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ABSTRACT

The article describes a study of coping strategies of Physical Education (PE) 
teachers and their role in the process of burning out. It highlights the role of 
gender differences in coping strategies. 

Female PE teachers apply mostly coping strategies like Fighting, Social sup-
port, wishful thinking, alleviation of outcomes, and Assuming responsibility, actions 
following the plan. They use the least likely Distancing. 

Male PE teachers frequently use the strategies Concentration on the task, actions 
following the plan, and Fighting. Successively, they use Accepting responsibility, 
and the least likely Reduction of tension. 

Some strategies derived in the research effectively cope with burnout in 
the PE teaching occupation and others are ineffective and may even lead to 
a depersonalized treatment of students.
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INTRODUCTION

The teaching profession is regarded stressful with various oc-
cupational stress factors occurring in school environment (Boyle 
et al., 1995; Kyriacou, 1998). The key factors are related to the 
teacher’s perception that they could not cope with demands 
placed on them in the teaching setting (Chang, 2009; Collie et 
al., 2012). Many authors focus on working with the ever more 
requiring individual approach youngsters, facing a negative 
atmosphere among fellow teachers, collaborating with parents 
who have high social expectations, which causes a consider-
able strain, like distress, frustration, fear, anger, annoyance or 
apathy (Skaalvik, 2007, 2009). Travers and Cooper (1993) found 
that lack of social recognition, isolation, fear of violence, lack 
of classroom control and role ambiguity result also in stress 
of teachers. Thus, the teachers’ work requires special, mainly 
interpersonal predispositions, which should present attitudes 
compatible with professional ethics; teachers should be ready to 
tirelessly and not irritably support and motivate their students, 
upgrade their knowledge and develop professional competences 
(Kyriacou, 1998, 2001).

Too many students in classes, the necessity to do lots of paper-
work, additional duties, the requirement of continuous vocational 
development, never-ending teaching syllabuses, legal regulations 
and fast social changes – all lead to increasing stress. Low salaries 
make men teachers seek extra jobs, while women teachers are 
burdened with household duties in parallel with their work at 
school. Additional stressful factors are: high workload and time 
pressure, educational reforms, external evaluations of schools, 
pursuing further education, and managing students’ behavior 
and tutoring (Chan, et al. 2010). 

Horenstein (2006) highlights the professional stressors de-
pending on the education specificity and classifies them into 
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three categories: external, internal and task-related ones. Ex-
ternal stressors appear when there is a discrepancy between 
the supplied effort and the gained compensations (esteem, 
respect, salary, perspectives to be promoted, job stability). 
Internal stressors are represented by the following: sched-
ule, work environment, professional travels, insufficiency 
of the human and material resources, evaluation of the 
professional efficiency, relationships with colleagues. Task-
related stressors refer to: psychological exigencies (pupils 
with a precarious situation, maltreated pupils, diseases, 
and delinquency), adaptation to pupils’ level, indiscipline 
during the classes, pupils’ unsatisfied needs, inclusive edu-
cation. (Stănescua et al., 2012, p. 219)

As regards the principal goal of physical education, teachers 
are expected to support the physical development of children, 
instill in them love for physical activity, prepare them for physical 
recreation and healthy lifestyles. In parallel with burdens caused 
by mental stress, PE teachers are exposed to physical stress (noise, 
dust) and necessity to adopt to seasonal weather changes during 
outdoor classes. The character and location of lessons, demon-
strating movements and using voice in sport facilities, organizing 
recreational events in schools, coaching teams representing the 
school in competitions, make the PE teacher’s work exhausting 
and an overwhelming effort.

Specific stress, inherent in the teaching profession, combined 
with a deficit of resources, i.e., ability to cope with it, result in 
growth of professional burnout syndrome (Maslach & Jackson, 
1981; Maslach, 1993, 2006; Noworol et al., 1993; Schaufeli & En-
zmann, 1998). Burnt-out teachers lose their professional, mainly 
social, competences that determine possible adequate reactions to 
a given social situation, including the ability to control and influ-
ence pupils. In case of ineffective coping, teachers disillusioned 
with the school reality, often leave the profession or distance them-
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selves from their duties (Friedman, 2000; Schwarzer et al., 2000; 
Hughes, 2001; Hakanen et al., 2006). The other studies indicate 
the insufficient academic formation to cope against the shock of 
the school reality as the main cause of leaving the profession by 
burnt-out PE teachers (Santini & Molina Neto, 2005; Both & do 
Nascimento, 2009).

The basis of physical education is body movement, which re-
quires different methods of work adjusted to a specific character 
of PE teacher and their students. Lessons are given in sports facili-
ties, in open areas, often outside the school. Small schools employ 
a single PE teacher, which in the case of having to cope with sub-
ject-related difficulties may evoke a feeling of loneliness and lack 
of understanding, threatening with burnout (Abel & Sevell, 1999). 
A negative consequence of civilizational changes is a decreased 
interest of students in physical activities and decreasing level of 
physical fitness combined with a tendency towards overweight, 
which makes PE classes harder to organize. Especially adolescent 
girls try to avoid physical effort. Low culture of some students 
together with a failing discipline at school and insufficient reac-
tion of their caregivers lead to behaviour problems. Disobedience, 
cheekiness, inadequate physical condition of students are risk 
factors. There are also problems with effective motivation for class 
work, and the low status of a particular school makes it difficult 
to enforce educational requirements. 

