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ABSTRACT

Managing stress has become a vital part of modern life as it affects everyone, including
adolescents; coping with stress requires effective strategies in response to daily
problems. To facilitate effective coping requires knowledge of the types of stressors that
adolescents face and the ways in which they are coping with these stressors, as well as
whether there is a difference in coping between genders. This quantitative study was
conducted in eight schools in Windhoek, the capital city of Namibia. A sample size of
300 Grade 10 learners was utilised. The researcher compiled a checklist and used a self-
report inventory to establish the types of stressors, kinds of coping responses to stressors
and gender differences in each. The results indicate that academic factors and
examinations, as well as body image, increased stress levels. Adolescents employed both
approach and avoidant strategies in coping with problems; however, they rely more
heavily on avoidant coping. Furthermore, the results indicate that, overall, females
experienced higher stress levels than males. Females were more at risk than males;
consequently, adults working with them should be more vigilant and supportive. All
adolescents should be taught to acknowledge when they are employing unhelpful

strategies, and learn the skills to employ helpful strategies instead.
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CHAPTER 1

INTRODUCTION

1.1 ORIENTATION OF THE STUDY

Coping responses and managing stress have become vital parts of modern life as stress
affects all people. Young people typically experience stressful events during the
developmental phases from their childhood through puberty to adulthood (Simuforosa,
2013). Specific changes, such as biological, cognitive, social changes and the
development of identity, are evidence of situations that can lead to increased stress levels
in adolescents (Huli, 2014). Stressful experiences, seen as distress that was not dealt
with and resolved, have been linked to health and behavioural problems (Zimmer-
Gembeck & Skinner, 2010). Adolescents who are experiencing higher levels of stress or
distress display behaviours, such as fatigue, guilt, a depressive mood and dissatisfaction,
as well as a sense of failure and irritability (Zhang, et al., 2015). Bhargava and Trivedi
(2018) argue that several stressors from different sources underpin psychological,

physical and behavioural problems.

According to Roy et al. (2015), stressors in adolescents can be categorised in five broad
dimensions, namely school, family, peers, personal health and appearance. In addition,
Foto-Ozdemir et al. (2016) argue that familial factors, such as interpersonal
relationships, loss of a parent, separation and divorce, further contribute to stress in
adolescents. The psychological stressors that adolescents grapple with relate to factors
such as their personality and self-esteem; consequently, stress management and positive

coping responses need to be developed, especially by adolescents, in order to prevent
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such maladaptive behaviour (Bhargava & Trivedi, 2018; Huli, 2014; Priyanka &
Kshipra, 2017).

A coping response is described as the method employed by an individual to counter,
cope and respond to stress. This is done on a cognitive and behavioural level in order to
address or manage either external or internal demands placed on the individual (Herres
& McCauley Ohannessian, 2014; Papathanasiou et al., 2015). Two types of coping
responses are outlined. The first is approach coping strategies which include problem
solving and cognitive restructuring to deal with stressful situations. It, furthermore,
includes seeking emotional support in an active and productive manner (Priyanka &
Kshipra, 2017). The second is avoidant coping strategies which include strategies that
focus on emotions and disengagement, thus denying the stressor. Such a strategy may
bring short-term relief but, in the long run, it will increase the amount and regularity of
the stressor and may lead to problem behaviours (Herres & McCauley Ohannessian,
2015; Priyanka & Kshipra, 2017). When problem-solving focused coping is employed,
the individual deals with the situation effectively in a realistic and constructive manner;
however, a more emotion-focused approach will produce short-term coping, which
temporarily relieves stress but does not address the issue (Papathanasiou et al., 2015).
Females have shown to have higher stress levels than males, although the causes for
stress are the same for both genders. It is, furthermore, recognised that the different
genders employ different strategies for dealing with problems which may be the reason
for differences in coping (Roy et al., 2015). Males tend to react more often than females
through aggression, showing lower self-esteem and antisocial behaviour, usually as a
result of conflict with the adults in their lives. In contrast, females show stress with

regards to academic achievement which seems to manifest itself in signs of depression
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(Foto-Ozdemir et al., 2016; Latha & Hanumanth, 2006). Males show more aggression in
their coping as a result of conflicts in their interpersonal relationships, especially when
they do not feel supported. Such behaviour constitutes an avoidant coping strategy.
Females are more emotion-focused in their coping, which relieves the stress temporarily
but does not address the problem effectively, and this too is an avoidant strategy (Herres
& McCauley Ohannessian, 2014; Zhang et al., 2015). Researchers also point out that
coping could include a tendency to engage in substance abuse, self-harm, suicide and
delinquency among adolescents (Sigfusdottir et al., 2017).

In Namibia, suicide is the second leading cause of death among young people between
the ages of 15 and 29 and the fourth highest in Africa (Nembwaya, 2019). One possible
explanation could be attributed to the pressure of academic stress according to Glen-
Spyron & Jacobs (2019). Education is seen as the only opportunity of getting funding for
tertiary education and in turn improving future prospects of attaining a good career and
financial security. Glen-Spyron & Jacobs (2019) postulate that many young Namibians
experience confusion, worry and stress because of their academic results and especially
if they are unable to meet their expected results; they may have suicidal ideations, resort
to self-harm or turn to substance abuse in an attempt to cope. It is, therefore, imperative
that educators should be able to identify learners who are not coping, as well as develop
an understanding of the types of stressors Namibian Secondary School learners face. In
this regard, educators should recognise the type of coping strategies employed in order
to teach more effective coping strategies to those learners exhibiting ineffective skills.
Furthermore, they should be sensitive to the differences between the coping mechanisms

of males and females. Current research on the coping responses of adolescents is



available internationally; however, very little is known in Namibia regarding stressors

and coping responses among learners.

1.2 STATEMENT OF THE PROBLEM

Adolescents experience several different stressors of physical, cognitive and
psychological nature. These include emotional problems, as well as familial, social and
academic difficulties. In addition, transitions in life, common during adolescence, further
cause imbalance and affect well-being (Mayordomo-Rodriguez et al.,, 2015).
Adolescents need to cope with these stressors effectively in order to avoid problems,
such as depression, feelings of dismay, worthlessness and maladaptive behaviour (Zhang
et al., 2015). The way that adolescents cope with problems depends on the types of
coping strategies that they employ. Ineffective coping strategies are linked with poor
adjustment and the internalisation of problems. On the other hand, adolescents also do
not only employ one type of coping strategy. Identifying the types and categories of
coping strategies employed by adolescents who utilise similar patterns of coping will
provide educators with a better understanding of the ways in which they cope and adjust
(Herres & McCauley Ohannessian, 2015); however, there seems to be a lack of scientific
evidence regarding the types of stress experienced by Namibian learners or the strategies
they employ to deal with stressors in their lives.

Furthermore, the differences in coping strategies between the male and female genders
in Namibia need to be identified in order to develop specific interventions effective for

each gender. The aim of this study is to fill that gap partly.



1.3 RESEARCH OBJECTIVES

The aim of the research was to investigate the types of stressors and ways in which
Grade 10 learners in Windhoek manage their stress. The objectives of the study are

discussed below.

1.3.1. IDENTIFICATION OF THE TYPES OF STRESSORS FACED BY GRADE 10
LEARNERS IN WINDHOEK, NAMIBIA

For the first research objective, the researcher had to identify the type of stressors
learners encounter in their daily lives. These were divided into the following categories;

home, school, romantic relationships and health.

1.3.2 IDENTIFICATION OF THE COPING RESPONSES MOST FREQUENTLY
EMPLOYED BY GRADE 10 LEARNERS IN WINDHOEK, NAMIBIA TO DEAL
WITH LIFE STRESSORS

Secondly, the research aimed to investigate which coping responses learners are
employing when faced with a stressor and whether they employ mostly approach coping

or avoidant coping as a method in dealing with problems.

1.3.3 COMPARISON OF THE COPING RESPONSES BETWEEN GENDERS
AMONG GRADE 10 LEARNERS IN WINDHOEK, NAMIBIA

The third object aimed at establishing whether there was a difference between genders in

the type of coping responses utilised by males and females.

1.4 SIGNIFICANCE OF THE STUDY
A study in the Namibian context could provide information regarding the types of

stressors faced by learners. Furthermore, if the preferred types of coping strategies
employed by learners are identified, educators will gain a better understanding of the
way in which to cope with stressors and could, thus, teach approach coping strategies

and identify avoidant coping strategies in an educational setting.



The results of this research could lead to further studies in this field and inform schools,
parents, Educational Psychologists and other professionals working and counselling

learners regarding ways to manage stress more effectively.

1.5 DELIMITATIONS OF THE STUDY

This research was confined to eight selected schools in Windhoek’s urban area, and
focused on Grade 10 learners. The types of stress urban learners face is different and
more chronic as a result of community violence, financial strain, housing evictions,
gangs, academic demands, physical abuse and separation from families (Coyle & Vera,

2013), justifying selecting schools in an urban area for this study.

Grade 10 learners were selected as the target population because they were in the middle
of their high school years. At this stage learners have matured since starting high school
and are possibly beginning to experience more stress than before with regards to family
relationships, academics, peer relations and health. This age group would be an ideal
time to introduce the teaching of effective coping strategies and thus Grade 10’s were
the suitable age group to target in this research.

1.6 LIMITATIONS OF THE STUDY

The Coping Response Inventory (CRI)-Youth Form was developed and standardised as a
research instrument for the United States of America but was not necessarily fully
applicable in the Namibian context due to cultural differences between the two settings.
On the other hand, there is existing evidence that the instrument had been translated and
employed in different languages, such as Mandarin, Spanish, Portuguese, Sinhala and
Norwegian (Moos, 2004) and applied in studies conducted in other countries. Although
it may appear that the instrument is suitable for different cultures, the data relating to the

Namibian context which were collected in this study should be interpreted with care.
6



Another limitation was the vocabulary of the self-report form which was unfamiliar to
some participants. A pilot study was conducted in order to iron out any problems in the
checklist and the self-report inventory, as well as to practise administering procedures.
The vocabulary and interpretation of the questions did, in general, not pose a problem,
except in one of the technical schools. The collection of data took much longer there
because the researcher had to work through the questions one by one with the learners in
order to explain each of them. Although it took a longer time, the pay-off was that
accurate data were collected.

The researcher administered the checklist and the CRI-Youth Form herself and was on
hand to answer any questions. When a student had difficulty following the
administration of the test, the researcher completed the checklist and the Form on a one-
on-one basis with the student. This was only necessary in three cases. Although the
instrument had been developed in 1993, the researcher found that it was still relevant,

reliable and that it captured the required data with ease.

1.7 DEFINITION OF TERMS

This section defines key terms as operationalised in the study.

Stress: The way that the body responds to any demand for change which potentially
upsets the balance in an individual; the ability to cope with the stressor is less than the

demands of the situation (Roy et al., 2015).

Perceived stress: The extent to which an individual experiences life events as
unpredictable, uncontrollable or overloading. It is an important factor that can lead to
depressive symptoms or aggravate depression. The more the individual feels he or she is

stressed, the more he or she experiences depressive symptoms (Zhang et al., 2015).



Social support: This relates to the individual’s perception of the support that they get
from family, friends and others. Support comes in different forms, such as resources
provided, emotional support and information. Social support assists in diminishing or
lessening the negative side-effects of stress, and improves the feeling of being able to
cope with stress; this influences the way in which people perceive stress (Zhang et al.,

2015).

Coping strategies: These are strategies employed to deal with those problems that cause
stress. Problem-solving strategies include planning and attempts to change the stressful
environment, whereas emotion-focused strategies is the attempt to minimise the negative
emotion by trying out different activities, such as talking to a friend, doing physical
activities, like watching TV, eating, shopping, consuming alcohol or gambling (Kim et

al., 2014; Papathanaiou et al., 2015).

Approach coping: An individual employs the following strategies to deal with problems:
Logical Analysis (LA), Positive Reappraisal (PR), Seeking Guidance (SG) and Support

and Problem Solving (PS) (Moos, 2004).

Avoidant coping: An individual employs the following strategies to avoid dealing with
problems: Cognitive Avoidant (CA), Acceptance and Resignation (AR), Alternative

Rewards (AR) and Emotional Discharge (ED) (Moos, 2004).

