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Abstract 
 

Teachers, playing a pivotal role in education, are increasingly facing complex challenges, 

including addressing students' social and emotional needs, managing classrooms, integrating 

technology, and navigating evolving educational policies. These challenges, along with limited 

resources and societal expectations, can significantly impact teachers' well-being. This study 

investigated the impact of the COVID-19 pandemic on the well-being of private high school 

teachers in Cape Town, South Africa. Grounded in Carol Ryff's Scales of Psychological Well-

Being, the research explores the multifaceted dimensions of teachers' psychological well-being 

in the context of unprecedented changes brought about by the global pandemic. 

 

A mixed methods approach combining quantitative and qualitative methods for a 

comprehensive understanding of well-being was used through a survey that targeted the 

selected private high schools in Cape Town. Purposive sampling was used to select six private 

high schools based on specific criteria. The sample (N) included 76 participants who fully 

completed the questionnaire and were therefore analysed.  Data collection involved a survey 

with both closed-ended (quantitative: Likert scale) and open-ended (qualitative) questions, 

employing Ryff's psychological well-being model. The central aspects of Ryff’s model refer 

to well-being along the categories of autonomy, environmental mastery, personal growth, 

positive relations, self-acceptance, and purpose in life. Where scores are high, along these 

dimensions, well-being is high. Findings in relation to this sample indicate that autonomy 

reveals a contradiction between high quantitative scores and qualitative struggles, particularly 

regarding curriculum constraints. While teachers indicate in the survey Likert scale quantitative 

data that they have high autonomy, in the open-ended questions they indicated a contradictory 

finding in relation to the curriculum, over which they felt little autonomy. Environmental 

Mastery, with the lowest average score, reflects challenges in managing uncertainties, 

especially during the pandemic. Personal growth scored the highest in this survey, indicating 

widespread positive perceptions of development despite challenges. Qualitatively the 

participants indicate that their ability to deal with the technological challenges they faced under 

COVID made them grow personally. Purpose in life sees a positive shift due to the pandemic, 

fostering personal growth and re-evaluation of life direction. Positive relations scores lower, 

emphasising the complexity of interpersonal connections during challenges like online 

teaching, where face to face meetings are not possible. Finally, Self-acceptance scored 
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positively, indicating teachers' positive attitudes toward continuous learning and self-

discovery. Again, this can be attributed to teachers’ perceptions that they met the technological 

challenges of online teaching during the pandemic. Overall, scores of well-being were high 

indicating that teachers in private schools were able to navigate the pandemic relatively well.  

Keywords: 

Well-being 

Autonomy 

Environmental mastery 

Personal growth 

Purpose in life 

Positive Relations 

Self-Acceptance 
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Chapter 1: Introduction 
 

1.1 Introduction 

 

Teachers play a vital role in the field of education, therefore it is crucial to prioritise the well-

being of teachers, as it directly influences the quality of education they provide and 

consequently, the welfare of their learners. In recent times, the teaching profession has 

undergone significant transformations. Teachers now shoulder increased responsibilities, 

facing ever more complex challenges. Modern teachers must not only excel in their academic 

duties but are facing ever more complex challenges, including addressing their learners' social 

and emotional needs, managing classrooms effectively, integrating technology into their 

teaching methods, and navigating continuously changing educational policies (Travers & 

Cooper, 1996; Eacute & Esteve, 2000; Datnow, 2020). These challenges can take a toll on 

teachers’ well-being, worsened by limited resources and society's high expectations (Xie et al., 

2022; Bakker et al., 2005; Siddiqui & Ahamed, 2020). The importance of this study extends 

far beyond the confines of the classroom. The well-being of teachers affects not only the 

students they teach but also the entire educational system. The significance of this study 

extends beyond the confines of the classroom.  

 

The purpose of this study is to critically examine how Covid-19 has affected the well-being of 

teachers who work in private schools in the Cape Town area. This study will be theoretically 

grounded by Carol Ryff’s Scales of Psychological Well-Being which specifically focuses on 

measuring multiple facets of psychological well-being. This chapter introduces the research 

questions and explains the rationale of the study showing the motivation of the study and how 

it will contribute to the education system and society as a whole. Finally, a summary of the 

chapters is included for the rest of this study. 

 

1.2 Rationale and Context 

 

Teachers’ overall well-being is crucial in achieving educational success, not only in the 

classroom but in the whole education system (Soini et al., 2010). Teachers are the frontline in 

our education system, and even in favourable conditions, it is a stressful profession. In late 

2019, the Coronavirus disease (COVID-19) began to change the world we live in. With the 
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rapid rate of transmission, the virus quickly became a global pandemic with the impact being 

experienced worldwide (Horesh & Brown, 2020). The Education Sector was not excluded, and 

COVID-19 caused instability and fear among everyone involved in the sector, approximately 

63 million teachers were affected worldwide by school closures (UNESCO, 2020). South 

Africa’s education system is already vulnerable, leading to many unprecedented challenges for 

schools, teachers, learners, and their families (Kaden, 2020). The COVID-19 pandemic brought 

about a great deal of change and highlighted how unprepared the education sector was in a time 

of crisis. 

 

Unlike public schools, private schools were expected to lead the way without missing a beat 

on the current curriculum, due to their material and human resources. Private schools used a 

mix of in-person, hybrid online, and digital teaching methods. To stay in touch with students 

and share information, private schools relied on various messaging apps and digital 

communication platforms. Some of the tools we used included WhatsApp, Google Hangouts, 

Microsoft Teams, Zoom, YouTube, and Blackboard (Maree, 2022; Soudien, Reddy & Harvey, 

2022). This led to a rapid transition to online learning or modes of instruction, with little to no 

training on processes nor how long this will last. This transition drastically changed the 

working environment and the work that teachers were required to do, converting lessons to 

online learning (Herman et al., 2021). While some teachers struggled to find their way through 

these challenges, others adapted and found new innovative ways to continue to grow and 

progress. These changes have come with long-lasting effects and with this study, I plan to 

investigate an overlooked topic in literature, the well-being of private high school teachers. 

While there is ample evidence of teachers being negatively impacted by COVID 19 in the 

government sector of schooling, there is a dearth of published material on the impact of the 

pandemic on teachers in private schools.  

  

As a high school teacher in a private school, I have both a personal and academic connection 

to this investigation. Personally, I have felt the pressure of the transition to online learning, 

then a hybrid means of instruction, and back to in-person lessons, all while the world was trying 

to adapt to the effects of the pandemic. As I was searching through the literature available, I 

realised that finding research on under-resourced schools in South Africa, or even globally is 

relatively easy as many researchers look at all the negative aspects or possible ways to improve 

these under-resourced schools, while on the contrary there isn’t much research on private 

schools or independent schools, especially in the South African context. If wealth predicts 



 11 

wealth, we should be more focused on learning as much as we can from the schools producing 

this wealth, it is possible that what works well for them, can be adapted to work well for 

everyone. 

  

In private schools, parents pay high fees and expect high results in return. Households of the 

majority of learners attending private schools have a higher socioeconomic status (SES) as 

well, and there is a higher level of parent education, indicating that these learners are able to 

be supported more educationally (Dubow et al., 2009; Guryan et al., 2008). Learners in private 

schools are privileged in the sense that the majority have more than one device (cell phone, 

iPad, laptop, TV, etc.) and access to resources. All things considered, these learners have the 

best chance of success (Barrett et al., 2019). Under all conditions, private schools should be 

the ‘optimal’ objective. This same expectation was expected during the lockdown, and teachers 

were thrown into the deep end with online learning and later a hybrid system in order to make 

this possible. It is important to note that the majority of teachers working in private schools do 

not fall in the same social economic status or demographic as the learners they are teaching. 