Females experience stress somewhat more strongly, which was 
suggested by the majority of research (Matud, 2004). However, 
gender does not differentiate the stress level of PE teachers in each 
and every case, and a different structure or different dynamics 
of stressors decisive in strain on PE teachers was also observed 
(Al-Mohannadi & Capel, 2007; Stănescua et al., 2012; Chaplain, 
2008). The principal source of stress of PE teachers in Qatar (Al-
Mohannadi & Capel, 2007) and Great Britain (Chaplain, 2008) 
was students’ behavior. The main stressor in males was the low 
status of their subject while females were more stressed out by 
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a high workload and highly responsible work (Al-Mohannadi & 
Capel, 2007). The gender variable differentiated also stressors in 
Romanian PE teachers, except for salary and social recognition 
(Stănescua et al., 2012). Lithuanian female teachers felt tension 
at work because of other teachers, the negative attitude towards 
PE, and, in contrast, low salaries caused more stress to male than 
female teachers (Stočkus & Adaškevičienė, 2013). Polish female 
PE teachers experienced higher average level of work stress than 
males and more strain in high workload periods (Brudnik, 2005; 
Kuśnierz, 2010).

Teacher reactions against stress generated by improper behav-
ior of students during PE lessons and difficult work conditions 
were also differentiated by gender. Facing disrespect, females 
lose the sense of work and self-worth. Student aggression and 
disobedience increased emotional exhaustion of females, while 
males distanced themselves from disobedient students (Brudnik, 
2008). Moreover, poor facilities (lack of equipment) accelerated 
the burnout of female PE teachers (Brudnik & Rutkowski, 2010).

COGNITIVE-TRANSACTIONAL CONCEPT OF STRESS AND COPING  
IN RELATION TO BURNOUT OF PE TEACHERS

The present study is based on the Lazarus and Folkman’s (1984) 
transactional model of stress and coping (Goh et al., 2010). The 
key premise of the model is that primary appraisal, secondary 
appraisal and coping strategies mediate the relationship between 
stressors and the outcomes, which is individual stress. The stress 
outcomes will then respond to the cognitive appraisal phases for 
possible further actions (Cooper et al., 2001; Folkman & Lazarus, 
1985; Folkman et al., 1986). The relationship is dynamic and more 
multifaceted (Folkman, 2008; Smith & Kirby, 2001) than primary 
conceptualized by Lazarus and Folkman (1984), who focused 
a linear sequence flowing from primary to secondary appraisals 
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to coping, and potentially to stress outcomes. Cognitive appraisals 
can influence both stress outcomes which can occur at various 
phases in the model and coping options.

The concept of mental stress and stress theory have undergone 
several essential revisions (Lazarus, 1991). “Psychological stress 
refers to a relationship with the environment that the person ap-
praises as significant for his or her well-being and in which the 
demands tax or exceed available coping resources (Lazarus & 
Folkman, 1986, p. 63). This definition focuses on two essential 
processes, cognitive appraisal and coping, raising the person–en-
vironment transaction. An absence or perspective of imbalance 
between demands and possibilities of their meeting evokes stress, 
an emotion with predominantly negative connotations. In this 
understanding, stress is a derivative of a perceived relationship 
between a person and existing situation. 

A stressful transaction, that is, an interaction with the environ-
ment involves an emotional process of cognitive evaluation, and 
coping. If the transaction is appraised as exceeding the coping 
resources, a stress experience appears. The process of evaluating 
the situation involves the elements of relationships with the en-
vironment that are important for the person’s well-being.

The process of coping involves three types of cognitive evalu-
ation: primary, secondary, and repeated appraisal. The primary 
appraisal is a general form of assessing the event in view of values 
and aims of actions that discloses three components, goal rel-
evance, goal congruence, and type of ego-involvement. Primary 
appraisal concerns whether a relation is recognized as stressful 
in relevance to the individual’s well-being.

Following it, the secondary appraisal refers to origins of stress 
and resources of the individual, starting options for an activity 
termed coping, directed at changing a stressful situation. The 
secondary appraisal comprises also three components: blame or 
credit (who is responsible for a certain event?), coping potential, 
and future expectations (Lazarus, 1993). Coping is a response to 
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a given situation, an activity that aims at changing a stress-causing 
situation and improving a negative emotional state with its prop-
erties specific for a stressful situation (Lazarus & Folkman, 1984). 
Lazarus (1993, p. 237) defines coping as “ongoing cognitive and 
behavioral efforts to manage specific external and/or internal 
demands that are appraised as taxing or exceeding the resources 
of the person”. 

A relatively stable (specific for a given person) tendency de-
termining the course of coping is defined as a coping style. It is 
determined by the sequence of strategies undertaken in the face of 
stress, i.e., various behavior forms employed to change a situation 
or alleviate its effects. Lazarus and Folkman (1984) provided four 
strategies of coping with stress. These are: searching for informa-
tion to undertake appropriate actions, performing direct actions 
to change the situation, avoiding any actions, and intrapsychic 
processes enabling alleviation of emotions to calm down. Forms 
of strategies used in stress situations may span a spectrum from 
actions regarded as adaptive to profoundly pathological includ-
ing also those, which are difficult to be qualified unambiguously 
(Łosiak, 2008). In stressful situations, actions are also undertaken 
with functions showing multidirectional interactions in the cop-
ing process, e.g., one strategy can simultaneously exercise both 
functions instrumental and emotional (self-regulatory).

