coping Strategies
If, as the research described in Section 3.20.2 suggests, negative affect and particularly
stress can vary according to the type of teaching undertaken, it is logical to assume that
coping strategies will also vary accordingly. A number of researchers have identified
stress management techniques appropriate for specific teaching roles.
Troman (2000), for example, highlighted the need for primary teachers experiencing stress
and stress-related illness to be given skills in developing improved trust relationships with
administrators, colleagues, and parents. The importance of these trust relationships has
been emphasised with regard to developing and sharing teacher knowledge and
collaboration in the school improvement literature (Caldwell & Spinks, 1988; Hargreaves
& Hopkins, 1991), ensuring students feel safe to be creative (Hargreaves, 1998), and
promoting links with parents (Bastiani, 1987).
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Figure 4.6 Strategies to Enhance Individual Teacher Coping
•

•

•

•

•

•

Coping Techniques/Interventions: Alexandra (1984) - Music and guided imagery;
Balson (1992) - Deep breathing and relaxation, time management, and meditation;
Bernard (1990) - Relaxation and music; Dunham (1980; 1990) - Relaxation training,
controlled breathing, and meditation; Lozoda (2000) Relaxation, music, stress relief
and self-help stress management programs; Martinez (1989); Sharp (1996); Warner
(1995) - Relaxation; Sparks & Hammond (1981) - Controlled breathing, progressive
relaxation, meditation, relaxation training, autogenic training, and biofeedback; Von
Onciul (1996) - Meditation and relaxation.
Stress Management/Counselling: Balson (1992) - Cognitive stress management
strategies; Chen & Miller (1997) - Stress awareness and improved responses to stress;
Ostell & Oakland (1995) - Managing, mastering, reducing, or altering the stressor
(problem focused) and/or regulating emotional reactions (emotion-focused); Rainham
(1997) - Identification and avoidance of stress, and use of available supports; Von
Onciul (1996) - Support groups and counselling.
Social Support: Bernard (1990) - Colleagues, spouse, and friends; Cockburn (1996) Friends; Lozoda (2000) - Social networks; Sparks & Hammond (1981) - Improved
interpersonal relationships and conflict management, open discussion, and active
listening; VIEU (1996) - Colleagues, employer, family, and friends.
Individual Characteristics: Balson (1992) - Positive self-talk, self-affirmation, anger
control; Bernard (1990) - Perspective, positive attitude, goal-setting, and planning;
Carter (1994) - Conflict management; Dunham (1980; 1990) - Personal, interpersonal,
and organisational skills; Martinez (1989) - Ability to balance high stress and low
stress activities; Sparks & Hammond (1981) - Interpersonal skills; Warner (1995) Goal setting, prioritising, organising, positive attitude, and humour.
Lifestyle Changes: Balson (1992) - Exercise and improved nutrition; Bernard (1990) Sports, personal interests, hobbies, and recreation; Bradfield & Fones (1985); Dunham
(1980; 1990); Warner (1995) - Exercise; Carter (1994) - Exercise and mental
diversions; Cockburn (1996) - Escapism (television, music, theatre, etc.), adult
learning, exercise, and dancing; Lozoda (2000) - Healthy eating and exercise; Sharp
(1996) - Exercise and personal interests; Sparks & Hammond (1981) - Acquisition of
new skills, improved diet and sleep; VIEU (1996) - Physical activity and hobbies.
Workplace Skills: Balson (1992) - Effective time management, and appropriate
delegation; Barkdoll (1991) - Changing external conditions and increasing extrinsic
rewards; Bernard (1990) - Effective time management, planning, organisation, and
student management; Cockburn (1996); Cole (1990) - Improved collegial support;
Mykletun (1985) - Positive social interaction at work, control over the work process,
appropriate workload, and deriving a sense of meaning and pride from work; Troman
(2000) - Improving relationships with colleagues and executive; VIEU (1996) Increasing efforts to be involved in decision-making processes, and enhancing
professional performance; Warner (1995) - Improving relationships/rapport with other
staff, parents, and students, and improving the classroom environment and student
management strategies.
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Improved time management has been identified as a vital coping strategy specifically for
music educators when used in conjunction with planning, setting, and reviewing
objectives and priorities, and focusing on good mental and physical health (Hylton, 1989).
Increased self-awareness, establishing networks, restoring perspective and balance,
redefining problem situations, and the use of action plans have been advocated as
appropriate stress management strategies for teachers of hearing impaired students
(Luckner, 1990). Improved time management, setting realistic and flexible professional
goals, prioritising, establishing networks, staying positive and motivated, and the
restructuring of classroom environments have been promoted as strategies to assist special
educators in managing stress (Council for Exceptional Children, 1989).
4.11.3 Inservice Courses as a Strategy for Facilitating Teacher Coping
Inservice courses have been used to facilitate teacher coping. Differential results, however
have been reported with regard to the preferred emphasis of inservice training. Some
research has suggested training that focuses on improving the overall expertise and
proficiency of teachers has proven more effective than specific stress management
techniques (Kyriacou, 1987), while other researchers have advocated ongoing stress
management training for teachers and administrators and provision of resources for
managing stress (Rainham, 1997). Moreover, inservicing regarding cognitive-behavioural
stress management techniques, such as attending to stressors and developing problemsolving skills, has been found to be effective in reducing teacher negative affect on quality
of life (Tunnecliffe et al., 1986).
A number of other authors have advocated the use of stress management courses and
strategies for teachers to facilitate their coping abilities (Manthei & Solman, 1988; Otto,
1986; Tunnecliffe, Leach, & Tunnecliffe, 1986). Teachers may need to be presented with
a diversity of coping strategies that allow them to have some flexibility in adopting the
strategies that they find most effective, while at the same time allowing educational
authorities to meet the needs of the broad teacher demographic.
The development of teacher interpersonal skills via inservicing has been advocated across
a number of domains. Some research has indicated that inservice training for teachers in
human relations allows participants to reduce their work related stress levels (Woodhouse,
Hall, & Wooster, 1985). Similarly, inservice training conducted to enhance teacher
relationships with their students was found to promote significant improvements in
classroom management and discipline, teacher attitudes, and reduction of work-related
stress (Docking & Docking, 1984).
126

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Assertiveness training has also been found to improve the ability of teachers to cope with
stress (Bernard, 1990). When these findings identifying the positive benefits of enhancing
teacher interpersonal skills are considered in combination with the similar student findings
reported in Section 4.6.3, the potential benefits of a communication-rich classroom
environment to enhance both student and teacher quality of life is evident.
As described in Section 3.20.2, teacher locus of control can have a major impact with
regard to their management of stress. The use of personal growth workshops that
incorporate strategies for developing a more internal locus of control as well as improved
self-esteem, positive thinking, and reduced stress have been advocated in the literature.
Such programs have been found to have long-lasting effects for both experienced and
trainee teachers, and have been advocated as a necessary part of teacher ongoing
professional development (Burns, 1991).
Yet other researchers have argued that educating workers about ergonomics offers a
method of reducing worker stress and absence through increasing worker satisfaction and
morale (Velsmid, 1997). Hands-on practice adjusting workplace furniture and learning
appropriate exercises were promoted. Finally the use of stress management courses,
provision of resources, and increased community financial support have been identified as
appropriate methods of minimising work-related occupational stress for teachers (Hipps &
Halpin, 1991b).
Importantly, it has been argued that the effectiveness of teacher inservice training is
“notoriously suspect” and that one-off inservicing without adequate follow-up,
consultation was “useless” (Close-Conoley, 1989a, p.21). Similarly staff interaction and
appraisal may be a more effective form of intervention than inservice programs (Hart &
Conn, 1992). Further discussion of the appropriateness of collegial support is provided
below in Section 4.11.4
4.11.4 Assisting Colleagues
Research has indicated that relationships with peers are perceived as a source of stress by
many teachers. Others, in contrast, have identified collegial support as an important
coping mechanism for teachers surveyed (Bernard, 1990; Cockburn, 1996; Cole, 1990;
Mykletun, 1985; NSWIEU, 1996; VIEU, 1996; Troman, 2000).
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Many educators possess considerable coping skills and knowledge that they can use to
assist colleagues in dealing with work pressures (Dunham, 1994). Such forms of social
support from colleagues and at home have been identified as important coping
mechanisms for teachers who deal effectively with negative workplace affect (Barkdoll,
1991; Fletcher & Payne, 1982; Kyriacou, 1981; Punch & Tuetteman, 1996). Punch and
Tuetteman, for example, verified that collegial support had a stronger ameliorating effect
on stress than improved teacher recognition and praise.
4.11.5 The Role of Education Unions
Educational unions can clearly be a powerful force with regard to limiting the workload
and negative occupational experiences faced by teachers. The VIEU (1996), for example,
highlighted workload, empowering members, changing workplace cultures, development
of a regulatory framework for managing stress, encouraging joint professional/community
action regarding stress, and increased funding for stress research as potential methods of
facilitating this process.
Interestingly the most recent salaries campaigns by educational unions in Australia linked
poor teacher retention and low enrolments in teacher education courses to poor financial
remuneration. It may well be that an overlooked element with regard to teacher retention
was the workplace negative affect associated with teaching. Hence educational unions
may be able to better support their members through an increased focus on bargaining for
improved work conditions and stress reduction whilst also continuing to advocate for
increased salaries.
4.11.6 The Role of Schools and Educational Authorities
It would appear that the role of school and educational authorities in facilitating teacher
coping and stress management has been undervalued, but not under-researched. Numerous
authors have argued that educational authorities and schools can do a great deal to
facilitate teacher coping (Carter, 1994; Chinnery, 1979; Dunham, 1984; Fletcher & Payne,
1982; Hart & Conn, 1992; Gillet, 1987; Kyriacou, 1981; 1987; Manthei & Solman, 1988;
Otto, 1986; Scheerens & Bosker, 1997; Smith & Bourke, 1992; Tuetteman & Punch;
1992).
Moreover the importance of educational authorities initiating responses to teacher negative
affect is evident in the literature. The high number of teachers reporting dissatisfaction,
reduced coping, and burnout may indicate the need for educational authorities to
implement support structures for teachers and to provide opportunities for teachers to
enhance their coping skills (Newcomb, Betts, & Cano, 1987).
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Other researchers have suggested that the prime objective of educational authorities
should be to implement a managerial system that facilitates the development of a quality
teaching service, allows educators to do their job, and does not place unreasonable
demands on workers (Roe & Gray, 1991; Wanko, 1995). Similarly, with regard to teacher
stress and satisfaction, the most important challenge facing educational administrators
may be the need to develop structures and processes that facilitate collaborative decision
making, collegiality between teachers, and provide feedback to teachers on their teaching
(Hart & Conn, 1992). Other researchers have reinforced this model confirming that
strategies designed to assist individual teachers had little success in reducing their
workplace negative affect, while the restructuring of schools presented a framework
through which individuals could modify their practice successfully (Phillips, 1993). With
regard to stress, Duggan (1997), after a review of teacher stress literature, suggested a
holistic approach in a systematic context was the most effective method to manage teacher
stress. Assessment, diagnosis, solution generation, implementation, and evaluation have
been identified as the five practices associated with effective stress management practices
in organisational settings (Rick et al., 1997).
A synthesis of the literature suggests teacher coping can be facilitated through three
elements, namely, organisational restructuring, the provision of support services, and
improved management practices and policy. Examples of research that have identified
various aspects of these elements are synthesised in Figure 4.7. Interestingly, similar
approaches to management of teacher negative affect have been promoted for at least
twenty years and, although beyond the scope of this study, the lack of a cohesive approach
to implementing such changes is of concern. As early as 1979, Chinnery, for example,
promoted the use of consultation, teamwork, training for executives in educational
administration, and the removal of cumbersome bureaucratic educational structures as
appropriate methods to enhance the quality of teacher work life.
It would also appear that mixed messages are presented to teachers with regard to
communication and relationships. Teachers are now expected to have improved
relationships with their students, yet the relationship between administrators and teachers
still often remains autocratic. It is unlikely that any amount of resources, or training and
development can compensate for the ambiguity of these expectations. Moreover the
increasing emergence over the past fifteen years of time pressures as a major source of
stress for teachers suggests that methods to address this stressor would have been high
priority. Yet, educational authorities appear to have been reluctant to implement
organisational structures to deal with demands on teacher time.
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Figure 4.7 Methods to Facilitate Teacher Coping in Schools

•

•

•

•

Management Practices
Improved Management and Communication: ACTU (1998); Cavanough, (1997) Improved management and communication with management; Clough (1989) Promoting a supportive workplace through administrators displaying high morale,
providing meaningful incentives, and improved staff relations; Dunham (1990) Administrators who promote staff achievements and work, encourage sharing of new
ideas, build relationships of trust, provide staff with information and direction; Hart &
Conn (1992; 1996) - Supportive and reliable leadership, clearly defined roles and
decision making processes, and enabling strategies for teachers to work together;
Johnson & Harkins (1984) - Increased administrator support; Kyriacou (1987) Improving management practices, and the development of guidelines defining school
practices; Litchfield (1995) - Appropriate planning, information, and training; Louden
(1987) - Increased teacher input in school decision making and policy development;
Pitt & Jennings (1984) - Improving relationships between teachers and educational
organisations; Prince (1999) - Total absence management plans; Raquepaw & DeHaas
(1984) - Improved relationships between teachers and administrators, and parent and
community support; Rees (1987) - Distributing delegated work equally, assigning the
appropriate level of authority to delegated workers, improved communication, and
clear policy; Tuetteman & Punch (1992) - Improving the professional and
interpersonal climate of schools, enhancing teamwork, goal-setting, and utilising a
collaborative decision-making process; VIEU (1996) - Ensuring genuine sharing of
power, and prioritising demands on staff.
Effective Student Management: Beasley (1984) - Improving discipline standards;
Hart & Conn (1992; 1996); Hart et al. (1993) - Implementation of a whole school
discipline program/policy; Louden (1987) - Revised school student management
policies; Manthei & Solman (1988) - Streamlining of student management practices;
Raquepaw & DeHaas (1984) - Improved discipline procedures; Tuetteman & Punch
(1992) - Ensuring appropriate student welfare programs.
Worker Stress Prevention: Caldwell & Misko (1984) - Reducing environmental
stressors, and improving job support; Capel (1990) - Reducing the antecedents of
stress, the amount and frequency of change and uncertainty in the profession;
Chakravorty (1990) - Recognising teacher stress symptoms and promoting staff
cohesion; Chen & Miller (1997) - Greater awareness of the organisational and
individual characteristics that contribute to stress so as to facilitate the development of
appropriate interventions; Cross & Billingsley (1994) - Addressing work-related
variables and implementing strategies to increase educator retention; Dunham (1994) Implementation of an effective stress management policy; Manthei & Solman (1988) Creation of supportive structures to deal with stressors that impact on teachers; Morris
(1996) - Dealing with teacher stress through an intervention strategy encompassing
occupational health safety.
Professional Support
Opportunities for Professional Development: Bernard (1990) - Professional
improvement programs; Brodie-Tyrrell (1991) - Providing opportunities for teachers
to learn new skills; Ramsey (2000a) - Providing teachers with professional renewal,
professional standards, and guidelines on quality teaching practice.
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Enhancing Professional Practice: Barkdoll (1991) - Providing time for teacher
reflection and professional evaluation; Broussard & Butler (1986) - Providing
opportunities for teachers to share both their successes and failures with parents,
colleagues, and administrators; Gonzalez (1995) - Mentoring, beginning teacher
programs, and professional support.
Organisational Restructuring:
Teacher Workload / Monitoring: ACTU (1998); Cavanough, (1997) - Reducing
workload and performance monitoring; Beasley (1984) - Reducing paperwork and
providing extra break times; Dinham & Scott (1998a) - Freeing teachers of extraneous
duties and social welfare roles; Fergusson (1984) - Increasing time for planning, and
improving administrative procedures; Hipps & Halpin (1990; 1992) - Refining
systems of teacher performance-based accreditation; VIEU (1996) - Prioritising
demands on staff, creating time through more efficient structures and organisation,
appropriate management of change, and providing relief for workload pressures.
Resources / Environment / Facilities: ACTU (1998); Cavanough, (1997) - Provision
of additional staff and resources; Conners (1983) - Improving facilities for staff and
access to them; Cox, Boot, & Cox (1990) - Provision of teacher recreational facilities;
Fergusson (1984) - Reducing class size, and improving physical facilities and
equipment; Leach (1984) - Providing teachers with personal space, reducing noise
levels, ensuring access to teaching equipment and resources, and maximising staff
comfort; Manthei & Solman (1988) - Ensuring adequate resources; Ostell & Oakland
(1995) - Increased resources and support systems; Scheerens & Bosker (1997) Sufficient facilities, and reasonable workload; VIEU (1996) - Creating a relaxing
atmosphere for staff.
Worker Health / Welfare
Staff Welfare: Bernard (1990) - Whole school approach to staff welfare and support
for new teachers; Cox et al. (1990) - Employee assistance programs and access to
counselling services; Louden (1987) - Increased flexibility regarding leave for further
study, part-time work, and team-teaching; VIEU (1996) - Provision of induction and
orientation programs for beginning and commencing staff.
Stress Management / Coping: Caldwell & Misko (1984) - Increasing the coping
skills of teachers; Capel (1990) - Inservice courses on stress management; Cox et al.
(1990) - Enhancing teacher coping skills, assertiveness, and relaxation training;
Hamann (1990) - Support networking, and developing relaxation skills; Hipps &
Halpin (1990; 1992) - Training to develop internal locus of control; James (1997) Social support and discussion groups; Louden (1987); Ostell & Oakland (1995) Training in stress management, identification, and amelioration.
Teacher Rewards and Recognition: Barter (1984) - Improving remuneration, grants,
and foreign travel programs; Capel (1990) - Recognising the good work of teachers;
Scheerens & Bosker (1997) - Improved salary and conditions, and opportunities for
career enhancement; Tuetteman & Punch (1992) - Implementing strategies to raise
teacher self-esteem.
Worker Health: Cox et al. (1990) - Programs to increase general worker health and
special fitness programs; Plowman & Bischoff (1985) - Physical fitness programs;
Wolfe (1994) - Long-term employee health management programs.
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However, it would appear that some efforts have been made by particular educational
authorities to improve teacher efficacy. In 1997 the NSWDET and the NSWTF, for
example, commenced media campaigns to raise the status and profile of teachers, in what
could be seen, as an attempt to reduce the effect of some of these sources of stress and
dissatisfaction.
The NSWDET also established an Employee Assistance Program (EAP), as advocated by
Cox et al. (1990), in 1996 that offers a confidential and free counselling service to
departmental workers needing assistance with a range of work and personal problems. In
1996, 2144 staff used this service and 4694 counselling sessions were conducted
(NSWDET, 1997a, p. 57). In 1997, the figures had increased to 2585 departmental
employees using the service with 5588 counselling sessions being conducted (NSWDET,
1998a, p.74). These results indicate an increase in both the number of employees using the
service and the frequency of their use. This trend suggests either that departmental
employees are having more work-related and personal problems or perhaps a growing
awareness of the service provided by the department. Whilst Workcover advocates the use
of Employee Assistance Programs (EAP’s) for dealing with work-related stress, it also
advises that EAP's should not be used by managers to replace responsibility for job-related
stress (Workcover, 1996).
Similarly, the New South Wales State Government suggested in the 1988 National Report
on Schooling in Australia that it had raised the status of teachers through increased salaries
and a salaries packaging program (MCEETYA, 1999). In light of this assertion it is
interesting to reflect on the amount of damage that may have been done to the status and
morale of teachers during the protracted salaries campaign over the 1999 and first half of
2000 school years.
With regard to stress, the findings of McCormick and Solman (1993), presented in Figure
3.10, revealed that teachers surveyed attributed much of the responsibility for their stress
to the Government and the Department of Education and Training, rather than other
sources such as society, peers, parents, students, themself, and school organisation.
Teachers who indicated that they were dissatisfied with their job were also more likely to
attribute the source of their stress to external factors, reinforcing the strong link in
educational systems between stress and satisfaction. Stress management and reduction
strategies at a school level were identified as most likely to be successful (McCormick &
Solman, 1993), somewhat contradicting the current Departmental strategies outlined
above.
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A pertinent example of the need for school-based strategies relates to the inclusion of
students with special needs. Inclusion of students with special needs in regular classes has
been identified by some researchers as a significant source of stress for both experienced
and inexperienced teachers (Forlin, 1993; Hohn, 1985; Smith, 1996; Wright & Sigafoos,
1997). Other symptoms related to inclusion difficulties, beyond high levels of teacher
stress, included negative feelings and emotions regarding perceived effectiveness, reduced
teacher commitment, difficulties in prioritising responsibilities, increasing work
challenges and role conflict, resource shortages, and work overload. Importantly, it has
been shown that the level of teacher anxiety regarding the inclusion of students with
special needs can be reduced by providing regular education teachers with increased
information and training, involving them in placement and review decisions, providing
more relevant professional development activities, and the establishment of teaching
teams (Hohn, 1985; Smith, 1996).
4.12 Summary
This chapter summary is presented in two sections. Methods of enhancing student coping,
the importance of teachers developing these skills, and the potential benefits for students
are initially outlined. The second section summarises the significance of an holistic
approach to facilitating coping, and the potential benefits for all educational stakeholders.
4.12.1 Enhancing Student Coping
The challenge that confronts educators and educational administrators is to instil in
students appropriate coping methods and strategies to enhance their quality of life. Despite
the dizzying array of methodologies available to educators, the literature tends to suggest
any program that emphasises specific skills for coping has potential for at least some
positive benefit for the majority of students. What is not clear is whether a diversified
approach is more effective than a particular technique in isolation. Certainly, it is hoped
this study will provide some insight regarding the use of three particular intervention
techniques.
With regard to stress, if the constructs of adult stress and child stress are related, as
Schultz and Heuchert (1983) argued, the benefits of teachers displaying appropriate
coping strategies and developing these skills in their students are obvious. Some of the
benefits identified in the literature for primary school students who are assisted by their
teachers in developing appropriate stress management techniques include an increased
ability to concentrate, decreased reliance on anger, and increased self-esteem.
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Such changes have the power to give students a new insight and understanding of
themselves and in turn that of their teacher. Clearly school systems need to care and
support individual students more effectively through modification of the traditional
perceived roles of teachers and students. This adaptation would include providing teachers
with training in counselling students to deal with issues outside school.
Confirmation that developing student self-concept, independence, citizenship and
interpersonal skills, stress management, and coping were valid educational outcomes was
also evident in the literature (Davis & Thomas, 1989). Such interventions assisted students
to increase their quality of life at school and self-efficacy, control their destinies, and
reduce antisocial and destructive behaviours including absenteeism. A detailed description
and analysis of three such interventions techniques is presented in this thesis.
Significantly, it may be inappropriate to expect long-term benefits from classroom-based
interventions. Research indicated that the effect of interventions may be reduced by
powerful life context factors and the effect of other environments, such as home, family,
and peer groups. Moreover, it may be twenty years before the impact of current
interventions to prepare students for broader societal roles and enhancement of student
social skills is evident (Moos, 1991). At the very least, the present study will add another
voice to the debate regarding the efficacy of school and classroom based affective
interventions.
4.12.2 Enhancing Coping at all Levels
A whole school or multilevel approach to enhancing coping and reducing negative affect
on quality of school life appears to be required. This model of support was found to
facilitate individual setting and achievement of goals, the development of action plans,
improved relationships, and enhanced organisational performance, effectiveness, and
functioning (Bernard, 1990). Clearly such a model needs to be linked to the characteristics
of each school including the specific demands, needs, and resources of the students and
staff.
However, the case has been argued that final responsibility for minimising organisational
negative affect, increasing quality of life, and improving school effectiveness lies with
bureaucrats and educational administrators. It may be that bureaucrats cannot consider
their administration to be successful while high levels of teacher stress exist (Chinnery,
1979). It may be that a similar case exists with regard to student stress and satisfaction.
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At the classroom level, the literature discussed in this chapter identified that improving the
coping skills of teachers may be as useful as undertaking interventions aimed at improving
student coping skills. It was suggested that teachers (and other significant adults) had
important effects on the full spectrum of student behaviours (Close-Conoley, 1989a).
Furthermore, teacher wellness was highlighted as an important prerequisite for prevention
of child behavioural and health problems.
The concept that adult behaviour can impact on student behaviour is not new. Schulz
(1993), for example, examined the effect of workplace stress on marital and family wellbeing for individuals, couples, and their children, and identified that the children of
parents reporting higher workplace stress were reported by their classroom teachers as
displaying more antisocial behaviour and performing less well academically. It is highly
likely that, as teachers are another significant adult in lives of children, teachers exhibiting
the symptoms of increased stress are likely to impact on the behaviour and academic
performance of their students in similar ways to that of the children’s parents.
It is interesting to reflect on these impacts in the context of attribution theory. It would
appear that there is at least anecdotal evidence that educators and educational authorities
often attribute negative student perceptions of their quality of school life to factors outside
school, such as the home environment, and overlook the effects of their own behaviour on
their students.
Some authors suggest that such attributions could be most damaging when teacher
professional practice is based on these attributions (Cooper, 1993; Levine & Havighurst,
1984). Satisfied students are provided with increased opportunities and positive
reinforcement that serve to increase students self-esteem, while disaffected students
experience more failure and rejection that is internalised and leads to feelings of
inadequacy and low self-esteem.
With regard to stress, an enhanced understanding of stress by all school community
members would facilitate effective evaluation of learning environments in terms of
identification and minimisation of stress sources for students and teachers. With this
knowledge, informed decisions regarding the structuring of the environment could then be
made to ensure an optimal level of stress for students. It has been suggested that such an
environment would ensure maximum social learning and growth by avoiding unnecessary
stress and student attrition (Whitman et al., 1984).
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Similarly, research indicated that disaffection needed to be addressed at both individual
and institutional levels (Cooper, 1993). Methods suggested for reducing disaffection
included improving relationships between staff and students, streamlining organisational
structures, and promoting positive staff attitudes. Most importantly, a solution utilising
these methods needs to be context specific and based on student perceptions of school.
Hence, opportunities need to be provided for students to articulate these perceptions, as is
advocated in this study. Moreover, and again strongly linked to the research aims of the
present study, is the identification that student disaffection can be overcome by providing
students with positive experiences in their school environment (Cooper, 1993).
These results again reinforce the close relationship between school stress and
dissatisfaction. Research presented in Section 3.22 suggested that teacher stress and
student dissatisfaction are closely linked (Le Compte & Dworkin, 1991; Waugh & Hyde,
1993). Thus it may be possible to reduce student dissatisfaction, stress, and negative affect
in general by encouraging teachers to use improved coping skills and stress minimisation
techniques.
The remainder of this thesis presents an analysis and discussion of three potential
intervention strategies that allow teachers to pursue the enhancement of student quality of
school life and attendance through classroom techniques. The success of these outcomes
will be determined by an initial assessment of student quality of school life and
attendance, followed by an intervention phase involving the implementation of various
stress management and relaxation techniques identified as being appropriate in the
literature, followed by a reassessment of student quality of school life and attendance.
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CHAPTER FIVE
Development of the Model for Analysis
and Research Procedures
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5.1 Focus of the Study
In this chapter the foci of the study are outlined and research questions are presented. A
description of the analyses to be undertaken and analysis methods to be used are provided.
The nature of the variables collected and a detailed description of the instruments used are
also given. Procedures for data collection are described and response rates are detailed.
The focus of this study has been developed from an examination and synthesis of the
literature regarding:
•

•
•

Quality of life, and student quality of school life in particular, including the
relationship between student satisfaction and stress in terms of positive and
negative affect;
The contextualisation of affective school outcomes as indicators of school
effectiveness and measures of school improvement; and,
The application of workplace theory to classrooms and students in particular.

The principal concern of this study was to:
•

Determine the impact of three classroom intervention techniques, namely a
stress management, a self-development and a relaxation technique, on student
quality of school life and attendance.

Further investigation was also undertaken to:
•

Identify and describe relationships in and between:
• Student perceptions of their quality of school life and attendance;
• Student and/or teacher demographic variables, student quality of school life and
•

•

attendance; and,
Teacher satisfaction, stress, and attendance, and student quality of school life
and attendance.

Determine if the interventions implemented by class teachers, and the
anticipated improvement in student quality of school life and reduced student
absenteeism, have associated effects on teacher stress, satisfaction and
attendance.
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Whilst students and student welfare were the main foci of this study, this study also
examined these foci in the context of overall classroom dynamics. Hence, the nature of the
data collected and analysed included information regarding teacher satisfaction, stress, and
attendance. The potential link between student and teacher stress, satisfaction, and
absenteeism was detailed in Sections 3.17.3 and 3.22.
There are a number of reasons the teacher findings may well be important, particularly
from an occupational health and safety perspective as occupational health hazards have
been identified as potential sources of stress (Workcover, 1996). The teacher findings are
reported, but are regarded as a subsidiary focus, as the primary outcome of this study is
improving conditions for students.
5.2 Specific Research Questions
Specific research questions to be addressed by this study are now detailed. The first
research question related to the principal focus of this study and aimed to assess the
impact of various stress management and relaxation techniques on the quality of school
life and rates of absenteeism for both students and teachers. The question is in two parts.
1a. Which, if any, of the intervention techniques impact on student quality of school
life, and/or reduce student absenteeism?
1b. What effects, if any, do the use of the intervention techniques have on teacher
stress, satisfaction, and absenteeism?
The remainder of the research questions related to the areas of further investigation.
Research questions 2 and 3 related to a single-level analysis of data where student and
teacher responses were treated separately.
2a. What relationships exist between the student variables, student absence, and
student perceptions of their quality of school life?
The next question was a subsidiary question to 2a but was stated separately because of the
importance of this question to the model being investigated.
2b. Is absenteeism related to student perceptions of the school environment as less
satisfying and more stressful - indicated by their reporting of lower quality of
school life?
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The following question related to the teacher data collected, but again it should be noted
that this is not the prime focus of the study.
3.

What relationships exist between the teacher background variables, teacher
absenteeism, levels of teacher stress, and teacher satisfaction?

The third set of research questions related to the proposed multilevel model of causation
between student and teacher background variables and student quality of school life. The
potential intervening role of student absence in this model is encompassed in these
research questions. Student quality of school life provided the third, and, with regard to
the overall intent of the study, the most important stage in the hypothesised model of
student and teacher factors affecting student quality of school life.
4a. Which, if any, student and teacher variables impact on student absenteeism?
4b. Which, if any, student and teacher variables impact on student quality of school
life?
5.3 The Quality of School Life Questionnaire (QSL)
Students were asked to complete the QSL questionnaire (see Appendix 1), which is a selfreporting instrument. Details on the administration of the QSL instrument are provided in
Section 5.9.
The instrument was designed to gather primary school student perceptions of the quality
of their school life. The primary school version of the questionnaire was developed from
the secondary school version with addition of items and the language level being
simplified to allow it to be readily understood by senior primary students. The use and
analysis of the questionnaire was reported by Ainley and Bourke (1992) which had been
developed and refined by Bourke over a six-year period commencing in 1986.
The QSL questionnaire consists of 40 questions grouped into two general scales, general
satisfaction and negative affect; and five specific scales: social integration, a sense of
adventure in learning, opportunity for the future, school achievement, and student
satisfaction with their relationship with their class teacher. These seven domains, rather
than being wholly independent, combine to provide a snapshot of student perceptions of
the quality of various aspects of their school life. Each of the 40 items was designed to
contribute to one, and only one, of the scales that are briefly described below:
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(i) GENERAL SATISFACTION - Student satisfaction with school in general.
Specific items include: School is a place where I really like to go each
day. School is a place where I feel proud to be a student.
(ii) NEGATIVE AFFECT - Student perceptions of the level to which school evokes
negative feelings and emotions. Specific items include: School is a place where I
feel worried. School is a place where I get upset.
(iii) TEACHER - Student satisfaction with their relationship with their teacher.
Specific items include: School is a place where my teacher is fair to me. School
is a place where my teacher helps me to do my best.
(iv) OPPORTUNITY - Student perceptions of the opportunities for the future that
school provides. Specific items include: School is a place where the work is good
preparation for my future. School is a place where the things I learn are important.
(v) ACHIEVEMENT - Student perceptions of the sense of achievement gained from
school. Specific items include: School is a place where I am a success as a
student. School is a place where I am good at school work.
(vi) SOCIAL INTEGRATION - Student perceptions of the quality of their social life
at school and the role school plays in developing these skills. Specific items
include: School is a place where I learn to get along with other people. School is
a place where I know people think a lot of me.
(vii) ADVENTURE - Student perceptions of their level of enjoyment and fun gained
from school. Specific items include: School is a place where I like to do extra
work. School is a place where I enjoy what I do in class.
(Sourced and adapted from Ainley & Bourke, 1992, pp.112-113.)
The questionnaire utilises a four-point Likert scale offering students the response
categories of 1 "Agree", 2 "Mostly agree", 3 "Mostly disagree", 4 "Disagree", with no
neutral category. Such scales have been shown generally to have a higher reliability than
the more common five-point scales including a neutral category (Bourke & Frampton,
1992). A full scale and item listing using the established factor structure and scale
reliability reported by Ainley and Bourke (1992) is presented in Appendix 1.
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The QSL was used as a measure incorporating positive and negative affect and satisfaction
and stress elements based on the work of several authors (Andrews & Withey, 1976; Burt
et al., 1978; Gerson, 1976; Hart & Conn, 1992; 1996; Mitchell & Spady, 1978). With
regard to the two general scales of the QSL instrument, General Satisfaction and Negative
Affect, it is particularly relevant to consider the findings Bradburn and Caplovitz (1969)
and Hart and Conn (1992) that positive and negative affect are not polar measurements or
opposite ends of a spectrum.
It has been argued that these scales are not opposites but rather separate constructs with
some overlap (Ainley & Bourke, 1988), reinforcing the notion of a continuum
incorporating elements of both stress and satisfaction. The health - psychology link
reported by Hart and Conn also takes on added significance when considered in light of
the correlation found between QSL scores and student absence (Leonard, 1998; Leonard et
al., 2001a; Schofield & Bourke, 1997).
The suitability of the QSL for the purposes of this study was also reinforced by the
findings that sources of school based stress, identified in Section 3.14.1. Stress sources
such as school anxiety, bullying, changing schools, student/teacher conflict, competition,
difficulties in peer relations, failure, performances and presentations, parents who were not
supportive, learning disorders, inability to complete set work, reputations and
expectations, and physical appearance (see, Elias, 1989; Elkind, 1988; Forman &
O'Malley, 1984) equate to items measured by the seven scales of the QSL questionnaire,
particularly the Negative Affect Scale.
The behaviours reported in a number of studies, for example Waugh and Hyde (1993), of
students identified as being dissatisfied with the quality of their school life, were found to
be identical to school-based stress symptoms as described in Section 3.13. Furthermore,
dissatisfaction with the work environment has been reported as a major stress symptom
(Farber, 1983; Greenhaus & Parasuraman, 1987; Pelletier, 1984; Sutherland & Cooper,
1988).
The QSL survey measures student perceptions of the quality of a diverse range of aspects
of their school life and thus lower scale scores may indicate a lower level of satisfaction
and a higher level of stress. Accordingly it was anticipated that the broad coverage of the
QSL scales would allow accurate conclusions to be drawn about the elements that students
find stressful and satisfying at school.
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Ongoing use of the QSL instruments has identified few associations with student
background variables, however, female students generally have a higher level of
satisfaction than males, as discussed in Section 3.16, while significant and substantial
differences have been identified between school and class groups. For primary school
students, the largest differences have been observed regarding student interest and
excitement gained from school, and their relationship with their teacher/s (Ainley &
Bourke, 1992). For secondary students differences have been observed across year levels.
Student-teacher relationships decline during junior years (Years 7-10 in New South
Wales) before improving in senior years (Years 11-12 in New South Wales), while student
perceptions of the opportunities generated by school and their level of achievement
decline throughout the secondary years (Batten & Girling-Butcher, 1981).
Some researchers have suggested these differences should be of import to educational
authorities with regard to policy making in the areas of equity, participation, and
socioeconomic disadvantage. Overall, the QSL is a robust and reliable instrument (Ainley
& Fordham, 1991).
5.4 Other Student Data
Student gender, year of schooling, class, and school were determined from information
provided by students on page one of the QSL questionnaire (see Appendix 1). Class
composition, class streaming, and class type were obtained from the respective schools.
Student identification was required to link absence data with QSL surveys. Complete
attendance data (incorporating absences for illness, leave, unexplained absence, exclusion
etc.) for the terms prior to and during the intervention phase was provided by the
respective schools from their OASIS database for students whose parents had consented to
this information being accessed. Subsequently absence data for illness and total absence
was coded and expressed as a percentage of student days in each term, Term 2 Sick (%)
and Term 3 Sick (%) for parent sanctioned, student absence for illness only, and Term 2
Total (%) and Term 3 Total (%), for total absence, as detailed in Figure 5.1. To safeguard
student privacy, all data were collected by the researcher and questionnaires destroyed
following the coding and checking of data. Data have been stored on computer discs
archived in the University of Newcastle Faculty of Education Store and will be retained
for five years in accordance with University policy.
Figure 5.1 Student Absence Variables
Absence Type
Parent sanctioned absence for illness only
Total absence

Term 2
Term 2 Sick (%)
Term 2 Total (%)

Term 3
Term 3 Sick (%)
Term 3 Total (%)
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5.5 The Teacher Stress and Teacher Satisfaction Questionnaires
Teachers were asked to complete a background survey, a self-reporting Teacher Stress
questionnaire and a self-reporting Teacher Satisfaction questionnaire (see Appendix 2).
The Teacher Stress and Teacher Satisfaction questionnaires were used by Smith (1990)
and reported by Smith and Bourke (1992) as part of a larger battery of questionnaires to
examine the stress, workload, and satisfaction associated with secondary teaching. These
instruments have also been utilised, and proven appropriate, for the primary school context
in previous studies (Leonard et al., 2000; Smith, 1996) and hence comparative data were
available from these studies.
5.5.1 Teacher Background Survey
The background survey (see Appendix 2) provided information on teacher gender,
qualifications, employment status, years at their current school, years of teaching, position
on staff, weekly teaching load, class composition, class streaming, class type, and a
question regarding their perceived general stress level in the last ten months.
5.5.2 Teacher Stress Questionnaire
The 26-item Teacher Stress questionnaire, developed by Smith (1990), asked teachers to
rank each item on a four point Likert scale from 1 'hardly or not at all' stressful, to 4 'a lot'
of stress. The 26 items were divided into four sub-scales according to the following
criteria:
(i) CONFLICT - Stress arising from relationships with senior staff and school
administration. Specific stresses include: perceived lack of influence;
having to do things they do not agree with; and, staff tensions and conflicts.
(ii) STUDENTS AND PHYSICAL CONDITIONS - Stress from student contact and
other physical aspects related to teaching. Specific stresses include: student
management difficulties; and, noise and overcrowding.
(iii) TIME PRESSURES - Stress from time pressure. Specific stresses include: lack
of time; and, work intruding into home life.
(iv) REWARDS AND RECOGNITION - Stress related to perceived lack of rewards
in teaching. Specific stresses include: pay not in line with skills and
responsibilities; and, lacking the chance of promotion.
(Sourced and adapted from Smith & Bourke, 1992, p.33.)
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It is recognised that some authors have found significant and mounting sources of teacher
stress and dissatisfaction outside school, such as negative media coverage of the
profession, and fall-out from child protection / paedophilia cases (see for example,
Dinham & Scott, 2001). Whilst the Teacher Stress questionnaire attempts to measure
teacher work-related stress only, it also delineates between four potential sources of stress.
It was anticipated that these different aspects of stress would be important in reflecting the
complex nature of stress. Trends should have emerged that indicated whether teachers
were perceiving work-related stress from similar sources, or perhaps the individualised
nature of the stress response that may be linked to situation factors, such as school or class
characteristics.
It was also anticipated that the Students and Physical Conditions scale would be an
important indicator for student stress. For example, teachers who perceive more stress
from their relationships with their students may have students who view school as a less
satisfying and more stressful place. A full scale and item listing using the established
factor structure and scale reliability reported by Smith and Bourke (1992) is presented in
Appendix 2.
5.5.3 Teacher Satisfaction Questionnaire
The Teacher Satisfaction questionnaire was originally reported by Bourke (1984) when
used with primary school teachers. The questionnaire had 18 items, each with seven
response categories. A revised form of the questionnaire was used by Smith (1990) and
reported by Smith and Bourke (1992). In the present study, the original 18 items for
primary school teachers were retained but with the same four response categories used for
secondary teachers. Four response categories were used to minimise administrative
complexity and provide consistency between the Teacher Stress and Teacher Satisfaction
questionnaires. The original items were retained because they were considered to be
applicable to the current teacher sample.
Teachers were asked to rank each item on a four point Likert scale from 1 'hardly or not at
all' satisfied with this aspect of their teaching, to 4 'a lot' of satisfaction with this aspect of
their teaching. The 18 items were divided into three scales according to the following
criteria:
(i) WORKLOAD AND CONDITIONS - Teacher satisfaction with their workload
and conditions of employment. Specific items include: the availability of library
and audiovisual resources; and, the number of hours of non-teaching duties each
week.
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(ii) RELATIONSHIPS WITH STUDENTS - Teacher satisfaction with their
interactions with students. Specific items include: the attitude of students
towards learning; and, the general behaviour of students in class.
(iii) ADMINISTRATION AND SENIOR STAFF - Teacher satisfaction with their
relationships with senior and administrative figures at a school level. Specific
items include: the expectations senior staff hold for the respondent as a teacher;
and, involvement in decisions about the school.
(Sourced and adapted from Smith & Bourke, 1992, p.35-36.)
This questionnaire was utilised because it provided three measures of teacher satisfaction
that could be compared with student satisfaction at an individual, class, and school level.
Emphasis was placed on establishing whether differences occurred in the levels of
satisfaction experienced by teachers as measured by the three scales. For example, were
teachers in executive positions more satisfied with their relationships with administrative
and senior staff than unpromoted teachers?
The teacher satisfaction data could also be correlated with teacher stress responses to
establish if any relationships exist. For example, did teachers who reported being less
satisfied with their teaching role also report higher levels of stress? Or conversely, did
teachers who reported higher levels of stress indicate that they were more satisfied with
their teaching role than teachers who reported lower levels of stress, as was identified by
Smith and Bourke (1992)? A full scale and item listing of the teacher satisfaction
questionnaire, using the established factor structure and scale reliability reported by Smith
and Bourke (1992), is presented in Appendix 2.
5.6 Other Teacher Data
The schools involved in the study provided complete attendance data (incorporating all
forms of absence: short leave, sick leave, long-service leave, etc.) for the terms prior to
and during the intervention phase from their OASIS database for teachers who had
consented to this information being accessed. Subsequently, absence data were coded as
for students and expressed as a percentage of total teacher days in the term as Term 2
TSick (%) and Term 3 TSick (%), for teacher absence for sick leave only, and Term 2
1
TTotal (%) and Term 3 TTotal (%) for teacher total absence, as detailed in Figure 5.2 .
1

The addition of a “T” to the teacher absence variable names has been used to discriminate
between the student and teacher absence variables.
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To safeguard teacher privacy, all data were collected by the researcher and, furthermore,
teacher absence data were coded at the point of collection. Questionnaires were destroyed
following the coding and checking of data. The data have been stored on computer discs
archived in the University of Newcastle Faculty of Education Store and will be retained
for five years in accordance with University policy.
Figure 5.2 Teacher Absence Variables
Absence Type
Absence for sick leave only
Total absence

Term 2
Term 2 TSick (%)
Term 2 TTotal (%)

Term 3
Term 3 TSick (%)
Term 3 TTotal (%)

5.7 The Intervention Techniques
The intervention phase utilised a self-development, a stress management, and a relaxation
technique, each of which was implemented by one class teacher at the four schools with
their respective classes. The fourth class at each of the four schools acted as a control
group. Complete details regarding Intervention 1, 2, and 3 are provided in Appendices 4,
5, and 6 respectively. Briefly, the three techniques were:
1.

A sequence of ten lessons aimed at improving student communication and
interaction skills adapted by the researcher from the Dutch program called
“Action-Reaction” developed by Freerk Ykema (Woltring & Ykema, 1999). The
program aims to develop student self-respect, self-confidence, self-control, and
self-reflection. The original Ykema program was selected as the foundation for
this intervention based on both the program’s innovative integration of high
involvement practical activities, discussion, and reflection, and confirmation of
the appropriateness of the theoretical framework underpinning this intervention
from the literature reviewed in Chapter Four (see for example, Section 4.6.3).

2.

The use of Progressive Relaxation, Breathing, and Imagination as stress
reduction techniques. These techniques are based on the work of Dr. Edmund
Jacobson in the 1920’s and later Bernard (1990) and focus on reducing anxiety,
and the concept that tensing a muscle before relaxing it facilitates a return to a
more relaxed state. The progressive relaxation technique focuses on the four
major muscle groups: hands, forearms, biceps; throat and shoulders including
forehead, cheeks, eyes, nose, jaw, lips, tongue, and neck; chest, stomach, and
back; thighs buttocks, calves and feet. These techniques have been found to be
appropriate for relieving a broad range of stress related symptoms (Davis,
Eshelman, & McKay, 1995).
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3.

The strategic use of background/mood music selected by the researcher to
promote an appropriate working environment and minimise stress and disruption
at transition periods during the day such as before school, after recess and lunch
(Davis et al., 1995; Schofield, 1995).

5.8 Analyses to be Undertaken
In general, Parts 1 to 4 of the analyses outlined below were undertaken in an attempt to
establish the existence of links between the background variables collected, the concepts
measured by the questionnaire scales, and attendance for students and teachers separately.
Part 5 utilised both the student and teacher data collected in a proposed model of causation
regarding student absenteeism and quality of school life. In both cases the analyses were
carried out as a pre-test and post-test to the implementation of the stress management and
relaxation techniques. Part 6 of the analysis attempted to identify any variation in the pretest and post-test absence and quality of school life means for schools, classes, and
genders. No attempt, other than the comparison of data across four schools and sixteen
classes, was made to control for any potential cyclical patterns of student absence.
1.

2.

Descriptive analyses of:
(i)
Levels of QSL;
(ii)
(iii)
(iv)
(v)

Student absence for sick leave and total absence;
Other student contextual variables;
Teacher Stress;
Teacher Satisfaction;

(vi)
(vii)

Teacher absence for sick leave and total absence; and,
Other teacher contextual variables.

Simple correlational relationships between:
(i)
(ii)
(iii)
(iv)

QSL scales;
QSL scales and student absence;
Teacher Stress scales and Teacher Satisfaction scales; and,
Teacher Stress scales, Teacher Satisfaction scales, Teacher absence, and
other continuous teacher contextual variables.

3.

Cross tabulation analysis of:
(i)
Student Gender by other student contextual variables; and,
(ii)

Categorical teacher contextual variables by other teacher contextual
variables.
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4.

Analysis of Variance between:
(i)
Student absence and other student contextual variables;
(ii)
Student contextual variables and QSL scales;
(iii)
(iv)
(v)
(vi)

5.

Intervention and the difference between Term 3 and Term 2 student QSL
and Term 3 and Term 2 absence;
Teacher School, Class and other teacher contextual variables; and,
Categorical teacher contextual variables and Teacher Stress and Teacher
Satisfaction scales; and,
Intervention and the difference between Term 3 and Term 2 Teacher
Stress, Term 3 and Term 2 Teacher Satisfaction, and Term 3 and Term 2
Teacher Absence.

Analysis of a model using multiple regression analysis: student QSL scales,
student background variables, student absence, Teacher Stress scales, Teacher
Satisfaction scales, teacher background variables, and teacher absence. To take
account of the clustering effects of students within classes and teachers/classes
within schools, the regression analysis was multilevel utilising the iterative
generalised least squares procedure (IGLS) within the multi-level analysis
(MLwiN) program (Rasbash, Browne, Healy, Cameron, & Charlton, 2000).
The regression analysis model had eight response variables - the general and
specific Term 3 student QSL scales and Term 3 Total(%) student absence. The
model had two stages, and eight different equations were used in the analysis. A
full description of this model is provided in Section 8.1, the model itself being
shown in Figure 8.1.

5.9 Experimental Procedure and Data Collection
Aspects of the experimental procedure and data collection including school access,
participant consent, questionnaire implementation, obtaining absence data, and assigning
of the intervention strategies are described below.
5.9.1 School Access, Subject Consent, the Sample, and Response Rates
Approval to conduct this research study was provided by the University of Newcastle and
the NSWDET, the latter also granting access to the schools involved in the study. A
proforma was also provided for gaining the approval of the principal at participating
schools, and consent forms for teachers and the parents/caregivers of student participants
(see Appendix 3).
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Student and teacher subjects were drawn from classes containing Year 5 and 6 students at
four NSWDET schools in the Lower Hunter Valley, in the state of New South Wales in
Terms 2 and 3, 2000. Schools were selected first then teachers and classes within these
schools were asked to participate. In selecting these schools, consideration was given to
providing a sample of schools that was representative of government primary schools in
the Lower Hunter Valley region. The group of schools encompassed varying staff sizes,
student numbers and a broad range of student socioeconomic backgrounds. Final
considerations, however, were the willingness of these schools, teachers and their classes
to participate in the study, and their accessibility. The school-based response rates of both
teachers and students are presented in Table 5.1, while the class based response rates for
students are presented in Table 5.2.
Table 5.1 School Based Response Rates for Teachers and Students
SCHOOL

TEACHERS

School 1
School 2
School 3
School 4
TOTAL

4 (4)
4 (4)
4 (4)
4 (4)
16 (16)

% of
Teachers
100.0
100.0
100.0
100.0
100.0

% of
Sample
25.0
25.0
25.0
25.0
100.0

STUDENTS
103 (105)
121 (121)
110 (110)
114 (115)
448 (451)

% of
Students
98.1
100.0
100.0
99.1
99.3

% of
Sample
23.0
27.0
24.6
25.4
100.0

* Numbers presented in ( ) are the total number of Year 5 & 6 teachers and students at each school.
* Response percentages have been rounded to one decimal place.

Table 5.2 Class Based Response Rates for Students
SCHOOL

CLASS

1
1
1
1
2
2
2
2
3
3
3
3
4
4
4
4
TOTAL

1
2
3
4
1
2
3
4
1
2
3
4
1
2
3
4
16

No. of
Students
25 (26)
24 (24)
27 (27)
27 (28)
29 (29)
30 (30)
30 (30)
32 (32)
29 (29)
26 (26)
29 (29)
26 (26)
28 (28)
27(28)
29 (29)
30 30)
448 (451)

% of
Class
96.2
100.0
100.0
96.4
100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0
100.0
96.4
100.0
100.0
99.3

% of
Sample
5.6
5.4
6.0
6.0
6.5
6.7
6.7
7.1
6.5
5.8
6.5
5.8
6.3
6.0
6.5
6.7
100.0

* Numbers presented in ( ) are the total number of students at the appropriate grade level in each class.
* Response percentages have been rounded to one decimal place.
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The quality of the response rates were perhaps due mainly to the ease and extent of access
to schools by the researcher, the establishment of good communication links with
participating principals, staff, parents, and students, and the apparent felt need of
participating teachers that the research project was relevant to their work. The discretion
of the principals in allowing the researcher to control the dissemination of parent consent
forms and administration of the student questionnaire was also a feature. A final factor
was the time of data collection. Schools and classes seemed to be receptive to completing
the questionnaires in the final weeks of both Terms 2 and 3 even though this is a very busy
and hectic time in schools.
5.9.2 Student and Teacher Questionnaires and Absence Data
The pre-test and post-test teacher questionnaire were personally handed to teachers and
collected by the researcher. Teachers were offered the opportunity to complete their
questionnaire while the researcher relieved the teacher of their class to administer the QSL
questionnaire on both occasions. In all cases, in addition to students having the
questionnaire in front of them, all items of the QSL were read aloud to minimise any
reading difficulties students may have had. The schools involved in the study provided
attendance data for consenting subjects from their OASIS teacher and student database.
Absence information was matched to student and teacher surveys, coded and recorded. All
original documents were then destroyed to ensure subject anonymity. Data have been
stored on computer discs archived in the University of Newcastle Faculty of Education
Store and will be retained for five years in accordance with University policy.
5.9.3 Assigning of the Intervention Strategies
Each of the three intervention strategies, described in Section 5.7, was randomly assigned
to one class at all four of the schools involved in the study for implementation in Term 3
of the 2000 school year. The fourth class at each school acted as a control group. Post-test
measures were then carried out at the completion of the interventions.
•

The Action-Reaction Classes (Action 1-4) undertook the sequence of ten lessons
aimed at improving student communication and interaction skills. The lessons were
designed to be conducted once per week over the intervention period with students
given the opportunity to practice their new skills in the intervening periods. The
program was adapted by the researcher from the “Action-Reaction” program (Woltring
& Ykema, 2000), to allow the participation of both boys and girls. Woltring and
Ykema’s original program was designed for boys only, and it was considered that
some of the physical requirements and activities in this program were inappropriate for
primary-school age female participants.
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•

The four Relaxation Classes (Relax 1-4) were provided with skills and experiences in
the use of Progressive Relaxation, Breathing, and Imagination as stress reduction
techniques on a regular or daily basis. The techniques were based on the work of
Jacobson (1938) and Bernard (1990).

•

The Background/Mood Music Classes (Music 1-4) were subjected to background/
mood music selected by the researcher to promote an appropriate working
environment and minimise stress and disruption at transition periods during the day
such as before school, and after recess and lunch. The theoretical framework for the
selection of musical compositions was developed from the work of Davis et al., (1995)
and Schofield (1995).

•

The control group was a non intervention group, although it was explained to these
teachers, students, and parents of students that they would be given the opportunity to
learn a stress management technique at a later date. The important role of control
groups in providing a comparison with those classes undertaking interventions was
emphasised as a method of ensuring the cooperation of these groups with regard to
their completion of questionnaire instruments and access to their attendance records.

Further, and full description of the interventions was provided in Sections 5.7 and
Appendices 4, 5, and 6 respectively. Details of the intervention involvement of the sixteen
classes and the acronym used to identify each of these classes for the proposes of reporting
intervention data in Chapters 6-9 are provided in Table 5.3.
Table 5.3 Intervention Technique Assigned to Each Class
SCHOOL
1
1
1
1
2
2
2
2
3
3
3
3
4
4
4
4
TOTAL

CLASS
1
2
3
4
1
2
3
4
1
2
3
4
1
2
3
4
16

INTERVENTION STRATEGY
Progressive Relaxation, Breathing & Imagination
Control Group
Background / Mood Music
Action - Reaction
Control Group
Progressive Relaxation, Breathing & Imagination
Action - Reaction
Background / Mood Music
Progressive Relaxation, Breathing & Imagination
Action - Reaction
Control Group
Background / Mood Music
Background / Mood Music
Progressive Relaxation, Breathing & Imagination
Control Group
Action - Reaction
450 (580)

ACRONYM
Relax 1
Control 1
Music 1
Action 1
Control 2
Relax 2
Action 2
Music 2
Relax 3
Action 3
Control 3
Music 3
Music 4
Relax 4
Control 4
Action 4
44.0
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5.10 Summary
In summary, the focus of this study was to identify and implement appropriate
intervention techniques for improving student quality of school life and reducing student
absence. Student perceptions of the quality of their school life along with student absence
were measured in a pre and post intervention design, with the intervention techniques
implemented by teaching staff (the class teacher in all classes).
In difference to the pilot study, described in Appendix 7, the interventions were to be
implemented by class teachers, rather than the researcher. This was done in an attempt to
assess the efficacy of the interventions as a resource for regular class teachers rather than
to assess the ability of the researcher to implement the interventions.
The teacher data, whilst not being the main focus of the study, were important in
independently and for the possible links with student absence and student quality of school
life. Overall, it was hoped that the excellent response rates would provide greater
confidence in the results of this study presented in Chapters 6-9.
Finally, it is important to note that a multilevel model was adopted for the overall analyses
to ensure appropriate standard errors were used when deciding statistical significance
(Woodhouse, Rasbash, Goldstein, & Yang, 1995).
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CHAPTER SIX
Student Descriptions and Relationships
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6.1 Introduction
In this chapter, the characteristics of the student sample are briefly described in terms of
biographical details and responses to the student questionnaire. For clarity, the student and
teacher data sets were initially treated separately. Similar teacher data are discussed and
analysed in Chapter 7. Finally, data related to the impact of the intervention techniques on
individual classes are presented in Chapter 8. Full descriptive results of the analysis of the
relationships and differences in and between the student variables, and the teacher
variables are presented in Appendices 9 and 10 respectively. Relationships and differences
in and between the student variables and the QSL Scales, and the teacher variables and the
stress and satisfaction scales are presented in Appendices 11 and 12 respectively.
6.2 Biographical Variables
As described in Section 5.4, data were collected by the researcher to safeguard privacy and
questionnaires were destroyed following the coding, checking, archiving, and retention of
data. Student gender, year of schooling, class composition, class streaming, and class type
were determined from student identification information on page one of the QSL
questionnaire. Identification was required to link attendance data with QSL surveys.
Parent sanctioned absence for illness and total number of days absent in the terms prior to
and during the intervention phase were provided by the schools from their OASIS
database for students whose parents had consented to this information being accessed.
Details of student gender, academic year of schooling, class composition, class streaming,
and class type are presented in Table 6.1.
The obtained sample of 448 students contained 52.9 per cent male students and 47.1 per
cent female students, with 51.3 per cent reporting Year 5 as their level of schooling and
48.7 per cent Year 6. The most common class type identified was Parallel Year 5/6 with
55.6 per cent of students in this class type. Class streaming statistics indicated that 75.4
per cent of students were in the parallel class types and the reminder in the academically
streamed class types. Finally, class composition statistics indicated that 60.9 per cent of
students were in the composite Year 5/6 class type, while 39.1 per cent were in the Single
Year 5 or Year 6 class type.
For comparison purposes, 2000 school year gender and year of schooling data for the state
and school district where the study was conducted are incorporated in Table 6.1 (Asprea,
2001; NSWDET, 2001). Comparison of these data with the current sample suggested that
there is little difference in state and district student populations with regard to average
gender by year.
155

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Table 6.1 Student Variables (N=448)
VARIABLE

GENDER
Female
%

Male

%

TOTAL

%

Year 5
Year 6
CLASS COMPOSITION
Straight Year
Composite Year
CLASS STREAMING
Parallel
Academic
CLASS TYPE
Parallel Year 5
Parallel Year 6
Parallel Year 5/6
Academically Streamed Year 5
Academically Streamed Year 6

112
125

48.7
57.3

118
93

51.3
38.7

230
218

51.3
48.7

89
148

37.6
62.4

86
125

40.8
59.2

175
273

39.1
60.9

183
54

77.2
22.8

155
56

73.5
26.5

338
110

75.4
24.6

15
32
136
30
24

6.3
13.5
57.4
12.7
10.1

14
28
113
29
27

6.6
13.3
53.6
13.7
12.8

29
60
249
59
51

6.5
13.4
55.6
13.2
11.4

TOTAL

237

52.9

211

47.1

448

100.0

781
764
1545

49.8
50.0
49.9

788
765
1553

50.2
50.0
50.1

1569
1529
3098

50.6
49.4
100.0

30569
30109
60678

50.7
50.7
50.7

29700
29213
58913

49.3
49.3
49.3

60269
59322
119591

50.4
49.6
100.0

YEAR

DISTRICT
Year 5
Year 6
Total
STATE
Year 5
Year 6
Total

Summary statistics for the distribution of student days absent for illness and total absence
in Terms 2 and 3 are provided in Table 6.2. Full descriptive statistics for the distribution of
student absence in Terms 2 and 3 for illness are provided in Table A8.1, and total absence
for Terms 2 and 3 in Tables A8.2 and A8.3, located in Appendix 8.
Table 6.2 Student Absence - Summary Statistics (N=448)
Term 2 Absence
for Illness
(Term 2 - 43 days)
% of
Number
(Term 3 - 39 days)
Sample
211
47.1
0 - 0.1
215
48.0
0.1 - 5
16
3.6
5.1 - 10
5
1.1
10.1 - 15
1
0.2
15.1 - 20
0
0.0
20.1 - 25
0
0.0
> 25
448
100.0
Total
1.32
Mean
0.65
Median
Days Absent

Term 3 Absence
for Illness
% of
Number
Sample
206
46.0
222
49.6
16
3.6
3
0.6
1
0.2
0
0.0
0
0.0
448
100.0
1.34
0.95

Term 2 Total
Absence
% of
Number
Sample
41
9.2
323
72.1
64
14.3
12
2.7
8
1.7
0
0.0
0
0.0
448
100.0
3.12
2.10

Term 3 Total
Absence
% of
Number
Sample
78
17.4
282
63.0
65
14.5
13
2.9
6
1.3
4
0.9
0
0.0
448
100.0
3.22
2.00
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The mean number of days absent due to illness for students over the two-term period of
2
the study was 2.7 days, while the mean total absence was 6.3 days. These means indicated
that while over 80 per cent of the students involved in the study were absent for up to two
days due to illness, less than 10 per cent of students were absent for more than four days.
Similarly while 80 per cent of students had total absences of up to ten days, less than 10
per cent were absent for more than thirteen days.
NSWDET statistics for the 2000 school year indicated that primary students on average
attended 94.3 per cent of school days across the state (NSWDET, 2001), while in the
district where the study was conducted students on average attended 93.9 per cent of
school days (Asprea, 2001) with Year 5 students attending for 94.1 per cent of days and
Year 6 students 93.9 per cent days (Gordon, 2002). Whilst student absence data were only
collected for Terms 2 and 3 in the present study, the average student attendance of 92.4
per cent tends to reflect the lower district average.
It will have been noted that all of the Term 2 and Term 3 student absence variables were
highly positively skewed. Despite this, the absence variables have been used in this
descriptive section in the original form, that is without being normalised. This was done to
assist interpretation of the raw data in the descriptive analyses. Subsequently, these
3

variables were normalised before being used in the multivariate analyses.

6.3 Relationships and Differences in and between the Student Variables
In an attempt to provide greater insights into the nature of the student sample,
relationships and differences between the student variables were examined. Summaries of
the results of these analyses are presented below, while full description of the analyses is
presented in Appendix 9.