High demands were made, and teachers had to take the burden of changing to online lessons 

in minimal time. If private schools are the ‘optimal’ for learners, can we say the same for the 

teachers working there? 

  

Teachers' well-being directly influences their behaviour and the environment of the classroom 

or even the school and ultimately the learners’ achievement. COVID-19 only amplified the 

already high levels of stress reported by teachers previously (Herman et al., 2021). Teachers 

no longer passively transfer knowledge to learners; teachers need to be active participants that 

guide learners to understand the content, teaching has become a dynamic process. Therefore, 

it is essential that the well-being of teachers is taken care of to enable teachers to perform their 

duties efficiently. 

 

1.3 Research questions and objectives 
 

The objective of this study is to analysis the well-being of high school teachers by looking at 

more than one dimension of positive functioning. Due to the nature of the study, many 

questions will be asked around well-being – particular in the six different aspects related to the 
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theoretical framework.  We need to understand what teachers went through during the COVID-

19 lockdown period to understand how this may have impacted their well-being. 

 

 

The primary research question that will guide this study is as follows: 

1. What were high school teachers’ perceptions of well-being under the conditions of 

COVID-19? 

 

While addressing the primary research question, the following secondary research questions 

were looked at: 

a) Is there a correlation between the change in high school teachers’ work-related demands 

and their well-being, after the COVID-19 pandemic? 

b) What is the impact of autonomy and environmental mastery on teachers’ well-being? 

c) Did relationships with colleagues improve during or after the COVID-19 pandemic? 

 

1.4 Study Outline 
 

This section provides an overview of what each chapter in this research study covers. Its 

purpose is to give the reader guidelines of the content within each chapter. This study is divided 

into five chapters:  

• Chapter 1: Introduction In this chapter, the research provides a brief insight into the 

importance of teacher well-being, outlining the rationale behind conducting the study 

and introducing the central research question.  

• Chapter 2: Literature Review and Theoretical Framework This chapter, conducts an in-

depth review of existing literature in the field of education, with a specific focus on 

well-being. This review serves to position the study within the broader academic 

discourse. Furthermore, it discusses the theoretical framework employed in the 

research, namely, Carol Ryff's Scales of Psychological Well-Being. 

• Chapter 3: Research Design and Methodology This chapter presents an overview of the 

research methodology utilised in the study. It outlines the specific research methods 

and approaches employed in data collection and analysis. 
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• Chapter 4: Critical Analysis and Findings Chapter 4 critically examines the resources 

collected and discusses the findings in detail. The research organises the data into six 

distinct themes and uses them to present the study's findings. 

• Chapter 5: Conclusion and Recommendations In the final chapter, the research revisits 

the research topic, summarising the conclusions drawn for each theme discussed. 

Subsequently, it offers a concise summary of the research findings and presents 

recommendations based on the study's outcomes. This chapter serves as a 

comprehensive conclusion and provides valuable insights for future considerations. 

 

1.5 Conclusion 

 

This chapter emphasises the vital role of teachers in education and highlights the increasing 

challenges and responsibilities they face, particularly in the context of the COVID-19 

pandemic. The study's primary objective is to investigate how COVID-19 has affected the well-

being of private school teachers in Cape Town, utilising Carol Ryff's Scales of Psychological 

Well-Being as a theoretical framework. The next chapter focuses on the literature review, 

specifically well-being, in order to provide a deeper understanding, as well as the theoretical 

framework used in this study. 
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Chapter 2: Literature Review and Theoretical Framework 

2.1 Introduction 

This chapter outlines the existing literature on teachers and well-being as well as existing the 

studies that have been conducted related to the study that has been conduct. This approach 

helps establish the context for this study within the broader educational literature. This review 

is structured around four areas: 

• Well-being and the psychological well-being of Ryff’s model

• COVID-19 and the impact on teachers’ well-being, particularly in high schools

• Independent (private) schools versus public schools

• High school teachers versus primary school teachers – different challenges

This is followed by a review of current literature, theories, models, and common references, in 

both a global and South African context. The last section critically engages with literature to 

develop a theoretical framework grounded by Carol Ryff's psychological well-being (Ryff 

1989, 2014; Ryff & Keyes, 1995), This will, in turn, aid in the analysis of the research findings. 

2.2 What is well-being and the psychological well-being of Ryff’s model? 

Before I can go forward it is imperative to define the term “well-being’, this term is used often 

in everyday speech yet in literature the definition is sometimes vague or inadequately defined. 

Literature divides the term into two different perspectives: the hedonic perspective and the 

eudaimonic perspective. In the hedonic perspective, well-being is considered subjective 

happiness – based on subjective experiences and finding satisfaction in various aspects of life 

(Weiss et al., 2016; Opree et al., 2018). Due to this happiness being subjective, it is influenced 

by individual feelings and moods – positive affect (Sirgy, 2012; Henn et al., 2016). On the 

contrary, the eudaimonic perspective does not focus on happiness but rather on meaning and 

self-realisation through individual growth over time (Ryan and Deci, 2001). Indicating that the 

eudaimonic perspective looks further than just happiness, but how well an individual is doing 

when they are functioning at their true potential. One step further would indicate that the 

eudaimonic perspective looks at the quality of life. 
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The term ‘well-being’ cannot be put in a neatly wrapped box, there are many dimensions that 

all impact an individual’s well-being. Although the general meaning of the term is established, 

in the field of teacher well-being it is not so clearly defined. I looked at the literature on various 

framework scales that look at teacher well-being, for example, “The Ohio State Teacher 

Efficacy Scale (OSTES)” was developed by Tschannen-Moran and Hoy (2001), yet efficacy 

does not necessarily mean well-being. Another study was on ‘The teacher well-being scale 

(EBED)’ theorised by Rebolo (2005, 2012a, 2012b, 2014) and its finality is to measure the 

teachers’ degree of satisfaction concerning the objective dimension factors of labour, taking 

note that this scale takes into consideration Ryff’s theory. Although there are various scales 

out there focusing on different aspects of well-being, the literature on the well-being of South 

Africans, more specifically teachers in South Africa  is a challenge to find. 

  

Coming back to the different perspectives of well-being, happiness is a feeling that fluctuates 

from moment to moment, and although it cannot be ignored, the eudaimonic view goes deeper 

into the quality and growth of an individual. Carol Ryff's theory on psychological well-being 

(Ryff, 1989, 2018, 2019) agrees with the eudaimonic perspective of her theory based on 

positive human functioning – which will become the theoretical framework of this study. This 

theory focuses on how individuals control their behaviour and build positive relationships with 

others while accepting that they have limitations. It emphasises not allowing these limitations 

to change their attitude and highlights the importance of creating meaning in their own lives 

Autonomy is one of the aspects in Ryff’s theory and research has indicated that autonomy can 

lead to a better understanding of the development process and how an individual takes 

responsibility for their own life, and ultimately their own well-being (Davies et al., 2015; Li 

and Hein, 2019). Well-being is more than just the absence of illness but indicates the healthy 

and successful functioning of individuals. 

 

 2.3 COVID-19 and the impact on teachers’ well-being, particularly in high schools 

  

In 2020, the world went into a panic over the COVID-19 pandemic, which hit unexpectedly 

leaving meaning ill-prepared for the changing environment. The World Health Organisation 

(WHO), defines the Coronavirus disease (COVID-19) as “an infectious disease caused by the 

SARS-CoV-2 virus.” This pandemic caused a nationwide lockdown in South Africa, bringing 

about many changes in the education system and consequently to the teachers in the schools, 
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as schools were forced to close. During the lockdown period, from mid-March to the end of 

May 2020, there was great uncertainty in the education section, including how schools would 

operate and the impact on teachers delivering the content. Limited attention has been placed 

on the well-being of teachers, despite the many challenges that they have had to face since the 

start of the pandemic (Chan et al. 2021). The job characteristics of teachers are changing, from 

face-to-face to online, and back again. 