PROFESSIONAL BURNOUT AS A CONSEQUENCE  
OF OCCUPATIONAL STRESS 

Chronic, specific work-related stress, which cannot be effectively 
prevented, is regarded as the principal cause of professional burn-
out (Maslach, 1993). Burnout accompanied by specific changes in 
a professional’s behavior is defined as “the psychological syn-
drome of emotional exhaustion, depersonalization and negative 
sense of self-accomplishment, which may occur in individuals 
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working with others in a given, defined manner (Maslach, 2006, 
p. 15). Particular risks are ascribed to professions associated with 
a high degree of responsibility, requiring numerous contacts with 
other people and emotional work, including teaching.

The phenomenon of burning out in a profession is characterized 
by a specific multidimensional structure with many syndromes 
occurring in various configurations, but the phenomenon is se-
quential (Noworol & Marek, 1994; Noworol, 2004). The process 
starts with symptoms characteristic of one syndrome dimension, 
e.g., emotional exhaustion or negative sense of professional ac-
complishment or a tendency for depersonalization. The initiated 
process progresses, as evident from the two remaining dimensions 
of the syndrome.

Emotional exhaustion (EE) manifests itself as chronic fatigue, 
lack of mental and physical energy, and awareness of the loss 
of resources necessary to fulfill one’s job role and adapt to the 
demands of the work environment. An emotionally exhausted 
individual is unable to continue fulfilling their role, also in private 
life. Negative professional self-accomplishment (NPA) is associ-
ated with a tendency towards negative assessment of one’s work, 
abilities and professional successes. Combined with a sense of 
failure and insufficient effectiveness, it is a derivative of a loss 
of sense of tasks being accomplished. Depersonalization (DP) 
manifests itself through specific behaviors in interpersonal rela-
tionships, such as a tendency to limit contact and to treat one’s 
clients in an indifferent, impersonal, instrumental, or cynical man-
ner (Maslach et al., 2001).

COPING WITH STRESS BY TEACHERS

The way how to cope with the psychological stress affects the 
effects of coping and its consequences, which is not without sig-
nificance in the case of burning out in the profession (Mearns & 



COPING WITH STRESS AND BURNOUT...  37

Cain, 2003). The problem of strategy and style of coping with 
stress in relation to the burnout phenomenon in the teacher’s 
profession have been studied, among others by Antoniou et. al. 
(2013), Kennedy (2013), Siudem (2011), Gonzáles-Morales et al. 
(2010), Bağçeci and Hamamci (2012).

Teachers surveyed by Bağçeci and Hamamci (2012) use in the 
coping process such strategies as self-confident, seeking social 
support, and optimistic coping strategies in stressful situations. 
Austin et al. (2005) found that the most common coping strategy 
in surveyed teachers was planned problem solving, and least fre-
quently, escape avoidance. Teachers who reveal low level of stress 
used more active coping strategies, e.g. taking physical activity, 
while those showing high levels of stress often benefitted from 
passive strategies, e.g. escape, avoidance. According to Chan et al. 
(2010) teachers from Taiwan use coping strategies such as dream, 
conversation, self-relaxing, watching television while the least 
frequently reported activity was doing more exercise or sport.

Working with young people in various ages need to solve 
specific problems, which seems to influence a range of coping 
strategies. The results of Heger’s research (2012) suggest that pri-
mary school teachers often use strategies such as seeking social 
support and strategies aimed at self-control, while teachers from 
high schools prefer policies aimed at problem solving and ac-
ceptance of responsibility. 

The use of active coping strategies lower the level of Greek 
teachers’ burnout while rational coping strategies are resources 
that help teachers overcome work-related stressors and burnout. 
However, avoidance coping predicted high level of stress and 
burnout (Antoniou et al., 2013).

Siudem (2011) studied the relationship between the style of 
coping with stress concentrated on emotions in Polish teachers, 
like loss of subjective involvement, reduced emotional control and 
professional burnout. Kennedy (2013) analyzed the relationship 
between individual characteristics of coping and aspects of the 
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teachers work, found that the emotional coping strategy associ-
ated with the personality dimension of extroversion–introversion 
and work overload contribute also to the burnout syndrome. 

The gender’s variable plays an ambiguous role in the process 
of coping. Matud (2004) stated that women suffer more stress 
than men and their coping style is more emotion-focused than 
that of men. Gonzáles-Morales et al. (2010) investigate the role of 
coping (direct action and social support seeking) and its impact 
on the core dimensions of burnout. They found shared effects of 
gender in relationship among coping strategies and cynicism as 
well as exhaustion. Direct action coping was beneficial only to 
men while social support seeking was detrimental to men and 
also not beneficial to women.

PURPOSE OF THE PRESENTED STUDY

A long-term response to chronic stressors specific to social service 
professions is the emergence of burnout syndrome. The basis for 
its development is a generalized experience of failure in fighting 
stress. Stress and coping are treated as coexisting phenomena. 
Presently, researchers pay less attention to stress factors and 
are more interested in activities undertaken when individuals 
face a difficult situation. The effects of a stress confrontation are 
believed to be influenced by human behavior rather than by ob-
jective stressor activity (Lazarus & Folkman, 1984). In a stress 
situation, a man tries to cope with mental strain, employing his 
unique coping strategies determined by his prior assessment of 
the stress-generating situation. Cherniss (1981) stated that em-
ployees who use ineffective strategies burn out, since they cannot 
cope with or avoid stress. Chronic stress leads to the appearance 
and intensification of burnout symptoms.