Adolescence: The beginning of sexual maturity, also known as puberty, brings about the
completion of physical growth (Huli, 2014). It is, furthermore, seen as a time of

transition which affects the individual biologically, socially and psychologically, and is



divided into three stages, namely early (11 — 13 years), middle (14 — 16 years) and late

adolescence (17 — 19 years) (Roy et al., 2015).

Anxiety: Anxiety disorders include characteristics of fear, anxiety and behavioural
disorders; fear being an emotional response to both real or perceived threats and anxiety
being the expectation of future threat. Although these states are similar, they are also
different at the same time in that fear is associated with autonomic arousal needed for
fight or flight, whereas anxiety is associated with muscle tension in preparation for
anticipated danger (American Psychiatric Association, 2013). Further, according to
Moran (2015) when one adds up everything that causes stress and subtracts all one’s

abilities to cope, one is likely to experience anxiety.

Self-regulation: Self-regulation is the ability to control emotions and behaviour when in
pursuit of a goal. It includes behaviours such as impulsivity, effortful control, cognitive
control, emotion regulation, executive functioning, self-control and decision making

(King et al., 2018).

Subjective well-being: It is the individual’s evaluation of life satisfaction and the way in
which he or she regularly experiences positive or negative affect. In other words, it is a
person’s self-perceived life satisfaction, in this case related to the Namibian context,
which he or she derives at by means of a process of cognitive appraisal of his or her own

life (Coyle & Vera, 2013).

Stressor: This can be any factor that causes stress and affects balance (Papathanaiou et

al., 2015).



1.8 CONCLUSION

Adolescents experience stress during any developmental stage and, if not addressed, it
could lead to behavioural problems. Stress experienced by this age group is related to
five stressors, namely school, family, peers, personal health and appearance. To manage
stress effectively, the type of coping responses the adolescent employs, plays a crucial
role in addressing the source of the stress. Approach coping strategies have been shown

as more effective than avoidant strategies which have proven to be unhelpful.

Females appear to show higher levels of stress than males. The main source of their
stress is academic related, and it seems that females rely mostly on emotion-focused
coping strategies. Males, on the other hand, are more aggressive in their coping, and the
main source of their stress seems to result from interpersonal relationships. Namibian
adolescents are not exempt from experiencing stress, as can be seen from the rising
suicide rate. This study investigated the sources of stress and the type of coping
responses employed by Namibian adolescents, as well as determined whether there was

a difference in source and coping between males and females.
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CHAPTER 2

LITERATURE REVIEW

2.1 INTRODUCTION

Adolescence is often referred to as a time of ‘storm and stress’ and is strongly associated
with negative affect, which explains increased reports of suicidal ideation and accidental
deaths. However, most adolescents emerge from this tumultuous time relatively
unscathed (Huli, 2014). On the other hand, these transitions pose developmental

challenges both of a physical and cognitive nature (Mayordomo-Rodriguez et al., 2015).

Stress management and coping have become necessary skills which need developing,
especially during adolescence. Investigating the types of stress in adolescents and the
way they react and cope with problems causing them stress were the foci of this research
as it aimed to establish whether adolescents in Windhoek were indeed stressed and what
areas of development were causing stress. Furthermore, the coping response of
adolescents to stress and the management thereof informed the second part of the

investigation.

This chapter addresses the theoretical framework that underlies the study. It also looks at
the effects and types of stress, coping responses to stress and gender differences in
coping with stress.

2.2 DEFINING STRESS AND STRESSORS

Stress is a widespread phenomenon experienced by all human beings throughout their
lives (Shahsavarani et al., 2015). Selye (1936) defines stress as ‘non-specific responses

that can be resulted from a variety of different kinds of stimuli’. For the purpose of this

11



study, stress is defined as a reaction or stimulus in an individual which has its source in
one or more of the following: biological, psychological, developmental, sociocultural
and environmental issues. It is a reaction in the sense that it relates to specific changes in
the human body, thus being internal. Furthermore, it is the result of a stimulus in the
environment and, thus, comes from an external source (Papathanaiou et al., 2015). This
definition had relevance to this research in determining the types of stressors learners

faced in order to gain a better understanding of their areas of difficulty.

Moyordomo-Rodrigues et al., (2015) are of the opinion that the developmental
challenges adolescents face are of an emotional, familial, academic and occupational
nature and, although these are sometimes challenging, they contribute to the
development of a personal identity necessary in a healthy adult life. When adolescents
are unable to cope with stressors which could lead to a distressed state of mind, it might
play out in antisocial or self-destructive behaviours (Huli, 2014). Therefore, it is
essential for adolescents to manage stress to overcome the detrimental effects of distress
and develop healthy stress management skills.

2.3 THEORETICAL FRAMEWORK

The present research study was based on two separate theoretical frameworks as it
focused on two separate aspects. The first theoretical framework relates to the types of

stressors faced by learners, and considers their effect on them.

The second theoretical framework is the Social Learning Theory. It addresses the types

of responses to stress that learners have been conditioned to employ.
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2.3.1 THEORIES RELATED TO TYPES OF STRESSORS

According to Shahsavarani and associates (2015), a unidimensional perspective can
neither represent the factual reality of stress nor provide a suitable solution to stressful
situations. Therefore, it is essential to have a suitable theoretical framework in which this

study is grounded.

It is worth examining theories that explain the origin of stress to develop the
understanding of ways in which adolescents acquire stress. Three models relating to the
origin of stress include the Stimulus-based Model by Holmes and Rahe (1967),
Response-based Model by Selye (1936) and Transaction-based Model by Lazarus and

Folkman (1987).

The first model by Holmes and Rahe (1967) explains that stress is a stimulus which
comes in the form of a life event or a group of circumstances which will result in normal
psychological reactions. Holmes and Rahe identify forty-three events or lifestyle
changes, for example divorce, that are usually perceived by individuals as stressful. This
model confirms that stress can be triggered by certain life events. By establishing which
life events cause adolescents to stress, we are better able to identify these events and
teach adolescents to prepare for them by employing adequate coping strategies

(Papathanaiou et al., 2015).

The second model, Selye’s Response-based Model (1936), examines stress from a more
biological perspective. General Adaption Syndrome (GAS) describes stress as states of
the body and the changes that happen within. Hormones cause changes in structure and

chemical composition; consequently, the whole body reacts and adapts to these changes.
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Selye suggests that there is a pattern in the way that people react to stressors, and that all

people react in the same way whether it is a significant stressor or not.

This three-phased process includes the alarm phase, also known as the mobilisation
phase, the resistance phase and the exhaustion phase. In short, the stressor is recognised
and the body reacts to the alarm by releasing hormones that help to mobilise against the
stressor. Such coping mechanisms could be suppressed over time and eventually lead to
exhaustion. Consequently, the negative effects of stress manifest physically and signs of
stress become evident (Grieve et al., 2009). Sometimes adolescents are not even aware
of the fact that they are experiencing stress until it begins to manifest itself physically
(Papathanaiou et al., 2015). It is worthwhile to recognise the physical signs of stress and

be able to identify them.

The Cognitive-Transactional Model of stress developed by Lazarus and Folkman (1987)
defines stress as a dynamic relationship between the individual and the environment
where a stimulus, usually a negative one, disrupts an individual’s homeostasis; therefore,
the individual reacts to the negative stimulus with whatever means available. The more
means the individual has available, the more effectively he or she will be able to deal
with the stimulus; in contrast, the fewer means available, the greater the likelihood will
be that the individual will deal with the stimulus ineffectively. Lazarus also postulates
that as children mature stress increases, and this is especially true for the higher Grades
at schools (Acosta-Gomez et al., 2018). Another relevant aspect that Lazarus proposes is
the way in which people interpret stress, either as a stimulus or a response, a threat or a

challenge.
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Lazarus (1999) bases his model of stress and coping on the reciprocal interaction
between the person and the environment, and postulates that it is why some people
manage stress better than others. He hypothesises that individuals differ in sensitivity
and vulnerability. Furthermore, he focuses his work on the cognitive processes that
mediate between stimulus and response, as well as examines the factors affecting these
processes. Consequently, there is a link between the individual, the environment, the
cognitive evaluation of the environmental demands and the stimulus response options.
Daily stressors are evaluated as irrelevant, very stressful or positive and, against this
background, as manageable or unmanageable. During the evaluation the individual
identifies available resources or options as he or she continuously redefines the problem
solving process. This process is individual and intrinsic, and the outcomes are dependent
on the person’s motivation, characteristics, beliefs, cognitive resources and skills
(Moyordomo-Rodrigues et al., 2015; Papathanaiou et al., 2015). Thus we need to teach
learners to recognise the resources that are available to them in order to develop skills, as
well as resources that are not readily available. They, furthermore, need to become
familiar with problem solving processes as stress increases in the higher Grades (Acosta-

Gbmez et al., 2018).

Coyle and Vera (2013) outline three further models related to stress. The first is the
Stress-exposure Model which postulates that stress causes maladaptive behaviour and
emotions. It implies that, in an environmental context, stress may lead to depression and
antisocial behaviour. The second is the Stress-generation Model which proposes that
stressful events are a result of maladaptive behaviour; for example, a person could

develop interpersonal conflict as a result of a depressive mood which, in turn, will result
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in a stressful life event. According to the third model, the Reciprocal-stress Model,
which integrates the previous two models, a stressful event both predicts and results
from maladaptive emotions and behaviour; for example, the death of a family member
may result in depression and, thus, could potentially damage relations with others. It
becomes clear that one must also consider the role of the individual in stress

management as all actions carry consequences which can be either positive or negative.

For the purpose of this study, understanding the origins of stress in adolescents, whether
it is as a result of life events, physiological reactions, reaction to the environment or
exposure to stress, assisted in defining the parameters with regards to the stress they
experience. Such understanding will enable educators to identify the specific areas that
cause distress in order to negotiate effective remediation and, thus, prepare adolescents
better for adult life.

2.3.2 THEORIES RELATED TO RESPONSES TO STRESS

Alfred Bandura’s Social Learning Theory (1971) developed from behaviourism, and is
based on learning by direct experience through observation, imitation and modelling.
The assumption is that individuals learn from interactions with others in a social context.
They observe their model’s behaviour, assimilate it and imitate that behaviour,
especially if the imitated behaviour is reinforced with positive rewards, thus indicating
attention, memory and motivation. This notion has relevance to the research as coping
strategies employed to solve problems and stressors are learned from significant others
by observing them and imitating the way they solve their problems. This is not to say
that the problem solving strategies learnt in the environment are always effective but

individuals are able to identify ineffective strategies and learn more effective strategies.
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New behaviours are not only learned through external sources but also through intrinsic
motivation. If intrinsic motivation, which is cognitive in nature, brings rewards, such as
pride, satisfaction or a sense of accomplishment, the behaviour will be reinforced
(Nabavi, 2012). The type of coping responses an individual selects can be influenced by
his or her motivation and expectation of the way that things should turn out. These are
behaviours that can be taught to adolescents.

2.4 THE EFFECTS OF STRESS

Examining the effects of stress on adolescents has significance as it highlights the need
to equip the youth adequately with those effective strategies necessary to prevent
uncontrollable stress, and teach them to function effectively in a demanding world. The
effects of stress can manifest physiologically, as mental health problems, academically

and within the social environment.

Firstly, we learn that occasional stress is not physiologically harmful or life threatening;
however, if an individual lacks adequate coping responses, it may have harmful effects
in the long run because it may result in physical ‘wear and tear’ on the hypothalamus-
pituitary-adrenal axis, which can result in poor physical and mental health (Sigfusdottir

etal., 2017).

Mental health problems are linked to the outcome of stressful events (Zimmer-Gembeck
& Skinner, 2010). Zimmer-Gembeck and Skinner (2010) propose that stress manifests
itself on two levels, namely internally, where the individual experiences depression and
anxiety or externally, where the individual acts out aggressively or by means of
antisocial acts. Other symptoms, as a result of stress, include poor interpersonal

relationships and sleeplessness. Furthermore, when working with adolescents, one
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should not always point out only the negatives, such as mistakes, setbacks and failure,
but rather teach adolescents that failure can lead to discovery, learning and building
resources for future coping, as well as emphasise that positive or negative outcomes are

dependent on the way an individual responds to them.