  

Teachers are facing more challenges in the work environment, without the correct support, 

many are unable to cope with these challenges and reach optimal functioning. It is well-known 

in the literature that teaching is a demanding profession, which is characterised by stress, 

burnout, and high numbers leaving the profession (Benevene et al., 2020). Teachers need to be 

able to find a balance between the resources they are provided with and the demands they are 

required to meet. Furthermore, teachers needed to educate others while their loved ones were 

getting sick, their children were home from social, and most social interaction was restricted. 

  

Research has gone into understanding the impact COVID-19 has had on the well-being of 

individuals (Fancourt et al., 2021; Pierce et al., 2020; Hardman et al., 2022) demonstrating the 

effect that the pandemic has had. Unfortunately, little consideration has been given to teachers 

and how they were affected by this abnormal time. When schools closed, schools with 

resources moved to online learning without much planning (Pöysä et al., 2021, p.3). Teachers 

were expected to make the shift to online learning, without much support while the demands 

for teaching changed significantly (UNESCO, 2021). The literature suggests that the levels of 

stress that teachers faced during school closures were three times more than usual (Li et al, 

2020). The focus during school closures was on learners not falling behind, and not all on the 

well-being of teachers providing those lessons. 

  

The pandemic will continue to present challenges to teachers and the quality of education. 

There is no indication of how long the effects of COVID-19 will last and whether or not, this 

is the new ‘norm’ for teachers. Therefore, the well-being of teachers must be a high priority as 

without teachers the education system will fail. 
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2.4 Independent (private) schools versus public schools 
  

When looking at the education system from a South African context, it must be seen as a system 

that is redressing the impact of Apartheid. During Apartheid, it was legal for schools to deny 

access to certain learners based on their racial background (Nzuza, 2015). Nearly 27 years’ 

post-apartheid, the education system continues to try to rectify this injustice. 

  

In South Africa, there are two categories of schools, namely: Independent and public schools. 

According to statistics realised by the Department of Basic Education in 2021, there are almost 

23 000 public schools, compared to the 2100 private schools, indicating a small percentage 

(4.5%) of the learners in South Africa are educated through private schooling. Unlike public 

schools, private schools are allowed to limit the admission of learners that pay fees and meet 

their requirements (Franklin, 2020). Parents and guardians are willing to pay high fees in order 

to benefit from the resources in private schools, private schools are characterised (Franklin, 

2020): 

• low learner-teacher ratios 

• small classroom sizes 

• broad curriculum choice, taught by highly credentialed teachers 

• a history of high learner achievement 

• extracurricular opportunities not available at public schools 

• state-of-the-art facilities and learning and teaching materials. 

 

The growth of the private school sector in South Africa was significantly driven by two main 

factors: excess demand due to middle-class population growth in certain areas and 

differentiated demand for better quality and faith-based education. In the post-apartheid era, 

independent schools emerged to meet the demand for quality education, especially from the 

growing black middle class. This led to significant growth in the sector, where these schools 

became essential for the fast-growing population (Hofmeyr, 2015). Private schools identified 

a gap between the supply of public schools and the expanding population in suburban areas 

and new suburbs. The private sector thrived in environments where the government failed or 

lacked the capacity to provide adequate public services, such as education (Archer, 2013). 
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Private schools in South Africa cause a potential unequal balance of education, which goes 

against the social transformation that was envisioned by the South African Constitution 

(Agbofa, 2023; Azimi et al., 2023). Quality education for all was at the core of redressing the 

South African education system. Yet, private schools do form part of the education system and 

should not be left out of research because they are more resourced, as they still face challenges. 

According to Brady & Wilson (2021), independent and public schools identified different key 

stressors. Independent schools said that parents were their biggest stressor whereas public 

schools identified workload as their biggest stressor. This indicates that because private schools 

have more resources than public schools it does not mean that their demands are any less, they 

are just different. 

  

It is to be noted that there is more literature on public schools than on private schools as 

researchers try to tackle the problems in under-resourced schools, rather than focus on areas 

that could be adapted from private schools. Furthermore, literature is on the learners more than 

the teachers. Further supporting the need for a study into the well-being of private school 

teachers. Although private school teachers work in environments that have resources, they face 

similar (and different) challenges to those working at public schools. 

 

2.5 High school teachers versus primary school teachers – different challenges 

  

High schools have a different dynamic than primary schools as they are exposed to completely 

different challenges for teachers.  There are few studies that specifically focused on the 

differences, or even the similarities between primary and high school teachers, although there 

are many studies on them individually. According to Aelterman et al. (2007), a comparative 

study in Flanders indicated that high school teachers rely more on the support of their 

colleagues than that of primary school teachers. Primary school teachers also scored higher in 

self-efficiency. Primary school teachers look for support from the principal whereas the top of 

the list for high school teachers was resources and materials. 

  

High school teachers have multiple classes, with multiple learners compared to primary school 

teachers that are more likely to have one class for the year. Increasing the demand on the 

teacher, who needs to not only know the name of more learners but their unique way of learning 

and receiving content, to maximise potential. Another key area to acknowledge is the age of 
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the learners being taught. In high school learners average between the age of 13-18 years and 

go through a lot of changes that impact a teacher’s ability to effectively teach them, whereas 

primary schools are aged from 5-12 years which is a completely different developmental 

dynamic. High school children, who are adolescents are navigating the challenges of puberty 

as well as a need to become autonomous, something not faced by primary school children 

(Hardman, 2012). Lastly, high school teachers’ performance is strongly evaluated on how a 

learner performs in their subject and not necessarily their emotional and social well-being – 

which is not always a reasonable indication of their ability to teach (OECD, 2018). These are 

a few aspects that increase the demands or workload of a high school teacher, excluding many 

other factors that also impact the demands made on high school teachers, like the curriculum. 

  

2.6 What literature is currently available? 
  

It is essential to look at all the current literature available on the topic of teacher well-being. 

Therefore, a thorough search of the literature was conducted focussing on the issue of teachers’ 

well-being. The literature was limited in the aspect that much research has looked at the 

comparison of remuneration and workload, or job demands and the available resources for 

teachers and their well-being. Few studies have looked at the overall well-being of teachers. 

One conclusion that can be made is that more research is needed that focuses more broadly on 

high school teachers’ well-being – going more in-depth than the financial compensation and 

resources, but rather analysing their autonomy, growth, and overall well-being. A database 

search was conducted to search for literature related to Ryff’s psychological well-being model 

and its use on teachers, both high school and primary school included. No South African studies 

were found in the initial search. Consequently, I will review some of the studies that made use 

of similar methods, theoretical frameworks, or research questions. 

  

With regards to the instrument (survey) used, van Horn et al. (2004), did a study of Dutch 

teachers, by comparing the fit of several factor models for the investigation of occupational 

well-being. 1308 teachers were surveyed from both primary and high schools in the 

Netherlands. The study concluded that well-being cannot be attributed to a one-factor (or 

dimension) model, as it is too restricting, and found the data to be limiting. In their conclusion, 

well-being needs to be attributed to a multiple-factor model but under the condition that all the 

factors were interconnected. Well-being is a multi-dimensional phenomenon, therefore 
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requires a multi-factor model. This study supports that the use of a set of scales to measure the 

well-being of teachers is essential. The study was limited in the aspect that it could identify 

aspects of well-being it did don’t provide or follow up on measures that could improve the 

teachers’ well-being. It is noted, this study was done before the COVID-19 pandemic, 

consequently not looking at the well-being of teachers under those conditions but the 

comparison between the models is still relevant and supported by other studies that all use more 

than the one-factor model. 