The majority of PE teachers experience low to moderate stress, 
as evidenced by studies carried out in this group (Al-Mohannadi 
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& Capel, 2007; Brudnik, 2005; Fejgin et al., 2005). A moderate level 
of the burnout syndrome among PE teachers was diagnosed by 
Kosa (1990) and Fejgin et al. (1995), while a low level was reported 
by Koustelios and Tsigilis (2005). For example, Spanish teachers 
studied by Viloria, Paredes and Paredes (2003) presented 49% of 
moderate and 10% of high burnout levels. In Singapore, only 3% 
of subjects showed a high burnout level and the remaining ones 
demonstrated low and moderate levels, with the same percentag-
es (Smith & Leng, 2003). A moderate burnout level characterized 
the vast majority (91%) of Turkish PE and sports teachers studied 
by Özaşker (2012). 

The analysis of burnout among PE teachers using structural 
models (Brouwers, Tomic, & Boluijt, 2011; Carraro, 2008) makes 
it possible to diagnose interrelationships between the syndrome 
dimensions. Not always are the three burnout dimensions with-
in the moderate range, as in the group of teacher-coaches from 
Oregon secondary schools (Kosa, 1990). Dutch teachers are char-
acterized by a moderate EE level, a low DP level, and a high level 
of personal accomplishment (Brouwers et al., 2011). Over a half 
of surveyed Australian PE teachers reported moderate to high 
EE levels and low level of personal accomplishment. The most 
teachers reported a low DP level. Almost a half of Italian teachers 
investigated by Carraro (2008) showed moderate and high levels 
of the three syndrome dimensions.

PE teachers do not experience negative results of specific stress 
in the same degree as teachers of other subjects do (Brudnik, 
2004, 2009; Markelj, 2008). Slovenian PE teachers investigated 
by Markelji (2008) were less burnt out than general teachers. The 
differences between them were related to different personal traits 
and different strategies for coping with stress. 

The way of coping with occupational stress determines the con-
sequences of stress for teachers, including the risk of professional 
burnout. The examination of coping strategies used by Polish PE 
teachers seems interesting and constitutes the aim of the presented 



40 MARIA BRUDNIK-DąBROWSKA, CZESŁAW NOWOROL 

study. It is an attempt to describe and evaluate the effectiveness 
of coping methods used by female and male teachers in stressful 
situations, taking into account the phenomenon of occupational 
burnout in the profession of physical education teacher, as well 
as to determine adaptive and non-adaptive strategies in specific 
coping methods. 

SAMPLE AND METHOD

The study was carried out among PE teachers (N = 102; males, 
N = 52; females N = 50) employed in schools of a province capital 
city (25.5%), county towns (62.7%), and local communes (11.8%). 
The participation was voluntary and anonymous.

The examinees were teachers of primary (32.4%), junior high 
(28.4%), upper secondary schools (28.4%), and general education 
school complexes (10.8%). All of them had university education 
and full-time jobs. Three respondents additionally taught some 
other subjects.

The mean age and job experience were respectively, in women: 
M = 40.2 years (25–55 years, SD = 7.23); job experience, M = 16.8 
years (2–33 years, SD = 8.3); and in men: M = 39.8 years (22–60 
years, SD = 10.54); job experience, M = 16.4 years (1–40 years, 
SD = 10.85). The group of teachers with a job experience of 10 to 
20 years was dominated by women (42.3%), and males accounted 
for 32.0%.

Burnout was measured by the Polish adaptation of the Maslach 
Burnout Inventory, MBI (Maslach & Jackson, 1981; Noworol, 1994). 
It is a self-description questionnaire, composed of 22 test items 
grouped into subscales that diagnose three syndrome dimensions: 
emotional exhaustion (EE, 9 items), negative sense of professional 
accomplishment (NPA, reversed scale of professional accomplish-
ment, 8 items) and depersonalization (DP, 5 items).
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To determine the coping strategy of the examined PE teachers, 
the Polish version of the WCQ (Folkman & Lazarus), developed 
by Łosiak (1994) was used. The tool is composed of two parts. In 
part 1, respondents describe initially a stress situation they faced 
recently. Part 2 includes 66 test items describing cognitive and 
behavioral actions they use in stress situations. Those are activi-
ties concentrating on the problem (mastering the source of stress) 
and on emotions (regulating negative emotions). To determine 
the WCQ structure, raw data were subjected to the factor analy-
sis (Varimax rotation with Kaiser normalization), controlling the 
gender variable. While constructing the scales, the main criterion 
was the value of factor loadings of the test items (increasing to 
0.35, p < 0.05). The logical analysis was employed as a supple-
mentary method as it was necessary to transfer a few items to 
another scales. In consequence, seven WCQ scales for females 
were delivered along with seven separate scales for males. Thus 
developed tool enables calculating the factors of seven coping 
strategies in the respondents.

The material was processed using the Statistica software. The 
descriptive analysis, ANOVA, MANOVA, Scheffe’s post hoc test, 
multiple regression analysis, and factor analysis to determine the 
strategies of coping with stress employed by PE teachers, were 
applied.