In addition, stress, especially uncontrollable stress, interferes with functioning because it
induces fear, anxiety and avoidant behaviour. The two most common anxiety disorders
that manifest themselves as a result of stress are Generalised Anxiety Disorder (GAD)
and Social Anxiety Disorder (SAD). Panic disorders and specific phobias can also
manifest themselves in times of stress (Moran, 2015). Social Anxiety Disorder has been
strongly linked to Alcohol-use Disorder (AUD) which, in turn, leads to further negative
consequences, such as neurological damage, sexual risk-taking, violence and increased
mortality rates. Furthermore, adolescent drinking leads to heavy alcohol consumption in
adulthood. In the context of social stress, an adolescent with SAD tends to use alcohol in
an effort to manage negative affect and, thus, learns to rely on avoidant coping strategies

(Blumenthal et al., 2016).

Another negative effect of stress is academic stress, especially in societies that value
education highly and that place high expectations on their youth to perform. Academic
stress has been linked to health concerns because it results in adolescents employing
maladaptive behaviour, such as smoking, consuming alcohol, mental health issues and

suicidal ideation (Park & Kim, 2018), in order to cope.

Other research studies have produced similar results proving that uncontrollable stress
produces negative effects, such as exhaustion, guilt, depressive moods, dissatisfaction, a
developed sense of failure and irritability. Coupled with these, adolescents experiencing
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higher levels of stress seem to experience dissatisfaction with regards to perceived social
support from family, friends and others and, therefore, develop depressive symptoms
(Zhang et al., 2015). Research by Papathanaiou et al.’s (2015) supports this view and,
furthermore, adds that the exhaustion and poor health that adolescents experience as a
result of stress are due to ineffective coping and the use of defence mechanisms that also
affect interpersonal relationships and cause problems at school, as well as an inability to

address essential needs.

The aforementioned research, further, posits that stress should not be viewed in isolation
but rather as part of a causal chain that begins with social conditions and ends with
psychological distress, such as poverty, family conflict and abuse. Social structure
strengthens the previous point. At a micro level, one experiences stress related to
interpersonal relationships and, at a macro level, stress may result from economic and
social pressure, examples of which are poverty, unemployment and conflict, among
groups. However, this research focused mainly on interpersonal levels although it is

worth keeping social issues in mind as well.

Stress, furthermore, typically leads to delinquency in the form of substance abuse, self-
harm and illicit drug use, that begins in adolescence and may lead one in ten adolescents
to addiction, which can be the gateway to negative behaviours, such as stealing,
vandalism and violence. Other behaviours that could stem from excessive stress are
depressed moods, school drop-out and suicidal ideation. Adolescent suicides have
increased by 40% over the last forty years. The increase in suicide rates has been

attributed to major stress and adverse circumstances (Sigfusdottir et al., 2017).
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2.5 TYPES OF STRESS

The previous section outlined the negative effects of stress on adolescents and the
possible long-term consequences of prolonged stress. Stress usually originates from
problems encountered in people’s daily lives, the way they perceive a problem and the

manner in which they handle that problem.

The next section discusses the types of stressors encountered by adolescents which
might be the origin of their stress. Research Objective One looks at the types of stressors
and employed a checklist in which the indicators were determined from the articles

reviewed in this section of the literature review.

Life stressors that affect adolescents can be classified into two general groups, one being
major events and the other common hassles. A major stressor would include death in the
family, divorce, traumatic events or natural disasters, whereas common stressors would
include school-related problems, such as bullying or time management. Interpersonal
relationships, including conflict with parents, siblings or peers, would also fall under
common stressors. Adolescents particularly find social interactions, as well as periods of
transition from school to tertiary education or entering the workforce, stressful (Zimmer-
Gembeck & Skinner, 2010). This research, furthermore, leaned on research by Roy et al.
(2015) who conclude that, in adolescent stress, common hassles can be classified under
five broad categories, namely school, family, peers, personal health and appearance.
Next, each of these categories will be examined and their contribution to adolescent

stress considered.

2.5.1 SCHOOL STRESS
Education is highly valued in most countries and cultures as it develops knowledge,

skills and strategies to ensure better opportunities in life. In some cultures, parents,
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teachers and learners themselves place high expectations on the learner to excel
academically, and this could be a major contributor to academic stress levels, especially
when parents invest in their children’s achievements through excessive personal and
financial investment (Roy et al., 2015). In addition, society is based on a win-lose model
which adds pressure on both parents and learners to remain competitive in order to keep
up with society (Moran, 2015; Park & Kim, 2018). The lines between supporting a
learner academically and combining realistic expectations with social support systems as
opposed to having excessive expectations and engaging in over-involvement can become
blurred. Social support influences the way in which an individual perceives stress
(Acosta-Gomez et al., 2018; Zhang et al., 2015).

It is worth to note that academic tasks, such as homework, giving presentations,
competition with classmates, academic overload and, most significantly, exams, are the
major contributors to adolescent stress (Acosta-Gémez et al., 2018; Kaushal et al.,
2018). Kaushal et al. (2018), furthermore, include parental and peer pressure as a source
of school stress; however, they have found that learners mostly put pressure on
themselves to perform.

2.5.2 FAMILY AND PEER RELATIONSHIPS

One aspect that could contribute to the development of stress in a family can be
attributed to the developing adolescent who has to adapt to change, for example
beginning a new school term or school year and a changing body image (Acosta-Gémez
et al., 2018). Similar factors that contribute to adolescents’ vulnerability to stress include
rapid physical and psychological changes, their exposure to schoolwork, peer
relationships, mood swings and their environment (Huli, 2014). However, another

perspective which is not directly under the adolescent’s control is familial factors, such
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as socio-economic status, a chaotic environment, divorce, separation, losing a parent or
when a family member struggles with psychological or physical problems (Foto-
Ozdemir et al., 2016).

Although the socio-economic status (SES) of the family is not the main focus of this
research, it does have relevance to some degree or other. Firstly, it has an influence on
the type of school that the learner is able to attend and the resources that are available, as
well as the financial conditions and facilities that are available and provided by the
parents. Many parents in developing countries are focused on making ends meet as they
concentrate on making money and providing for their families. These families often only
have access to ineffective schooling for their children (Roy et al., 2015). Moreover,
parents who feel overloaded and are showing strain, may not have effective coping
strategies themselves and they could withdraw, leaving the learner with fewer positive
adjustments to cope with the stress (Huli, 2014). In spite of this, it was also found that
healthy home relationships superseded financial difficulties and overcame these
problems (Roy et al., 2015).

Typically during puberty, adolescents become more self-conscious and are easily
affected by the opinions of others, especially those of friends, romantic partners and the
perspectives of teachers. They, thus, become more independent and begin to isolate
themselves from parental control. They start making their own decisions and become
responsible for their emotions and actions. They are determined to sustain their social
position with peers, and this may be a contributing factor to stress (Bhargava & Trivedi,
2018; Latha & Hanumanth, 2006; Roy et al., 2015).

The need for adolescents to sustain their social position with regards to peers stems from

a need for affiliation and also includes the pressure of social evaluation (King et al.,
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2018). These affiliations with peers can be either negative (including rejection or
victimization) or positive (social support and acceptance) and may contribute to the
manner in which the adolescent manages emotions. The degree to which the adolescent
regulates emotions will predict adaptive behaviour in a social context resulting in either
successful or unsuccessful outcomes. The higher the degree of self-regulation across
academic and social domains, the better the social and academic function, whereas in
contrast lower self-regulation may be associated in risky behaviour (King et al., 2018).
Negative outcomes may increase levels of stress.

Striving for independence and moving away from the shelter of the family may spark
some challenges of their own and may contribute to the development of problems and
stress. As adolescents begin spending more time out of the home, they begin to demand
more freedom, which may contribute to testing their parents’ limits as they become more
resistant, and trying to find alternatives to their parents’ rules (Huli, 2014; Zhang et al.,
2015). Furthermore, adolescents will seek support and refuge with their peers, especially
when they experience conflict at home. This opens up a whole new world of problems
and potential pitfalls as they navigate substance abuse, the instant gratification from
social media, lack of competence, risk behaviour and cyber bullying, all the while being
exposed to hierarchies in groups which can either work out well or not. Stress can either
cause havoc or yield better results. It depends on the type of coping strategies employed,
particularly with regard to self-regulation in the form of immediate gratification versus
delayed rewards which could result in maladaptive emotion expression including
rumination (Acosta-Gomez et al., 2018; King et al., 2018; Moyordomo-Rodrigues et al.,

2015; Park & Kim, 2018).
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2.5.3 HEALTH AND APPEARANCE

Adolescents like to spend more time with their peers, and are conscious of the way they
behave and look. The view they have of themselves and their body image has been
related to suicidal ideation in Korean adolescents (Kim et al., 2014). Body image is the
way people view and feel about their bodies. In modern society there is an increasing
sense of what the perfect body should be like. A study conducted in India (Ganesan et
al., 2018) determined that dissatisfaction related to body image, especially among girls,
was as high as 77.6%. Three factors influenced such behaviour, namely Higher Body
Mass Index (BMI), sociocultural pressure to look a certain way and depression. This
study confirms that body image is no longer only prevalent in western societies but has
crept into non-western societies. The present study included body image and health in
the research instrument to determine whether Grade 10 learners found perceptions

regarding body image stressful.

2.6 COPING RESPONSES TO STRESS

Stress has, is and always will form, a part of life during the adolescent years and beyond.
The implication is that people need to learn ways in which to manage stressors in order
to manage stress. People respond to the stressor by means of the type of strategies, either
approach or avoidant, that they employ, and this will determine how successfully they

can manage stress as a result of stressors.

Research conducted by Moos (1993) was based on two theoretical approaches to classify
coping responses employed to manage stressors in life. The first approach highlights the
focus of coping, whether it is problem- or emotion-focused. The second approach
focuses on the method of coping with stressors, namely cognitive or behavioural. In
short, approach coping is problem-focused and incorporates cognitive and behavioural
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attempts to resolve the stressor. In contrast, avoidant coping is emotion-focused and
includes cognitive and behavioural efforts to avoid thinking about a stressor and its

effects, or attempts to manage the affect related to it (Moos, 1993).

Papathanaiou et al. (2015) posit that coping responses can be either problem- or
emotion-focused. A problem-focused approach, on a cognitive level, would include
responses such as logical analysis and positive reappraisal; on a behavioural level, it
would include seeking guidance and problem solving (Moos, 1993). Papathanaiou et al.
(2015) report that problem-focused coping was more realistic and constructive in the
long-term, whereas emotion-focused coping may temporarily reduce stress to a tolerable
level and help the individual to feel better, but ultimately it does not address the issue.
According to Moos (1993), emotion-focused, also known as avoidant strategies, would
include cognitive avoidant as well as acceptance and resignation on a cognitive level; it,
furthermore, includes the seeking of alternative rewards and emotional discharge on a
behavioural level. Kim et al. (2014) concur that problem solving is a better method and
that it shows evidence of less depression when compared to emotion-focused coping in
the form of distraction which leads to increased feelings of depression as the actual
stressor has not been addressed. However, it is interesting to note that Moyordomo-
Rodrigues et al. (2015) found that a particular type of behaviour could be classified as
either a problem- or an emotion-focused strategy, depending on the reason for selecting
that behaviour. For example, seeking support with the intent of obtaining emotional
support and reassurance would be considered an emotion-focused strategy, which is
soothing in the short-term. In contrast, an individual could also seek support in the form

of help or advice, which is practical in nature and attempts to find a solution to the
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problem and, therefore, is considered a problem-solving, focused strategy which is
different from seeking emotional support (Moyordomo-Rodrigues et al., 2015; Park &

Kim, 2018).

Another aspect to consider when examining the focus of coping is the manner in which
an individual appraises or reacts to a stressor as this predicts whether he or she will
choose either an approach or avoidant coping strategy. The focal aim in reacting to a
stressor would be to minimise negative emotions in order to reduce distress and allow
clear analysis of the problem (Malin et al., 2019). For every objective stressor that an
individual faces, he or she will make a subjective appraisal of the impact of that stressor
on him or her, and see it as either a threat or a challenge to his or her well-being. When
the individual appraises the stressor as a threat, he or she may experience fear, employ
escape-focused strategies, withdraw or seek emotional support. The individual could
ultimately feel that he or she has less control over the stressor. When, on the other hand,
the individual appraises the stressor as a challenge, he or she will show interest in the
problem and, therefore, attempt to solve it, thus taking control of the problem. The more
an individual has control over a problem, the more he or she will employ active
strategies, show persistence in solving the problem and exert him- or herself in the
process of solving the problem. This results in diminishing distress (Moyordomo-

Rodrigues et al., 2015; Zimmer-Gembeck & Skinner, 2010).