  

Another study by Peters and Pearce (2011), based on Australian teachers, emphasised the 

importance of positive relationships and communication between the school's management and 

teachers to improve teachers' well-being. The study interviewed 59 teachers from both high 

school and primary school, although the main focus of the study was on new teachers, the 

results are still useful as the changes that COVID-19 conveyed led to experienced teachers 

feeling inexperienced in the new environment as they were ‘thrown’ into the unknown (Soncini 

et al., 2021). As previously mentioned, when comparing high school teachers and primary 

school teachers, high school teachers seek more resources and relationships with colleagues 

over a relationship with management. Although this aspect cannot be ignored, it is still an 

aspect that impacts well-being. Management has the ability to alter well-being by taking an 

interest in the welfare of teachers as well as their professional development, other aspects that 

have an impact, includes whether management is seen as being trustworthy and cooperative. 

Furthermore, it needs to be noted that literature indicates that well-being is closely related to a 

teacher’s performance and their work environment (Borrelli et al., 2014), the better a teacher 

perceives their performance and the environment they are working in, the higher their well-

being. The JD-R model allows for a reliable framework that explores the relationship between 

the work environment and an employee’s well-being (Yin et al.,2016; Borrelli et al., 2014). 

These studies concluded that a teacher’s well-being decreased when meeting with disruptive 

learners and when the deadline did not match the work required, as well as the negative impact 

of an environment that does not support teaching. Therefore, keeping this in mind teachers in 

private schools should have the best work environment, regarding resources and materials 

available, class size, and ability to perform their duties. Additionally, this supports the research 

of why well-being decreased during COVID-19 for most occupations, not only teachers, as the 

environment changed, in most cases an unfavourable change (Schifano et al., 2021). 
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A study was done in Missouri on ‘teacher stress, coping, and wellness during the COVID-19 

pandemic (Herman et al, 2021). This study included both primary school and high school 

teachers and include 639 participants across 31 schools.  This survey made use of a ten-point 

scale measuring single items, later COVID-19 questions were added to adjust for the changes 

being implemented in schools. The survey examined changes brought about by the COVID-19 

pandemic with regard to the well-being of teachers and how instruction was delivered (online, 

face-to-face, etc.). The results of this study focused on how teachers have adapted after the 

COVID-19 adjustment, where results indicated that teachers reported lower levels of stress and 

higher levels of coping since the beginning of the pandemic. Yet, a study conducted in British 

Columbia by Gadermann et al. (2021), indicated a decrease in the mental health of teachers 

eleven months after the start of the pandemic. This was due to an increase in workload and 

fewer opportunities to meet with learners and colleagues. This sample included 1206 teachers, 

which included both primary and high school teachers. The study contained personal responses 

to enhance the message being conveyed, that teachers are struggling, for example, “Myself and 

my colleagues all feel the weight of the pandemic and are exhausted – Elementary school 

teacher with over 25 years of experience” (Gadermann et al.,2021, p. 10). Challenges included 

increased workload and difficulty implementing social distancing as a measure to reduce the 

spread of COVID-19. Although, feeling supported by the school and government system 

contributed to an increase in well-being. 

  

Another paper conducted in a Welsh Secondary school (Smith & James, 2021), this study 

looked at the well-being of staff before and after a COVID-19 lockdown, more especially the 

changes in the well-being related to the experience of COVID-19. The study was conducted 

through an online survey with 67 participants.  Participants were required to take part in both 

the ‘Well-being Process Questionnaire’, as well as the ‘Smith COVID-19 Questionnaire’ which 

consisted of a ten-point scale.  Well-being Process Questionnaire was developed from the 

Demands-Resource-IndiVidual Effects (DRIVE) model, which looked at “negative outcomes 

by considering predictor variables” school (Smith & James, 2021, p.2). Furthermore, positive 

outcomes and work-related outcomes were added to conclude the development of the Well-

being Process Questionnaire which was used to analyse teachers’ well-being before and after 

the COVID-19 pandemic. The Smith COVID-19 Questionnaire analysed current and long-term 

stress and risk of infection. Again, this study was in agreement that there have been many 

studies on teachers’ stress and mental health but few that actually look at the well-being of 

teachers. The overall results show that the well-being process model is valid and establish to 
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be used on teachers. It needs to be noted that this was the first of the study and the sample was 

relatively small, but it was concluded that some modifications were needed in Smith’s COVID-

19 questionnaire to accommodate for teachers, examples of problematic internet use, or 

strengths and weaknesses of distance learning. 

  

A Romanian study was conducted on teachers’ life satisfaction and well-being (Colomeischi, 

2020), this study also used more than one scale model which included Ryff’s model, Emotional 

Intelligence scale, Satisfaction with Life scale, Utrent Work Engagement Scale and Maslach 

Burnout Inventory Surveys. The sample size of this study was 385 participants chosen 

randomly. This study found that emotional intelligence was the underlying factor in how 

teachers perceived well-being. Kamboj and Garg (2021) did a similar study that indicated that 

the most important mediator for well-being is perseverance, yet emotional intelligence played 

a significant role. The findings also concluded that female teachers showed a high emotional 

intelligence than their male colleagues. Further studies (Cabello, 2017; Di Fabio and Kenny, 

2016; Fernández-Berrocal & Extremera, 2016), show that emotional intelligence can improve 

well-being. Since emotional intelligence could be improved in an individual, teachers would 

then be able to improve their overall well-being. These results are consistent with Parker and 

Martin (2009) study, which made use of more than one measuring tool (model), including 

Ryff’s model, that the higher the emotional intelligence the higher the well-being. Therefore, 

the impact of emotional intelligence forms a significant role that cannot be ignored and will 

form part of my study. 

  

2.7 What literature is currently available – The South African context? 

  

To find studies done in South Africa on the well-being of teachers required a more intense, 

deeper search. There are studies that indirectly look at the well-being of teachers, for example, 

a study done by Kruger (2019) analysed how the education department's role in caring for the 

well-being of teachers. However, the study revealed that this was more of a transactional 

relationship as the department was supporting teachers, in return for a commitment to 

education. Even though the teachers benefit from the support of the education department, the 

support is only given ‘conditional’ and not with the intention of only benefiting the teachers’ 

well-being. 
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Daniels and Strauss (2010) conducted a study that involved six teachers from two former model 

C schools and two former coloured schools in the Helderberg area, where research was 

conducted on their emotional well-being. This study concluded that all six teachers’ emotional 

well-being was impacted by how they interacted with the learners, parents, school 

management, and even the education department. Again, this links to the working environment 

that the teacher finds themselves in, the more positive the environment is perceived to be, the 

more positive the impact on the teachers’ well-being. 

  

The researcher has not come across any existing literature that specifically discusses the effects 

of the COVID-19 pandemic on the well-being of private high school teachers in South Africa 

(though this doesn't necessarily imply that none exists, but in the published work searched, this 

is not evident). This is the precise point where this research identifies an opportunity to delve 

into and examine these experiences from a South African standpoint. 

 

From the literature reviewed, it is evident that there is a gap in the literature of a study based 

in South Africa that looks at the overall well-being of teachers from a eudaimonic perspective 

and looks at more than a one-factor model. There is a constant need for research to be done 

into the well-being of teachers, and the impact that the COVID-19 pandemic has on it, as the 

dynamics of education have changed yet demands on continuously increasing. It is necessary 

for people to become aware of the need for teachers, in order to better nurture and support 

them, for without teachers the education system falls apart. 