RESULTS 

Burnout syndrome in the profession of PE teachers 
Descriptive analyses of the three burnout syndrome dimensions in 
the investigated PE teachers are listed in Table 1. At the syndrome 
structural level, burnout is differentiated by the gender variable. 
Males show a significantly higher tendency to DP (F = 9.252,  
p = 0.003), which was also obtained in earlier results (Wontor- 
czyk & Brudnik, 2013; Fejgin et al., 2005). Referring the results 
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to provisional norms for the professional group of Polish PE 
teachers (females: EE = 12.7, NPA = 11.1, DP = 3.0; males: EE = 12.7, 
NPA = 11.3, DP = 4.00) one can say that women present a slightly 
lower level emotional exhaustion (EE = 12.1). Men are slightly 
more satisfied with their accomplishments in school work and 
at the same time less emotionally exhausted, but characterized 
by clearly increased depersonalization (EE = 11.42, NPA = 10.8, 
DP = 5.42; see Table 1).

Table 1. Statistical description of burnout dimensions in PE teachers  
by gender.

Burnout 
dimensions

Gender N M SD min max F p

EE
F 52 12.11 0.88 1 41

0.146 ns
M 50 11.42 1.14 0 46

NPA
F 52 11.31 0.80 0 26

0.130 ns
M 50 10.80 0.97 0 29

DP
F 52 2.98 0.56 0 11

9.252 0.003
M 50 5.42 1.01 0 19

Note. N = 102, EE = emotional exhaustion, NPA = negative sense of professional accomplish-
ment, DP = depersonalization, ns = nonsignificant.

Coping with stress in PE teachers
According to Lazarus (1993), facing life stress in a given type 
of a stressful situation, men and women demonstrate a similar 
coping pattern. However, the scales and coping strategies of the 
investigated females and males differ in their contents. Among 
test items fulfilling the buffer role, only four items are common. 

Seven WCQ adapted scales including 57 items with the 9 items 
fulfilling the buffer role possess the satisfactory internal consis-
tency in females; Cronbach’s α (Table 2) is from 0.83 (I.F) to 0.54 
(VI.F).
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Table 2. Statistical description of WCQ adapted scale.

Scale  
no.

Mean SD
Cronbach’s 

alpha

%
of variance 
explained

F M F M F M F M

I. 1.84 1.39 0.53 0.64 0.83 0.77 68.7 60.2

II. 1.70 2.37 0.48 0.58 0.60 0.71 34.2 51.5

III. 1.11 0.98 0.58 0.58 0.73 0.76 54.5 58.7

IV. 1.36 1.31 0.72 0.54 0.75 0.82 55.1 67.6

V. 1.30 1.23 0.57 0.56 0.79 0.81 62.6 67.1

VI. 1.35 1.98 0.50 0.61 0.54 0.76 29.0 52.2

VII. 1.88 1.72 0.63 0.53 0.79 0.60 55.5 37.2

Note. Coping strategies of female (N = 52) and male PE teachers (N = 50).

Seven WCQ adapted scales including 55 items with the 11 
items fulfilling the buffer role, possess the satisfactory internal 
consistency in males; Cronbach’s α (Table 2) is within the range 
of 0.82 (IV.M) to 0.60 (VII.M). The complex structure of the scales 
suggests coexistence of coping strategies in the respondents.

Coping strategies among female PE teachers
The sample test items and factor loadings are as follows.

• I.F: Social support, wishful thinking, alleviation of outcomes
 Item 31: “I tried to talk to someone who could do something 

[…] in this matter” (0.558)
 Item 57: “I dreamed, imagined myself being in a better situa-

tion” (0.555)
 Item 25: “I did something to defuse the problem” (0.396)
• II.F: Assuming responsibility, actions following the plan
 Item 12: “I became resigned to my fate, sometimes I am simply 

out of luck” (0.745)
 Item 26: “I acted following the prepared plan” (0.597)
• III.F: Distancing
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 Item 4: “I felt everything was going to change, the only thing 
left to do was […] waiting” (0.684)

• IV.F: Reduction of tension
 Item 17: “I showed my anger to the person that caused the 

problem” (0.792)
• V.F: Personal development, change, spiritual strengthening
 Item 23: “I changed for the better as a human being” (0.590)
 Item 60: “I prayed” (0.574)
• VI.F: Rationalization
 Item 35: “I acted in such a way that others could not know 

how badly things were developing” (0.584)
• VII.F: Fighting
 Item 5: “Through various efforts and compromises, I tried to 

gain some advantage from the situation” (0.584)

Coping strategies among male PE teachers
 Sample test items and factor loadings are as follows.
• I.M: Change, personal development
 Item 38: “I discovered a new what is important in life” (0.699)
• II.M: Concentration on the task, actions following the plan
 Item 2: “I tried to analyze the problem in very many ways” 

(0.698)
• III.M: Reduction of tension
 Item 17: “I showed my anger to the person that caused the 

problem” (0.749)
• IV.M: Fantasizing, alleviation of outcomes, resignation
 Item 59: “I fantasized or dreamed about how it all could 

change” (0.805)
 Item 15: “I tried to focus attention on the positive aspect of the 

situation” (0.522)
 Item 61: “I was prepared for the worst” (0.401)
• V.M: Change of perspective, self-comforting, social support
 Item 64: “I tried to look at the problem from the viewpoint of 

someone else” (0.807)
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 Item 19: “I kept repeating to myself something that helped to 
improve my frame of mind” (0.575)

 Item 47: “I involved others in my problem” (0.396)
• VI.M: Fighting
 Item 46: “I stubbornly continued my actions and fought for 

what I wanted” (0.769) 
• VII.M: Assuming responsibility

Item 29: “I realized I got into the troubles all by myself” (0.604)
When facing stress, female PE teachers most commonly employ 

the following strategies: Fighting (VII.F, M = 1.88), Social support, 
wishful thinking, alleviation of efforts (I.F, M = 1.84) and Assuming 
responsibility, actions following the plan (II.F, M = 1.70). It seems that 
women are engaged in work rather emotionally, which shows 
the least frequently employed coping strategy Distancing (III.F, 
M = 1.11). It is interesting that men do not exert this coping strate-
gies except fighting (Table 2). 