The method of coping can be either cognitive or behavioural in nature (Moos, 1993).
The way people think about a stressor will determine the way they react to it. When
people think positively about a stressor they will employ a more problem-focused

approach whereas when they think negatively about a stressor, they are more likely to
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rely on an emotion-focused strategy. This has implications since, when faced with a
negative stressor, people take personal responsibility for the way they think about it.
When they think negatively about the stressor, it will prevent them from changing the
way they think about it, rather than trying to find a solution. The individual may resort to
self-criticism and see him- or herself as unable to find a solution. Furthermore, when
people suppress their feelings and avoid further examination of the stressor or simply
ruminate about it, they deny themselves the possibility of finding a solution, which may
lead to poor adjustment and more depressive symptoms, anxiety, behavioural problems

and poorer performance (Malin et al., 2019; Moyordomo-Rodrigues et al., 2015).

This brings in the aspect of positive reframing, which is another cognitive approach, and
a sense of purpose. Both of these will facilitate a more positive slant to the outcome of a
stressor as thinking influences behaviour, which influences outcome (Esia-Donkoh &
Yelkpieri, 2011; Malin et al., 2019). A person with a healthy, mental outlook is one who
acts in accordance with personal values, beliefs, goals and social roles; consequently,
when people face stressors they will have healthier outcomes. They may employ positive
reframing (increasing positive emotions during adversity) as an approach to dealing with
a problem. It was also found that altruism, feeling socially connected and helping others,
relieved distress by improving mood, increasing self-efficacy, promoting social

integration and giving life a sense of meaning (Malin et al., 2019).

Approach coping is problem-focused and utilises cognitive and behavioural attempts to
resolve a stressor, as opposed to avoidant coping, which is emotion-focused and utilises
cognitive and behavioural attempts to avoid thinking about the stressor (Moos, 1993). To

cushion the effects of stress, an individual should increase employing approach coping
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through cognitive and behavioural strategies by engaging actively with the stressor. He
or she, thus, engages actively with the stressor by utilising cognitive restructuring,
problem solving and seeking understanding (Moyordomo-Rodrigues et al., 2015). When
individuals employ avoidant coping strategies, they perceive a stressor as uncontrollable
and react emotionally to it; they seldom address the stressor and develop feelings of
hopelessness and meaninglessness which may lead to depressive symptoms, resulting in
maladaptive behaviour, such as substance abuse. On the other hand, a more active
approach to stressors will bring about the opposite effect and establish positive feelings
and the ability to cope with the stressor (Coyle & Vera, 2013). Research indicates that
approach coping promotes well-being and avoidant coping causes maladaptive
behaviour and depressive symptoms (Herres & McCauley Ohannessian, 2014; Kim et

al., 2014; Moyordomo-Rodrigues et al., 2015).

Foto-Ozdemir et al. (2016) confirm that adolescents with psychiatric disorders rely more
on avoidant coping strategies which are emotion focused. In this regard, males were
more aggressive in their coping by ‘turning against object’ and the females by ‘turning
against self’; both are emotion-focused responses. Adolescents who are unable to
employ approach coping strategies can develop suicidal ideation when faced with
stressful life events because they are unable to deal with stress in an effective manner.
There is a distinct difference in the success of employing problem-focused strategies and
employing emotion-focused avoidant strategies (Huli, 2014; Herres & McCauley

Ohannessian, 2014; Zhang et al., 2015).

Ultimately, the type of coping response that an individual selects is determined only by

that individual. Their choice is influenced by factors, such as the way they perceive or
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appraise the problem, internalise it and consider the end goal. Typically adolescents
employ a range of both approach and avoidant responses; however, they tend to rely
more heavily on avoidant responses in the form of recreation activities which are not
problem-focused. Therefore, problem solving strategies need to be taught to adolescents
so that they will be able to cope more effectively (Acosta-Gomez et al., 2018; Herres &
McCauley Ohannessian, 2014; Priyanka & Kshipra, 2017).

2.7 GENDER DIFFERENCES

The third research objective in this study examined whether there were differences
between the genders in the types of stressors, as well as coping responses, utilised.
Females experience higher stress levels than males, although both genders experience
the same kinds of stressors (Kaushal et al., 2018; Kim et al., 2014; Zimmer-Gembeck &
Skinner, 2010). Similarly, research indicates that females have different coping
responses to stressors than males (Herres & McCauley Ohannessian, 2014; Foto-
Ozdemir et al., 2016; Roy et al., 2015; Zhang et al., 2015). The type of coping responses
to stressors predicts how successfully or unsuccessfully adolescents cope and manage
stress (Kaushal et al., 2018; Roy et al., 2015). Closer examination of differences in
coping between males and females may determine why females experience stress more
frequently than males. Zimmer-Gembeck and Skinner (2010) illustrate the difference in
gender responses to stress with regards to three aspects, rumination and distraction,

social support and self-reliance and emotional response to stress.

Firstly, females will ruminate more frequently than males by focusing on the negative
and experiencing anxiety. Rumination is a negative strategy and affects mental stability;

it may lead to depressive symptoms because of the direct focus on the problem and may
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exacerbate negative feelings. Males, on the other hand, rely more on distraction through
physical activity, which is an avoidant strategy (Foto-Ozdemir et al., 2016; Kim et al.,
2014; Zimmer-Gembeck & Skinner, 2010). Males tend to turn to physical activities,
such as drinking alcohol, taking drugs and smoking, engaging in sports, playing online
games and reading, in order to manage stress. Although these strategies include action,
they are not addressing the stressor and, therefore, they would be categorised as
avoidant strategies. On the other hand, females resort to emotional distraction strategies,
such as seeking support and venting, eating, listening to music, sleeping, watching TV,
singing and online chatting which, as with males, are action-focused but not addressing

the stressor, therefore, avoidant in nature (Kim et al., 2014).

Secondly, females rely on social support which can be encouraging but also
maladaptive if the groups are co-ruminating. Males again, employ direct problem
solving, thus relying on themselves, or else they employ avoidance and disengagement
(Herres & McCauley Ohannessian, 2014; Kim et al., 2014; Zhang et al., 2015; Zimmer-
Gembeck & Skinner, 2010). Herres and McCauley Ohannessian (2014) add that females
will utilise approach coping strategies more frequently than males since females may
make use of social support and may find refuge in religious coping, whereas males are
slow to disclose their feelings. A possible explanation for this is that females place a
higher importance on interpersonal relationships when compared to males and have that
extra social support which helps them to cope better with life stressors. The support of
friends seems to lessen the effects of perceived stress (Kim et al., 2014; Zhang et al.,

2015).
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Thirdly, emotional responses to stress shown by females include sadness and fear, often
as a result of their physical appearance, body dissatisfaction, interpersonal relationships,
school problems, sexual harassment and abuse. Females show a higher tendency towards
depression and suicidal ideation as a result of the perception of sadness and hopelessness
(Foto-Ozdemir et al., 2016; Kim et al., 2014). Males tend to be more competitive,
distrustful, irrational and hostile, making them more vulnerable to emotional problems
because of internal interpersonal conflicts resulting in feeling less supported, and they
may have lower self-esteem (Foto-Ozdemir et al.,2016; Kim et al., 2014; Zhang et al.,
2015; Zimmer-Gembeck & Skinner, 2010). This relates to adolescents because habits
that are established during adolescent times may carry through into adulthood.

2.8 CONCLUSION

Overall, the literature review has yielded consistent results among the different research
studies on the topic of causes of adolescent stress and the type of coping responses. The
most notable contributor of stress to adolescents appears to be academics, more so

examination stress.

This study determined whether Namibian learners experienced the same sources of
stress, and whether they experienced high or moderate stress levels in these areas.
Secondly, it is clear that adolescents employed both types of coping but may rely more
frequently on avoidant coping. Determining the types of coping employed by Namibian
learners will allow future research either to address or reinforce types of coping. Finally,
girls are more emotion-based and seek social support in their coping, whereas boys are

more action-focused and are more easily distracted from the actual source of the
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problem. When determining the differences in sources of stress and coping between

genders in Namibia, they can be addressed in future studies and curriculum planning.
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CHAPTER 3

RESEARCH METHODOLOGY

3.1 RESEARCH DESIGN

This research aimed to gather more information about the stressors to which adolescents
are subjected, as well as the coping responses they apply in dealing with these stressors.
The research also aimed to establish whether there was a difference in the type of
stressors and coping mechanisms between the different genders.

To reach these aims a quantitative research approach using a survey design was
employed. A simple descriptive approach was considered as a suitable design for this
research because it utilized a one-shot survey with the purpose of describing sources of
stress, coping responses and gender differences of Grade 10 learners at a specific point
in time using a standardised, self-report inventory (see Appendix G) and a checklist (see

Appendix F) (Mertens, 2015).

3.2 POPULATION
The target population that formed the focus of this study was all Grade 10 learners

attending schools in Windhoek, Namibia. According to the Ministry of Education, Arts
and Culture’s fifteenth school day report (2019), there were 73 high schools in the
Windhoek region, with 4452 Grade 10 learners of whom 2039 were male learners and

2413 female learners.

3.3 SAMPLE

The sample comprised 300 learners selected by means of random sampling methods.

The researcher acquired a list of names of all the high schools in the Windhoek region
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from the Ministry of Education. These names were written on cards and put in a hat from
which the names of eight schools were randomly selected.

The range of schools included both private and government schools. Not all eight that
were initially selected were available for data gathering; consequently, the researcher
continued picking names from the hat until the quota had been reached. The final
sample was selected from completed and signed consent forms (see Appendices D and
E).

3.4 RESEARCH INSTRUMENTS

The instrument employed to address the first research objective regarding the types of
stressors faced by learners was a checklist developed by the researcher (see Appendix
F). The selected categories for the checklist were based on the literature review. The
main headings included school, family, romantic relationships and health. Each main
heading had subheadings that included nineteen possible stressors. The checklist
contained an accompanying Likert scale which was labelled: 1 (No stress at all); 2
(Caused stress once or twice); 3 (Yes, causes stress sometimes); 4 (Yes, causes stress
fairly often). The Likert scale was employed to identify to what degree the learners
perceived the item as stressful or not.

The coping methods employed by Grade 10 learners were identified by administering
The Coping Response Inventory — Youth Form (CRI-Youth), which is a self-report
inventory that can be administered to youths from the ages 12 to 18 years (see Appendix
G). The CRI-Youth measures eight different types of coping responses to life stressors.
The responses were measured by employing eight scales, four of which measure
approach coping and four avoidant coping. In each measure the first two scales reflected
cognitive coping strategies and the second two reflected behaviour coping strategies.
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Cognitive approach coping responses include Logical Analysis, which comprises efforts
to comprehend and prepare mentally for a stressor and its consequences, and Positive
Reappraisal, which indicates attempts at interpreting and reorganising a problem in order
to view it in a positive light while still accepting the reality of the situation.

On a behavioural level, approach coping included Seeking Guidance and Support,
reflecting when the individual sought information, guidance and support, and Problem
Solving reflecting action taken in order to solve the problem.

Conversely, on a cognitive level, avoidant responses included Cognitive Avoidant,
where an individual will avoid thinking of the problem and Acceptance and Resignation,
which means that the individual responds to the problem by merely accepting it.

Lastly, behavioural avoidant responses included Seeking Alternative Rewards where the
individual becomes involved in substitute activities to find satisfaction, and Emotional
Discharge to reduce tension by expressing negative feelings.

The CRI-Youth Form consisted of two parts. Part 1 required the learners to describe the
most important problem they had experienced in the past twelve months. This was
followed by ten questions which related to the way in which they viewed the problem,
for example, as a threat or challenge, and whether or not they expected the problem to
occur.