 

2. 8 Theoretical Framework 

 

Theoretical frameworks hold a crucial role in research as they offer the researcher essential 

guidelines, providing conceptual tools that aid in comprehending the research findings. In this 

section, we will the theoretical frameworks that have relevance in analysing the findings in the 

context of well-being. 
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2.8.1 Carol Ryff's psychological well-being 

 

This study will be based on the theory of Carol Ryff's psychological well-being (Ryff 1989, 

2014; Ryff & Keyes, 1995), Ryff’s model differs from other models as it sees well-being as 

multi-dimensional and does not regard the happiness a person is currently experiencing the 

positive emotions. It looks beyond stress, depression, and burnt as the only contributors to well-

being, or the lack thereof. This theoretical framework outlines the six key dimensions proposed 

by Ryff and their interconnectedness within the context of psychological well-being and 

positive functioning for the development of an individual. 

  

Dimension 1: Autonomy 

Autonomy reflects an individual's sense of independence and self-determination. Those 

with high autonomy feel that they have control over their own lives and can make choices 

that align with their values and preferences. They are less likely to feel controlled or 

dominated by external forces, and they can make decisions that reflect their true selves. 

 

Dimension 2: Environmental Mastery 

Environmental mastery refers to an individual's ability to effectively manage and adapt to 

their surroundings. It involves problem-solving skills, a sense of competence, and the 

capacity to shape one's environment to meet their needs. People with high environmental 

mastery are skilled at managing the challenges life presents, whether in work, personal life, 

or other contexts. 

 

Dimension 3: Personal Growth 

Personal growth involves the pursuit of self-improvement and the realisation of one's 

potential. Individuals who prioritise personal growth are open to new experiences, learning, 

and personal development. They seek opportunities to enhance their knowledge, skills, and 

abilities. This dimension reflects a proactive approach to self-improvement. 

 

Dimension 4: Purpose in Life 

Purpose in life relates to having a clear sense of meaning and direction. Those with a strong 

sense of purpose believe that their life has significance and that their actions are contributing 
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to something greater than themselves. This dimension is closely tied to having goals, 

aspirations, and a sense of fulfilment from working toward those objectives. 

 

Dimension 5: Positive Relations with Others  

This dimension emphasises the quality of an individual's interpersonal relationships. It 

involves having satisfying and fulfilling connections with others, such as friends, family 

members, and colleagues. People with strong positive relations with others tend to be 

empathetic, compassionate, and able to build and maintain supportive social networks. They 

experience a sense of belonging and warmth in their relationships. 

 

Dimension 6: Self-Acceptance 

Self-acceptance refers to an individual's ability to embrace and accept themselves, including 

their strengths and weaknesses, without harsh self-criticism. People with high self-

acceptance have a positive self-image and self-esteem. They are comfortable with who they 

are and have a realistic view of themselves. They are less likely to be overly self-critical or 

judgmental. 

 

Ryff's model acknowledges the interconnectedness of these dimensions. A deficiency in one 

dimension can impact others, highlighting the holistic nature of psychological well-being. For 

instance, low self-acceptance may hinder the development of positive relations with others, 

while a strong sense of purpose can boost self-acceptance. This theoretical framework serves 

as a valuable tool for researchers, psychologists, and practitioners in assessing, understanding, 

and promoting psychological well-being. It enables the measurement of well-being beyond 

traditional mental health assessments and guides interventions tailored to specific dimensions 

or the overall enhancement of well-being. 

 

These six dimensions collectively capture the various aspects of psychological well-being. 

Importantly, they highlight that well-being is not solely about happiness or the absence of 

negative emotions; rather, it involves a sense of self-acceptance, positive relationships, 

personal autonomy, competence in managing one's environment, a sense of purpose, and a 

commitment to personal growth and development. Understanding and assessing these 

dimensions can provide valuable insights into an individual's overall well-being and can guide 

interventions and strategies to enhance psychological well-being in various life contexts. 
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Researchers and practitioners often use these dimensions to measure and promote well-being 

beyond traditional mental health assessments. 

 

Ryff’s theory puts a great deal of emphasis on environmental mastery, which refers to the 

ability to adapt or mediate an environment, which is appropriate when looking at the change in 

school environments during the pandemic. The impact of online and hybrid systems on a 

teacher’s well-being. Autonomy was another factor that individuals rated as being an indicator 

of well-being. Self-acceptance covers the emotional intelligence aspect mentioned in the 

literature review. Ryff’s model acknowledges a wide variety of aspects of well-being, this will 

help me get a creating understanding of the well-being of teachers in the study.  

 

2.9 Conclusion 
 

This chapter has provided a comprehensive overview of the existing body of research in the 

field. It has explored key themes, trends, and gaps in the literature, shedding light on the current 

state of knowledge in the well-being of teachers.  Throughout this review, it has become evident 

that there is a wealth of valuable research that informs our understanding, however, it is equally 

clear that there remain unanswered questions and opportunities for further research. With this 

foundation, the study can move forward with confidence, guided by the insights and findings 

shared in this chapter. 
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Chapter 3: Research Design and Methodology 
 

3.1 Introduction 

 

In this chapter, the study outlined its research plan. It explained the methodology used to 

analyse data related to teachers' well-being. Firstly, the chapter discussed the selected samples 

and the reasons behind their choice. Secondly, it introduced an analytical framework derived 

from the theoretical analysis outlined in the previous chapter. Lastly, the chapter addressed 

aspects of the study's validity, reliability, limitations, and ethical considerations. 

 

3.2 Research Design 
 

This research was conducted using a mixed methods design, more specifically a convergent 

parallel research design, which combined a quantitative and qualitative design. George (2023) 

explained that in a convergent parallel research design, researchers gathered both quantitative 

and qualitative data simultaneously but analyzed them independently. Once both sets of 

analyses were finished, the results were compared to formulate comprehensive conclusions. 

This study used both quantitative and qualitative research design based on identifying the 

perception of well-being in private high school teachers. The quantitative data was numbers-

based or could be 'adapted' into number form without losing the meaning of the data to explain 

the well-being of teachers. 

This research adopted a mixed methods design, which meant it combined both quantitative and 

qualitative research approaches to provide a more comprehensive understanding of the research 

topic. In this case, the topic was the well-being of private high school teachers. Within the 

mixed methods design, the study specifically used a convergent parallel research design. This 

design involved collecting both quantitative and qualitative data simultaneously but keeping 

them separate during the analysis phase. The independent analyses allowed researchers to gain 

insights from each data type individually. Later, the results from both analyses were compared 

to draw more comprehensive conclusions (George, 2023). The primary focus of this study was 

to understand the perception of well-being among private high school teachers. To achieve this 

understanding, the researchers employed both quantitative and qualitative research methods. 

Punch (2005), explained the difference: 
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• Quantitative data were numerical in nature and were often used to quantify or measure 

aspects of a phenomenon. In this study, quantitative data were used to gather numerical 

information related to teachers' well-being. 

• Qualitative data, were non-numerical and provided more in-depth insights into the 

experiences, perceptions, and feelings of individuals, allowing teachers to express their 

thoughts and feelings in their own words. 

 

During the research process, the quantitative data and qualitative data were analysed separately. 