Of the seven defined strategies of coping, male PE teachers 
the most frequently employ three strategies targeting problem 
management. These are Concentration on the task, actions following 
the plan (II.M, M = 2.37), Fighting (VI.M, M = 1.98) and Assuming 
responsibility (VII.M, M = 1.72). The essence of the above strategies 
is rational, planned acting in a difficult situation (II.M) and consis-
tent attempts at reaching the goal and receive benefits achievable 
in a given situation (VI.M), and accepting work duties (VII.M). 

The two strategies that are the least frequently employed by 
male responders are Change of perspective, self-comforting, social 
support (V.M, M = 1.23) and Reduction of tension (III.M, M = 0.98). 
Change of perspective is a strategy allowing a given situation to 
be viewed from a distance, from the position of another person, 
and performance of re-evaluations of the goals. Such activities as 
self-comforting along with an attempt at improving one’s frame of 
mind and seeking social support as complement of this method of 
coping (V.M). Male PE teachers reduce tension (III.M) by various 
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means, showing their anger, undertaking replacement actions, 
and also accepting the situation (Table 2).

Effectiveness of coping strategies employed by PE teachers 
against burnout
Chronic work stress that is unmodified by preventive actions is 
counted among major causes of professional burnout (Maslach, 
1993). The response to prolonged imbalance between work de-
mands and one’s abilities of coping them consists in increasing 
emotional exhaustion, believed to be the axial dimension of the 
syndrome. The remaining dimensions of the progressive phenom-
enon, i.e., decreased professional accomplishment and a tendency 
for depersonalization are consecutive, coexisting signs of a fully 
symptomatic burnout syndrome.

The analysis of the effectiveness of coping strategies employed 
by PE teachers in the context of burnout was performed at the 
structural level of the syndrome, taking into account the gender 
variable. The results are presented in Tables 3 and 4.

Table 3. Relationships between coping strategies and burnout dimensions  
by multiple regression in female PE teachers.

Burnout 
dimensions
Goodness of 
fit coefficients

Coping strategies
of female PE teachers

Regression  
coefficients

Sig-
nificance 

level
pb β

EE
R2 = 0.364
F = 4.291
p = 0.002

IV.F Reduction of tension 0.703 0.576 0.001
II.F Assuming responsibility, 
actions following the plan

–0.443 –0.313 0.030

I.F Social support, wishful 
thinking, alleviation of outcomes

–0.388 –0.258 0.061

VII.F Fighting 0.351 0.251 0.085
V.F Personal development, change,  
spiritual strengthening

–0.284 –0.183 0.169

III.F Distancing –0.201 –0.133 0.286
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NPA
R2 = 0.234
F = 3.589 
p = 0.012

IV.F Reduction of tension 0.314 0.283 0.041
II.F Assuming responsibility, 
actions following the plan

–0.231 –0.296 0.133

VII.F Fighting –0.206 –0.162 0.289
V.F Personal development, change, 
spiritual strengthening

–0.138 –0.194 0,309

DP
R2 = 0.135
F = 2.505 
p = 0.064

IV.F Reduction of tension 0.184 0.240 0.110
I.F Social support, wishful 
thinking, alleviation of outcomes

–0.209 –0.221 0.135

VII.F Fighting –0.167 –0.190 0.181

Note. Burnout in female physical education teachers (N = 52); magnitude of the explained 
variances by employed the coping strategies as referred to syndrome dimensions (ascend-
ing regression analysis). EE = emotional exhaustion, NPA = negative sense of professional 
achievements, DP = depersonalization.

Six of seven defined coping strategies employed by female PE 
teachers play a role in EE dimension of women’s burnout (Table 3). 
Two of them, Reduction of tension (IV.F), Assuming responsibility, 
actions following the plan (II.F), feature in the model significantly 
(p < 0.05), while four other insignificantly: Social support, wishful 
thinking, alleviation of efforts (I.F), Fighting (VII.F), Personal devel-
opment, change, spiritual strengthening (V.F), and Distancing (III.F). 
They reveal, however, their role together with the other variables. 
The total magnitude of the explained variance is 36.4% (R2 = 0.364, 
F = 4.291, p = 0.002; see Table 3).

In the regression model, the syndrome dimension of NPA in fe-
male PE teachers is explained by four coping strategies. Only one 
strategy, Reduction of tension (IV.F), influences the NPA statistically 
significantly (p < 0.05). The other three, Assuming responsibility, 
actions following the plan (II.F), Fighting (VII.F), and Personal de-
velopment, change, spiritual strengthening (V.F), are included in the 
regression model as supporting variables. The total magnitude 
of the explained variance for all four coping strategies is 23.4% 
(R2 = 0.234, F = 3.589, p = 0.012; see Table 3).
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A tendency towards excessive DP is explained by the three 
separately insignificant coping strategies of female teachers. The 
total magnitude of the explained variance is 13.5% (R2 = 0.135, 
F = 2.505, p = 0.07; see Table 3). It seems to be interesting that Re-
duction of tension (IV.F) increases DP while Social support, wishful 
thinking, alleviation of efforts (I.F) and Fighting (VII.F) decreases it.