Part 2 of the CRI-Youth Form related to the same problem the learner had described in
Part 1, and consisted of 48 questions relating to the way they had dealt with the problem
set out in 8 columns for the marking of the responses. The 8 columns indicated the
approach and avoidant approaches as outlined above. The learners indicated their
responses on a Likert scale comprising the following indicators: 0 (No, not at all); 1

(YYes, once or twice); 2 (Yes, sometimes); 3 (Yes, fairly often) (see Appendix H). The
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values for each column were added to obtain raw scores. The raw scores ranged from 0 —
18, and those responses of participants with the same raw scores were added together
and converted to averages. These were raw scores/percentages of frequencies which
were converted into t-scores for each column. The CRI-Youth form converted the raw
score to a t-score and was interpreted by means of t-score range and descriptions. The t-
score had a mean of 50 and a standard deviation of 10. By means of the criteria for
interpreting the CRI-Youth scores, those scores of 66 and above in the t-score range
were regarded as considerably above average, whereas t-scores in the 60 to 65 range
were considered to be well above average. The scores that lay between 55 and 59 were
regarded as somewhat above average, 46 and 54 as average, 41 and 45 is somewhat
below average, 35 and 40 as well below average; t-scores that fell below 34, or
considerably below, were regarded as average.

In the technical report of the CRI-Youth Scales, the internal consistency (Cronbach’s
alpha) was reported as 0.68 or higher on all eight scales except for Acceptance and
Resignation where it was given as 0.55. This is considered moderate reliability (Moos,

1993).

3.5 RELIABILITY AND VALIDITY

In order to ensure reliability and validity, three pilot studies were conducted. Initially,
respondents were required only to tick the stressors that were applicable to themselves
and rate the level of stress it caused them. This was too confusing; consequently, in the
second pilot study the form was changed so that respondents had to tick a response on
every item, and the indicators were changed to no stress at all on one end of the Likert

scale and causing stress fairly often on the other end of the scale.
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In the third pilot study, the word infidelity was changed to cheating and body image was
changed to the way | look, as this was more understandable to the learners. The third
pilot study went smoothly and participants understood and managed the CRI-Youth

Form with ease.

There were five stages of development when compiling the CRI-Youth Form (Moos,

1993):

1. Ildentifying coping domains and the development of an initial item pool.

2. Constructing a preliminary Inventory.

3. Reuvising the Inventory which was based on pilot interviews.

4. The first wave of the field trial was conducted on 315 youths including healthy,
depressed youths and youths with conduct disorders.

5. The second wave of field trial was conducted on 254 of the initial 315 youths in

the first wave, in a 12 to 15 month follow up.

In the technical report of the CRI-Youth Scales, the internal consistency (Cronbach’s
alpha) was reported as 0.68 or higher on all eight scales except for Acceptance and
Resignation where it was 0.55. These scores are considered of moderate reliability
(Moos, 1993).

3.6 PROCEDURE

In order to determine the types of stressors faced by Grade 10 learners, the participants
ticked the types of stressors most commonly experienced on a checklist. The checklist
was rated by means of a Likert scale. The checklist was compiled by including the
typical stressors experienced by adolescents based on the literature reviewed (see

Appendix F).
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The CRI-Youth self-report inventory was administered in accordance with procedures
outlined in the CRI-Youth Professional Manual. During the pilot study, any words not
understood had been identified and clarified to the participants before they answered the
questions. The pilot study was conducted to determine the reliability and validity of this

instrument.

3.7 DATA ANALYSIS

To analyse the types of stressors faced by adolescents, frequencies were determined for
each response on the checklist as recorded on the Likert scale for all three hundred
participants, boys and girls separately. Percentages for each were calculated by means of
the SPSS computer programme.

The CRI-Youth Form, which determined the type of coping response employed, was
scored according to instructions in the manual. The raw scores indicating the frequency
for all three hundred learners were recorded on an Excel spreadsheet. The results for
boys and girls which were recorded separately. Raw scores were converted into t-scores
and percentiles in each of the eight coping responses. The averages for each score in
each measure were calculated to determine the frequency of the types of coping
responses employed by the three hundred participants.

To determine whether there was a statistically significant difference between genders,
scores for boys and girls were recorded separately and calculated by means of a two-

sample t-test employed for comparison.

3.8 ETHICAL CONSIDERATIONS

The researcher applied for approval from the University of Namibia’s Human Research
Ethics Committee in order to conduct the proposed research study in partial fulfilment of

the Master’s in Educational Psychology degree. The ethical approval number is
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FE/PGSC/19/03/05 and the certificate is attached in Annex A. Following this, approval
was sought from the Ministry of Education’s Permanent Secretary to conduct research in
Windhoek high schools (See Annex B). Subsequently, permission was sought and

granted by the Regional Director of Education in Namibia (See Annex C).

The researcher made contact with the selected schools and went personally to introduce
herself, hand out the parent consent forms and explain the research to the principal and
learners. It was emphasised that participation was voluntary and that confidentiality
would be respected, as well as that participants had the right to withdraw at any time
without any consequences. The researcher returned to the research sites on designated
days and times. Learners who had brought their parent consent forms (Annex D) were

invited to participate.

The first part of the data collection was spent on the learner assent forms (Annex E) and
then the research was conducted. The researcher was on hand to answer any questions.
All steps were taken to ensure that the participants came to no harm, whether socially or
emotionally, as a result of answering the questionnaire at any stage of the process. The
researcher ensured that each participant had sufficient space to ensure privacy when
filling in the CRI-Youth Form even though all participants were together in the same

venue.

The questionnaires will be stored in a secure, locked box in a safe. Once the data from
the questionnaires have been processed, they will be locked away until the research has

been finalised and accepted. The data will then be shredded and disposed.
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CHAPTER 4

RESULTS

4.1 INTRODUCTION

The total sample size for this study comprised 300 Grade 10 learners, of whom 153 were
males and 147 females, from eight schools in Windhoek. The data collected from these

participants will be presented below.

The analysis and discussion first focus on the types of stressors as experienced by the
total sample, males and females combined. This is followed by the analysis and
discussion of the results derived from the completed CRI-Youth forms and, finally,
gender differences regarding the stressors experienced are presented.

4.2 TYPES OF STRESSORS

The results for the types of stressors as expressed by the participants are presented in
percentages that were calculated from frequencies for each of the types of stressors on
the checklist developed by the researcher. The different categories were obtained from
the literature reviewed, and consisted of the following main headings: school, family,
romantic relationships and health. Each main heading had subheadings which included
different possible stressors. The checklist had an accompanying four point Likert scale
with labels: 1 (No stress at all); 2 (Caused stress once or twice); 3 (Yes, causes stress
sometimes); 4 (Yes, causes stress fairly often). The Likert scale was employed to
identify to what degree the learners perceived the item as stressful or not.

Table 1 presents results, with stressors ranked from causing the most to the least stress,

based on the mean score of point values 3 and 4.
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Table 1

Types of stressors experienced by Grade 10 learners in Windhoek, Namibia

Type of stressor fairly sometimes | Mean of | once or | Not Mean of

often % point twice atall | point

% value % % value

4&3 1&2
Point Value
Point value
4 3 2 1

Exam stress 36.7 32.7 69.4 20.0 10.6 30.6
Academic 24.3 30.0 54.3 33.0( 127 45.7
difficulties
The way | look 15.0 16.7 31.7 25.3| 43.0 68.3
Relationship with 12.3 15.3 27.6 32.3| 401 724
father
Break up in romantic 10.3 9.0 19.3 24.7 | 56.0 80.7
relationship
Relationship with 10.0 18.3 28.3 28.7| 43.0 71.7
siblings
Moving to a 9.0 13.0 22.0 18.7| 59.3 78.0
different school
Conflict (arguing 7.7 12.3 20.0 240 56.0 80.0
and fighting)
Il health 7.7 12.0 19.7 31.0 493 80.3
Cheating in romantic 7.7 7.3 15.0 173 | 67.7 85.0
relationships
Relationship with 7.0 18.7 25.7 29.0| 453 74.3
mother
Social relationship 6.7 21.7 28.4 36.6 35.0 71.6
with peers
Problems with 6.7 19.3 26.0 34.7| 393 74.0
teachers
Jealousy in romantic 4.7 8.3 13.0 30.3 56.7 87.0
relationships
Parental 4.7 7.7 12.4 166 | 710 87.6
unemployment
Parental divorce 4.7 5.3 10.0 8.7 81.3 90.0
Bullying by peers 4.7 5.3 10.0 24.0 66.0 90.0

41




Moving from 4.3 18.0 22.3 31.7| 46.0 7.7
primary to high

school
Partner aggression 3.7 8.3 12.0 17.0 71.0 88.0
Average 9.9 14.7 24.6 254 | 50.0 75.4
N=300

It appears that writing exams was responsible for the highest levels of stress of Grade 10
learners, with 30.6% experiencing infrequent stress (none or only once or twice), in
contrast to 69.4% experiencing stress frequently (fairly often or sometimes). The highest
percentage, namely 36.7%, illustrates that exams caused stress fairly often. Academic
difficulties were the second highest stressor for Grade 10 learners. It was established that
45.7% indicated infrequent stress while 54.3% indicated frequent stress levels due to

academic difficulties. The single majority (33.0%) experienced stress once or twice.

The way | look (body image) ranked third in causing stress frequently (31.7%), with
similar percentages between the categories, causing stress fairly often and sometimes,
(15.0% and 16.7% respectively). Relationships with fathers (12.3%), when compared to
stress caused by siblings (10.0%) and mothers (7.0%), were reported to cause the
learners stress fairly often. The category, indicated that mothers were responsible for the
highest percentage (18.7%) regarding causing stress sometimes, then siblings (18.3%)
and, lastly, fathers (15.3%) when compared to stress caused by siblings (10.0%) and

mothers (7.0%).

As far as their social relationships with peers were concerned, the results showed that
71.7% of the respondents viewed these interpersonal relationships as causing infrequent
stress only. Only a small percentage (6.7%) found that social relationships caused stress

fairly often; however, a high percentage of learners (21.7%) did find it to cause stress
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sometimes. Relationships with teachers did not appear to cause stress fairly often but it
did cause 19.3% of learners stress sometimes. The breakup of a romantic relationship
caused 10.3% of learners stress fairly often, and 9.0% found it to be stressful sometimes.
Conflict in a romantic relationship resulted in 7.7% experiencing stress fairly often and

12.3% finding it stressful sometimes.

Moving to a different school caused stress fairly often (9%) compared to transitioning
from primary to high school (4.3%). However, the transition from primary to high
school caused 18% of learners stress sometimes, compared to 13% for moving to a
different school.

4.3 COPING RESPONSES

The CRI-Youth scales and their descriptions were discussed in Chapter 3 in the research

instruments section. Table 2 reflects the results of the CRI-Youth Scale.