2

The two term period of the study was 16.4 school weeks (82 school days). Term 2: 43
student days and 44 teacher days - Term 3: 39 student days and 40 teacher days.
3
For the purpose of allowing direct and accurate comparison between Term 2 and Term 3
student absence data, the percentage of days absent in these terms will be used in all
subsequent analyses. The use of these percentages will be indicated by the variable names:
Term 2 Total (%), Term 3 Total (%), or Terms 2 and 3 Total (%) for total student absence,
the latter term used when describing the use of both variables in an analysis, and Term 2
Sick (%), Term 3 Sick (%), or Terms 2 and 3 Sick (%) for student absence for illness only.
Again the latter term used when describing the use of both variables in an analysis.
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Results indicated that there were no significant differences in Terms 2 and 3 Sick (%) for
all of the variables except Class Streaming for which a significant Term 3 Sick (%)
difference was evident suggesting that students in academically streamed classes were
significantly more likely to be absent in Term 3 than students in composite classes. There
were no significant differences in Terms 2 and 3 Total (%) for either of the year groups or
genders, but significant differences were evident for School, Class, Class Composition,
Class Streaming, and Class Type in Term 2.
In general, Term 2 Total (%) absence was higher in parallel and/or composite classes,
especially parallel Year 5/6 classes and hence schools that contained these classes. No
significant difference was evident between schools or classes in Term 3. The between
groups F-value is presented in Table 6.3 for Student Absence by School, Year, Class,
Gender, Class Type, Class Composition, and Class Streaming.
Table 6.3 Student Absence by other Student Variables ANOVA Between Groups F-Values (N=448)
STUDENT
VARIABLES
Term 2
Sick %
Term 2
Total %
Term 3
Sick %
Term 3
Total %

School

Year

Class

Gender

Class Type

Class
Composit.

Class
Streaming

2.46

0.01

1.22

3.67

0.71

2.35

0.31

0.92

0.03

0.91

1.36

1.69

0.22

6.19

9.75 **

0.23

2.39 **

0.42

5.87 **

13.72 **

18.42 **

2.25

0.42

0.89

0

0.35

0.02

0.04

Significance Level: * p < 0.05 ** p < 0 .01
With the exceptions of Term 2 Total (%) by all student variables except Year and Gender,
and Term 3 Sick (%) by Class Streaming there was little variation in the relationships and
differences between other student variables. This lack of significant variation in the
relationships between other student variables, suggested that the student sample could be
treated as a whole in subsequent analyses.
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6.4 The Quality of School Life (QSL) Scales
6.4.1 QSL Scale Means
Means for the seven scales of the QSL questionnaire are presented along with standard
deviations and scale alpha reliabilities for Term 2 and Term 3 in Table 6.4. All scale
means with the exception of Negative Affect (which is a reverse scale) were above the
midpoint of the scale (2.5) hence all of the seven scale means for both Terms 2 and 3
indicated a favourable attitude towards school. This suggested that, overall, the Year 5 and
6 students involved in the study were content with the different aspects of the quality of
their school life.
Table 6.4 QSL - Term 2 and 3 - Scale Mean Scores, Standard
Deviations and Reliabilities (N=448 for all Scales)

T

QSL
SCALES
General
Satisfaction
Negative
Affect

Mean

SCALE STATISTICS
S.D.
No. Items

Reliability

3.09

0.72

6

0.87

1.62

0.64

5

0.76

E

Teacher

3.41

0.71

5

0.88

R

Opportunity

3.57

0.53

6

0.85

M Achievement

3.36

0.59

5

0.79

Social
Integration

3.19

0.63

8

0.85

Adventure

2.79

0.74

5

0.81

3.08

0.71

6

0.87

1.66

0.66

5

0.77

2

T

General
Satisfaction
Negative
Affect

E

Teacher

3.33

0.72

5

0.89

R

Opportunity

3.52

0.56

6

0.88

M Achievement

3.36

0.57

5

0.80

Social
Integration

3.20

0.61

8

0.86

Adventure

2.79

0.75

5

0.82

3

The Opportunity scales had the highest mean score (3.57 in Term 2 and 3.52 in Term 3)
indicative of a student attitude lying above the midpoint of “agree” and “mostly agree”.
The majority of students clearly felt that school was preparing them for, and providing
them with, opportunities for the future.
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The Adventure scales had the lowest mean score (2.79) in both Terms 2 and 3 indicative
of student attitude lying above the midpoint of “mostly agree” and “mostly disagree”.
Students were least positive about the amount of fun and enjoyment gained from school.
Scale standard deviations in the present study indicated that there was a reasonable
variation of student opinion on all of the scales. The widest variations were evident for the
General Satisfaction and Adventure scales in Term 2 (0.72 and 0.74 respectively) and
Teacher and Adventure scales in Term 3 (0.72 and 0.75 respectively). Interestingly, the
Adventure scale standard deviation in the study by Ainley and Bourke (1992) also
provided the widest variation in student opinion (s.d.=0.71).
The means, standard deviations, and scale alpha reliabilities obtained in the Victorian and
New South Wales studies reported by Ainley and Bourke were weighted, combined,
averaged and are presented for comparison in Table 6.5. The combined scale means
obtained in two studies reported by Ainley and Bourke (1992) were on average 0.10
higher than those obtained in the present study, noting again that the Negative Affect scale
is a reverse scale hence the higher mean indicates a higher level of negative feelings
regarding school.
Table 6.5 QSL Scale Statistics Obtained by Ainley and Bourke (1992, p.119)
(N=4863 for all scales)
SCALE STATISTICS
QSL SCALES

Mean

S.D.

3.04

0.65

6

0.82

1.61

0.66

5

0.73

Teacher

3.30

0.69

5

0.84

Opportunity

3.65

0.43

6

0.81

Achievement

3.34

0.52

5

0.74

Social
Integration

3.21

0.55

8

0.81

Adventure

2.76

0.71

5

0.80

General
Satisfaction
Negative
Affect

No. Items Relaibility

Alpha reliabilities for all scales were above 0.70, that Anderson and Bourke (2000)
suggested was an acceptable level of reliability. The average alpha reliability coefficient
for Term 2 was 0.83 and 0.84 for Term 3. The present average alpha reliability
coefficients were slightly higher than those found by Ainley and Bourke (0.79). The latter
authors also identified the Negative Affect scale (0.73) as the least reliable scale.
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6.4.2 Relationships between QSL Scales
Relationships between the QSL scales were examined through Pearson product-moment
correlation coefficients. Results are presented in Table 6.6. All Term 2 scales were
significantly correlated at the 0.01 significance level as were all Term 3 scales. Similarly
all Term 2 and Term 3 scales were significantly correlated with each other.
Importantly, for the credibility of the QSL instrument, the Term 2 and Term 3 Negative
Affect scales were significantly negatively correlated with all other scales excluding the
relationship between the two Negative Affect scales for which a significant positive
correlation was evident. These results suggested that students who perceived all other
aspects of their school life measured using this instrument as being satisfactory were less
likely to view school as a place that evoked negative emotions and feelings.
The strongest correlation in Term 2 occurred between the General Satisfaction and
Adventure scales (0.79) suggesting that students who felt safe to extend themselves and
strive to reach their full potential at school were generally more satisfied than students
who had a lower level of enjoyment from school. In Term 3, the correlation between the
General Satisfaction and Adventure scales (0.75) was also the strongest correlation.
Across Term 2 and 3 the strongest correlation was evident between the Term 2 Teacher
and Term 3 Teacher scales (0.69) suggesting that students who got on well with their
teacher in Term 2 were more likely to report a similar relationship in Term 3.
The weakest correlations in Term 2 occurred between the Negative Affect and Adventure
scales (-0.28) suggesting that students who viewed school as a place that evoked negative
emotions and feelings were somewhat less likely to view school as a fun and enjoyable
place than they were to report reduced scores on the other QSL scales. The weakest Term
3 correlation also occurred between the Negative Affect and Adventure scales (-0.19).
Interestingly, across the two terms the equal weakest correlations also occurred between
Term 2 Negative Affect and Term 3 Adventure (-0.19) and Term 2 Adventure and Term 3
Negative Affect (-0.19) scales. It is important to remember however that even these, the
weakest correlations, were significant at the 0.01 significance level.
Whilst these results provide evidence of strong relationships between the scales of the
QSL survey, what is also evident is that the scales measured different things. Even the
highest correlation suggested that only approximately 60 per cent of the variance is shared
between General Satisfaction and Adventure, for example. The average correlation of
approximately 0.40 indicates a shared variance of less than 20 per cent.
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Table 6.6 QSL Scale Correlations (N=448 for all Scales)
TERM 2
QSL SCALES

T
E
R
M
2

E
R
M
3

N.A.

General
1
Satisfaction
Negative
-0.42 **
1
Affect
Relationship
0.61 ** -0.30 **
with Teacher
Opportunity

R.w.T.

O

S.A.

S.I.

A.

G.S.

N.A.

0.52 ** -0.31 ** 0.57 **

O

S.A.

A.

1

0.79 ** -0.28 ** 0.56 ** 0.48 ** 0.55 ** 0.48 **

1

1

0.40 ** -0.28 ** 0.44 ** 0.62 ** 0.30 ** 0.28 ** 0.33 ** 0.55 ** -0.32 ** 0.55 **

1

School
0.34 ** -0.27 ** 0.26 ** 0.32 ** 0.66 ** 0.30 ** 0.37 ** 0.48 ** -0.29 ** 0.33 ** 0.43 **
1
Achievement
Social
0.45 ** -0.42 ** 0.33 ** 0.24 ** 0.31 ** 0.67 ** 0.34 ** 0.59 ** -0.49 ** 0.43 ** 0.40 ** 0.47 **
Integration
Adventure

S.I.

1

General
0.68 ** -0.28 ** 0.45 ** 0.37 ** 0.36 ** 0.40 ** 0.57 **
1
Satisfaction
Negative
-0.33 ** 0.63 ** -0.26 ** -0.25 ** -0.31 ** -0.39 ** -0.19 ** -0.37 **
1
Affect
Relationship
0.44 ** -0.21 ** 0.69 ** 0.39 ** 0.27 ** 0.32 ** 0.43 ** 0.56 ** -0.28 **
with Teacher
Opportunity

R.w.T.

1

School
0.54 ** -0.37 ** 0.45 ** 0.44 **
1
Achievement
Social
0.58 ** -0.49 ** 0.44 ** 0.34 ** 0.48 **
Integration
Adventure

T

G.S.

TERM 3

1

0.56 ** -0.19 ** 0.39 ** 0.30 ** 0.36 ** 0.28 ** 0.63 ** 0.75 ** -0.19 ** 0.54 ** 0.45 ** 0.44 ** 0.43 **

1

Significance Level: * p<0.05 ** p <0 .01 (two-tailed)
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6.5 Student Variables and the QSL Scales
To determine if student perceptions of their quality of school life were related to their
biographical and educational characteristics, it was necessary to examine the relationships
and differences between student variables and the QSL scales. Summaries of the results of
these analyses are presented below while full description of the analyses is presented in
Appendix 10.
Differences in the QSL scale mean scores between the student variables of Gender, Year
of schooling, School, Class, Class Composition, Class Streaming, and Class Type were
examined using analyses of variance. Where a significant difference was observed on the
ANOVA, further analysis was undertaken again using Scheffe Multiple Range Tests for
the School, Class, and Class Type variables.
As described in Section A9.3.1 (see Appendix 9), Scheffe Multiple Range Tests were not
used for the Gender, Year, Class Composition, and Class Streaming variables as these
variables only contained two categories. However, some comment is given regarding the
nature of any differences within the categories contained by these variables. In all cases
only significant mean differences and significance levels are tabulated. This has again
been done in an attempt to simplify presentation.
Significant QSL scale differences were evident according to gender for five of the scales,
school on all scales, class on thirteen of the scales, class composition on five of the scales,
class streaming on six of the scales, and class type on eight of the scales. No significant
year differences were evident. However, year of schooling results suggested Year 5
students tended to respond more favourably on General Satisfaction, Teacher, and the
Term 2 Adventure QSL scales, yet also report more negative feelings and emotions
regarding school on the Negative Affect scales.
Year 6 students tended to respond more favourably on the Opportunity, Achievement, and
Social Integration QSL scales than Year 5 students. In general, females, students at
Schools 2 and 3, students in Classes 3/2 and 2/3, composite year classes, and parallel
classes (especially parallel Year 6 classes), tended to respond more favourably on the QSL
scales than cohorts with which they were being compared. The between groups F-values
for the analyses of variance are presented in Table 6.7.
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Table 6.7 QSL Scale Mean Scores by other Student Variables ANOVA Between Groups F-Values (N=448)
QSL SCALES

BACKGROUND VARIABLES
Class
Class
Class Type
Year
Class
Composit. Streaming

Gender

School

General
Satisfaction

5.95 *

15.00 **

0.29

5.61 **

6.90 **

1.99

2.77 *

Negative Affect

2.96

3.07 *

0.54

1.61

0.26

1.89

1.62

Teacher

0.02

23.08 **

2.05

9.74 **

5.09 *

12.56 **

6.29 **

Opportunity

0.03

4.96 **

2.52

2.53 **

0.26

8.58 **

2.90

Achievement

6.92 **

3.89 **

1.47

1.92 *

2.56

1.27

1.88

Social
Integration

7.09 **

5.71 **

0.01

2.32 **

0.59

2.45

1.01

Adventure

2.89

13.40 **

1.52

4.08 **

4.75 *

0.57

2.64 *

General
Satisfaction

2.83

19.20 **

0.25

5.16 **

0.36

9.81 **

4.44 **

Negative Affect

2.93

5.20 **

2.20

1.78 *

0.57

6.55 *

2.76 *

Teacher

0.57

27.92 **

3.24

8.42 **

4.82 *

10.36 **

7.70 **

Opportunity

0.00

6.28 **

0.42

2.29 **

0.28

10.27 **

3.46 **

Achievement

3.70

7.06 **

0.16

2.27 **

17.48 **

0.40

4.15 **

Social
Integration

4.47 *

7.12 **

0.42

2.16 **

0.83

0.70

0.92

Adventure

3.97 *

10.39 **

0.12

3.14 **

2.02

0.83

2.13

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

6.6 Student Absence and the QSL Scales
Relationships between the QSL Scale means with the Terms 2 and 3 Sick (%) absence and
Terms 2 and 3 Total (%) absence were examined through Pearson product-moment
correlation coefficients. Results are presented in Table 6.8. Significant correlations were
evident between Term 3 Sick (%) and the Term 3 QSL scales of General Satisfaction (r= 0.12, p>0.01) and Adventure (r= -0.10, p>0.05) in the predicted directions.
Whilst most relationships were not significant, a general trend was evident suggesting that
higher quality of school life scores on the positive scales of the QSL were generally
related to being absent from school for fewer days for both illness and total absence.
Higher negative feelings and emotions regarding school scores were related to increased
absence. These findings were exemplified by the strongest negative correlation occurring
between Term 3 Sick (%) and Term 3 General Satisfaction.
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Table 6.8 QSL Scale Mean Scores with Student Absence Correlations Coefficients (N=448)
QSL SCALE

T

General
Satisfaction
Negative
Affect

CORRELATION WITH
Term 3
Term 2
Sick %
Total %

Mean

S.D.

Term 2
Sick %

Term 3
Total %

3.09

0.72

-0.07

-0.04

-0.07

-0.01

1.62

0.64

0.02

-0.01

0.04

0.01

E

Teacher

3.41

0.71

-0.05

-0.02

-0.03

0.01

R

Opportunity

3.57

0.53

0.03

-0.02

0.03

-0.01

M Achievement

3.36

0.59

-0.08

-0.03

-0.07

-0.04

Social
Integration

3.19

0.63

-0.02

-0.05

0.04

0.00

Adventure

2.79

0.74

-0.07

-0.05

-0.03

0.02

3.08

0.71

-0.03

-0.12 **

-0.04

-0.08

1.66

0.66

-0.01

0.01

0.03

0.03

2

T

General
Satisfaction
Negative
Affect

E

Teacher

3.33

0.72

-0.01

-0.07

0.01

-0.02

R

Opportunity

3.52

0.56

-0.01

-0.04

0.00

-0.03

M Achievement

3.36

0.57

-0.05

-0.06

-0.07

-0.09

Social
Integration

3.20

0.61

-0.02

-0.03

0.01

-0.01

Adventure

2.79

0.75

-0.08

-0.10 *

-0.07

-0.06

3

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

Similarly, students who reported more fun and enjoyment in their learning on the
Adventure QSL scale were significantly less likely to be absent for illness in Term 3 than
students who reported lower scores on the Adventure scale. This relationship also appears
to highlight the importance of providing students with an interesting and stimulating
environment in which to work.
The consistency in direction of these correlations is perhaps indicative of multivariate
relationships. The implications of these results, especially with regard to school
effectiveness are discussed in Chapter 10.
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Also of note is the relationship between Term 3 Total (%) and the Term 3 Achievement
QSL scale that was approaching significance at the 0.05 level (r= -0.09, p>0.05). Students
who perceived they were doing well at school on the Term 3 Achievement scale were
somewhat less likely to be absent in Term 3 than students who perceived they were
achieving less well. The high mean of 3.36 for this scale is important as it suggested that
the majority of students perceived that they were making good progress at school.
Moreover, it could be argued that while this perception existed, these students were more
likely to be at school. In these circumstances, the task for educators is to ensure that
students maintain this positive focus on achievement. The impact of the intervention
techniques, described in Chapter 9, provides a possible method of pursuing this goal.
Finally, and with regard to the overall intentions of this study, the fact that two significant
relationships occurred with absence for illness would appear to reinforce the link between
lower perceptions of quality of life and increased susceptibility to viral disease and
infection described in Sections 3.5, 3.14, and 3.21. However, it is important to remember
that this is only one possible explanation and only correlational relationships were
considered here. Evidence was provided that it is highly likely that there is a two-way
interaction between student perceptions regarding school and absenteeism. A causal model
is tested later.
6.7 Chapter Summary
In summary, this chapter described the characteristics of the student sample in terms of
their biographical and educational characteristics, and their responses to the student
questionnaire used. Analysis of the data collected (student gender, school, class, year of
schooling, class composition, class streaming, class type, number of days absent for
illness, and total absence) suggested that the group of students surveyed were a reasonably
homogeneous sample. Hence it was likely that this was a representative sample of students
in the Lower Hunter Valley.
QSL scale means suggested that overall students were quite satisfied with their quality of
school life. All scale means were above the mid-point of the scale (2.5) with the exception
of the Negative Affect scale (the reverse scale). Correlations between the QSL scales were
all significant at the 0.01 significance level, suggesting that students who were more
satisfied with one aspect of their schooling were more likely to be satisfied with other
aspects of their schooling, as measured by the QSL scales. Students who perceived school
as an unhappy and uninviting place, indicated by higher scores on the Negative Affect
scale, were more likely to have lower scores on the other QSL scales.
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A number of relationships were observed between the student variables and the QSL
scales. Females were generally more satisfied with the quality of their school life than
males in both Terms 2 and 3, while students at School 3 perceived a higher level of
satisfaction on six of the seven Term 2 and all seven of the Term 3 QSL scales, as
described fully in Appendix 10.
Whilst the class type and class streaming results need to be considered in light of the
disproportionate size of the groupings, that ranged in sample size from 29 to 338 students,
results for the five class types suggested that students in parallel Year 6 classes tended to
respond more favourably on the majority of QSL scales. Similar trends were also evident
for students in parallel classes when compared to students in academically streamed
classes, and students in single year classes when compared to students in composite year
classes.
Class differences demonstrated significant variation on all QSL scales. General trends
suggested that students in Class 3 at School 2, and Class 2 at School 3, tended to perceive
a high level of quality of school life. Students in Classes 1 and 2 at School 1, and Class 3
at School 4, were generally less happy than students in the other thirteen classes on the
majority of scales. The importance of class differences on individual QSL scales with
regard to the impact of the interventions and the overall purpose of the study will be
described in Chapter 9.
With regard to the relationship between student absence and the QSL scales, a general
trend was evident suggesting that students who reported higher quality of life at school
were generally absent from school for fewer days for both illness and total absence.
Higher negative feelings and emotions regarding school was related to increased absence.
The significant negative correlations between Term 3 Sick (%) and Term 3 General
Satisfaction and Adventure reinforced this relationship and also the link identified in the
literature between increased illness and lower quality of life.
Whilst not reaching statistical significance, the relationship between lower Achievement
scale scores and increased absence rates may be important in terms of school effectiveness
assessment as student achievement is increasingly a key criterion in the school
effectiveness assessment process. The appropriateness of the intervention strategies in
addressing this relationship are described in Chapter 10.
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CHAPTER SEVEN
Teacher Descriptions and Relationships
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7.1 Introduction
In this chapter, the characteristics of the teacher sample are described in terms of their
biographical details and their response to the teacher questionnaire.
7.2 Biographical Variables
Biographical data for teachers are presented in Table 7.1. Details of teacher absence are
provided in Table 7.2. The gender mix of the sample was almost equal with two more
female teachers than male teachers. Fifteen of the sixteen teachers were full-time
employees, and a clear majority held an education degree or a degree and diploma of
education.
With regard to teaching position, half of respondents were generalist class teachers, and
the remainder of the sample were in executive positions. Of these eight teachers in senior /
executive positions, six were male and two female. Teaching loads varied accordingly
with respondents in executive positions generally reporting lower teaching loads. The
average teaching load of 20.6 hours per week was calculated on face-to-face teaching
hours per week only and does not include additional duties carried out by teachers such as
playground duty and release time.
Table 7.1 Teacher Biographical Characteristics (N=16)
Variable
No.
GENDER
Male
7
Female
9
Total
16

%
43.8
56.3
100.0

QUALIFICATIONS
Tch. Certif.
1
6.3
Dilpoma
1
6.3
Deg./Dip. Ed.
10
62.5
Postgrad.
4
25.0
Total
16
100.0

Teacher
A.S.T.
E.T.
A.P.
Total

POSITION
8
2
2
4
16

50.0
12.5
12.5
25.0
100.0

TEACHING LOAD
19 hours
1
6.3
20
5
31.3
21
10
62.5
Total
16
100.0
Mean
20.6 hours

Variable
No.
%
EMPLOYMENT STATUS
Full time
15
93.8
Part time
1
6.3
Total
16
100.0
STRESS ITEM
A little stress
3
Some stress
7
A fair bit
2
Very stressed
4
Total
16

18.8
43.8
12.5
25.0
100.0

YEARS AT THAT SCHOOL
1
4
25.0
2
1
6.3
3
1
6.3
4
4
25.0
5
1
6.3
7
1
6.3
9
1
6.3
15
1
6.3
21
2
12.5
Total
16
100.0
Mean
6.4 years

Variable
No.
%
YEARS TEACHING
1
1
6.3
3
1
6.3
4
1
6.3
7
1
6.3
9
1
6.3
15
2
12.5
21
1
6.3
22
1
6.3
23
1
6.3
24
2
12.5
26
2
12.5
30
1
6.3
31
1
6.3
Total
16
100.0
Mean
17.6 years
CLASS TYPE
Parallel Yr.5
1
Parallel Yr.6
2
Parallel Yr.5/6
9
Streamed Yr.5
2
Streamed Yr.6
2
Total
16

6.3
12.5
56.3
12.5
12.5
100.0
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The lowest teaching load was reported by the part-time teacher who taught at their school
4
for 4.5 days per week . Lower teaching loads were also generally reported by senior
teachers who often receive some additional release time to carry out executive duties.
The majority of teachers had composite parallel (unstreamed) Year 5/6 classes. Four other
class combinations were reported by teachers; parallel Year 5, parallel Year 6,
academically streamed Year 5, and academically streamed Year 6. With regard to class
streaming, 75 per cent of teachers were teaching parallel classes. With regard to class
composition, 44 per cent of teachers were teaching single year classes and the remaining
56 per cent composite Year 5 and 6 classes.
There was wide variation in both the number of years respondents had taught at their
current school and the extent of their teaching career. While over two thirds of the teachers
surveyed had been teaching for at least fifteen years, more than two thirds of respondents
had been in their current school for five years or less. This result perhaps reflects the
general trend evident in the New South Wales teaching profession for teachers to move to
more coastal school locations after commencing their careers in inland or rural locations.
It is also highly likely that at least some of the eight teachers in executive positions have
had to change schools to take up their promotion positions. Teaching experience ranged
from one year to thirty-one years with the average length of teaching experience being
17.6 years. The average time spent by respondents in their current school was 6.4 years.
Overall, the schools contained a representative mix of teachers with regard to
qualifications, age, and gender. Recent state averages suggest that approximately 80 per
cent of teachers have four years of formal training and an average age of 42 years
(NSWDET, 1997a). If the average age of beginning teachers is 24 years, the mean age for
the teachers sampled would be approximately 42 years. In 1998, of the almost 45000
primary and secondary teachers employed by the NSWDET, 52 per cent were female and
48 per cent were male (NSWDET, 1998c). On a national level there were 77781 primary
teachers employed in government schools in 1999, 59937 (77.1%) of whom were female
and 17844 (22.9%) of whom were male (MCEETYA, 1999). Thus the number of males in
this sample was more reflective of the state gender average.

4

As the teaching load of the part time teacher is approaching that of a full time load (4.5
days per week) little analysis of the differences between full time teachers and the part
time teacher will be undertaken.
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Table 7.2 Teacher Absence (N=16)
TERM 2 ABS ENCE FOR ILLNES S ONLY
% of
% of Term
Days
Number
S ample
(44 days)
Absent
0.0
3
18.8
0.0
1.0
4
25.0
2.3
2.0
5
31.3
4.6
3.0
3
18.8
6.8
4.0
1
6.3
9.1
16
100.0
Total
1.69
3.84
Mean
2.00
4.55
Median

Days
Absent
0.5
0.6
1.0
2.0
2.3
3.0
4.0
5.0
6.0
Total
Mean
Median

TERM 2 TOTAL ABS ENCE
% of
% of Term
Number
S ample
(44 days)
1
6.3
1.1
1
6.3
1.4
2
12.5
2.3
3
18.8
4.6
1
6.3
5.2
3
18.8
6.8
3
18.8
9.1
1
6.3
11.4
1
6.3
13.6
16
100.0
2.71
6.16
2.65
6.02

TERM 3 ABS ENCE FOR ILLNES S ONLY
% of
% of Term
Days
Number
S ample
(40 days)
Absent
0.0
5
31.3
0.0
1.0
5
31.3
2.5
1.8
1
6.3
4.5
2.0
2
12.5
5.0
4.0
1
6.3
10.0
6.0
1
6.3
15.0
15.0
1
6.3
37.5
16
100.0
Total
2.24
5.59
Mean
1.00
2.50
Median

Days
Absent
0.0
1.0
2.0
3.0
3.5
3.8
4.0
5.0
6.0
6.5
7.5
15.5
Total
Mean
Median

TERM 3 TOTAL ABS ENCE
% of
% of Term
Number
S ample
(40 days)
1
6.3
6.3
3
18.8
2.5
1
6.3
5.0
1
6.3
7.5
2
12.5
8.8
1
6.3
9.5
1
6.3
10.0
2
12.5
12.5
1
6.3
15.0
1
6.3
16.3
1
6.3
18.8
1
6.3
38.8
16
100.0
4.27
10.67
3.65
9.13

The mean number of days absent due to illness for teachers over the two-term period of
5
the study was 3.93 days, while the mean total absence was 6.98 days. The means for
illness and total absence in Term 2 were 1.69 days (3.8% of days) and 2.71 days (6.2% of
days) and in Term 3 were 2.24 days (5.6% of days) and 4.27 days (10.7% of days)
respectively. These results suggested that teachers were, on average, likely to be present
on 93.8 per cent of the school days during Term 2 and 89.3 per cent of school days during
Term 3.

5

The two term period of the study was 16.4 school weeks / 82 school days. Term 2 - 44
days for teachers / 43 days for students. Term 3 - 40 days for teachers / 39 days for
students.
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7.3 Relationships and Differences between the Teacher Background Variables
In an attempt to provide greater insights into the nature of the teacher sample,
relationships and differences between the teacher background variables were examined.
Summaries of the results of these analyses are presented below, while full description of
the analyses is presented in Appendix 11.
Relationships between all teacher background variables except School, Class Type, Class
Composition, and Class Streaming were examined through correlation coefficients.
Relationships between School, Class Composition, Class Streaming, Class Type, Gender,
Qualifications, Position, and the Stress Item were examined using Chi-squared tests.
Relationships of Years Teaching, Years at School, Teaching Load, and absence with
teacher School, Class Composition, Class Streaming, and Class Type were examined
using a series of one-way analyses of variance.
Although none of the means was statistically significantly different, nor were any
significant ANOVA results observed, trends for each school suggested that teachers at
School 3 have had a shorter teaching career than teachers at the other three schools.
Teachers of Parallel Year 5, Parallel Year 6 classes, and those located at Schools 1 and 2,
tended to have been at their current schools longer than the other teachers surveyed.
With regard to class composition, teachers of single year classes tended to have been
teaching longer and also have been at their current school longer with the latter difference
approaching significance at the 0.05 level. Little difference in experience or time at
current school was evident with regard to teaching a parallel or academically streamed
class.
The absence analysis suggested that teachers at School 1 tended to be absent less in Term
2 than teachers at the other schools, yet had a higher rate of absence in Term 3 than
teachers at the other schools. Class composition differences suggested that teachers of
composite year classes tended to have slightly higher rates of absence than teachers of
single year classes in Term 2. Interestingly, this result was reversed in Term 3 with greater
differences evident and the Term 3 TTotal (%) difference approaching significance at the
0.05 level.
Similar trends were evident for class streaming with teachers of parallel classes tending to
have slightly higher rates of absence than teachers of academically streamed classes in
Term 2. This result was also reversed in Term 3 with greater differences evident and the
Term 3 TTotal (%) difference approaching significance at the 0.05 level.
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Finally, class type differences were also evident for teacher absence. The highest average
rate of absence due to illness was reported by teachers of parallel Year 6 classes in Term 2
and teachers of academically streamed Year 6 classes in Term 3. The highest average rate
of total absence was reported by teachers of academically streamed Year 5 classes in Term
2 and teachers of academically streamed Year 6 classes in Term 3. Again it is important to
reinforce that these were only possible trends in the data and may have limited
generalisability due mainly to the small size of the teacher sample and the variance in the
number of school days across the two terms.
7.4 The Teacher Scales
This section provides means, standard deviations, and reliabilities for the Teacher Stress
and Teacher Satisfaction instruments used. Correlations between the stress and satisfaction
scales are also presented.
7.4.1 Teacher Stress Questionnaire
Means for the four scales of the Teacher Stress questionnaire in both Term 2 and Term 3
were computed and are presented along with standard deviations and scale alpha
reliabilities in Table 7.3. All scale means with the exception of Time Pressures in Term 2
were below the mid-point of the scale (2.5). The scale means suggested that the teachers at
the four schools involved in the study did not generally perceive a high level of stress from
these aspects of their teaching role. Stress resulting from time pressures followed by stress
arising from lack of rewards and recognition were identified as the primary sources of
work related stress by the majority of teachers surveyed.
Table 7.3 TEACHER STRESS - Scale Statistics and Mean Scores
(N=16 for all scales)
SCALE
Conflict
T
E
Student &
R Physical Cond.
M
Time Pressures
2

Rewards &
Recognition

Conflict
T
E
Student &
R Physical Cond.
M
Time Pressures
3

Rewards &
Recognition

Mean

S.D.

No. items

Reliability

2.01

0.61

6

0.80

1.87

0.45

8

0.73

2.56

0.65

6

0.80

2.35

0.68

6

0.79

1.92

0.48

6

0.73

1.90

0.47

8

0.83

2.44

0.59

6

0.85

2.29

0.49

6

0.63
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Scale standard deviations indicated that there was a reasonable variation of teacher
opinion on all of the scales. The widest variations were evident for the Time Pressures,
and Rewards and Recognition scales. Reliabilities for all scales were above 0.7 except
Term 3 Rewards and Recognition. However, due mainly to the small sample size, results
generated from this group are perhaps best viewed tentatively. In his study of secondary
teachers, Smith (1990) obtained the reliabilities presented in Table 7.4 that may provide a
better indication of the reliability of these scales.
Table 7.4 Stress Scale Statistics Obtained by Smith (1990)
(N=169 for all scales)
SCALE

Mean

S.D.

No. items

Reliability

Conflict

2.04

0.63

6

0.80

Student &
Physical Cond.

2.04

0.56

8

0.79

Time Pressures

2.62

0.79

6

0.87

Rewards &
Recognition

2.70

0.64

6

0.78

Whilst both sets of reliabilities are similar, the results obtained by Smith were higher for
the Conflict, and Time Pressures scales and lower for the Students and Physical
Conditions, and Rewards and Recognition scales. It is also interesting to note that the level
of stress reported in the present study by primary teachers from lack of rewards and
recognition was much lower than that reported by their secondary counterparts in the
Smith study.
7.4.2 Teacher Satisfaction Questionnaire
Means for the three scales of the Teacher Satisfaction questionnaire were computed and
are presented along with standard deviations and scale reliabilities for both Term 2 and
Term 3 in Table 7.5. All scale means were above the mid-point of the scale (2.5)
suggesting that the teachers at the four schools involved in the study were reasonably
satisfied with these aspects of their teaching role.
Only the Term 2 and Term 3 Administration and Senior Staff scales had means indicative
of teacher attitude slightly beyond “a fair bit” of satisfaction with the items contained in
this scale, the level considered to be the ‘gold standard’ in the occupational satisfaction
literature (75% of the maximum value of the scale). Teachers in these schools perceived
their relationships with the school executive to be positive. The result may have been
somewhat influenced by the fact that half of the teacher sample were employed in senior
positions.
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Table 7.5 TEACHER SATISFACTION - Scale Statistics and Mean Scores
(N=16 for all scales)
SCALE
T Workload &
E
Conditions
R Relationships
M with Students
Administration
2
& Senior Staff
T Workload &
E
Conditions
R Relationships
M with Students
Administration
3
& Senior Staff

Mean

S.D.

No. items

Reliability

2.51

0.60

6

0.87

2.75

0.49

6

0.80

3.05

0.58

6

0.84

2.52

0.50

6

0.85

2.84

0.34

6

0.67

3.09

0.41

6

0.76

Scale standard deviations indicated that there was more variation of teacher opinion on the
three scales in Term 2 than Term 3. The widest variations were evident for the Workload
and Conditions, and Administration and Senior Staff scales perhaps again resulting from
the distinct groups of teachers surveyed with regard to teaching position. Reliabilities for
all scales, except the Term 3 Relationships with Students, were again above 0.7 and
compared well to those obtained by Smith (1990) that are presented in Table 7.6.
Table 7.6 Satisfaction Scale Statistics Obtained by Smith (1990)
(N=169 for all scales)
SCALE
Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

Mean

S.D.

No. items

Reliability

2.02

0.61

4

0.71

2.38

0.60

5

0.83

2.77

0.57

5

0.74

It is important to note that Smith (1990) used a fifteen-item version of the original
eighteen-item satisfaction questionnaire developed by Bourke (1984). During analysis,
Smith removed a further item from the Relationships with Students scale. Reliabilities in
the present study with all items included were lower for the Relationships with Students
scales in Terms 2 and 3, but higher for both the Workload and Conditions, and
Administration and Senior Staff scales in Terms 2 and 3.
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7.4.3 Relationships between the Teacher Stress and Teacher Satisfaction Scales
Relationships between the scale mean scores for the Teacher Stress scales and Teacher
Satisfaction scales were examined through Pearson product-moment correlation
coefficients. Results are presented in Table 7.7. Significant positive correlations were
evident between the Term 2 Teacher Stress scales of Student and Physical Conditions and
Time Pressures (r=0.65, p<0.01), Student and Physical Conditions and Rewards and
Recognition (r=0.55, p<0.05), and Time Pressures and Rewards and Recognition (r=0.67,
p<0.01). These results suggested that teachers who perceived greater stress from their
dealings with students and other associated aspects of the school environment, such as
noise and overcrowding, were also likely to report feeling more unrewarded and
unrecognised in their teaching role and perceived that these factors impinged more on
their teaching time resulting in higher stress.
In Term 3, the significant correlations between the scales of Student and Physical
Conditions and Time Pressures (r=0.55, p<0.05), and Student and Physical Conditions and
Rewards and Recognition (r=0.52, p<0.05) were again evident along with a significant
positive correlation between Conflict and Rewards and Recognition (r=0.71, p<0.01). The
latter correlation suggested that teachers who perceived more stress arising from their
relationships with executive and administrative staff were also more likely to be of the
opinion that they were not being appropriately compensated in their teaching role.
Strong positive correlations were evident between the three Term 2 Teacher Satisfaction
scales of Workload and Conditions and Relationships with Students (r=0.69, p<0.01),
Workload and Conditions and Administration and Senior Staff (r=0.75, p<0.01), and
Relationships with Students and Administration and Senior Staff (r=0.69, p<0.01). These
results suggested that teachers who were more satisfied with their workload and conditions
were also likely to report more positive perceptions about their relationships with students,
administrative staff, and members of the executive.
The important link that appears to be evident from the latter correlation is that teachers
who were satisfied with one group in the school, such as students, were more likely to
report that they were generally more satisfied with other groups in the school, such as
other teachers and members of the executive. In Term 3, strong correlations were again
evident between the three Teacher Satisfaction scales of Workload and Conditions and
Relationships with Students (r=0.81, p<0.01), Workload and Conditions and
Administration and Senior Staff (r=0.69, p<0.01), and Relationships with Students and
Administration and Senior Staff (r=0.64, p<0.01).
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Table 7.7 Teacher Stress and Teacher Satisfaction Scale Mean Scores-Correlation Coefficients (N=16 for all Scales)
TERM 2

T
E
R
M

2

TEACHER
SCALES

C.

Conflict

1

Student &
Phys. Cond.
Time
Pressures
Rewards &
Recognition

E
R

A.&.
C.
S.S.
TEACHER STRESS

T.P.

R.&R. W.&.C. R.w.S.

0.38

1

0.07

0.65 **

1

0.50

0.55 *

0.67 **

T.P.

R.&R. W.&.C. R.w.S.

A.&.
S.S.

1

Student &
Phys. Cond.
Time
Pressures
Rewards &
Recognition

0.69 **

0.34

0.15

0.34

-0.35

-0.16

-0.48

1

0.17

0.65 **

0.24

0.25

-0.11

0.09

0.04

0.38

1

0.21

0.86 ** 0.80 **

0.50 *

-0.48

-0.10

-0.22

0.37

0.55 *

1

0.62 **

-0.43

-0.27

-0.42

0.71 **

0.52 *

0.45

1

0.64 **

0.53 *

0.33

TEACHER SATISFACTION

M

3

S.&.
P.C.

TEACHER SATISFACTION
Workload &
-0.54 * -0.65 ** -0.53 * -0.66 **
1
Conditions
Relationship
-0.44
-0.38
-0.09
-0.30 0.69 **
1
with Stud.
Admin. &
-0.73 ** -0.38
-0.09
-0.34 0.76 ** 0.69 **
1
Senior Staff
TEACHER STRESS
Conflict

T

S.&.
P.C.

TERM 3

Workload &
Conditions
Relationship
with Stud.
Admin. &
Senior Staff

-0.36

-0.57 *

-0.32

-0.39

0.68 **

0.45

0.59 *

-0.46

-0.34

-0.43

-0.64 **

1

-0.26

-0.27

-0.07

-0.32

0.50

0.50 *

0.38

-0.26

-0.16

-0.03

-0.55 *

0.81 **

-0.49

-0.26

0.10

-0.40

0.56 *

0.41

0.67 **

-0.32

-0.26

-0.04

-0.58 *

0.69 ** 0.64 **

1
1

Significance Level: * p<0.05 ** p <0 .01 (two-tailed)
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With regard to the interrelation between the Teacher Stress and Teacher Satisfaction
scales, significant correlations were evident within Terms 2 and 3 and across the two
terms. In Term 2, the Workload and Conditions satisfaction scale was significantly
negatively correlated with the four stress scales of Conflict (r=-0.54, p<0.05), Students
and Physical Conditions (r=-0.65, p<0.05), Time Pressures (r=-0.53, p<0.05), and
Rewards and Recognition (r=-0.66, p<0.01). These results suggested that teachers who
were more satisfied with their workload and conditions, on average, perceived less stress
from all sources surveyed.
The strongest negative correlation in Term 2 however was between the Conflict stress
scale and Administration and Senior Staff satisfaction scale (r=-0.75, p<0.01). This result
tends to reinforce that teachers who perceived greater stress from their relationship with
executive and administrative staff also found this a less satisfactory component of their
teaching role.
Interestingly in Term 3, the Rewards and Recognition stress scale was significantly
negatively correlated with the three satisfaction scales of Workload and Conditions (r=0.64, p<0.05), Relationship with Students (r=-0.55, p<0.05), and Administration and
Senior Staff (r=-0.58, p<0.05). These results suggested that teachers who were more
satisfied with their workload and conditions, on average, perceived less stress from all
sources surveyed. The strongest negative correlation in Term 3, however, was again
between the Conflict stress scale and the Administration and Senior Staff satisfaction scale
(r=-0.69, p<0.01) implying that, as was the case in Term 2, teachers who perceive greater
stress from their relationship with executive and administrative staff were also more likely
to find this a less satisfactory component of their teaching role.
Across the two terms, significant positive correlations were evident between the Teacher
Stress scales of Term 2 Conflict and Term 3 Conflict (r=0.69, p<0.01), Term 2 Conflict
and Term 3 Rewards and Recognition (r=0.69, p<0.01), Term 2 Students and Physical
Conditions and Term 3 Students and Physical Conditions (r= 0.65, p<0.01), Term 2
Students and Physical Conditions and Term 3 Time Pressures (r=0.65, p<0.01), Term 2
Students and Physical Conditions and Term 3 Rewards and Recognition (r=0.53, p<0.05),
Term 2 Time Pressures and Term 3 Time Pressures (r= 0.80, p<0.01), Term 2 Rewards
and Recognition and Term 3 Time Pressures (r= 0.50, p<0.05), and Term 2 Rewards and
Recognition and Term 3 Rewards and Recognition (r= 0.62, p<0.05). In general, these
results suggested that teachers who perceived higher stress on one or more of the Term 2
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Teacher Stress scales were more likely to perceive higher levels of stress on one or more
of the Term 3 Teacher Stress scales.
Significant positive correlations were evident for the Teacher Satisfaction scales of Term 2
Workload and Conditions and Term 3 Workload and Conditions (r=0.68, p<0.01), Term 2
Workload and Conditions and Term 3 Administration and Senior Staff (r=0.56, p<0.05),
Term 2 Relationship with Students and Term 3 Relationship with Students (r=0.50,
p<0.05), Term 2 Administration and Senior Staff and Term 3 Workload and Conditions
(r=0.59, p<0.05), and Term 2 Administration and Senior Staff and Term 3 Administration
and Senior Staff (r=0.67, p<0.01). Again these results suggested that teachers who
perceived more satisfaction on one or more of the Term 2 Teacher Satisfaction scales were
more likely to perceive higher levels of satisfaction on one or more of the Term 3 Teacher
Satisfaction scales.
The only negative correlation across the two terms was evident between the Term 2
Teacher Stress scale of Students and Physical Conditions and the Term 3 Teacher
Satisfaction scale of Workload and Conditions (r=-0.57, p<0.05). This result suggested
that teachers who perceived more stress in Term 2 from their students and the physical
environment were, on average, likely to be less satisfied with their workload and
conditions in Term 3.
In summary, higher perceived stress from students and the school environment in both
Term 2 and 3 were related to higher perceived stress from lack of rewards and recognition
and time pressures. In Term 3 perceived lack of rewards and recognition was also related
to more stress arising from perceived poor relationships with executive and administrative
staff. With regard to teacher satisfaction, higher perceived satisfaction with workload and
conditions in both Terms 2 and 3 was related to higher perceived satisfaction with
relationships with students, administrative staff, and members of the executive.
Results for the relationships between the Term 2 and Term 3 Teacher Stress scales
suggested that teachers who perceived more stress on one or more of the Term 2 Teacher
Stress scales were more likely to perceive higher levels of stress on one or more of the
Term 3 Teacher Stress scales. Relationships between the Term 2 and Term 3 Teacher
Satisfaction scales suggested that teachers who perceived more satisfaction on one or more
of the Term 2 Teacher Satisfaction scales were more likely to perceive higher levels of
satisfaction on one or more of the Term 3 Teacher Satisfaction scales. Finally, results for
the relationships between both the Term 2 and Term 3 Teacher Stress and Teacher
Satisfaction scales suggested that higher perceived stress in Term 2 from students and
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physical conditions was related to lower perceived satisfaction with workload and
conditions in Term 3.
7.5 Teacher Background Variables and the Teacher Stress and Satisfaction Scales
To determine if teacher perceptions of their level of stress and satisfaction were related to
their biographical characteristics, it was important to examine the relationships and
differences between the teacher background variables and the Teacher Stress and Teacher
Satisfaction scales. Summaries of the results of these analyses are presented below, while
full description of the analyses are presented in Appendix 12.
Relationships between the teacher background variables of Gender, Qualifications,
Position, Years Teaching, Years at School, Teaching Load, the Stress Item, and the scale
mean scores for the Teacher Stress scales and the Teacher Satisfaction scales were
examined through Pearson product-moment correlation coefficients. Differences in the
scale mean scores for the Teacher Stress scales and Teacher Satisfaction scales between
schools, class streaming, class composition, and class types were examined using one-way
analyses of variance. Where a significant difference was observed between schools,
further analysis was undertaken using Scheffe Multiple Range Tests.
In summary, results suggested that more experienced teachers, perceived higher levels of
stress from lack of rewards and recognition in both Terms 2 and 3, and more conflict with
administrative and senior staff in Term 3. Teachers who rated their level of stress as being
higher than that of their peers on the background stress question were also more likely to
perceive a higher level of stress from student and physical conditions and lack of rewards
in Term 2, time pressures in Terms 2 and 3, and lower satisfaction with their workload and
conditions associated with their teaching role in Term 2.
With regard to school, teachers at School 2 tended to perceive more stress on the majority
of the Teacher Stress scales in both Terms 2 and 3. In contrast teachers at School 3 tended
to report less stress than teachers at the other schools. Less differentiation was evident
with regard to teacher satisfaction levels across the four schools, a result reinforced by the
lack of statistically significant relationships.
No formal post-hoc analyses were able to be undertaken of the class streaming, class
composition, and class types differences, due to the disproportionate group sizes for these
variables (some groups containing one subject only). However, observation of the class
composition means suggested that teachers of composite year classes, on average, reported
more satisfaction and less stress than teachers of single year classes on all scales, and
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significantly so for the Teacher Stress scales of Time Pressures in Term 2, the Rewards
and Recognition in Terms 2 and 3, and the Teacher Satisfaction scale of Relationships
with Students in Term 2.
Trends for Class Streaming suggested that teachers of academically streamed classes were
more likely to report lower levels of satisfaction on all of the Term 2 and Term 3 Teacher
Satisfaction scales, and also reported more stress on all teacher stress scales, except for the
Term 2 and Term 3 teacher conflict scales, than teachers of parallel classes. In general,
these differences suggested that teachers of parallel classes, and particularly Parallel Year
5/6 classes were, on average, more satisfied and less stressed than teachers of other class
groups and class types surveyed.
7.6 Teacher Absence and the Teacher Stress and Teacher Satisfaction Scales
Relationships between the scale mean scores for the Teacher Stress scales, Teacher
Satisfaction scales, and teacher absence were examined through Pearson product-moment
correlation coefficients. Results are presented in Table 7.8.
Table 7.8 Teacher Stress and Teacher Satisfaction Scales, and Teacher Absence Means and Correlation Coefficients (N=16)
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T
E
R
M

CORRELATION WITH
Term 2
Term 3
Term 2
Term 3
Sick % Sick %
Total % Total %
TEACHER STRESS

TEACHER
SCALE

Mean

S.D.

Conflict

2.01

0.61

0.14

-0.13

0.07

-0.02

1.87

0.45

-0.20

0.27

0.04

0.30

2.56

0.65

-0.06

0.43

-0.02

0.55 *

2.35

0.68

0.13

0.20

0.20

0.45

Student &
Phys. Cond.
Time
Pressures
Rewards &
Recognition

TEACHER SATISFACTION
2

Workload &
Conditions
Relationship
with Stud.
Admin. &
Senior Staff

2.51

0.60

0.02

0.11

-0.23

-0.17

2.75

0.49

-0.07

0.19

- 0.53 *

-0.05

3.05

0.58

0.11

0.13

-0.07

-0.09

TEACHER STRESS
T
E
R
M
3

Conflict
Student &
Phys. Cond.
Time
Pressures
Rewards &
Recognition

1.93

0.48

0.33

-0.30

0.12

-0.15

1.90

0.47

0.10

0.20

-0.27

0.16

2.44

0.59

-0.12

0.42

-0.06

0.43

2.29

0.49

0.03

-0.08

-0.04

0.05

TEACHER SATISFACTION
Workload &
2.52
0.50
0.09
0.06
0.02
Conditions
Relationship
2.84
0.34
-0.10
0.23
-0.23
with Stud.
Admin. &
3.09
0.41
0.06
0.16
0.08
Senior Staff
Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

-0.11
0.02
-0.04

Two significant correlations were evident between the scale mean scores for the Teacher
Stress scales, Teacher Satisfaction scales and teacher absence. The Term 2 Time Pressures
Teacher Stress scale and Term 3 TTotal (%) were significantly positively correlated
(r=0.55, p<0.05) suggesting that teachers who perceived a higher level of stress from time
pressures in Term 2 were likely to absent more in Term 3. The Term 2 Relationships with
Students and the Term 2 TTotal (%) were significantly negatively correlated (r=-0.53,
p<0.05) suggesting that teachers who were more satisfied with their relationships with
students were less likely to be absent in Term 2.
Whilst none of the other correlations was significant at the 0.05 significance level, such
results were not unexpected due to the small sample size. However, a general trend did
emerge that teachers who perceived higher stress from time pressures were likely to have
higher rates of total absence from school in both Terms 2 and 3 than teachers who
perceived less stress from this source. Some trends across the terms were also noted with
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Term 2 stress from time pressures affecting Term 3 total absence, and Term 3 stress from
time pressures affecting Term 2 total absence.
7.7 Chapter Summary
Whilst the findings presented in this section have only been for a small sample of teachers,
and few of the relationships have reached statistical significance, their potential
substantive significance and interest should not be overlooked. The teacher data set may
also take on greater importance when linked with student data from their class groups in
the regression analysis of student and teacher variables. Results of this multilevel analysis
are presented in Chapter 8.
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CHAPTER EIGHT
Analysis of the Model
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8.1 The Model to be Analysed
As described in Chapter 5, a multilevel model of causation was proposed between student
and teacher background variables and student quality of school life. The potential
intervening role of student absence in this model was encompassed in the research
questions. However, student quality of school life provided the third and, with regard to
the overall intent of the study, most important stage in the hypothesised model of student
and teacher factors affecting student quality of school life.
This chapter reports the analysis of this model, description of the multilevel path model
identified and technical considerations of the analysis undertaken. The research questions
are re-stated below:
4a. Which, if any, student and teacher variables impact on student absenteeism?
4b. Which, if any, student and teacher variables impact on student quality of school
life?
Students learn in classes and classes operate within schools. Thus there is a degree of
dependence in data collected from students in the same class or at the same school.
Students in the present study were also further grouped according to the nature of the
intervention undertaken or as part of the control group. To recognise this lack of
independence, and to maximise the value of the data collected, it was important to
consider the system that students were operating in when attempting to establish which
student, teacher, class, and intervention factors impacted on student quality of school life
and student absence.
The analysis of student data presented in Chapter 6 clearly showed that the relationships
between student absence, background, and quality of school life are complex. The
subsequent analysis of teacher data presented in Chapter 7 described the nature of
similarly complex relationships between teacher background, stress, and satisfaction. To
provide greater insights into the relationships between student and teacher variables the
two sets of data were linked in a multilevel model.
Multilevel modelling allows the analysis of individuals as members of groups, such as
students in classes and/or schools using powerful statistical techniques (Rasbash &
Woodhouse, 1995). A three level hierarchy was developed with students assigned to Level
1, classes (and teachers) to Level 2, and intervention to Level 3.
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By performing an analysis of the data using the hierarchical structure it was anticipated
that a better understanding would be provided of how various student, teacher, class,
school, and intervention characteristics were operating with regard to student absence and
quality of school life in Term 3. School was incorporated in the hierarchy as a level three
dummy variable, however, the emphasis was on assessing the impact of the interventions.
It was not practicable to introduce a cross-classified model incorporating both intervention
and school at Level 3, owing to each intervention being used with only one Level 2
variable (class) at each of the four schools.
A causal model was hypothesised and developed for testing. The model linked all
components, namely the student and teacher background information, the general QSL
scales, the specific QSL scales, and student absence. The multilevel regression program
MLwiN (Rasbash et al., 2000) was used to recognise the structure of the data to be
analysed. The model hypothesised that student and teacher variables were causally related
to the Term 3 general QSL scales: General Satisfaction and Negative Affect, and the
specific Term 3 QSL scales: Teacher, Opportunity, Achievement, Social Integration, and
Adventure. It was also hypothesised that some of the student and teacher variables would
be causally related to the student absence variable of Term 3 Total (%) student absence,
hence a three-stage model was developed in which Term 3 Total (%) student absence and
the Term 3 general and specific QSL scales were potentially influenced by all prior
variables. A schematic representation of the model to be tested is presented in Figure 8.1.
Figure 8.1 Schematic Diagram of the Model to be Tested

LEVEL 3: Intervention

LEVEL 2: Teacher / Class

LEVEL 1: Student

School
Inte rvention
Variables
Teacher/Class
Teacher/Class
Variables
Variables

Student
Student
Variables

Term 3
Total (%)
Student
Absence

Term 3
QSL
Scales
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The pattern of causation moves from left to right meaning that all variables to the left of
the Term 3 QSL scales were hypothesised to be causally related to these scales. Hence,
student and teacher variables may be directly related to any, or all, of the Term 3 QSL
scales or indirectly related to the Term QSL scales through Term 3 Total (%) student
absence which provides an intervening stage in the model.
With regard to the positioning of student absence and the QSL scales in the model, whilst
some debate is still evident in the literature regarding the pattern of causation between
student quality of school life and absence, in the present study, student absences in Term 3
were occurring during the intervention phase, while the Term 3 QSL instrument was a
post-intervention measure. Hence it was hypothesised that higher student absence led to
lower QSL scores, in this case by the end of the term.
8.2 Preparing for the Analysis
The data set to be analysed consisted of variables at three levels, as shown in Figure 8.2.
The purposes of the multilevel regression analyses were twofold. Firstly, the aim was to
identify which of the potential explanatory variables were related to the response
variables. Before undertaking the regression analyses, it was necessary to check the
distributions of all variables to be included to determine if they significantly departed from
normality. It was found that a number of the background variables including absence
variables and student and teacher questionnaire scales were badly skewed suggesting these
variables be normalised.
The second purpose was to determine the relative importance of the significant
explanatory variables, which indicated the use of standardised regression coefficients.
Consequently variables to be included in the regression analyses were standardised and
normalised, as necessary, using the normalise facility within the MLwiN program. The
criteria used to determine if a variable required normalisation was a level of skew that was
greater than twice the standard error of skew.
The iterative generalised least squares procedure (IGLS) within the MLwiN program was
used for the analyses. To answer the research questions fully, eight separate multiple
regression analyses were carried out incorporating a different response variable on each
occasion. All variables were standardised and constants omitted as a matter of course for
6
each analysis .

6

The constant is not significant as it simply represents the mean of the standardised
response variable coefficient, which is zero.
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For simplicity of presentation, the results of the analysis are separated into two sections
and two figures. Results for the analyses using the Term 3 Total (%) student absence and
the two general Term 3 QSL scales, General Satisfaction and Negative Affect, response
variables are presented in Section 8.3 and Figure 8.3. Results for the analyses using the
five specific Term 3 QSL scales, Teacher, Opportunity, Achievement, Social Integration,
and Adventure, are presented in Section 8.4 and Figure 8.4.
Figure 8.2 The Data Set to be Analysed
Level 1 - Student Level

•
•
•

Student background variables - Year, Gender, and Term 2 Total (%) absence.
Term 2 QSL scale scores - General Satisfaction, Negative Affect, Teacher,
Opportunity, Achievement, Social Integration, and Adventure.
Outcome variables - Term 3 Total (%) absence and Term 3 QSL scale scores General Satisfaction, Negative Affect, Teacher, Opportunity, Achievement,
Social Integration, and Adventure.
Level 2 - Class Level

•

Teacher background variables - Gender, Employment Status, Years at Current

•

School, Years Teaching, Position, weekly Teaching Load, Class Composition, Class
Streaming, Qualifications, perceived level of stress over the three months prior to
the study, Term 2 TTotal (%) absence, and Term 3 TTotal (%) absence.
Term 2 Teacher Stress scales - Conflict, Students and Physical Conditions, Time
Pressures, Rewards and Recognition. The Term 3 Teacher Stress scales did not form
part of the analyses as these variables were collected at the same time as the Term 3
student QSL outcome variables, hence were inappropriate for inclusion in the
multilevel regression model.