The coping strategy that seems to be decisive in female burn-
out is Reduction of tension (IV.F; see Table 3). The strategy reveals 
predominantly in manifesting emotions by venting anger. Thus, it 
equals with loss of self-control, which significantly increases emo-
tional exhaustion (EE, β = 0.576, p = 0.001) and facilitates doubts 
in one’s professional competences (β = 0.283, p = 0.041). Moreover, 
in relation to the DP, it can result in a weak tendency to treat 
students instrumentally (β = 0.240, p = 0.11). This is a totally inef-
fective strategy, which causes burning out in female PE teachers.

Another coping strategy that is significant in terms of female 
burnout is acting following the plan, associated with assuming 
responsibility for the situation (II.F; see Table 3). The strategy 
plays an adaptive role and allows an effective alleviation of stress 
while working with students. It is directed against undertaking 
chaotic actions in face of an external attribution and together with 
evaluating the source of demands reduces the imbalance result-
ing in stress and therefore significantly diminishes EE (β = –0.313, 
p = 0.03). The strategy confirms also its adaptive role against the 
NPA (β = –0.296, p = 0.133). Sense of responsibility and consistent, 
planned acting when facing stress allow female PE teachers to 
maintain their sense of effectiveness while working at school.

Fighting (VII.F, Table 3) is a strategy that is not significant in the 
regression model alone, but when combined with the remaining 
variables explaining the three burnout dimensions in female PE 
teachers, it plays an ambiguous role. Striving to cope with the 
problem or achieving a compromise through fighting intensify 
EE (β = 0.251, p = 0.085), which shows that this strategy is also in-
effective. At the same time, doubling the efforts and looking for 
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various solutions through fighting allow female PE teachers to 
somehow maintain the feeling of sense in their work (β = –0.162, 
p = 0.289). Fighting seems also to protect against a tendency to-
wards DP (β = –0.19, p = 0.181).

The essence of another coping strategy, which is somewhat 
significant in the regression model, is receiving social support and 
self-consolation through wishful thinking and actions aimed at 
alleviating the outcomes of stressful events (I.F, Table 3). It seems 
to protect female teachers against an increase of EE (β = –0.258, 
p = 0.061) and a tendency towards DP (β = –0.221, p = 0.135).

The strategy of Personal development, change, spiritual strength-
ening (V.F; see Table 3), insignificant in the regression model, 
plays an adaptive role with respect to EE and NPA. This type of 
coping tones down tension evoked by stress, which result in EE 
(β = –0.183, p = 0.169). Perceiving positive consequences of negative 
events allow finding sense in stressful experiences, which with 
support given by religion maintains the sense of work importance 
in teaching vocation, decreasing NPA (β = –0.194, p = 0.309).

Achieving distance to negative aspects of work enable an in-
crease in the sense of control and thus regulation of emotions. 
The coping strategy Distancing (III.F; see Table 3) undertaking 
replacement actions or avoiding contacts with other people seems 
to tone down stress-related tension, thus decreasing EE (β = –0.133, 
p = 0.286). 

Five of seven defined coping strategies against burnout in 
male PE teachers play a role (Table 4). In the regression model, 
the syndrome dimension of EE of male PE teachers is somewhat 
explained by three coping strategies. The total amount of the ex-
plained variance is 14.2% (R2 = 0.142, F = 2.539, p = 0.068; see Table 
4). The strategy of Concentrating on the task, actions following 
the plan (II.M) enters the model in a significant way (β = –0.279, 
p = 0.047; see Table 4). Each of the two other strategies Fantasiz-
ing, alleviation of outcomes, resignation (IV.M) and Assuming 
responsibility (VII.M) are insignificant.
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The syndrome dimension of NPA in male PE teachers is ex-
plained in the regression model by three coping strategies. Only 
one strategy of Change, personal development (I.M) is statistically 
significant (β = 0.546, p = 0.018; see Table 4). The remaining two 
strategies Change of perspective, self-consolation, social support 
(V.M) and Concentrating on the task, actions following the plan 
enter the model and explain 16.8% of variance in total with I.M 
(R2 = 0.168, F = 3.103, p = 0.036; see Table 4).

Table 4. Relationship of coping strategies to the burnout dimensions by 
multiple regression in male PE teachers.