When examining coping strategies based on Table 2, it was noted that in the
considerably above average range (>94 percentile), on average substantially, more
learners employed avoidant strategies (19.6%) as opposed to those who employed
approach strategies (9.0%). Acceptance and Resignation (AR) (30, 9%) seemed to be the
most preferred avoidant strategy for this population, followed by Emotional Discharge
(ED). In the well-above average range (84 — 93 percentile) Seeking Reward (SR) was
applied most frequently (24.1%) followed by Cognitive Avoidant (CA) (23.3%), which
are both avoidant strategies. The preferred approach coping strategy in this range was
Logical Analysis (LA) (21.6%). In the somewhat above average range (67 — 83
percentile), approach coping strategies were more frequently applied, with Positive

Reappraisal (PR) at 26% and Logical Analysis (LA) at 23.3%.
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Table 2

Preferred coping responses for the total sample

Approach Coping

Avoidant Coping

Cogniti | Behaviou Cogniti | Behaviou
ve ral ve ral
t- Equi- | Descripti |[L |PR|SG |PS |[Mea|C |A |SR |ED | Mea
scor | valen |on A n A |R n
e t
ran | perce
ge n-tile
range
Percentage (%) of learners
>66 | >94 Considera | 10. | 10. | 53| 96| 9.0 15.|30.| 89| 23.| 196
bly above | 7| 4 0| 9 6
average
60 - |84 —| Well 21.112.| 9.7| 10.| 13.6| 23.| 13.| 24.| 15.| 19.0
65 |93 above 6| 3 7 3| 6 1 0
average
55 - |67 —|Somewha | 23.| 26.| 16.| 17.|20.8 | 17.| 17.| 13.| 17.| 16.6
59 |83 t above| 3| O 7 0 41 7 7 6
average
46 — | 34 — | Average 20.| 35.| 30.| 40.| 316 31.|21.| 33.| 33.| 30.1
54 |66 41 3 6 0 3| 9 4 7
41 — |17 —|Somewha | 11.| 11| 17.| 12.| 130|541 10.| 12.| 7.7| 8.8
45 |33 t below| 3 7 0 3 0
average
35 — | 7-16 | Well 9.0(43| 20.| 96| 107 |56 |56| 79| 24| 54
40 below 0
average
<34 | <6 Considera | 3.7 | 0.7 -1 11 13|20 - - -1 05
bly below
average

Furthermore, based on Table 2, it can be noted that in the average range (34 — 66

percentile) both approach coping and avoidant coping were employed by more or less an
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equal percentage of learners (31.6% and 30.1% respectively). In the Approach Coping
category, Problem Solving (40%) was the strategy employed by most learners, followed
by Positive Reappraisal (35.3%), Seeking Guidance (30.6%) and Logical Analysis
(20.4%). The most commonly employed avoidant coping was Emotional Discharge
(33.7%), followed by Seeking Reward (33.4%), Cognitive Avoidant (31.3%) and

Acceptance and Resignation (21.9%).
Table 3

Coping responses for the total sample based on below average, average and above

average

Approach Coping Avoidant Coping

Cognitive | Behavioura Cognitive | Behavioura
I I

Descriptio | LA |PR |SG |PS Mea |CA |AR |SR |ED | Mea
n n n

Percentage (%) of learners

Above average | 55.| 48.| 31.7| 37.3| 434 | 55.| 62.| 46.7| 56.2| 552

(67 — 100) 6| 7 71 2
Average (34 -| 20.| 35.| 30.6| 400| 31.6| 31.| 21.| 334 33.7| 30.1
66) 4] 3 3| 9
Below average | 24.| 16.| 37.7| 22.7| 250 13.| 15.| 19.9| 10.1| 147
(0—33) ol o ol 9

When analysing the data based on the responses related to above average, average and
below, the following became evident (see Table 3). In the above average range (67 —
100) more learners applied avoidant coping (55.2%) than approach coping (43.4)
strategies. The most commonly employed avoidant strategy was Acceptance and
Resignation (62.2%), followed by Emotional Discharge (56.2%), Cognitive Avoidant

(55.7%) and Seeking Reward (56.2%). This indicates that learners were employing
45




cognitive and behavioural avoidant strategies more or less equally. Approach coping
strategies employed by learners were indicated as follows: Logical Analysis (55.6%),
Positive Reappraisal (48.7%), Seeking Guidance (37.3%) and Problem Solving (31.7%).
This indicates that learners employed cognitive approach strategies more often than
behavioural approach strategies. In the below average range (0 — 41) there was a mean
difference of 10.3% between approach coping (25.0%) and avoidant coping (14.7%) in
favour of approach coping. Learners employed a combination of cognitive and
behavioural coping while, under approach coping, they preferred to Seek Guidance
(37.7%), followed by Logical Analysis (24.0%), Problem Solving (22.7%) and Positive
Reappraisal (16%). Seeking Reward (19.9%) was the preferred avoidant strategy,
followed by Acceptance and Resignation (15.9%), Cognitive Avoidant (13%) and
Emotional Discharge (10.1%). With regards to the average category, there was a mean
difference of only 1.5% between approach coping (31.6%) and avoidant coping (30.1%).
Once again, both behavioural and cognitive approaches were employed under both
categories.

4.4 GENDER DIFFERENCES

4.4.1 TYPES OF STRESSORS BY GENDER

Gender differences were calculated by determining the averages for males (n153) and
females (n147) separately and then calculating the mean difference on a 4 point scale: 1
(no stress at all), 2 (causes stress once or twice), 3 (causes stress sometimes) and 4
(causes stress fairly often). The maximum score could, therefore, be 4 and the minimum

1. A higher score indicated that the stressor caused higher stress levels.

Table 4 reflects the mean scores for coping responses based on gender. Utilising the

SPSS programme, Levene’s test for equality of variances was conducted to establish
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whether the two groups were comparable. The results were found to be comparable and,
therefore, a two sample t-test was conducted to determine whether the mean differences

were statistically significant.

Table 4

Types of stressors by gender

Type of stressor Gender | Mean Mean Difference | Sig.

1. Exam stress M 2.61 .69 .000
F 3.31

2. Academic difficulties M 2.46 40 .000
F 2.86

3. The way | look M 1.72 .65 .000
F 2.37

4. Relationship with father M 1.78 44 .000
F 2.22

5. Break wup in romantic | M 1.74 .00 973

relationships F 1.73

6. Relationship with siblings M 1.79 .33 .004
F 2.12

7. Moving to a different school M 1.65 14 221
F 1.79

8. Conflict in a romantic| M 1.61 21 .058

relationship (arguing and | F 1.82

fighting)

9. lll health M 1.73 11 .304
F 1.84

10. Cheating in a romantic | M 1.52 .06 .605

relationship F 1.58

11. Relationship with mother M 1.69 37 .001
F 2.06

12. Social relationship with peers | M 1.71 .59 .000
F 2.30

13. Problems with teachers M 1.93 .01 .920
F 1.94

14.  Jealousy in  romantic | M 1.65 .08 430

relationship F 1.57
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15. Parental unemployment M 1.47 .02 821
F 1.45

16. Parental divorce M 1.32 .03 .768
F 1.35

17. Bullying by peers M 1.50 .03 714
F 1.47

18. Moving from primary to high | M 1.65 14 221

school F 1.79

19.Aggression  in romantic | M 1.41 .07 440

relationship F 1.48

N =300

Df =298

(p<0.05) Statistical significance

When examining the results in Table 4, it became evident that, in general, females
experienced more stress than males. Males scored only slightly higher than females on
bullying by peers (0.03), parental unemployment (0.02), jealousy in romantic
relationships (0.08) and break up in romantic relationships (0.00); however, the

differences on these scores were negligible and also not statistically significant.

Females experienced more stress than males in the remaining categories. The results
presented in Table 4 indicate that females found exam stress significantly more stressful
than males, with a mean difference of 0.69. Academic difficulties plagued females more
than it did males, with a mean difference of 0.40. Furthermore, females were
significantly more concerned with body image than males, and indicated a mean

difference of 0.65 on The way I look.

Within the family, the females experienced more stress than the males in all the
relationships, as indicated in the mean differences of 0.44 with fathers, 0.37 with

mothers and 0.33 with siblings. As far as the social relationships with peers were
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concerned, the females experienced more stress than the males, with a mean difference

of 0.59.

Moving from primary school to high school also caused the females more stress (mean

difference of 0.33). The differences between males and females in the remaining

categories were negligible and not statistically significant.

4.4.2 COPING RESPONSES BY GENDER
The results for coping responses by gender are reflected in Table 4. By employing the

SPSS programme, Levene’s test for equality of variances was conducted to establish

whether the two groups were comparable. The results were found to be comparable and,

consequently, a two sample t-test was conducted to determine whether the mean

differences were statistically significant (p<0.05).

Table 5

Coping responses by gender

Coping Response Gender Mean Mean Sig.
Difference

APPROACH COPING

1. Logical Analysis (LA) M 50.95 4.96 .000
F 55.90

2. Positive Reappraisal (PR) M 52.59 1.94 .043
F 54.54

3. Seeking Guidance and Support (SG) | M 48.70 2.62 017
F 51.32

4. Problem Solving (PS) M 56.78 1.51 145
F 58.29

AVOIDANT COPING

5. Cognitive Avoidant (CA) M 53.57 4.38 .000
F 57.95

6. Acceptance and Resignation (AR) M 51.20 3.71 .001
F 54.91

IS
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7. Seeking Alternative Rewards (SR) M 53.94 0.23 .826
F 53.71

8. Emotional Discharge (ED) M 52.63 5.67 .000
F 58.30

N =300

Df =298

(p<0.05) Statistical Significance

The results showed that females scored higher on all of the approach and avoidant

coping responses than the males did, except for Seeking Alternative Rewards where the

males scored only slightly higher. This indicates that the females were employing more

coping strategies than the males. Substantial differences with statistical significance

(p<0.05) were evident on Logical Analysis (4.96), Cognitive Avoidant (4.38) and

Emotional Discharge (5.67). Moderate differences were noticed between males and

females on Acceptance and Resignation (3.71), Positive Reappraisal (1.94) and Seeking

Guidance (2.62), whereas negligible differences were measured on Problem Solving

(1.51) and Seeking Alternative Rewards (0.23). These last two were also not statistically

significant (p>0.05).
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CHAPTER 5
DISCUSSIONS AND RECOMMENDATIONS

5.1 INTRODUCTION
The concluding chapter discusses the findings related to the three research objectives as

presented in Chapter 4, and recommendations are suggested. A discussion of the causes

of stress for Grade 10 learners in Windhoek is presented first.

This is followed by a discussion of the most commonly employed coping responses to
problems, particularly differentiating between approach and avoidant coping responses.
Finally, gender differences in both causes of stress and coping responses to problems are
addressed in the discussion and further recommendations are made.

5.2 CAUSES OF STRESS AS PER THE TOTAL SAMPLE

Firstly, this study established that adolescents found exams to be the major contributor to
their stress. These results are consistent with findings by Acosta-Gomez et al., (2018)
and Kaushal et al., (2018). It is evident from both these studies that exams are a major
contributor to stress in adolescents. Papathanasiou et al. (2015) postulate that adolescents
need to be taught ways to prepare for stressful life events, in this case examinations, in

order to reduce their levels of stress, especially if it is frequently occurring.

The educational implication for high examination stress is to teach learners ways to cope
better during this stressful time. Educators should prepare learners for exams by teaching
them organisational and time management skills, as well as allowing them to prepare far
enough in advance to avoid cramming in the last minute. Educators should ensure that
learners have acquired appropriate study skills and, furthermore, that they are able to

interpret examination questions correctly in order to structure the answers that will gain
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them maximum points. There will always be a measure of stress during examinations;
however, moderate stress is not always negative because it motivates learners to work

harder.

Secondly, in this study it was clear that academic difficulty also caused stress for most
adolescents. This finding is in accordance with Acosta-Gomez et al., (2018) who
postulate that a reason for high academic stress is that schools have become exceedingly
competitive, and learners are increasingly being put under pressure to perform. This is
also consistent with previous findings indicating that high expectations can lead to
uncontrollable stress which has negative effects, such as inciting maladaptive behaviour,
especially when adolescents feel unsupported (Papathanasiou et al., 2015; Park & Kim,
2018; Zhang et al., 2015). It was found by Roy et al. (2015) that pressure comes from
parents’ high expectations. Adolescents mostly put pressure on themselves to achieve
(Acosta-Gomez et al., 2018; Kaushal et al., 2018). The source of their academic stress is
exams, homework, tests, a heavy workload and competition with their peers as they try

to outdo one another.

The research instrument did not delve further into the components of academic stress but
relied on literature for more detail. The educational implications for this would be, as
with examination stress, to teach better time management skills, set realistic academic
goals and foster an atmosphere of competition within oneself rather than with peers.
Furthermore, it is necessary to educate parents regarding ways to support their children
rather than to pressurise them to achieve, a notion supported by Acosta-Gomez et al.

(2018) and Zhang et al. (2018).
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In addition, teaching motivation skills to address academic pressures in the form of self-
regulation will direct behaviour towards a self-motivated goal. Strategies to develop
meaningful and quality learning include self-questioning, self-control and self-
assessment (Ackerwold et.al, 2020). Laying these foundations earlier on will prevent

problems later.