•

Term 2 Teacher Satisfaction scales - Workload and Conditions, Relationship with
Students, Administration and Senior Staff. As was the case with The Term 3
Teacher Stress scales, the Term 3 Teacher Satisfaction scales did not form part of
the analysis as they were collected at the same time as the Term 3 student QSL
outcome variables, hence were also inappropriate for inclusion in the multilevel
regression model.
Level 3 - Intervention Level

•

The intervention undertaken and School were the only Level 3 variables in the
data set. Both were operationalised by entering Intervention and School as a series
of dummy variables to determine any individual intervention effects and any
individual school effects.
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8.3 The Term 3 General QSL Scales and Student Absence
8.3.1 Term 3 Total (%) Student Absence as the Response Variable
The first multiple regression analysis undertaken utilised Term 3 Total (%) student
absence as the response variable. All student and teacher variables collected and discussed
above, with the obvious exception of the Term 3 QSL scales and the Term 3 Teacher
Stress and Teacher Satisfaction scales, were hypothesised to be potentially causally related
to student absence as illustrated in Figure 8.1.
Before undertaking the explanatory analysis it was first desirable to test the data for
multilevel effects using a simple variance components model with Term 3 Total (%)
student absence as the response variable (see Woodhouse et al., 1995, pp.16-25). Results
for the null or variance components model are presented in the upper section of Table 8.1.
Table 8.1 Term 3 Total (%) Student Absence (Normalised) as Response Variable:
Variance Components and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.000
0.903
Explanatory Model

Fixed Part
Term 2 Total (%) Stud. Absence
School 4
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.000
0.060

0.428
-0.475

0.043
0.096

0.000
0.000
0.730

0.000
0.000
0.049

The random part of the model indicated that 100 per cent of the variance in Term 3 Total
(%) student absence was attributable to individual student effects (Level 1). Variances
between classes (Level 2) and interventions (Level 3) were too small to be estimated and
hence not significant. This result indicates that there were no observable systematic
differences in Term 3 Total (%) student absence at the class or intervention levels, as these
differences were not statistically significant. The hypothesis that all the student and
teacher variables collected and discussed above were potentially explanatory variables was
then tested.
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The general method intended to complete the explanatory analysis was the simultaneous
addition of all possible explanatory variables followed by the progressive elimination of
non-significant variables from the equation. As there were class and intervention
explanatory variables in the model, the multilevel analysis was continued despite the
absence of higher level effects in the initial form of the analysis.
However, it was recognised that many of the explanatory variables were correlated and
that multicollinearity was a potential problem in the intended regression analyses. This
was particularly the case for some of the QSL scales. Explanatory variables are intended
to be independent of each other and multicollinearity problems occur when two or more
correlated explanatory variables are added to a regression equation. The regression
coefficients of other variables may be artificially inflated or depressed by one of the
correlated explanatory variables in an unpredictable way (Bourke, 1984, p.132).
When two explanatory variables are more highly correlated with each other than they are
with the response variable, multicollinearity is especially a problem. In this case the
potential instability of coefficients was tested by temporarily removing the correlated
explanatory variables from the regression equation one at a time, re-running the analysis,
and comparing the coefficients obtained each time for individual variables. Where large
differences are revealed in the coefficients for successive analyses it is necessary to
remove permanently one or more of the explanatory variables, or combine two or more of
the correlated variables (Berry & Feldman, 1985, p.48). Only the variables most strongly
related to Term 3 Total (%) student absence were retained.
Ultimately two variables were found to be significantly related to Term 3 Total (%)
student absence, the Term 2 Total (%) student absence variable and School 4. Results of
the explanatory model are presented in the lower section of Table 8.1. The standardised
regression coefficients allow direct comparison of the strength of the relationship with
Term 3 Total (%) student absence for both of the explanatory variables. A strong negative
correlation was evident for Term 3 Total (%) with School 4. A slightly weaker but positive
correlation was evident for Term 2 Total (%) with Term 3 Total (%).
These results indicate that students at School 4 were more likely to have lower rates of
total absence in Term 3 than students at the other three schools. Students who had higher
rates of total absence in Term 2 were also more likely to have higher rates of total absence
in Term 3. The combination of these two explanatory variables provided the maximum
explanation of variation in student absence, explaining approximately 19.1 per cent of the
variation in Term 3 Total (%) student absence.
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8.3.2 Term 3 General Satisfaction Scale as the Response Variable
The second multiple regression analysis utilised the Term 3 General Satisfaction QSL
scale as the response variable. Term 3 General Satisfaction, along with Term 3 Negative
Affect, was hypothesised to provide a final stage in the causal model, as illustrated in
Figure 8.1.
All student and teacher variables to the left of Term 3 General Satisfaction were
potentially related to it. Again the first stage of the multilevel analysis involved a simple
variance components model with Term 3 General Satisfaction as the response variable.
Results for the null or variance components model are presented in the upper section of
Table 8.2.
Table 8.2 Term 3 General Satisfaction Scale (Normalised) as Response Variable:
Null and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.111
0.816
Explanatory Model

Fixed Part
Term 2 General Satisfaction
Term 3 Total (%) Stud. Absence
School 1
Years Teaching
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.050
0.056

0.633
-0.120
-0.302
-0.109

0.035
0.034
0.081
0.039

0.007
0.000
0.467

0.008
0.000
0.031

The random part of the model indicated that approximately 88 per cent of the variance in
General Satisfaction was attributable to individual student effects (Level 1), and 12 per
cent to class effects (Level 2). Variance between interventions (Level 3) was too small to
be estimated and hence not significant. This result indicates that there were no significant
systematic differences in Term 3 General Satisfaction at the intervention level. The
hypothesis that all the student and teacher variables that preceded Term 3 General
Satisfaction in the model were potentially explanatory variables was then tested by
inserting these variables into the existing regression equation using the method described
previously for the Term 3 Total (%) student absence regression analysis.
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Multicollinearity again emerged as a problem in this analysis and all successive analyses
with Term 3 QSL scales as the response variable. In these cases, the high correlations
between some of the QSL scales meant that not all scales could be included in the
regression equation simultaneously. Only the variables most strongly related to the Term 3
QSL scale response variable were retained or each analysis. Ultimately, four variables
were found to be significantly related to student Term 3 General Satisfaction, the Term 2
General Satisfaction QSL scale, School 1, Term 2 Total (%) student absence, and teacher
Years Teaching. Results of the explanatory model are presented in the lower section of
Table 8.2.
The only positive correlation with Term 3 General Satisfaction was evident for the QSL
scale of Term 2 General Satisfaction. The strongest negative correlation was evident for
Term 3 General Satisfaction with School 1, while weaker relationships were evident for
Term 3 General Satisfaction with Term 3 Total (%) student absence and teacher Years
Teaching.
These results indicate that students who had higher levels of general satisfaction with
school in Term 2 were more likely to have higher levels of general satisfaction in Term 3.
Being at School 1 was associated with lower general satisfaction scores. Furthermore,
students with higher rates of absence in Term 3 were generally less satisfied than students
with lower absence rates in this term. Students who had more experienced teachers were
also less satisfied in Term 3. The combination of these four explanatory variables provided
the maximum explanation of variation in student Term 3 General Satisfaction, explaining
approximately 48.9 per cent of the variation.
8.3.3 Term 3 Negative Affect Scale as the Response Variable
The third multiple regression analysis utilised the Term 3 Negative Affect QSL scale as
the response variable. Term 3 Negative Affect, along with Term 3 General Satisfaction,
was hypothesised to provide a final stage in the causal model, as illustrated in Figure 8.1.
All student and teacher variables to the left of Term 3 Negative Affect were potentially
related to it.
Results for the null or variance components model are presented in the upper section of
Table 8.3. The random part of the model indicated that approximately 97.2 per cent of the
variance in Term 3 Negative Affect was attributable to individual student effects (Level
1), and 2.8 per cent to class effects (Level 2). Variance between interventions (Level 3)
was too small to be estimated and hence not significant. Class and Intervention level
differences were not statistically significant.
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Table 8.3 Negative Affect Scale (Normalised) as Response Variable:
Null and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student
Fixed Part
Term 2 Negative Affect
Term 2 Achievement
School 2
Class Streaming
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s

n/s

0.000
0.023
0.816
Explanatory Model

0.000
0.019
0.056

0.531
-0.122
-0.169
0.171

0.041
0.040
0.078
0.080

0.000
0.000
0.526

0.000
0.000
0.035

The hypothesis that all the student and teacher variables that preceded Term 3 Negative
Affect in the model were potentially explanatory variables was then tested by inserting
these variables into the existing regression equation using the method described previously
for the student Term 3 Total (%) regression analysis. Four variables were found to be
significantly related to Term 3 Negative Affect, the Term 2 QSL scales of Negative Affect
and Achievement; School 2, and Class Streaming. Results of the explanatory model are
presented in the lower section Table 8.3.
The strongest relationship with Term 3 Negative Affect was evident for the Term 2
Negative Affect QSL scale indicating that students who reported more negative feelings
and emotions regarding school in Term 2 were also more likely to report similar feelings
in Term 3. The relationship between the QSL scales of Term 2 Achievement and Term 3
Negative Affect indicates that students who were less happy with their level of
achievement in Term 2 were also more likely to have negative feelings about school in
Term 3.
Importantly students at School 2 reported more negative feelings and emotions regarding
school than students at the other three schools as did students in academically streamed
classes, when compared to students in parallel classes. These variables provided the
maximum explanation of variation in student Term 3 Negative Affect, explaining
approximately 37.3 per cent of the variation.
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8.3.4 Multilevel Path Model No.1
A multilevel path model was developed from the three regression analyses reported above
incorporating all significant variables. This model is presented in Figure 8.3. The width of
the path lines indicates the strength of the relationship between the variables. The
standardised regression coefficients are also shown.
Figure 8.3 Multilevel Path Model Explaining Variation in the Term 3 General QSL
Scales and Student Absence (only significant standardised paths (x1000) shown)
LEVEL 3: Intervention
School 1
School 2
School 4
LEVEL 2: Teacher/Class
Years
Teaching

-302
-109

Class
Streaming
Stress

-475
LEVEL 1: Student
Term 3

Term 2
Total (%)

428
-169
171
Term 2
General
Satisfaction

633

Term 2
Negative
Affect

531

Term 2
Achievement

-122

Total (%)
Student
Absence

-120
Term 3
General
Satisfaction

Term 3
Negative
Affect
2
R =19.1% Student Absence
48.9% General Satisfaction
37.3% Negative Affect
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8.4 The Term 3 Specific QSL Scales and Student Absence
The second series of multiple regression analyses utilised the Term 3 specific QSL scales
as the response variables. These five QSL specific scales, Teacher, Opportunity,
Achievement, Social Integration, and Adventure, were hypothesised to provide a final
stage in the causal model, as illustrated in Figure 8.1. All student and teacher variables to
the left of Term 3 specific QSL scales were potentially related to them. The first stage of
the multilevel analyses involved simple variance components models with the Term 3
specific QSL scales as the response variables. Results for the null or variance components
model for each respective scale are presented in the upper section of the Tables 8.4 - 8.8.
The hypothesis that all the student and teacher variables that preceded the Term 3 specific
QSL scales in the model were potentially explanatory variables was then tested by
inserting these variables into the existing regression equations using the method described
previously for the Term 3 Total (%) student absence regression analysis. Results of the
explanatory models are presented for each respective scale in the lower section of Tables
8.4 - 8.8.
8.4.1 Student Absence as the Response Variable
Results for the multiple regression analysis undertaken utilising Term 3 Total (%) student
absence as the response variable were presented in Section 8.3.1.
8.4.2 Term 3 Teacher Scale as the Response Variable
The random part of the model indicated that approximately 80.5 per cent of the variance in
Teacher was attributable to individual student effects (Level 1), and 19.5 per cent to class
effects (Level 2). Variance between interventions (Level 3) was too small to be estimated
and hence not significant. This result indicates that there were no significant systematic
differences in Term 3 Teacher at the intervention level.
Three variables were found to be significantly related to student Term 3 Teacher, the Term
2 Teacher QSL scale, teacher Years Teaching, and School 2. A strong positive correlation
with Term 3 Teacher was evident for the QSL scale of Term 2 Teacher indicating that
students who were happier with their relationship with their teacher in Term 2 were more
likely to report being happier with relationship with their teacher in Term 3. A weaker
positive correlation was evident for Term 3 Teacher with School 2 indicating that students
at School 2 were generally happier with their relationship with their teacher than students
at the other schools.
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Table 8.4 Term 3 Teacher Scale (Normalised) as Response Variable:
Null and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student
Fixed Part
Term 2 Teacher
Years Teaching
School 2
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s

n/s

0.000
0.160
0.662
Explanatory Model

0.000
0.065
0.045

0.642
-0.113
0.219

0.037
0.035
0.074

0.000
0.000
0.426

0.000
0.000
0.029

The negative correlation evident with teacher Years Teaching indicates that students who
had more experienced teachers were likely to report being less happy with their
relationship with their teacher in Term 3 than students with less experienced teachers. The
combination of these three explanatory variables provided the maximum explanation of
variation in student Term 3 Teacher, explaining approximately 48.2 per cent of the
variation.
8.4.3 Term 3 Opportunity Scale as the Response Variable
The random part of the model indicated that approximately 96 per cent of the variance in
Opportunity was attributable to individual student effects (Level 1), and 4 per cent to class
effects (Level 2). Variance between interventions (Level 3) was too small to be estimated
and hence not significant. This result indicates that there were no significant systematic
differences in student Term 3 Opportunity at the class or intervention level.
Three variables were found to be significantly related to Term 3 Opportunity, the Term 2
Opportunity and Negative Affect QSL scales, and School 3. A strong positive correlation
with Term 3 Opportunity was evident for the QSL scale of Term 2 Opportunity indicating
that students who reported that school was providing them with more opportunities for the
future in Term 2 were more likely to report similar feelings in Term 3. A weaker positive
correlation was evident for Term 3 Opportunity with School 3 indicating that students at
this school generally reported higher Opportunity scale scores than students at the other
three schools in Term 3.
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Table 8.5 Term 3 Opportunity Scale (Normalised) as Response Variable:
Null and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student
Fixed Part
Term 2 Opportunity
Term 2 Negative Affect
School 3
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s

n/s

0.000
0.033
0.778
Explanatory Model

0.000
0.021
0.053

0.581
-0.098
0.211

0.040
0.038
0.095

0.000
0.009
0.478

0.000
0.009
0.033

A negative correlation was evident for Term 3 Opportunity with Term 2 Negative Affect
indicating that students who reported more negative feelings an emotions regarding school
in Term 2 were more likely to perceive that school was providing them with less
opportunities for the future in Term 3. The combination of these three explanatory
variables provided the maximum explanation of variation in student Term 3 Opportunity,
explaining approximately 39.9 per cent of the variation.
8.4.4 Term 3 Achievement Scale as the Response Variable
The random part of the model indicated that approximately 95.8 per cent of the variance in
Achievement was attributable to individual student effects (Level 1) and 4.2 per cent to
class effects (Level 2). Variance between interventions (Level 3) was too small to be
estimated and hence not significant. This result indicates that there were no significant
systematic differences in student Term 3 Achievement at the class or intervention levels.
Five variables were found to be significantly related to Term 3 Achievement, the Term 2
Achievement and Opportunity QSL scales, Term 3 Total (%) student absence, Term 3
Total (%) teacher absence, and School 3. A strong positive correlation with Term 3
Achievement was evident for the QSL scale of Term 2 Achievement indicating that
students who reported gaining a sense of achievement from school in Term 2 reported
similar feelings in Term 3. Similarly, students who reported that school was providing
them with more opportunities for the future on the Term 2 Opportunity scale were also
more likely to report higher scores on the Term 3 Achievement scale.
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Table 8.6 Term 3 Achievement Scale (Normalised) as Response Variable:
Null and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.037
0.844
Explanatory Model

Fixed Part
Term 2 Achievement
Term 2 Opportunity
Term 3 Total (%) Stud. Absence
Term 3 Total (%) Teach. Absence
School 2
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.024
0.057

0.591
0.086
-0.101
-0.093
-0.204

0.040
0.042
0.034
0.037
0.078

0.003
0.000
0.470

0.005
0.000
0.032

Importantly higher rates of both student and teacher Term 3 total absence were correlated
with lower Term 3 Achievement scale scores indicating that students who were absent
more and/or had teachers who were absent more were likely to report lower Term 3
Achievement scale scores. A negative correlation was also evident for Term 3
Achievement with School 2 indicating that students at this school generally reported more
negative perceptions on the Achievement scales than students at the other three schools.
The combination of these five explanatory variables provided the maximum explanation
of variation in student Term 3 Achievement, explaining approximately 46.2 per cent of the
variation.
8.4.5 Term 3 Social Integration Scale as the Response Variable
The random part of the model indicated that approximately 97.5 per cent of the variance in
Social Integration was attributable to individual student effects (Level 1) and around 2.5
per cent to class effects (Level 2). Variance between interventions (Level 3) was too small
to be estimated and hence not significant. This result indicates that there were no
significant systematic differences in student Term 3 Social Integration at the class or
intervention level.
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Table 8.7 Term 3 Social Integration Scale (Normalised) as Response Variable:
Null and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.023
0.924
Explanatory Model

Fixed Part
Term 2 Social Integration
Term 2 Negative Affect
School 4
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.020
0.063

0.570
-0.109
-0.168

0.041
0.044
0.082

0.000
0.000
0.563

0.000
0.000
0.038

Three variables were found to be significantly related to Term 3 Social Integration, the
Term 2 Social Integration and Negative Affect QSL scales, and School 4. A strong
positive correlation with Term 3 Social Integration was evident for the QSL scale of Term
2 Social Integration indicating that students who reported a favourable social life at school
in Term 2 reported similar perceptions in Term 3. Negative correlations were evident for
Term 3 Social Integration with Term 2 Negative Affect and School 2.
The Term 2 Negative Affect correlation indicates that students who reported more
negative feelings regarding school in Term 2 were more likely to report a poorer social life
at school in Term 3 than students who reported less negative feelings in Term 2. Students
at School 4 generally reported lower Social Integration scale scores than students at the
other three schools. The combination of these three explanatory variables provided the
maximum explanation of variation in student Term 3 Social Integration, explaining
approximately 40.5 per cent of the variation.
8.4.6 Term 3 Adventure Scale as the Response Variable
The random part of the model indicated that almost 93.4 per cent of the variance in
Adventure was attributable to individual student effects (Level 1), and around 6.4 per cent
to class effects (Level 2). Variance between interventions (Level 3) was too small to be
estimated and hence not significant. This result indicates that there were no significant
systematic differences in student Term 3 Adventure at the class or intervention level as
these differences were not statistically significant.
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Table 8.8 Term 3 Adventure Scale (Normalised) as Response Variable:
Null and Explanatory Models
Standardised
Regression Standard Error
Coefficient
Variance Components Model

Explanatory Variable

Fixed Part
Constant
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.061
0.889
Explanatory Model

Fixed Part
Term 2 Adventure
Term 2 General Satisfaction
Term 3 Total (%) Stud. Absence
Random Part
Level 3: Intervention
Level 2: Class/Teacher
Level 1: Student

n/s
0.000
0.033
0.060

0.520
0.142
-0.092

0.058
0.059
0.037

0.000
0.003
0.552

0.000
0.008
0.038

Three variables were found to be significantly related to Term 3 Adventure, the Term 2
Adventure and General Satisfaction QSL scales, and Term 3 Total (%) student absence. A
strong positive correlation with Term 3 Adventure was evident for the QSL scale of Term
2 Adventure indicating that students who reported that school was a fun and enjoyable
place in Term 2 reported similar perceptions in Term 3. Also, students who were generally
more satisfied in Term 2 were likely to perceive school as a fun and enjoyable place in
Term 3.
A negative correlation was evident for Term 3 Adventure with Term 3 Total (%) student
absence indicating that students with higher total rates of absence in Term 3 were also less
likely to perceive school as a fun and enjoyable place to be. The combination of these
three explanatory variables provided the maximum explanation of variation in student
Term 3 Adventure, explaining approximately 41.5 per cent of the variation.
8.4.7 Multilevel Path Model No.2
A multilevel path model was developed from the five regression analyses reported in this
section, and the student absence regression analysis, incorporating all significant variables
and is presented in Figure 8.4. The width of the path lines indicates the strength of the
relationship between the variables. The standardised regression coefficients are also
shown.
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Figure 8.4 Multilevel Path Model Explaining Variation in the Term 3 Specific QSL
Scales and Student Absence (only significant standardised paths (x1000) shown)
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8.5 Summary of Multilevel Path Model
This section provides a summary of the multilevel path model in terms of the importance
of student and teacher variables. Some technical considerations of the analysis undertaken
are also presented. A condensed version of the results of the multilevel regression analyses
are presented in Table 8.9.
Table 8.9 Multilevel Regression Analysis - Summary of Results
Related Variables
Level 2:
Class / Teacher
Student Absence

Outcome
Variable

Level 1:
Student

Term 3 Total
(% )

Term 2 Total (%)

General
Satisfaction
Negative Affect
Teacher
Opportunity
Achievement
Social
Integration
Adventure

Term 3 QSL Scales
Term 2 General Satisfaction
Years Teaching
Term 2 Total (%)
Term 2 Negative Affect
Class Streaming
Term 2 Achievement
Term 2 Teacher
Term 2 Opportunity
Term 2 Negative Affect
Term 2 Achievement
Term 2 Opportunity
Term 3 Total (%)
Term 2 Social Integration
Term 2 Negative Affect
Term 2 Adventure
Term 2 General Satisfaction
Term 3 Total (%)

Years Teaching

Term 3 TTotal (%)

Level 3:
Intervention

Variance Explained (% )
- Term 2
Total
Version

School 4

19.1

4.5

School 1

48.9

4.1

School 2

37.3

2.4

School 2

48.2

1.7

School 3

39.9

2.1

School 3

46.2

3.6

School 4

40.5

1.4

41.5

1.6

8.5.1 Level 1 Variables
The overriding feature that is evident in the models is the strong link between each of the
Term 2 QSL scales and their respective Term 3 QSL measure, with a strong positive
correlation evident for all seven scales. Also evident are the relationships between some of
the Term 2 QSL scales and different Term 3 scales.
Students who reported more negative feelings and emotions regarding school in Term 2
were more likely to report less opportunities for the future and a reduced ability to get on
with their peers in Term 3. Students who reported a lower level of achievement in Term 2
were more likely to perceive school as a negative and uninviting place in Term 3.
Furthermore, students who perceived more opportunities for the future in Term 2 were
more likely to report higher levels of achievement in Term 3. Students who were generally
more satisfied in Term 2 were more likely to perceive school as a fun and enjoyable place
in Term 3.
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A clear link was also evident between student absenteeism and student perception of some
aspects of their quality of school life. Students with higher rates of total absence in Term 3
were more likely to perceive less fun and enjoyment from school, report lower rates of
achievement, and be less satisfied generally. These relationships serve to support the
relationship hypothesised in the model of causation between higher rates of student
absence and reduced student quality of school life. Students with higher rates of total
absence in Term 2 were also more likely to be absent in Term 3.
In summary, student perceptions of the quality of their school life in Term 2, student total
absence in Term 3, and to a lesser extent Term 2, provided the bulk of the explanation of
variance in student quality of school life in Term 3. However, it is important to note that
these were the only significant Level 1 variables. It may well be that the strength of the
relationships between the Term 2 and Term 3 QSL scales served to mask the effects of
other student level variables.
The QSL variance explained by the Term 2 version of each scale alone was quite
substantial, being between 34.9 and 46.5 per cent, while Term 2 total student absence
explained 14.6 percent of the variance in Term 3 total student absence. Between 1.4 and
4.5 per cent of the variance was explained by the remaining explanatory variables, as
shown in Table 8.9. The average QSL variance explained excluding the Term 2 version of
each scale was 2.4 per cent. Further discussion of the apparent difficulty associated with
using the QSL as a pre- and post measure is presented in Section 10.4.
8.5.2 Level 2 Variables
A surprising element of the model is the lack of importance of most of the Level 2
variables, especially the Teacher Stress and Teacher Satisfaction scales. Teacher Years
teaching, Class Streaming, and Term 3 Total (%) teacher absence were the only significant
Level 2 variables.
The negative correlations evident between teacher Years Teaching and the student QSL
scales of General Satisfaction and Teacher indicate that the longer teachers had been
teaching, the more likely students were to have a lower level of general satisfaction with
school and be less happy with their relationship with their teacher. Secondly students in
academically streamed classes were more likely to report negative feelings and emotions
regarding school than students in parallel classes.
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Finally students whose teachers had a higher rate of total absence in Term 3 were more
likely to perceive a lower level of achievement, than students whose teachers had lower
rates of total absence in Term 3. The implications of these findings, especially with regard
to the unexpected impact of teacher Years Teaching on student general satisfaction, will
be further developed in Chapter 10.
8.5.3 Level 3 Variables
The Level 3 variables provided perhaps the most disappointing and interesting aspects of
the model. The lack of significance of the interventions was clearly a disappointment, yet
the extent of the significance of the school variables was of particular interest.
With regard to school, students at School 1 were more likely to report lower general
satisfaction with school, while students at School 3 were more likely to perceive increased
opportunities for the future from their schooling than students at other schools. Students at
School 2 were more likely to report less negative feelings and emotions regarding school,
better relationships with their respective teachers, but also a lower sense of achievement in
Term 3. Students at School 4 were more likely to have a lower rate of total absence in
Term 3 but also poorer perceptions of their relationship with their peers, than students at
other schools.
Whilst none of the relationships between the interventions and the outcome variables was
statistically significant, a number were approaching significance, especially the
relationship between the Action Reaction intervention and the Term 3 QSL scales of
Negative Affect and Teacher. It may well be that the strength of the relationships between
the Term 2 and Term 3 QSL scales has served to mask the effects of the intervention level
variables.
8.5.4 Technical Considerations of the Analysis Undertaken
Finally it is important to note that although there were no large differences in response
variables at the intervention level and, with the exception of the General Satisfaction and
Teacher response variables, also at the class level, multilevel regression was a desirable
method of analysis of this data set. This is due to the presence of variables at three levels,
and the consequent need for care in determining standard errors to be used in statistical
significance testing. Overall it would appear that the strength of the relationships between
the Term 2 and Term 3 student quality of school life and absence variables may have
overpowered, and in some cases eliminated, any possible effects of the majority of the
Level 2 and Level 3 variables.
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Problems of skew and correlated explanatory variables, again particularly Term 2 and
Term 3 student quality of school life and absence variables, forced some variables to be
excluded from the analyses. However, the explanatory variables with the most significant
relationships to the response variables were always retained. This was done in an attempt
to ensure that these models are as accurate a representation of the causal relationships
between student and teacher variables, student absence, and student quality of school life
as the statistical methods adopted will allow. A full discussion of the ramifications of the
findings of the multilevel analyses is presented in Chapter 10.
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CHAPTER NINE
Further Investigation of the
Impact of the Interventions
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9.1 Impact of the Intervention Strategies
As postulated in Section 8.5.4, the lack of statistically significant relationships between
the intervention strategies, student quality of school life, and absence may well be linked
to the strength of the relationships between the Term 2 and Term 3 applications of the
QSL and absence scales disguising and/or overpowering any effects of the relatively shortterm interventions. In an attempt to account for these strong relationships, analysis of the
effect of the interventions on the differences between the Term 3 and Term 2 applications
of the QSL and absence scales was undertaken. Results of these analyses are reported in
this chapter.
Further, the effects of the interventions on teacher stress, teacher satisfaction, and teacher
absence were similarly examined using the differences between the Term 3 and Term 2
applications of these scales. This was done in an attempt to provide as holistic a picture of
the impact of the interventions on classrooms as possible.
For students, a positive mean difference for the QSL scales would indicate enhanced
student perception of aspects of their quality of school life (with the exception of the
Negative Affect scale - a reverse scale). A negative mean difference for the absence scales
would indicate a reduction in student absence.
For teachers, a positive mean difference in the Teacher Satisfaction scales would indicate
enhanced teacher perception of aspects related to satisfaction with their teaching role. A
negative mean difference for the Teacher Stress and absence scales would indicate a
reduction in teacher stress and reduction in teacher absence respectively.
9.2 The Student Analysis
Means and standard deviations are presented for the differences between the Term 3 QSL
scales and the Term 2 QSL scales, Term 3 Sick (%) and Term 2 Sick (%) absence, and
Term 3 Total (%) and Term 2 Total (%) absence by Intervention in Table 9.1.
Relationships of Intervention with the differences between student Term 3 QSL scales and
the Term 2 QSL scales, Term 3 Sick (%) and Term 2 Sick (%) absence, and Term 3 Total
(%) and Term 2 Total (%) absence were examined using a series of one-way analyses of
variance. Where a significant difference was observed on the ANOVA, further analysis
was undertaken using Scheffe Multiple Range Tests.
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Table 9.1 Student Term 3 and Term 2 QSL Scale and Absence Differences by
Intervention - Means and Standard Deviations (in parentheses) and
ANOVA F-Ratios and Significance Levels (N=448)
STUDENT
SCALES
Term 3-Term 2
(Difference)
General
Satisfaction
Negative Affect
Teacher
Opportunity
Achievement
Social
Integration
Adventure
Absence for
Illness (% )
Total Absence
(% )

Control
Group
(N=111)

Action /
Reaction
(N=113)

0.11
(0.67)
0.04
(0.69)
-0.02
(0.62)
-0.08
(0.60)
0.13
(0.53)
0.09
(0.53)
0.07
(0.68)

-0.01
(0.61)
-0.05
(0.50)
-0.06
(0.59)
-0.05
(0.47)
-0.01
(0.44)
0.01
(0.53)
0.05
(0.71)

-0.05
(6.91)
1.28
(9.50)

0.10
(6.05)
-0.53
(9.21)

INTERVENTION
Progressive Background
Relaxation
Music
(N=111)
(N=113)
QSL
0.01
-0.13
(0.47)
(0.50)
0.07
0.09
(0.53)
(0.50)
-0.11
-0.12
(0.48)
(0.56)
-0.01
-0.08
(0.42)
(0.40)
-0.03
-0.06
(0.41)
(0.51)
-0.00
-0.03
(0.46)
(0.48)
-0.06
-0.07
(0.52)
(0.61)
STUDENT ABSENCE
0.15
1.32
(5.64)
(6.12)
1.28
1.94
(8.61)
(9.49)

ANOVA
Total
(N=448)
-0.01
(0.57)
0.04
(0.56)
-0.08
(0.56)
-0.06
(0.48)
0.01
(0.48)
0.02
(0.50)
-0.00
(0.64)
0.38
(6.20)
0.99
(9.23)

F-Ratio Significance
Level
(df=3, 447)

3.47

0.02 *

1.24

0.30

0.85

0.47

0.50

0.69

3.47

0.02 *

1.30

0.27

1.46

0.23

1.51

0.21

1.17

0.32

The QSL scales and student absence by Intervention ANOVA indicated no significant
differences for students in the four groups on five of the QSL scales and both of the
absence scales. Statistically significant differences were identified for the General
Satisfaction (F=3.47, df=3, 447, p<0.05) and Achievement (F=3.45, df=3, 447, p<0.05)
Term 3 and Term 2 QSL scale differences. F-Ratios and Significance Levels for the
differences between the Term 3 QSL scales and the Term 2 QSL scales, Term 3 Sick (%)
and Term 2 Sick (%) absence, and Term 3 Total (%) and Term 2 Total (%) absence by
Intervention are presented in Table 9.1.
Post-hoc analyses for the General Satisfaction and Achievement scales identified two
homogeneous subsets. The first contained the Background Music, Action-Reaction, and
Progressive Relaxation groups and the second contained the Action-Reaction, Progressive
Relaxation, and Control Groups. However, neither of these groupings were statistically
significant at the 0.05 level for either scale. The mean differences and significance levels
for the General Satisfaction and Achievement scales are presented in Table 9.2, while the
mean differences and significance levels for all QSL and absence scales are presented in
Table A13.1, located in Appendix 13.
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Table 9.2 Student Term 3 and Term 2 General Satisfaction and Achievement
QSL Scales Differences by Intervention ANOVA Post-Hoc Analysis Mean Differences and Significance Levels (in parentheses) (N=448)
INTERVENTION

Control Group
(N=111)

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.13
0.10
0.24

(0.41)
(0.62)
(0.02*)

Control Group
Action / Reaction
Progressive Relax.
Background Music

-0.14
-0.16
-0.19

(0.17)
(0.11)
(0.03*)

Action / Reaction
Progressive
(N=113)
Relaxation (N=111)
QSL
General Satisfaction
-0.13
(0.41)
-0.10
(0.62)
0.03
(0.99)
-0.03
(0.99)
0.12
(0.51)
0.14
(0.33)
Achievement
0.14
(0.17)
0.16
(0.11)
0.02
(1.00)
-0.02
(1.00)
-0.05
(0.91)
-0.03
(0.98)

Background Music
(N=113)

-0.24
-0.12
-0.14

(0.02*)
(0.51)
(0.33)

0.19
0.05
0.03

(0.03*)
(0.91)
(0.98)

Further to the significant QSL scale differences identified in the analyses, and whilst
noting that overall there was little difference between the Term 2 and Term 3 QSL scales,
students who undertook the Background Music intervention tended to report lower levels
of QSL in Term 3 when compared to students in the other three groups. Overall students
in the Control Group reported the largest average increase in the Term 3 QSL scales
(0.04). In contrast, net reductions were reported by students in the Action-Reaction (0.01),
Progressive Relaxation (0.04), and Background Music (0.08) groups.
Significantly, the reliability of the parent sanctioned student absence for illness data is
somewhat questionable as this variable is dependent on schools obtaining written or verbal
acknowledgment of the nature of these absences before they can be entered as an illness
absence on the OASIS system. However, the Control Group was the only group to report a
lower level of absence due to illness in Term 3. Trends in the more reliable total absence
data indicate that the Action-Reaction intervention may have had some impact with regard
to reducing total student absence.
Overall the large standard deviations evident in Table 9.1 indicated that there was wide
variation in the Term 3 QSL scale means reported. One factor that may have influenced
these standard deviations is the variable quality of the implementation of the interventions.
During the intervention phase it became increasingly obvious that some teachers were
unable or unwilling to fully implement their particular intervention. In light of this issue,
discussions were undertaken with the participating teachers following the implementation
phase. The Teacher Intervention Assessment proforma (see Appendix 2) was used in an
attempt to assess their perceptions of the quality of their implementation of the
interventions.
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Reported time spent each day or week on the interventions in particular had wide variation
from fifteen minutes per day (Relax 4) to an average of twice in the term (Relax 2) for the
relaxation groups, ten to fifteen minutes per day (Music 1) to once per week (Music 4) for
the music groups, and thirty minutes per week (Action 1) to fifteen minutes every two
weeks (Action 3) for action-reaction groups. Interestingly the teacher of Action 3, who in
the opinion of the researcher had a reasonably unsuccessful intervention, suggested the
program had great potential but would need to be implemented regularly to have the
desired impact. The teacher of Relax 2, who appeared to make only minimal efforts to
implement the intervention, indicated that they had difficulty implementing the
intervention due to excursion organisation and education week, but had found the tape to
be very useful for their personal use at home.
Results of this investigation also perhaps provided an interesting commentary on each
teacher’s levels of self-efficacy, rather than an accurate account of their level of
implementation of the intervention strategies. Some teachers, who in the opinion of the
researcher, appeared to have implemented the interventions extremely well described their
efforts in rather negative terms. The teacher of Relax 3, for example, suggested that they
lacked experience and expertise in implementing relaxation interventions and that they
had failed to take full advantage of the program. Others, who appeared to make little or no
effort to implement the intervention were quite positive in their accounts. The teacher of
Music 4, for example, suggested that consistent use of the background music helped the
children enter the room more quietly.
The impact of the quality of the implementation of the intervention strategies is further
highlighted in this chapter in Section 9.4 through an analysis of two individual classes.
One, where in the opinion of both the class teacher and the researcher, the intervention
was effectively implemented and another class where, in the opinion of both the class
teacher and the researcher, the intervention was less effectively implemented.
9.3 The Teacher Analysis
Relationships of Intervention with the difference between the Term 3 Teacher Stress and
Term 2 Teacher Stress scales, Term 3 Teacher Satisfaction and Term 2 Teacher
Satisfaction scales, Term 3 Sick (%) and Term 2 Sick (%), and Term 3 Total (%) and
Term 2 Total (%) were examined using a series of one-way analyses of variance. Where a
significant difference was observed on the ANOVA further analysis was undertaken using
Scheffe Multiple Range Tests. Means and standard deviations are presented for the
differences between the Term 3 and Term 2 Teacher Stress, Teacher Satisfaction, and
teacher absence scales by Intervention in Table 9.3.
212

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Table 9.3 Teacher Term 3 and Term 2 Stress, Satisfaction, and Absence Scales
Differences by Intervention - Means and Standard Deviations (in parentheses)
and ANOVA F-Ratios and Significance Levels (N=16)
TEACHER
SCALES
Term 3-Term 2
(Difference)

Control
Group
(N=4)

Rewards &
Recognition

-0.04
(0.48)
0.00
(0.31)
0.00
(0.36)
0.29
(0.37)

Workload &
Conditions
Relationship
with Students
Administration
& Senior Staff

-0.38
(0.34)
-0.13
(0.44)
-0.00
(0.71)

Absence for
Illness (% )
Total Absence
(% )

1.48
(4.29)
4.57
(7.07)

Conflict
Student & Phys.
Conditions
Time Pressures

INTERVENTION
Progressive Background
Relaxation
Music
(N=4)
(N=4)
TEACHER STRESS
0.00
-0.17
-0.13
(0.43)
(0.72)
(0.16)
0.19
0.19
-0.25
(0.33)
(0.46)
(0.40)
-0.17
-0.21
-0.13
(0.45)
(0.61)
(0.25)
-0.08
-0.17
-0.29
(0.29)
(0.88)
(0.44)
TEACHER SATISFACTION
-0.00
0.25
0.17
(0.49)
(0.48)
(0.36)
0.21
-0.13
0.42
(0.50)
(0.32)
(0.32)
0.00
-0.08
0.25
(0.41)
(0.32)
(0.29)
TEACHER ABSENCE
-3.76
0.34
8.98
(2.17)
(7.07)
(19.06)
1.66
3.89
7.90
(1.70)
(7.81)
(20.00)

Action /
Reaction
(N=4)

ANOVA
Total
(N=16)
-0.08
(0.44)
0.03
(0.39)
-0.13
(0.40)
-0.06
(0.54)
0.01
(0.45)
0.09
(0.43)
0.04
(0.43)
1.76
(10.48)
4.51
(10.40)

F-Ratio Significance
Level
(df=3, 447)

0.10

0.96

1.20

0.35

0.17

0.92

0.85

0.49

1.71

0.22

1.77

0.21

0.39

0.76

1.04

0.41

0.21

0.89

The Teacher Stress and Teacher Satisfaction scales and teacher absence by Intervention
ANOVA indicated no significant differences for teachers in the four groups on any of the
stress and satisfaction scale differences nor either of the absence measure differences. FRatios and Significance Levels for the differences between the Term 3 Teacher Stress and
Term 2 Teacher Stress scales, Term 3 Teacher Satisfaction and Term 2 Teacher
Satisfaction scales, Term 3 Sick (%) and Term 2 Sick (%), and Term 3 Total (%) and
Term 2 Total (%) by Intervention are presented in Table 9.3. Accordingly the mean
differences between groups were not statistically significant. The mean differences and
significance levels for the differences between the Term 3 and Term 2 Teacher Stress,
Teacher Satisfaction, and teacher absence scales by Intervention are presented in Table
A13.2, located Appendix 13.
Whilst no significant differences were identified, trends in the data tended to indicate that
the Background Music intervention had the greatest impact with regard to both teacher
stress and teacher satisfaction. The Action-Reaction intervention had the greatest impact
with regard to reducing teacher absence. Teachers who implemented the Action-Reaction
intervention were the only group to have a lower rate of absence due to illness in Term 3.
This group also had the smallest increase in total absence in Term 3.
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Teachers who implemented the Background Music intervention were the only group of
teachers to report a lower level of stress on all four of the Term 3 Teacher Stress scales.
Similarly this group of teachers was also the only group to indicate a higher level of
satisfaction on all three Teacher Satisfaction scales in Term 3. These results contrast
markedly with the student scale findings which tended to indicate that the Background
Music intervention had negatively impacted on student quality of school life and also
student absence.
Discussions with teachers who implemented the Background Music intervention using the
Teacher Intervention Assessment proforma (see Appendix 2) tended to reflect these
results. The teacher of Music 3 reported that their personal stress level definitely decreased
during the fifteen minutes of music after lunch, while the teacher of Music 1 reported that
the nature of the music and lack of noise and movement in the room certainly produced a
less stressful environment. The teacher of Music 2 reported that they had enjoyed the
music, and that it had helped to relax both themself and the children.
In light of the apparent positive impact of the Background Music intervention on Teacher
Stress and Teacher Satisfaction, it is somewhat surprising that this group of teachers
reported the largest increase in rates of both teacher absence for illness and total teacher
absence. Further discussion of these effects is presented in Chapter 10.
Finally, it is important to note that each intervention group only contained four teachers
hence the reliability of these results may be questionable. It is also highly likely that the
quality of the implementation, that appeared to affect the student analyses of the impact of
the interventions, similarly affected the teacher analyses. Accordingly it is anticipated that
this affect will be exemplified in the individual class analyses presented below in Section
9.4.
9.4 Impact of the Intervention Strategies - Focus on Two Individual Classes
To further highlight the apparent impact of the quality of the implementation of the
interventions, analysis of two individual classes are presented in this section. Class results
are presented for Action 1 (Class 4/1) where, in the opinion of the class teacher and the
researcher, the intervention strategy was implemented effectively, and Action 3 (Class
2/3), where, in the opinion of the class teacher and the researcher, the intervention strategy
was less effectively implemented.
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Discussions were undertaken by the researcher with participating teachers at the
completion of the intervention phase to obtain their opinion regarding the effectiveness of
the implementation of their assigned intervention using the Teacher Intervention
Assessment proforma (see Appendix 2). The opinions of the researcher regarding the
effectiveness of the implementation of the interventions were based on regular classroom
visits and ongoing support provided to participating teachers throughout the intervention
phase.
9.4.1 The Student Scales
Mean differences between the Term 3 QSL scales and the Term 2 QSL scales, Term 3
Sick (%) and Term 2 Sick (%), and Term 3 Total (%) and Term 2 Total (%) for Action 1
and Action 3 are presented in Table 9.5. The difference in means between the Term 3 and
Term 2 QSL scales for Action 1 and Action 3 clearly demonstrate the apparent impact of
the quality of the implementation of the intervention.
Table 9.5 Action 1 and Action 3 - Differences Between the Term 3 and Term 2
Student QSL and Absence Scales - Means and Standard Deviations (in parentheses)
CLASS
STUDENT
SCALES
Action 1
Action 3
Term 3-Term 2 (Class 4/1) (Class 2/3)
(Difference)
(N=27)
(N=26)
QSL
0.02
-0.15
General
(0.94)
(0.52)
Satisfaction
-0.07
-0.15
Negative Affect
(0.44)
(0.58)
0.06
-0.11
Teacher
(0.82)
(0.37)
0.11
-0.14
Opportunity
(0.62)
(0.47)
0.03
-0.09
Achievement
(0.59)
(0.38)
0.09
-0.13
Social
(0.73)
(0.32)
Integration
0.01
-0.17
Adventure
(0.91)
(0.61)
STUDENT ABSENCE
-0.05
0.10
Absence for
(6.91)
(6.05)
Illness (% )
2.44
-1.13
Total Absence
(7.84)
(9.26)
(% )

Total
(N=448)
-0.01
(0.57)
0.04
(0.56)
-0.08
(0.56)
-0.06
(0.48)
0.01
(0.48)
0.02
(0.50)
-0.00
(0.64)
0.38
(6.20)
0.99
(9.23)
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Results for Action 1, where in the opinion of the class teacher and the researcher the
intervention strategy was implemented effectively, indicated increases in the average
student mean on all Term 3 QSL scales. Results for Action 3, where, in the opinion of the
class teacher and the researcher the intervention strategy was less effectively implemented,
indicated a reduction in the average student mean on all Term 3 QSL scales except the
Negative Affect scale, the reverse scale. Overall, the total sample mean indicated an
average decrease of 0.02 on the Term 3 QSL scales. An average increase of 0.06 for
Action 1 and a decrease of 0.09 for Action 3 were evident.
Contrasting results were evident for the absence comparisons. The absence for illness
results indicated a slight reduction in Term 3 Sick (%) for Action 1 and a slight increase
for Action 3, in comparison to the total sample mean. The total absence results indicated
an increase in Term 3 Total (%) for Action 1 of more than twice the increase evident for
the total sample mean, while Action 3 results indicated a slight a decrease in Term 3 Total
(%).
With regard to the discussions undertaken with the teachers following the intervention
phase, the teacher of Action 1 reported that students had responded well to the program,
had enjoyed working closely together, and understood the concepts of self-control,
standing firm, rock and water, and working within levels of power. It was also suggested
that stress levels in the classroom had declined as a result of the intervention. The teacher
of Action 3 reported that there was a decrease in the ability of students to perform the
lesson skills in the days immediately following each lesson and that the usefulness of the
program was difficult to assess. As reported earlier, this teacher also indicated that they
felt the program had great potential but would need to be implemented regularly to have
the desired impact.
9.4.2 The Teacher Scales
Mean differences between the Term 3 Teacher Stress and Term 2 Teacher Stress scales,
the Term 3 Teacher Satisfaction and Term 2 Teacher Satisfaction scales, Term 3 Sick (%)
and Term 2 Sick (%), and Term 3 Total (%) and Term 2 Total (%) are presented for the
teachers of Action 1 (Class 4/1) and Action 3 (Class 2/3) in Table 9.6. Comparisons of
individual means for the teacher of Action 1 where, in the opinion of the class teacher and
the researcher, the intervention strategy was implemented effectively, and, the teacher of
Action 3, where, in the opinion of the class teacher and the researcher, the intervention
strategy was less effectively implemented, and the total group mean for the difference
between these means tended to reflect the variations identified on the student scales.
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Table 9.6 Action 1 and Action 3 - Differences Between the Term 3 and Term 2
Teacher Stress, Teacher Satisfaction, and Teacher Absence Scales Means and
Standard Deviations (in parentheses)
CLASS
TEACHER
SCALES
Action 1
Action 3
Term 3-Term 2 (Class 4/1) (Class 2/3)
(Difference)
(N=1)
(N=1)
TEACHER STRESS
Conflict

-0.50

-0.17

Student & Phys.
Conditions

0.00

0.63

Time Pressures

0.00

0.17

Rewards &
-0.50
0.17
Recognition
TEACHER SATISFACTION
Workload &
0.67
-0.17
Conditions
Relationship
0.67
0.33
with Students
Administration
0.00
0.00
& Senior Staff
TEACHER ABSENCE
Absence for
-2.32
-4.32
Illness (% )
Total Absence
3.41
4.51
(% )

Total
(N=16)
-0.08
(0.44)
0.03
(0.39)
-0.13
(0.40)
-0.06
(0.54)
0.01
(0.45)
0.09
(0.43)
0.04
(0.43)
1.76
(10.48)
4.51
(10.40)

Results for the Teacher Stress scales indicated that the teacher of Action 1 reported
reduced stress on both the Conflict and the Rewards and Recognition scales in Term 3.
The teacher of Action 3 also reported reduced stress on the Conflict scale, but increased
stress on the remainder of the Term 3 stress scales. With regard to teacher satisfaction, the
teacher of Action 1 reported increased satisfaction on both the Workload and Conditions
and Relationships with Students scales. The teacher of Action 3 also reported increased
satisfaction of the Relationships with Students scale, but reduced satisfaction on the
Workload and Conditions scale.
Mixed results were evident for the absence comparisons. Both teachers had a reduction in
Term 3 Sick (%) and an increase in Term 3 Total (%). The decrease in Term 3 Sick (%)
evident for both teachers contrasts the increase evident for the total teacher sample. The
difference between the Action 3 teacher mean and the total teacher sample mean was 6.08
per cent. The increase in Term 3 Total (%) for the teacher of Action 3 matched the total
sample mean (4.51%), while the increase in total absence for the teacher of Action 1 was
approximately 1.10 per cent less (3.41%).
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Interestingly the teacher of Action 1 reported that they had enjoyed the program,
particularly the concept of breathing from deep down. The teacher of Action 1 also
indicated that they were worried that the children would just take on the ‘rock’ stance and
use the karate techniques aggressively, but was pleasantly surprised that students were
able to select and use the techniques appropriately. In contrast, the teacher of Action 3
reported that they had not gained anything personally from implementing the intervention,
and that the intervention would have been more effective with fewer children and more
time for implementation.
9.4.3 Summary
Overall, the interventions appear to have had some impact on student quality of school
life, student absence, teacher stress, teacher satisfaction, and teacher absence. Of particular
interest are the apparent differential effects of some of the interventions for teachers and
students. The Background Music intervention especially appeared to be related to lower
teacher stress and higher teacher satisfaction. Yet the Background Music intervention was
also related to lower student quality of school life.
What is also evident is that the possible effect of the interventions varied greatly owing, at
least in part, to the quality of the implementation of the interventions. The results
presented for Action 1 and Action 3 perhaps demonstrate that, where the Action-Reaction
intervention was implemented effectively, the impact of the intervention had enhanced
positive effects on student quality of school life, teacher stress, teacher satisfaction, and
teacher absence. Mixed results were evident for student absence. Further discussion of
these results, including potential methods of overcoming similar problems in further
investigations of interventions of this type are presented in Chapter 10.
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CHAPTER TEN
Conclusions, Recommendations and
Implications
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10.1 Introduction
In this chapter the research problem and the method used to investigate it are briefly
reiterated, and conclusions are drawn in terms of the literature reviewed in Chapters 2, 3,
and 4. Other possible interpretations of the research results are then presented, and
differences in findings between the present study and previous studies are summarised.
The limitations of the study are then described, the potential for future research in this area
outlined, the external validity and generalisability of results addressed, and closing
remarks of the research study provided.
10.2 The Research Problem and Methods Used
The major foci of this study concerned student quality of school life and student absence
from school. Possible links between three student skill development interventions (selfdevelopment, relaxation/stress management, and music therapy), student absenteeism,
student of quality of school life, student demographics, teacher demographics, teacher
stress, teacher satisfaction and teacher absenteeism were also investigated.
Relationships and differences in the student and teacher data were initially examined
separately, then a multiple regression analysis of both student and teacher variables was
undertaken to test a hypothesised causal model of the effects on student quality of school
life. Due to the apparent complexity in identifying the impact of the intervention
strategies, further analysis of the interventions was undertaken including investigation of
two individual classes.
10.3 Summary of Conclusions in Terms of Literature Reviewed
The conclusions derived from the present study in terms of the literature reviewed in
Chapters 2, 3 and 4 can be summarised as follows:

•

The interventions implemented in this study had some impact on student perceptions of
their quality of school life, absence, and experiences of their classroom environment,
as measured in a pre and post intervention design.

Clearly identifying the true nature of this impact has presented as the most difficult issue
in this study. This difficulty has arisen as a result of a number of factors, primarily the
quality of the implementation of the interventions. Discussions with class teachers
regarding the quality of teacher implementation, combined with quantitative student and
teacher data, suggested strongly that effectively implemented interventions had enhanced
positive effects on student quality of school life and attendance.
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The efficacy and appropriateness of the interventions implemented in this study with
regard to enhancing aspects of student quality of school life was identified in Chapter 4,
Figures 4.3, 4.4, and 4.5 (see for example, Chandler, 1997; Cowen et al., 1996; Rigby,
1998; Zechetmayr, 1995). Cowen et al., also argued that the primary years of schooling
were the most appropriate time to implement such interventions. From a management
perspective at the very least, the efficacy of this argument was confirmed in the present
study.
Some of the difficulty associated with precisely identifying the impact of the interventions
on student quality of school life may relate to the usage of the QSL instrument as the pre
and post measure. Interestingly, other research conducted by the MindMatters Evaluation
Consortium (2000) utilising the QSL instrument to measure the efficacy of an
intervention, designed to improve student life skills, attitudes, attendance, values, and
knowledge regarding mental health, encountered similar complications to those evident in
the present study. Results were largely mixed and in general students reported a reduction
of quality of school life on all scales. The consortium suggested this result was due to
quality of school life data being extremely vulnerable to changes over time that may not
have been within the influence of the project, or the school (p.127). Other factors such as
staff turnover, introduction of new policies at all system levels, and economic conditions
were highlighted as potential influences.
Finally, the relatively short time of one school term (10 weeks) over which the
interventions were implemented may also have been a limiting factor. Although the length
of the longitudinal design utilised for the current study had been tested, and appeared to be
appropriate, in the pilot study, similar significant results were not evident for the current
implementation.
Some researchers have suggested that identifying the full and ongoing impact of
interventions designed to address the affective dimensions of quality of life may need to
be carried out over extended periods of time (Moos, 1991), or even, with the next cohort
of students in the context of classroom based interventions (Bruck et al., 2001). A similar
longitudinal approach to the assessment of school effectiveness conducted across a broad
range of components, including both cognitive and affective student outcomes and
progress in all areas across a number of years, was evident in the literature (Creemers,
1994; Stoll & Reynolds, 1997). The need for future research to incorporate such a
longitudinal approach is elaborated in Section 10.7.
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In light of these findings evident in the literature, the rationale for pursuing the present
study may be questioned. The justification for proceeding with the study was based on the
significant positive impact of the interventions, particularly the Action-Reaction
intervention, when implemented using a similar overall research design in the pilot study,
as described in Appendix 7.
Importantly, the impact of the Action-Reaction intervention on student quality of school
life and attendance was so positive for the class implementing this intervention in the pilot
study, that it was difficult to attribute all of this improvement to the intervention alone. A
clear mandate existed for further investigation of the efficacy of the interventions.
Furthermore, with the overall research design of the pilot design proving satisfactory for
identifying the impact of the interventions, it was considered that replicating this structure
with a larger cohort of schools, classes, and students would have proved similarly
effective.
A parallel consideration was the recognition by the researcher that for the interventions to
be truly adopted by schools, class teachers would need to “own” the interventions. In the
pilot study, all of the interventions were implemented by the researcher. In the main study,
however, interventions were implemented by the participating teachers, as described in
Section 5.7. It was argued in 5.10 that it was important to test the efficacy of the
interventions when implemented by class teachers rather than test the ability of the
researcher to implement the interventions. In retrospect, the latter option may have at least
ensured consistency of implementation of the interventions.
Prior to the commencement of the study, teachers who agreed to participate in the study
were overwhelmingly positive in both their willingness to take part in the study and their
readiness to implement the interventions. Moreover, teachers were selected on this basis.
However, as described in Sections 9.2 to 9.4, when it actually came to implementing the
interventions, the variation in quality of the implementation of the interventions presented
some unexpected and, from the perspective of the researcher, frustrating and disappointing
complications.
The notion that participating teachers would have difficulty implementing the
interventions, or perhaps more rightly, did not have time to implement the interventions
effectively, was not a consideration prior to the commencement of the intervention period.
This was due mainly to the assurances of participating teachers that they had a high
commitment to the study.
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The apparent improvement in quality of school life and attendance for some of the control
group classes is also of interest. In post-intervention discussions with the researcher, some
of the control group teachers expressed their disappointment at not being given the
opportunity to implement an intervention during Term 3, but also indicated that they had
attempted to improve aspects covered in the quality of school life survey such as their
relationship with their students, student peer relationships, and the fun and enjoyment
students in their classes gained from schooling. In some cases these individual teacher
efforts to improve their classroom environments may have been more effectively
implemented than the actual study interventions.
Alternatively, if one accepts that the interventions implemented provided participating
students with an enhanced understanding of various aspects of their quality of school life,
it may be that the students in the control groups, who were not afforded these insights,
maintained greater naivety regarding the quality of their school life. It may well be that the
post-test QSL results for at least some of the students in the intervention groups provide a
more insightful, and in many cases reduced, measure of their satisfaction with the aspects
of their quality of school life measured by the QSL instrument. The potential for the
results of the current study to be considered in light of this possible impact of the
interventions is described further in Section 10.4.

•

The interventions implemented in this study also impacted on various teacher
variables including stress, satisfaction, and absence.

Clearly identifying the true nature of the impact of the interventions on teacher stress,
satisfaction and absence was again made more difficult by the varying quality of
implementation of the interventions. However, evidence regarding the quality of teacher
implementation combined with quantitative teacher data, similar to student results,
indicated that effectively implemented interventions had enhanced positive effects
including reduced teacher stress and absence for illness, and increased satisfaction.
The efficacy of these results is reinforced by the findings of the examples of research
presented in Figure 4.5 (see for example, Barker, 1987; Clancy, 1986; Helms & Gable,
1990; Kershaw, 1973; Romano, 1992; Werner, 1984; Wasielewski et al., 1997; Whitman
et al., 1984). These studies verified the appropriateness of the intervention techniques as
methods of classroom intervention and prevention.
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Perhaps even more significant to the present study are the findings of other researchers
presented in Figure 4.5 that advocated enhancing teacher skills as an appropriate method
of improving student quality of school life (see for example, Bauwens & Hourcade, 1992;
Clarizio & McCoy, 1983; Davis & Thomas, 1989; Goodlad, 1984; Levine & Havighurst,
1984; Lewis & Lovegrove, 1987; McGaw et al., 1991; Raphael & Sommerville, 1993;
Wallinger, 1997). Beyond the benefits identified for students of these enhanced teacher
skills, it would also appear that in the present study, the teachers themselves may have
benefited from the up-skilling experience.
Of particular interest, however, is the apparent differential effects of some of the
interventions for teachers and students. Whilst no significant differences were identified,
trends in the data tended to indicate that the Background Music intervention had the
greatest impact with regard to both teacher stress and teacher satisfaction. The ActionReaction intervention had the greatest impact with regard to reducing teacher absence.
The Background Music intervention results, in particular, contrasted markedly with the
student scale findings that tended to indicate that the Background Music intervention had
negatively impacted on student quality of school life and also student absence. Importantly
the benefit of similar intervention techniques for individual teachers was identified in the
literature presented in Figure 4.6 (see for example, Alexandra 1984; Balson, 1992;
Bernard, 1990; Dunham, 1980; 1990; Lozoda, 2000; Sharp, 1996; Sparks & Hammond,
1981; Von Onciul, 1996), perhaps explaining the apparent benefits for teachers identified.

•

Student perceptions of their quality of school life in Term 2 are significantly
related to their perceptions of quality of school life in Term 3.

The validity of this conclusion is confirmed from other researchers who have observed
similar consistency of quality of school life results (Ainley & Bourke, 1988; 1992; Bourke
& Frampton, 1992; Leonard, 1998; Leonard et al., 2000; Schofield & Bourke, 1997).
Moreover the lack of variation evident between the Term 2 and Term 3 applications of the
QSL in the present study tend to reinforce concern that measuring change in student
perceptions of quality of school life needs to be carried out over an extended period of
time (Moos, 1991). Changes in student perceptions of their quality of school life may take
longer periods of time to be evident than the two term period of the present study.
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It may well be that the unresponsiveness of quality of school life measures to change, such
as the interventions implemented, relates to the definition of quality of school life
constructed for this study. Quality of school life was defined in Chapter 3 as a synthesis of
positive experiences, negative experiences, and other feelings related to specific school
life domains and outcomes.
Within the parameters of this broad definition, it is highly likely that large and/or multiple
changes to components of this synthesis may be required to effect global changes to
student perceptions of the quality of their school life. Potential methods for future research
to identify impacts on student quality of school life within the school effectiveness and
improvement paradigms are described in Section 10.7.

•

Students who perceive a higher quality of school life are absent less often than
students who are report lower quality of school life.

The findings of Schofield and Bourke (1997) that student perceptions of their quality of
school life were strongly related to their rate of absenteeism were reinforced by the
findings of the present study. Also supported was the link identified in the literature
between increased illness and lower quality of school life (Allen & Heubeck, 1994;
Coventry & Cornish, 1985; Leonard, 1998; Leonard et al., 2001a; Reid, 1986; Schofield &
Bourke, 1997).
The relationship between lower student perceptions of Achievement and Negative Affect
QSL scale scores and increased absence rates is particularly important with regard to the
assessment of school effectiveness. Student achievement is increasingly a key criterion in
the data collection process for the reporting of school effectiveness, as described in
Chapter 1.
Students who have lower rates of attendance are clearly also less likely to reach their full
potential. The organisational effectiveness literature presented in Section 3.18, Chapter 3,
suggested that the effectiveness of an organisation is, at least in part, determined by the
effectiveness of the individuals that comprise that organisation. Hence, in the case of
schools, when students fail to attend and fail to reach their full potential, school
effectiveness is also reduced.
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•

Student quality of school life varies amongst class groups, class compositions, and
class types both within and between schools.

The validity of this conclusion is again confirmed by other quality of school life research
presented in Figure 3.7, Chapter 3, that identified similar school and class differences (see
for example, Ainley & Bourke, 1992; Bruck et al., 2001; Hofman et al., 1999; Leonard,
1998; Leonard et al., 2002; Perry, 2000; Walberg & Greenberg, 1997). School and class
differences, it was suggested, were due to students in different schools and/or classes
perceiving differences in their school and/or class environments. Ainley and Bourke, for
example, identified that the largest school and class differences were evident for the
Teacher and Adventure QSL scales. In the present study, the largest differences were
evident for the Social Integration and Adventure QSL scales.
Overall, the findings that constructive school and classroom environments enhance student
achievement of cognitive and affective outcomes are particularly relevant (Bruck et al.,
2001; Fraser & Walberg, 1991). It would appear that some schools and class teachers
involved in the study could take greater advantage of the comparatively favourable student
perceptions of their schooling to further improve their professional practice and teaching
and learning.

•

Girls perceive higher quality of school life compared to boys.

This conclusion is consistent with other studies of the quality of student school life
described in Figure 3.6, Chapter 3. Ainley and Bourke (1992), for example, identified that
females reported greater satisfaction on all QSL scales except Social Integration and
Achievement where there was no significant difference from males.
Other recent research has also supported the finding that females are having their needs
met by school to a greater extent than males. Academically, girls continue to outperform
boys in the literacy component of the Basic Skills Test, a standardised test conducted
across Years 3 and 5 in New South Wales schools by the NSWDET by approximately two
percentage points. Girls also have retention rates in post-compulsory schooling that are
11.5 per cent higher than for boys (NSWDET, 1998a, p.85).
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•

Factors associated with students having negative feelings and emotions regarding
school include: poorer perceptions of all other aspects of their quality of school
life, particularly their perceptions of their level of achievement; school attended;
being male; a member of academically streamed classes; and, increased absence.

This conclusion is supported by the findings of the research presented in Sections 3.16 and
3.17.1, Chapter 3, that identified similar factors affecting student negative feelings
regarding school. These factors included: dislike of teacher/s, teaching styles, student teacher conflict, and difficulties in peer relations (Bauwens & Hourcade, 1992; Elkind,
1988; Reid, 1985); perception of achievement (Maglen, 1997; Samdal et al., 1999); gender
(Ainley, 1986; Hay, 1994; Knuver & Brandsma, 1993; Leonard et al., 2000); and, school
and class variables (Close-Conoley, 1989a; Freiberg, 1999; Weston, 1998).
Importantly, these factors were identified as causing students anxiety, lowering student
self-concept, leading to a pattern of non-attendance, and reduced student satisfaction with
their school life (Le Riche, 1995; Maglen, 1997; Miller, 1995; Reid, 1985; Samdal et al.,
1999; Schofield & Bourke, 1997). The present study supports these findings.
Again the links between negative affect, achievement, and absence are of particular
interest, and importantly, supported in the literature. Poor student perceptions of the
quality of their school life, including negative affect experienced at school, has been found
to negatively impact on achievement (Perry (2000). Student perceptions of the quality of
various aspects of their classroom environment such as satisfaction, challenge, cohesion,
and absence of stress, have been found to be major determinants of academic learning
(Walberg & Greenberg, 1997).
Significantly, the majority of factors associated with student dissatisfaction regarding
school appear to be variables within the control of educators and educational authorities.
Thus, educators have the opportunity to alter the impact of these variables on student
quality of life. The need for future research, and educators, to address this issue is
discussed in Section 10.7.

•

The negative aspects of the affective dimensions of student quality of life
associated with students having negative feelings and emotions regarding school
represent a significant source of stress in the lives of students, that is
commensurate with the stress experienced by adults in the work environment.
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This assertion was presented by Schofield and Bourke (1997) in their study of student
quality of school life and absenteeism. It is clearly supported by the findings of the present
study. Other previous research has suggested that increasing stress in the lives of children
may be evident in the increased incidence of students accessing mental health services
(Cook, 1988). Significantly, students in this study, as has been the case in other studies of
student quality of school life, reported more negative perceptions regarding their
relationships with their teacher/s and peers, success at school, the future usefulness of their
schooling (Law, 1988; Law & Soliman, 1988; Leonard et al., 2000; Waugh & Hyde,
1993).
Importantly some of these researchers have linked these stressors to other school problems
for students. Links identified include low achievement, inappropriate behaviour,
detachment, early leaving from school (Law, 1988; Law & Soliman, 1988), reduced
ability to cope, reduced functioning, increased illness (Samdal et al., 1999), and increased
absence (Leonard et al., 2000; Schofield & Bourke, 1997). As described in Section 3.6,
Chapter 3, school is clearly operating in a similar way to a workplace for students, who are
experiencing typical workplace stressors to varying degrees.

•

Time pressures associated with teachers not being able to fulfil their required
duties in normal teaching hours, or in the manner in which they would like, is a
major source of occupational stress for those teachers surveyed.

Stress resulting from time pressures followed by stress arising from lack of rewards and
recognition were clearly identified as the most significant sources of work related stress
for the teachers surveyed. This result is reinforced by other recent studies of teacher stress
presented in Figure 3.10, Chapter 3 (see for example ACTU, 1998; Schofield & Bourke,
1997; Smith, 1996).
Significantly, variations in the level of stress reported by teachers were evident according
to school location. As some of the schools involved in the study are classified as priority
funded schools, the findings of Smith and Bourke (1992) that public schools with low
student socioeconomic status produce higher teacher stress levels than schools with high
socioeconomic status are most relevant. It would appear that similar forces are operating at
the schools involved in this study. Monfries and Hazel (1995) suggested that teachers at
low socioeconomic status schools fear negative evaluation, public exposure, and pressure
to perform beyond expectation more than teachers at high socioeconomic status schools.
Staffing difficulties, teacher age and experience may also be significant variables in these
locations, but are beyond the scope of this study.
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It is important to note that the determination of additional funding for priority funded
schools is calculated by the socioeconomic status of the school population. Hence there is
a strong link between priority funded schools and low socioeconomic status.

•

Less stressed teachers are less dissatisfied, or conversely, less dissatisfied teachers
are less stressed.

This conclusion is supported by the research presented in Figure 3.17, Chapter 3, that
identified the link between teacher stress and teacher satisfaction (see for example, Boyle
et al., 1995; Dinham, 2000; Smith & Bourke, 1992; VIEU, 1996). In the present study,
teachers who were less dissatisfied with the nature of their work and factors in their work
environment were, on average, less stressed. The finding of Smith and Bourke (1992) that
increased teacher satisfaction could mitigate the effects of teacher stress in particular
supports this conclusion.
More generally, this conclusion provides strong advocacy for the argument presented in
Section 3.13 that the principal indicators of the level of quality of school life for students
and teachers will be stress and satisfaction related to these domains and outcomes. Support
for such a definition was also evident in the research literature (Ainley, 1995; Goodlad,
1984; Gray et al., 1983; Law, 1988; Law & Soliman, 1988; Leonard, 1998; Samdal et al.,
1999; Schofield & Bourke, 1997; Waugh & Hyde, 1993).

•

Teachers who perceive a higher level of stress from time pressures and are less
satisfied with their relationships with students are more likely to be absent from
school.

The link between teacher stress and increased absence for illness is reinforced by much of
the general occupational stress and teacher stress literature, described in Sections 3.3.3 and
3.20.1 respectively. Dworkin et al. (1990), for example, identified that teacher illness
increased as job stress increased, while, Galloway et al. (1984b) linked physical and
mental ill health to increased teacher work-related stress.
These relationships between aspects of teacher stress, satisfaction, and absence also
exemplify the conclusions of Mykletun (1984) that occupational stressors have a
significant effect on teacher quality of life. Whilst the relevance of these relationships for
teachers is obvious, what is not so obvious is the implications for students.
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Greater consideration of the impact on students of teachers exhibiting stress symptoms,
dissatisfaction, and reduced quality of life in general in the classroom would appear vital.
As described in Section 3.21, Chapter 3, if students are considered to be surrogate
workers, and hence experiencing workplace negative affect, the nature of these symptoms
for students in the school environment would also appear to require further examination.

•

In the context of continuous school reform, school improvement, and quality
assurance, affective measures of schooling provide a valid source of effectiveness
data. Educational administrators and authorities need to take advantage of these data
with regard to providing a holistic snapshot of the quality of the schooling experience
for both students and teachers.