This meant that quantitative data underwent statistical analysis to uncover trends, relationships, 

or patterns, while qualitative data were subject to thematic analysis to identify themes, 

categories, and nuances in teachers' perceptions. After both sets of data had been separately 

analysed, the study then compared the results. By doing this, patterns or discrepancies between 

the quantitative and qualitative findings could be identified. This comparative analysis 

contributed to a more comprehensive understanding of the well-being of private high school 

teachers. 

 

A survey served as the primary data collection method, encompassing both quantitative data 

obtained through a Likert Scale and qualitative data acquired via open-ended questions. The 

next chapter of the research paper presented the quantitative findings using diagrams and 

numerical charts. Additionally, qualitative data was presented through narrative accounts, 

allowing for a comparison with the quantitative results. 

 

3.3 Population and Sampling: 
 

According to Banerjee & Chaudhury (2010), a population referred to the entire group of 

individuals, items, or data points that shared a common characteristic or belonged to a 

particular category. It represented the entirety of what we were interested in. Whereas a sample 

was a smaller representative group selected from a larger population. A sample was used 

because it was not always practical to study the entire population. 

 

As of 2022, South Africa had roughly 24,900, of which 2,282 were independent educational 

institutions (Cowling, 2023). Therefore, it was not feasible for every independent school to 
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partake in the research study. Hence, participants were chosen via sampling. In order for a 

school and/or teachers to participate in this study, certain criteria needed to be met: 

• The school needed to be based in Cape Town 

• The school needed to be a classified as private/independent educational institution. 

• The school needed to be a high school 

• The teacher needed to be employed by the institution, and teaching at least one of the 

following grades: Grade 7,8,9,10,11 or 12 

• There is no age or gender limit for the participants.   

If a school or teacher did not meet these criteria, they were not eligible to participate in this 

study. 

 

The sample method for this study was purposive sampling. Purposive sampling was defined as 

a collection of non-probability sampling strategies where participants were chosen because 

they fit the criteria needed for the sample. In other words, in purposive sampling, participants 

were chosen "on purpose" (Miles & Huberman, 1994). In order to find my participants, the 

South African private school database was used, which was a public database (SA Private 

Schools 2023). Filters were applied to ensure the criteria for high school and based in Cape 

Town were met.  

 

3.4 Data Collection 

 

For this study, a survey analysis was used in order to collect the data needed. In order for the 

research question to be answered, the following methods will be used: A survey  with both 

quantitative and qualitative questions based on the Ryff’s psychological well-being model 

(Appendix D). 

 

The survey consisted of 18 closed-ended questions (quantitative) and 6 open-ended questions 

(qualitative), highlighting the six aspects of positive functioning. The survey was divided into 

3 parts: 

• Part A - Attended to the demographic aspect. 

• Part B - Assessed the teachers’ well-being through closed questions measured on a 7-

point Likert scale, ranging from (1) strongly agree to (7) strongly disagree, to measure 

the perceived well-being of educators. 
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• Part C - Assessed the teachers’ well-being through open questions (one question per 

dimension in the model), allowing participants to elaborate on their well-being. 

 

A total of six private high schools, with a total of 208 teaching staff, agreed to participate in 

the study. All teachers teaching at least one high school class were emailed the survey and 

asked to participate, participation is completely voluntarily. According to general statistics, the 

response rate for surveys is 15% - 30%. With 76 correctly completed forms the response rate 

was 36.5%. The survey was completed by participants online, in one sitting at the teacher's 

own pace. The data responses were only being collected once the participant clicked ‘submit’ 

at the end of the survey, this allowed for participants who choose to no longer participate and 

withdraw at any time before any data is received. The research questionnaire sent to the 

teachers included a consent form and a study explanation. Prior to proceeding with the survey 

questionnaire, participants were required to indicate their consent or refusal to participate. You 

can find the consent form in Appendix C and the study explanation in Appendix D. 

 

3.5 Data Analysis 

 

To examine and analyse the research data for this study, the quantitative data and the qualitative 

data were analysed separately before comparing the results. 

 

Firstly, the quantitative research design was used to quantify the data and to make 

generalisations about the findings. Quantitative research focused on numbers and found 

conclusions with trends and patterns. The data from the surveys were exported to Microsoft 

Excel where all the data was sorted and categorized for a more logical analysis. The data was 

then converted by using tools such as tables, graphs, and charts to identify and form patterns 

and trends in the data. Finally, the data were associated with Ryff’s theoretical framework to 

draw conclusions and report findings. 

 

Secondly, for the qualitative data analysis, the following process was followed to analyse the 

data (Creswell, 2014; Babbie & Mouton, 2001): Initially, the researcher conducted a review of 

the entire dataset to gain a comprehensive understanding of the data, specifically focusing on 

the responses provided by participants in the open-ended questions. Followed by the grouping 

of similar topics, a table was created to document the emergent topics that surfaced during the 
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data analysis process. Additionally, during this phase, the researcher also identified categories 

and subcategories, aligning them with the research themes. Subsequently, following the 

creation of the table, the researcher revisited the data to ensure that no new categories or 

subcategories had been inadvertently overlooked in the previous step. Finally, the data was 

organised based on these categories and conducted into an initial analysis.  

 

3.6 Validity 

 

Ensuring the validity of the research is crucial. In this study, to counter any potential research 

bias, especially given the personal connection of the researcher to the study, the researcher will 

establish explicit criteria and guidelines for interpreting the data. Adhering to these criteria 

helped accurately gauge the participants' perspectives, free from any researcher bias. It was of 

utmost importance that the survey questions effectively measure the intended variables. 

 

3.7 Ethics 

 

An ethical approval request was submitted to the University of Cape Town, Department of 

Humanities, ethics committee, and the application was approved on 24th March 2023, see 

Appendix A. As this study was based on teachers, who are all be over the age of 18 years and 

are working in private schools, ethical clearance from the Western Cape Education Department 

(WCED) was not required. All participants were informed about the nature of the research and 

that participation is voluntary. Lastly, limiting the risk of harm was a high priority in this study, 

as it has been noted that self-reflection through the administration of the survey may be 

uncomfortable for certain participants. 

 

3.8 Confidentiality 

 

Confidentiality was provided through anonymous surveys, as well as not making the data 

collected accessible to the public (Babbie & Mouton, 2001). Furthermore, all the data that was 

collected was stored on a password protected computer and the identity of the schools and 

participants remained anonymous in the study, including the findings. 
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3.9 Limitations of this study 
 

This study serves as a mini dissertation for a Master's degree, with a limited timeframe of one 

year allocated for its completion. Given this constraint, it is important to acknowledge that it 

is impossible to generalise using the results in this study. 

 

3.10 Conclusion 
 

In this chapter, the researcher discussed how the research was conducted, including how the 

sample participates were chosen; and the tools used to gather information. Lastly, the chapter 

explained the validity, limitations as well as ethical considerations of the study. 
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Chapter 4: Results and Analysis 

4.1 Introduction 

The previous chapter looked at the research design and methodologies used to answer the 

research question: What were high school teachers’ perceptions of well-being under the 

conditions of COVID-19? In this chapter, the data that was collected through the questionnaire 

were analysed to identify themes that emerged. This chapter is divided into three sections: 

demographics, quantitative and qualitative analyses. 