Body image, the third highest cause of stress, is also considered in this discussion. This
finding is consistent with findings from other studies which state, for example, that on a
psychological level, body image is linked to stress as a result of internal conflicts and
threats to self-esteem (Acosta-Gomez et al., 2018; Kim et al., 2014; Papathanasiou et al.,
2015). During adolescence, the individual is in the process of developing a self-identity,
and a view of self contributes significantly to its development. It was found that
adolescents who had also developed depressive symptoms had unhealthy eating habits
(Huli, 2014). Therefore, learners should be taught healthy eating habits and the benefits
of regular exercise on both a physical and psychological level. It would also be
beneficial to encourage learners to develop a realistic sense of self and learn to accept
themselves, with both their successes and shortcomings. The influence of the media is
another aspect that should not be excluded as it seems to put pressure on adolescents,
although often unrealistic, to look a certain way. It is not easily possible to change the
way the media portray perfection, but one can make adolescents aware of the influence
of the media on self-image so that they can make better and more informed decisions

regarding the way they look.

Based on data from this study, interpersonal relationships with family seem to cause

adolescents more stress than their relationships with peers. A possible reason could be
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that adolescents are moving away from their families and gravitating towards
interpersonal relationships outside the home in an effort to develop independence.
However, Zimmer-Gembeck and Skinner (2010) found that social interactions were
stressful for adolescents. This notion is supported Bhargava and Trivedi (2018), as well
as Latha and Hanumanth (2006) and Roy et al. (2015), who established that adolescents
valued the opinions of others highly. They were keen to uphold their position amongst

their peers as they build close friendships and romantic relationships (Roy et al., 2015).

Social groups provide adolescents with refuge and social support, especially if they
experience conflict at home. If an adolescent feels a lack of support at home, he or she
tends to seek refuge in social groups, which is seen as a positive way of coping (Huli,
2014). A possible explanation for the difference in findings could be the age of the
population in the study. It may be that, as the Grade 10 learners move up in Grades, they
will find interpersonal, social relationships becoming more important than family

relationships and it, thus, may become more stressful.

Although moving to a different school and moving to a new school did not rank as highly
as some of the other types of stressors, previous research by Moos (1993) and Zimmer-
Gembeck and Skinner (2010) identified certain periods of transition as stressful,
especially transitioning from high school to tertiary education. A possible explanation
for the findings in this study could be that Grade 10 falls in the middle of the high school
years, and periods of transition are not common at this time; however, in order to
minimise future stress in periods of transition, discussions and strategies with learners at

this stage could have a preventative effect.
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5.3 COPING RESPONSES AS PER THE TOTAL SAMPLE

The results from this study, as reflected in Table 2, indicate that in the percentile range
of 67 to 100% adolescents relied on avoidant coping (52.2%) as the preferred response
to stressors in comparison to 43.3% who relied on approach coping. This finding is
similar to previous research that also found that adolescents applied both approach and
avoidant coping responses but they relied more heavily on avoidant responses, which are
more emotion-focused (avoidant responses) rather than problem-focused (approach
responses) (Acosta-Gomez et al., 2018; Herres & McCauley Ohannessian, 2014,

Priyanka & Kshipra, 2017).

Research has shown that ineffective or avoidant coping strategies to life’s stressors may
lead to higher levels of perceived stress and anxiety. This, in turn, can lead to a
distressed state of mind, and it might play out in antisocial or self-destructive behaviours
as stress becomes out of control (Huli, 2014; Moran, 2015). The percentage of learners
in this study who relied on avoidant coping is quite substantial. Therefore, introducing a
programme in Windhoek schools that teach learners in Grade 10 to become aware of the
type of coping strategy that they are utilising and recognising the difference between
approach and avoidant strategies would be beneficial. Learning how to apply approach
strategies instead of avoidant strategies at this stage of development may equip learners
to deal with stressors further on in their academic careers in order to prevent out-of-

control stress and anxiety.

If an individual views the stressor as a threat, he or she will anticipate that it will cause
harm and he or she may experience fear, employ an escape method, withdraw or seek

support (Zimmer-Gembeck & Skinner, 2010). Grade 10 learners in Windhoek preferred
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to employ Acceptance and Resignation, where they simply accepted the stressor they
were facing. This was followed by Emotional Discharge when they expressed negative
feelings and Cognitive Avoidant when they avoided thinking about the problem. Neither
of these strategies helps to resolve the problem which is causing the stress. Using
avoidant, disengaged, emotion-focused strategies or simply ignoring or denying the
problem does relieve the symptoms for a short time; however, the problem does not go
away and may even increase in the long run; such a strategy may, furthermore, translate

into behavioural problems (Herres & McCauley Ohannessian, 2014).

When scrutinising results in the percentile range between 67 and 100%, it becomes
evident that some learners in Windhoek employed approach coping strategies (43.4%).
Table 3 indicates that 55.6% of learners employed Logical Analysis as a preferred
approach coping strategy, where the individual makes sense of the problem and prepares
for it by attempting to understand it, thus viewing the problem as a challenge. If
someone views a problem as a challenge, he or she shows interest in the problem and,
potentially, consider a positive outcome for the problem (Zimmer-Gembeck & Skinner,
2010). In addition to Logical Analysis, Grade 10’s employed Positive Reappraisal
(48.7%) which reduces negative emotions and increases positive emotions after a
difficult experience, thus reducing stress and promoting active coping (Malin et al.,
2019). This is encouraging to note because if learners are already utilising these two
cognitive approach coping strategies, they merely need to become aware that they are
doing so and make use of these more frequently. The results from Table 3, in the same
percentile range as focused on above, indicate that learners employ the two behavioural

strategies, Seeking Guidance (31.7%) in the form of information, guidance or support
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and Problem Solving (37.3%) where they deal directly with the problem, less frequently
than cognitive strategies. The educational implications are that learners can be taught
ways in which to put their plans into action, as well as the practical aspects of approach

coping.

The implications drawn from the data regarding approach coping are that, when
adolescents view a problem as a challenge, they are more likely to have a positive
attitude towards it and will employ approach coping strategies. Educators should, in their
daily interactions with adolescents, always try to focus on possibilities rather than on
problems. When encountering adolescents experiencing negative emotions, the educator

should assist them with reappraising the problem by identifying the positives.

Furthermore, educators should encourage adolescents to move beyond cognitive
approach coping strategies to implement the corresponding behavioural strategies. For
example, when preparing for exams, learners may spend time planning an elaborate
study programme but do not implement it. It is evident that educators need to encourage

adolescents to translate thoughts or plans into actions.

Another recommendation is that adolescents need to be taught terminology and
definitions related to, as well as the components of, both approach and avoidant
strategies as outlined in this research to acquire the vocabulary necessary to express what
they are experiencing. Once they are able to identify and express what they are thinking
and feeling, they should be able to implement the approach coping strategies that they

have been taught.
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5.4 TYPES OF STRESSORS BY GENDER

It became evident from data as reflected in Table 4 that the female learners scored higher
on most types of stressors. This finding is in accordance with Kaushal et al. (2018) who
explain that females experience more stress than males. The males scored only slightly
higher on bullying by peers, parental unemployment, jealousy in romantic relationships
and break up in romantic relationships; however, the differences on these scores were

negligible.

When looking at the categories where males scored higher, it becomes evident that
males value status, power and interpersonal relationships. Males, in developing their
identity, are trying to determine their own skills and personal attributes (Huli, 2014). In
order to develop a more balanced view of self, educators should encourage males to
explore a wider variety of skills that include, and move beyond, physical activities, as
well as develop approach coping skills, especially in interpersonal relationships and

attitudes.

The statistical significant scores gave evidence that females showed substantially more
stress than the males as far as exam and academic stress, body image, interpersonal
relationships with peers, fathers, mothers and siblings were concerned. As Moran (2015)
points out, schools have become more competitive and stressful while, simultaneously,
workloads have increased. Moran (2015) continues that, when females are experiencing
anxiety, it affects their ability to concentrate negatively. This, in turn, affects their
academic situation. Another possible reason for academic and exam stress could be the

higher expectations for females by parents, peers and teachers (Kaushal et al., 2018).
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Setting non-competitive academic goals, regularly reviewing these goals and resetting

them realistically could help females manage unnecessary academic stress.

The results regarding body image (The way | look) showed a substantial difference
between males and females, with the females experiencing more stress than males with
regards to the way they look (0.65 point difference). Ganesan et al. (2018) also found
that dissatisfaction with their bodies was higher in females, and concluded that body
image was no longer a western concept but had spread as far afield as India. They,
furthermore, found that adolescent females were more vulnerable as their bodies
adjusted to post-pubertal changes. Dissatisfaction with their bodies was attributed to a
high BMI, sociocultural pressure to look a certain way and low self-esteem, as well as
depression and perfectionism as promoted by the media. Females tend to skip meals or
eat smaller portions to improve their appearance and body shape. The potential health
implications of this trend cannot be ignored, and educators need to be on the lookout for
symptoms, for example weight loss, pallor and listlessness, among their learners,
especially females. Education in the school environment should bring about awareness
of what a realistic and ideal body weight should be, recognising the influence of the

media and the potential health hazards with future consequences.

Interpersonal relationships with peers also caused higher stress for females than for
males (mean difference 0.59). A possible reason for this is that females seek social
support as a method of coping (Herres & McCauley Ohannessian, 2014). This indicates
that they value social relationships highly. Programmes in the Life Skills curriculum
should include components that examine group dynamics and develop a balanced sense

of self. Furthermore, a student management council in schools usually includes fellow
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elected students who have been trained to identify peers in distress in social settings;
they could provide help to individuals as needed and bring their difficulties to the

attention of teachers and school counsellors.

The research, furthermore, revealed that females had substantially more strained
relationships when compared to that of males, indicating a mean difference of 0.44.
Horesh et al. (2015) found that the relationships of females with eating disorders with
their fathers influenced their disorders and contributed to depressive symptoms,
especially if these were negative. They also profiled two types of relationships between
fathers and their daughters, namely caring and benevolent and overprotective and
avoidant. The latter points to erratic parenting styles. The educational implication of this
is that educators should be aware of the fact that girls may be experiencing higher stress
in their relationships with their fathers, as a result of fathers having higher expectations
of their daughters, by being over protective, over involved, absent or unduly harsh in

offering their support.

Relationships with mothers and siblings also indicated female scores to be higher than
males on the mean scores. This study found that females employed Emotional Discharge
significantly more than males, and this could be a possible reason contributing to more
strained interpersonal relationships at home with other family members.

5.5 COPING RESPONSES BY GENDER

The results of this study showed that females scored higher than males on most of the
coping strategies. Females also applied both approach coping strategies and avoidant
coping strategies more frequently than males, as reflected in Table 5. The implication of

this finding is that no claims can be made that females are coping better than males
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because females employed both approach and avoidant coping more or less equally.
Their choices for a coping strategy most likely depended on the specific problem they
were facing. This is consistent with previous research findings that females employ
different coping strategies than males (Herres & McCauley Ohannessian, 2014; Foto-
Ozdemir et al., 2016; Roy et al., 2015; Zhang et al., 2015). This notion is further
strengthened by the findings of Zimmer-Gembeck and Skinner (2010) who found that
females experienced stress more frequently than males, and their responses to stress
were different to those of males as they tended to ruminate, an avoidant and distractive
strategy. Males also employed distractive strategies which were more physical in nature

(Foto-Ozdemir et al., 2016; Kim et al., 2014; Zimmer-Gembeck & Skinner, 2010).

The results as presented in Table 5 showed significant differences in the mean between
males and females in Emotional Discharge (5.67), Logical Analysis (4.96) and Cognitive
Avoidant (4.38) with females scoring higher than males. These findings seem
contradictory as Emotional Discharge and Cognitive Avoidant are avoidant strategies
and Logical Analysis is an approach strategy. A possible explanation is that some
females employed Logical Analysis well, while others relied substantially on Cognitive

Avoidant and Emotional Discharge.

Furthermore, Mayordomo-Rodrigues et al., (2015) posit that Emotional Discharge can
also serve as an approach strategy as it helps to minimise distress and regulate emotion.
It can, however, be equally destructive when expressing emotion is combined with
avoidant approaches. In that case, the strategy employed becomes emotion-focused,
where the individual suppresses feelings, avoids contemplation and relies on rumination.

This seems to affect both males and females, although males are more avoidant in their
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approach and females substantially more emotional. It should not be forgotten that
females may be employing more Emotional Discharge when venting or chatting about
their problems when they look for support. Teaching adolescents to be able to identify
and assess the effectiveness of the coping they are utilising, as well as teaching them

better alternatives, will ensure more effective management of problems.