This final conclusion does not directly relate to the research results of the study, but rather,
relates to the specified purpose of the literature review to link literature regarding affective
student outcomes, school effectiveness, school improvement, and workplace theory. As
advocated in the introductory section of this thesis - Chapter 1, attempting to identify the
effect of teaching behaviour, and school and classroom practice on student social and
affective outcomes, through the application of workplace theory to classroom
environments and students as members of these classes (along with the traditional focus of
student attainment) should be at the forefront of the modern school effectiveness research
agenda.
Incorporating measures of the social and affective aspects of the school curriculum into
the cycle of continuous improvement, and tracking advancement towards these outcomes
has high validity and value with regard to annual school reporting and school
improvement, as was evident from the examples of research presented in Figure 2.1,
Chapter 2 (see for example, Creemers, 1994; Davis & Thomas, 1989; Mortimore et al.,
1988; Reynolds, 1992).
Significantly, the review of literature in this study also identified the benefits of schools
demonstrating that they were supporting the growth of students across all dimensions of
the curriculum in terms of advancing their market share. Enrolment trends described in
Section 1.2 tended to indicate that where schools and school systems have been able to
identify and promote this growth, they have increased their market share. In contrast, those
that have not demonstrated such a multi-faceted approach, have failed to maintain their
market share.
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10.4 Other Possible Interpretations of the Results
Whilst the major findings of this study tend to be supported in the literature, there is
clearly room for alternative interpretations. This is due mainly to the small teacher sample
size and quality of the implementation of the interventions.
One possible interpretation of the mixed results evident with regard to the efficacy of the
interventions is that the three techniques implemented were inappropriate for the student
sample. However, the present researcher would argue that the selection of the particular
interventions was strongly grounded in both the research literature and current educational
practice. The research indicated, for example, that where teachers did not provide
enhanced learning environments through the use of appropriate interventions to enhance
student perceptions of their quality of school life students may not become selfresponsible, and conscious decision makers (Zechetmayr, 1995, p.15).
Without necessarily fully agreeing with Zechetmayr, and as described in Section 10.3, one
interpretation of the results generated for the Control Groups, suggests the naivety of this
cohort with regard to their ability to both perceive and attempt to improve the quality of
their school life was maintained throughout the project. It may be that the interventions
provided students with a deeper understanding of the nature and dynamics of their school
life and hence the post program perceptions provide a more accurate or informed
indication of the students’ schooling environment.
The small teacher sample of sixteen almost ensured that results of the single level teacher
analysis were only indicative of possible trends in the data. However, results of the
individual teacher analysis were generally supported by the research literature.
With regard to the interventions, it is important to note that each intervention group
included only four teachers. It is also highly likely that the variation in the quality of
implementation, that appeared to affect the student analysis of the impact of the
interventions, similarly affected the teacher analysis. Results of the further analysis
undertaken for two individual classes suggested that more effectively implemented
interventions had positive impacts on teacher stress and teacher satisfaction.
10.5 Description of the Differences in Findings Between the Present Study and
Previous Studies
To facilitate understanding, differences in findings between the present study and previous
studies are presented in three sections: single level student data analyses; single level
teacher data analyses; and, multilevel analyses.
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10.5.1 Single Level Student Data Analysis
The findings of Garton and Pratt (1995) that girls experience more negative impacts on
their quality of school life, such as stress, and report it as having greater impact, was not
supported by this study. Means were higher for girls on all QSL scales with the exception
of the Negative Affect scale (the reverse scale). Clearly girls perceived higher quality of
school life on all aspects measured in this study than did boys.
These differences may also reflect global trends. In the United States of America, for
example, the findings of a study by Paterno et al. (1987) identifying that junior secondary
students rated school work, achievement, and peer relations as more important sources of
school based negative affect than did primary school-aged children who rated physical
injury, discipline, and lack of personal space as more important sources of stress were also
not supported. Results indicated that poor peer relations and factors associated with their
schooling such as lack of adventure and opportunity in their learning are the most
important sources of negative affect for students involved in the present study. Again these
results reinforce that primary school-aged children are very perceptive with regard to
factors that affect the quality of their school life.
10.5.2 Single Level Teacher Data Analysis
A number of studies have identified that teacher relationships with administrative and
senior staff is often a major source of stress for teachers (ACTU, 1998; O’Connor &
Clarke, 1990; Schofield & Bourke, 1997; Smith, 1996). The contrasting result found in the
present study that teachers surveyed were, on average, most satisfied with this aspect of
their teaching can be largely explained by the high ratio of executive teachers to regular
class teachers involved in the study. Approximately half of the participating teachers held
executive positions.
Overall, the finding that student misbehaviour is a major stress source for teachers (Borg
et al., 1991; Chiu et al., 1986; Dewe, 1986; Galloway et al., 1984b; O’Connor & Clarke,
1990) was not supported by this study. In general, teachers perceived factors related to
dealing with students as their least important source of stress, while satisfaction with their
relationships with students was also above average. If this finding is considered in the
broader terms of educational reform, it can be seen as a very positive indicator of the
impact of non-coercive approaches to student management and discipline being
implemented by many schools. Schools are moving away from behaviourist approaches to
discipline and implementing more student-centred cognitive approaches such Control
Theory and Reality Therapy.
232

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

The negative effects of teachers utilising authoritarian student management styles were
identified in the literature (Askew, 1989; Balson, 1992; Bernard, 1990; Harris et al., 1984;
Lewis & Lovegrove, 1987). Authoritarian teaching styles were found to stimulate
disruptive behaviour, that was identified as a major source of teacher stress, and a stress
symptom for students. Teachers who adopted an authoritarian discipline model, one that
male teachers were identified as being more likely to adopt, and an external locus of
control, were more likely to exhibit symptoms of stress. The relatively high average
teacher satisfaction regarding their relationships with students suggests that the schools in
the study have tended to embrace these newer approaches to student management, with
impressive reductions in student management issues as a source of stress for teachers also
evident.
Whilst it is difficult to make conclusive statements regarding the effects of various teacher
background variables on teacher satisfaction and stress due to the small teacher sample,
results tend to refute the arguments of Hipps and Halpin (1991b), Littrell et al. (1994) and
Malik et al. (1991) that teacher background variables such as age, gender, qualifications,
and experience do not affect teacher stress and satisfaction levels. Whilst differences were
not observed on all scales for all teacher background variables, some significant
differences, particularly for teaching experience, were observed. Teachers with greater
experience perceived higher levels of stress from lack of rewards and recognition in both
Terms 2 and 3 and more conflict with administrative and senior staff in Term 3 than their
less experienced colleagues, for example. Clearly this is a complex phenomenon that
requires further investigation with a larger teacher sample.
10.5.3 Multilevel Analysis
A saturated three-stage model for regression analysis was developed. It was anticipated
that such a model would provide a better understanding of the impact of the interventions
on the student and teacher variables, than a separate single level analyses of student and
teacher data. The present study had the facility of a comparatively large linked student and
teacher data sample that was sufficiently large to provide for a three-stage model to be
investigated.
Results in the present study, whilst indicating a much more complex multilevel path
model, supported the findings of a previous multilevel analysis of student quality of life
and absence carried out by Schofield and Bourke (1997). Schofield and Bourke identified
that lower student absence was significantly related to student perceived ability to get on
with their peers (Social Integration QSL scale) and the level of enjoyment students gained
from their learning (Adventure QSL scale).
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In contrast, the finding by Schofield and Bourke that increased teacher stress due to their
workload (Workload Teacher Stress scale) was significantly related to increased student
absenteeism was not indicated in the present study. Again, this discrepancy is likely to be
due to the small teacher samples involved in both studies.
10.6 Limitations of the Study, External Validity, and Generalisability of Results
In this section the limitations and external validity of the results of the study are discussed
in terms of the sample size, response rates, and the teacher data set. The generalisability of
results is then described within the framework of the conclusions reached.
10.6.1 The Sample
Although teachers were not considered to be the main focus of the study, the small sample
of sixteen teachers clearly limits the generalisability of results, especially the single level
analysis of teacher data. Owing to this small sample, there were few significant
relationships between teacher variables, and also few significant relationships between the
teacher and student variables, student absence, and student quality of life in the causal
model tested. It should also be noted that the sample of teachers was not random although
the schools were selected to be representative of primary schools in the Lower Hunter
Valley.
10.6.2 Response Rates
The response rates for both teachers and students, was perhaps the most satisfying aspect
of the study, and the major factor affecting the generalisability of the results. Out of an
anticipated sixteen teachers being involved in the study, all agreed to participate. The
student response rate of 448 out of a possible 451 (99.3%) was facilitated by an intensive
level of involvement and follow-up by the researcher.
As was demonstrated in Chapters 6 and 7, both the student and teacher samples were
reasonably representative of the district and state Stage 3 (Year 5 and 6) cohort thus
enhancing the potential for generalisation of results. In retrospect, whilst the student
response rate was high and the sample representative, the involvement of other schools
would perhaps have proved more effective in terms of generalisation of results. Further,
whilst this approach may have resulted in lower participation rates, the larger class and
school sample distribution would have facilitated the higher order statistical methods, such
as the multilevel analysis.
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10.6.3 Teacher Data
As discussed in Chapter 5, teacher data were collected in an attempt to develop a coherent
pattern of stress, satisfaction, and absenteeism operating across classroom and school
environments. The teacher data were not collected to form the basis of a detailed analysis
of teacher stress and satisfaction, hence the results of the teacher analysis presented in
Chapter 7 are best viewed tentatively.
However, some of the findings that emerged from the multilevel analysis, such as the
correlations between teacher years teaching and lower student general satisfaction with
school and poorer perceived relationship with their teacher, and higher rate of total teacher
absence in Term 3 and lower perceived student achievement, perhaps help to validate the
appropriateness of the collection and application of the teacher data. Further investigation
of these findings may well be warranted.
10.6.4 Generalisability of Conclusions
This study involved a continuation and expansion of studies carried out by Leonard in
1998 and the pilot study in 2000 (presented in Appendix 7). The results achieved
regarding student absence and quality of school life are generally consistent with those of
the two earlier studies, and also Schofield and Bourke (1997). Hence, the conclusions
regarding both quality of school life and student absenteeism would appear to have some
level of generalisability.
Findings regarding teacher stress, satisfaction and absenteeism, as has been noted
previously, merely indicate trends in the data. However, some of these trends had high
levels of statistical significance and were well supported by other examples of research in
the area. Potentially, these results may provide an accurate picture of teacher sentiment
regarding the variables measured, but this would need to be verified in a study with a
larger teacher sample.
10.7 Areas for Future Research
A significant change in the educational paradigm regarding quality of school life,
particularly in New South Wales, has paralleled the planning and implementation of this
study. The recently released NSWDET Strategic Directions 2002-2004 highlight the reemergence of qualitative aspects of the curriculum. A commitment to providing students
with the knowledge, understanding, skills, and values for productive and rewarding lives;
and, the provision of a well-rounded education that values and supports the intellectual,
creative, physical, social, and emotional development of each child, has been propounded
as a policy (NSWDET, 2002).
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Importantly this document also suggests that increased levels of student satisfaction, as
measured by satisfaction surveys, are to be used as an indicator to assess the success of the
implementation of this reform agenda. Whilst it should not be suggested that this project
has been responsible for this re-emergence, the results of this, and previous studies of
quality of school life, provide unequivocal support for this agenda. To ensure this agenda,
that values aspects of student quality of school life, is not overlooked again in the future, it
would appear vital that research continues to examine the impact of these variables in the
context of school improvement and effectiveness.
Interestingly, the school effectiveness literature reviewed in Chapter 2 indicated that
research has focused more on school level conditions rather than teacher practice in the
classroom. This has occurred despite popular and increasing evidence that student
progress is most strongly linked to effective teaching and learning. School and
administrative levels are important in terms of providing conditions for effective
instruction, but as teaching and learning takes place primarily at the classroom level, it
potentially has most influence on student quality of life (Hofman et al., 1999).
Future research needs to further address the challenge that confronts educators to assist
their students with the development of appropriate methods and coping strategies for
dealing with negative affect on their quality of school life. Despite the dizzying array of
methodologies available to educators, the literature tends to suggest that any program that
emphasises specific skills for coping, such as the three intervention strategies implemented
in this study, has potential for some positive benefit for the majority of students.
Some of the benefits identified in the literature for primary school students who were
assisted by their teachers in developing enhanced coping skills include: an increased
ability to concentrate, decreased reliance on anger, and increased self-esteem (Thomas,
1990). Such changes have the power to give students a new insight and understanding of
themselves and in turn that of their teacher.
Whilst the present study attempted to assess the impact of three such interventions, results
were complicated primarily by the unanticipated variation in the quality of the
implementation of the interventions. Further investigation of these and other interventions
appears warranted.
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An integrated, whole-school focus on developing student intellectual, personal, social
skills, and physical development has been advocated (Hyde & Werner, 1984; Mulford,
1985). Moreover, benefits for educators and education systems incorporating appropriate
interventions into the curriculum was identified in the literature (Schneider & Blank,
1998). It was suggested that the cost of implementation of such programs was relatively
low and negative effects were almost unknown, while significant benefits from these
programs had been demonstrated, especially for at-risk students. Research to identify the
extent of the benefit to schools also appears appropriate.
The context-specific nature of school effectiveness is also evident in the literature. Hence,
a primary outcome of school effectiveness research should be the identification of
attributes of effective schools. Such a process needs to be multidimensional and conducted
across a broad range of components including: both cognitive and affective student
outcomes; progress in all areas across a number of years; quality; equity; educational
standards; and, student background variables such as socioeconomic status (Creemers,
1994; Stoll & Reynolds, 1997).
The QSL is clearly a powerful instrument with regard to measuring student perceptions of
the quality of their school life in this context. The primary school children surveyed
indicated strongly that they were well aware, even at this young age, of the preparation
school is providing for their future. Moreover most enjoy, and were motivated by, learning
that is meaningful to them. Educators can take this on board by incorporating the benefits
of an outcomes-driven curriculum whilst minimising the competitive aspects of such an
approach by ensuring their programs are individualised and enjoyable.
As early as 1991, Ainley and Fordham promoted the national use of the QSL instruments
at both primary and secondary level to map patterns of student perceptions of Australian
schooling. Enhancing the understanding of both teachers and administrators regarding the
construct of student quality of school life could be effectively addressed through such a
project. Moreover, the results of this study indicate that there is a small but important
group of students who are deeply dissatisfied with various factors impacting on the quality
of their school environment, such as their relationships with their teacher and peers, and
the level of fun and enjoyment they perceive in their learning. It would appear that some
schools and teachers are not effectively identifying and addressing the needs of these
students. These students were stressed and in need of assistance. An expanded provision
and usage of the QSL to track these students may be extremely beneficial.
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The gender discrepancy with regard to student perceptions of the quality of school life
should be of concern to all educators. Some schools and education systems are now
attempting to address gender equity issues in their curricula. The MCEETYA (1999)
reported that independent schools had implemented strategies including building gender
equity in the syllabus, equity of access to curricula, giving special attention to the needs of
boys, and encouraging students to look beyond stereotypical gender roles. Programs
included: bullying prevention, anti-violence, anti-discrimination, student welfare, and antiharassment. An expansion of the implementation of such programs into public schools
appears both appropriate and overdue.
Whilst the teacher results in the present study were only for a relatively small teacher
sample, some significant and important results were identified with regard to the
relationships between teacher stress, satisfaction, and absence. Ongoing research regarding
teacher workplace variables and attempts to ameliorate negative teacher stress and
dissatisfaction are clearly appropriate.
Teachers operate as managers of students. Workcover suggests that managers can
undertake to reduce stress in order to facilitate the development of a working environment
that has fewer stress claims, sick days, and accidents (Workcover, 1996). Strategies
outlined by Workcover include the identification of potential causes of stress; an
assessment of the frequency and duration of stresses in all aspects of workplace life, and;
modifying the workplace, work systems, or management style in an attempt to control
stress levels (Workcover, 1996). Such a process, it was suggested should be ongoing
incorporating aspects of the workplace such as management, occupational health and
safety, conflict resolution, change, assistance programs, post traumatic stress, workplace
social life, and facilities. Research regarding the effectiveness of training teachers to adopt
managerial strategies with their students would be highly relevant.
Perhaps what is needed is an inclusive approach to quality of life in schools that has the
flexibility to deal with the workplace experiences of students and teachers. If school is
accepted to be a workplace for students, then workplace stress management strategies such
as those advocated by Workcover would be most appropriate. The development and
assessment of an inclusive model of workplace management in schools could prove to be a
very positive project at both a school and departmental level. Further research into the
feasibility of such a model is warranted and perhaps overdue.
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10.8 Final Summary of the Study
The principal objective of this study was to advance research in the field of student quality
of school life and student absenteeism by addressing contextual, conceptual, and
methodological limitations of prior research in this area. The contextual advancements
related to the application of workplace theory to classroom environments and students as
members of these classes. The use of measures of student quality of school life as
indicators of school effectiveness and foci for school improvement was also advocated.
A definition and articulation of a potential future of education was presented that
identified the need for a re-aligning of academic and affective student outcomes. This
future aimed to ensure high student quality of life, an enhanced educator mentoring role,
and a focus on value attribution regarding child health, equity, and access issues.
The QSL measures indicated that overall students were quite happy with their quality of
school life, and that students who were more contented with one aspect of their schooling
were more likely to be contented with other aspects of their schooling. Students who
perceived school as an unhappy and uninviting place were more likely to have lower
scores on the other QSL scales. Perceptions of high quality of school life were also related
to school attended, class, class type, being female, less frequent absences for illness, and
attending school more often.
This study demonstrated that school attendance can, at least to some extent, be attributed
to student perceptions of their quality of school life. An expansion of focus appears to be
needed by educational authorities to encompass student-centred strategies for dealing with
student absence, such as ensuring that school is an exciting and enjoyable place for all
students.
With regard to the enhanced mentoring role of educators, this study suggests that teachers
have the power to develop special bonds and relationships with their students through an
awareness of individual student need, enhancing student quality of school life, and by
facilitating the coping skills of students. Where classroom environments were perceived to
be accommodating and enjoyable, yet at the same time had a strong work ethos, students
were more likely to feel good about themselves, to be excited and stimulated by their
school environment (workplace), and conceivably more likely to be students who were
ready to learn. Students who wanted to learn, wanted to be at school and appeared to make
an increased effort to attend. An associated improvement in teacher morale, in terms of
reduced dissatisfaction and stress, and reduction in teacher absence was also apparent.
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Conceptual considerations related both to addressing the impacts of teacher stress and
satisfaction on student quality of school life and absence, and also assessing whether stress
management, self-awareness, and relaxation intervention strategies implemented by class
teachers positively impacted on student quality of school life and reduced student absence.
Results suggested that appropriately implemented affective interventions within the
classroom context may have enhanced positive affect on student quality of school life and
attendance, aspects of teacher quality of life, particularly a reduction in teacher stress and
dissatisfaction, and facilitate the establishment of environments where students and
teachers want to be and students can be led to a broader life experience.
Methodological sophistication was provided through the use of multilevel modelling
techniques allowing the simultaneous assessment of the impact of the interventions at
three levels, specifically the student, teacher/class, and intervention/school levels. Results
of the multilevel analysis did not indicate a significant impact of the interventions, perhaps
due mainly to the variation in the quality of the implementation of the interventions, and
the sample size.
Significant links, however, were identified between cognitive and affective measures of
student quality of school life. Students who perceived more negative feelings and
emotions regarding school, for example, were also more likely to perceive a lower level of
achievement, and be absent more often. The multilevel modelling was also particularly
effective in identifying a wide variation in student quality of school life at seemingly
similar schools.
To the casual reader, the findings of this study may appear obvious and straightforward students who enjoy school, go to school more often than students who do not. What is also
obvious is that there is apparently wide variation with regard to both the understanding
and implementation of this basic philosophy that, perhaps, should underpin quality
education on the part of educators, educational institutions, and educational authorities.
Conceivably, with increased accountability in education has come a fierce determination
from educators and educational authorities to ensure that students achieve mandated
outcomes and meet all assessment requirements (Jongeling & Lock, 1993; Monfries &
Hazel, 1995). The consequence of this may have been reduced quality of life for both
students and teachers.
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It would appear that where teachers in this study were able to effectively implement an
intervention designed to enhance aspects of quality of school life, and to juggle the
administrative requirements of modern teaching, students perceived that school was a
more inviting and fun place to be (perhaps indicated by higher quality of school life scores
for their students), and made an increased effort to attend (perhaps indicated by reduced
absences for their students). Notably, data trends suggested that these teachers tended to
have reduced stress and higher satisfaction levels than their colleagues.
As responsible educators we need to promote such environments to ensure our students
develop to their full potential and that our schools are workplaces where our students, and
teachers, want to be. It would be appropriate for all educators to have the goal of making
learning enjoyable for all as their basic philosophy of teaching. Students, when asked why
do they want to go to school, should be able to answer, “because it is fun”.
Finally, beyond implementation of the intervention strategies and the development of
measures of school effectiveness incorporating cognitive and affective student outcomes,
ensuring student quality of school life is more likely to be accomplished by an inclusivist
culture. It is a spirit, an ethos, that values students and the importance of preparing
students - all students, to be valuable members of society in the new millennium.
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APPENDIX 1
Student Data Collection:
(i)

Quality of School Life Questionnaire

(ii)

Quality of School Life - Scales and Corresponding Items
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The UNIVERSITY
of NEWCASTLE
PRIMARY SCHOOL LIFE
We would like to know how you feel about your life in primary school. This is not a test, and there are no
right or wrong answers. What we want is your opinion, so try to answer what you think about your school
life. Your answers will not be seen by anyone else.
First of all, would you please answer these questions:
Name of Your School?___________________________________________________
Your Class?___________

Your Initials?___________

Boy or Girl?__________

Each statement on the next two pages starts with MY SCHOOL IS A PLACE WHERE ... some particular
thing happens to you or you feel a particular way. You should give your opinion by ticking one of the boxes
in each line to show that you Agree, Mostly Agree, Mostly Disagree or Disagree with the statement.
Try to give an answer to every statement but, if you really cannot decide, leave that one out.
Don't forget that you have to think of My School is a Place Where... before each item for it to make sense,
for example, My School Is a Place Where ... I feel important.
___________________________________________________________________________________
(Tick one box in each line)
MY SCHOOL IS A PLACE WHERE

Agree

Mostly Mostly
Agree Disagree

Disagree

1. I really like to go each day.

[]

[]

[]

[]

2. my teacher is fair to me.

[]

[]

[]

[]

3. I learn to get along with other people.

[]

[]

[]

[]

4. I am a success as a student.

[]

[]

[]

[]

5. I feel unhappy.

[]

[]

[]

[]

6. other students accept me as I am.

[]

[]

[]

[]

7. I know how to cope with the work.

[]

[]

[]

[]

8. I like to be.

[]

[]

[]

[]

9. the work is a good preparation for my future.

[]

[]

[]

[]

10. I like to do extra work.

[]

[]

[]

[]

11. I feel happy.

[]

[]

[]

[]

12. the things I learn are important to me.

[]

[]

[]

[]

13. learning is fun.

[]

[]

[]

[]

14. I feel lonely.

[]

[]

[]

[]

15. things I learn will help me in secondary school.

[]

[]

[]

[]
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(Tick one box in each line)
MY SCHOOL IS A PLACE WHERE

Agree

Mostly Mostly
Agree Disagree

Disagree

16. I am good at school work.

[]

[]

[]

[]

17. I feel proud to be a student.

[]

[]

[]

[]

18. I feel worried.

[]

[]

[]

[]

19. my teacher takes an interest in helping me with my work.

[]

[]

[]

[]

20. people trust me.

[]

[]

[]

[]

21. I have a lot of fun.

[]

[]

[]

[]

22. my teacher listens to what I say.

[]

[]

[]

[]

23. I enjoy what I do in class.

[]

[]

[]

[]

24. I am popular with other students.

[]

[]

[]

[]

25. I can learn what I need to know.

[]

[]

[]

[]

26. I know I can keep up with the work.

[]

[]

[]

[]

27. I get excited about the work we do.

[]

[]

[]

[]

28. I get upset.

[]

[]

[]

[]

29. I know people think a lot of me.

[]

[]

[]

[]

30. I get on well with the other students in my class.

[]

[]

[]

[]

31. what I learn will be useful.

[]

[]

[]

[]

32. the work we do is interesting.

[]

[]

[]

[]

33. I get enjoyment from being there.

[]

[]

[]

[]

34. my teacher helps me to do my best.

[]

[]

[]

[]

35. people can depend on me.

[]

[]

[]

[]

36. other students are very friendly.

[]

[]

[]

[]

37. I feel restless.

[]

[]

[]

[]

38. my teacher treats me fairly in class.

[]

[]

[]

[]

39. what I learn will be useful to me when I leave school.

[]

[]

[]

[]

40. I achieve a satisfactory standard in my work.

[]

[]

[]

[]

___________________________________________________________________________________
If you want to tell us anything else about your life at school, please write it here.

This school life questionnaire may be copied for use within the school with the full approval of the Australian Council for Educational
Research and Professor S. F. Bourke.
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Item 1.
Item 8.
Item 11.
Item 17.
Item 21.
Item 33.
Item 5.
Item 14.
Item 18.
Item 28.
Item 37.
Item 3.
Item 6.
Item 20.
Item 24.
Item 29.
Item 30.
Item 35.
Item 36.
Item 4.
Item 7.
Item 16.
Item 26.
Item 40.
Item 9.
Item 12.
Item 15.
Item 25.
Item 31.
Item 39.
Item 10.
Item 13.
Item 23.
Item 27.
Item 32.
Item 2.
Item 19.
Item 22.
Item 34.
Item 38.

Quality of School Life - Scales and Item Analysis
(All items preceded by: MY SCHOOL IS A PLACE WHERE...)
General Satisfaction
...I really like to go each day.
...I like to be.
...I feel happy.
...I feel proud to be a student.
...I have a lot of fun.
...I get enjoyment from being there.
Negative Affect
...I feel unhappy.
...I feel lonely.
...I feel worried.
...I get upset.
...I feel restless.
Social Integration
...I learn to get along with other people.
...other students accept me as I am.
...people trust me.
...I am popular with other students.
...I know people think a lot of me.
...I get on well with the other students in my class.
...people can depend on me.
...other students are very friendly.
Achievement
...I am a success as a student.
...I know how to cope with the work.
...I am good at school work.
...I know how to keep up with the work.
...I achieve a satisfactory standard in my work.
Opportunity
...the work is good preparation for my future.
...the things I learn are important to me.
...things I learn will help me in secondary school.
...I can learn what I need to know.
...what I learn will be useful.
...what I learn will be useful to me when I leave school.
Adventure
...I like to do extra work.
...learning is fun.
...I enjoy what I do in class.
...I get excited about the work we do.
...the work we do is interesting.
Teacher
...my teacher is fair to me.
...my teacher takes an interest in helping me with my work.
...my teacher listens to what I say.
...my teacher helps me to do my best.
...my teacher treats me fairly in class.
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APPENDIX 2
Teacher Data Collection:
(i)

Teacher Background Survey

(ii)

Teacher Stress Questionnaire

(iii)

Teacher Stress - Scales and Corresponding Items

(iv)

Teacher Satisfaction Questionnaire

(v)

Teacher Satisfaction - Scales and Corresponding Items

(vi)

Teacher Intervention Assessment
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The UNIVERSITY
of NEWCASTLE
TEACHER BACKGROUND
1
School: ___________________________
_______________________________________________________________________
2
How many years have you taught at this school? ______________
_______________________________________________________________________
3
How many years have you been teaching all together? _________
_______________________________________________________________________
4
Sex:
* Male
* Female
(Please Circle)
_______________________________________________________________________
5
What is your employment status?
* Full Time
* Part Time (Please Circle)
_______________________________________________________________________
6

What is your position on staff? (Please Circle)
* Teacher

* Advanced Skills Teacher

* Leading Teacher

* Assistant Principal

* Deputy Principal

* Principal

* Other (Specify): _____________________
_______________________________________________________________________
7

In terms of hours, what is your weekly face to face teaching load?

(Excluding any allowances) __________________________________
_______________________________________________________________________
8

Class Composition:

(Please Circle)

* Composite Year 5

* Academically streamed Year 5

* Composite Year 6

* Academically streamed Year 6

* Composite Year 5 / 6

* Academically streamed Year 5 / 6

* Other (Specify): ________________________
_______________________________________________________________________
9

What is the highest qualification you hold? (Please Circle)
* Teaching certificate

* Diploma

* Degree or Degree / Dip Ed. * Postgraduate Degree
_______________________________________________________________________
10
Circle the answer which best represents how much stress you have been feeling during
the last ten months.
* None
* A little stress, nothing to worry about
* Some stress, a minor concern
* A fair bit of stress, quite worried
* Very stressed, having real difficulties coping
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The UNIVERSITY
of NEWCASTLE
TEACHER STRESS
These items are intended to provide an indication of the degree of work-related stress (ie. tension.
anxiety, frustration, ‘got you down’, or bothered feelings) teachers experience from different aspects
of their work.
Please indicate the degree of stress you associate with each item by ticking one point opposite
to it.
POTENTIAL STRESSORS WITHIN THE SCHOOL:

Hardly or A little or A fair
not at all sometimes bit

A
lot

1. Lack of freedom to organise and do your work as you want to.

[]

[]

[]

[]

2. Classroom control difficult.

[]

[]

[]

[]

3. Insufficient time to talk to colleagues during working hours.

[]

[]

[]

[]

4. Work making it difficult to complete home duties.

[]

[]

[]

[]

5. Having to teach subjects you would not have chosen.

[]

[]

[]

[]

6. Having to take school work home.

[]

[]

[]

[]

7. Being given conflicting orders or being expected to do
things incompatible with others.

[]

[]

[]

[]

8. Lack of influence on Department of School
Education decisions.

[]

[]

[]

[]

9. Lack of available help and advice in case of problems.

[]

[]

[]

[]

10. Pay not in line with skills and responsibilities.

[]

[]

[]

[]

11. Having to do a lot of work in a Limited time.

[]

[]

[]

[]

12. Aspects of current education system with which you disagree.

[]

[]

[]

[]

13. Students who are hard to motivate to be interested and involved.

[]

[]

[]

[]

14. School work making it difficult to rest and relax once at home.

[]

[]

[]

[]

15. Lack of appreciation, respect and consideration shown by the
Department of School Education.

[]

[]

[]

[]

16. Having to make decisions without all of the relevant information.

[]

[]

[]

[]

17. Lacking the chance of promotion.

[]

[]

[]

[]

18. Lack of appreciation by students.

[]

[]

[]

[]

19. Staff tensions and conflicts.

[]

[]

[]

[]

20. Noise.

[]

[]

[]

[]

21. School work making it difficult to spend time with own children.

[]

[]

[]

[]

22. Being expected to act contrary to your own educational
philosophy.

[]

[]

[]

[]

23. Work offering little (if any) chance to do things you like.

[]

[]

[]

[]

24. Having to do things you do not agree with.

[]

[]

[]

[]

25. School being overcrowded.

[]

[]

[]

[]

26. Duties for which you feel insufficiently experienced or trained.

[]

[]

[]

[]
A-
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Item 1.
Item 7.
Item 16.
Item 19.
Item 22.
Item 24.
Item 2.
Item 5.
Item 9.
Item 13.
Item 18.
Item 20.
Item 25.
Item 26.
Item 3.
Item 4.
Item 6.
Item 11.
Item 14.
Item 21.
Item 8.
Item 10.
Item 12.
Item 15.
Item 17.
Item 23.

Teacher Stress - Scales and Item Analysis
(Potential stresses within the school)
Conflict
Lack of freedom to organise things and do your work as you want to.
Being given conflicting orders or being expected to do things
incompatible with others.
Having to make decisions without all the relevant information.
Staff tensions and conflicts.
Being expected to act contrary to your own educational philosophy.
Having to do things you do not agree with.
Students and Physical Conditions
Classroom control difficult.
Having to teach subjects you would not have chosen.
Lack of available help and advice in case of problems.
Students who are hard to motivate to be interested and involved.
Lack of appreciation by students.
Noise.
School being overcrowded.
Duties for which you feel insufficiently experienced or trained.
Time Pressures
Insufficient time to talk to colleagues during working hours.
Work making it difficult to complete home duties.
Having to take school work home.
Having to do a lot of work in a limited time.
School work making it difficult to rest and relax once at home.
School work making it difficult to spend time with my own children.
Rewards and Recognition
Lack of influence on department of school education decisions.
Pay not in line with skills and responsibilities.
Aspects of current education system with which you disagree.
Lack of appreciation, respect and consideration shown by the
Department of School Education.
Lacking the chance of promotion.
Work offering little (if any) chance to do things you like.
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The UNIVERSITY
of NEWCASTLE
TEACHER SATISFACTION
These items are intended to provide an indication of the degree to which you are satisfied with various
aspects of teaching.
For each item please note your degree of satisfaction by ticking one point in the row opposite to it.
HOW SATISFIED ARE YOU WITH THE
FOLLOWING ASPECTS OF YOUR TEACHING:

Hardly or
not at all

A little or A fair
sometimes
bit

A
lot

1. Your relationship with students.

[]

[]

[]

[]

2. The availability of library and audio-visual resources.

[]

[]

[]

[]

3. The expectations senior staff hold for you as a teacher.

[]

[]

[]

[]

4. The number of hours you teach each week.

[]

[]

[]

[]

5. The attitudes of students towards learning.

[]

[]

[]

[]

6. Your freedom to select teaching methods.

[]

[]

[]

[]

7. Your relationship with senior staff in the school.

[]

[]

[]

[]

8. The number of hours of non-teaching duties each week.

[]

[]

[]

[]

9. The general behaviour of students in the school.

[]

[]

[]

[]

10. The availability of ancillary staff in the school.

[]

[]

[]

[]

11. Your relationship with other teachers.

[]

[]

[]

[]

12. The preparation time available during the school day.

[]

[]

[]

[]

13. The average level of student achievement in the school.

[]

[]

[]

[]

14. The provision of useful advice to assist you with
problems you encounter in teaching.

[]

[]

[]

[]

15. The ability level of students in your classes.

[]

[]

[]

[]

16. Your involvement in decisions about the school.

[]

[]

[]

[]

17. The general behaviour of students in your classes.

[]

[]

[]

[]

18. The amount of preparation and correction required.

[]

[]

[]

[]
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Item 2.
Item 4.
Item 8.
Item 10.
Item 12.
Item 18.
Item 1.
Item 5.
Item 9.
Item 13.
Item 15.
Item 17.
Item 3.
Item 6.
Item 7.
Item 11.
Item 14.
Item 16.

Teacher Satisfaction - Scales and Item Analysis
(Teachers asked to indicate their level of satisfaction with the
following aspects of their teaching)
Workload and Conditions
The availability of library and audio-visual resources.
The number of hours you teach each week.
The number of hours of non-teaching duties each week.
The availability of ancillary staff in the school.
The preparation time available during the school day.
The amount of preparation and correction required.
Student Relationships
Your relationship with students.
The attitudes of students towards learning.
The general behaviour of students in the school.
The average level of student achievement in the school.
The ability level of students in your classes.
The general behaviour of students in your classes.
Administration and Senior Staff
The expectations senior staff hold for you as a teacher.
Your freedom to select teaching methods.
Your relationship with senior staff in the school.
Your relationship with other teachers.
The provision of useful advice to assist you with problems you
encounter in teaching.
Your involvement in decisions about the school.
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The UNIVERSITY
of NEWCASTLE
TEACHER INTERVENTION ASSESSMENT
1.

How much time did you spend each day or each week implementing the
intervention? (Please specify per day or per week)
________________________________________________________________
________________________________________________________________

2.

Please list any changes / refinements you made during your implementation
of the intervention strategy.
________________________________________________________________
________________________________________________________________

3.

What effects, if any, did you perceive the intervention had on your students’
level of stress and satisfaction?
________________________________________________________________
________________________________________________________________

4.

What effects, if any, did you perceive the intervention had on your own level
of stress and satisfaction?
________________________________________________________________
________________________________________________________________

5.

Were there any major positives associated with the intervention?
________________________________________________________________
________________________________________________________________

6.

Were there any major negatives associated with the intervention?
________________________________________________________________
________________________________________________________________

7.

Please list any changes / refinements to the intervention strategy that you
think would make it more effective and / or easier to implement.
________________________________________________________________
________________________________________________________________

8.

Please feel free to comment on any other aspect of the intervention and/or the
involvement of you and your class in the study. (Attach extra sheets as necessary.)
________________________________________________________________
________________________________________________________________
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APPENDIX 3
Information and Consent:
(i)

Principal Information and Consent Form

(ii)

Teacher Information and Consent Form

(iii)

Parent Information and Consent Form

A - 13

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

INFORMATION TO PRINCIPALS
Stress and Absenteeism in Schools
Dear Primary School Principal,
A research project is being conducted by Mr. Carl Leonard, Postgraduate student
University of Newcastle (contact phone 49817318) under the supervision of Prof. Sid
Bourke (contact phone 49215901), and Dr. Neville Schofield (contact phone 49216286),
of the Faculty of Education.
The study involves Stage 3 (Years 5 & 6) students and their teachers and attempts to
improve student attendance, reduce student stress and increase student satisfaction by
providing students and their teachers with appropriate stress management and relaxation
techniques. In this letter we are seeking your approval for three things:

•

First, if you agree to the study being conducted at your school, Stage 3 teachers would
be inserviced on an appropriate stress management and/or relaxation technique to be
used with their class.

•

Secondly, the Year 5 and 6 students at your school will be given a questionnaire about
the quality of their school life (which I am happy to administer and takes
approximately 30 mins.) prior to and after the students have used the relaxation
techniques for one term, while class teachers would be asked to complete
questionnaires regarding sources of teacher stress and levels of teacher satisfaction
again prior to and following the intervention.

•

The final request is for access to staff and student attendance records. The specific
student absenteeism information required is the number of parent sanctioned illnesses
in Terms 2-3 for students in Years 5 & 6 whose parents have consented to their child's
involvement in the study. Illness related absenteeism information would also be
collected from teachers for the same period.

The data from the questionnaire and attendance records would then be analysed for both
groups. All information will be treated confidentially and coded to ensure no schools or
individuals will be identified.
Previous studies have shown that students who are less satisfied and more stressed have
higher rates of absence. This study aims to provide schools with appropriate techniques for
reducing students absence by giving students skills in relaxation and stress management.
Participation in the study is on a purely voluntary basis, and your school or individual
classes may withdraw at any time.
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Feedback will be provided to you through a summary of the final report and information
on the school data (not individual) generated at your school. Questionnaires will be
destroyed following the coding and checking of data in December 2000. Data will be
stored on computer discs, archived in the Faculty of Education Store and retained for five
years in accordance with University policy. Only the three researchers involved in the
project will have access to the resultant data.
If you agree to the participation of your school in the study, would you kindly pass the
attached letter to your class teachers which explains the procedures to be undertaken.
Thank you again for your support,
Carl Leonard
M.Ed., G.D.S.E, B.Ed (Music), A.Mus.A, J.P.
Complaints: The University requires that all participants are informed that if they have any complaints
concerning the manner in which a research project is conducted it may be given to the researchers, or, if an
independent person is preferred, to the University's Human Research Ethic Officer, Office for Research,
Chancellery, University of Newcastle, 2308, telephone (02) 49216333.
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INFORMATION FOR TEACHERS
Stress and Absenteeism in Schools
Dear Primary School Teacher,
A research project is being conducted by Mr. Carl Leonard, Postgraduate student
University of Newcastle (contact phone 49817318) under the supervision of Prof. Sid
Bourke (contact phone 49215901), and Dr. Neville Schofield (contact phone 49216286),
of the Faculty of Education. The study is looking at the effects of stress on children at
school.
The study involves Stage 3 (Years 5 & 6) students and their teachers and attempts to
improve student attendance, reduce student stress and increase student satisfaction by
providing students and their teachers with appropriate stress management and relaxation
techniques.
In this letter we are seeking your approval for the involvement of yourself and your class.
A. Your Involvement:
(i)
If you agree to participate in the study you would be inserviced on an
appropriate stress management and/or relaxation technique to be used with your
class for one school term.
(ii)
You would be asked to complete questionnaires regarding sources of stress and
levels satisfaction prior to and following the intervention.
(iii)
I am also seeking access to your attendance records as the data from the
questionnaire and attendance records will be analysed for both teachers and
students. All information will be treated confidentially and coded to ensure no
schools or individuals can be identified.
B. Your Class:
The Stage 3 students in your class will be given a questionnaire about the quality of their
school life (which I am happy to administer and takes approximately 30 mins) prior to and
after the students have used the relaxation techniques for one term.
Previous studies have shown that students who are less satisfied and more stressed have
higher rates of absence. This study aims to provide schools with appropriate techniques for
reducing students absence by giving students skills in relaxation and stress management.
Feedback:
Feedback will be provided to you through information on the class questionnaire (as a
class not individual students) and feedback on your questionnaire and the total teacher
group.
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Confidentiality:
Teacher absence data will be coded at the point of collection to ensure privacy.
Questionnaires will be destroyed following the coding and checking of data in December
2000. Data will be stored on computer discs, archived in the Faculty of Education Store
and retained for five years in accordance with University policy. Only the three
researchers involved in the project will have access to the resultant data.
Participation
Participation in the study is on a purely voluntary basis, and your may withdraw at any
time. If you are happy to participate in this study, then we thank for your support and
would ask you to complete the following consent form and return it to your principal. I
will then be in contact with you shortly to arrange a time that is convenient to commence
the study. All information will be treated confidentially and no classes or individuals will
be identified.
Thank you again for your support,
Carl Leonard
M.Ed., G.D.S.E, B.Ed (Music), A.Mus.A, J.P.
Complaints: The University requires that all participants are informed that if they have any complaints
concerning the manner in which a research project is conducted it may be given to the researchers, or, if an
independent person is preferred, to the University's Human Research Ethic Officer, Office for Research,
Chancellery, University of Newcastle, 2308, telephone (02) 49216333.
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CONSENT FOR ACCESS TO ATTENDANCE RECORD
Stress and Absenteeism in Schools
(Written consent is required to gain access to attendance records)
CONSENT:

I .......................................consent to access being
granted to my attendance record.
Signature: ...................................................... Date: ..../..../....
Thank you for your time.
PLEASE RETURN TO YOUR PRINCIPAL
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INFORMATION TO PARENTS OF PARTICIPANTS
Stress and Absenteeism in Schools
Dear Parent / Caregiver,
A research project is being conducted by Mr. Carl Leonard, Postgraduate student
University of Newcastle (contact phone 49817318) under the supervision of Prof. Sid
Bourke (contact phone 49215901), and Dr. Neville Schofield (contact phone 49216286),
of the Faculty of Education. The study is looking at the effects of stress on children at
school.
The study involves Stage 3 (Years 5 & 6) students and their teachers and attempts to
improve student attendance, reduce student stress and increase student satisfaction by
providing students and their teachers with appropriate stress management and relaxation
techniques. Previous studies have shown that students who are less satisfied and more
stressed have higher rates of absence.
A. Your Consent
In this letter we are seeking your approval for involvement of your child. If you agree:
• You will be asked to give consent for your child’s involvement in the study.
• You will asked to give consent to access your child’s attendance record to determine
the number of school days missed due to illness.
B. Your Child’s Involvement:
• Your child will be asked to complete a questionnaire, about their attitudes to
schooling, with the results of this survey being compared to class rates of absence.
• Three Stage 3 (Year 5 & 6) classes at your child’s school will then learn a stress
management and/or relaxation technique. Students of a fourth class will form a
comparison or control group.
• Your child will then be asked to again complete the questionnaire, about their attitudes
to schooling, with the results of this survey being compared to class rates of
absenteeism, prior to and following students learning the stress management and/or
relaxation technique.
• Students in the comparison group will be given the opportunity to learn a stress
management and/or relaxation technique at the end of the study.
C. Your Child’s Class
Your child’s class teacher has been inserviced on an appropriate stress management and/or
relaxation technique to be used with the class for one school term. Students who do not
participate in the program will continue their normal class activities.
Feedback:
Feedback will be provided to schools through a summary of the final report and
information on the school data (not individual) generated at your child's school both of
which you will be able to access through your principal.
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Confidentiality:
Questionnaires will be destroyed following the coding and checking of data in December
2000. Data will be stored on computer discs, archived in the Faculty of Education Store
and retained for five years in accordance with University policy. Only the three
researchers involved in the project will have access to the resultant data. All information
will be treated confidentially and no child will be identified.
Participation:
If you are happy for your child to participate in this study and access to be granted to their
attendance record could you please complete the following consent form and return it to
your child's class teacher. If you consent, the final decision to participate will be your
child's; and whether or not you or your child consents, the decision will not affect their
progress at school. Supervision will be provided for students not participating in the study
to allow them to continue their regular class activities during the intervention periods.
Thank you again for your support,
Carl Leonard
M.Ed., G.D.S.E, B.Ed (Music), A.Mus.A, J.P.
Complaints: The University requires that all participants are informed that if they have any
complaints concerning the manner in which a research project is conducted it may be
given to the researchers, or, if an independent person is preferred, to the University's
Human Research Ethic Officer, Office for Research, Chancellery, University of
Newcastle, 2308, telephone (02) 49216333.
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PERMISSION TO TAKE PART IN RESEARCH
Stress and Absenteeism in Schools
PERMISSION:

(i)

I give permission for my son/daughter ............................
to participate in the above research project.

(ii)
I consent to access being granted to their attendance
record.
Yes / No (Please Circle).
Signature: ...................................................... Date: ..../..../....
Thank you for your time.
PLEASE RETURN TO YOUR CHILD'S CLASS TEACHER
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APPENDIX 4
Intervention Strategy One:
Action - Reaction
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ACTION - REACTION

A self-respect, self-confidence, selfcontrol, self-defence and self-reflection
skill developm ent course.

An adaptation of Freerk Ykem a’s course on
teaching boys self-defence developed
by Carl Leonard

A - 23

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Background

•

These lessons are designed to be conducted with Year 5 and 6 (Stage 3) classes.

•

Each lesson takes approximately 30 minutes depending on the size and nature of your
group. Lessons are structured with moments of concentration, activity, and rest.

•

Information regarding the kind of abilities and skills students will learn and the main
goals of the course has been provided to pupils and parents in the information and
consent letters disseminated at the commencement of this study.

•

In summary, students will be taught some physical, mental, and social abilities that
will make it easier for them to deal with all kinds of conflict situations. More
importantly, they are taught to look critically at their behaviour.
Practical Considerations

•

Safety and feeling safe are a key focus of this course. It is vital that a safe environment
is created from the commencement of the course. Without a constant feeling of safety,
it is not possible for students to develop the physical, mental, and social skills we want
them to.

•

In consideration of this, it is advisable to train on bare feet, as shoes could cause
injuries in some of the practical activities. In addition, it immediately creates a special,
characteristic atmosphere.

•

Furthermore, we want pupils to learn to stand more firmly on their feet, both in a
physical way and in a mental way. One can’t learn to stand strong, firm and relaxed,
when one wears shoes with heels and special forms inside the shoes. It disturbs a
natural, strong feet-ground contact. We want to achieve a feeling of natural balance
with the feet firmly on the ground. This you learn best on bare feet.

•

Conditioning exercises could also be incorporated into Physical Education programs to
increase student power and self-confidence. Examples include:
* Skipping / Rope-jumping.
* Push-ups with attention for technical performance.
* Exercises for the abdominal muscles.
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Lesson 1: LEARNING TO STAND STRONG
Focus Issue: The power of standing strong and relaxed
Introduction:
The course commences with a group discussion of students’ experiences of violence:

•

What do you think violence is?

•

Which forms of violence do you know?

•

Which forms of violence have you experienced lately?

•

Is bullying also a form of violence? Sometimes the bullies don’t realise the impact of
their behaviour. Is there anyone who knows something about the impact?

•

Everyone has been a bully at some time. Maybe your brother or sister. In school it is
different: most of the times it concerns a large group against one individual. What do
you think of that? Is it a brave action or has it something to do with hanging-on and
cowardice?

Students can be reminded of the intended outcomes of the course are to learn to:

•

Defend themselves.

•

Stand and be in their ‘basis’ that indicates self-control and self-confidence.

•

Reinforce breath strength, mental strength, and intuition,

•

Communicate in a more effective way.

•

See, feel, respect, and defend personal boundaries, and other people’s boundaries.

•

Gain insights concerning body language.

The self-defence greeting:
“When you greet each other you express your respect to your opponent. It also expresses
the promise to keep yourself to the rules of the game. During our lessons this means: We
are not going to hurt each other”.

“It goes like this. Both partners stand across from each other. They hold their left fist on
their heart. This means: I can defend myself when necessary, I protect my principles and
friends. The right hand covers the fist. It is ready to shake hands. It says: my intentions
are honest and friendly. The partners are looking each other in the face while making a
little reverence.”
Each lesson starts with this ritual self-defence-greeting when the whole group is sitting in
a circle. First they look around the circle and then, initiated by the teacher, they make a
little reverence.
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Starting to stand more firmly:
The focus of this activity is the connection between standing strong and feeling selfassured. It is a connection between physical qualities and mental ones. Students need to
focus on this connection. Encourage students to develop ways of expressing this
connection verbally. Actually, this physical-mental connection is the main idea of many
martial arts.
This way of standing strong will increase self-confidence and will be helpful when the
students are confronted with a conflict situation. Apart from this, it has a strong radiation
of calmness, of power without hostility. Not the macho-attitude but an attitude that reflects
self-esteem. Not overdone, but real.
Strength, control, and relaxation are the characteristics of this attitude. In martial arts this
attitude is called the ‘hara-attitude’. With this attitude, good grounding is very important.
Another important point is being aware of the ‘hara’.
Hara is the power source of the body. It is situated near the centre of gravity of the human
body, that is a few inches behind and below the belly button. In every movement power is
initiated from the feet, reinforced by the hara and effectuated and controlled by the arms
and hands. Without the base of grounded feet and the reinforcement of the hara, a
movement is less powerful. In rest our breath is assembled in the hara. We call this ‘keep
your breath low’. A ‘low breath’ stimulates feelings of relaxation and self-esteem.
So, the hara has two important meanings, that reinforce each other. Firstly, it is the real
power source of our body and secondly, it is also our centre of relaxation. It is important
to explain and experience this with our students. They have to feel this source first before
they can use it and rely on it. A true martial artist is always aware of their hara. In
moments of fright, tension, or fear, they will always try to lower their breath to their hara.
It will give them a good starting position to generate force in an explosive action and it
keeps their mind clear and under calm control.
Exercise 1 - Swinging on one leg:
Form a circle so that everyone sees one another. Standing on one leg, we start with slight
swinging movements, forward and backwards. If the balance gets better, we can enlarge
the swings.
• “Always use the same leg (so far), don’t change”
Pay attention to the feet-ground contacts (the grounding) and the relation feet-leg-hara
because from now on this triad will be the physical base that will play an important role in
the course.
• “Imagine your feet stuck to the ground”
• “Your feet are growing in size, your balance is growing with it”
• “Your hara is the middle of everything, everything is turning around it”
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After having swung for one minute or so, the leg is placed next to the other (beneath the
shoulder) then pose the next questions to intensify the attention and feeling for the way of
standing.
• “Do you feel the difference between your swinging leg and your standing leg?”
• “Does it seem as if one leg has become longer than the other one?”
• “What can you say about the grounding of one leg compared to the other one?”
One will conclude that they are leaning a bit to one side. Great! This means attention is
arising for something they never had before: the art of standing.
We are going to recover our balance by swinging with the other leg for one minute. After
this we are going to pay attention to our balance again.
• “Everything okay now, better in balance?”
• “How is your grounding now, compared to what it was in the beginning of the
exercise?”
• “Can you feel a relation between this better grounding and, for example, feelings of
self-esteem and confidence?”
• “So, does it help when your grounding is better?”
• “What happens to your grounding when you are nervous, or not feeling self-assured
or helpless, or … when you are frightened to death by something?”
• “How will this effect your grounding?”
• And, very important: “Can you imagine that improving your grounding, and being
more aware of it, will increase your self-esteem and your self-confidence?”
This first confrontation of body awareness is characteristic for the course: A physical
exercise with psychological interfaces! For, how does this way of standing feel? If
someone at this moment would give you a slight push you will have more resistance
because there is more stability in your body and ... probably also in your mind.
• Try this out with a partner!
The teacher should give an example of this with a pupil. The teacher will use slight pushes
to help the pupil find their balance and help increase this balance by these dosed pushes.
So, try this out and be aware of this: The meaning of this exercise is to help everyone find
a better balance and not to disturb it. So, don’t start with big pushes but slight ones and
enlarge them the moment both of you think this is possible.
• Now walk around and when I say “stop” you will stop immediately. Within 3 counts
you will have the same grounding as you have now. Try it! “Stop ... 1, 2 and 3 and
now you will stand grounded and feel calm and self-assured”.
• Now once again, but the moment I say stop you will stand grounded immediately.
• Once again, but, while walking you keep the same feeling of groundedness as you have
now. There is no difference any more between walking and standing still: there is
groundedness and calmness all the time!
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Lesson 2: GENERATING FORCE FROM YOU BASIS
We are going to intensify their feeling of basis by starting a little; well-known contest in
which students can measure their strength. For this, make pairs. During the competition
we will focus the students on some important physical and mental points of attention.
Exercise 1 - Pulling Pairs:
From the middle of the room, the students try to pull each other to one side of the room.
When passing a line 3 meters ahead they have won the contest. For this they have to
search a partner of equal strength. We will make two rows.
• “Okay, give your partner a hand or take each other by the wrists. Move your body
backwards, but don’t lean behind your tailbone. Because, if your hands lose grip you
will fall back. So, use your body weight but keep your balance.”
• “Add some weight and power, slowly, feel the power generating from your feet, leg
and belly as it is transferred to your shoulders and arms and hands. Okay, relax for
one moment.”
• “Now start again. First slowly and then: full speed!”
Okay, some have lost their contest and some have won. Right, now winning or losing is
not that important. We focus ourselves on improving our technique and feeling of basis
and balance. One, who leans back, behind their back foot, can win this game, but will
loose in another way. They will not improve their basis-awareness. Focusing our
technique while ignoring whether you win or loose is called “investment in loss” In the
long term this attitude will definitely bring you success. Maybe it is good to check your
balance out a few times. So, let your partner go now and then, unexpectedly. What
happens?
* Okay well done, now one row moves one place, so now everybody meets another
opponent. The game starts again. Let the students pay attention to their feet position. They
probably will stand in a good position automatically, with good grounding and power
assembled in the belly. It is a natural position when you want to generate force. This
position matches with a fighting position in which good grounding and balance are
required. That is fine, because in this position they will have to learn to push and kick, to
defend and attack.

•

Again partner change. Now we focus on some mental points of attention the moment
you meet your new opponent. What do you think? I will win this game or I will have
no chance and ... how is this expressed in your attitude? Are you making yourselves
bigger or smaller, can you look the other one into the eyes or not, is your head held
upright or is it bending a little forward. Your body tells a whole story. Be aware of it!

If you can’t look one another in the eyes, and if your head is bending forward you
certainly are going to loose this game. So, better this and see what you can do. Don’t give
up too soon. See what you can do with your body language. You can bluff with it or you
might surprise your opponent with an explosion of force.
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In a pack of wolves there is a very strong organised hierarchy. The leader of the pack is
recognised by the way they hold their head, the most upright of all. Although we are not
wolves, the same principles are of great importance in our human society. Our body
communicates without using words. Body language is a universal principle. From birth
everybody learns to read this language.
Students certainly can do this as well, but they very often forget their own body language.
So, sometimes their body attitude is radiating things they are not aware of. It is wise to
confront the students with their body language. Because through this they are confronted
with their thoughts and emotions that are behind it. It opens the door to self-reflection and
self-knowledge.
On the other hand, when learning to be aware of ones own body language, students
automatically are focused on the body language of other people. In some situations this
will warn them for danger or tells them to stop their actions when they see they are
crossing another’s boundaries.
Exercise 2:
* It is possible to arrange a little competition. Doing this the winners will challenge each
other, and the losers as well. Very soon, there will be fair competition with partners of
equal strength. After a few rounds there will be a few pairs of winners. Maybe it is an idea
to show their contest in the middle of the room, surrounded by the other students. If you
do this, let the “audience” focus on the technique of the participants. Winning or loosing is
only one part of the whole.
Lesson 3: EXPLORING THE SELF-DEFENCE ATTITUDE
Exercise 1:
* Take the step-forward-position, in which the knee of the front leg is bent and the other
knee, is pushed to the ground in a rather active way. The left fist protects the face and the
right one is held lower in front of the breast.
It is important to get the students used to this posture. In a fight, this posture is a fighters
starting position. This posture allows students to feel strong, but also secure, calm, and
self-assured. A person only has to take this position when they are threatened seriously.
So, this posture is a warning for aggressors, that says, “I will defend myself”.
The expression of alertness is very important. Without it, the self-defence posture is like
an air bubble. We have to confront the students with this, because it reveals something
very important. It is not common for pupils to defend themselves when they are attacked.
They will posture themselves in the right way, but there is no conviction in it. They lack
the mental attitude. Those students have to learn that defending your body or principles
requires a union of mind and body. When you have to defend yourselves, okay then you
have to be whole in this!
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A very important question in this will be:
• “What is worth fighting for?”
Take time for a group discussion about this question during this lesson.
Video - Hey Arnold:
Themes: Self-defence and the need to stay in control.
Apart from the expression of alertness this fighting-attitude has to become one in which
the students experience self-control and calmness. Those are the magic words in this. A
good self-defence attitude, with alertness and expression of controlled power may
discourage aggressors and will have, in this way, a precautionary effect.
Exercise 2:
Move a bit forward, backwards and sidewards in this fighting-posture. Your feet stay
grounded while moving, your breath is low and your hands are moving simultaneously
with your feet. When your left foot is forward your left-hand/fist will protect your face and
when your right foot is forward it will be the other way round.
The group then stands in a circle and students in turn display their self-defence posture.
Encourage other students to suggest improvements.
Lesson 4 KIAI - INTRODUCTION
Now we are going to combine the fighting posture with the kiai. The kiai, the so-called
fighting-scream, is being used for several reasons:

•
•
•
•

It reinforces physical strength because it goes together with an explosive exhale.
It reinforces mental strength enormously. After all, with a kiai you show your
inflexibility and strength. You come forward (explosion) instead of drawing in ones’
horns (implosion).
The explosive exhale brings you back in balance. In this way feelings of frustration
and fear will be canalised and controlled. It stimulates self-control.
The opponent will be impressed by such a kiai and will loose their balance (mental and
perhaps also physical). This could create an important moment for a decisive action,
because your opponent will need a lot of energy and attention to restore their balance.
In this moment you can choose between a quick escape or a fast strike.

Note: When involved in conflict, an argument, or a fight, it is always recommended to
keep self-control and emotional balance. In a fight, when using a kiai, it is a good strategy
to bring your opponent out of balance. But, when having an argument your self-control
and emotional balance will help you to listen better to your discussion-partner.
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Exercise 1:
Make an explosive action supported by a kiai. In general, any outgoing move will suit
very well. For example a punch or a ward off. First we practice this all together, next one
by one and in the end we will do a kiai-wave.
It is very important that students experience the power of the kiai, that is their combined
physical and mental strength, and that the experience of this kiai brings them back or
keeps them in self-assured calmness. So, the teacher has to focus the students on this
important effect and must not allow any form of disturbing uncontrolled screaming. This
has nothing to do with the power of the kiai.
Tell your students this: People don’t like uncontrolled power. They don’t respect people
who loose their self-control. It frightens them and they will see the vulnerability of such a
person. Self-control means that a person has the mental power to master their emotions.
This kind of power is preferred for two reasons. One, you have to master this kind of
control. This requires mental strength and this kind of strength is strongly admired because
it indicates a process of self-reflection that isn’t easy. Second, self-control is the best
insurance for people around you that you will hear and see their needs and boundaries.
Therefore, for a social community self-control is a very important building block.
Exercise 2:
The students are walking cris-cross around the room, with feelings of groundedness and
alertness. On a signal they jump into the fighting posture with a loud kiai.
Exercise 3:
The same exercise, but now you take your fighting posture aimed on another pupil, with
an explosive kiai and ‘flaming eyes’.
Note: The eyes are playing a crucial role during the course because, in all kinds of
interaction, they are of great importance. In each interaction you have to look someone in
the eyes. Your eyes can reflect friendliness or tenderness, but can also reflect calm
inflexibility. There is a lot of communication possible. For example regard the eye contact
of two boxers before they start their fight. And how about the eyes of a boyfriend and
girlfriend? So, put expression in your eyes and watch the expression of the others!
After this fierce kiai-action and flaming eyes act the students will be ordered to get back to
alert calmness. It goes like this:
• “Aaaannnd rest. Lower your breath to your belly. Feel the ground below your feet.
And … relax your eyes. Make them soft and quiet. Feel how the increasing calmness of
your eyes flows through your body. Let all the tension in your body flow into the
ground. The relaxation of your eyes is going hand in hand with the relaxation of your
body. So calm down, but don’t get weak or soft. Calm down to an alert, relaxed
attitude.”
The attention for relaxation with a special focus on the eyes will be of great importance
during the course.
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Lesson 5: INTRODUCTION OF THE ROCK AND WATER ATTITUDE
A very important connecting thread in our course is teaching the students how to deal with
a conflict situation. Which attitude might be the best when they are having an argument or
a fight or when something else is going wrong in their lives? Most students are very
limited in the way they deal with these kinds of situations. One will easily start to sulk or
fight, another one will draw in their horns or take flight. We want our students to learn the
third way, the way of communication. In politics we see this practiced. President Clinton
renamed it ‘The Third Way’.
This seems easy but it isn’t. It will take great effort of the teacher to really make a change
in the way students are dealing with conflicts and other problems. Students are not only
poor in that way, but are also very stubborn in it. So, we have to convince the them there
are more ways of dealing with problems. In pursuing this goal, we choose a physical
approach. Initially, we want the students to experience different ways of communicating
on a physical level. It is our experience that this is a good way to come to self-reflection,
and from this, to develop other and better communicative skills.
Our starting point is the physical approach, and from here, making the connection with
mental and social abilities is the primary outcome of the whole course. This creates the
typical setting in which students are encountered in a positive way. We don’t reject or
judge their behaviour, but we try to see it in perspective. What do students miss and which
abilities and information do they need to communicate better? A few key words to
mention are:
Self-knowledge – Self-reflection – Self-esteem - Self-control – and from this to
Seeing, feeling and respecting ones own boundaries, and other people’s boundaries - and
eventually defending them when necessary.
We teach our students there are two main attitudes: the rock- and the water - attitude. In a
fight, these two are related with specific fighting techniques. In an argument or discussion
these two are two different communication strategies.
Exercise 1:
The teacher sets an example with one of their pupils that is asked to take a very strong
posture. So, feet grounded, step-forward position etc. You must be and feel like a rock.
The teacher tries to better this posture by giving the pupil slight pushes in such a way that
it really helps them to become solid all over the body. We call this the rock attitude. In
martial arts Karate is the most rocklike.
Furthermore, and this is very essential, the teacher shows some other aspects of the rock
attitude. In a mental way, the rock is one who follows their own way of thinking and
beliefs. This can be very useful but can also create a tremendous vulnerability. Following
it’s own path, it is obvious that a rock is very non-communicative.
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Exercise 2:
The teacher shows the essentials of the rock by making funny faces while walking around
the pupil who stays rock with eyes fixed to a certain point (mentally: or goal in life).
Mind, body and eyes show inflexibility.
Exercise 3:
The pupils are copying the example of their teacher. It is important that they realise this
exercise isn’t a match but an exercise in which they have to be very cooperative. They
need to feel how slightly they have to push to help their partner find a better position.
Note: This has also to do with recognising and feeling ones’ balance and boundaries.
Exercise 4:
However strong this rock may be, in some directions it will be very vulnerable. So instruct
them to find out in which direction this rock can be brought out of balance by a minimum
of force.
Note: We are talking about the physical rock, it’s vulnerability. But how is this related to
the mental part? How do you feel when you lock yourself off from the opinion and
feelings of someone else? In which circumstances is it wise to be a rock and when not?
Locking yourself off makes you hard inside. You loose your flexibility in thinking and
dealing with your emotions. Actually, very often it is one step from losing your selfcontrol. So, it must be shown very clearly to our students that rock can be very strong and
could be the best attitude in some situations. But, it is also a very vulnerable attitude.
Therefore we have to show them an alternative attitude, the water attitude.
The teacher invites another pupil in front of the group, preferably a large and strong one.
The teacher asks the pupil to push on their left shoulder. In the first instance, you will try
to resist this push and maybe encourage the pupil to push harder. But then, suddenly and
completely unexpected, you will yield in a very flexible way. For this you step backward
with your left foot and accompany with right hand the direction of the pupil who loses
their balance. This is the so-called “water action” of the water attitude.
Some important characteristics of this water attitude are:
• It requires flexibility, alertness and calmness to anticipate in an effective way.
• It requires good attention to your opponent. You have to look very carefully and you
have to be very sensitive so you will see and feel the action of your opponent in time.
So, in a way there is a lot of communication required when you want to react in a
water way.
Exercise 5:
Form pairs. A is standing strong, feet grounded etc. while B is trying to bring him out of
balance by making funny faces or trying to frighten A. Now, A remains calm and tries to
keep eye contact with B. For this A moves along with B while staying grounded, in
balance and very alert. Actually, in certain way, A is communicating without saying a
word. So, though A moves their feet, A never loses their base and stays in contact.
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Note: It requires a lot more training to be like water during a fight than to be like a rock.
The water attitude is like Ai-ki-do and tai-chi-chuan. It takes years to reach a certain level
in these martial arts. This is the same for the communicative part of this story.
It takes a lifetime to react in every situation like water. To be honest, it isn’t always
possible or wise to do so. But, the abilities you need to develop are of great importance for
each individual, surely when it concerns adolescents or adults. It challenges our students
to develop their physical qualities but also other ones like sensitivity, calmness,
communicative skills, mental power, etc.
Lesson 6: DEVELOPING THE ROCK AND WATER ATTITUDE
Exercise 1:
A and B are lined up against each other and are pushing alternately against their shoulders.
Sometimes they choose the rock attitude and sometimes they react like water. So, they
have to learn to use both attitudes alternately. It depends on the situation and action which
attitude will be most effective. But in order to do so, you have to be able to “read” a
situation and for that you need self-control.
Group discussion concerning rock and water:

•

Repeat what it means to “stand in your basis”. Answer: low breath, good grounding,
chin held up, eye contact.