Burnout  
dimensions 
Goodness of fit 
coefficients

Coping strategies
of male pe teachers
WCQ scales

Regression  
coefficients

Sig-
nificance 

level
p

b β

EE
R2 = 0.142
F = 2.539 
p = 0.068

II.M Concentrating on the task,  
actions following the plan

–0.553 –0.279 0.047

IV.M Fantasizing, alleviating the 
outcomes, resignation 

0.400 0.190 0.180

VII.M Assuming responsibility 0.304 0.143 0.313

NPA
R2 = 0.168
F = 3.103 
p = 0.036

I.M Change, personal 
development

0.365 0.546 0.018

V.M Change of perspective, self-
comforting, social support

–0.475 –0.276 0.073

II.M Concentrating on the task,  
actions following the plan

–0.340 –0.203 0.143

DP
R2 = 0.307
F = 10.430
p = 0.003

II.M Concentrating on the task,  
actions following the plan

–0.963 –0.551 0.001

I.M Change, personal 
development

0.196 0.126 0.308

Note. Burnout in male physical education teachers (N = 50); magnitude of the explained 
variances by employed coping strategies as referred to syndrome dimensions (ascend-
ing regression analysis). EE = emotional exhaustion, NPA = negative sense of professional 
achievements, DP = depersonalization.
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The tendency towards excessive DP of male PE teachers is 
explained by two strategies. The first Concentrating on the task, ac-
tions following the plan (II.M) is statistically significant (β = –0.551,  
p < 0.001). The second Change, personal development (I.M) is insig-
nificant in the model, but manifests its role together with the first 
one. The total amount of the explained variance is almost 31% 
(R2 = 0.307, F = 10.430, p = 0.036; see Table 4).

The coping strategy that seems to be decisive against burnout 
in males is Concentrating on the task, actions following the plan (II.M). 
This coping method allows male PE teachers to effectively manage 
the source of stress, which poses the problem. The strategy enters 
the regression model in a significant manner in the case of EE and 
DP. What is more, the coefficient β in all multiple regressions is 
negative for each burnout dimension, EE, NPA and DP. Thus, it 
seems to play a preventive role each time.

The strategy of Change, personal development (I.M) explains in 
a statistically significant way the burnout dimension associated 
with the loss of sense in working. Furthermore, it increases some-
how DP and do not appear in multiple regression of EE. As it 
turns out, this coping strategy consisting in adopting a different 
than hitherto life perspective may, when faced with stress, lead 
to intensification of burnout symptoms in male PE teachers.

Two next strategies of stress management that are insignificant 
in the multiple regression model of EE, Fantasizing, alleviating the 
outcomes, resignation (IV.M) and Assuming responsibility (VII.M) are 
non-adaptive and may contribute to arising stress and hencefor-
ward EE in male PE teachers.

The coping strategy consisting in change of perspective through 
looking at the problem from a distance, and using social support 
and self-consolation (V.M) allows male PE teachers to reevaluate 
their goals, thus protecting them against loss of sense of work 
and deteriorating tendency in assessing one’s achievements as 
a teacher, and henceforward NPA (β = –0.276, p = 0.073). 
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CONCLUSIONS

Physical education teachers face various sources of stress that are 
somewhat common to the teaching position and more specific 
to the subject. They strive to be the best coaches of their school 
teams, but they must primarily care about the physical fitness of 
the majority of their students. Thus, the ambition to take care of 
students’ physical exercise is often ambiguous in everyday school 
work, especially since the subject of physical education is seen as 
less important than other subjects. 

This specificity of the work cause burning out in the profession 
alike members of other groups at risk. However, the pattern of 
burnout (Noworol & Marek, 1994; Noworol, 2004) constitutes in 
PE teachers a distinctive typology (Brudnik, 2004). Hence, it was 
interesting to investigate the coping strategies against burnout 
syndrome in PE teachers involving the gender variable, especially 
that the review of literature shows ambiguous results.

Coping as a process is a sequence of strategies that fulfil 
various functions, sometimes common in men and women, and 
sometimes not. The presented studies show that female PE teach-
ers engage most commonly the coping strategies concentrating 
on problems like fighting the source of stress or rationalizing it, 
and concentrating on emotions like distancing the source of stress, 
letting matters drift, and at the same time undertaking replace-
ment activities and limiting contacts with other persons as well as 
reducing tension. However, this coping strategy turned out totally 
ineffective and even increasing burnout in female PE teachers.

Of the seven different coping strategies used by the surveyed 
PE female and male teachers two ways to cope stress are impor-
tant in the process of women burning out, and the two other 
strategies are essential for men, in the adopted model of burnout 
as proved by regression analyses. 

Coping strategy Reduction of tension (IV.F) consisting in releas-
ing emotions and showing anger seems to be decisive but totally 
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ineffective against the burning-out process of the studied PE  
female teachers. This strategy fulfills non-adaptive role. Releas-
ing feelings in order to reduce tension, equated with the loss of 
self-control, significantly intensifies women’s EE (Table 4), and the 
emergence of doubts about their professional competences, NPA 
(Table 4), and can also contribute to the depersonalized treatment 
of students.

Another coping strategy, essential in the process of women 
burning out, is Assuming responsibility, actions following the plan 
(II.F), related to the acceptance of responsibility for existing situa-
tion with which teacher must deal. The strategy serves an adaptive 
role, allowing stress reduction while teaching. Planned activity 
with external attribution (assessment of source of the imbalance 
between requirements and capabilities), as the coping strategy, 
reduces somehow the EE (Table 4). A sense of responsibility and 
systematic, planned actions in the face of stress can facilitate the 
female teachers to maintain a sense of the effectiveness while 
working at school.

Coping Strategy Concentrating on the task, actions following the 
plan (II.M) reduces EE (Table 4) among male PE teachers. This 
strategy also helps them to keep the sense of working in the PE 
teaching occupation. It is also the significant strategy to protect 
the teachers against DP (Table 4). 

Coping strategy Change, personal development (I.M) is totally in-
effective and leads to lowering personal accomplishment and the 
effectiveness and sense of working with students. It can likewise 
have a tendency of the PE male teachers to depersonalized treat-
ments of students (Table 4). It seems that those male PE teachers 
look for the possibilities of personal development outside the 
school environment.
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