Moderate differences were found in Positive Reappraisal (1.94), Seeking Guidance and
Support (2.62), and a negligible difference in Problem Solving (1.51). The assumptions
for these findings are that females attempt to understand and prepare mentally more in
depth than males. Therefore, further research is needed to establish why males do not
spend time in thinking about their problems and ways to analyse them. The moderate
differences in Positive Reappraisal, Seeking Guidance and Support where females
scored higher than males may possibly be linked. When seeking social support, females
discuss their problems with friends who help them to analyse their problems and lessen
feelings of perceived stress. Therefore, social support structures enable a better logical
analysis of problems (Acosta-Gomez et al., 2018; Herres & McCauley Ohannessian,

2014; Zhang et al., 2015).

Both males and females employed Seeking Alternative rewards and the males scored
slightly higher. Males rely on activities, such as playing sport and online games, that
distract them from a problem (Herres & McCauley Ohannessian, 2014) while females
also utilise distraction activities, such as venting, eating, sleeping, watching TV or
chatting online (Kim et al., 2014). The implication of these results are that adolescents
should be taught to become aware of when they are employing unhelpful strategies, and

be taught to resort to utilising problem solving or seeking guidance strategies instead.
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5.6 RECOMMENDATIONS

Based on the findings of this study, the researcher would like to make the following

recommendations:

Learners should be taught about approach and avoidant coping strategies and
learn to identify when they are employing either. The terminology should
become part of daily language. This will enable them to think about whether the
strategies they are utilising are helpful or not.

In order to reduce stress, educators should assist learners preparing for
examinations and academic demands by teaching them organisational and time
management skills and effective study skills, as well as strategies to cope with
exam stress more effectively especially through self-regulation.

Future research can be conducted on the influence of the media on the perceived
ideal body image of Namibian adolescents to determine the degree to which the
media influence them.

This study can be repeated on older learners such, as Grade 12s, to establish the
ways in which they are responding to stress and how their coping strategies differ

from those of Grade 10 learners.

5.7 CONCLUSION
The results of this study show that the majority of adolescents in Grade 10 in Windhoek

did not experience high, but only more moderate, levels of stress. The areas most

influential were academics, exam stress and body image. Adolescents do employ

cognitive approach coping strategies; however, they rely more heavily on avoidant

coping strategies when faced with problems and difficulties. Females experience higher
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stress levels than males, especially with regards to academics, interpersonal relationships

and body image.

These findings suggest that adolescents in Grade 10 would benefit from being able to
identify the type of coping strategy they employ when solving problems, reflect on
whether the strategy is effective or not and know how to employ more effective
strategies instead because they have learnt approach coping strategies. Educators should

be sensitive and informed about the differences in coping between genders.
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APPENDIX F: DATA COLLECTION INSTRUMENTS
Checklist of Types of Stressors

Please indicate the level of stress each item from the checklist causes

you by marking it with an X under the appropriate column.

Type of stressors 1 2 3 4
No Caused | Yes, causes Yes,
stress stress stress causes
at all once or | sometimes | stress
twice fairly
often
School
1. Social relationships with
peers

2. Bullying by peers

3. Problems with teachers

4. Academic difficulties

5. Exam stress

6. Moving to a different
school

7. Moving from primary to
high school

Family

1. Relationship with
mother

2. Relationship with father

3. Relationships with
siblings

4. Parental divorce

5. Parental unemployment

Romantic relationships

1. Conflict (Arguing and
fighting)

2. Jealousy

3. Aggression

4. Cheating

5. Break up

Health

1. Il health

2. The way | look
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CRI-YOUTH FORM
Item Booklet

Rudelf H. Moos, PhD

Direciions:

On the accompanying answer sheet, please Ll in your name, today’s date. and your
sex, age, grace in schaol. and ethnic group. Flease mark all vour anawers on the
answer sheel. Do not write in this boaklet.

PAR - 16204 N, Florica Ave. = Lutz, FL 33540 = 1.800,321.8378 = wwy.parinc.com
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LG T oAan or 10 saninany orm of i ooy means & ool
1oz mw o whie papas A0y 00 warsen = unathonsse

Primadin Te V5.0

WARNING! PHOTOCOFYING OR DUPLICATION OF THIS FORM WITHOUT PEAMISSION IS A VIOLATION OF COPYRIGHT LAWS.
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Part 1

This haoklet containas questizns asout how yau deal with important problems that come
uz ir your life. Please think about the most impartant preblem or strassful situation vou
nave experenced in the last 12 manths ifor exarrple, a protlem with your parents, 4
prablem at school, a serious illness or accident, or the death of o farmily membe: or g
friend). Briefly descrize the probiam in the space provided in Part | of the answer sheet
IF you: have nat experiencad a major problemn, st a minor problern thal vou have hied o
deal with, Taen answer each of the |1 questions about the problerr or situztion (listed
below ang again an the answer sheet) by circling the appropriate respense:

N) MN MY DY |

Circle "DN" if your response is DEFINITELY NO.
Circle “MN" if your response is MAINLY NO.
Circle "MY" if your response is MAINLY YES.
Circle "DY" it your response is DEFINITELY YES IDN MM MY @]

!, Have you ever taced a problem liks this before?

2. Did you kaow this proalem was going to happen ta you?

3. Did vou have =nougn time to get ready to deal with the problem?

4, When this pobler hagpened, did you think about how i@ might hamm you?
5. When this problem happaned, did you think of it as @ challenge?

5. Was this problem caused by sometaing vau dic?

I, \¥as this problem caused by sometaing someone clsc did?
5. Did anything good come aul of dealing wila tis problem?
9. Has this proolem er situztion been worked out?

10, If the problem nas bean werked out, did it turn out all right for you?
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Part 2

Read each tem carefully and indicate how offon you took that action to deal with the
praslem vou desgrived in Fart 1. Clrzle the appropriate response on the answer shect:

Circie "N7 if your response is NO, Not at all.
Cirele "Q" if your response is YIS, Once or Twice.
Clrele "S7 if your response is YES, Scmetimes.
Circle "F~ it your response is YES, Fa'rly often.

Ihere are 46 items in Fart 2, Remember o mark all your answers o lhe answer sheel.
Please answer sack question as accurately as you can. All your answers are strictly conki
dential. IF you do not wish to 2nswer a queslivn, please Grcie the numaer of that question
on the answar shaet to indicate that you heve decided Lo skig il £ 2n item does not apply
ta you, please write NA iNot Applicablel in the hax 1o the night of 11 rumber ar that item
If yous wish = change an answes, sngae an X twrough your first answer and circle the new
answer, Note that answers are numberad across in rows on Parl 2 of the answer 3aeet,

Moo=

(¥

10

Did you think at differsrt wavs to deal with the problem?

Cid you tell yeurself things Lo make vourself fee! berter?

[id you talk with a parent or ather family member about the prablem?

Did you decide o one way 0 deal with the prablem and da it?

Mid you try ta farges the whole thing?

Did you feel that ume would make a difference  that the orly thing to do was wait?
Did you get invelved in new activities?

Did you leke it oal on other peosle when you fell angry or sad?

Did you try ta swep back from che problem end think avout it?

Did you tell yourself that things could he warse?

Did you Lalk with « friend about the problem?

Did you know what had to be done and try hard to mezke things work?

Didd you bry not Lo think about e preblem?

Did you realize that you had no zortrol aver the problem?

Did you Loy Lo make tew [fends?

Did you take a chance and do sumething risky?

Did you go over in your mind whal you would say or do?

Nid yau try to see the good side of the situation?

Did you talk with en adult ke a teacher, enack ceunselar, clergyrran, or dncter?

Did you decice wha vou wented 2nd Ly o get it?
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30,
31

Dig vou daydream or imagine things being belter than they wers?
Did you think that the autcome would be deciced by tate?
Dig wou begin to read more aften for snjoyment?

Did you yell or shous to let off steam?

Dié you think about haw things might turm aur?

Dic you keep thinking about how you wers better off than ather peczle with the
same problems?

Dic vou loak far help from other Kids or groups with the samsa type of preblesn?
Did you try at least twe different ways to selve the problem?

Did vou put off thinking anaut the situatian, #ven though you knew you would have
to at some point2

Nid you accept the problem hecause norhing could be dene to change it?

Did ¥ou kegin to spend mare time in fun activitics, like sports, partics, and going
shopping? '

Did you cry ta let your feelings out?

[¥ieh you try to make sense our of why this praslem happened to you?

Didd you try to tell yourself that things would gel better?

Did you ask & frienc to help you solve the problem?

Did you try to do mare things on your own?

Did you wish the problerr would ge away or sumehow be over wilh?

Did you expect the woerst sossible outesre?

Did you try to keop busy with schaal or ather things to belp you cope?

Did you de somuthing that you didn't think would werk, but at least you were daing
soimething?

Dig you tkink about the new hardships thal weuld be slaced on you?

D vou Lhink aboul how this sdualicn could change your lile for tie beltec?
Did vou ask for syrepathy andd understanding hom sarmeone?

Di¢ vou take things a day at a time, ¢ne step at a lime?

Did vou try to ceny how scrous the preblem really was?

Did you lose hope thal tings woulc ever be the same?

Did vou find new ways 10 enjoy life?

Did vou Lslen Lo music as a way lo cose?
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CRI-YOUTH ANSWER SHEET Form: Actual Ideal

Name Data / Sex Age

Grade in School Ethnic Group

Part 1
Descrbe the problem or siluation oo

DN = Definitely No MN = Mainly No MY = Mainly Yes DY - Definitely Yos
1. Eave you ever faced a problem Jize this before? (DN MN MY DY
2. Did you krow this problem wus guing o bapgen Lo vau? DN MN MY DY |
3. Ded you brave enouyn Ume to get rzady te deal with this problem? DN MN MY DY
4. When this problem happened, did you Bunk of it as a lhrsat? DN MM My DY
3 When this prablem happened, did you think of it as a challenge? lrﬁv.‘:\j& MY DY
£, Was this problern caused by semething you did? DN MN My DY ]
7. 'Was this problem caused by something someone else did? LDN MN MY DY
8. Did anything gead come out of dealing with this picblem? DN MN MY DY
4, Has this prckiem or situation been worked out? DN MN .'-'.‘:‘rilf)‘?
10, 1 G ziobleon bas been worked oul, dic it s cut all rght for you? DN MN MY DY
Part 2
N - M, Not al 2l O - Yes, Onc or twice 8§ = Yes, Sometmzs F = Yes. Farly often
1 2 3 4 |5 & 7 s
91 273 |¢ 15230 12800 3 293|061 2 3|C 1236 192340 t 243
a 10 1 12 13 14 15 16 |
"123'3‘l230]2307230123UI!'i'IJSDIQ}‘
It 18 19 0 21 22 23 24
070 23,00 L2l 3101 20310 - 2 LA I R | S (P B 0 0 RS o 0 - B (3 - 31
25 26 27 2 25 30 31 32 =
0123'3'1?7370123(" 2 3101 2 3| r-23|0 123D 23
33 34 35 36 37 338 | 39 40
cl"3":-l2.50I230125-31230123)(:1230123'
41 a2 a5 a4 las  |ae a7 18
0l 2 3|0 L2310 LZaF0 1 2F e 2 Fe ER3 e 125300 T 25
LA PR $G PS CcA AR SR ED

Teaba? e cinchad e socces wothin each column anc record the totals 0 the space pravidsd at the bottam of 2ach column

PAR - 15204 N, Florida Ave. « Litz, FL23548 » 1L.800.331.3373 » www.parinc.com

Crappnight € 1393 oy PAR AT i e vest: My red bee 180006050 10 ANDE o7 @ g3t In 3ny 1o of by & meang wibcut wnthen permizsion of PAR. This Tmis oioted in
biae k00 carbeness pane Ary ctber vershe is unarhorzes

§R7E32329 Fecicer $RU-2334 Pritec: 1= thas 134

WARNING! PHOTOCOPYING OR DUPLICATION OF THIS FORM WITHOUT PERMISSION IS A VIOLATION OF COPYRIGHT LAWS
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CRI-YOUTH PROFILE

;00

Raw Scare

PR sG PS cA AR SR ED

PAR - 16204 N. Florica Ave. » Lutz, FL 33549 = 1.300.331.8378 » www. parinc.com
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