•

Then, what does it mean to “be in your basis”? Answer: Rest and calmness and more
tolerance. It is a situation and feeling of inner strength.

•

Did you ever see a fight in which you saw the water and rock attitude?

•

Did you ever hear a discussion in which those two played a role? Were you involved
in it?

•

Can you be like water when you are having a disagreement? If so, how do you do this?
Most people can’t. What helps you to make this work?

•

Can you be like a rock? No, why not. Do you think it is difficult to shut yourself off
and go your own way?

•

What was the most interesting thing you learned today? What, do you think, will work
in practice?
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Note: Sometimes you have to be like a rock, and then it can be a very effective attitude.
But this always means: end of the communication. This troubled situation will not change
until one of the participants “melts down” and tries the option of water, which means
starting up the communication.
It always depends on the situation which attitude is the best to use. Both attitudes have
weak sides. In general we try to teach our students to use the water attitude more often,
because for this they have to listen and look to the other one(s). Most students can only
use the rock attitude, so they are very limited in their communication.
Watch Out: Rock can easily turn into loss of self-control. This is because you freeze your
emotions and thinking which hardens your body and shuts yourself off. Most of the times
this brings you into a situation no one likes.
Actually, water is always the supreme way of dealing with conflicts. After all, you never
lose your basis, you use the strength of your opponent, you listen to your opponent and
you are so strong that it eventually could be possible that the other one convinces you. For
this you will need an inner dialogue. “What do they say and what do I think of that and
why?” When someone can do this they are so strong that the outcome of a discussion is
less important. The communication wins and no one loses.
But watch out: In general our students think water is a synonym for taking flight or giving
up their own opinion or principles. That is not correct. Taking flight (which sometimes can
be the best thing to do) or just giving in to the other one because you fear the pupil, isn’t
the water attitude. It is just what it is: non-communication. You might call it “air attitude”.
So, focus the students on the worthwhile characteristics of the water attitude. Besides, it
isn’t that enjoyable to live together with a rock or a cloud.
Exercise 2 - Romping exercises using the water or rock attitude:
* Form groups of two pairs and designate a space (eg. a gym mat) for each group. One
pair is romping and the other one observes. Try to join me on my space (mat). With this
you constantly have to step forward to prevent the other pupil stepping on your mat. In
stepping forward you can’t be water, but have to be rock. Try this out! Change of role
after one minute.
* Try to push the “mat-owner” away from their mat. Now the mat-owner can try to use the
water attitude because they can wait for the assailant.
Exercise 3 - Rock and water on the marketplace - another link to communication:
* In the room we make a big square imagining our marketplace. Everyone is lined up at
one of the sides of it. They have to cross the marketplace, go to a certain point and after
that another one and so on. The order is: Cross the marketplace and go your way with the
rock attitude. The result will be this: a lot of collisions and irritation.

•

Focus the students on this event: A rock attitude triggers conflicts.
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Exercise 4:
* The students will do the same, but now they will use the water attitude, which means
they will anticipate and will have a more communicative attitude. Result of this: less
collisions, no irritation, everybody happy and if there is a collision there is laughter and
everybody apologises to each other.

•

What a friendly world it is when everyone could be like water!

Exercise 4:
Now we minimise the square. The instructions remain the same. At first we will use the
rock-attitude again. Now it is important to keep in mind your shielding techniques. So,
when you are a rock a lot of pushing and poking will be your share.
Exercise 5:
The same square crossing but now they are going to use the water attitude again. So, keep
your breath low, stay grounded, be flexible and communicative in your movements and
anticipation. And yes, the world is nice again with friendly people all around.
Group Discussion:
What does this exercise and the results of it mean to everyday life? Can you imagine that
you can be like rock and water in a discussion, or argument, or a relation?
Lesson 7: BREATHING STRENGTH
Breathing strength is of great value for two reasons:
• It increases physical strength enormously.
• It helps keeping self-control and feeling self-assured.
Start by sitting in a circle, having a group discussion concerning the following subjects:
• Name once again the rock- and water qualities. Now the teacher will have a discussion
with one of their pupils. First of all they will be rock and after that they will use the
water attitude. This performance illustrates how the rock- and water- attitudes can be
used in a discussion.
• Try to make a transfer to everyday life-experiences, concerning rock- and water- in
conflict situations.
Exercise 1 - Warming up - Rooster Fight
A game in which rock- and water- strength have to be used alternately. Form pairs and
grip your partner by the hand while standing on one leg. Now skip on one leg and try to
pull your partner out of balance. Advice: Keep your head up, your breath low, take care of
good grounding. Someone who is out of balance needs all their attention and energy to
restore this. So, in a fight or when you have an argument it is of vital importance not to
lose your physical and mental balance.
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When you skip, the main force should be generated from the hara-leg-feet-ground contact,
that is your basis. So, don’t exert your arms and shoulders too much. This will make your
breath go up high in your chest. Try to relax your shoulders and then feel your hara as the
central point of your movements.
Exercise 2 - Breathing strength exercises:
Breathing strength supports the physical action enormously. We introduce the benefit of
this power by doing some push-ups. We let the students lay down on the ground, in a
circle, so that everyone can see each other. On a signal they make a push-up. The teacher
controls it. They will give some technical correction (straighten your back, fingers
pointing forward, hands at shoulder width).
Note: The students need some power and body tension to be able to punch. Without it they
are like a pudding. So, stimulate them with this knowledge. Let them experience the
difference between push-ups with and without the support of an active exhale. With an
explosive exhale your body can be very explosive too.
Exercise 3:
Try this out: Make five push-ups. During the push-up you inhale, and when you lower
your body, you exhale. This is a weird feeling, it isn’t natural. Every natural action will get
the support of an exhale. What we do now is to emphasise it and canalise it.
So, now you make five push-ups with the support of an explosive exhale, and yes you
might support this even with a kiai. The teacher counts so that everyone goes together at
one speed.
Exercise 4:
Form groups of three persons. The middle one bends their knees, with a straight back, and
after a few seconds tries to draw themself up. Their two partners are trying to avoid it by
placing their hands on the middle persons' shoulders. Now, try this out with an explosive
exhale and with your breath held in. When do you feel stronger? What is more pleasant?
Regard this, the mental part of the story: When you are involved in a conflict (a
disagreement or worse) most of the time your breath will get stuck somewhere in your
throat. This is a normal reaction. Our ancestors knew it, and every animal does it. In this,
your body prepares itself for two possible actions: to fight or to flight. In prehistoric times
there was no time for a good debate or pleasant communication. They only knew these
two options: fight or flight. But nowadays, there should be more options. The third option
is communication.
For this you need an open, clear, calm mind. With your breath stuck somewhere in your
throat you might as well forget it. So, the first thing you have to do, when something
unpleasant happens to you (a fight, a fright, a conflict, or just stress) is to lower your
breath and start to enlarge your breath. The attention you may give to your breathing
crosses like a knife through body tension and mental tension. With every exhale the
tension is leaving your body and … your mind.
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Lesson 8: COMBINATION EXERCISE BREATHING STRENGTH AND GROUNDEDNESS
Exercise 1:
Form pairs. We are going to try to push our partner sideways to the opposite side of the
room. A is going to push, while B tries to stand strong, grounded etc. A places one hand
on the shoulder and one hand on the wrist of B. A calmly generates force from their base
and pushes B away. Breathing strength can support this action, and once again it will fulfil
two goals: it increases force and it helps staying in physical and mental balance.
It is important to set a good example first. The teacher will show it isn’t a contest but a
cooperative exercise in which both participants have something to learn. They will
accompany the exercise with their voice (the tone of it is important).
* A pushes B. Attention to breathing strength, so support the push with an exhale. When
B is pushed away they will do the same. It will help them stay in balance and grounded. B
keeps their head up and their breath down. After the push their feet will stick to the ground
immediately.
* Now both partners are standing one meter apart. So, now A has to step towards B. A has
to sink a bit so that their force can uproot their partner. Good timing and coordination
makes everything a lot easier.
* The same, but now both A and B are using a kiai. A, to increase their force, and B, to
stay in physical and mental balance. Now it will be very clear how useful breathing
strength can be.
Exercise 2 - Chinese Boxing:
In Chinese boxing, we focus the students once more on the importance of standing strong.
In this very challenging contest students learn to combine good grounding, flexibility,
breathing strength, alertness, and hara force. It is so easy to teach and play and yet so
important! And, significantly … it is very popular with our students. Sometimes you have
to be like water and sometimes you will be like a rock. The variety of these makes you
strong.
It goes like this: We form pairs, that line up face to face, a meter apart. Both hands are
held up, palms faced to their opponents, with the arms bent at the elbow. Feet at shoulderwidth next to each other. With unexpected, explosive actions, they try to push their partner
out of balance. Pushing is only allowed at the hands. One who moves their feet has lost,
and the other one will receive a point for it.
It is nice to make a real competition. So, after two minutes you say “stop” and you divide
your class into winners and losers. The winners challenge each other and the losers do the
same. After two minutes this whole operation repeats itself. So, after three or four rounds
you can play a finale in the circle with the class surrounding it to watch who will be the
best Chinese boxer. But also: Who has the best technique.
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Note: One who keeps to their principles may lose a battle, but never loses himself.
So, it could be possible that a small pupil will end fifth (or something like that) because
the other pupils were much too big. But, because of their technique, they progressed that
far. They can be proud of themself. The same could happen in everyday life. You can’t
always get what you want, or win every discussion, but when you stay calm and selfconfident, loyal to your principles, this part of you will stay unbeatable. That is a very
important lesson to learn in life!
Group discussion:
Ask the students this: In what kind of situations do you think you might use this way of
standing strong? A possible answer, that we will hope to get is: when they are having
arguments, fights, or feeling nervous. Reinforce the physical experiences with these kinds
of questions.
Lesson 9: TERRITORIAL ROMPING EXERCISES ALTERNATING ROCK AND WATER
Exercise 1:
In this exercise, breathing strength will also be important. Give your pupils this
assignment: Exhale a bit and then hold your breath in your belly and brace yourself. Now
you are strong like a rock. If you want to avoid your assailant and want to move a lot then
you have to in- and ex- hale in harmony with your movements. Otherwise you will freeze
and lose your flexibility.
Exercise 2:
Start with a rock attitude and then take turns with rock and water attitude in the most
effective way. Your assailant has to come close so that they can embrace you and lift you
up from the ground. If they succeed in this, they have won the game. At first you will have
an assailant and one defender. Later both players have both roles, so they are allowed to
defend and to attack also.
To observe each other:
Observing each other while practising, romping, and later on sparring, is of major
importance. The teacher will form groups of four so that there is one pair doing the
exercise and the other pair is watching. It is important to give them clear instruction so
that the observers know how and where to observe. Regarding the previous exercise, such
an instruction could be:

•

Who take turns with rock and water?

•

Who sticks to one attitude?

•

Who uses breath support and who forgets this all and keeps their breath in?
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Students often wonder what is honourable and what isn’t. You may say it is honourable
when you learn to fight (and live) according to the rules of the game, trying to develop the
principles of martial art, without losing self-control. In one way you may lose the game,
which is when your opponent manages to lift you up. But that isn’t the most important
way. The most important way is you trying to develop yourself. In this exercise this means
trying to use the rock- and water- skills. But we can make a transfer to everyday life.
In life you also try to develop yourself. And the rules of that competition aren’t clear at
all. You have to find out which rules and which principles are worth following. And, what
is most important, it that we can help each other in that. Just accept and admit we are
confronted everyday with our daily round of small conflicts. Conflicts in which rock and
water play a major role. Maybe a few principles worth following are:

• Try to keep self-control.
• Try to stay in open contact with yourself wondering: What am I doing? Why am I
doing this? What will be the result of it? Is it wise what I am doing?

• Try to listen to other peoples’ opinions.
Doing the rock-water exercises, students notice very soon who has control and who
doesn’t. Control means good coordination and flexibility but also self-control and selfconfidence. This means the teacher has to observe closely what is going on. Which pupil
needs technical advice and which pupil needs more than that?
Students who have an observed tendency to lose self-control should be advised to be more
aware of their breathing and of the tension in their eyes. When you notice you lose selfcontrol, you have to take 10 counts to lower your breath, exhale deeply a few times and
then focus your attention to your eyes. Soften them and you will relax.
This kind of attention will work like a brake. It will cut your anger into pieces and will
stimulate the process of self-reflection and inner dialogue: what is happening, what am I
doing etc.
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Lesson 10: ROCK AND WATER - IMPLEMENTATION
a) Ward off and defence techniques based on rock and water:
It is very important to teach students how they can shield themselves. After all, when you
can’t shield yourself, it will be very difficult to stay relaxed when you are confronted by
an attack.
Note: At a physical level, we offer our students the different shielding techniques that will
be very useful when they are having a fight. On a communicative level, we offer our
students communication strategies that are based on the same principles namely: rockwater, self-control, anticipating, observing and looking at another.
Principles trained before in physical exercises need to be transferred to a communication
level. After all, fighting is also a kind of communication, so this isn’t a big move at all.
You can defend yourself when someone is trying to push, punch or kick you by shielding
yourself in a rock or in a water way.

•

Rock attitude: You harden your arms (actually your whole body) and ward off all
attacks. This way of warding off isn’t always without pain. Karate uses this technique.
These sportsmen are trained to harden their body and know how to deal with pain.

•

Water attitude: You try to let all attacks glide by your body. For this you need a
flexible body but also a flexible mind. After all in this you have to be able anticipate
effectively. Your arms are moving like the tentacles of an octopus.

Exercise 1:
Touch boxing using the rock attitude. Form pairs. Try to touch your opponent on their
shoulders and hips. A hit is one point. Very soon the students will notice that warding off
like rock isn’t the most comfortable way. So, we will change to the next form.
Touch boxing using the water attitude. Be alert, be flexible, stay in balance, keep contact
with your opponent in order to anticipate well.
Competition, both players are allowed to attack. Losers and winners will challenge each
other every next round.
b) Rock and water in everyday life communication:
In these exercises we teach the students to use the rock- and water- attitude in everyday
life communication.
Exercise 1:
A wants to step on the mat of B. B doesn’t want that to occur. “Think of a very important
reason for this”(both A and B). Both of them may only use words to achieve their goal. A,
has to stay friendly in their attempts to step on the mat of B. For this, B can use the water
attitude. They may listen to A, ask A why they should like to join B on the mat. But
nevertheless, B will not give permission to do so.
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Exercise 2:
The same exercise, but A isn’t that friendly any more. A, is rather blunt in their attempts to
achieve their goal. So, B has to use another strategy: the rock-attitude. When A gets too
intrusive, B might use their underarm (palm faced to their own breast) to withstand A. But
… the main object remains: solve your problems by words. Watch out: B has to stay calm
and is not allowed to scream.
Exercise 3:
The same exercise, but A starts to use physical pressure. Words will possibly have no
effect any more. So, a kind of wrestling will probably be the result of this poor
communication. In that case B has to stay calm and try to use the rock- and water
techniques to keep A out of their territory.
c) Summary:
Group discussion:
It is important for students to reflect back on the objectives of the course and to discuss the
application of the rock and water attitudes to their every day lives.
Awarding of certificates.
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CON GRATULATIONS !

This certificate is presented to:
…………………………………
In recognition of their fine
achievem ent in com pleting:

ACTION - REACTION
A self-respect, self-confidence, selfcontrol, self-defence and self-reflection
skill developm ent course.

Signed:
…………………… ……………………
Class Teacher

Principal
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APPENDIX 5
Intervention Strategy Two:
Progressive Relaxation

A - 44

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

RELAXATION SCRIPTS
Script 1 - Deep Breathing:

Sit or lie on the floor in a comfortable position - your legs straight and slightly apart, and
your toes pointed comfortably outward. Close your eyes. Put your hands over your
stomach (just below your belly button). Take a deep breath, way down into your belly. Let
go and hear the air whoosh out through your lips. (Pause.) And when you’re ready, take
another deep breath. You can feel your belly rise slowly as the air comes in. Let it out with
a whooshing sound, like the wind, as you blow through your lips. Each breath leaves you
more and more relaxed. Each breath purifies and relaxes your whole body and mind. Take
another deep breath down in to your belly. Feel your belly push out. As you relax, the air
goes gently out your lips. Imagine with your next deep breath that clean, pure, white air is
coming in through the soles of your feet. See it spread throughout your whole body,
collecting all the stress and tension. The air gets darker as it takes the stresses and tension
from your body. Imagine the dark air being expelled through your lips, leaving your body
clean and fresh and relaxed. Now take a deep purifying breath and feel it cleaning your
body of stress and tension. See the tension leaving your body with the breath. Relax and
enjoy the feeling of peace and calm that has spread throughout your body with each deep
breath. Imagine one more breath coming in through the soles of your feet, pure and white.
It is removing the last bit of tension from your body. As you exhale you feel your body
clean and relaxed, deeply relaxed.
Continue to breathe deeply. (Pause five seconds.) Begin to notice the sounds around you,
slowly bringing yourself back. When you are ready, open your eyes and sit up with your
body now filled with peace, clam and relaxation.
Script 2 - Progressive Relaxation:

Sit or lie on the floor in a comfortable position - your legs straight and slightly apart, and
your toes pointed comfortably outward. Close your eyes. Put your hands over your
stomach (just below your belly button). Take a deep breath, way down into your belly. Let
go and hear the air whoosh out through your lips. (Pause.) And when you’re ready, take
another deep breath. You can feel your belly rise slowly as the air comes in. Let it out with
a whooshing sound, like the wind, as you blow through your lips. Each breath leaves you
more and more relaxed. Each breath purifies and relaxes your whole body and mind. Take
another deep breath down in to your belly. Feel your belly push out. As you relax, the air
goes gently out your lips.
Now, while keeping the rest of your body relaxed, clench your right fist, tighter and
tighter. (Pause five seconds.) Now relax. Notice the contrast between a tight muscle and a
loose one. Notice a pleasant sort of burning that occurs when the muscle relaxes. Now try
to relax your arm even more. Let the floor or desk support your arm as you let the last bit
of muscular tension go. Now tighten your left fist, tighter and tighter. (Pause five
seconds). Relax and enjoy the feeling of looseness in your left arm. Really give yourself a
chance to feel the difference between tension and relaxation. (Pause.)
Now bend your elbows and tense your biceps. Tense them as much as you can and observe
the feeling of tautness. (Pause five seconds.) Relax, straighten your arms. Let the
relaxation develop and feel the difference. (Pause.)
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Now turn your attention to your head and wrinkle up your forehead as tight as you can.
(Pause five seconds.) Now relax and smooth it out. Let yourself imagine your entire
forehead and scalp becoming smooth and relaxed. (Pause.) Now frown and notice the
strain spreading throughout your forehead. Feel the tension and the tightness. (Pause.)
Now let go, allow your brow to become smooth again. Notice the difference between
tension and relaxation in your forehead. (Pause.) Now clench your jaw, bite hard, and
notice the tension throughout your jaw. (Pause five seconds.) Relax your jaw. When the
jaw is relaxed, your lips will begin to part. Really feel and appreciate the contrast between
tension and relaxation in your jaw. Notice how it feels to relax your lips and tongue.
Now shrug your shoulders. Keep the tension as you hunch your head down between your
shoulders. (Pause five seconds.) Relax. Drop your shoulders and feel the relaxation
spreading through your neck, throat and shoulders. Pure relaxation, deeper and deeper.
Feel how loose and easy your neck is balanced on your shoulders.
Give your entire body a chance to relax. Feel the comfort and the heaviness. Take a deep
breathe and let it fill your abdomen. (Pause.) Now exhale, letting the air out with a
whooshing sound. Continue relaxing, letting your breath come freely and gently. Now,
tighten your stomach. Breath deeply into your belly, pushing your hand up. Hold. (Pause.)
And relax. Feel the contrast with the tension as the air rushes out.
Now concentrate on your back. Arch it very slightly, without straining. Focus on the
tension in your lower back. Feel the tension. (Pause). And then relax. Imagine loosening
the lower back and pelvic muscles, feel yourself sinking deeper into the chair or floor.
Focus on letting go of all the tension in the muscles of your lower back and pelvis and
abdomen. Feel yourself sinking heavier and heavier into the chair or floor as your
abdomen and back relax more and more deeply. (Pause.)
Now tighten your buttocks and thighs. Hold the tension and notice how it feels. (Pause five
seconds.) Relax and notice the contrast between tension and looseness. Really experience
what it feels like to relax your buttocks and thighs. (Pause.) Now curl your toes
downward, making your calves tense. Study the tension. (Pause five seconds.) Relax. Feel
and enjoy the relaxation. (Pause.) Now bend your toes toward your face, creating tension
in your shins. (Pause five seconds.) Relax again, enjoying the feeling of peace and
heaviness that spreads everywhere in your legs.
Feel the heaviness in your body as the relaxation deepens. Feel yourself heavier and
heavier, more and more deeply relaxed. More and more heavy, peaceful and clam. (Pause
five seconds.)
Now when you are ready open your eyes and sit up, still feeling the healing energy of
relaxation flowing throughout your body.
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APPENDIX 6
Intervention Strategy Three:
Background / Mood Music
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BACKGROUND MUSIC INTERVENTION
Index of Selected Works:
The following works and sections of works were selected for the Background / Mood
Music intervention and copies provided to participating class teachers:

•
•
•

Respighi - Fountains of Rome (“The Fountain of Valle Giulia at Dawn”,
“The Villa Medici Fountain at Sunset”)
Debussy - Dances Sacred and Profane
Bach - Passacaglia and Fugue in C

•
•
•
•

Pachabel - Canon in D
Hadyn - Cello Concerto in C (“Adagio”)
Glinka - Life of the Tzar (“Susanin Aria”)
Sibelius - Swan of Tuonela

•

Boccherini - Cello Concerto in B (“Andantino Grazioso”)

A sound theoretical framework appears to exist regarding the use of “classically” oriented
works as opposed to other forms of music including ambient music. Davis, Eshelman and
McKay (1995), for example, presented advice from the Institute for Music and Imagery
that the works listed above were appropriate for relaxation and stress management.
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APPENDIX 7
The Pilot Study:
Results of the Pilot Study Regarding the Effects of
Stress Management and Relaxation Techniques on
Student Stress, Satisfaction, and Absenteeism in Primary Schools
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SECTION ONE
Development of the Model for Analysis and Research Procedures
In this Section the focus of the pilot study is outlined and research questions are presented.
A description of the analyses to be undertaken and analysis methods to be used are
provided. The nature of the variables collected and a detailed description of the
instruments used are also given. Procedures for data collection are described and response
rates are detailed.
1.1 Focus of the Pilot Study
The principal concern of this pilot study is to:
• Determine if various stress management and relaxation techniques increase
student satisfaction, minimise student stress, and/or reduce student absenteeism.
Further investigation will also be undertaken regarding:
• The impact between students' level of satisfaction, stress, and their rate of
absenteeism.

•

The relationships of student or teacher demographic variables impact on student
satisfaction, stress and absenteeism.

•

Determining if the stress management and relaxation techniques implemented by
class teachers and the anticipated increase in student satisfaction, minimisation of
student stress, and/or reduced student absenteeism have associated effects on
teacher stress, satisfaction and absenteeism.

•

The impact between teachers’ level of satisfaction and stress and their rate of
absenteeism.

The main focus of this study is on students’ welfare but, due to the nature of the data being
collected, information regarding teacher satisfaction, stress, and absenteeism will form
part of the analyses. These findings will be reported, but will be regarded as a subsidiary
focus.
Occupational health hazards have all been identified as potential sources of stress
(Workcover, 1996). Hence from an Occupational Health and Safety perspective, these
findings may well be important, but the focus of this study is investigating and improving
conditions for students.
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1.2 Specific Research Questions
Specific research questions to be addressed by this study are now detailed. The first
research question relates to the principal aim of this study to assess the impact of various
stress management and relaxation techniques on the stress and satisfaction levels and rates
of absenteeism for both students and teachers. It is in two parts. The remainder of the
research questions relate to the areas of further investigation.

1a. Which, if any of the stress management and relaxation techniques increase
student satisfaction, minimise student stress, and/or reduce student
absenteeism?
1b. What effects, if any, does the use of stress management and relaxation
techniques have on teacher stress satisfaction and absenteeism?
Research questions 2 and 3 relate to a single level analysis of data where student and
teacher responses will be treated separately.

2a. What relationships exist between the student variables, student perceptions of
the quality of their school life, and student absence?
The next question is a subsidiary question to 2a, but is stated separately because of its
importance to the model being investigated.

2b. Do students who perceive various aspects of their school environment as
stressful (indicated by their reporting of lower levels of satisfaction) have higher
rates of absenteeism?
The following question relates to the teacher data collected, but again it should be noted
that this is not the prime focus of the study.

3.

What

relationships

exist

between

the

teacher

background

variables,

levels of teacher stress, teacher satisfaction, and teacher absenteeism?
1.3 Instrumentation
An initial assessment of student and teacher stress, satisfaction and absence was
undertaken. This was followed by an intervention phase involving the implementation of
various stress management and relaxation techniques identified as being appropriate in the
literature.
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A reassessment of student and teacher stress, satisfaction and absence levels was then
undertaken. The instruments used to measure student and teacher stress, satisfaction and
absence are described below.
1.3.1 Student Data
The measure of stress for students was an established instrument the Quality of School
Life Survey (QSL) (see Appendix 1) that is described in Section 1.3.2. The QSL was
operationalised as a series of stress measures based on the findings that increased stress
was identified as resulting from low satisfaction and student perceptions of the quality of
their school life as poor. Low satisfaction and poor quality of school life, if unmediated,
resulted in increased student stress. The behaviours reported in a number of studies, for
example Waugh and Hyde (1993), of students identified as being dissatisfied with the
quality of their school life, were found to be identical to school based stress symptoms.
Student initials, gender, year of schooling and school were determined from student
identification on page one of the QSL questionnaire. Student initials were required as a
means of identification to link absence data with QSL surveys. Parent sanctioned,
individual student absence for illness only in the terms prior to and during the intervention
phase was provided by the school from their OASIS database for students whose parents
had consented to this information being accessed. All student data was collected by the
researcher to safeguard student privacy and questionnaires were destroyed following the
coding and checking of data.
1.3.2 The Quality of School Life (QSL)
Students were asked to complete the Quality of School Life (QSL) questionnaire (see
Appendix 1), a self-reporting instrument. Details on the administration of the QSL
instrument are provided in Section 1.6. The instrument is used to gather and analyse
primary school student perceptions of the quality of their school life, the use of which was
reported by Ainley and Bourke (1992) and that had been developed and refined by Bourke
over a six-year period preceding this study.
The QSL questionnaire consists of 40 questions grouped into two general scales, general
satisfaction and negative affect; and five specific scales: social integration, a sense of
adventure in learning, opportunity for the future, school achievement, and student
satisfaction with their relationship with their class teacher. Each of the 40 items was
designed to contribute to one, and only one, of the scales, that are briefly described below:
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(i) GENERAL SATISFACTION - Student satisfaction with school in general. Specific
items include: School is a place where I really like to go each day. School is a place
where I feel proud to be a student.
(ii) NEGATIVE AFFECT - Student perceptions of the level to which school evokes
negative feelings and emotions. Specific items include: School is a place where I feel
worried. School is a place where I get upset.
(iii) SOCIAL INTEGRATION - Student perceptions of the quality of their social life at
school and the role school plays in developing these skills. Specific items include:
School is a place where I learn to get along with other people. School is a place where I
know people think a lot of me.
(iv) ADVENTURE - Student perceptions of their level of enjoyment and fun gained
from school. Specific items include: School is a place where I like to do extra work.
School is a place where I enjoy what I do in class.
(v) OPPORTUNITY - Student perceptions of the opportunities for the future that
school provides. Specific items include: School is a place where the work is good
preparation the future. School is a place where the things I learn are important to me.
(vi) ACHIEVEMENT - Student perceptions of the sense of achievement gained from
school. Specific items include: School is a place where I am a success as a student.
School is a place where I am good at school work.
(vii) TEACHER - Student satisfaction with their relationship with their teacher.
Specific items include: School is a place where my teacher is fair to me. School is a
place where my teacher helps me do my best.
(Developed from Ainley & Bourke, 1992, pp. 112-113.)
These seven domains, rather than being wholly independent, combine to provide a
snapshot of student perceptions of the quality of various aspects of their school life. The
questionnaire utilises a four-point Likert scale offering students the response categories of
1 "Agree", 2 "Mostly agree", 3 "Mostly disagree", 4 "Disagree", with no neutral category.
Such scales have been shown generally to have a higher reliability than the more common
five-point scales including a neutral category (Bourke & Frampton, 1992). A full scale and
item listing using the established factor structure and scale reliability reported by Ainley
and Bourke (1992) is presented in Appendix 1.
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Furthermore, dissatisfaction with the work environment was reported as a major stress
symptom (Farber, 1983; Greenhaus & Parasuraman, 1987; Pelletier, 1984; Sutherland &
Cooper, 1988). Finally the sources of school based stress identified in the literature, such
as school anxiety, bullying, changing schools, student/teacher conflict, competition,
difficulties in peer relations, failure, performances and presentations, parents who were not
supportive, learning disorders, inability to complete set work, reputations and
expectations, and physical appearance (see, Elias, 1989; Elkind, 1988; Forman &
O'Malley, 1984), equate to items measured by the seven scales of the Quality of School
Life questionnaire, particularly the Negative Affect Scale.
The QSL survey measures student perceived satisfaction with schooling, and thus low
student satisfaction scores would indicate a higher level of student stress. The broad
coverage of the QSL scales may also allow accurate conclusions to be drawn about some
of the specific aspects that students find stressful at school.
1.3.3 Teacher Data
Teachers were asked to complete two established questionnaires, a self-reporting Teacher
Stress questionnaire, a self-reporting Teacher Satisfaction questionnaire and a teacher
background questionnaire (see Appendix 2). The Teacher Stress and Teacher Satisfaction
questionnaires were used by Smith (1990) and reported by Smith and Bourke (1992) as
part of a larger battery of questionnaires to examine the stress, workload, and satisfaction
associated with secondary teaching. These questionnaires are described in Sections 1.3.4
and 1.3.5.
The background survey (see Appendix 2) provided information on teacher gender,
employment status, years at their current school, years of teaching, position on staff,
weekly teaching load, class composition, qualifications, and a question regarding their
perceived general stress level in the last ten months. The school involved in the study
provided teacher absence for sick leave only in the terms prior to and during the
intervention phase from their OASIS database for teachers who had consented to this
information being accessed. All teacher data was collected by the researcher to ensure
teacher privacy and, furthermore, teacher absence data was coded at the point of
collection. All teacher questionnaires were destroyed following the coding and checking
of data.
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1.3.4 Teacher Stress Questionnaire
Smith (1990) developed the 26-item Teacher Stress questionnaire for use with secondary
teachers. Teachers were asked to rank each item on a four point Likert scale from 1 'hardly
or not at all' stressful, to 4 'a lot' of stress. The 26 items were divided into four sub-scales
according to the following criteria:
(i) CONFLICT - Stress arising from relationships with senior staff and school
administration. Specific stresses include: perceived lack of influence, opportunity, and
having to do things with which they do not agree, staff tensions and conflicts.
(ii) STUDENTS AND PHYSICAL CONDITIONS - Stress from student contact and
other physical aspects related to teaching. Specific stresses include: student
management difficulties, noise and overcrowding.
(iii) TIME PRESSURES - Stress from time pressure. Specific stresses include: lack of
time, and work intruding into home life.
(iv) REWARDS AND RECOGNITION - Stress related to perceived lack of rewards in
teaching. Specific stresses include: pay not in line with skills and responsibilities,
lacking the chance of promotion.
(Developed from Smith & Bourke, 1992, p.33.)
Whilst the Teacher Stress questionnaire attempts to measure teacher work-related stress
only, it also delineates between four potential sources of stress. It is anticipated that these
different aspects of stress will be important in reflecting the complex nature of stress.
Trends should emerge that indicate whether teachers are perceiving work-related stress
from similar sources or perhaps the individualised nature of the stress response that may
be linked to situational factors such as school or class characteristics.
It is also anticipated that the Students and Physical Conditions scale will be an important
indicator for student stress. For example, teachers who perceive more stress from their
relationships with their students may have students who view school as a less satisfying
and more stressful place. A full scale and item listing using the established factor structure
and scale reliability reported by Smith and Bourke (1992) is presented in Appendix 2.
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1.3.5 Teacher Satisfaction Questionnaire
The Teacher Satisfaction questionnaire was originally reported by Bourke (1984) when
used with primary school teachers. The questionnaire had 18 items, each with seven
response categories. A revised form of the questionnaire was used by Smith (1990) and
reported by Smith and Bourke (1992) as part of a larger battery of questionnaires to
examine the stress, workload, and satisfaction associated with secondary teaching. The
original 18 items for primary school teachers was retained combined with the four
response categories developed by Smith for secondary teachers. These response categories
were used to minimise administrative complexity and provide consistency between the
Teacher Stress and Teacher Satisfaction questionnaires. The original items were retained
in the present study because they were considered to be applicable to the current teacher
sample.
Teachers were asked to rank each item on a four point Likert scale from 1 'hardly or not at
all' satisfied with this aspect of their teaching, to 4 'a lot' of satisfaction with this aspect of
their teaching. The 18 items were divided into three scales according to the following
criteria:
(i) WORKLOAD AND CONDITIONS - Teacher satisfaction with their workload and
conditions of employment. Specific items include: the availability of library and
audiovisual resources, the number of hours of non-teaching duties each week.
(ii) RELATIONSHIPS WITH STUDENTS - Teacher satisfaction with their
interactions with students. Specific items include the attitude of students towards
learning, the general behaviour of students in your class.
(iii) ADMINISTRATION AND SENIOR STAFF - Teacher satisfaction with their
relationships with senior and administrative figures at a school level. Specific items
include: The expectations senior staff hold for you as a teacher, your involvement in
decisions about the school.
(Developed from Smith & Bourke, 1992, p.35-36.)
This questionnaire was utilised because it provided three measures of teacher satisfaction
that could be compared with student satisfaction at an individual, class, and school level.
Emphasis is placed on establishing whether differences occur in the levels of satisfaction
experienced by teachers as measured by the three scales. For example, are executive
teachers more satisfied with their relationships with administrative and senior staff than
regular classroom teachers?
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The teacher satisfaction data could also be correlated with teacher stress responses to
establish if any relationships existed. For example, do teachers who report being less
satisfied with their teaching role also report higher levels of stress? Or conversely, do
teachers who report higher levels stress indicate that they are more satisfied with their
teacher role than teachers who report lower levels of stress, as was identified by Smith and
Bourke (1992)? A full scale and item listing of the teacher satisfaction questionnaire using
the established factor structure and scale reliability reported by Smith and Bourke is
presented in Appendix 2.
1.4 Intervention Techniques
The intervention phase utilised three different stress management and/or relaxation
techniques each of which was utilised with one class. The fourth class acted as a control
group. The three techniques were:
1.

A sequence of ten lessons aimed at improving student communication and
interaction skills adapted by the researcher from “Action- Reaction”, a Dutch
program developed by Freerk Ykema. This program aims to develop student
self-respect, self-confidence, self-control and self-reflection (see Appendix 4).

2.

The use of Progressive Relaxation, Breathing and Imagination as stress
reduction techniques. Davis et al. (1995) identified that these
techniques were appropriate for relieving a broad range of stress related
symptoms (see Appendix 5).

3.

The strategic use of background / mood music selected by the researcher to
promote an appropriate working environment and minimise stress and disruption
at transition periods during the day such as before school, after recess and lunch.

1.5 Analysis to be Undertaken
In general the analyses outlined below were undertaken in an attempt to establish the
existence of links between the background variables collected, the concepts measured by
the questionnaire scales, and absenteeism for students and teachers separately. In all cases
the analyses will be carried out as a pre-test and post-test to the implementation of the
stress management and relaxation techniques.
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1.

2.

Descriptive analyses of:
(i)
Levels of QSL;
(ii)
Student absenteeism;
(iii)
(iv)
(v)
(vi)

Other student contextual variables;
Teacher Stress;
Teacher Satisfaction;
Teacher absenteeism; and,

(vii)

Other teacher contextual variables.

Simple correlational relationships between:
(i)
QSL scales;
(ii)
(iii)
(iv)
(v)

QSL scales and student absence;
Student QSL and teacher absence;
Teacher Stress scales and Teacher Satisfaction scales;
Teacher Stress scales, Teacher Satisfaction scales, teacher absence, and

(vi)
(vii)

other continuous teacher contextual variables;
Teacher Stress and student QSL; and,
Teacher absence and student absence.

3.

Cross tabulation analysis of:
(i)
Student Gender by other student contextual variables; and,
(ii)
Categorical teacher contextual variables by other teacher contextual
variables.

4.

Analysis of Variance between:
(i)
Student absence and other student contextual variables;
(ii)
Student contextual variables and QSL scales;
(iii)
(iv)

5.

Teacher School, Class and other teacher contextual variables; and,
Categorical teacher contextual variables and Teacher Stress, and Teacher
Satisfaction scales.

Univariate Analysis of Variance between Term 3 Student Absence and student
Class and within-class Gender with Term 2 Student Absence entered as a
covariate variable.

A - 61

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

1.6 Experimental Procedure and Data Collection
Aspects relating to the experimental procedure and data collection including school
access, subject consent, questionnaire implementation, accession of absence data, and
assigning of the intervention strategies are described in the below.
1.6.1 School Access and Subject Consent
Access to the school involved in the study was granted by the NSWDET to conduct this
research and a proforma was provided for gaining approval from the school principal (see
Appendix 3) and consent forms for teachers (see Appendix 3), and the parents/caregivers
of student participants (see Appendix 3).
1.6.2 Student and Teacher Questionnaires
The teacher questionnaire was personally handed to teachers and collected by the
researcher. Teachers were offered the opportunity to complete their questionnaire while
the researcher relieved the teacher of their class to administer the QSL questionnaire. In all
cases, in addition to students having the questionnaire in front of them, all items of the
QSL were read aloud to minimise any reading difficulties students may have had.
1.6.3 Absence Data
The school involved in the study, from their OASIS teacher and student database,
provided absenteeism data for consenting subjects. Absenteeism information was matched
to student and teacher surveys, coded and recorded. All original documents were then
destroyed to ensure subject anonymity.
1.6.4 Assigning of the Intervention Strategies
The three intervention strategies described in Section 1.4 were randomly assigned to the
classes involved in the study and implemented in Term 3 of the school year. Post-test
measures were then carried out. Class 1 (Relax 1) were provided with skills and
experiences in the use of Progressive Relaxation, Breathing and Imagination as stress
reduction techniques. Class (Action 2) undertook the adaptation of the Dutch program
called “Action-Reaction” developed by Freerk Ykema. Class 3 (Music 3) were subjected
to background / mood music at transition periods during the day such as before school,
after recess and lunch. Class 4 (Control 4) acted as the control group.
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1.7 The Sample and Response Rates
Teacher and student subjects were drawn from four composite classes containing Year 5
and 6 students at a NSWDET school in the Lower Hunter Valley, in the state of New
South Wales in Terms 2 and 3, 1999. The class based response rates for students are
presented in Table 1.1.
Table 1.1 Class Based Response Rates for Students
CLASS ID

Number

Class 1
Class 2
Class 3
Class 4
TOTAL

27 (28)
25 (27)
28 (28)
26 (28)
106 (111)

% of
Students
96.4
92.6
100
92.9
95.5

* Numbers presented in ( ) are the total number of students at the appropriate grade level in each class.
* Response percentages have been rounded to the nearest whole number.

1.8 Summary
In summary, the focus of this study is improving student quality of school life, minimising
student stress and reducing student absence. The teacher data, whilst not being the main
focus of the study, is important in itself and for its possible links with student quality of
school life and student absence. These results are presented in Sections 2, 3 and 4.
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SECTION TWO
Student Descriptions and Relationships
In this Section, the characteristics of the student sample are described in terms of their
biographical details and their responses to the student questionnaire. For simplicity, the
student and teacher data sets were treated separately. Similar descriptive results for
teachers are presented in Section 3.
2.1 Biographical Variables
As described in Section 1.6, all student data was collected by the researcher to safeguard
student privacy and questionnaires were destroyed following the coding and checking of
data. Student gender, year of schooling and number of days absent for illness in Terms 2
and 3 were determined from student identification on page one of the QSL questionnaire.
Student initials were required to link absence data with QSL surveys. Parent sanctioned,
individual student absence for illness only in the terms prior to- and during- the
intervention phase was provided by the school from their OASIS database for students
whose parents had consented to this information being accessed. Student gender and
academic year of schooling are presented in Table 2.1 and the distribution of student days
absent in Terms 2 and 3 are provided in Table 2.2. There were eight more male students in
the sample than females, with six more of the sample reporting Year 6 as their level of
schooling.
Table 2.1 Student Biographical Variables (N=106)
GENDER
Male
Female
Total
YEAR OF SCHOOLING
Year 5
Year 6
Total

Number
57
49
106

%
53.8
46.2
100

50
56
106

47.2
52.8
100

The mean number of days absent for students over the two-term period of the study
(approximately 20 weeks) was 8.4 days. The means for Terms 2 and 3 were 4.1 and 4.3
days respectively. 50 per cent of the students involved in the study were absent for up to
three days, less than 10 per cent of students were absent for more than ten days. It will
have been noted that both the Term 2 and Term 3 Student Absence variables are highly
positively skewed. Despite this, the absence variables have been used in this descriptive
section in the original form, that is without being normalised. This was done to assist
interpretation of the raw data in the descriptive analyses.
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Table 2.2 Term 2 and 3 Student Absence (N=106)
TERM 2
DAYS
ABSENT
0
1
2
3
4
5
6
7
8
9
10
11
12
13
15
16
18
24
Total
Mean

Number
17
11
20
6
13
10
8
4
3
4
2
4
2
0
0
1
0
1
106

TERM 3

Pcnt. %

Number

16.0
10.4
18.9
5.7
12.3
9.4
7.5
3.8
2.8
3.8
1.9
3.8
1.9
0.0
0.0
0.9
0.0
0.9
100.0
4.1 days

12
14
18
9
10
12
7
6
5
1
3
2
2
2
1
1
1
0
106

Pcnt. %

11.3
13.2
17.0
8.5
9.4
11.3
6.6
5.7
4.7
0.9
2.8
1.9
1.9
1.9
0.9
0.9
0.9
0.0
100.0
4.3 days

2.2 Relationships and Differences between the Student Background Variables
In an attempt to provide greater insights into the nature of the student sample,
relationships and differences between the student background variables were examined.
2.2.1 School Background and Gender
Gender balance between year levels, and classes was examined using Chi-squared tests.
There was no significant difference for gender between, years or class groups. Chi-square
values and the tables on which the values are based are presented in Table 2.3.
Table 2.3 School Background and Gender Chi-square Results (N=106)
VARIABLES
YEAR
Year 5
Year 6
CLASS
Relax 1
Action 2
Music 3
Control 4

Male
(N=57)

GENDER
Female
(N=49)

TOTAL
(N=106)

31
26

19
30

50
56

Chi-Sq.
Value
2.58

0.52
13
14
14
11
16
12
14
12
Significance Level:

27
25
28
26
* p < 0.05

d.f.

Signif.

1

n/s

3

n/s

** p < 0 .01
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7

2.2.2 Student Background and Absence
Relationships of Year, Gender, and Class with student absence were examined using a
series of one-way analyses of variance.
2.2.2.1 Term 2 and Term 3 Student Absence by Year
Means and standard deviations are presented for Term 2 and Term 3 student absence by
Year in Table 2.4. Whilst, there was some variation in student absence by year level with
an average of 4.3 days for Year 5 students and an average of 4.1 days for Year 6 students,
differences in absence between year levels were not significant in Term 2 (F=0.40,
df=1,105, p>0.05) or Term 3 (F=0.03, df=1,105, p>0.05).
Table 2.4 Term 2 and Term 3 Student Absence by Year Means and Standard Deviations (in parentheses) (N=106)

Term 2
Absence
Term 3
Absence

Year 5
(N=50)
4.36
(3.86)
4.28
(3.68)

YEAR
Year 6
(N=56)
3.88
(4.01)
4.41
(3.99)

TOTAL
(N=106)
4.10
(3.93)
4.35
(3.83)

2.2.2.2 Term 2 and Term 3 Student Absence by Class
Means and standard deviations are presented for Term 2 and Term 3 Student Absence by
Class in Table 2.5. Across the four classes the average student absence was 4.10 days in
Term 2 and 4.35 days in Term 3. Differences between Term 2 class means were not
significant (F=0.44, df=1,105, p>0.05). The widest variation in the mean number of days
absent was evident in Term 3 with students in Relax 1 being absent for 4.93 days and
students in Action 2 being absent for an average of 2.96 days. However, the difference
was not significant (F=1.5, df=1,105, p>0.05). Importantly, Action 2 was the only group
to record a lower average level of absence in Term 3 than Term 2. Possible explanations
of this result with regard to the intervention strategies undertaken are discussed in Section
2.5.

7

In order to determine whether it was a reasonable procedure to use the Term 2 and Term 3 student absence
variables in the original form the correlations of absence with the background and QSL scale variables were
examined using both the original and the normalised absence variables. It was found that the correlations
were similar, but of slightly greater magnitude for the normalised variables. This suggests that the
correlations for the original form of the Term 2 and Term 3 student absence variables presented in this
section were not misleading, but were a conservative indication of the relationships between student absence
and the QSL scales.
A - 66

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Table 2.5 Term 2 and Term 3 Student Absence by Class Means and Standard Deviations (in parentheses) (N=106)

Term 2
Absence
Term 3
Absence

Relax 1
(N=27)
4.33
(3.23)
4.93
(4.05)

Action 2
(N=25)
4.72
(4.30)
2.96
(3.16)

CLASS ID
Music 3
(N=28)
3.57
(4.82)
4.54
(4.48)

Control 4
(N=26)
3.85
(3.22)
4.88
(3.29)

TOTAL
(N=106)
4.10
(3.93)
4.35
(3.83)

2.2.2.3 Term 2 and Term 3 Student Absence by Gender
Means and standard deviations are presented for Term 2 and Term 3 Student Absence by
Gender in Table 2.6. The average mean number of days absent for girls (4.61 days) was
higher than the average absence for boys (3.90 days). Differences in absence between
genders were not significant in Term 2 (F=0.62, df=1,105, p>0.05) or Term 3 (F=1.13,
df=1,105, p>0.05).
Table 2.6 Term 2 and Term 3 Student Absence by Gender Means and standard deviations (in parentheses) (N=254)

Term 2
Absence
Term 3
Absence

Male
(N=57)
3.82
(3.64)
3.98
(3.77)

GENDER
Female TOTAL
(N=49) (N=106)
4.43
4.10
(4.26)
(3.93)
4.78
4.35
(3.90)
(3.83))

2.2.2.4 Year, Gender, Class, and Term 2 and Term 3 Student Absence
As described above, results indicated that there were no significant differences in student
absence for any of the year groups, class groups, and male or female students. The
between groups F-value is presented in Table 2.7 for Student Absence by Year, Class, and
Gender.
Table 2.7 Term 2 and 3 Student Absence by School, Year, Class, and Gender
ANOVA - Between Groups F-Values (N=106)
INDEPENDENT VARIABLES
Year
Term 2
0.40
Absence
Term 3
0.03
Absence
Significance Level:

Class

Gender

0.44

0.62

1.51

1.13

* p < 0.05 ** p < 0 .01
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2.2.3 Synopsis
As there is no significant variation in the student background variables, these results
suggest that the student sample can be treated as a whole in subsequent analyses.
2.3 The QSL Scales
2.3.1 QSL Scale Means
Means for the seven scales of the Quality of School Life questionnaire are presented along
with standard deviations and scale alpha reliabilities for Term 2 and Term 3 are presented
in Table 2.8. All scale means, with the exception of Negative Affect (which is a reverse
scale), were above the midpoint of the scale (2.5). Hence all of the seven scale means for
both Terms 2 and 3 indicated a favourable attitude towards school. This suggests that, on
average, the Year 5 and 6 students involved in the study were quite content with the
quality of their school life.
Table 2.8 QSL - Term 2 - Scale Mean Scores, Standard Deviations, and Reliabilities
(N=106 for all Scales)
SCALE STATISTICS
QSL SCALES

T

General
Satisfaction
Negative
Affect

Mean

S.D.

3.15

0.76

6

0.85

1.77

0.71

5

0.70

No. Items Relaibility

E

Teacher

3.46

0.63

5

0.83

R

Opportunity

3.61

0.46

6

0.75

M Achievement

3.42

0.57

5

0.71

Social
Integration

3.10

0.66

8

0.82

Adventure

2.81

0.71

5

0.72

3.21

0.75

6

0.88

1.77

0.73

5

0.76

2

T

General
Satisfaction
Negative
Affect

E

Teacher

3.43

0.66

5

0.87

R

Opportunity

3.62

0.56

6

0.88

M Achievement

3.44

0.57

5

0.77

Social
Integration

3.16

0.71

8

0.88

Adventure

2.78

0.77

5

0.81

3
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The Opportunity scales had the highest mean score (3.61 in Term 2 and 3.62 in Term 3)
indicative of a student attitude lying above the midpoint of “agree” and “mostly agree”.
Students clearly felt that school was preparing them for, and providing them with,
opportunities for the future.
The combined scale means obtained in two studies reported by Ainley and Bourke (1992)
were on average 0.03 lower than those obtained in the present study, noting that the
Negative Affect scale is a reverse scale hence the higher mean indicates a higher level of
negative feelings regarding school. The means, standard deviations, and scale alpha
reliabilities obtained in the Victorian and New South Wales studies reported by Ainley
and Bourke were combined, averaged and are presented for comparison in Table 2.9.
Table 2.9 QSL Scale Statistics Obtained by Ainley and Bourke (1992)
(N=4863 for all scales)
SCALE STATISTICS
QSL SCALES

Mean

S.D.

3.04

0.65

6

0.82

1.61

0.66

5

0.73

Teacher

3.30

0.69

5

0.84

Opportunity

3.65

0.43

6

0.81

Achievement

3.34

0.52

5

0.74

Social
Integration

3.21

0.55

8

0.81

Adventure

2.76

0.71

5

0.80

General
Satisfaction
Negative
Affect

No. Items Relaibility

Scale standard deviations in the present study indicate that there was a reasonable
variation of student opinion on all of the scales. The widest variations were evident for the
General Satisfaction and Adventure scales in both Term 2 (0.76 and 0.71 respectively) and
Term 3 (0.75 and 0.77 respectively). Interestingly, the Adventure scale standard deviation
in the study by Ainley and Bourke (1992) also provided the widest variation in student
opinion (s.d.=0.71). Alpha reliabilities for all scales were above 0.70 that Bourke (1984)
suggested was an acceptable level of reliability. The average alpha reliability coefficient
for Term 2 was 0.77 and 0.84 for Term 3. The average alpha reliability coefficients
obtained in the present study are similar to that found by Ainley and Bourke (0.79).
Similarly, Ainley and Bourke also identified that the least reliable scale was the Negative
Affect (0.73) scale.
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2.3.2 Relationships between QSL Scales
Relationships between the QSL scales were examined through Pearson product-moment
correlation coefficients. Results are presented in Table 2.10. With the exception of the
Teacher and Achievement in Term 2, all Term 2 scales were significantly correlated at the
0.01 significance level, as were all Term 3 scales.
Importantly, the Term 2 Negative Affect scale was significantly negatively correlated with
all other scales, excluding Term 3 Adventure for which a non-significant negative
correlation was evident and Term 3 Negative Affect for which a significant correlation
was evident. Term 3 Negative Affect was significantly negatively correlated with all
scales excluding Term Negative Affect as described above. These results indicate that
students who perceived all other aspects of their school life measured using this
instrument as being satisfactory were less likely to view school as a place that evoked
negative emotions and feelings.
The strongest correlation occurred between the Term 3 General Satisfaction and
Adventure scales (0.77) indicating that students who felt safe to extend themselves and
strive to reach their full potential at school were generally more satisfied than students
who had a lower level of enjoyment from school. The weakest positive correlation
occurred between the Term 2 Teacher and Achievement scales (0.04) indicating that
students who got on well with their teacher were less likely to perceive that this
relationship impacted positively on their achievement at school.
Whilst these results provide evidence of strong relationships between the scales of the
QSL survey, what is also evident is that the scales are measuring different things. Even the
highest correlation suggests that only approximately 50 per cent of the variance is shared
between General Satisfaction and Adventure, for example. The average correlation of
approximately 0.4 indicates a shared variance of less than 20 per cent.
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Table 2.10 QSL Scale Correlations (N=106 for all Scales)
TERM 2
QSL SCALES

T
E
R
M
2

E
R
M
3

N.A.

General
1
Satisfaction
Negative
-0.46 **
1
Affect
Relationship
0.39 ** -0.27 **
with Teacher
Opportunity

R.w.T.

O

S.A.

S.I.

A.

G.S.

N.A.

0.47 ** -0.42 ** 0.43 **

-0.25 *

School
0.50 ** -0.33 **
Achievement
Social
0.56 ** -0.24 *
Integration
Adventure

0.50 **

-0.07

S.A.

S.I.

A.

1

0.71 ** -0.39 ** 0.33 ** 0.32 ** 0.45 ** 0.57 **

0.40 **

O

1

1

General
0.64 ** -0.22 *
0.07
0.25 * 0.26 ** 0.33 ** 0.43 **
1
Satisfaction
Negative
-0.38 ** 0.61 ** -0.20 * -0.33 ** -0.33 ** -0.40 ** -0.25 ** -0.42 **
1
Affect
Relationship
0.41 ** -0.20 * 0.50 ** 0.13
0.13 0.34 ** 0.24 * 0.44 ** -0.37 **
with Teacher
Opportunity

R.w.T.

1

School
0.49 ** -0.48 ** 0.22 * 0.47 **
1
Achievement
Social
0.71 ** -0.46 ** 0.44 ** 0.51 ** 0.48 **
Integration
Adventure

T

G.S.

TERM 3

0.13

0.38 ** 0.35 **

0.04

0.29 ** 0.53 ** 0.33 ** 0.33 ** 0.64 ** -0.42 ** -0.38 ** 0.65 **

0.17

0.34 ** 0.37 ** 0.55 ** 0.35 ** 0.73 ** -0.47 ** 0.52 ** 0.56 ** 0.66 **

0.12

0.12

0.30 *

0.21 *

1

0.32 ** 0.55 ** -0.42 ** 0.54 **

0.30 ** 0.58 ** 0.77 **

1
1
1

-0.23 * 0.45 ** 0.44 ** 0.49 ** 0.60 **

1

Significance Level: * p<0.05 ** p <0 .01 (two-tailed)
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2.4 Student Background Variables and QSL Scales
To determine if students perceptions of the quality of their school life was related to their
biographical characteristics, it was necessary to examine the relationships and differences
between student background variables and the QSL scales.
2.4.1 Gender, School, Year, Class and QSL
Differences in the QSL scale mean scores between the student background variables of
Gender, Year of schooling, School, Class and were examined using analyses of variance.
Where a significant difference was observed on the ANOVA, further analysis was
undertaken using Scheffe multiple range tests for all background variables except gender
that only contained two categories. The between groups F-values for the analyses of
variance are presented in Table 2.11.
Table 2.11 QSL Scale Mean Scores by Gender, School, Year, and Class ANOVA Between Groups F-Values (N=106)
BACKGROUND VARIABLES
QSL SCALES
General
Satisfaction
T Negative Affect

Gender

Year

Class

3.30

0.10

2.16

8.04 **

7.30 **

2.06

E

Teacher

4.58 *

0.03

11.28 **

R

Opportunity

9.33 **

3.17

0.80

M

Achievement

1.52

2.31

0.43

2

Social
Integration

1.38

4.62 *

1.24

Adventure

2.12

1.19

0.24

General
Satisfaction

0.89

1.28

1.14

T Negative Affect

6.63 *

1.09

0.89

E

Teacher

0.01

0.69

4.42 **

R

Opportunity

1.41

0.07

1.02

M

Achievement

0.89

0.03

2.83 *

3

Social
Integration

0.37

0.00

1.67

Adventure

0.48

2.69

0.93

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)
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2.4.2 QSL by Gender
Observation of the means for male and female students suggests that females tended to
respond more favourably on all QSL scales and the difference was statistically significant
for four of the fourteen comparisons made. Female students had more positive views than
male students on the Term 2 Opportunity, Negative Affect and Teacher Scales and Term 3
Negative Affect scales. Means and standard deviations for all QSL scales are presented in
Table 2.12.
Table 2.12 QSL Scales by Gender - Means and Standard Deviations
(in parentheses) (N=106)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

Male
(N=57)
3.03
(0.73)
1.94
(0.73)
3.34
(0.68)
3.49
(0.51)
3.36
(0.59)
3.03
(0.62)
2.72
(0.69)
3.15
(0.81)
1.94
(0.78)
3.44
(0.64)
3.56
(0.56)
3.39
(0.54)
3.13
(0.74)
2.73
(0.79)

GENDER
Female TOTAL
(N=49) (N=106)
3.30
3.15
(0.78)
(0.76)
1.56
1.77
(0.63)
(0.71)
3.60
3.46
(0.54)
(0.63)
3.75
3.61
(0.33)
(0.46)
3.50
3.42
(0.55)
(0.57)
3.18
3.10
(0.70)
(0.61)
2.92
2.81
(0.72)
(0.71)
3.29
3.21
(0.68)
(0.75)
1.58
1.77
(0.62)
(0.73)
3.42
3.43
(0.67)
(0.66)
3.69
3.62
(0.55)
(0.56)
3.49
3.44
(0.60)
(0.57)
3.21
3.16
(0.68)
(0.71)
2.83
2.78
(0.76)
(0.77)

2.4.3 QSL by Year Level
Observation of the means for Year 5 and Year 6 students suggests that Year 6 students
tended to respond more favourably on all of the Term 2 QSL scales and the difference was
statistically significant for two of the seven scales. In Term 3, Year 5 students tended to
respond more favourably, however, none of the differences were significant.
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In Term 2, the QSL scales by Year ANOVA indicated significant differences for the two
groups of students on the Term 2 QSL scales of Negative Affect (F=3.47, df=1,105,
p<0.01) and Social Integration (F=4.62, df=1,105, p<0.05). Means and standard deviations
for all QSL scales are presented in Table 2.13.
Table 2.13 QSL Scales by Year - Means and Standard Deviations (in parentheses)
(N=106)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

Year 5
(N=50)
3.13
(0.76)
1.96
(0.78)
3.45
(0.58)
3.53
(0.44)
3.37
(0.54)
2.96
(0.62)
2.74
(0.73)
3.30
(0.73)
1.85
(0.73)
3.49
(0.63)
3.64
(0.56)
3.43
(0.60)
3.17
(0.74)
2.91
(0.78)

YEAR
Year 6
(N=56)
3.18
(0.77)
1.60
(0.60)
3.60
(0.54)
3.68
(0.46)
3.50
(0.59)
3.23
(0.68)
2.89
(0.69)
3.13
(0.77)
1.70
(0.73)
3.38
(0.68)
3.61
(0.56)
3.45
(0.54)
3.16
(0.69)
2.66
(0.75)

TOTAL
(N=106)
3.15
(0.76)
1.77
(0.71)
3.46
(0.63)
3.61
(0.46)
3.42
(0.57)
3.10
(0.61)
2.81
(0.71)
3.21
(0.75)
1.77
(0.73)
3.43
(0.66)
3.62
(0.56)
3.44
(0.57)
3.16
(0.71)
2.78
(0.77)

The significant difference observed on the Negative Affect scale indicates that Year 6
students have less negative feelings regarding school than Year 5 students. The significant
difference observed on the Social Integration scale indicates that students in Year 6
perceived that school was providing more opportunities and skills to interact in positive
ways with their peers than Year 5 students. Overall, students in Year 6 perceived the
quality of their school life as being higher than Year 5 students in Term 2 and the converse
result was observed in Term 3.
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2.4.4 QSL by Class
The QSL scales by Class ANOVA indicated significant differences for the four class
groups on three of the QSL scales, Term 2 Teacher (F=11.28, df=3,105, p<0.01), Term 3
Teacher (F=4.42, df=3,105, p<0.01) and Achievement (F=2.83, df=3,105, p<0.05). Means
and standard deviations for these scales are presented in Table 2.14.
Table 2.14 QSL Scales by Class - Means and Standard Deviations (in parentheses)
(N=106)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

Relax 1
(N=27)
3.13
(0.89)
1.53
(0.71)
3.83
(0.31)
3.70
(0.42)
3.36
(0.53)
3.21
(0.70)
2.84
(0.72)
3.00
(0.90)
1.67
(0.77)
3.59
(0.54)
3.63
(0.44)
3.24
(0.62)
3.06
(0.82)
2.59
(0.83)

Action 2
(N=25)
3.26
(0.60)
1.85
(0.68)
3.43
(0.51)
3.51
(0.51)
3.50
(0.46)
3.13
(0.61)
2.90
(0.64)
3.37
(0.65)
1.68
(0.69)
3.54
(0.55)
3.70
(0.45)
3.54
(0.41)
3.43
(0.59)
2.93
(0.76)

CLASS
Music 3 Control 4 TOTAL
(N=28)
(N=26) (N=106)
3.12
3.11
3.15
(0.81)
(0.73)
(0.76)
1.98
1.70
1.77
(0.79)
(0.60)
(0.71)
3.60
2.97
3.46
(0.50)
(0.81)
(0.63)
3.59
3.62
3.61
(0.52)
(0.36)
(0.46)
3.36
3.48
3.42
(0.68)
(0.60)
(0.57)
3.16
2.89
3.10
(0.63)
(0.68)
(0.61)
2.74
2.78
2.81
(0.85)
(0.63)
(0.71)
3.24
3.25
3.21
(0.77)
(0.64)
(0.75)
1.96
1.76
1.77
(0.84)
(0.61)
(0.73)
3.54
3.05
3.43
(0.66)
(0.73)
(0.66)
3.47
3.70
3.62
(0.81)
(0.41)
(0.56)
3.34
3.63
3.44
(0.73)
(0.33)
(0.57)
3.16
3.02
3.16
(0.74)
(0.64)
(0.71)
2.82
2.77
2.78
(0.74)
(0.77)
(0.77)

Scheffe multiple range tests were used to determine which of the individual class means
differed from the others for the three QSL scales for which a significant difference was
observed. Results indicated significant mean differences for Control 4 on the Term 2
Teacher and Term 3 Teacher QSL scales when compared to the other class groups. None
of the class group means for the Term 3 Achievement scale was significantly different at
the 0.05 significance level. These results are detailed below.
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The range of means for the Term 2 Teacher scale was 0.86 with the students in Relax 1
having the highest average level of satisfaction with their relationship with their Teacher
(3.83) and students in Control 4 having the lowest (2.97). Scheffe multiple range test
results indicated that the differences between Control 4 and Relax 1 and Music 3 were
statistically significant at the 0.01 level, while the Action 2 difference was significant at
the 0.05 level. No statistically significant homogeneous subsets were identified. The mean
differences and significance levels are presented in Table 2.15
Table 2.15 Term 2 Teacher QSL Scale as the Dependant Variable Significant Class Mean Differences and Level of Significance
CLASS
Relax 1
(N=27)
Action 2
(N=25)
Music 3
(N=28)
Significance Level:

Control 4
(N=26)

Significance

0.86

0.00 **

0.46

0.04 *

0.63

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Achievement scale was 0.40 with the students in
Control 4 having the highest average level of Achievement (3.64) and students in Relax 1
having the lowest (3.24). Results indicated that none of the class group means for the
Term 3 Achievement scales was significantly different at the 0.05 significance level.
Trends noted for the significant difference observed for each scale on the overall ANOVA
suggest that this result was due to the difference between these two means, however it is
again important to note that this difference was not statistically significant. The range of
means for the Term 3 Teacher scale was 0.54 with the students in Relax 1 having the
highest average level of satisfaction with their relationship with their Teacher (3.59) and
students in Control 4 having the lowest (3.05). Scheffe multiple range test results indicated
that the difference between Control 4 and Relax 1 and Music 3 were statistically
significant, while the Action 2 difference was approaching significance at the 0.05 level.
No statistically significant homogeneous subsets were identified. The mean differences
and significance levels are presented in Table 2.16.
The lack of statistically significant results for the Term 3 Achievement scale may be due,
in part, to the very conservative nature of the Scheffe Test. However, as the sample sizes
of the groups are not equal, the Scheffe Test is the appropriate test (Witte & Witte, 1997).
Further discussion of these results with regard to the intervention strategies undertaken in
Term 3 are discussed in Section 2.5.
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Table 2.16 Term 3 Teacher QSL Scale as the Dependant Variable Significant Class Mean Differences and Level of Significance
CLASS
Relax 1
(N=27)
Action 2
(N=25)
Music 3
(N=28)
Significance Level:

Control 4
(N=26)

Significance

0.55

0.02 *

0.50

0.05

0.49

* p < 0.05

0.05 *
(0.046)
** p < 0 .01 (two-tailed)

2.4.5 Term 2 and Term 3 student absence and the QSL Scales
Relationships between the QSL Scale means and Term 2 and Term 3 student absence were
examined through Pearson product-moment correlation coefficients. Results are presented
in Table 2.17. Term 2 and Term 3 student absence were not significantly related to any of
the QSL Scales in the predicted directions.
Table 2.17 QSL Scale Mean Scores with Term 2 and 3 Student Absence - Correlation
Coefficients (N=254)
QSL SCALE

Mean

S.D.