4.2 Results and Analysis 

4.2.1 Demographics 

The target population were high school teachers who currently work in private (independent) 

schools in Cape Town, Western Province. A total of six private schools with a total of 208 

teaching staff were approached. Questionnaires were sent via email to all high school teaching 

staff at each private school. Respondents were chosen via a purposeful sample; therefore, this 

thesis is not intended to generalise to a broader population, but rather to highlight trends that 

could be explored in more detail in future research. The sample (N) included 76 participants 

who fully completed the questionnaire and were therefore analysed. Table 1 below provides an 

overview of the demographic data of the participants in this study: 

Table 1: Demographic Details 

Category 
Number of 

participants 
(out of 76) 

Valid 
percentage 

(100%) 

Gender 

Male 26 34,2% 

Female 44 57,9% 

Non-binary 3 3,9% 

Prefer not to say 3 3,9% 

Age 

22-25 2 2,6% 

26-30 16 21,1% 

31-35 15 19,7% 

36-40 14 18,4% 

41-45 5 6,6% 
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46-50 7 9,2% 

51+ 17 22,4% 

Highest level of education 

Higher certificate 5 6,6% 

Diploma 2 2,6% 

Bachelor's Degree (including PGCE) 39 51,3% 

Honour's Degree 20 26,3% 

Master's Degree 7 9,2% 

PhD Degree 3 3,9% 

Years employed as a teacher 

Less than a year 3 3,9% 

1-2 2 2,6% 

3-4 9 11,8% 

5-6 7 9,2% 

7-8 6 7,9% 

9-10 8 10,5% 

11-15 13 17,1% 

16-20 6 7,9% 

21+ 22 28,9% 
 

Table 1 indicates that most of the respondents were female (57,9%). There were considerably 

more females working in the six schools, so it was expected to have more female participants. 

Considering that the minimum requirement to be a professional teacher, according to the 

Department of Basic Education, is a “four-year Bachelor of Education degree (B.Ed.) or a 

three-or four-year Bachelor’s degree, followed by a one-year Postgraduate Certificate in 

Education (PGCE)” (Department of Basic Education, 2021), it is no surprise that 90,7% of 

participates have a bachelor’s degree or higher, with the majority having a bachelor’s degree, 

including a PGCE (51,3%) as their highest level of education. The age range varied amongst 

respondents with 51 years and older being represented the most with 22,4%, followed closely 

by 26-30 year-olds with 21,1%, with just under 30% having more than 21 years of teaching 

experience. The demographics of the 76 participant’s respondents can be regarded as diverse. 

 

The questionnaire was divided into both quantitative and qualitative questions. An analysis 

will be completed separately and then the two will be combined in the next chapter during the 

discussion. An analysis of quantitative will be first.  
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4.2.2 Quantitative    

As previously stated in Chapter 3, quantitative data are numerical in nature and are often used 

to quantify or measure aspects of a phenomenon. In this study, quantitative data was used to 

gather numerical information related to teachers' well-being (Punch, 2005). Participants were 

given 18 questions to answer using a Likert scale (see appendix D). It was decided to recode 

the seven-point Likert scale into "agree," "neutral," and "disagree" in order to make the 

interpretation clearer. The original scale had the following options: highly agree, slightly agree, 

a little agree; neither agree nor disagree; a little disagree; considerably disagree, and strongly 

disagree. The nuance of these 7 choices was felt superfluous and hence, the scale was narrowed 

to 3 points.  

 

Table 2 and Figure 2, represent the overall data from the 18 close-ended questions, answered 

on a Likert scale. The 18 questions represented the 6 different categories outlined by Ryff 

(1995), to get an overall perception of the teachers’ well-being. These questions did not directly 

relate to Covid-19 or the pandemic but rather aimed at getting an overall understanding of how 

the teachers viewed their well-being.  

 

Table 2: Summary of agreement with questionnaire questions 

Questions: Agree Neutral Disagree 

I like most parts of my personality. 90,8% 6,6% 2,6% 

When I look at the story of my life, I am pleased with how things have turned out so far. 88,2% 3,9% 7,9% 

Some people wander aimlessly through life, but I am not one of them. 82,9% 9,2% 7,9% 

The demands of everyday life often get me down. 35,5% 14,5% 50,0% 

In many ways, I feel disappointed about my achievements in life. 13,2% 11,8% 75,0% 

Maintaining close relationships has been difficult and frustrating for me. 22,4% 11,8% 65,8% 

I live life one day at a time and don't really think about the future. 17,1% 10,5% 72,4% 

In general, I feel I am in charge of the situation in which I live 75,0% 9,2% 15,8% 

I am good at managing the responsibilities of daily life. 89,5% 2,6% 7,9% 

I sometimes feel as if I've done all there is to do in life. 9,2% 13,2% 77,6% 

For me, life has been a continuous process of learning, changing, and growth. 94,7% 2,6% 2,6% 

I think it is important to have new experiences that challenge how I think about myself and the world. 96,1% 0,0% 3,9% 

People would describe me as a giving person, willing to share my time with others. 92,1% 6,6% 1,3% 

I gave up trying to make big improvements or changes in my life a long time ago. 9,2% 5,3% 85,5% 

I tend to be influenced by people with strong opinions. 14,5% 18,4% 67,1% 

I have not experienced many warm and trusting relationships with others. 13,2% 10,5% 76,3% 

I have confidence in my own opinions, even if they are different from the way most other people think. 90,8% 3,9% 5,3% 

I judge myself by what I think is important, not by the values of what others think is important. 85,5% 9,2% 5,3% 
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Each participant's Likert scale results were added together for each category to determine their 

subscale scores. The higher scores correspond to higher psychological well-being levels. Some 

questions were reversed-scored meaning that the question was posed in the opposite direction 

of what the scale was measuring.  

 

The following formula was used for the reversed scored questions: 

  ((Number of scale points) + 1) - (Respondent’s answer) 

 

As an example, if a participant answered 3 on a reverse-scored question, their answer 

would be re-coded as: (7 + 1) - 3 = 5. 

 

Figure 1: Summary of agreement with questionnaire questions 

 
 

The next three figures show the average score of the six aspects of well-being, per dimension, 

gender and age. Figure 2, represents the average scores per category, personal growth achieved 

the highest average score, among participants, with 88,1%, whereas environmental mastery 

achieved the lowest average score with 74,6%.  
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Figure 3, compares the average scores of the six categories by the different gender groupings, 

‘non-binary’ and ‘prefer not to say’ were grouped together under the title ‘other’. It is evident 

that males have scored a higher average than females and other, in every category except 

positive relations with others where females scored a 5% higher score on average. And ‘other’ 

has the lowest scores in all six categories, indicating less well-being felt among this group. 

 

Figure 2: Average score for the six aspects of well-being 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3: Average score for the six aspects of Well-being (by gender) 
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Figure 4 compares the average scores of the six categories by the different age groupings. You 

will see that no single age group dominated in every category but rather that different ages 

seemed to excel in different categories. For instance, the age category 46-50 years achieved the 

highest score in the ‘environmental mastery’ category but got the second lowest in the ‘purpose 

in life’ category. On average the age group 22-25 years old, scored the lowest scores in the 

various categories.  

 

Figure 4: Average score for the six aspects of Well-being (by age) 

 

Breakdown per category of well-being 

The 18 questions consisted of three questions per ‘dimension’ of Carol Ryff’s theory of 

psychological well-being. In order to get a clearer picture of the results from the questions, the 

data was sorted per dimension into three figures: the agreement, by gender and by age group. 

 

Autonomy 

To identify the level of autonomy teachers experienced in their lives, three questions were 

asked regarding how they judged themselves based on what they deemed important, their 

confidence in their own opinions, and if they were influenced by others. Take note that the 

third question is asked in the opposite direction to the first two questions, making the results 

show up in a reversed order.  
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Figure 5 shows the responses as agree, neutral or disagree. Although 85% judged themselves 

based on what they deemed important and 90% on their confidence in their own opinions, we 

see a decline to 67% ‘not being influenced by others’, which leaves 33% of participants being 

influenced by those with strong opinions, impacting the overall autonomy experienced. 