Correlation with
Term 2 Absence

Correlation with
Term 3 Absence

General
Satisfaction

3.15

0.76

-0.04

-0.06

T Negative Affect

1.77

0.71

0.09

0.09

E

Teacher

3.46

0.63

0.00

0.04

R

Opportunity

3.61

0.46

-0.16

-0.13

M

Achievement

3.42

0.57

-0.14

-0.05

2

Social
Integration

3.10

0.66

-0.01

-0.12

Adventure

2.81

0.71

-0.08

-0.08

General
Satisfaction

3.21

0.75

0.06

-0.04

T Negative Affect

1.77

0.73

-0.02

0.11

E

Teacher

3.43

0.66

0.14

0.10

R

Opportunity

3.62

0.56

0.07

0.11

M

Achievement

3.44

0.57

-0.01

-0.03

3

Social
Integration

3.16

0.71

0.13

-0.01

Adventure

2.78

0.77

0.07

0.05

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)
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However, a general trend is evident in Term 2 indicating that higher student satisfaction at
school on the positive scales of the QSL was somewhat related to being absent from
school for fewer days. Higher negative feelings and emotions regarding school was related
to increased absence. This trend is exemplified by the strongest negative correlation
occurring between Term 2 Student Absence and the Opportunity QSL scale (r= -0.16,
p>0.05). This consistency of results was not maintained in Term 3.
Similarly, students who perceived that they were doing well at school on the Achievement
scale were less likely to be absent in Term 2 (r= -0.14, p>0.05). The high mean of 3.42 for
this scale is important as it suggests that the majority of students, including those who
would be regarded as low achievers, perceived that they were making good progress at
school And, it could be argued that while this perception existed, these students were more
likely to be at school.
In these circumstances, the task for educators is to ensure that students maintain this
positive focus on achievement. However, it is important to remember that only
correlational relationships were considered here. It is highly likely that there is a two-way
interaction between a student perceptions regarding school and absenteeism.
2.5 Impact of the Intervention Strategies
The impact of the three intervention strategies with regard to class, student absence,
student stress, and satisfaction are described below.
2.5.1 Impact of the Intervention Strategies on Student Absence
2.5.1.1 Impact of the Intervention Strategies on Mean Class Student Absence
Term 2 and Term 3 Class Absence rates were described in Section 2.2.2.4 and reported in
Table 2.6. The most notable aspect of the data were the results for Action 2 indicating that
this class had the highest average rate of student absence in Term 2 and importantly, this
result was reversed in Term 3 with Action 2 reporting the lowest average level of student
absence. Action 2 absences decreased by an average of 1.76 days, while in contrast,
absence rates for the three other classes were an average of 0.87 days higher.
This result suggests that intervention strategy one, that aimed to develop student selfrespect, self-confidence, self-control, and self-reflection, appears to have had some impact
on student absence rates. Intervention strategy three, that utilised background music to
minimise stress had little effect on Music 3 absence rates, while strategy two, utilising
relaxation techniques, was associated with a smaller increase in average rate of absence
for Relax 1 than Music 3 or Control 4.
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2.5.1.2 Relationships of Class and Within-Class Gender with Term 3 Student
Absence
In an attempt to further examine the impact of the intervention strategies on Term 3
Student Absence, relationships of Class and within-class Gender on Term 3 student
absence were examined using a univariate one-way analysis of variance. Term 2 absence
was entered as a covariate variable. Means and standard deviations for Term 3 student
absence for male and female students in each of the four classes along with the class totals
are presented in Table 2.18.
Table 2.18 Term 3 Student Absence by Within-Class Genders Means and Standard Deviations (in parentheses) (N=106)
Relax 1
(N=27)

Action 2
(N=25)

3.69
(3.35)

3.00
(3.92)

6.07
(4.41)

2.91
(1.97)

4.93
(4.05)

2.96
(3.16)

Term 3
Absence

CLASS ID
Music 3
(N=28)
Male
4.44
(4.26)
Female
4.67
(4.94)
Total
4.54
(4.48)

Control 4
(N=26)

TOTAL
(N=106)

4.71
(3.56)

3.98
(3.77)

5.08
(3.09)

4.78
(3.90)

4.88
(3.29)

4.35
(3.83)

With Term 2 Absence entered as a covariate variable, the difference observed for Term 3
absence by Class ANOVA was significant at the 0.05 level (F=3.06, df=3,105, p<0.05).
Whilst post-hoc tests could not be carried out on this analysis due to the limitations of the
statistical analysis program utilised, observation of the total class means for Term 3
Student Absence suggest that this significant difference was due to Action 2 that, as
described in Section 2.5.1.1, had the highest average rate of student absence in Term 2 and
lowest average level of student absence in Term 3. Average Action 2 absence was 1.65
days lower than the average absence for Relax 1, Music 3 and Control 4. Again, this result
suggests that intervention strategy one may have impacted to reduce student absence.
Whilst there was some variation in Term 3 student absence by gender, both within classes
and overall, differences in absence between genders were not significant in Term 3 for
gender overall (F=0.46, df=1,105, p>0.05) and within-class gender (F=0.66, df=3,105,
p>0.05). The between groups F-values for the univariate analyses of variance are
presented in Table 2.19.
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Table 2.19 Term 3 Student Absence by Gender, Class, and Within-Class Gender
ANOVA - Between Groups F-Values (N=106)
INDEPENDENT VARIABLES
Within-class
Gender
Class
gender
Term 3
0.46
Absence
Significance Level:

3.06 *

0.66

* p < 0.05 ** p < 0 .01

2.5.2 Impact of Intervention Strategies on Student Stress and Satisfaction
Class means for the QSL scales in Terms 2 and 3 were described in Section 2.4.5 and
reported in Table 2.14. Again what is most notable from these results is the significant
reduction in the average level of stress and increase in the average level of satisfaction of
students in Action 2. The largest increase of 0.30 was observed on the Social Integration
scale that is perhaps a reflection of the outcomes of intervention strategy one, that aimed
to develop student communication and interaction skills. Scale mean scores for all other
classes were similar or lower as were the results for the total group. These differences are
summarised in Table 2.20.
Table 2.20 Term 2 and Term 3 Class QSL Scale Mean Differences
Relax 1
(N=27)

Action 2
(N=25)

-0.13

0.11

0.12

0.06

0.04

-0.14

0.17

0.02

0.00

0.01

Teacher

-0.24

0.11

-0.06

-0.03

-0.06

Opportunity

-0.07

0.03

-0.11

0.01

-0.04

Achievement

-0.12

0.19

-0.02

0.02

0.02

Social
Integration

-0.15

0.30

0.00

0.06

0.05

Adventure

-0.25

0.03

0.08

-0.03

-0.04

AVERAGE
DIFFERENCE

-0.16

0.15

0.00

0.01

-0.02

QSL SCALES
General
Satisfaction
Negative
Affect

Music 3 Control 4 TOTAL
(N=28)
(N=26) (N=106)
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2.6 Summary
In summary, this section described the characteristics of the student sample in terms of
their biographical details and their responses to the student questionnaire used. Analysis of
the student background data collected (student gender, class, number of days absent and
year of schooling) indicated that no class was significantly different. Hence it was likely
that this was a representative sample of students in this school.
QSL scale means indicated that, overall, students were quite satisfied with their quality of
school life. All scale means were above the mid-point of the scale (2.5), with the exception
of the Negative Affect scale (the reverse scale). With the exception of Teacher and
Achievement, all other Term 2 QSL scale correlations were significant at the 0.01
significance level, as were Term 3 QSL scale correlations, indicating that students who
were more satisfied with one aspect of their schooling were more likely to be satisfied
with other aspects of their schooling, as measured by the QSL scales. Students who
perceived school as an unhappy and uninviting place, indicated by higher scores on the
Negative Affect scales, were more likely to have lower scores on the other QSL scales.
A number of relationships were observed between the student biographical variables and
the QSL scales. Females were generally more satisfied with the quality of their school life
than males in both Term 2 and 3. Year of schooling results indicated that students in Year
6 were generally more satisfied in Term 2, while this result was reversed in Term 3 with
students in Year 5 indicating higher levels of satisfaction. Class differences were
important with regard to the impact of the interventions and the overall purpose of the
study. Results indicated that intervention one undertaken by Action 2 appeared to have
greatest impact with regard to increasing student satisfaction, minimising student stress,
and reducing student absence. Intervention techniques two and three appeared to have a
minimal or slightly negative impact on student satisfaction, stress, and absence when
compared to the control group.
Term 2 and 3 student absence were not significantly related to any of the QSL scales at the
0.05 significance level. However, a general trend was evident indicating that students who
were more satisfied with their school life (less stressed) were likely to have a lower rate of
absence than students who were less satisfied (more stressed). The positive correlations
that were evident for the Term 2 Negative Affect scale and Term 2 Student Absence, and
Term 3 Negative Affect scale and Term 3 Student Absence reinforced the link between
negative feelings and emotions regarding school, that are measured by this scale, and
increased absenteeism.
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SECTION THREE
Teacher Descriptions and Relationships
In this section, the characteristics of the teacher sample are described in terms of their
biographical details and their responses to the teacher questionnaires. Due to the small
teacher sample size, results presented are for the most part descriptive in nature.
3.1 Biographical Variables
Biographical characteristics for teachers including Term 2 and Term 3 absence are
presented in Table 3.1. The gender mix of the sample was equal and the four teachers were
all full-time employees. Two of the teachers surveyed held a degree or a degree and
diploma of education and two held postgraduate qualifications. With regard to teaching
position, three of the respondents were generalist class teachers, and the fourth an assistant
principal.
Table 3.1 Teacher Biographical Characteristics (N=4)
Variable
No.
%
GENDER
Male
2
50
Female
2
50
Total
4
100
QUALIFICATIONS
Deg./Dip. Ed.
2
50.0
Postgrad.
2
50.0
Total
4
100
TERM 2 ABSENCE
1 day
1
25
2
2
50
5
1
25
Total
4
100
Mean
2.5 days
TERM 3 ABSENCE
0 days
3
75
1
1
25
Total
4
100
Mean
0.3 days
YEARS TEACHING
3
1
25
4
1
25
15
1
25
30
1
25
Total
4
100
Mean
13 years

Variable
No.
%
EMPLOYMENT
Full time
4
100
Part time
0
0
Total
4
100
POSITION
Teacher
3
75
A.S.T.
0
0
E.T.
0
0
A.P.
1
25
Total
4
100
YEARS AT THAT SCHOOL
3
3
75
6
1
25
Total
4
100
3.8 years
Mean
CLASS TYPE
Composite Yr.5
0
0
Composite Yr.6
0
0
Composite Yr.5/6
4
100
Other (Comp 4/5)
0
0
Total
4
100
TEACHING LOAD
20.5 hours
1
25
22.5
3
75
Total
4
100
Mean
22 hours
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Teaching loads varied accordingly with the executive respondent reporting a reduced
teaching load. The average teaching load of 22 hours per week indicates that playground
and extra duties undertaken in the schools by the teachers have not been included in their
calculation of weekly teaching load. All four teachers indicated that they taught composite
combined Year 5 and 6 classes.
There was some variation in the number of years respondents had taught at their current
school, and wide variation in the extent of their teaching careers. Three of the teachers
were in their third year of teaching at their current school, approaching the average time
spent by respondents in their current school of 3.8 years. Teaching experience ranged from
three years to thirty years, with the average length of teaching experience being 13 years.
Overall, this sample contained a quite diverse mix of teachers with regard to
qualifications, age, and gender. Recent state averages suggest that approximately 80 per
cent of teachers have four years of formal training and an average age of 42 years
(NSWDET, 1997a). The teachers in this sample may be younger on average, however. If
the average age of beginning teachers is 24 years, the mean age for the teachers sampled
would be approximately 37 years. Of the almost 45000 primary and secondary teachers
employed by the department, 52 per cent are female and 38 per cent are male (NSWDET,
1998c).
The mean number of days absent for teachers over the two-term period of the study
(approximately 20 weeks) was 2.8 days (s.d.=0.56) with no teacher being absent for more
than five days. This result suggests that, on average, a teacher was likely to be present on
97.2 per cent of the school days during this period.
The four teachers were also asked to rate their level of stress associated with teaching in
the ten months preceding the study. Results indicated that the two teachers who had been
teaching for three and four years receptively perceived “some stress” associated with their
teaching role, while the more experienced teachers who had taught for fifteen and thirty
years respectively perceived a lower a level of stress indicating that they felt “a little”
stress associated with their teaching role.
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3.2 Teacher Scales
This section provides scale scores for individual teachers, means, and standard deviations
for the Teacher Stress and Teacher Satisfaction instruments used. Scale reliabilities were
not computed due to the small teacher sample size.
3.2.1 Teacher Stress Questionnaire
Individual teacher scores and means for the four scales of the Teacher Stress questionnaire
were computed and are presented along with standard deviations in Table 3.2. All scale
means were below the mid-point of the scale (2.5) indicating that the four teachers
involved in the study did not generally perceive a high level of stress from these aspects of
their teaching role. Stress resulting from time pressures and lack of rewards and
recognition were identified as the major sources of work related stress for the teachers
surveyed in both Terms 2 and 3. Scale standard deviations indicate that there was a
reasonable variation of teacher opinion on all of the scales. The widest variations were
evident for the Time Pressures scale.
Table 3.2 TEACHER STRESS Scale Statistics - Individual, Scale Mean
Scores and Standard Deviations (in parentheses) (N=4 for all scales)
SCALE
Conflict
T
E
Student &
R Physical Cond.
M
Time Pressures
2

Rewards &
Recognition

Conflict
T
E
Student &
R Physical Cond.
M
Time Pressures
3

Rewards &
Recognition

TEACHER
Teacher Teacher TOTAL
Music 3 Control 4 (N=4)
1.71
1.00
1.83
(0.50)
1.84
1.63
2.00
(0.16)
2.13
2.00
3.00
(0.60)
2.17
2.17
2.67
(0.49)

Teacher
Relax 1

Teacher
Action 2

1.83

2.17

1.88

1.88

1.83

1.67

1.50

2.33

2.33

2.00

1.33

2.17

1.88

1.25

1.38

2.38

2.17

1.50

2.17

3.33

1.83

2.00

2.00

2.17

1.96
(0.44)
1.72
(0.51)
2.29
(0.76)
2.00
(0.14)

Whilst reliabilities were not computed due to the small sample size, scale statistics
obtained by Smith (1990) in his study of secondary teachers are presented in Table 3.3 for
comparison purposes. These statistics provide an indication of the reliability of these
scales. It is also interesting to note that the level of stress derived by primary teachers from
all four scales measured in both terms was lower than their secondary counterparts.
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Table 3.3 Stress Scale Statistics Obtained by Smith (1990)
(N=199 for all scales)
SCALE

Mean

S.D.

No. items

Reliability

Conflict

2.04

0.63

6

0.80

Student &
Physical Cond.

2.04

0.56

8

0.79

Time Pressures

2.62

0.79

6

0.87

Rewards &
Recognition

2.70

0.64

6

0.78

3.2.2 Teacher Satisfaction Questionnaire
Individual teacher scores and means for the four scales of the Teacher Satisfaction
questionnaire were computed and are presented along with standard deviations in Table
3.4. All scale means with the exception of the Relationships with Students means in both
Terms 2 and 3 were equal to or above the mid-point of the scale (2.5).
Overall, the means for the three scales in both terms indicate that the teachers at the six
schools involved in the study were generally satisfied with these aspects of their teaching
role. The Administration and Senior Staff scale had the highest mean indicative of teacher
attitude close to “a fair bit” of satisfaction with the items contained in this scale in both
Terms 2 and 3. It is important to note that one of the teachers sampled was in an Assistant
Principal position.
Table 3.4 TEACHER SATISFACTION Scale Statistics - Individual, Scale Mean
Scores and Standard Deviations (in parenthesis) (N=4 for all scales)
SCALE
T Workload &
E
Conditions
R Relationships
M with Students
Administration
2
& Senior Staff
T Workload &
E
Conditions
R Relationships
M with Students
Administration
3
& Senior Staff

TEACHER
Teacher Teacher TOTAL
Music 3 Control 4 (N=4)
2.50
2.33
2.33
(0.19)
2.42
2.16
2.50
(0.22)
3.08
3.00
3.50
(0.35)

Teacher
Relax 1

Teacher
Action 2

2.67

2.67

2.67

2.33

3.16

2.67

3.00

3.17

2.50

2.17

2.67

2.83

2.50

1.67

3.00

2.83

2.50

3.33

2.71
(0.46)
2.42
(0.52)
2.92
(0.35)
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Scale standard deviations indicate that there was a reasonable variation of teacher opinion
on all of the scales. In the current study, the widest variation was evident for the
Relationships with Students scale in Term 3 perhaps due to Teacher 4 being less satisfied
with this aspect of their teaching role. Scale statistics obtained by Smith (1990) are again
presented, for comparison purposes and to provide an indication of scale reliabilities, in
Table 3.5. Again, it is interesting to note that the level of satisfaction derived by primary
teachers from the three scales measured in both terms was higher than their secondary
counterparts
Table 3.5 Satisfaction Scale Statistics Obtained by Smith (1990)
(N=4 for all scales)
SCALE
Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

Mean

S.D.

No. items

Reliability

2.02

0.61

4

0.71

2.38

0.60

5

0.83

2.77

0.57

5

0.74

It is important to note that Smith (1990) used a fifteen-item version of the original
eighteen-item satisfaction questionnaire developed by Bourke (1984). During analysis,
Smith removed a further item from the Relationships with Students scale.
3.3 Impact of Intervention Strategies on Teacher Stress and Satisfaction
In an attempt to provide some insight into the possible impact of the intervention strategies
on teachers, comparisons were made of the Term 2 and Term 3 Teacher Stress and
Teacher Satisfaction scales. These results are reported separately below.
3.3.1 Teacher Stress
Comparisons of individual and total group means for the Term 2 and Term 3 Teacher
Stress scales revealed wide variations in teachers perceptions of their level of stress over
the period of the study. Teacher 2 was the only teacher to indicate a reduced stress level on
all of the four scales measured. The average reduction in stress for Teacher 2 was 0.33
while the largest scale decrease of 0.63 was observed on the Student and Physical
Conditions scale. This result perhaps suggests that intervention strategy one, that aimed to
develop student communication and interaction skills, has also reduced teacher stress with
regard to dealing with these students.
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Interestingly, Teacher One, who undertook intervention strategy two that utilised
progressive relaxation, breathing and imagination as stress reduction techniques,
experienced an increase in their level of stress. Results for Teacher Three tended to reflect
the group mean results. Individual and group differences for the Teacher Stress scales are
summarised in Table 3.6.
Table 3.6 Term 2 and 3 TEACHER STRESS Scales - Differences between
Individual and Total Mean Scores (N=4 for all scales)
SCALE
T
Conflict
E
R
Student &
M Physical Cond.
S
Time Pressures
2
&
Rewards &
3
Recognition

TEACHER
Teacher Teacher TOTAL
Music 3 Control 4 (N=4)

Teacher
Relax 1

Teacher
Action 2

0.50

-0.17

0.33

0.34

0.25

0.00

-0.63

-0.25

0.38

-0.12

0.34

-0.17

0.17

0.33

0.16

0.33

-0.33

-0.17

-0.50

-0.17

3.3.2 Teacher Satisfaction
Again, comparisons of individual and total group means for the Term 2 and Term 3
Teacher Satisfaction scales revealed wide variations in teacher perceptions of their level of
satisfaction over the period of the study. Teacher 2 was the only teacher to indicate an
increased level of satisfaction on the three scales measured.
The average increase in satisfaction for Teacher 2 was 0.39, while the largest scale
increases were observed on the Workload and Conditions and Relationships with Students
scales. This result again suggests that intervention strategy one may have assisted Teacher
2 in improving their relationship with these students, and perhaps students in general.
It would also appear that all three intervention strategies may have had some positive
impact on teacher satisfaction, with the teachers of Relax 1 and Music 3 perceiving an
increase in satisfaction on at least one of the scales. The teacher of Class Four, the control
group, experienced a reduction in satisfaction on all three scale measured. Individual and
group differences for Teacher Satisfaction scales are summarised in Table 3.7.
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Table 3.7 Term 2 and 3 TEACHER SATISFACTION Scales - Differences between
Individual and Total Mean Scores (N=4 for all scales)
SCALE
Workload &
T
Conditions
2 Relationships
& with Students
3 Administration
& Senior Staff

TEACHER
Teacher Teacher TOTAL
Music 3 Control 4 (N=4)

Teacher
Relax 1

Teacher
Action 2

0.33

0.50

0.17

-0.16

0.21

0.00

0.50

0.34

-0.83

0.00

-0.16

0.16

-0.50

-0.17

-0.16

3.4 Summary
Whilst the findings presented in this section have only been for a small sample of teachers,
and relationships were not examined for their statistical significance, their potential
substantive significance and interest should not be overlooked. The four teachers generally
displayed a low level of stress and a high level of satisfaction in comparison to other
groups of teachers surveyed using versions of these instruments.
With regard to the intervention strategies implemented, it appeared that intervention
strategy one had some effect with regard to reducing teacher stress and increasing teacher
satisfaction especially in their interaction with students, while all three intervention
strategies appeared to have some positive impact on teacher satisfaction. The teacher
implementing intervention strategy one was the only teacher to indicate a reduced stress
level on all four of the stress scales measured.
This teacher was also the only teacher to indicate a increased level of satisfaction on the
three satisfaction scales measured. It would also appear that all three intervention
strategies may have had some positive impact on teacher satisfaction, with the teachers of
Relax 1 and Music 3 perceiving an increase in satisfaction on at least one of the scales
while the teacher of Class Four, the control group, experienced a reduction in satisfaction
on all three scales measured.
With regard to teacher absence, Term 3 absences were lower for the three teachers
implementing intervention strategies, when compared to their rates of absence in Term 2.
The rate of absence for the teacher of the control group remained constant.
The teacher data set also takes on greater importance when linked with student data from
their class groups. A discussion and summary of results for students and their teachers are
presented in Section 4.
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SECTION FOUR
Conclusions, Recommendations, and Implications
4.1 Introduction
In this section the research problem and the method used are briefly reiterated and results
are discussed in terms of the specific research questions outlined in Section 1.2. The
ramifications of the findings of this pilot study for the design of the main study are then
described, and potential changes to the research design foreshadowed.
4.2 Discussion of Results in Terms of the Specific Research Questions
Results are discussed in terms of the specific research questions outlined in Section 1.2.
4.2.1 Research Question 1
The principal aim of this pilot study was to trial the implementation of various stress
management and relaxation techniques and identify any potential effects on the stress and
satisfaction levels and rates of absenteeism for both students and teachers. The first
research question related directly to this aim.

1a. Which, if any of the stress management and relaxation techniques increase
student satisfaction, minimise student stress, and/or reduce student
absenteeism?
The most notable impact of the three intervention strategies with regard to class, student
absence, student stress, and satisfaction appeared to be the effects of intervention strategy
one on Action 2. Absence results for Action 2 indicated that this class had the highest
average rate of student absence in Term 2, and importantly, this result was reversed in
Term 3 with Action 2 reporting the lowest average level of student absence. Action 2
absences decreased by an average of 1.76 days, while in contrast, absence rates for the
three other classes were an average of 0.87 days higher.
This result suggests that intervention strategy one, that aimed to develop student selfrespect, self-confidence, self-control and self-reflection, appears to have had some impact
on student absence rates. Intervention strategy three, that utilised background music to
minimise stress, had little effect on Music 3 absence rates. Strategy two, utilising
relaxation techniques, was associated with a smaller increase in average rate of absence
for Relax 1 than Music 3 or Control 4.
A univariate analysis of variance examining relationships of Term 3 Student Absence with
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Class and within-class Gender, with Term 2 absence entered as a covariate variable,
revealed a significant difference between the total class Term 3 Student Absence means.
Observation of the class means again suggested that intervention strategy one may have
impacted to reduce student absence in Action 2. Whilst there was some variation in Term
3 student absence by gender, both within classes and overall, differences in absence
between genders were not significant in Term 3.
With regard to student stress and satisfaction, results indicated a significant reduction in
the average level of stress and increase in the average level of satisfaction of students in
Action 2. The largest increase was observed on the Social Integration QSL scale. This is
perhaps a reflection of the outcomes of intervention strategy one, that aimed to develop
student communication and interaction skills.

1b. What effects, if any, does the use of stress management and relaxation
techniques have on teacher stress satisfaction and absenteeism?
With regard to teachers and the intervention strategies implemented, it appeared that
intervention strategy one had some effect with regard to reducing teacher stress and
increasing teacher satisfaction, especially in their interaction with students. All three
intervention strategies appeared to have some positive impact on teacher satisfaction. The
teacher implementing intervention strategy one was the only teacher to indicate a reduced
stress level on all four of the stress scales measured. The largest decrease was observed on
the Student and Physical Conditions scale. This result perhaps suggest that intervention
strategy one, that aimed to develop students communication and interaction skills, has also
reduced teacher stress with regard to dealing with these students.
This teacher was also the only teacher to indicate an increased level of satisfaction on the
three satisfaction scales measured. The largest increases were observed on the Workload
and Conditions and Relationships with Students scales. This result again suggests that
intervention strategy one may have assisted this Teacher in improving their relationship
with these students, and perhaps students in general. It would also appear that all three
intervention strategies may have had some positive impact on teacher satisfaction, with the
teachers of Relax 1 and Music 3 perceiving an increase in satisfaction on at least one of
the scales. The teacher of Class Four, the control group, experienced a reduction in
satisfaction on all three scales measured. With regard to teacher absence, Term 3 absences
were lower for the three teachers implementing intervention strategies when compared to
their rates of absence in Term 2. The rate of absence for the teacher of the control group
remained constant.
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4.2.2 Research Questions 2 and 3
The remainder of the research questions relate to the areas of further investigation.

2a. What relationships exist between the student variables, student perceptions
of the quality of their school life, and student absence?
A number of relationships were observed between the student biographical variables and
the QSL scales. Females were generally more satisfied with the quality of their school life
than males in both Term 2 and 3 and had statistically significant more positive views than
male students on the Term 2 Opportunity, Negative Affect and Teacher scales and Term 3
Negative Affect scale. Year of schooling results indicated that students in Year 6 were
generally more satisfied in Term 2, while this result was reversed in Term 3 with students
in Year 5 indicating higher levels of satisfaction.
Examination of the QSL scales by Class indicated significant differences for the four class
groups on three of the QSL scales, Term 2 Teacher, Term 3 Teacher, and Term 3
Achievement. Further analysis of these results indicated that Control 4 means were
significantly lower on the Term 2 Teacher scale and Term 3 Teacher QSL scales when
compared to the other class groups. None of the class group means for the Term 3
Achievement scales was significantly different.
Term 2 and Term 3 student absence were not significantly related to any of the QSL
Scales in the predicted directions, however, higher student satisfaction at school on the
positive scales of the QSL in Term 2 was somewhat related to being absent from school
for fewer days. This trend is exemplified by the strongest negative correlation occurring
between Term 2 Student Absence and the Opportunity QSL scale. Similarly, students who
perceived that they were doing well at school on the Achievement scale were less likely to
be absent in Term 2. This consistency of results was not maintained in Term 3.

2b. Do students who perceive various aspects of their school environment as
stressful (indicated by their reporting of lower levels of satisfaction) have higher
rates of absenteeism?
Again, as described above, Term 2 and Term 3 student absence were not significantly
related to any of the QSL Scales in the predicted directions, however, a general trend was
evident that higher negative feelings and emotions regarding school was related to
increased absence especially in Term 2.
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3.

What relationships exist between the teacher background variables, levels of
teacher stress, teacher satisfaction and teacher absenteeism?

Whilst the findings presented for teachers were only for a small sample of teachers, and
relationships were not examined for their statistical significance, the four teachers
generally displayed a low level of stress and a high level of satisfaction in comparison to
other groups of teachers surveyed using similar versions of these instruments (see for
example, Bourke, 1984; Leonard, 1998; Smith, 1990; Smith & Bourke, 1992).
4.3 Foreshadowed Changes to the Main Study
The major changes foreshadowed in this section relate to streamlining the process of
implementation of the intervention strategies and improved teacher feedback regarding the
intervention strategies.
4.3.1 Changes to the Intervention Strategies
Whilst the three intervention strategies implemented in this pilot study will again be used
in the main study, changes have been made to ensure simplicity of implementation for
teachers. The need for these changes arose directly from the pilot study trial and the
majority of changes have been affected to ensure consistency of implementation across the
increased number of schools and classes in the main study.
Minimal changes have been made to intervention strategy one involving an adaptation of
the “Action-Reaction” developed by Freerk Ykema. However, the lesson notes have been
reorganised in an attempt to provide a more coherent and structured package to teachers
(see Appendix 4).
A extended fifteen minute progressive relaxation and abbreviated five minute deep
breathing version of the Progressive Relaxation, Breathing and Imagination described by
Davis et al. (1995) have been developed for the main study. This has been done in an
attempt to provide teachers with the ability to continue the program on days when time is
limited. Relaxation therapy carried out on a daily basis has been found to be more
effective (Owens, 1990), hence the need to provide teachers with flexibility in an attempt
to ensure full participation.
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A move has been made away from “ambient” music for intervention strategy three, that
involved the strategic use of background / mood music during transition periods in the
day, towards traditional “classical” works. The following works and sections of works
have been selected:

•

Respighi - Fountains of Rome (“The Fountain of Valle Giulia at Dawn”,
“The Villa Medici Fountain at Sunset”)

•
•
•
•

Debussy - Dances Sacred and Profane
Bach - Passacaglia and Fugue in C
Pachabel - Canon in D
Hadyn - Cello Concerto in C (“Adagio”)

•
•
•

Glinka - Life of the Tzar (“Susanin Aria”)
Sibelius - Swan of Tuonela
Boccherini - Cello Concerto in B (“Andantino Grazioso”)

It was anticipated that the “ambient” music may have proved more effective and
approachable for students involved in the trial, however, this did not appear to be the case.
Furthermore, a more sound theoretical framework appears to exist regarding the use of
classical works than ambient music. Davis et al. (1995), for example, presented advice
from the Institute for Music and Imagery that the works listed above were appropriate for
relaxation and stress management.
4.3.2 Improved Teacher Feedback
In an attempt to gain further feedback from teachers implementing the intervention
strategies, a short open-ended survey / questionnaire has been developed (see Appendix
2). This survey / questionnaire will elicit information from teachers regarding the
effectiveness of their particular intervention strategy and any changes that could be made
to improve the effectiveness of the intervention.
4.4 Summary of Findings
In summary, results of this pilot study indicated that intervention strategy one appeared to
have greatest impact with regard to increasing student satisfaction, minimising student
stress, and reducing student absence. Intervention techniques two and three appeared to
have minimal or slightly negative impacts on student satisfaction, stress and absence when
compared to the control group. Intervention strategy one also appeared to have some effect
with regard to reducing teacher stress and increasing teacher satisfaction, especially in
their interaction with students. All three intervention strategies appeared to have some
positive impact on teacher satisfaction.
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In conclusion this study has provided valuable insights into both structural and
organisational aspects of the main study. These insights are reflected in the proposed
changes outlined above in Section 4.3. Whilst the underlying methodology appears sound,
it is anticipated that these changes will consolidate the smooth implementation of the
study.
Finally, in the broader context of the main study, it is hoped that the intervention strategies
explored and refined in this pilot study will facilitate the establishment of classroom
environments where students and teachers want to be, educational outcomes are enhanced,
students are led to a broader life experience, and absenteeism is reduced.
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APPENDIX 8
Student Absence Data:
(i)

Table A8.1 Student Absence for Illness - Terms 2 and 3

(ii)

Table A8.2 Total Student Absence - Terms 2

(iii)

Table A8.3 Total Student Absence - Terms 3
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Table A8.1 Student Absence for Illness - Terms 2 and 3 (N=448)
NUMBER
OF DAYS
ABS ENT
0.0
0.1
0.2
0.3
0.4
0.5
0.6
0.7
0.8
0.9
1.0
1.1
1.2
1.3
1.4
1.5
1.6
1.7
1.9
2.0
2.3
2.5
2.8
3.0
3.7
4.0
4.1
4.4
4.8
5.0
5.1
5.5
6.0
6.4
7.0
8.0
9.0
9.6
10.0
11.0
12.0
13.0
14.0
17.2
Total
Mean
Median

Number
211
2
4
3
1
2
1
2
1
3
83
2
3
1
2
2
1
3
2
46
1
2
1
18
1
13
1
1
2
11
1
1
4
1
5
1
1
1
1
2
1
1
1
1
448
1.32
0.65

TERM 2
% of
S ample
47.1
0.4
0.9
0.7
0.2
0.4
0.2
0.4
0.2
0.7
18.5
0.4
0.7
0.2
0.4
0.4
0.2
0.7
0.4
10.3
0.2
0.4
0.2
4.0
0.2
2.9
0.2
0.2
0.4
2.5
0.2
0.2
0.9
0.2
1.1
0.2
0.2
0.2
0.2
0.4
0.2
0.2
0.2
0.2
100.0

% of Term
(43 days)
0.0
0.2
0.5
0.7
0.9
1.2
1.4
1.6
1.9
2.1
2.3
2.6
2.8
3.0
3.3
3.5
3.7
4.0
4.4
4.7
5.4
5.8
6.5
7.0
8.6
9.3
9.5
10.2
11.2
11.6
11.9
12.8
14.0
14.9
16.3
18.6
20.9
22.3
23.3
25.6
27.9
30.2
32.6
40.0
3.1
1.5

NUMBER
OF DAYS
ABS ENT
0.0
0.1
0.2
0.3
0.4
0.5
0.6
0.7
0.8
0.9
1.0
1.1
1.2
1.3
1.5
1.6
1.7
1.8
1.9
2.0
2.2
2.3
2.4
2.5
2.6
2.7
3.0
3.1
3.2
3.3
3.4
3.7
4.0
4.1
4.5
4.7
5.0
5.3
5.6
6.0
6.2
7.0
8.0
8.9
9.0
10.0
11.0
14.0
15.0
16.0
Total
Mean
Median

Number
206
3
1
4
1
2
2
2
1
2
73
5
1
1
5
4
1
2
2
48
1
1
1
1
1
1
18
2
1
2
1
1
17
1
1
2
10
2
1
5
1
2
2
1
1
1
1
1
1
1
448
1.34
0.95

TERM 3
% of
S ample
46.0
0.7
0.2
0.9
0.2
0.4
0.4
0.4
0.2
0.4
16.3
1.1
0.2
0.2
1.1
0.9
0.2
0.4
0.4
10.7
0.2
0.2
0.2
0.2
0.2
0.2
4.0
0.4
0.2
0.4
0.2
0.2
3.8
0.2
0.2
0.4
2.2
0.4
0.2
1.1
0.2
0.4
0.4
0.2
0.2
0.2
0.2
0.2
0.2
0.2
100.0

% of Term
(39 days)
0.0
0.3
0.5
0.8
1.0
1.3
1.5
1.8
2.1
2.3
2.6
2.8
3.1
3.3
3.9
4.1
4.4
4.6
4.9
5.1
5.6
5.9
6.2
6.4
6.7
6.9
7.7
8.0
8.2
8.5
8.7
9.5
10.3
10.5
11.5
12.1
12.8
13.6
14.4
15.4
15.9
18.0
20.5
22.8
23.1
25.6
28.2
35.9
38.5
41.0
3.4
2.4
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Table A8.2 Total Student Absence - Terms 2 (N=448)
NUMBER
OF DAYS
ABS ENT
0.0
0.1
0.2
0.3
0.4
0.5
0.6
0.7
0.8
0.9
1.0
1.1
1.2
1.3
1.4
1.5
1.7
1.8
1.9
2.0
2.1
2.2
2.3
2.4
2.5
2.6
2.7
2.8
2.9
3.0
3.1
3.2
3.3
3.4
3.5
3.6
3.7
3.8
3.9
4.0
4.1
4.2
4.4
4.5
4.7
4.8

TERM 2 TOTAL ABS ENCE
% of
% of Term
Number
S ample
(43 days)
41
9.2
0.0
13
2.9
0.2
7
1.6
0.5
7
1.6
0.7
4
0.9
0.9
3
0.7
1.2
3
0.7
1.4
2
0.4
1.6
1
0.2
1.9
1
0.2
2.1
60
13.4
2.3
10
2.2
2.6
7
1.6
2.8
7
1.6
3.0
3
0.7
3.3
5
1.1
3.5
1
0.2
4.0
2
0.4
4.2
2
0.4
4.4
40
8.9
4.7
12
2.7
4.9
7
1.6
5.1
6
1.3
5.4
1
0.2
5.6
5
1.1
5.8
5
1.1
6.1
2
0.4
6.3
1
0.2
6.5
1
0.2
6.7
28
6.3
7.0
5
1.1
7.2
7
1.6
7.4
3
0.7
7.7
2
0.4
7.9
2
0.4
8.1
3
0.7
8.4
1
0.2
8.6
2
0.4
8.8
1
0.2
9.1
20
4.5
9.3
4
0.9
9.5
3
0.7
9.8
3
0.7
10.2
2
0.4
10.5
1
0.2
10.9
3
0.7
11.2

NUMBER
OF DAYS
ABS ENT
4.9
5.0
5.1
5.2
5.3
5.4
5.5
5.6
5.7
5.9
6.0
6.1
6.2
6.5
6.7
7.0
7.1
7.2
7.3
7.4
7.5
8.0
8.1
8.2
9.0
10.0
10.8
11.0
12.0
12.3
12.5
13.6
14.0
14.8
15.0
15.5
16.0
16.5
17.2
17.4
19.0
19.3
Total
Mean
Median

TERM 2 TOTAL ABS ENCE
% of
% of Term
Number
S ample
(39 days)
1
0.2
11.4
14
3.1
11.6
7
1.6
11.9
1
0.2
12.1
2
0.4
12.3
3
0.7
12.6
2
0.4
12.8
1
0.2
13.0
2
0.4
13.3
2
0.4
13.7
12
2.7
14.0
5
1.1
14.2
1
0.2
14.4
1
0.2
15.1
1
0.2
15.6
8
1.8
16.3
1
0.2
16.5
2
0.4
16.7
2
0.4
17.0
1
0.2
17.2
1
0.2
17.4
3
0.7
18.6
2
0.4
18.8
1
0.2
19.1
1
0.2
20.9
2
0.4
23.3
1
0.2
25.1
1
0.2
25.6
2
0.4
27.9
2
0.4
28.6
1
0.2
29.1
1
0.2
31.6
2
0.4
32.6
1
0.2
34.4
1
0.2
34.9
1
0.2
36.1
1
0.2
37.2
1
0.2
38.4
2
0.4
40.0
1
0.2
40.5
1
0.2
44.2
1
0.2
44.9
448
100.0
3
7.3
2
4.9
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Table A8.3 Total Student Absence - Terms 3 (N=448)
NUMBER
OF DAYS
ABS ENT
0.0
0.1
0.2
0.3
0.4
0.5
0.6
0.7
0.8
1.0
1.1
1.2
1.3
1.5
1.6
1.7
1.8
2.0
2.1
2.2
2.3
2.4
2.5
2.6
2.7
2.8
2.9
3.0
3.1
3.3
3.4
3.5
3.6
3.7
3.8
3.9
4.0
4.1
4.2
4.3
4.4
4.5
4.6
4.7
4.8
5.0
5.1

TERM 3 TOTAL ABS ENCE
% of
% of Term
Number
S ample
(43 days)
78
17.4
0.0
7
1.6
0.3
3
0.7
0.5
5
1.1
0.8
8
1.8
1.0
3
0.7
1.3
2
0.4
1.5
2
0.4
1.8
1
0.2
2.1
55
12.3
2.6
11
2.5
2.8
5
1.1
3.1
7
1.6
3.3
2
0.4
3.9
5
1.1
4.1
2
0.4
4.4
1
0.2
4.6
34
7.6
5.1
4
0.9
5.4
2
0.4
5.6
2
0.4
5.9
2
0.4
6.2
5
1.1
6.4
6
1.3
6.7
1
0.2
6.9
5
1.1
7.2
1
0.2
7.4
19
4.2
7.7
4
0.9
8.0
5
1.1
8.5
7
1.6
8.7
4
0.9
9.0
2
0.4
9.2
1
0.2
9.5
1
0.2
9.7
1
0.2
10.0
16
3.6
10.3
6
1.3
10.5
2
0.4
10.8
6
1.3
11.0
3
0.7
11.3
2
0.4
11.5
2
0.4
11.8
2
0.4
12.1
2
0.4
12.3
16
3.6
12.8
3
0.7
13.1

NUMBER
OF DAYS
ABS ENT
5.2
5.3
5.6
5.7
5.8
5.9
6.0
6.1
6.3
6.4
6.7
7.0
7.1
7.2
7.3
7.4
7.6
8.0
8.2
8.3
8.9
9.0
9.1
9.3
10.0
10.1
10.3
11.0
11.2
12.0
12.5
12.6
13.8
14.0
15.4
15.6
16.0
16.2
17.1
19.2
20.3
20.8
21.0
23.9
Total
Mean
Median

TERM 3 TOTAL ABS ENCE
% of
% of Term
Number
S ample
(39 days)
1
0.2
13.3
2
0.4
13.6
3
0.7
14.4
1
0.2
14.6
1
0.2
14.9
3
0.7
15.1
10
2.2
15.4
2
0.4
15.6
2
0.4
16.2
2
0.4
16.4
2
0.4
17.2
6
1.3
18.0
1
0.2
18.2
2
0.4
18.5
2
0.4
18.7
2
0.4
19.0
1
0.2
19.5
5
1.1
20.5
1
0.2
21.0
1
0.2
21.3
1
0.2
22.8
4
0.9
23.1
2
0.4
23.3
2
0.4
23.9
3
0.7
25.6
1
0.2
25.9
1
0.2
26.4
1
0.2
28.2
1
0.2
28.7
4
0.9
30.8
1
0.2
32.1
2
0.4
32.3
1
0.2
35.4
1
0.2
35.9
1
0.2
39.5
1
0.2
40.0
1
0.2
41.0
1
0.2
41.5
1
0.2
43.9
1
0.2
49.2
1
0.2
52.1
1
0.2
53.3
1
0.2
53.9
1
0.2
61.3
448.0
100.0
3.2
8.3
2.0
5.1
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APPENDIX 9
Student Variables:
Full Descriptive Results of the Analysis of Relationships and Differences
In and Between the Student Variables
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A9.1 Introduction
In an attempt to provide greater insights into the nature of the student sample,
relationships, and differences between the student variables were examined.
A9.2 School and Gender
Gender balance between schools, year levels, classes, class composition, class streaming,
and class type was examined using Chi-squared tests. Chi-square values and the tables on
which the values are based are presented in Table A9.1.
Table A9.1 School Variables and Gender Chi-square Results (N=448)
VARIABLES
SCHOOL
School 1
School 2
School 3
School 4
YEAR
Year 5
Year 6
CLASS
Class 1 (School 1)
Class 2 (School 1)
Class 3 (School 1)
Class 4 (School 1)
Class 1 (School 2)
Class 2 (School 2)
Class 3 (School 2)
Class 4 (School 2)
Class 1 (School 3)
Class 2 (School 3)
Class 3 (School 3)
Class 4 (School 3)
Class 1 (School 4)
Class 2 (School 4)
Class 3 (School 4)
Class 4 (School 4)
CLASS COMPOSIT.
Straight Year
Composite Year
CLASS STREAMING
Parallel
Academic
CLASS TYPE
Parallel Year 5
Parallel Year 6
Parallel Year 5/6
Acad. Streamed Yr.5
Acad. Streamed Yr.6

GENDER
TOTAL
Chi-Sq.
(N=448)
Value
3.22
103
121
110
114
3.36
230
218
4.15
25
24
27
27
29
30
30
32
29
26
29
26
28
27
29
30
0.48
175
273
0.85
338
110
1.11
29
60
249
59
51
* p < 0.05 ** p < 0 .01

Male
(N=237)

Female
(N=211)

48
64
58
67

55
57
52
47

112
125

118
93

11
12
12
13
15
15
17
17
15
14
16
13
16
16
18
17

14
12
15
14
14
15
13
15
14
12
13
13
12
11
11
13

89
148

86
125

183
54

155
56

15
14
32
28
136
113
30
29
24
27
Significance Level:

d.f.

Signif.

3

0.36

1

0.67

15

1.00

1

0.49

1

0.36

4

0.89
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Results indicated that there was no significant difference for gender between schools,
years, class groups, class composition, class streaming, or class type.
8

A9.3 Other Student Variables and Absence
A9.3.1 The Analysis
Relationships of School, Year, Gender, Class, Class Composition, Class Streaming, and
Class Type with Terms 2 and 3 Sick (%) and Terms 2 and 3 Total (%) were examined
using a series of one-way analyses of variance. Where a significant difference was
observed on the ANOVA, further analysis was undertaken using Scheffe Multiple Range
9
Tests for the School, Class, and Class Type variables. Scheffe Multiple Range Tests were
not used for the Gender, Year, Class Composition, and Class Streaming variables that only
contained two categories.
However, some comment is given regarding the nature of any differences within the
categories contained by these variables. In all cases, only significant mean differences and
significance levels are tabulated. This has been done in an attempt to facilitate
understanding and ensure the flow of the Chapter.
A9.3.2 Student Absence by School
Means and standard deviations are presented for Terms 2 and 3 Sick (%) and Terms 2 and
3 Total (%) by School in Table A9.2. The mean percentage days absent for illness only in
Term 2 across the four schools varied from approximately 2.3 per cent to 4.1 per cent,
while Term 3 percentages varied from 2.9 per cent to 4.1 per cent.
8

In order to determine whether it was a reasonable procedure to use the student absence
variables in their original form, the correlations of the absence variables with the other
student variables and QSL scale variables were examined using both the original and the
normalised absence variables. It was found that the correlations were similar, but of
slightly greater magnitude for the normalised variables. This suggests that the correlations
for the original form of the student absence variables presented in this chapter were not
misleading, but were a conservative indication of the relationships between Terms 2 and 3
Sick (%) and Terms 2 and 3 Total (%) and other student variables and QSL scales. The
normalised form of the student absence variables were used for subsequent analyses
presented in later chapters.
9

For analyses of variances that incorporated Scheffe Multiple Range Post Hoc Tests, the
harmonic mean of the group sizes was used whenever group sizes were unequal. The use
of the harmonic mean facilitates appropriate grouping of homogeneous subsets. Harmonic
mean sample sizes are presented along with groupings of homogeneous subsets for each
analysis. It is important to note however, that absence of Type I error could not be
guaranteed within the statistical analysis package utilised when the harmonic mean was
required.
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The difference was not significant in Term 2 (F=2.46, df=3,447, p>0.05) or Term 3
(F=0.92, df=3,447, p>0.05). The mean percentage total days absent across the four schools
varied from approximately 4.7 per cent to 9.0 per cent in Term 2, and from 6.8 per cent to
10.0 per cent in Term 3. The difference was significant in Term 2 (F=9.75, df=3,447,
p<0.01), but not significant Term 3 (F=2.25, df=3,447, p>0.05).
Table A9.2 Terms 2 and 3 Sick (%) and Terms 2 and 3 Total (%) by School Means and Standard Deviations (in parentheses) (N=448)

Term 2
Sick %
Term 3
Sick %

School 1
(N=103)
2.77
(5.69)
4.11
(6.56)

School 2
(N=121)
2.33
(3.42)
3.33
(4.23)

Term 2
Total %
Term 3
Total %

4.71
(6.37)
7.64
(8.97)

6.12
(6.16)
8.56
(8.38)

SCHOOL
School 3 School 4
(N=110) (N=114)
3.11
4.07
(5.46)
(5.62)
2.89
3.51
(4.60)
(6.00)
8.41
(8.94)
9.95
(10.72)

9.65
(8.02)
6.82
(9.67)

TOTAL
(N=448)
3.07
(5.12)
3.45
(5.39)
7.26
(7.67)
8.25
(9.50)

Scheffe range tests were used to determine which of the individual school means differed
from the others for Term 2 Total (%) absence for which a significant difference was
observed. The range of means for Term 2 Total (%) was approximately 4.9 per cent with
the students at School 4 (9.7%) having the highest average percentage total Term 2
absence and students at School 1 having the lowest (4.7%). This result indicates that
students at School 4 were generally absent more than students at the other three schools
and absent more than twice as often as students at School 1. Results of the Scheffe
Multiple Range Test indicated that the differences between the School 1 mean with the
School 3 and 4 means, and the School 2 mean with the School 4 mean were statistically
significant at the 0.01 level. Three homogeneous subsets were identified. The first
contained Schools 1 and 2, the second Schools 2 and 3, and the third Schools 3 and 4.
However none of these groupings were statistically significant at the 0.05 level. The mean
differences and significance levels are presented in Table A9.3.
Table A9.3 Term 2 Total (%) as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 3
-3.70
(N=110)
School 4
-4.94
(N=114)
Significance Level:

Significance

School 2
(N=121)

Significance

-4.94

0.00 **

0.00 **
0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)
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A9.3.3 Student Absence by Year
Means and standard deviations are presented for Terms 2 and 3 Sick (%) and Terms 2 and
3 Total (%) by Year in Table A9.4. Whilst, there was some variation in mean percentage
days absent for illness between Term 2 (3.1%) and Term 3 (3.5%), there was no
significant difference between year levels in Term 2 (F=0.01, df=1,447, p>0.05) or Term 3
(F=0.03, df=1,447, p>0.05).
With regard to total absence, the mean percentage was 0.4 per cent higher in Term 2 and
0.6 per cent higher in Term 3 for students in Year 6, however the difference was not
statistically significant in either Term 2 (F=0.23, df=1,447, p>0.05) or Term 3 (F=0.42,
df=1,447, p>0.05). The difference in Term 3 was approaching significance at the 0.05
level reinforcing that Year 6 students were on average absent for over half a day more than
Year 5 students.
Table A9.4 Terms 2 and 3 Sick (%) and Terms 2 and 3 Total (%) by Year Means and Standard Deviations (in parentheses) (N=448)

Term 2
Sick %
Term 3
Sick %

Year 5
(N=230)
3.08
(4.69)
3.49
(5.50)

YEAR
Year 6
(N=218)
3.05
(5.55)
3.45
(5.39)

TOTAL
(N=448)
3.07
(5.12)
3.45
(5.39)

Term 2
Total %
Term 3
Total %

7.09
(7.61)
7.97
(9.58)

7.44
(7.75)
8.55
(9.42)

7.26
(7.67)
8.25
( 9.50)

A9.3.4 Student Absence by Gender
Means and standard deviations are presented for Terms 2 and 3 Sick (%) and Terms 2 and
3 Total (%) by Gender in Table A9.5. The mean percentage number of days absent for
illness for girls in Term 2 (3.6%) was higher than the average percentage absence for boys
(2.6%). A similar statistic was evident in Term 3 with girls being absent for an average of
approximately 3.8 per cent of the term and boys 3.2 per cent of the term.
Differences between genders were not significant in Term 2 (F=3.67, df=1,447, p>0.05) or
Term 3 (F=1.36, df=1,447, p>0.05). The Term 2 difference was approaching significance
at the 0.05 level and observation of the means suggests that this result is due to the Term 2
difference of 0.9 per cent between female and male percentage of days absent. A similar,
but weaker, trend was evident in Term 3.
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Table A9.5 Terms 2 and 3 Sick (%) and Terms 2 and 3 Total (%) by Gender Means and Standard Deviations (in parentheses) (N=448)

Term 2
Sick %
Term 3
Sick %
Term 2
Total %
Term 3
Total %

Male
(N=237)
2.63
(3.97)
3.17
(5.02)
7.04
(6.68)
8.25
(8.75)

GENDER
Female
(N=211)
3.56
(6.13)
3.76
(5.77)
7.51
(8.66)
8.25
(10.29)

Total
(N=448)
3.07
(5.12)
3.45
(5.39)
7.26
(7.67)
8.25
(9.50)

With regard to total absence, the mean percentage was approximately 0.5 per cent higher
for girls than boys in Term 2. In Term 3, average absence rates for female and male
students were the same. However there was a larger standard deviation in female
absences. Differences were not statistically significant in either Term 2 (F=0.42, df=1,447,
p>0.05) or Term 3 (F=0.00, df=1,447, p>0.05). For comparison purposes, NSWDET
statistics for the 2000 school year indicate that, on average across the state, boys attended
94.4 per cent of school days and girls 94.3 per cent of days. In the district where the study
was conducted, both male and female students attended for 93.9 per cent of school days.
The average attendance for students in this study for Term 3 appears to be more reflective
of state and district averages.
A9.3.5 Student Absence by Class
Means and standard deviations are presented for Terms 2 and 3 Sick (%) and Terms 2 and
3 Total (%) by Class in Table A9.6. Across the sixteen classes the mean percentage
absence for illness was 3.1 days in Term 2 and 3.5 days in Term 3. Differences between
class means were not significant in Term 2 (F=1.22, df=15,447, p>0.05) or Term 3
(F=0.91, df=15,447, p>0.05).
Interestingly the widest variation between class means for percentage of days absent for
illness in both Term 2 (3.8%) and Term 3 (3.0%) was evident for Classes 4/3 and 3/4. The
largest single class difference was evident for Class 4/2 with an increase of 2.9 per cent in
Term 3. Importantly, Classes 1/1, 1/2, 3/3 2/4, 3/4, and 4/4 were the only groups to record
a lower average percentage level of absence for illness in Term 3 than Term 2.
The mean percentage total days absent across the sixteen classes was 7.3 days in Term 2
and 8.3 days in Term 3. The difference was significant in Term 2 (F=2.39, df=15,447,
p<0.01) but not significant Term 3 (F=0.89, df=15,447, p>0.05).
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Classes 2/3, 1/4, and 2/4 were the only groups to record a lower average percentage level
of total absence in Term 3 than Term 2. The largest single class difference was evident for
Class 4/4 with a decrease of 4.7 per cent. Possible explanations of these results with regard
to the intervention strategies undertaken are discussed in Chapter 9.
Table A9.6 Terms 2 and 3 Sick (%), and Terms 2 and 3 Total (%) by Class Means and Standard Deviations (in parentheses) (N=448)

Term 2
Sick %
Term 3
Sick %

SCHOOL 1
Class 1
Class 2
Class 3 Class 4
(School 1) (School 1) (School 1) (School 1)
1.47
3.11
3.19
3.27
(1.86)
(8.09)
(6.47)
(4.67)
3.04
5.02
4.22
4.17
(4.30)
(8.64)
(7.41)
(5.39)

4.83
4.45
4.44
(8.17)
(7.40)
(4.73)
8.37
8.64
6.89
(9.21)
(12.46)
(6.58)
SCHOOL 2
Class 1
Class 2
Class 3 Class 4
(School 2) (School 2) (School 2) (School 2)
2.57
2.16
2.65
1.95
Term 2
(3.38)
(3.81)
(4.16)
(2.22)
Sick %
2.41
2.95
3.03
4.81
Term 3
(3.69)
(4.36)
(3.82)
(4.74)
Sick %

Term 2
Total %
Term 3
Total %

5.17
(4.94)
6.66
(6.52)

7.34
6.60
4.64
(7.86)
(7.05)
(4.80)
10.52
8.11
8.47
(9.36)
(8.37)
(8.37)
SCHOOL 3
Class 1
Class 2
Class 3 Class 4
(School 3) (School 3) (School 3) (School 3)
4.31
2.49
4.23
1.17
Term 2
(7.14)
(4.77)
(5.91)
(1.86)
Sick %
3..86
3.07
2.67
1.89
Term 3
(5.92)
(4.36)
(4.69)
(2.63)
Sick %

Term 2
Total %
Term 3
Total %

6.01
(4.15)
7.11
(7.32)

10.17
7.65
7.08
(10.29)
(8.99)
(6.52)
9.04
10.55
7.79
(8.67)
(13.75)
(6.36)
SCHOOL 4
Class 1
Class 2
Class 3 Class 4
(School 4) (School 4) (School 4) (School 4)
3.57
3.99
4.95
3.78
Term 2
(3.62)
(5.73)
(6.19)
(6.58)
Sick %
3.96
2.75
4.89
2.45
Term 3
(8.31)
(4.38)
(6.56)
(3.64)
Sick %

Term 2
Total %
Term 3
Total %

Term 2
Total %
Term 3
Total %

8.81
(9.62)
12.11
(12.01)

8.40
(4.55)
7.15
(9.10)

9.25
(8.11)
6.05
(11.69)

9.76
(7.53)
7.71
(8.09)

11.09
(10.67)
6.35
(9.98)

TOTAL
3.07
(5.19)
3.45
(5.39)
7.26
(7.67)
8.25
(9.50)
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Scheffe Multiple Range Tests were used to determine which of the individual class means
differed from the others for Term 2 Total (%) for which a significant difference was
observed. The range of means for the Term 2 Total (%) was approximately 6.6 per cent
with the students in Class 4/4 having the highest average level of percentage days absent
(11.1%) and students in Class 4/1 having the lowest (4.4%). This result indicates that
students in Class 4/1 were more likely to be at school on any given day than students in
other classes, and be present for 2.9 days more (6.6%) than students in Class 4/4 during
the term. Results of the Scheffe Multiple Range Test indicated that the differences
between the sixteen classes were not statistically significant at the 0.05 level. Accordingly
all classes were contained in the one homogeneous subset identified, with the relationships
between the classes not statistically significant at the 0.05 level.
A9.3.6 Student Absence by Class Composition
Means and standard deviations are presented for Terms 2 and 3 Sick (%) and Terms 2 and
3 Total (%) by Class Composition in Table A9.7. Whilst there was some variation in mean
percentage days absent for illness between Single Year classes and Composite year
classes, especially in Term 2, there was no significant class composition differences in
Term 2 (F=2.35, df=1,447, p>0.05) or Term 3 (F=0.22, df=1,447, p>0.05).
With regard to total absence, the mean percentage was 2.7 per cent higher in Term 2 for
Composite year classes, while there was little difference in Term 3. The Term 2 difference
was statistically significant (F=13.72, df=1,447, p<0.01), but the Term 3 difference was
not significant (F=0.02, df=1,447, p>0.05). These results indicate that students in
Composite year classes had a significantly higher rate of total absence in Term 2 than
students in Single Year classes. Interestingly this result was reversed in Term 3, however
the difference was not statistically significant.
Table A9.7 Terms 2 and 3 Sick (%) and Terms 2 and 3 Total (%) by Class
Composition - Means and Standard Deviations (in parentheses) (N=448)

Term 2
Sick %
Term 3
Sick %
Term 2
Total %
Term 3
Total %

CLASS COMPOSITION
Straight Composite
TOTAL
(N=175)
(N=273)
(N=448)
2.60
3.36
3.07
(4.21)
(5.61)
(5.12)
3.60
3.35
3.45
(5.01)
(5.63)
(5.39)
5.61
(6.19)
8.32
(8.86)

8.32
(8.32)
8.20
(9.90)

7.26
(7.67)
8.25
( 9.50)
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A9.3.7 Student Absence by Class Streaming
Means and standard deviations are presented for Terms 2 and 3 Sick (%) and Terms 2 and
3 Total (%) by Class Streaming in Table A9.8. In Term 2, absence due to illness was 0.3
per cent higher for students in Parallel classes, while in Term 3 absence due to illness was
1.5 per cent higher for students in Academically Streamed classes. The Term 2 difference
was not statistically significant (F=3.11, df=1,447, p>0.05), but the Term 3 difference was
significant (F=6.19, df=1,447, p<0.05) indicating that students in Academically Streamed
classes were significantly more likely to be absent due to illness in Term 3.
With regard to total absence, the mean percentage days absent was higher for students in
Parallel classes in both Term 2 (3.5%) and Term 3 (0.2%) than students in Academically
Streamed classes. The difference was statistically significant in Term 2 (F=18.42,
df=1,447, p<0.01), but not significant in Term 3 (F=0.04, df=1,447, p>0.05). In general,
these results indicate that students in Parallel classes had higher rates of total absence,
significantly so in Term 2. Members of Academically Streamed classes had a significantly
higher rate of absence due to illness in Term 3.
Table A9.8 Terms 2 and 3 Sick (%), and Terms 2 and 3 Total (%) by Class
Streaming - Means and Standard Deviations (in parentheses) (N=448)

Term 2
Sick %
Term 3
Sick %
Term 2
Total %
Term 3
Total %

CLASS STREAMING
Parallel
Academic
TOTAL
(N=338)
(N=110)
(N=448)
3.14
2.83
3.07
(4.98)
(5.54)
(5.12)
3.09
4.55
3.45
(4.93)
(6.50)
(5.39)
8.13
(7.89)
8.30
(9.59)

4.59
(6.25)
8.10
(9.25)

7.26
(7.67)
8.25
( 9.50)

A9.3.8 Student Absence by Class Type
Means and standard deviations are presented for Terms 2 and 3 Sick (%) and Terms 2 and
3 Total (%) by Class Type in Table A9.9. The mean percentage days absent for illness in
Term 2 across the five class types varied from approximately 2.6 per cent to 3.4 per cent,
while Term 3 percentages varied from 2.4 per cent to 4.6 per cent. The differences were
not significant in Term 2 (F=0.71, df=4,447, p>0.05) or Term 3 (F=1.69, df=4,447,
p>0.05).
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The mean percentage total days absent in Term 2 across the five class types varied from
approximately 4.6 per cent to 8.7 per cent while Term 3 percentages varied from 7.1 per
cent to 9.3 per cent. The difference was significant in Term 2 (F=5.87, df=4,447, p<0.01)
but not significant in Term 3 (F=0.35, df=4,447, p>0.05).
Table A9.9 Terms 2 and 3 Sick (%), and Terms 2 and 3 Total (%) by Class Type Means and Standard Deviations (in parentheses) (N=448)

Term 2
Sick %
Term 3
Sick %

Para.Yr.5
(N=29)
2.57
(3.38)
2.41
(3.69)

Para.Yr.6
(N=60)
2.41
(3.96)
2.99
(4.06)

Term 2
Total %
Term 3
Total %

6.01
(4.15)
7.11
(7.32)

6.97
(7.41)
9.32
(8.89)

CLASS TYPE
Para Yr.5/6 Ac. St. Yr.5
(N=249)
(N=59)
3.38
2.55
(5.33)
(3.58)
3.19
4.52
(5.25)
(5.01)
8.66
(8.28)
8.19
( 9.98)

4.55
(4.73)
7.74
(7.58)

Ac. St. Yr.6
(N=51)
3.15
(7.20)
4.60
(7.94)

TOTAL
(N=448)
3.07
(5.12)
3.45
(5.39)

4.63
(7.69)
8.51
( 10.94)

7.26
(7.67)
8.25
( 9.50)

Scheffe range tests were used to determine which of the individual class type means
differed from the others for Term 2 Total (%) absence for which a significant difference
was observed. The range of means for Term 2 Total (%) was 4.1 per cent with the students
in Parallel Year 5/6 classes having the highest average percentage total Term 2 absence
(8.7%), and students in Academically Streamed Year 5 classes having the lowest (4.5%).
This result indicates that students in Parallel Year 5/6 classes were generally absent more
than students in the other four classes types and absent almost twice as often as students in
Academically Streamed Year 5 classes.
Results of the Scheffe Multiple Range Test indicated that the difference between the
Parallel Year 5/6 classes mean with the Academically Streamed Year 5 classes mean was
statistically significant at the 0.01 level, while the difference between the Parallel Year 5/6
classes mean with the Academically Streamed Year 6 classes mean was statistically
significant at the 0.05 level. One homogeneous subset was identified containing all class
10
types however this grouping was not statistically significant at the 0.05 level . The mean
differences and significance levels are presented in Table A9.10.

10

The homogeneous subset identified containing all class types was statistically significant
at the 0.10 level advocated by Scheffe (1959).
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Table A9.10 Term 2 Total (%) as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE

Para Yr.5/6
(N=249)

Significance

Ac. St. Yr.5
4.11
0.01 **
(N=59)
Ac. St. Yr.6
4.03
0.02 *
(N=51)
Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

A9.4 Summary
Results indicated that there were no significant differences in Terms 2 and 3 Sick (%) for
all of the variables except Class Streaming for which a significant Term 3 Sick (%)
difference was evident. This result indicates that students in academically streamed classes
were significantly more likely to be absent in Term 3 than students in composite classes.
There were no significant differences in Terms 2 and 3 Total (%) for either of the year
groups or genders, but significant differences were evident for School, Class, Class
Composition, Class Streaming, and Class Type in Term 2. In general, Term 2 Total (%)
absence was higher in parallel and/or composite classes, especially parallel Year 5/6
classes, and hence schools that contained these classes. No significant difference was
evident between schools or classes in Term 3. The between groups F-value is presented in
Table A9.11 for Student Absence by School, Year, Class, Gender, Class Type, Class
Composition, and Class Streaming.
Table A9.11 Student Absence by other Student Variables ANOVA Between Groups F-Values (N=448)
STUDENT
VARIABLES
Term 2
Sick %
Term 2
Total %
Term 3
Sick %
Term 3
Total %

School

Year

Class

Gender

Class Type

Class
Composit.

Class
Streaming

2.46

0.01

1.22

3.67

0.71

2.35

0.31

0.92

0.03

0.91

1.36

1.69

0.22

6.19

9.75 **

0.23

2.39 **

0.42

5.87 **

13.72 **

18.42 **

2.25

0.42

0.89

0

0.35

0.02

0.04

Significance Level: * p < 0.05 ** p < 0 .01

The lack of significant variation in the student variables, with the exceptions of Term 2
Total (%) by School and Class, suggests that the student sample can be treated as a whole
in subsequent analyses.
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APPENDIX 10
Student Variables and the QSL Scales:
Full Descriptive Results of the Analysis of Relationships and Differences
In and Between the Student Variables and the QSL Scales
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A10.1 The Analysis
To determine if student perceptions of the quality of their school life was related to their
biographical characteristics, it was necessary to examine the relationships and differences
between student variables and the QSL scales. Differences in the QSL scale mean scores
between the student variables of Gender, Year of schooling, School, Class, Class
Composition, Class Streaming, and Class Type were examined using analyses of variance.
Where a significant difference was observed on the ANOVA, further analysis was
undertaken again using Scheffe Multiple Range Tests for the School, Class, and Class
Type variables.
As described in Section A9.2.1 (see Appendix 9), Scheffe Multiple Range Tests were not
used for the Gender, Year, Class Composition, and Class Streaming variables as these
variables only contained two categories. However some comment is given regarding the
nature of any differences within the categories contained by these variables. In all cases
only significant mean differences and significance levels are tabulated. This has again
been done in an attempt to facilitate understanding and ensure the flow of the Chapter.
A10.2 QSL by Gender
The QSL scales by Gender ANOVA indicated significant differences for male and female
students on three of the seven QSL scales in Term 2, and two of the seven QSL scales in
Term 3. Means and standard deviations for all QSL scales are presented in Table A10.1.
In Term 2 significant differences were observed for the General Satisfaction (F=5.95,
df=1,447, p<0.05), Achievement (F=6.92, df=1,447, p<0.01), and Social Integration
(F=7.09, df=1,447, p<0.01) scales. In Term 3, significant differences were observed for
the Social Integration (F=4.47, df=1,447, p<0.05) and Adventure (F=3.97, df=1,447,
p<0.05) scales. Observation of the means for male and female students suggest that
females tended to respond more favourably on all QSL scales and the difference was
statistically significant for five of the fourteen comparisons made.
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Table A10.1 QSL Scales by Gender Means and Standard Deviations (in parentheses) (N=448)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

Male
(N=237)
3.01
(0.74)
1.67
(0.63)
3.40
(0.67)
3.58
(0.52)
3.29
(0.63)
3.11
(0.66)
2.74
(0.75)
3.03
(0.71)
1.71
(0.66)
3.30
(0.70)
3.52
(0.54)
3.32
(0.61)
3.15
(0.61)
2.72
(0.76)

GENDER
Female TOTAL
(N=211) (N=448)
3.17
3.09
(0.68)
(0.72)
1.57
1.62
(0.64)
(0.64)
3.41
3.41
(0.76)
(0.71)
3.57
3.57
(0.55)
(0.53)
3.43
3.36
(0.52)
(0.59)
3.27
3.19
(0.59)
(0.63)
2.86
2.79
(0.73)
(0.74)
3.14
3.08
(0.71)
(0.71)
1.60
1.66
(0.66)
(0.66)
3.35
3.33
(0.75)
(0.72)
3.52
3.51
(0.58)
(0.56)
3.42
3.36
(0.52)
(0.57)
3.27
3.20
(0.59)
(0.61)
2.87
2.79
(0.72)
(0.75)

A10.3 QSL by School
The QSL scales by School ANOVA indicated significant differences for students at the
four schools on all of the seven QSL scales in both Terms 2 and 3. With the exception of
Term 2 Negative Affect, all differences were statistically significant at the 0.01
significance level. F-ratios and significance levels for each of the QSL scales by School
ANOVA are presented in Table A10.2, while means and standard deviations for these
scales are presented in Table A10.3.
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Table A10.2 QSL Scales by School ANOVA - F-Ratios and Significance (N=448)
QSL SCALES
General Satisfaction
Negative Affect
Teacher
Opportunity
Achievement
Social Integration
Adventure
General Satisfaction
T
Negative Affect
E
Teacher
R
Opportunity
M
Achievement
3
Social Integration
Adventure
T
E
R
M
2

Degrees of
Freedom
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)
(3,447)

F-Ratio
15.00
3.07
23.08
4.96
3.89
5.71
13.40
19.20
5.20
27.92
6.28
7.06
7.12
10.39

Significance
Level
p<0.01
p<0.05
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01
p<0.01

Table A10.3 QSL Scales by School Means and Standard Deviations (in parentheses) (N=448)

T
E
R
M
2

T
E
R
M
3

QSL SCALES School 1
(N=103)
2.84
General
(0.76)
Satisfaction
1.73
Negative
(0.68)
Affect
3.03
Teacher
(0.82)
3.41
Opportunity
(0.62)
3.39
Achievement
(0.56)
3.00
Social
(0.70)
Integration
2.55
Adventure
(0.71)
2.71
General
(0.80)
Satisfaction
1.84
Negative
(0.75)
Affect
2.90
Teacher
(0.90)
3.34
Opportunity
(0.67)
3.42
Achievement
(0.51)
3.05
Social
(0.70)
Integration
2.54
Adventure
(0.78)

School 2
(N=121)
3.28
(0.61)
1.55
(0.58)
3.60
(0.59)
3.63
(0.48)
3.25
(0.68)
3.27
(0.60)
3.00
(0.68)
3.22
(0.64)
1.55
(0.61)
3.54
(0.57)
3.57
(0.48)
3.19
(0.65)
3.32
(0.50)
2.96
(0.73)

SCHOOL
School 3 School 4
(N=110) (N=114)
3.32
2.88
(0.64)
(0.73)
1.52
1.70
(0.63)
(0.64)
3.69
3.26
(0.44)
(0.75)
3.66
3.57
(0.49)
(0.51)
3.50
3.30
(0.54)
(0.54)
3.32
3.13
(0.53)
(0.66)
2.99
2.59
(0.75)
(0.71)
3.36
2.99
(0.61)
(0.63)
1.54
1.72
(0.60)
(0.65)
3.64
3.18
(0.52)
(0.64)
3.65
3.49
(0.53)
(0.52)
3.51
3.36
(0.53)
(0.52)
3.34
3.09
(0.52)
(0.64)
2.99
2.65
(0.74)
(0.65)

TOTAL
(N=448)
3.09
(0.72)
1.62
(0.64)
3.41
(0.71)
3.57
(0.53)
3.36
(0.59)
3.19
(0.63)
2.79
(0.74)
3.08
(0.71)
1.66
(0.66)
3.33
(0.72)
3.52
(0.56)
3.36
(0.57)
3.20
(0.61)
2.79
(0.75)
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Scheffe range tests were used to determine which of the individual school means differed
from the others for the seven QSL scales in each term for which a significant difference
was observed. The range of means for the Term 2 General Satisfaction scale was 0.47 with
the students at School 3 having the highest average level of General Satisfaction (3.31)
and students at School 1 having the lowest (2.84). This result indicates that students at
School 3 were generally more satisfied with the quality of their school life than students at
the other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means, and the School 4 mean with the Schools 2
and 3 means were statistically significant at the 0.01 level. Two homogeneous subsets
were identified the first contained Schools 1 and 4, the second Schools 2 and 3. However
neither of these groupings was statistically significant at the 0.05 level. The mean
differences and significance levels are presented in Table A10.4.
Table A10.4 Term 2 General Satisfaction QSL Scale as Dependant Variable - Significant
School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 2
-0.43
(N=121)
School 3
-0.47
(N=110)
Significance Level:

Significance

School 4
(N=114)

Significance

0.00 **

-0.40

0.00 **

0.00 **

-0.44

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Negative Affect scale was 0.21 with the students at
School 1 having the highest average level of Negative Affect (1.73) and students at School
3 having the lowest (1.52). This result indicates that students attending School 3 had less
negative feelings regarding school then students at the other three schools. Results of the
Scheffe Multiple Range Test indicated that the differences between the four school means
were not statistically significant at the 0.05 level. Accordingly the four schools were
contained in the one homogeneous subset identified, with the relationships between the
schools not statistically significant at the 0.05 level.
The range of means for the Term 2 Teacher scale was 0.66 with the students at School 3
having the highest average mean on this scale (3.69) and students at School 1 having the
lowest (3.03). This result indicates that students at School 3 were generally more satisfied
with their interaction and relationships with their respective teachers than students at the
other three schools.
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Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means, and the School 4 mean with the Schools 2
11
and 3 means were statistically significant at the 0.01 level . Two homogeneous subsets
were identified. The first contained Schools 1 and 4, and the second Schools 2 and 3.
12
However neither of these groupings was statistically significant at the 0.05 level . The
mean differences and significance levels are presented in Table A10.5.
Table A10.5 Term 2 Teacher QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 2
-0.57
(N=121)
School 3
-0.66
(N=110)
Significance Level:

Significance

School 4
(N=114)

Significance

0.00 **

-0.34

0.00 **

0.00 **

-0.43

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Opportunity scale was 0.25 with the students at School
3 having the highest average level of Opportunity (3.66) and students at School 1 having
the lowest (3.41). This result indicates that students at School 3 felt that school was
providing them with more opportunities for the future than students at the other three
schools. Results of the Scheffe Multiple Range Test indicated that the differences between
the School 1 mean with the Schools 2 and 3 means were statistically significant at the 0.05
and 0.01 level respectively. Two homogeneous subsets were identified the first contained
Schools 1 and 4, and the second Schools 2-4. However neither of these groupings was
statistically significant at the 0.05 level. The mean differences and significance levels are
presented in Table A10.6.
Table A10.6 Term 2 Opportunity QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL
School 2
(N=121)
School 3
(N=110)
Significance Level:

School 1
(N=103)

Significance

-0.22

0.02 *

-0.25

0.01 **

* p < 0.05 ** p < 0 .01 (two-tailed)

11

The difference between the School 1 and School 4 means was statistically significant at
the 0.10 level advocated by Scheffe (1959).
12
The first homogeneous subset containing Schools 1 and 4 was statistically significant at
the 0.10 level advocated by Scheffe (1959).
A - 115

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

The range of means for the Term 2 Achievement scale was 0.25 with the students at
School 3 having the highest average level of Achievement (3.50), and students at School 2
having the lowest (3.25). This result indicates that students at School 3 were happier with
their level of achievement than students at the other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
13
School 2 mean with the School 3 mean were statistically significant at the 0.05 level .
Two homogeneous subsets were identified. The first contained Schools 1, 2, and 4, and the
second Schools 1, 3, and 4. However neither of these groupings was statistically
14
significant at the 0.05 level . The mean differences and significance levels are presented
in Table A10.7.
Table A10.7 Term 2 Achievement QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL
School 3
(N=110)
Significance Level:

School 2
(N=121)

Significance

-0.24

0.02 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Social Integration scale was 0.32 with the students at
School 3 having the highest average level of Social Integration (3.32), and students at
School 1 having the lowest (3.00). This result indicates that students at School 3 were
happier with their relationship with their peers than students at the other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means were statistically significant at the 0.05
and 0.01 level respectively. Two homogeneous subsets were identified. The first contained
Schools 1 and 4, and the second Schools 2-4. However neither of these groupings was
statistically significant at the 0.05 level. The mean differences and significance levels are
presented in Table A10.8.

13

The difference between the School 3 and School 4 means was statistically significant at
the 0.10 level advocated by Scheffe (1959).
14
The second homogeneous subset containing Schools 1, 3, and 4 was statistically
significant at the 0.10 level advocated by Scheffe (1959).
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Table A10.8 Term 2 Social Integration QSL Scale as Dependant Variable - Significant
School Mean Differences and Level of Significance
SCHOOL
School 2
(N=121)
School 3
(N=110)
Significance Level:

School 1
(N=103)

Significance

-0.27

0.02 **

-0.32

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Adventure scale was 0.45 with the students at Schools
2 (3.00) and 3 (2.99) having the highest average level of Adventure, and students at
School 1 having the lowest (2.55). This result indicates that students at Schools 2 and 3
reported more fun and enjoyment from school than students at the other two schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means, and the School 4 mean with the Schools 2
and 3 means were statistically significant at the 0.01 level. Two homogeneous subsets
were identified. The first contained Schools 1 and 4, and the second Schools 2 and 3.
However neither of these groupings was statistically significant at the 0.05 level. The
mean differences and significance levels are presented in Table A10.9.
Table A10.9 Term 2 Adventure QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 2
-0.45
(N=121)
School 3
-0.44
(N=110)
Significance Level:

Significance

School 4
(N=114)

Significance

0.00 **

-0.41

0.00 **

0.00 **

-0.40

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 General Satisfaction scale was 0.65 with the students
at School 3 having the highest average level of General Satisfaction (3.36), and students at
School 1 having the lowest (2.71). This result indicates that students at School 3 were
generally more satisfied with the quality of their school life than students at the other three
schools.
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Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means, and School 3 with the School 4 mean
were statistically significant at the 0.01 level, while the School 1 and School 4 difference
15

was significant at the 0.05 level . Three homogeneous subsets were identified. The first
contained School 1, the second Schools 2 and 4, and the third Schools 2 and 3. However
16
none of these groupings was statistically significant at the 0.05 level . The mean
differences and significance levels are presented in Table A10.10.
Table A10.10 Term 3 General Satisfaction QSL Scale as Dependant Variable - Significant
School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 2
-0.51
(N=121)
School 3
-0.65
(N=110)
School 4
-0.28
(N=114)
Significance Level:

Significance

School 3
(N=110)

Significance

0.37

0.00 **

0.00 **
0.00 **
0.03 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Negative Affect scale was 0.30 with the students at
School 1 having the highest average level of Negative Affect (1.84), and students at
School 3 having the lowest (1.54). This results indicates that students at School 3 had less
negative feelings regarding school than students at the other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means were statistically significant at the 0.05
and 0.01 levels respectively. Three homogeneous subsets were identified. The first
contained School 1, the second Schools 2 and 4, and the third Schools 2 and 3. However
17
neither of these groupings was statistically significant at the 0.05 level . The mean
differences and significance levels are presented in Table A10.11.

15

The difference between the School 2 and the School 4 means was statistically significant
at the 0.10 level advocated by Scheffe (1959).
16
The second homogeneous subset identified containing Schools 2 and 4 was statistically
significant at the 0.10 level advocated by Scheffe (1959).
17
The second homogeneous subset containing Schools 2 and 4 was statistically significant
at the 0.10 level advocated by Scheffe (1959).
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Table A10.11 Term 3 Negative Affect QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL
School 2
(N=121)
School 3
(N=110)
Significance Level:

School 1
(N=103)

Significance

0.28

0.02 *

0.30

0.01 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Teacher scale was 0.74 with the students at School 3
having the highest average mean for this scale (3.64) and students at School 1 having the
lowest (2.90). This result indicates that students at School 3 were generally more satisfied
with their interaction and relationships with their respective teachers than students at the
other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means, and the School 4 mean with the Schools 2
and 3 means were statistically significant at the 0.01 level, while the School 1 with School
4 mean difference was significant at the 0.05 level. Three homogeneous subsets were
identified The first contained School 1, the second School 4, and the third Schools 2 and 3.
However none of these groupings was statistically significant at the 0.05 level. The mean
differences and significance levels are presented in Table A10.12.
Table A10.12 Term 3 Teacher QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 2
-0.63
(N=121)
School 3
-0.74
(N=110)
School 4
-0.28
(N=114)
Significance Level:

Significance

School 4
(N=114)

Significance

0.00 **

-0.36

0.00 **

0.00 **

-0.46

0.00 **

0.03 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Opportunity scale was 0.31 with the students at School
3 having the highest average level of Opportunity (3.65) and students at School 1 having
the lowest (3.34). This result indicates that students at School 3 felt that school was
providing them with more opportunities and skills for the future than students at the other
three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
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School 1 mean with the Schools 2 and 3 means were statistically significant at the 0.05
and 0.01 level respectively. Two homogeneous subsets were identified. The first contained
Schools 1 and 4, and the second Schools 2-4. However neither of these groupings was
statistically significant at the 0.05 level. The mean differences and significance levels are
presented in Table A10.13.
Table A10.13 Term 3 Opportunity QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL
School 2
(N=121)
School 3
(N=110)
Significance Level:

School 1
(N=103)

Significance

-0.23

0.02 *

-0.31

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Achievement scale was 0.32 with the students at
School 3 having the highest average level of Achievement (3.51) and students at School 2
having the lowest (3.19). This result indicates that students at School 3 were happier with
their level of achievement than students at the other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 2 mean with the Schools 1 and 3 means were statistically significant at the 0.05
and 0.01 level respectively, while the School 1 with School 4 mean difference was
significant at the 0.05 level. Two homogeneous subsets were identified. The first
contained Schools 2 and 4, and the second Schools 1, 3, and 4. However neither of these
groupings was statistically significant at the 0.05 level. The mean differences and
significance levels are presented in Table A10.14.
Table A10.14 Term 3 Achievement QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL
School 1
(N=103)
School 3
(N=110)
Significance Level:

School 2
(N=121)

Significance

-0.24

0.02 *

-0.33

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)
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The range of means for the Term 3 Social Integration scale was 0.29 with the students at
School 3 having the highest average level of Social Integration (3.34) and students at
School 1 having the lowest (3.05). This result indicates that students at School 3 were
happier with their relationship with their peers than students at the other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means, and the School 4 mean with Schools 2 and
3 means were statistically significant at the 0.05 level. Two homogeneous subsets were
identified. The first contained Schools 1 and 4, and the second Schools 2 and 3. However
neither of these groupings was statistically significant at the 0.05 level. The mean
differences and significance levels are presented in Table A10.15.
Table A10.15 Term 3 Social Integration QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 2
-0.26
(N=121)
School 3
-0.29
(N=110)
Significance Level:

Significance

School 4
(N=114)

Significance

0.01 *
-0.23
0.04 *
(0.012)
0.01 **
0.25
0.02 *
(0.005)
* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Adventure scale was 0.46 with the students at School 3
having the highest average level of Adventure (2.99) and students at School 1 having the
lowest (2.53). This result indicates that students at School 3 reported more fun and
enjoyment from school than students at the other three schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the
School 1 mean with the Schools 2 and 3 means, and the School 4 with School 3 means
were statistically significant at the 0.01 level, while the School 1 with School 4 mean
difference was significant at the 0.05 level.. Two homogeneous subsets were identified.
The first contained Schools 1 and 4, and the second Schools 2 and 3. However neither of
these groupings was statistically significant at the 0.05 level. The mean differences and
significance levels are presented in Table A10.16.
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Table A10.16 Term 3 Adventure QSL Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL

School 1
(N=103)

School 2
-0.42
(N=121)
School 3
-0.45
(N=110)
Significance Level:

Significance

School 4
(N=114)

Significance

0.00 **

-0.31

0.02 *

0.00 **

-0.34

0.01 **

* p < 0.05 ** p < 0 .01 (two-tailed)

To summarise, in general two homogeneous subsets were evident from the post-hoc
analysis that utilised Scheffe Multiple Range Tests to investigate variance between the
school QSL scale means. The first subset contained Schools 1 and 4, where students
generally reported being less happy with the quality of their school life. Students at
Schools 2 and 3, that formed subset two, generally reported higher levels of quality of
school life. The lack of statistically significant homogeneous subsets may be due, in part,
to the very conservative nature of the Scheffe Test, even within the 0.1 significance level.
However, as the sample sizes of the groups are not equal, the Scheffe Test is the
appropriate test (Witte & Witte, 1997).
Interestingly, Scheffe (1959) suggested that 0.10 was an appropriate level of significance
when carrying out his test, as the rigorous nature of the test produces fewer significant
differences than other procedures. However, the 0.05 significance level has been used in
the current study due to both the small (especially teacher) sample sizes and for
consistency throughout the dissertation. Further discussion of these results with regard to
the intervention strategies undertaken in Term 3 are discussed in Section 9.2.
A10.4 QSL by Year Level
The QSL scales by Year ANOVA indicated no significant differences for Year 5 and 6
students on the Term 2 and Term 3 QSL scales. Means and standard deviations for all
QSL scales are presented in Table A10.17. Observation of the means suggests that Year 5
students tended to respond more favourably on the General Satisfaction, Teacher, and
Term 2 Adventure scales, yet also report more negative feelings and emotions regarding
school on the Negative Affect Scale. Year 6 students tended to respond more favourably
on the Opportunity, Achievement, and Social Integration QSL scales than Year 5 students.
However, the difference was not statistically significant for any of the fourteen
comparisons made.
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Table A10.17 QSL Scales by Year Means and Standard Deviations (in parentheses) (N=448)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

Year 5
(N=230)
3.10
(0.74)
1.65
(0.68)
3.45
(0.70)
3.53
(0.55)
3.32
(0.61)
3.18
(0.65)
2.83
(0.75)
3.10
(0.72)
1.71
(0.68)
3.39
(0.67)
3.50
(0.55)
3.35
(0.55)
3.19
(0.62)
2.78
(0.77)

YEAR
Year 6
(N=218)
3.07
(0.70)
1.60
(0.59)
3.36
(0.73)
3.61
(0.51)
3.39
(0.56)
3.19
(0.61)
2.75
(0.73)
3.06
(0.70)
1.61
(0.64)
3.26
(0.77)
3.53
(0.58)
3.38
(0.59)
3.22
(0.59)
2.80
(0.73)

TOTAL
(N=448)
3.09
(0.72)
1.62
(0.64)
3.41
(0.71)
3.57
(0.53)
3.36
(0.59)
3.19
(0.63)
2.79
(0.74)
3.08
(0.71)
1.66
(0.66)
3.33
(0.72)
3.51
(0.56)
3.36
(0.57)
3.20
(0.61)
2.79
(0.75)

A10.5 QSL by Class
The QSL by Class scales ANOVA indicated significant differences for the sixteen class
groups on all of the QSL scales. F-ratios and significance levels for each of the QSL scales
by Class ANOVA are presented in Table A10.18. Means and standard deviations for these
scales are presented in Table A10.19.
Scheffe Multiple Range Tests were used to determine which of the individual class means
differed from the others for the seven QSL scales in Term 2 and 3, each of which a
significant difference was observed for. Results indicated significant mean differences for
individual classes on both the Terms 2 and 3 General Satisfaction and Teacher QSL scales
when compared to the other class groups.
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Table A10.18 QSL Scales by Class ANOVA F-Ratios and Significance Levels (N=448)
QSL SCALES

Degrees of
Freedom

F-Ratio

Significance
Level

General
Satisfaction

(15,447)

15.00

p<0.01

T

Negative Affect

(15,447)

3.07

p<0.05

E

Teacher

(15,447)

23.08

p<0.01

R

Opportunity

(15,447)

4.96

p<0.01

M

Achievement

(15,447)

3.89

p<0.01

2

Social
Integration

(15,447)

5.71

p<0.01

Adventure

(15,447)

13.40

p<0.01

General
Satisfaction

(15,447)

19.20

p<0.01

T

Negative Affect

(15,447)

5.20

p<0.01

E

Teacher

(15,447)

27.92

p<0.01

R

Opportunity

(15,447)

6.28

p<0.01

M

Achievement

(15,447)

7.06

p<0.01

3

Social
Integration

(15,447)

7.12

p<0.01

Adventure

(15,447)

10.39

p<0.01

None of the class group means for the Terms 2 or 3 Negative Affect, Opportunity,
Achievement, Social Integration, and Adventure scales was significantly different at the
0.05 significance level. The statistically significant results for each of the QSL scales,
where a significant difference was identified, are detailed below.
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Table A10.19 QSL Scales by Class - Means and Standard Deviations (N=448 for all Scales)
QSL SCALES

T
E
R
M
2

General
Satisfaction
Negative
Affect
Relationship
with Teacher
Opportunity
School
Achievement
Social
Integration
Adventure

T
E
R
M
3

General
Satisfaction
Negative
Affect
Relationship
with Teacher
Opportunity
School
Achievement
Social
Integration
Adventure

C1/S1
N=25
2.63
(0.82)
1.75
(0.74)
2.90
(0.91)
3.41
(0.56)
3.41
(0.54)
2.90
(0.80)
2.33
(0.63)
2.39
(0.88)
1.78
(0.78)
2.65
(0.99)
3.35
(0.57)
3.46
(0.57)
2.92
(0.84)
2.21
(0.65)

C2/S1
N=24
2.69
(0.68)
1.73
(0.67)
2.62
(0.79)
3.44
(0.78)
3.34
(0.58)
2.93
(0.73)
2.62
(0.61)
2.75
(0.68)
1.98
(0.95)
2.61
(0.88)
3.08
(0.89)
3.63
(0.36)
3.17
(0.59)
2.70
(0.83)

C3/S1
N=27
3.17
(0.62)
1.56
(0.48)
3.42
(0.52)
3.57
(0.43)
3.51
(0.37)
3.25
(0.41)
2.63
(0.72)
2.81
(0.76)
1.77
(0.51)
3.13
(0.84)
3.57
(0.45)
3.29
(0.51)
3.12
(0.58)
2.61
(0.71)

C4/S1
N=27
2.86
(0.83)
1.90
(0.80)
3.13
(0.86)
3.21
(0.66)
3.31
(0.70)
2.91
(0.77)
2.62
(0.84)
2.88
(0.83)
1.83
(0.78)
3.19
(0.76)
3.32
(0.67)
3.34
(0.53)
3.00
(0.75)
2.63
(0.87)

C1/S2
N=29
3.26
(0.54)
1.67
(0.56)
3.52
(0.59)
3.60
(0.54)
3.25
(0.68)
3.21
(0.59)
2.99
(0.59)
3.15
(0.56)
1.60
(0.59)
3.44
(0.64)
3.49
(0.60)
3.28
(0.60)
3.30
(0.43)
2.81
(0.80)

C2/S2
N=30
3.19
(0.60)
1.50
(0.53)
3.50
(0.66)
3.60
(0.51)
3.27
(0.64)
3.33
(0.54)
3.03
(0.63)
3.22
(0.68)
1.59
(0.57)
3.43
(0.59)
3.65
(0.41)
3.03
(0.76)
3.24
(0.52)
2.93
(0.63)

C3/S2 C4/S2N C1/S3
N=30
=32
N=29
3.44
3.22
3.20
(0.48) (0.78) (0.68)
1.41
1.62
1.49
(0.53) (0.68) (0.57)
3.87
3.51
3.71
(0.24) (0.68) (0.44)
3.79
3.54
3.56
(0.32) (0.51) (0.63)
3.40
3.10
3.44
(0.47) (0.85) (0.53)
3.28
3.27
3.30
(0.64) (0.64) (0.49)
2.95
3.04
3.01
(0.59) (0.88) (0.70)
3.43
3.10
3.39
(0.49) (0.74) (0.50)
1.37
1.66
1.52
(0.48) (0.74) (0.62)
3.79
3.50
3.70
(0.30) (0.63) (0.40)
3.71
3.45
3.67
(0.36) (0.49) (0.43)
3.30
3.15
3.48
(0.46) (0.73) (0.43)
3.39
3.33
3.44
(0.45) (0.60) (0.36)
3.13
2.95
3.06
(0.63) (0.83) (0.70)

C2/S3
N=26
3.53
(0.42)
1.52
(0.74)
3.85
(0.32)
3.79
(0.28)
3.57
(0.43)
3.48
(0.40)
3.11
(0.55)
3.38
(0.54)
1.36
(0.43)
3.75
(0.43)
3.65
(0.48)
3.48
(0.60)
3.35
(0.39)
2.94
(0.73)

C3/S3
N=29
3.22
(0.72)
1.52
(0.56)
3.67
(0.40)
3.63
(0.46)
3.46
(0.64)
3.23
(0.64)
2.86
(0.90)
3.38
(0.65)
1.68
(0.59)
3.56
(0.72)
3.60
(0.64)
3.54
(0.60)
3.29
(0.68)
3.03
(0.70)

C4/S3
N=26
3.35
(0.67)
1.56
(0.69)
3.54
(0.53)
3.67
(0.49)
3.53
(0.54)
3.27
(0.55)
3.01
(0.80)
3.30
(0.76)
1.58
(0.72)
3.56
(0.43)
3.68
(0.55)
3.55
(0.51)
3.29
(0.61)
2.92
(0.85)

C1/S4
N=28
3.24
(0.56)
1.51
(0.50)
3.69
(0.39)
3.74
(0.33)
3.59
(0.40)
3.35
(0.45)
2.91
(0.56)
3.24
(0.54)
1.59
(0.59)
3.47
(0.51)
3.51
(0.48)
3.49
(0.47)
3.27
(0.45)
2.85
(0.64)

C2/S4
N=27
2.98
(0.65)
1.70
(0.56)
3.40
(0.48)
3.64
(0.47)
3.25
(0.43)
3.12
(0.71)
2.72
(0.60)
2.99
(0.49)
1.83
(0.65)
3.26
(0.50)
3.47
(0.41)
3.31
(0.46)
3.03
(0.70)
2.64
(0.51)

C3/S4
N=29
2.48
(0.75)
1.96
(0.80)
2.74
(0.81)
3.34
(0.66)
3.18
(0.57)
2.89
(0.70)
2.22
(0.74)
2.82
(0.76)
1.80
(0.78)
2.88
(0.67)
3.47
(0.63)
3.27
(0.59)
2.90
(0.72)
2.43
(0.71)

C4/S4
N=30
2.84
(0.73)
1.63
(0.61)
3.23
(0.88)
3.59
(0.47)
3.25
(0.62)
3.18
(0.67)
2.53
(0.75)
2.92
(0.66)
1.70
(0.56)
3.13
(0.72)
3.52
(0.56)
3.36
(0.53)
3.16
(0.63)
2.69
(0.66)

TOTAL
(N=448)
3.09
(0.72)
1.62
(0.64)
3.41
(0.71)
3.57
(0.53)
3.36
(0.59)
3.19
(0.63)
2.79
(0.74)
3.08
(0.71)
1.66
(0.66)
3.33
(0.72)
3.51
(0.56)
3.36
(0.57)
3.20
(0.61)
2.79
(0.75)
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The range of means for the Term 2 General Satisfaction scale was 1.05 with the students
in Class 2/3 having the highest average level of general satisfaction with school (3.53) and
students in Class 3/4 having the lowest (2.48). Scheffe Multiple Range Test results
indicated that the difference between the Class 3/4 mean with the Classes 2/3 and 3/2
18
means were statistically significant at the 0.01 level . Two homogeneous subsets were
identified, the first containing all classes except Classes 2/3 and 3/2, and the second all
classes except Class 3/4. Although the second subset was approaching significance
19

(F=0.051), neither subset was statistically significant at the 0.05 level . The mean
differences and significance levels are presented in Table A10.20.
Table A10.20 Term 2 General Satisfaction QSL Scale as Dependant Variable Significant Class Mean Differences and Level of Significance
CLASS
Class 2/3
(N=26)
Class 3/2
(N=30)
Significance Level:

Class 3/4
(N=29)

Significance

1.05

0.01 **

0.97

0.01 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Negative Affect scale was 0.32 with the students in
Class 3/4 having the highest average level of Negative Affect (1.96) and students at Class
3/2 having the lowest (1.41). This result indicates that students in Class 3/2 had less
negative feelings regarding school than students in the other fifteen classes. Results of the
Scheffe Multiple Range Test indicated that the differences between the sixteen classes
were not statistically significant at the 0.05 level. Accordingly all classes were contained
in the one homogeneous subset identified with the relationships between the classes not
statistically significant at the 0.05 level.
The range of means for the Term 2 Teacher scale was 1.25 with the students in Class 2/3
reporting highest class mean for their relationship with the teacher (3.87) and students in
Class 2/1 reporting the lowest (2.62). This result indicates that students in Class 2/3 were
generally more satisfied with their interaction and relationships with their teacher than
students in the other fifteen classes.

18

The differences between the Class 3/4 mean with the Class 4/3 mean, and the Class 1/1
mean with the Class 2/3 mean, were statistically significant at the 0.10 level advocated by
Scheffe (1959).
19
The two homogeneous subsets identified, the first containing all classes except Classes
2/3 and 3/2, and the second all classes except Class 3/4 were statistically significant at the
0.10 level advocated by Scheffe (1959).
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Scheffe Multiple Range Test results indicated that the difference between the Class 2/1
mean with the Classes 3/2, 1/3, 2/3, 3/3, and 1/4 means, the Class 3/4 mean with the
Classes 3/2, 1/3, 2/3, and 3/3 means, and the Class 1/1 mean with the Class 3/2 were
statistically significant at the 0.01 level. Differences between the Class 2/1 mean with the
Classes 1/2, 2/2, 4/2, and 4/3 means, and the Class 1/1 mean with the Class 2/3 mean were
20
statistically significant at the 0.05 level .
Four homogeneous subsets were identified. The first contained Classes 1/1-3/1 and 2/44/4, the second Classes 1/1, 3/1, 1/2, 2/2, 4/2, 4/3 and 2/4-4/4, the third Classes 1/1, 3/1,
1/2, 2/2, 4/2, 1/3, 3/3, 4/3, 1/4, 2/4, and 4/4, and the fourth contained all classes except 1/1,
21
2/1 and 3/4. However none of the subsets was statistically significant at the 0.05 level .
The mean differences and significance levels are presented in Table A10.21.
Table A10.21 Term 2 Teacher QSL Scale as Dependant Variable Significant Class Mean Differences and Level of Significance
CLASS
Class 1/2
(N=29)
Class 2/2
(N=30)
Class 3/2
(N=30)
Class 4/2
(N=32)
Class 1/3
(N=29)
Class 2/3
(N=26)
Class 3/3
(N=29)
Class 4/3
(N=26)
Class 1/4
(N=28)

Class 2/1
Class 3/4
Class 1/1
Significance
Significance
Significance
(N=24)
(N=29)
(N=25)
-0.91

0.03 *

-0.88

0.04 *

-1.26

0.00 **

-0.90

0.02 *

-1.09

-1.13

0.00 **

0.00 **

-0.97

0.00 **

-1.24

0.00 **

-1.11

0.00 **

-1.05

0.00 **

-0.92

0.01 **

-0.92

0.03 *

-1.08

0.00 **

-0.95

0.01 **

-0.97

0.00 **

-0.95

0.02 *

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

20

The differences between the Class 3/4 mean and the Class 4/2 was statistically
significant at the 0.10 level advocated by Scheffe (1959).
21
The first homogeneous subset containing Classes 1/1-3/1 and 2/4-4/4, and the third
containing Classes 1/1, 3/1, 1/2, 2/2, 4/2, 1/3, 3/3, 4/3, 1/4, 2/4, and 4/4, were statistically
significant at the 0.10 level advocated by Scheffe (1959).
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The range of means for the Term 2 Opportunity scale was 0.59 with the students in
Classes 3/2 and 2/3 having the highest average level of Opportunity (3.79) and students in
Class 4/1 having the lowest (3.21). This result indicates that students in Classes 3/2 and
2/3 felt that school was providing them with more opportunities for the future than
students in the other fourteen classes. Results of the Scheffe Multiple Range Test indicated
that the differences between the sixteen classes were not statistically significant at the 0.05
level. Accordingly all classes were contained in the one homogeneous subset identified
with the relationships between the classes not statistically significant at the 0.05 level.
The range of means for the Term 2 Achievement scale was 0.49 with the students in Class
1/4 having the highest average level of Achievement (3.59) and students in Class 4/2
having the lowest (3.10). This result indicates that students in Class 1/4 were happier with
their level of achievement than students in the other classes. Results of the Scheffe
Multiple Range Test indicated that the differences between the sixteen classes were not
statistically significant at the 0.05 level. Accordingly all classes were contained in the one
homogeneous subset identified with the relationships between the classes not statistically
significant at the 0.05 level.
The range of means for the Term 2 Social Integration scale was 0.59 with the students in
Class 2/3 having the highest average level of Social Integration (3.48) and students in
Class 3/4 having the lowest (2.89). This result indicates that students in Class 2/3 were
happier with their relationship with their peers than students in other classes. Results of
the Scheffe Multiple Range Test indicated that the differences between the sixteen classes
were not statistically significant at the 0.05 level. Accordingly all classes were contained
in the one homogeneous subset identified with the relationships between the classes not
statistically significant at the 0.05 level.
The range of means for the Term 2 Adventure scale was 0.89 with the students in Class
2/3 having the highest average level of Adventure (3.11) and students in Class 3/4 having
the lowest (2.22). This result indicates that students in Class 2/3 reported more fun and
enjoyment from school than students in other classes. Results of the Scheffe Multiple
Range Test indicated that the differences between the sixteen classes were not statistically
significant at the 0.05 level. Accordingly all classes were contained in the one
homogeneous subset identified with the relationships between the classes not statistically
significant at the 0.05 level.
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The range of means for the Term 3 General Satisfaction scale was 1.04 with the students
in Class 3/2 having the highest average level of general satisfaction with school (3.43) and
students in Class 1/1 having the lowest (2.39). Scheffe Multiple Range Test results
indicated that the difference between the Class 1/1 mean with the Class 3/2 mean, and
Classes 1/3, 2/3 and 3/3 means were statistically significant at the 0.01 and 0.05
22
significance levels respectively . Two homogeneous subsets were identified. The first
containing all classes except Classes 1/3-4/3 and 3/2, and the second all classes except
23

Class 1/1. However none of the subsets were statistically significant at the 0.05 level .
The mean differences and significance levels are presented in Table A10.22.
Table A10.22 Term 3 General Satisfaction QSL Scale as Dependant Variable Significant Class Mean Differences and Level of Significance
CLASS

Class 1/1
Significance
(N=25)
0.01 **
-1.03
(0.006)
0.01 *
-1.00
(0.014)

Class 3/2
(N=30)
Class 1/3
(N=29)
Class 2/3
-0.98
0.03 *
(N=26)
Class 3/3
-0.99
0.02 *
(N=29)
Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Negative Affect scale was 0.62 with the students in
Class 2/1 having the highest average level of Negative Affect (1.98) and students at Class
2/3 having the lowest (1.36). This result indicates that students in Class 2/3 had less
negative feelings regarding school than students in the other fifteen classes. Results of the
Scheffe Multiple Range Test indicated that the differences between the sixteen classes
were not statistically significant at the 0.05 level. Accordingly all classes were contained
in the one homogeneous subset identified with the relationships between the classes not
statistically significant at the 0.05 level.
The range of means for the Term 3 Teacher scale was 1.18 with the students in Class 3/2
reporting the highest mean (3.79) and students in Class 2/1 (2.61) the lowest. This result
indicates that students at Class 3/2 were generally more satisfied with their interaction and
relationships with their teacher than students in the other fifteen classes.

22

The differences between the Class 1/1 mean and the Class 4/3 mean was statistically
significant at the 0.10 level advocated by Scheffe (1959)
23
The first homogeneous subset containing all classes except Classes 1/3-4/3 and 3/2 was
statistically significant at the 0.10 level advocated by Scheffe (1959).
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Scheffe Multiple Range Test results indicated that the difference between the Class 1/1
mean with the Classes 3/2, 1/3, and 2/3 means, and the Class 2/1 mean with the Classes
3/2, 1/3 and 2/3 means were statistically significant at the 0.01 level. Differences between
the Class 1/1 mean with the Classes 3/3 and 4/3 means, the Class 2/1 mean with the
Classes 4/2, 3/3 and 4/3 means, and the Class 3/2 mean with the Class 3/4 mean were
24
statistically significant at the 0.05 level .
Four homogeneous subsets were identified, the first contained all classes except Classes
3/2, 4/2 and 1/3-4/3, the second all classes except Classes 3/2 and 1/3-4/3, the third all
classes except Classes 1/1 and 2/1, and the fourth contained all classes except 1/1, 2/1 and
3/4. Subsets 1 (F=0.058) and 3 (F=0.052) were approaching significance at the 0.05 level,
25

however none of the subsets was statistically significant at the 0.05 level . The mean
differences and significance levels are presented in Table A10.23.
Table A10.23 Term 3 Teacher QSL Scale as Dependant Variable Significant Class Mean Differences and Level of Significance
CLASS
Class 3/2
(N=30)
Class 4/2
(N=32)
Class 1/3
(N=29)
Class 2/3
(N=26)
Class 3/3
(N=29)
Class 4/3
(N=26)
Class 3/3
(N=29)
Class 4/3
(N=26)

Class 1/1
Class 2/1
Class 3/4
Significance
Significance
Significance
(N=25)
(N=24)
(N=29)
-1.14

0.00 **

-1.18

0.00 **

-0.89

0.04 *

-1.06

0.00 **

-1.10

0.00 **

-1.10

0.00 **

-1.14

0.00 **

-0.91

0.04 *

-0.95

0.02 *

-0.91

0.05 *

-0.95

0.03 *

-0.91

0.04 *

-0.95

0.02 *

-0.91

0.05 *

-0.95

0.03 *

-0.91

0.02 *

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

24

The differences between the Class 1/1 mean with the Class 4/2 mean, the Class 2/1
mean with the Class 1/4 mean, and the Class 3/4 mean and the Classes 1/3 and 2/3 means
was statistically significant at the 0.10 level advocated by Scheffe (1959).
25
Of the four homogeneous subsets identified, the first containing all classes except
Classes 3/2, 4/2 and 1/3-4/3, the second all classes except Classes 3/2 and 1/3-4/3, and the
third all classes except Classes 1/1 and 2/1 were statistically significant at the 0.10 level
advocated by Scheffe (1959).
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The range of means for the Term 3 Opportunity scale was 0.63 with the students in Class
3/2 having the highest average level of Opportunity (3.71) and students in Class 2/1
having the lowest (3.08). This result indicates that students in Class 3/2 felt that school
was providing them with more opportunities for the future than students in the other
classes. Results of the Scheffe Multiple Range Test indicated that the differences between
the sixteen classes were not statistically significant at the 0.05 level. Accordingly all
classes were contained in the one homogeneous subset identified with the relationships
between the classes not statistically significant at the 0.05 level.
The range of means for the Term 3 Achievement scale was 0.60 with the students in Class
2/1 having the highest average level of Achievement (3.63) and students in Class 2/2
having the lowest (3.03). This result indicates that students in Class 2/1 were happier with
their level of achievement than students in the other classes. Results of the Scheffe
Multiple Range Test indicated that the differences between the sixteen classes were not
statistically significant at the 0.05 level. Accordingly, all classes were contained in the one
homogeneous subset identified with the relationships between the classes not statistically
significant at the 0.05 level.
The range of means for the Term 3 Social Integration scale was 0.54 with the students in
Class 1/3 having the highest average level of Social Integration (3.44) and students in
Class 3/4 having the lowest (2.90). This result indicates that students in Class 1/3 were
happier with their relationship with their peers than students in other classes. Results of
the Scheffe Multiple Range Test indicated that the differences between the sixteen classes
were not statistically significant at the 0.05 level. Accordingly, all classes were contained
in the one homogeneous subset identified with the relationships between the classes not
statistically significant at the 0.05 level.
The range of means for the Term 3 Adventure scale was 0.92 with the students in Class
3/2 having the highest average level of Adventure (3.13) and students in Class 1/1 having
the lowest (2.21). This result indicates that students in Class 3/2 reported more fun and
enjoyment from school than students in other classes. Results of the Scheffe Multiple
Range Test indicated that the differences between the sixteen classes were not statistically
significant at the 0.05 level. Accordingly all classes were contained in the one
homogeneous subset identified with the relationships between the classes not statistically
26
significant at the 0.05 level .

26

The one homogeneous subset identified was statistically significant at the 0.10 level
advocated by Scheffe (1959).
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To summarise, in general students in the majority of the sixteen classes were quite happy
with the aspects of their schooling measured by the QSL instrument. This was especially
true for students in Classes 3/2 and 2/3. Conversely students in Classes 1/1, 2/1, and 3/4
were generally less happy than students in the other thirteen classes on the majority of
scales.
A10.6 QSL by Class Composition
The QSL scales by Class Composition ANOVA indicated significant differences for
students in straight year and composite year classes on three of the seven QSL scales in
Term 2 and two of the seven QSL scales in Term 3. In Term 2, significant differences
were observed for the General Satisfaction (F=6.90, df=1,447, p<0.01), Teacher (F=5.09,
df=1,447, p<0.05), and Adventure (F=4.75, df=1,447, p<0.05) scales. In Term 3,
significant differences were observed for the Teacher (F=4.82, df=1,447, p<0.05) and
Achievement (F=17.48, df=1,447, p<0.01) scales. Means and standard deviations for all
QSL scales are presented in Table A10.24.
Table A10.24 QSL Scales by Class Composition Means and Standard Deviations (in parentheses) (N=448)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

CLASS COMPOSITION
Straight
Composite
TOTAL
(N=175)
(N=273)
(N=448)
3.20
3.02
3.09
(0.66)
(0.74)
(0.72)
1.60
1.64
1.62
(0.61)
(0.65)
(0.64)
3.50
3.35
3.41
(0.65)
(0.75)
(0.71)
3.56
3.58
3.57
(0.52)
(0.54)
(0.53)
3.30
3.39
3.36
(0.65)
(0.55)
(0.59)
3.22
3.17
3.19
(0.61)
(0.65)
(0.63)
2.89
2.73
2.79
(0.73)
(0.74)
(0.74)
3.11
3.07
3.08
(0.71)
(0.72)
(0.71)
1.63
1.67
1.66
(0.63)
(0.68)
(0.66)
3.42
3.27
3.33
(0.67)
(0.75)
(0.72)
3.53
3.51
3.51
(0.51)
(0.59)
(0.56)
3.23
3.45
3.36
(0.62)
(0.52)
(0.57)
3.24
3.18
3.20
(0.57)
(0.63)
(0.61)
2.85
2.75
2.79
(0.76)
(0.74)
(0.75)
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Observation of the means for students in straight year and composite year classes suggests
that students in straight year classes tended to respond more favourably on all Term 2 and
3 QSL scales except Opportunity in Term 2 and Achievement in both Terms 2 and 3 on
which students in composite year classes responded more favourably. The difference was
statistically significant for five of the fourteen comparisons made. The result that students
in composite year classes perceived a higher level of achievement than students in straight
year classes, especially in Term 3 where the difference was statistically significant, is
important as it suggests that being in a class that contained a mix of Year 5 and 6 students
was perceived by students surveyed as impacting positively on their level of achievement.
A10.7 QSL by Class Streaming
The QSL scales by Class Streaming ANOVA indicated significant differences for students
in academically streamed and parallel classes on two of the seven QSL scales in Term 2
and four of the seven QSL scales in Term 3. In Term 2 significant differences were
observed for the Teacher (F=12.56, df=1,447, p<0.01) and Opportunity (F=8.58,
df=1,447, p<0.01) scales.
In Term 3, significant differences were observed for the General Satisfaction (F=9.81,
df=1,447, p<0.01), Negative Affect (F=6.55, df=1,447, p<0.05), Teacher (F=10.36,
df=1,447, p<0.01) and Opportunity (F=10.27, df=1,447, p<0.01) scales. Means and
standard deviations for all QSL scales are presented in Table A10.25.
Observation of the means for academically streamed and parallel classes indicates that
students in parallel classes responded more favourably on all QSL scales and the
difference was statistically significant for six of the fourteen comparisons made. Of
interest, though not reaching statistical significance, is the result that students in parallel
classes perceived a higher level of achievement than students in academically streamed
classes as it suggests that academically streamed classes, that aim to provide students with
an intellectually stimulating environment, had a negative impact on student perceptions of
their achievement for the group of students surveyed.

A - 133

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Table A10.25 QSL Scales by Class Streaming Means and Standard Deviations (in parentheses) (N=448)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

CLASS STREAMING
Parallel Academic TOTAL
(N=338)
(N=110)
(N=448)
3.11
3.00
3.09
(0.70)
(0.76)
(0.72)
1.60
1.70
1.62
(0.63)
(0.67)
(0.64)
3.47
3.20
3.41
(0.67)
(0.79)
(0.71)
3.61
3.44
3.57
(0.50)
(0.61)
(0.53)
3.37
3.31
3.36
(0.56)
(0.67)
(0.59)
3.21
3.10
3.19
(0.62)
(0.66)
(0.63)
2.81
2.75
2.79
(0.72)
(0.79)
(0.74)
3.14
2.90
3.08
(0.69)
(0.76)
(0.71)
1.61
1.80
1.66
(0.62)
(0.75)
(0.66)
3.39
3.14
3.33
(0.68)
(0.83)
(0.72)
3.56
3.33
3.51
(0.52)
(0.58)
(0.56)
3.37
3.33
3.36
(0.57)
(0.58)
(0.57)
3.22
3.16
3.20
(0.59)
(0.64)
(0.61)
2.81
2.73
2.79
(0.72)
(0.82)
(0.75)

A10.8 QSL by Class Type
The QSL scales by Class Type ANOVA indicated significant differences for students at
the five class types on four of the seven QSL scales in Term 2 and five of the seven QSL
scales in Term 3. In Term 2, significant differences were observed for the General
Satisfaction (F=2.77, df=4,447, p<0.05), Teacher (F=6.29, df=4,447, p<0.01), Opportunity
(F=2.90, df=4,447, p<0.05) and Adventure (F=2.64, df=4,447, p<0.05) scales.
In Term 3, significant differences were observed for the General Satisfaction (F=4.44,
df=4,447, p<0.01), Negative Affect (F=2.76, df=4,447, p<0.05), Teacher (F=7.70,
df=4,447, p<0.01), Opportunity (F=3.46, df=4,447, p<0.01), and Achievement (F=4.15,
df=4,447, p<0.01) scales. Means and standard deviations for these scales are presented in
Table A10.26. In general differences between class types tended to be greater on the Term
3 QSL scales than on the Term 2 scales.
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Table A10.26 QSL Scales by Class Type Means and Standard Deviations (in parentheses) (N=448)
QSL SCALES

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
2

Social
Integration
Adventure

T

General
Satisfaction
Negative
Affect

E

Teacher

R

Opportunity

M Achievement
3

Social
Integration
Adventure

Para.Yr.5
(N=29)
3.26
(0.54)
1.67
(0.56)
3.52
(0.59)
3.60
(0.54)
3.25
(0.68)
3.21
(0.59)
2.99
(0.59)
3.15
(0.56)
1.60
(0.59)
3.44
(0.64)
3.49
(0.60)
3.28
(0.60)
3.30
(0.43)
2.81
(0.80)

Para.Yr.6
(N=60)
3.32
(0.55)
1.46
(0.53)
3.69
(0.53)
3.69
(0.43)
3.34
(0.56)
3.31
(0.59)
2.99
(0.61)
3.33
(0.60)
1.48
(0.53)
3.61
(0.50)
3.68
(0.39)
3.16
(0.64)
3.32
(0.49)
3.03
(0.64)

CLASS TYPE
Para Yr.5/6 Ac. St. Yr.5 Ac. St. Yr.6
(N=249)
(N=59)
(N=51)
3.05
3.06
2.94
(0.74)
(0.82)
(0.69)
1.63
1.75
1.64
(0.65)
(0.75)
(0.58)
3.42
3.34
3.04
(0.70)
(0.78)
(0.77)
3.60
3.39
3.51
(0.51)
(0.60)
(0.62)
3.40
3.20
3.43
(0.54)
(0.78)
(0.48)
3.19
3.11
3.10
(0.63)
(0.72)
(0.60)
2.74
2.85
2.62
(0.75)
(0.88)
(0.66)
3.10
3.00
2.78
(0.71)
(0.78)
(0.72)
1.65
1.74
1.87
(0.65)
(0.75)
(0.75)
3.33
3.36
2.88
(0.71)
(0.71)
(0.89)
3.55
3.39
3.34
(0.53)
(0.58)
(0.73)
3.44
3.24
3.45
(0.53)
(0.65)
(0.47)
3.18
3.18
3.14
(0.63)
(0.69)
(0.58)
2.76
2.80
2.65
(0.73)
(0.86)
(0.76)

TOTAL
(N=448)
3.09
(0.72)
1.62
(0.64)
3.41
(0.71)
3.57
(0.53)
3.36
(0.59)
3.19
(0.63)
2.79
(0.74)
3.08
(0.71)
1.66
(0.66)
3.33
(0.72)
3.52
(0.56)
3.36
(0.57)
3.20
(0.61)
2.79
(0.75)

Scheffe range tests were used to determine which of the individual class type means
differed from the others for the QSL scales for which a significant difference was
observed. The range of means for the Term 2 General Satisfaction scale was 0.38 with the
students in Parallel Year 5/6 classes having the highest average level of General
Satisfaction (3.32) and students in Academically Streamed Year 6 classes having the
lowest (2.94).
This result indicates that students in Parallel Year 5/6 classes were generally more
satisfied with the quality of their school life than students in the other four class types.
Results of the Scheffe Multiple Range Test indicated that the differences between the class
type means were not statistically significant at the 0.05 level. Accordingly the five class
types were contained in the one homogeneous subset identified with the relationships
between the class types were not statistically significant at the 0.05 level.
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The range of means for the Term 2 Teacher scale was 0.64 with the students in Parallel
Year 6 classes having the highest level of Teacher (3.69) and students in Academically
Streamed Year 6 classes having the lowest (3.04). This result indicates that students in
Parallel Year 6 classes were generally more satisfied with their interaction and
relationships with their respective teachers than students in the other four class types.
Results of the Scheffe Multiple Range Test indicated that the differences between the
Academically Streamed Year 6 classes mean with the Parallel Year 6 classes and Parallel
Year 5/6 classes means were statistically significant at the 0.01 and 0.05 level
27
respectively . Two homogeneous subsets were identified. The first contained
Academically Streamed Year 6 classes, Academically Streamed Year 5 classes and
Parallel Year 5/6 classes, while the second contained Academically streamed Year 5
classes, Parallel Year 5/6 classes, the Parallel Year 5 class, and Parallel Year 6 classes.
28
Neither of these groupings, however, was statistically significant at the 0.05 level . The
mean differences and significance levels are presented in Table A10.27.
Table A10.27 Term 2 Teacher QSL Scale as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE

Ac. St. Yr.6
(N=51)

Significance

Para.Yr.6
-0.64
0.00 **
(N=60)
Para Yr.5/6
-0.37
0.02 *
(N=249)
Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Opportunity scale was 0.30 with the students in
Parallel Year 6 classes having the highest average level of Opportunity (3.69) and students
in Academically Streamed Year 5 classes having the lowest (3.39). This result indicates
that students in Parallel Year 6 classes felt that school was providing them with more
opportunities for the future than students in the other four class types.

27

The differences between the Academically Streamed Year 6 classes mean with the
Parallel Year 5 classes mean was statistically significant at the 0.10 level advocated by
Scheffe (1959).
28
The first subset containing Academically Streamed Year 6 classes, Academically
Streamed Year 5 classes, and Parallel Year 5/6 classes was approaching significance at the
0.10 level advocated by Scheffe (1959).
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Results of the Scheffe Multiple Range Test indicated that the difference between the
Parallel Year 6 classes mean with the Academically Streamed Year 5 classes mean was
statistically significant at the 0.05 level. One homogeneous subset was identified
containing all class types, and whilst approaching significance at the 0.05 level, this
29
grouping was not statistically significant at the 0.05 level. The mean differences and
significance levels are presented in Table A10.28.
Table A10.28 Term 2 Opportunity QSL Scale as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE
Para.Yr.6
(N=60)
Significance Level:

Ac. St. Yr.5
(N=59)

Significance

-0.30

0.04 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Adventure scale was 0.37 with the students in the
Parallel Year 5 class having the highest average level of Adventure (2.99) and students in
the Academically Streamed Year 5 classes having the lowest (2.62). This result indicates
that students in the Parallel Year 5 class reported more fun and enjoyment from school
than students in the other four class types. Results of the Scheffe Multiple Range Test
indicated that the differences between the class type means were not statistically
significant at the 0.05 level. Accordingly the five class types were contained in the one
homogeneous subset identified with the relationships between the class types not
statistically significant at the 0.05 level.
The range of means for the Term 3 General Satisfaction scale was 0.54 with the students
in Parallel Year 6 classes having the highest average level of General Satisfaction (3.32)
and students in Academically Streamed Year 6 classes having the lowest (2.78). This
result indicates that students in Parallel Year 6 classes were generally more satisfied with
the quality of their school life than students in the other four class types. Results of the
Scheffe Multiple Range Test indicated that the difference between the Parallel Year 6
classes mean and the Academically Streamed Year 6 classes mean was statistically
significant at the 0.01 level.

29

The one homogeneous subset identified was statistically significant at the 0.10 level
advocated by Scheffe (1959).
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Two homogeneous subsets were identified. The first contained Academically Streamed
Year 6 classes, Academically Streamed Year 5 classes, Parallel Year 5/6 classes, and the
Parallel Year 5 class. The second contained Academically Streamed Year 5 classes,
Parallel Year 5/6 classes, the Parallel Year 5 class, and Parallel Year 6 classes. Neither of
these groupings, however, were statistically significant at the 0.05 level. The mean
differences and significance levels are presented in Table A10.29.
Table A10.29 Term 3 General Satisfaction QSL Scale as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE
Para.Yr.6
(N=60)
Significance Level:

Ac. St. Yr.6
(N=51)

Significance

-0.54

0.00 **

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Negative Affect scale was 0.39 with the students in
Academically Streamed Year 6 classes having the highest average level of Negative
Affect (1.87) and students in Parallel Year 6 classes having the lowest (1.48). This result
indicates that students in Parallel Year 6 classes had less negative feelings regarding
school than students in the other four class types.
Results of the Scheffe Multiple Range Test indicated that the difference between the
Parallel Year 6 classes mean with the Academically Streamed Year 6 classes mean was
statistically significant at the 0.05 level. Two homogeneous subsets were identified. The
first contained Parallel Year 6 classes, the Parallel Year 5 class, Parallel Year 5/6 classes
and Academically streamed Year 5 classes. The second contained Parallel Year 5 class,
Parallel Year 5/6 classes, Academically streamed Year 5, and Academically streamed
Year 6 classes. Neither of these groupings, however, was statistically significant at the
0.05 level. The mean differences and significance levels are presented in Table A10.30.
Table A10.30 Term 3 Negative Affect QSL Scale as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE
Para.Yr.6
(N=60)
Significance Level:

Ac. St. Yr.6
(N=51)

Significance

0.39

0.04 *

* p < 0.05 ** p < 0 .01 (two-tailed)
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The range of means for the Term 3 Teacher scale was 0.72 with the students in Parallel
Year 6 classes having the highest level of Teacher (3.61) and students in Academically
Streamed Year 6 classes having the lowest (2.88), as was the case in Term 2. This result
indicates that students in Parallel Year 6 classes were generally more satisfied with their
interaction and relationships with their respective teachers than students in the other four
class types.
Results of the Scheffe Multiple Range Test indicated that the differences between the
Academically Streamed Year 6 classes mean with the Parallel Year 6 classes and Parallel
Year 5/6 classes means were statistically significant at the 0.01 level and with the Parallel
Year 5 class and Academically Streamed Year 5 classes means at the 0.05 level. Two
homogeneous subsets were identified. The first contained Academically Streamed Year 6
classes only, while the second contained, Parallel Year 5/6 classes, Academically
Streamed Year 5 classes, the Parallel Year 5 class and Parallel Year 6 classes. Neither of
these groupings, however, were statistically significant at the 0.05 level. The mean
differences and significance levels are presented in Table A10.31.
Table A10.31 Term 2 Teacher QSL Scale as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE

Ac. St. Yr.6
(N=51)

Significance

Para.Yr.5
-0.56
0.02 *
(N=29)
Para.Yr.6
-0.72
0.00 **
(N=60)
Para Yr.5/6
-0.45
0.00 **
(N=249)
Ac. St. Yr.5
-0.47
0.02 *
(N=59)
Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Opportunity scale was 0.33 with the students in
Parallel Year 6 classes having the highest average level of Opportunity (3.68) and students
in Academically Streamed Year 6 having the lowest (3.34). This result indicates that, as
was the case in Term 2, students in Parallel Year 6 classes felt that school was providing
them with more opportunities for the future than students in the other four class types.
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Results of the Scheffe Multiple Range Test indicated that the differences between the
Parallel Year 6 classes mean with the Academically Streamed Year 6 classes mean was
statistically significant at the 0.05 level. Two homogeneous subsets were identified. The
first contained Academically streamed Year 6 classes, Academically streamed Year 5
classes, the Parallel Year 5 class, and Parallel Year 5/6 classes. The second contained
Academically streamed Year 5 classes, the Parallel Year 5 class, Parallel Year 5/6 classes,
and Parallel Year 6 classes. Neither of these groupings, however was statistically
significant at the 0.05 level. The mean differences and significance levels are presented in
Table A10.32.
Table A10.32 Term 2 Opportunity QSL Scale as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE
Para.Yr.6
(N=60)
Significance Level:

Ac. St. Yr.6
(N=51)

Significance

-0.33

0.04 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Achievement scale was 0.28 with the students in
Parallel Year 5/6 classes having the highest average level of Achievement (3.45) and
students in Parallel Year 6 classes having the lowest (3.16). This result indicates that, as
was the case for Term 2, students in Parallel Year 5/6 classes were happier with their level
of achievement than students in the other four class types.
Results of the Scheffe Multiple Range Test indicated that the differences between the
Parallel Year 5/6 classes mean with the Parallel Year 6 classes mean was statistically
significant at the 0.05 level. One homogeneous subset was identified containing all class
types. However this grouping was not statistically significant at the 0.05 level. The mean
differences and significance levels are presented in Table A10.33.
Table A10.33 Term 2 Opportunity QSL Scale as Dependant Variable Significant Class Type Mean Differences and Level of Significance
CLASS TYPE
Para.Yr.6
(N=60)
Significance Level:

Para Yr.5/6
(N=249)

Significance

0.27

0.02 *

* p < 0.05 ** p < 0 .01 (two-tailed)
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The range of means for the Term 3 Adventure scale was 0.38 with the students in Parallel
Year 6 classes having the highest average level of Opportunity (3.03) and students in
Academically Streamed Year 6 classes having the lowest (2.65). This result indicates that
students the Parallel Year 6 class reported more fun and enjoyment from school than
students in the other four class types. Results of the Scheffe Multiple Range Test indicated
that the differences between the class type means were not statistically significant at the
0.05 level. Accordingly the five class types were contained in the one homogeneous subset
with the relationships between the class types not statistically significant at the 0.05 level.
In summary, students in Parallel Year 6 classes responded more favourably on all of the
QSL scales except the achievement scale in both Term 2 and Term 3. Differences between
the class types were statistically significant for nine of the fourteen comparisons made.
Differences between class types tended to be greater on the Term 3 QSL scales than on the
Term 2 scales.
A10.9 Summary
Significant Term 2 and Term 3 QSL scale differences were evident according to gender on
five of the analyses, school on all analyses, class on thirteen of the analyses, class
compositions on five of the analyses, class streaming on six of the analyses, and class type
on eight of the analyses. No significant year differences were evident, however year of
schooling results indicated Year 5 students tended to respond more favourably on General
Satisfaction, Teacher, and the Term 2 Adventure QSL scales, yet also report more
negative feelings and emotions regarding school on the Negative Affect scales.
Year 6 students tended to respond more favourably on the Opportunity, Achievement, and
Social Integration QSL scales than Year 5 students. In general, females, students at
Schools 2 and 3, student Classes 3/2 and 2/3, composite year classes, and parallel classes
(especially parallel Year 6 classes), tended to respond more favourably on the QSL scales
than their respective cohorts. The between groups F-values for the analyses of variance are
presented in Table A10.34.
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Table A10.34 QSL Scale Mean Scores by other Student Variables ANOVA Between Groups F-Values (N=448)
QSL SCALES

BACKGROUND VARIABLES
Class
Class
Year
Class
Class Type
Composit. Streaming

Gender

School

General
Satisfaction

5.95 *

15.00 **

0.29

5.61 **

6.90 **

1.99

2.77 *

Negative Affect

2.96

3.07 *

0.54

1.61

0.26

1.89

1.62

Teacher

0.02

23.08 **

2.05

9.74 **

5.09 *

12.56 **

6.29 **

Opportunity

0.03

4.96 **

2.52

2.53 **

0.26

8.58 **

2.90

Achievement

6.92 **

3.89 **

1.47

1.92 *

2.56

1.27

1.88

Social
Integration

7.09 **

5.71 **

0.01

2.32 **

0.59

2.45

1.01

Adventure

2.89

13.40 **

1.52

4.08 **

4.75 *

0.57

2.64 *

General
Satisfaction

2.83

19.20 **

0.25

5.16 **

0.36

9.81 **

4.44 **

Negative Affect

2.93

5.20 **

2.20

1.78 *

0.57

6.55 *

2.76 *

Teacher

0.57

27.92 **

3.24

8.42 **

4.82 *

10.36 **

7.70 **

Opportunity

0.00

6.28 **

0.42

2.29 **

0.28

10.27 **

3.46 **

Achievement

3.70

7.06 **

0.16

2.27 **

17.48 **

0.40

4.15 **

Social
Integration

4.47 *

7.12 **

0.42

2.16 **

0.83

0.70

0.92

Adventure

3.97 *

10.39 **

0.12

3.14 **

2.02

0.83

2.13

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)
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APPENDIX 11
Teacher Variables:
Full Descriptive Results of the Analysis of Relationships and Differences
In and Between the Teacher Variables
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A11.1 Introduction
In an attempt to provide greater insights into the nature of the teacher sample,
relationships and differences between the teacher background variables were examined.
A11.2 Correlations between Teacher Background Variables
Relationships between all teacher background variables except School, Class Type, Class
Composition, and Class Streaming were examined through correlation coefficients.
Although some of the variables are ordinal rather than interval, Pearson product-moment
coefficients are reported. This practice aids consistency and a check using rank-order
correlation methods indicated that it did not distort the nature of the relationships
discussed. The coefficients are presented in Table A11.1.
Table A11.1 Teacher Background Variables Correlation Coefficients (N=16)
Gender

Qual.

Positn. Status

Years Yrs. at Teach. Stress Term 2 Term 3
Teach. School Load
Item Sick % Sick %

Gender

1

Qualif.

-0.10

1

Position

-0.41

0.20

1

Status

0.23

-0.02

-0.23

1

-0.20

-0.12

0.45

-0.36

1

-0.12

-0.39

0.10

-0.10

0.39

1

0.19

-0.21

-0.41

- 0.66 **

0.18

0.08

1

-0.11

-0.10

-0.13

-0.11

0.28

0.45

0.20

1

-0.11

-0.12

0.15

-0.11

0.07

0.14

0.07

-0.19

1

-0.12

0.41

-0.14

-0.16

0.24

0.28

0.36

0.47

-0.27

1

0.05

-0.23

0.15

-0.12

-0.33

-0.15

-0.03

-0.06

0.60 *

-0.33

-0.20

0.25

-0.12

-0.24

0.32

0.27

0.37

0.53 *

-0.19

0.90 **

Years
Teaching
Years at
School
Teaching
Load
Stress
Item
Term 2
Sick %
Term 3
Sick %
Term 2
Total %
Term 3
Total %

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

Significant positive correlations were evident between Term 2 TSick (%) and Term 2
TTotal (%) (r=0.60, p<0.05), and Term 3 TSick (%) and Term 3 TTotal (%) (r=0.90,
p<0.01). These results indicate that teachers who were absent more often for illness also
had higher rates of total absence in both Terms 2 and 3. As illness for absence accounted
for more than half of total teacher absence, these results are not unexpected.
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Importantly, Term 3 TTotal (%) was also significantly positively correlated with the Stress
Item (r=0.53, p<0.05) on which teachers reported their perceived level of stress in the
three months preceding the study. This result indicates that higher background stress
levels correlated with increased absence for illness in Term 3. Finally, a significant
negative correlation was evident between Status and Teaching Load (r=-0.66, p<0.01)
reinforcing that the lowest teaching load was reported by the part-time teacher, as reported
in Section 7.2.
In summary, teachers who were absent more for illness had higher overall levels of
absence in both Terms 2 and 3. The link between teacher stress and increased absence for
illness is reinforced by much of the general occupational stress and teacher stress
literature, described in Sections 3.3.3 and 3.20.1 respectively.
A11.3 Gender, Qualifications, Position, Stress Item, School, Class Composition, Class
Streaming, and Class Type
Relationships between School, Class Composition, Class Streaming, Class Type, Gender,
Qualifications, Position, and the Stress Item were examined using Chi-squared tests. The
small teacher sample could make the majority of these analyses unstable, however, they
have been included in an attempt to provide as broad a description of the teacher sample as
possible.
Chi-square values and the tables on which the values are based are presented in Table
A11.2 for the Gender, Qualifications, Position, Stress Item, Class Type, and School
analyses; Table A11.3 for the Gender, Qualifications, Position, Stress Item, and Class
Composition analyses; Table A11.4 for the Gender, Qualifications, Position, Stress Item,
and Class Streaming analyses; and, Table A11.5 for the Gender, Qualifications, Position,
Stress Item, and Class Type analyses.
Results indicated significant differences for the School by Class Type (r=22.67, df=12,
p<0.05), School by Class Composition (r=12.95, df=3, p<0.05), School by Class
Streaming (r=8.00, df=3, p<0.05), Stress by Class Streaming (r=8.44, df=3, p<0.05), and
Qualifications by Class Type (r=24.42, df=8, p<0.05) Chi-square tests. Schools 3 and 4
only contained composite parallel Year 5 and 6 classes, while Schools 1 and 2 contained a
mix of single year, composite, parallel and academically streamed classes.
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The number of degree / diploma of education qualified teachers controlling parallel 5/6
classes is most likely due to the majority of the sample being contained in these two
categories. The significant difference observed between teachers of parallel and
academically streamed classes for the Stress Item is most likely due to the majority of
parallel class teachers reporting significantly less stress in the three months preceding the
study, than the majority of teachers of single year classes.
No other significant relationships between schools or class types taught by the teachers
were evident for any of the background variables listed. Again it is important to note that
the disproportionate class streaming and class type group sizes could make these findings
unreliable.
Table A11.2 Teacher Gender, Qualifications, Position, Stress Item,
Class Type and School Chi-square Results (N=16)
SCHOOL
1
2
3
4
Chi-Sq.
(N=4) (N=4) (N=4) (N=4) Value
4.83
GENDER
3
2
2
0
Male
1
2
2
4
Female
6.00
QUALIFICATIONS
0
1
0
0
Teaching Certificate
0
0
0
1
Diploma
2
2
3
3
Degree/Diploma Ed.
2
1
1
0
Postgraduate
6.00
POSITION
1
1
3
3
Teacher
1
1
0
0
Advanced Skills Tch.
1
1
0
0
Executive Teacher
1
1
1
1
Assistant Principal
11.24
STRESS ITEM
1
0
2
0
None
1
1
2
3
A little
0
1
0
1
Some
2
2
0
0
A Fair Bit
12.95
CLASS COMPOSITION
3
4
0
0
Single Year
1
0
4
4
Composite
8.00
CLASS STREAMING
1
3
4
4
Parallel
3
1
0
0
Academically Streamed
22.67
CLASS TYPE
0
1
0
0
Parallel Yr.5
0
2
0
0
Parallel Yr.6
1
0
4
4
Parallel Yr.5/6
1
1
0
0
Streamed Yr.5
2
0
0
0
Streamed Yr.6
VARIABLES

d.f.

Signif.

3

0.19

6

0.42

9

0.74

9

0.26

3

0.01 **

3

0.05 *

12

0.03 *
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Table A11.3 Teacher Gender, Qualifications, Position,
Stress Item, and Class Composition Chi-square Results (N=16)
VARIABLES
GENDER
Male
Female
QUALIFICATIONS
Teaching Certificate
Diploma
Degree/Diploma Ed.
Postgraduate
POSITION
Teacher
Advanced Skills Tch.
Executive Teacher
Assistant Principal
STRESS ITEM
None
A little
Some
A Fair Bit

COMPOSITION
Single Yr. Composite
(N=7)
(N=9)
4
3

3
6

1
0
3
3

0
0
8
1

2
2
1
2

6
0
1
2

1
1
1
4

2
6
1
0

Chi-Sq.
Value
0.91

d.f.

Signif.

1

0.34

4.09

2

0.13

3.81

3

0.28

7.78

3

0.05

Table A11.4 Teacher Gender, Qualifications, Position,
Stress Item, and Class Streaming Chi-square Results (N=16)
VARIABLES
GENDER
Male
Female
QUALIFICATIONS
Teaching Certificate
Diploma
Degree/Diploma Ed.
Postgraduate
POSITION
Teacher
Advanced Skills Tch.
Executive Teacher
Assistant Principal
STRESS ITEM
None
A little
Some
A Fair Bit

STREAMING
Parallel Academic
(N=12)
(N=4)
4
8

3
1

1
0
9
2

0
0
2
2

7
1
1
3

1
1
1
1

2
7
2
1

1
0
0
3

Chi-Sq.
Value
2.12

d.f.

Signif.

1

0.15

1.94

2

0.38

2.00

3

0.57

8.44

3

0.04 *
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Table A11.5 Teacher Gender, Qualifications, Position,
Stress Item, and Class Type Chi-square Results (N=16)
VARIABLES
GENDER
Male
Female
QUALIFICATIONS
Teaching Certificate
Diploma
Degree/Diploma Ed.
Postgraduate
POSITION
Teacher
Advanced Skills Tch.
Executive Teacher
Assistant Principal
STRESS ITEM
None
A little
Some
A Fair Bit

CLASS TYPE
Para. Para. Para. Ac. St. Ac. St.
Yr.5 Yr.6 Yr.5/6 Yr.5 Yr.6
(N=1) (N=2) (N=9) (N=2) (N=2)
1
0

0
2

3
6

1
1

2
0

1
0
0
0

0
0
1
1

0
1
7
1

0
0
2
0

0
0
0
2

0
1
0
0

1
0
0
1

6
0
1
2

1
0
1
0

0
1
0
1

0
0
0
1

0
1
1
0

2
6
1
0

0
0
0
2

1
0
0
1

Chi-Sq.
Value

d.f.

Signif.

5.84

4

0.21

24.42

8

0.00 **

16.67

12

0.16

18.21

12

0.11

A11.4 Years Teaching, Years at School, Teaching Load, Absence, School, Class
Composition, Class Streaming, and Class Type
A11.4.1 The Analysis
Relationships of Years Teaching, Years at School, Teaching Load, and absence with
teacher School, Class Composition, Class Streaming, and Class Type were examined
using a series of one-way analyses of variance. No significant differences were identified
for any of the analyses carried out. The between groups F-value is presented in Table
A11.6 for Years Teaching, Years at School, Teaching Load, Term 2 TSick (%), Term 3
TSick (%), Term 2 TTotal (%), and Term 3 TTotal (%) by teacher School, Class
Composition, Class Streaming, and Class Type.
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Table A11.6 Other Teacher Background Variables by School, Class Composition,
Class Streaming and Class Type ANOVA Between Groups F-Values (N=16)

School

INDEPENDENT VARIABLE
Class
Class
Composition
Streaming

Class Type

Years Teaching

3.31

2.17

0.44

1.39

Years at School

1.32

4.24

0.00

2.77

Teaching Load

0.13

0.00

0.13

0.10

Term 2 Sick %

0.24

0.11

1.87

2.35

Term 3 Sick %

0.50

1.95

1.95

1.43

Term 2 Total %

1.41

0.03

0.07

2.01

Term 3 Total %

0.81

4.04

4.05

1.59

Significance Level: * p < 0.05 ** p < 0 .01

A11.4.2 Teacher Variables by School
Means and standard deviations for Years Teaching, Years at School, Teaching Load and
Term 2 TSick (%), Term 3 TSick (%), Term 2 TTotal (%), and Term 3 TTotal (%) by
School are presented in Table A11.7.
Table A11.7 Teacher Background Variables by School Means and Standard Deviations (in parentheses) (N=16)

Years
Teaching
Years at
School
Teaching
Load
Term 2 Sick
%
Term 3 Sick
%
Term 2 Total
%
Term 3 Total
%

School 1
(N=4)
22.75
(5.25)
7.50
(5.97)
20.50
(0.58)
2.84
(3.41)
10.50
(18.12)
3.47
(2.72)
14.56
(16.39)

School 2
(N=4)
21.50
(9.18)
11.25
(11.27)
20.50
(0.58)
4.55
(3.21)
5.63
(6.25)
8.13
(4.18)
13 .13
(5.15)

SCHOOL
School 3 School 4
(N=4)
(N=4)
6.50
19.50
(6.19)
(11.03)
3.00
4.00
(1.41)
(2.45)
20.75
20.50
(0.50)
(1.00)
3.98
3.98
(2.86)
(2.18)
2.50
3.75
(2.04)
(4.79)
7.39
5.68
(3.88)
(2.93)
5.00
10.00
(5.40)
(5.40)

TOTAL
(N=16)
17.56
(9.97)
6.44
(6.73)
20.56
(0.63)
3.84
(2.72)
5.59
(9.42)
6.16
(3.63)
10.67
(9.22)
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A11.4.3 Teacher Variables by Class Composition
Means and standard deviations for Years Teaching, Years at School, Teaching Load and
Term 2 TSick (%), Term 3 TSick (%), Term 2 TTotal (%), and Term 3 TTotal (%) by
Class Composition are presented in Table A11.8.
Table A11.8 Teacher Background Variables by Class Composition Means and Standard Deviations (in parentheses) (N=16)

Years
Teaching
Years at
School
Teaching
Load
Term 2 Sick
%
Term 3 Sick
%
Term 2 Total
%
Term 3 Total
%

CLASS COMPOSITION
Single Year
Composite
TOTAL
(N=7)
(N=9)
(N=16)
21.57
14.44
17.56
(7.32)
(11.00)
(9.97)
10.00
3.67
6.44
(9.07)
(1.87)
(6.73)
20.57
20.56
20.56
(0.53)
(0.63)
(0.63)
3.57
4.04
3.84
(3.44)
(2.21)
(2.72)
9.21
2.78
5.59
(13.39)
(3.41)
(9.42)
5.97
6.31
6.16
(4.40)
(3.17)
(3.63)
15.46
6.94
10.67
(11.13.)
(5.56)
(9.22)

A11.4.4 Teacher Variables by Class Streaming
Means and standard deviations for Years Teaching, Years at School, Teaching Load, Term
2 TSick (%), Term 3 TSick (%), Term 2 TTotal (%), and Term 3 TTotal (%) by Class
Streaming are presented in Table A11.9.
Table A11.9 Teacher Background Variables by Class Streaming Means and Standard Deviations (in parentheses) (N=16)

Years
Teaching
Years at
School
Teaching
Load
Term 2 Sick
%
Term 3 Sick
%
Term 2 Total
%
Term 3 Total
%

Parallel
(N=12)
17.25
(10.86)
6.42
(7.01)
20.58
(0.67)
4.36
(2.46)
3.75
(4.59)
6.31
(2.90)
8.23
(5.83)

STREAMING
Academic
(N=4)
18.50
(7.94)
6.50
(6.81)
20.50
(0.58)
2.27
(3.21)
11.13
(17.68)
5.74
(5.88)
18.00
(14.33)

TOTAL
(N=16)
17.56
(9.97)
6.44
(6.73)
20.56
(0.63)
3.84
(2.72)
5.59
(9.42)
6.16
(3.63)
10.67
(9.22)
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A11.4.5 Teacher Variables by Class Type
Means and standard deviations for Years Teaching, Years at School, Teaching Load,
Term 2 TSick (%), Term 3 TSick (%), Term 2 TTotal (%), and Term 3 TTotal (%) by
Class in Table A11.10.
Table A11.10 Teacher Background Variables by Class Type Means and Standard Deviations (in parentheses) (N=16)

Years
Teaching
Years at
School
Teaching
Load
Term 2 Sick
%
Term 3 Sick
%
Term 2 Total
%
Term 3 Total
%

Para.Yr.5
(N=1)
31.00
(.)
21.00
(.)
21.00
(.)
2.27
(.)
2.50
(.)
5.23
(.)
8.75
(.)

CLASS TYPE
Para.Yr.6 Para Yr.5/6 Ac. St. Yr.5 Ac. St. Yr.6
(N=2)
(N=9)
(N=2)
(N=2)
23.00
14.44
12.00
25.00
(1.41)
(11.00)
(4.24)
(1.41)
11.50
3.67
5.00
8.00
(13.44)
(1.87)
(0.00)
(9.90)
20.50
20.56
20.50
20.50
(0.71)
(0.73)
(0.71)
(0.71)
6.82
4.04
4.55
0.00
(3.21)
(2.21)
(3.21)
(0.00)
8.75
2.78
3.50
18.75
(3.41)
(3.41)
(1.41)
(26.52)
6.82
6.31
10.23
1.25
(3.21)
(3.17)
(4.82)
(0.16)
13.75
6.94
12.87
23.13
(7.07)
(5.56)
(4.77)
(22.10)

TOTAL
(N=16)
17.56
(9.97)
6.44
(6.73)
20.56
(0.63)
3.84
(2.72)
5.59
(9.42)
6.16
(3.63)
10.67
(9.22)

A11.5 Summary
Although none of the means was statistically significantly different, nor were any
significant ANOVA results observed, trends in the means for each school suggest that
teachers at School 3 have had a shorter teaching career than teachers at the other three
schools. Teachers of Parallel Year 5 and Parallel Year 6 classes and also those located at
Schools 1 and 2 tend to have been at their current school longer than other teachers.
With regard to class composition, teachers of single year classes tended to have been
teaching longer and also have been at their current school longer, with the latter difference
approaching significance at the 0.05 level. Little difference in experience or time at
current school was evident with regard to teaching a parallel or academically streamed
class.
With regard to absence, teachers at School 1 tended to be absent less in Term 2 than
teachers at the other schools, yet had a higher rate of absence in Term 3 than teachers at
the other schools. Class composition differences indicated that teachers of composite year
classes tended to have slightly higher rates of absence that teachers of single year classes
in Term 2. This result was reversed in Term 3 with greater differences evident and the
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Term 3 TTotal (%) difference approaching significance at the 0.05 level.
Similar trends were evident for class streaming with teachers of parallel classes tending to
have slightly higher rates of absence than teachers of academically streamed classes in
Term 2. This result was reversed in Term 3 with greater differences evident and the Term
3 TTotal (%) difference approaching significance at the 0.05 level.
Finally, class type differences were also evident with the highest average rate of absence
due to illness being reported by teachers of parallel Year 6 classes in Term 2 and teachers
of academically streamed Year 6 classes in Term 3. The highest average rate of total
absence was reported by teachers of academically streamed Year 5 classes in Term 2 and
teachers of academically streamed Year 6 classes in Term 3. Again it is important to
reinforce that these are only possible trends in the data due mainly to the small size of the
teacher sample.
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APPENDIX 12
Teacher Variables, Stress, and Satisfaction Scales:
Full Descriptive Results of the Analysis of Relationships and Differences
In and Between the Teacher Variables and the Teacher Stress and
Teacher Satisfaction Scales
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A12.1 Introduction
To determine if teacher perceptions of their level of stress and satisfaction was related to
their biographical characteristics, it was important to examine the relationships and
differences between the teacher background variables and the teacher stress and teacher
satisfaction scales.
A12.2 Teacher Gender, Qualifications, Position, Years Teaching, Years at School,
Teaching Load, Stress Item, and the Teacher Stress and Teacher Satisfaction Scales
A12.2.1 The Analysis
Relationships between the teacher background variables of Gender, Qualifications,
Position, Years Teaching, Years at School, Teaching Load, the Stress Item, and the scale
mean scores for the Teacher Stress scales and the Teacher Satisfaction scales were
examined through Pearson product-moment correlation coefficients. Results for the
correlational analyses are presented in Table A12.1.
A12.2.2 Teaching Background and the Teacher Stress and Teacher Satisfaction
Scales
A significant positive correlation was evident between Qualifications and the
Administration and Senior Staff Term 2 Teacher Satisfaction scale (r=0.51, p<0.05), while
a significant negative correlation was evident between Qualifications and the Conflict
Term 3 Teacher Stress scale (r=-0.50, p<0.05). These results indicate that teachers who
held degree and postgraduate qualifications were more satisfied with their relationships
with school executives in Term 2 and less likely to perceive stress arising from conflict
with these executives in Term 3. This result can be largely explained due to all executive
teachers surveyed holding either degree or postgraduate qualifications.
Significant positive correlations were also evident between Years Teaching and the
Rewards and Recognition Term 2 Teacher Stress scale (r=0.50, p<0.05) and the Term 3
Teacher Stress scales of Conflict (r=0.51, p<0.05), and Rewards and Recognition (r=0.68,
p<0.01). These results indicate that more experienced teachers perceived higher levels of
stress from lack of rewards and recognition in both Terms 2 and 3, and more conflict with
administrative and senior staff in Term 3. These results would tend support the popular
belief that many experienced teachers become increasingly disenfranchised from their
teaching role. Schofield and Bourke (1997), for example, suggested these correlations
might be a symptom of teacher burnout.

A - 154

Dr. Carl Leonard - Quality of School Life and Attendance in Primary Schools - © 2002

Table A12.1 Teacher Background Variables, Teacher Stress and Teacher
Satisfaction Scale Mean Scores - Correlation Coefficients (N=16)
TEACHER
SCALE

BACKGROUND VARIABLES
Gender Qualific. Position Status Yrs. Tch. Yrs. Scl. Tch. Lod. Stress
TEACHER STRESS

T

Conflict

0.12

-0.47

-0.24

-0.01

0.23

0.32

0.24

0.33

E

Student &
Physical Cond.

0.27

-0.05

-0.11

0.08

0.22

0.04

0.19

0.65 **

R Time Pressures

0.29

0.12

0.09

0.04

0.36

0.16

-0.04

0.65 **

0.06

-0.24

0.07

-0.14

0.50 *

0.18

0.21

0.60 *

M

Rewards &
Recognition

TEACHER SATISFACTION
2

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

-0.21

0.31

0.22

0.07

-0.09

0.04

-0.19

-0.57 *

0.11

0.19

0.07

0.05

0.31

-0.03

-0.02

-0.26

0.04

0.51 *

0.31

0.13

-0.11

-0.29

-0.27

-0.42

TEACHER STRESS
T

Conflict

0.04

-0.50 *

0.16

0.04

0.51 *

0.29

-0.04

0.17

E

Student &
Physical Cond.

0.01

0.14

0.05

0.06

0.43

-0.06

0.12

0.24

R Time Pressures

0.12

0.01

-0.00

0.10

0.36

0.14

0.01

0.75 **

-0.17

-0.17

0.42

-0.16

0.68 **

0.17

0.01

0.30

M

Rewards &
Recognition

TEACHER SATISFACTION
3

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

0.01

-0.00

-0.36

0.08

-0.40

0.05

-0.00

-0.32

0.16

-0.22

0.18

0.12

-0.20

0.36

0.08

0.11

0.37

0.23

-0.02

0.37

-0.41

-0.00

-0.31

-0.25

Significance Level: * p < 0.05 ** p < 0 .01 (two-tailed)

A12.2.3 Perceived Stress and the Teacher Stress and Teacher Satisfaction Scales
A general trend is evident with teachers who reported higher levels of stress in the three
months preceding the study reporting higher stress on the Teacher Stress scales and lower
satisfaction on Teacher Satisfaction scales. Significant positive correlations were evident
between the single-item Stress question from the Teacher Background Questionnaire and
Term 2 Teacher Stress scales of Student and Physical Conditions (r=0.65, p<0.01), Time
Pressures (r=0.65, p<0.01), Rewards and Recognition (r=0.60, p<0.05), and the Term 3
Teacher Stress scale of Time Pressures (r=0.75, p<0.05). A significant negative correlation
was evident with the Workload and Conditions Term 2 Teacher Satisfaction scale (r=0.57, p<0.05). A number of the non-significant relationships were also approaching
significance at the 0.05 level.
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These results indicate that teachers who rated their level of stress as being higher than that
of their peers on the background stress question were also more likely to indicate a higher
level of stress from student and physical conditions and lack of rewards in Term 2, time
pressures in Terms 2 and 3, and lower satisfaction with their workload and conditions
associated with their teaching role in Term 2.
Above all, current results would appear to indicate that stress arising from time pressures
in teaching may have a greater influence on teacher perceptions of their overall level of
stress than the other stress sources examined. Further analysis of this finding with regard
to teacher school, class composition, class streaming, and class type will be undertaken in
Section A12.3.
A12.3 Teacher School, Class Composition, Class Streaming, Class Type, and the
Teacher Stress and Teacher Satisfaction Scales
A12.3.1 The Analysis
Differences in the scale mean scores for the Teacher Stress scales and Teacher Satisfaction
scales between schools, class streaming, class composition, and class types were examined
using one-way analyses of variance. Where a significant difference was observed between
schools, further analysis was undertaken using Scheffe Multiple Range Tests. In all cases
only significant mean differences and significance levels are tabulated. This has been done
in an attempt to facilitate understanding and ensure the flow of the chapter.
Scheffe Multiple Range Tests could not used for the class streaming and class composition
variables as these contained only two categories, nor the between class type analysis as the
Parallel Year 5 category only contained one subject. However, some comment is given
regarding the nature of any differences within the categories contained by the class type,
class streaming and class composition variables. The between groups F-values for the
analyses of variance are presented in Table A12.2.
A12.3.2 Teacher School and the Stress and Satisfaction Scales
Significant School differences were observed for both the Term 2 Teacher Stress scales of
Conflict (F=3.53, df=3,15, p<0.05), Time Pressures (F=6.81, df=3,15, p<0.01), and
Rewards and Recognition (F=4.02, df=3,15, p<0.05), and the Term 3 Teacher Stress
scales of Conflict (F=3.72, df=3,15, p<0.05), Time Pressures (F=4.78, df=3,15, p<0.05),
and Rewards and Recognition (F=4.06, df=3,15, p<0.05). Means and standard deviations
for each school are presented in Table A12.3.
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Table A12.2 Teacher Stress and Teacher Satisfaction Scales by Teacher Background
Variables ANOVA - Between Groups F-Values (N=16 for all scales)
TEACHER
SCALE

School

T

Conflict

3.53 *

4.24

2.50

7.35 **

E

Student &
Physical Cond.

1.89

3.49

3.03

1.61

6.81 **

4.95 *

3.32

1.80

4.02 *

7.02 *

1.92

1.88

R Time Pressures
M

Rewards &
Recognition

BACKGROUND VARIABLES
Class Compos. Class Stream.
TEACHER STRESS

Class Type

TEACHER SATISFACTION
2

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

2.28

3.53

1.84

3.43 *

1.31

4.98 *

3.74

3.47 *

1.93

4.44

0.27

3.97 *

TEACHER STRESS
T

Conflict

3.72 *

0.78

1.21

2.38

E

Student &
Physical Cond.

3.43

0.39

1.23

0.27

4.78 *

3.09

2.04

0.95

4.06 *

8.10 *

0.95

2.39

R Time Pressures
M

Rewards &
Recognition

TEACHER SATISFACTION
3

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

1.25

2.42

1.12

0.73

0.30

1.25

0.86

0.29

0.37

2.20

1.00

1.63

Scheffe range tests were used to determine which of the individual school means differed
from the others for the Teacher Stress scales for which a significant difference was
observed. The range of means for the Term 2 Conflict scale was 0.96 with the teachers at
School 2 having the highest average level of Conflict (2.71) and teachers at School 1
having the lowest (1.75). This result indicates that teachers at School 2 perceived more
stress from conflict with senior and administrative staff than teachers at the other three
schools.
Results of the Scheffe Multiple Range Test indicated that the differences between the four
school means were not statistically significant at the 0.05 level. Accordingly the four
schools were contained in the one homogeneous subset identified with the relationships
between the schools not statistically significant at the 0.05 level.
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Table A12.3 Teacher Stress and Teacher Satisfaction Scales by School Means and Standard Deviations (in parentheses) (N=16)
SCALE

T

Conflict

Student &
Physical Cond.
Time
R
Pressures
Rewards &
M
Recognition
E

2

T

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff
Conflict

Student &
Physical Cond.
Time
R
Pressures
Rewards &
M
Recognition
E

3

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

SCHOOL
School 1 School 2 School 3 School 4
(N=4)
(N=4)
(N=4)
(N=4)
TEACHER STRESS
1.75
2.71
1.75
1.83
(0.44)
(0.74)
(0.44)
(0.24)
2.00
2.03
1.44
2.00
(0.54)
(0.36)
(0.24)
(0.47)
2.71
2.95
1.71
2.88
(0.55)
(0.57)
(0.37)
(0.16)
2.38
2.92
1.63
2.50
(0.58)
(0.40)
(0.16)
(0.79)
TEACHER SATISFACTION
2.71
2.04
2.96
2.33
(0.81)
(0.61)
(0.16)
(0.30)
2.88
2.38
2.75
3.00
(0.67)
(0.52)
(0.40)
(0.14)
3.25
2.50
3.29
3.17
(0.59)
(0.62)
(0.42)
(0.49)
TEACHER STRESS
1.79
2.38
1.50
2.04
(0.48)
(0.34)
(0.36)
(0.34)
2.34
1.72
1.53
2.00
(0.30)
(0.34)
(0.24)
(0.57)
2.67
2.75
1.71
2.63
(0.47)
(0.44)
(0.28)
(0.55)
2.46
2.71
1.79
2.21
(0.42)
(0.37)
(0.08)
(0.53)
TEACHER SATISFACTION
2.58
2.25
2.88
2.38
(0.62)
(0.40)
(0.34)
(0.55)
2.92
2.71
2.92
2.83
(0.55)
(0.25)
(0.32)
(0.24)
3.00
2.96
3.21
3.21
(0.49)
(0.55)
(0.34)
(0.32)

TOTAL
(N=16)
2.01
(0.61)
1.87
(0.45)
2.56
(0.65)
2.35
(0.68)
2.51
(0.60)
2.75
(0.49)
3.05
(0.58)
1.93
(0.48)
1.90
(0.47)
2.44
(0.59)
2.29
(0.49)
2.52
(0.50)
2.84
(0.34)
3.09
(0.41)

The range of means for the Term 2 Time Pressures scale was 1.25 with the teachers at
School 2 having the highest average level of Time Pressures (2.96) and teachers at School
3 having the lowest (1.71). This result indicates that teachers at School 2 perceived more
stress from lack of time to complete their teaching duties than teachers at the other three
schools. Results of the Scheffe Multiple Range Test indicated that the differences between
the School 3 mean with the Schools 2 and 4 means were statistically significant at the 0.05
30
level . Two homogeneous subsets were identified. The first contained Schools 1 and 2,
the second Schools 2-4.

30

The difference between the School 3 mean and the School 1 mean was statistically
significant at the 0.10 level advocated by Scheffe (1959).
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The first subset was approaching significance neither of these groupings were statistically
31
significant at the 0.05 level . The mean differences and significance levels are presented
in Table A12.4.
Table A12.4 Term 2 Time Pressures Teacher Stress Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL
School 2
(N=4)
School 4
(N=4)
Significance Level:

School 3
(N=4)

Significance

-1.25

0.02 *

-1.17

0.02 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 2 Rewards and Recognition scale was 1.29 with the
teachers at School 2 having the highest average level of Rewards and Recognition (2.92)
and teachers at School 3 having the lowest (1.63). This result indicates that teachers at
School 2 perceived more stress from lack of rewards and recognition than teachers at the
other three schools. Results of the Scheffe Multiple Range Test indicated that the
difference between the School 3 mean with the School 2 mean was statistically significant
at the 0.05 level. Two homogeneous subsets were identified. The first contained Schools
1, 3, and 4, and the second Schools 1, 2, and 4. However, neither of these groupings were
statistically significant at the 0.05 level. The mean differences and significance levels are
presented in Table A12.5.
Table A12.5 Term 2 Rewards and Recognition Teacher Stress Scale as Dependant
Variable - Significant School Mean Differences and Level of Significance
SCHOOL
School 2
(N=4)
Significance Level:

School 3
(N=4)

Significance

-1.29

0.04 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Conflict scale was 0.88 with the teachers at School 2
having the highest average level of Conflict (2.38) and teachers at School 3 having the
lowest (1.50). This result indicates that teachers at School 2 perceived more stress from
conflict with senior and administrative staff than teachers at the other three schools in
Term 3, as was the case in Term 2.

31

The first homogeneous subset containing Schools 1 and 2 was statistically significant at
the 0.01 level advocated by Scheffe (1959).
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Results of the Scheffe Multiple Range Test indicated that the difference between the
School 3 and School 2 means was approaching significance, but not statistically
32
significant at the 0.05 level. Accordingly the four schools were contained in the one
homogeneous subset identified with the relationships between the schools approaching
33
significance but not statistically significant at the 0.05 level .
The range of means for the Term 3 Time Pressures scale was 1.04 with the teachers at
School 2 having the highest average level of Time Pressures (2.75) and teachers at School
3 having the lowest (1.71). This result indicates that again in Term 3, teachers at School 2
perceived more stress from lack of time to complete their teaching duties than teachers at
the other three schools.
Results of the Scheffe Multiple Range Test indicated that the difference between the
34
School 3 mean with the School 2 mean was statistically significant at the 0.05 level . Two
homogeneous subsets were identified. The first containing Schools 1, 3, and 4, and the
second Schools 1, 2, and 4. However neither of these groupings were statistically
35
significant at the 0.05 level . The mean differences and significance levels are presented
in Table A12.6.
Table A12.6 Term 3 Time Pressures Teacher Stress Scale as Dependant Variable Significant School Mean Differences and Level of Significance
SCHOOL
School 2
(N=4)
Significance Level:

School 3
(N=4)

Significance

0.32

0.05 *

* p < 0.05 ** p < 0 .01 (two-tailed)

The range of means for the Term 3 Rewards and Recognition scale was 0.92 with the
teachers at School 2 having the highest average level of Rewards and Recognition (2.71)
and teachers at School 3 having the lowest (1.79). This result indicates that teachers at
School 2 perceived more stress from lack of rewards and recognition than teachers at the
other three schools, as was the case in Term 2.
32

The differences between the School 3 mean and the School 2 mean was statistically
significant at the 0.10 level advocated by Scheffe (1959).
33
The one homogeneous subset containing all schools was statistically significant at the
0.01 level advocated by Scheffe (1959).
34
The differences between the School 3 mean and the School 1 and 4 means were
statistically significant at the 0.10 level advocated by Scheffe (1959).
35
The first homogeneous subset containing Schools 1, 3, and 4 was statistically significant
at the 0.01 level advocated by Scheffe (1959).
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Results of the Scheffe Multiple Range Test indicated that the difference between the
School 3 mean with the School 2 mean was statistically significant at the 0.05 level. Two
homogeneous subsets were identified. The first contained Schools 1, 3, and 4, and the
second Schools 1, 2, and 4. Neither of these groupings were statistically significant at the
0.05 level, however. The mean differences and significance levels are presented in Table
A12.7.
Table A12.7 Term 3 Rewards and Recognition Teacher Stress Scale as Dependant
Variable - Significant School Mean Differences and Level of Significance
SCHOOL
School 2
(N=4)
Significance Level:

School 3
(N=4)

Significance

-0.92

0.04 *

* p < 0.05 ** p < 0 .01 (two-tailed)

In summary teachers at School 2 perceived more stress on the majority of the Teacher
Stress scales in both Terms 2 and 3. In contrast teachers at School 3 tended to report less
stress than teachers at the other schools. Less differentiation was evident with regard to
teacher satisfaction levels across the four schools, a result reinforced by the lack of
statistically significant relationships.
A12.3.3 Class Composition and the Stress and Satisfaction Scales
Significant Class Composition variations were observed for the Term 2 Teacher Stress
scales of Time Pressures (F=4.95, df=1,15, p<0.05) and Rewards and Recognition
(F=7.02, df=1,15, p<0.05), the Term 2 Relationships with Students (F=4.98, df=1,15,
p<0.05) Teacher Satisfaction scale, and the Term 3 Rewards and Recognition (F=8.10,
df=1,15, p<0.05) Teacher Stress scale. Means and standard deviations for these groups are
presented in Table A12.8.
The range of means for the Term 2 Time Pressures scale was 0.65 with the teachers of
single year classes perceiving more stress from lack of time to complete their teaching
duties than teachers of composite classes. The range of means for the Term 2 Rewards and
Recognition scale was 0.77 with the teachers of single year classes perceiving more stress
from lack of rewards and recognition than teachers of composite classes. A similar
difference was evident in Term 3 with the range of means being 0.58. The range of means
for the Term 2 Relationships with Students scale was 0.49 with teachers of composite year
classes having a higher average level of satisfaction with their relationships with students
in Term 2 than teachers of single year classes.
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Table A12.8 Teacher Stress and Teacher Satisfaction Scales by Class Type Means and Standard Deviations (in parentheses) (N=16)
CLASS COMPOSITION
Single Year Composite
TOTAL
(N=7)
(N=9)
(N=16)
TEACHER STRESS
2.33
1.76
2.01
Conflict
(0.76)
(0.32)
(0.61)
2.09
1.69
1.87
Student &
(0.40)
(0.43)
(0.45)
Physical Cond.
2.28
2.56
2.93
Time
(0.50)
(0.63)
(0.65)
Pressures
2.79
2.02
2.35
Rewards &
(0.41)
(0.67)
(0.68)
Recognition
TEACHER SATISFACTION
2.21
2.74
2.51
Workload &
(0.65)
(0.47)
(0.60)
Conditions
2.48
2.96
2.75
Relationships
(0.49)
(0.39)
(0.49)
with Students
2.74
3.30
3.05
Administration
(0.62)
(0.45)
(0.58)
& Senior Staff
TEACHER STRESS
2.05
1.83
1.93
Conflict
(0.52)
(0.45)
(0.48)
1.98
1.83
1.90
Student &
(0.46)
(0.49)
(0.47)
Physical Cond.
2.71
2.22
2.44
Time
(0.46)
(0.62)
(0.59)
Pressures
2.62
2.04
2.29
Rewards &
(0.41)
(0.41)
(0.49)
Recognition
TEACHER SATISFACTION
2.31
2.69
2.52
Workload &
(0.45)
(0.50)
(0.50)
Conditions
2.74
2.93
2.84
Relationships
(0.38)
(0.29)
(0.34)
with Students
2.93
3.22
3.09
Administration
(0.50)
(0.29)
(0.41)
& Senior Staff
SCALE

T
E
R
M

2

T
E
R
M

3

In summary whilst no formal post-hoc analyses were able to be undertaken, observation of
the means indicated that teachers of composite year classes tended to be more satisfied
than teachers of single year classes on all scales. Significantly so for the Teacher Stress
scales in Term 2 of Time Pressures, and Rewards and Recognition, and in Term 3 of
Rewards and Recognition, and the Teacher Satisfaction scale in Term 2 of Relationships
with Students. These results support the findings reported in Section A12.2 that teachers
of composite year classes reported significantly less stress in the three months preceding
the study than teachers of single year classes.
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A12.3.4 Class Streaming and the Stress and Satisfaction Scales
No significant Class Streaming variations were observed for any of the Term 2 or Term 3
Teacher Stress and Teacher Satisfaction scales. Means and standard deviations for these
groups are presented in Table A12.9. Whilst no significant differences were evident, an
observation of the means indicates a trend that teachers of academically streamed classes
reported lower levels of satisfaction on all of the Term 2 and Term 3 Teacher Satisfaction
scales and also reported more stress on all teacher stress scales except for the Term 2 and
Term 3 teacher conflict scales than teachers of parallel classes. Overall, these differences
indicate that teachers of parallel classes were generally more satisfied and less stressed
than teachers of academically streamed classes.
Table A12.9 Teacher Stress and Teacher Satisfaction Scales by Class Streaming Means and standard deviations (in parentheses) (N=16)
STREAMING
Parallel
Academic
TOTAL
(N=12)
(N=4)
(N=16)
TEACHER STRESS
2.06
1.88
2.01
Conflict
(0.67)
(0.42)
(0.61)
1.76
2.19
1.87
Student &
(0.42)
(0.43)
(0.45)
Physical Cond.
2.40
3.04
2.56
Time
(0.63)
(0.52)
(0.65)
Pressures
2.22
2.75
2.35
Rewards &
(0.71)
(0.44)
(0.68)
Recognition
TEACHER SATISFACTION
2.63
2.17
2.51
Workload &
(0.50)
(0.83)
(0.60)
Conditions
2.88
2.38
2.75
Relationships
(0.38)
(0.63)
(0.49)
with Students
3.10
2.92
3.05
Administration
(0.62)
(0.52)
(0.58)
& Senior Staff
TEACHER STRESS
2.00
1.71
1.93
Conflict
(0.50)
(0.37)
(0.48)
1.82
2.13
1.90
Student &
(0.45)
(0.51)
(0.47)
Physical Cond.
2.32
2.79
2.44
Time
(0.58)
(0.53)
(0.59)
Pressures
2.22
2.50
2.29
Rewards &
(0.51)
(0.41)
(0.49)
Recognition
TEACHER SATISFACTION
2.60
2.29
2.52
Workload &
(0.49)
(0.52)
(0.50)
Conditions
2.89
2.71
2.84
Relationships
(0.28)
(0.50)
(0.34)
with Students
3.15
2.92
3.09
Administration
(0.40)
(0.44)
(0.41)
& Senior Staff
SCALE

T
E
R
M

2

T
E
R
M

3
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A12.3.5 Class Type and the Stress and Satisfaction Scales
Of the seven possible class combinations listed on the Teacher Background Survey (see
Appendix 2) five class types were identified. Significant Class type variations were
observed for the Term 2 Conflict Teacher Stress scale (F=7.35, df=4,15, p<0.01), and the
Term 2 Teacher Satisfaction scales of Workload and Conditions (F=3.43, df=4,15,
p<0.05), Relationships with Students (F=3.47, df=4,15, p<0.05), and Administration and
Senior Staff (F=3.97, df=4,15, p<0.05). Means and standard deviations for these groups
are presented in Table A12.10.
Table A12.10 Teacher Stress and Teacher Satisfaction Scales by Class Type Means and Standard Deviations (in parentheses) (N=16)
SCALE

Para.Yr.5
(N=1)

Student &
Physical Cond.
Time
R
Pressures
Rewards &
M
Recognition

3.50
(.)
2.13
(.)
2.17
(.)
3.00
(.)

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

2.00
(.)
2.33
(.)
1.67
(.)

T

Conflict

E

2

Student &
Physical Cond.
Time
R
Pressures
Rewards &
M
Recognition

2.83
(.)
1.87
(.)
2.67
(.)
3.17
(.)

Workload &
Conditions
Relationships
with Students
Administration
& Senior Staff

2.00
(.)
2.83
(.)
2.33
(.)

T

Conflict

E

3

CLASS TYPE
Para.Yr.6 Para. 5/6 Ac. St. Yr.5 Ac. St. Yr.6
(N=2)
(N=9)
(N=2)
(N=2)
TEACHER STRESS
2.67
1.76
2.17
1.58
(0.71)
(0.32)
(0.24)
(0.35)
1.88
1.69
2.50
1.88
(0.53)
(0.43)
(0.35)
(0.18)
3.08
2.28
3.25
2.83
(0.12)
(0.63)
(0.35)
(0.71)
2.75
2.02
3.08
2.41
(0.59)
(0.67)
(0.12)
(0.35)
TEACHER SATISFACTION
2.42
2.74
1.50
2.83
(0.59)
(0.47)
(0.24)
(0.47)
2.75
2.96
1.92
2.83
(0.12)
(0.39)
(0.35)
(0.47)
2.92
3.30
2.58
3.25
(0.35)
(0.45)
(0.12)
(0.59)
TEACHER STRESS
2.33
1.83
1.92
1.50
(0.00)
(0.45)
(0.12)
(0.47)
1.75
1.83
2.13
2.13
(0.53)
(0.49)
(0.88)
(0.00)
2.58
2.22
3.08
2.50
(0.59)
(0.62)
(0.12)
(0.00)
2.58
2.04
2.50
2.50
(0.35)
(0.41)
(0.00)
(0.71)
TEACHER SATISFACTION
2.50
2.69
2.17
2.42
(0.47)
(0.50)
(0.24)
(0.83)
2.75
2.93
2.67
2.75
(0.35)
(0.29)
(0.24)
(0.83)
3.25
3.22
2.83
3.00
(0.59)
(0.29)
(0.24)
(0.71)

TOTAL
(N=16)
2.01
(0.61)
1.87
(0.45)
2.56
(0.65)
2.35
(0.68)
2.51
(0.60)
2.75
(0.49)
3.05
(0.58)
1.93
(0.48)
1.90
(0.47)
2.44
(0.59)
2.29
(0.49)
2.52
(0.50)
2.84
(0.34)
3.09
(0.41)
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The range of means for the Term 2 Conflict scale was 1.92 with the teacher of the Parallel
Year 5 classes having the highest average level of Conflict (3.50) and teachers of
Academically Streamed Year 6 classes having the lowest (1.58). This result indicates that
the teacher of the Parallel Year 5 class perceived more stress from conflict with senior and
administrative staff than teachers of the other four class types.
The range of means for the Term 2 Workload and Conditions scale was 1.24 with teachers
of the Parallel Year 5/6 classes having the highest average level of Workload and
Conditions (2.74) and teachers of Academically Streamed Year 5 classes having the
lowest (1.50). This result indicates that teachers of Parallel Year 5/6 classes tended to be
more satisfied with their workload and conditions in Term 2 than teachers of the other four
class types.
The range of means for the Term 2 Relationships with Students scale was 1.05 with
teachers of Parallel Year 5/6 classes having the highest average level of Relationships with
Students (2.96) and teachers of Academically Streamed Year 5 classes having the lowest
(1.92). This result indicates that teachers of Parallel Year 5/6 classes tended to be more
satisfied with their interactions with students in Term 2 than teachers of the other four
class types.
The range of means for the Term 2 Administration and Senior Staff scale was 1.63 with
teachers of Parallel Year 5/6 classes having the highest average level of Relationships with
Students (3.30) and the teacher of Parallel Year 5 classes having the lowest (1.67). This
result indicates that teachers of Parallel Year 5/6 classes tended to be more satisfied with
their interactions with administrative and senior staff in Term 2 than teachers of the other
four class types.
In summary whilst no formal post-hoc analyses were able to be undertaken, observation of
the means indicated that teachers of Parallel Year 5/6 classes tended to be more satisfied
than teachers of the other class groups surveyed.
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APPENDIX 13
Intervention ANOVA Post-Hoc Analyses Data:
(i)

Table A13.1 Student Term 3 and Term 2 QSL and Absence
Scales Differences by Intervention ANOVA Post-Hoc Analysis Mean Differences and Significance Levels

(ii)

Table A13.2 Teacher Term 3 and Term 2 Stress, Satisfaction,
and Absence Scales Differences by Intervention ANOVA
Post-Hoc Analysis - Mean Differences and Significance Levels
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Table 13.1 Student Term 3 and Term 2 QSL and Absence Scales Differences by
Intervention ANOVA Post-Hoc Analysis Mean Differences and Significance Levels (in parentheses) (N=448)
INTERVENTION

Control Group
(N=111)

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.13
0.10
0.24

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.08
-0.03
-0.05

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.04
0.10
0.11

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.03
0.07
-0.00

Control Group
Action / Reaction
Progressive Relax.
Background Music

-0.14
-0.16
-0.19

Control Group
Action / Reaction
Progressive Relax.
Background Music

-0.08
-0.10
-0.13

Control Group
Action / Reaction
Progressive Relax.
Background Music

-0.02
-0.13
-0.14

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.15
0.20
1.37

Control Group
Action / Reaction
Progressive Relax.
Background Music

-1.81
0.00
0.67

Action / Reaction
Progressive
(N=113)
Relaxation (N=111)
QSL
General Satisfaction
-0.13
(0.41)
-0.10
(0.62)
(0.41)
0.03
(0.99)
(0.62)
-0.03
(0.99)
(0.02*)
0.12
(0.51)
0.14
(0.33)
Negative Affect
-0.08
(0.76)
0.03
(0.98)
(0.76)
0.12
(0.50)
(0.98)
-0.12
(0.50)
(0.93)
-0.13
(0.38)
-0.02
(1.00)
Teacher
-0.04
(0.96)
-0.10
(0.66)
(0.96)
-0.05
(0.92)
(0.66)
0.05
(0.92)
(0.58)
0.06
(0.87)
0.01
(1.00)
Opportunity
-0.03
(0.97)
-0.07
(0.79)
(0.97)
-0.03
(0.96)
(0.79)
0.03
(0.96)
(1.00)
-0.03
(0.96)
-0.07
(0.77)
Achievement
0.14
(0.17)
0.16
(0.11)
(0.17)
0.02
(1.00)
(0.11)
-0.02
(1.00)
(0.03*)
-0.05
(0.91)
-0.03
(0.98)
Social Integration
0.08
(0.70)
0.10
(0.55)
(0.70)
0.02
(1.00)
(0.55)
-0.02
(1.00)
(0.32)
-0.05
(0.92)
-0.03
(0.98)
Adventure
0.02
(1.00)
0.13
(0.50)
(1.00)
0.12
(0.58)
(0.50)
-0.11
(0.61)
(0.47)
-0.12
(0.58)
-0.00
(1.00)
STUDENT ABSENCE
Absence for Illness (% )
-0.15
(1.00)
-0.20
(1.00)
(1.00)
-0.05
(1.00)
(1.00)
0.05
(1.00)
(0.44)
1.22
(0.54)
1.17
(0.57)
Total Absence (% )
1.81
(0.54)
-0.00
(1.00)
(0.54)
-1.81
(0.54)
(1.00)
1.81
(0.54)
(0.96)
2.48
(0.25)
0.66
(0.96)

Background Music
(N=113)

-0.24
-0.12
-0.14

(0.02*)
(0.51)
(0.33)

0.05
0.13
0.02

(0.93)
(0.38)
(1.00)

-0.11
-0.06
-0.01

(0.58)
(0.87)
(1.00)

0.00
0.03
0.07

(1.00)
(0.96)
(0.77)

0.19
0.05
0.03

(0.03*)
(0.91)
(0.98)

0.13
0.05
0.03

(0.32)
(0.92)
(0.98)

0.14
-0.13
0.00

(0.47)
(0.50)
(1.00)

-1.37
-1.22
-1.17

(0.44)
(0.54)
(0.57)

-0.67
-2.48
-0.66

(0.96)
(0.25)
(0.96)
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Table 13.2 Teacher Term 3 and Term 2 Stress, Satisfaction, and Absence Scales
Differences by Intervention ANOVA Post-Hoc Analysis Mean Differences and Significance Levels (in parentheses) (N=16)
INTERVENTION

Control Group
(N=4)

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.04
-0.13
-0.08

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.19
0.19
-0.25

Control Group
Action / Reaction
Progressive Relax.
Background Music

-0.17
-0.21
-0.13

Control Group
Action / Reaction
Progressive Relax.
Background Music

-0.38
-0.46
-0.58

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.38
0.63
0.54

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.33
0.00
0.54

Control Group
Action / Reaction
Progressive Relax.
Background Music

0.00
-0.08
0.25

Control Group
Action / Reaction
Progressive Relax.
Background Music

-5.24
-1.14
7.50

Control Group
Action / Reaction
Progressive Relax.
Background Music

-2.91
-0.68
3.32

Action / Reaction
(N=4)
TEACHER STRESS
Conflict
-0.04
(1.00)

Progressive
Relaxation (N=4)

0.13
(1.00)
0.17
(0.99)
-0.17
(0.97)
(1.00)
-0.13
(0.99)
0.04
Student and Physical Conditions
-0.19
(0.92)
-0.19
(0.92)
0.00
(0.92)
0.00
(1.00)
(0.83)
-0.44
(0.47)
-0.44
Time Pressures
0.17
(0.96)
0.21
(0.96)
0.04
(0.93)
-0.04
(1.00)
(0.98)
0.04
(1.00)
0.08
Rewards and Recognition
0.38
(0.81)
0.46
(0.81)
0.08
(0.71)
-0.08
(1.00)
(0.54)
-0.21
(0.96)
-0.13
TEACHER SATISFACTION
Workload and Conditions
-0.38
(0.68)
-0.63
(0.68)
-0.25
(0.28)
0.25
(0.87)
(0.39)
0.17
(0.96)
-0.08
Relationships with Students
-0.33
(0.71)
-0.00
(0.71)
0.33
(1.00)
-0.33
(0.71)
(0.35)
0.21
(0.91)
0.54
Administration and Senior Staff
-0.00
(1.00)
0.08
(1.00)
0.08
(1.00)
-0.08
(1.00)
(0.90)
0.25
(0.90)
0.33
TEACHER ABSENCE
Absence for Illness (% )
5.24
(0.92)
1.14
(0.92)
-4.10
(1.00)
4.10
(0.96)
(0.79)
12.74 (0.43)
8.64
Total Absence (% )
2.91
(0.99)
0.68
(0.99)
-2.23
(1.00)
2.23
(0.99)
(0.98)
6.23
(0.89)
4.01

(0.99)
(0.97)

Background Music
(N=4)

0.08
0.13
-0.04

(1.00)
(0.99)
(1.00)

0.25
0.44
0.44

(0.83)
(0.47)
(0.47)

0.13
-0.04
-0.08

(0.98)
(1.00)
(1.00)

0.58
0.21
0.13

(0.54)
(0.96)
(0.99)

-0.54
-0.17
0.08

(0.39)
(0.96)
(0.99)

-0.54
-0.21
-0.54

(0.35)
(0.91)
(0.35)

-0.25
-0.25
-0.33

(0.90)
(0.90)
(0.79)

-7.50
-12.74
-8.64

(0.79)
(0.43)
(0.72)

-3.32
-6.23
-4.01

(0.98)
(0.89)
(0.97)

(1.00)
(0.92)
(1.00)
(0.47)
(0.93)
(1.00)
(1.00)
(0.71)
(1.00)
(0.99)

(0.28)
(0.87)
(0.99)
(1.00)
(0.71)
(0.35)
(1.00)
(1.00)
(0.79)

(1.00)
(0.96)
(0.72)
(1.00)
(0.99)
(0.97)
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