 

Figure 5: Agreement per Autonomy questions 

 
 

Figure 6 showed that autonomy between male and female were closely linked, although males 

showed more autonomy, with ‘other’ scoring the lowest for all three questions.  

 

Figure 6: Autonomy by gender 
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Figure 7 showed autonomy for the different age groups. Age groups, 22-25 years and 26-30 

years were consistent in their level of autonomy across the three questions, whereas age group 

31-35 years showed the most variations amongst the three questions and with a much higher

rate than the other age groups (40%) being influenced by people with strong opinions.

Figure 7: Autonomy by age group 

Environmental Mastery 

To identify the level of environmental mastery teachers experienced in their lives, three 

questions were asked based on how they managed their daily tasks, whether they felt in charge 

of their lives and the demands of every day. Take note that the third question is asked in the 

opposite direction to the first two questions, making the results show up in a reversed order.  

Figure 8 shows the responses as agree, neutral or disagree. Almost 90% believed they were 

good at managing their responsibilities, while 75% felt in charge of the situation they lived in. 

For the last question, 35.5% of participants agree that the demands of life often get them down, 

14.5% are neutral and only 50% disagree with this statement. This indicates that the everyday 

responsibilities, pressures, and stresses of daily existence are causing many participants to feel 

overwhelmed, stressed, or emotionally low, taking a toll on their well-being. 
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Figure 8: Agreement per Environmental Mastery questions 

Figure 9 indicates that male participants have a better environmental mastery than female and 

other participants. There is more than a 15% difference between male and female and 55% 

between males and others for question two, about feeling in charge of a situation. Females and 

others also responded with more agreement to question three, about the demands of life getting 

them down. 

Figure 9: Environmental Mastery by gender 
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Figure 10, shows the breakdown of environmental mastery per age group. None of the age 

categories showed a constant response to all three questions. The first question showed 

everyone achieving 80% or more, with 4 age groups getting 100%. The second question 

showed a decrease in environmental mastery, with the age group of 22-25 years old, only 

achieving 50%. Finally, the last question had the biggest variation between the age groups, 

with age groups 41-45 years and 46-50 years having a 45.7% difference.  

Figure 10: Environmental Mastery by age group 

Personal Growth 

To identify the level of personal growth that teachers experienced in their lives, three questions 

were asked based on whether they have given up trying to make improvements, the importance 

of new experiences that challenge them, and whether life is a continuous learning process. Take 

note that the first question is asked in the opposite direction to the last two questions, making 

the results show up in a reversed order.  

Figure 11 shows the responses as their agree, neutral or disagree. Question one shows that 

85.5% of participants have not given up on making big improvements or changes in their lives. 

96.1% of participants think it is important to have new experiences that challenge them and 
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94.7% believe life is a continuous learning process. Overall, personal growth scored high in all 

three questions. 

Figure 11: Agreement per Personal Growth questions 

Figure 12 shows that both males and females had a similar personal growth score for all three 

questions. ‘Other’ showed differences per question, with the biggest difference shown in the 

first question with 33.3% agreeing that they have given up trying to make big improvements 

in life.  

Figure 12: Personal Growth by Gender 
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Figure 13 showed that for questions two and three, the responses were all above 85%, 46-50 

years old received the lower score, although 85% is still a relatively high score. For question 

one, age 31-35% agreed the most to giving up on big improvements, followed by 46-50 year-

olds. 

Figure 13: Personal Growth by age group 

Positive relations with others 

In order to identify the level of positive relations with others that teachers experienced in their 

lives, three questions were asked based on experience with warm and trusting relationships, 

willingness to share time with others, and ability to maintain close relationships. Take note that 

the second question is asked in the opposite direction to the other two questions, making the 

results show up in a reversed order.  

Figure 14 shows the responses as their agree, neutral or disagree. 92.1% of participants believe 

that people would describe them as a giving person, willing to share time with others but this 

decreases to 65.8% of participants who see maintaining close relationships as easy. 

Additionally,  76.3% of participants have experienced warm and trusting relationships. 
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Figure 14: Agreement per Positive Relations questions 

 
 

Figure, 15 shows that there are differences between the genders in how relations with others 

have been experienced. According to this figure, females have the higher score for positive 

relations with others, this can be seen in all three questions, especially with only 13.6% of 

female participants agreeing that maintaining close relationships has been difficult and 

frustrating. ‘Other’ has the lowest score for positive relations with others, this can be seen in 

all three questions, especially with 50% not experiencing warm and trusting relationships and 

50% agreeing that maintaining close relationships has been difficult and frustrating. 

 

Figure 15: Positive relations by gender 
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Figure 16 shows that different age groups have distinct experiences in their relations with 

others. The age group of 26-30 years old had a significantly lower score in sharing their time 

with others. In contrast, individuals aged 31-35 years reported the highest percentage (20%) of 

participants not experiencing warm and trusting relationships, with 33.3% finding it difficult 

to maintain close relationships. Conversely, age groups 22-25 years and 41-45 years scored the 

highest, achieving full scores for all questions.  

Figure 16: Positive relations by age group 

Purpose in life 

In order to identify the level of purpose in life that teachers experienced in their lives, three 

questions were asked based on whether they thought they had done everything in life, lived 

day to day or focused on the future and if they wondered aimlessly in life. Take note that the 

third question is asked in the opposite direction to the first two questions, making the results 

show up in a reversed order.  

Figure 17 shows the responses as their agree, neutral or disagree. 77.6% of participants feel 

that they haven’t done all there is to do in life, which links with the 72.4% of participants that 

don’t live one day at a time but rather think about the future. Lastly, 82.9% of participants 
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agree that they do not wander aimlessly through life. The responses to all three questions show 

that the majority of participants’ purpose in life is high, improving their well-being. 

 

Figure 17: Agreement per Purpose in Life Questions 

 
 

Figure 18 shows a variety in score per question for the different genders. Females scored the 

highest in the first question with 95.5% feeling that they have not done all there is to do in life, 

whereas ‘other’ scored 100% for the second question, indicating that they think about the 

future. Males scored the highest (88.5%) in the last question, regarding not wandering through 

life aimlessly.  

 

Figure 18: Purpose in life by gender 
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Figure 19 shows that the age group 22-25 years old, scored the highest in purpose in life, 

whereas 31-35 years old and 46-50 years scored the lowest. Overall, the different age groups 

gave a diverse response to the three questions posed. 

Figure 19: Purpose in life by age group 

Self-acceptance 

In order to identify the level of self-acceptance that teachers experienced in their lives, three 

questions were asked based on disappointment felt in their achievements, whether they are 

pleased with the way their life has turned out, and if they like their personality. Take note that 

the first question is asked in the opposite direction to the last two questions, making the results 

show up in a reversed order.  

Figure 20 shows the responses as their agree, neutral or disagree. The majority (90.8%) of 

participants like their personality, 88.2% are pleased with how their lives have turned out, and 

75% do not feel disappointed by their achievements in life. On the other hand, 13.2% do feel 

disappointed with their life achievements and a further 11.8% are neutral on how they feel, 

which affects their overall well-being. 
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Figure 20: Agreement per Self-acceptance questions 

 
 

Figure 21 male participants scored 92.3% for all three questions, indicating consistency in self-

acceptance. Females also showed consistency with a range of 86-88%, whereas ‘other’ scored 

the highest for liking their personality but the lowest for the other two questions, with 33.3% 

feeling disappointed about their achievements in life. 

 

Figure 21: Self-acceptance by gender 

 
 

Figure 22 showed that the age group 22-25 years old were the most disappointed about their 

achievements in life (50%) yet all of them responded that they were pleased with how their 

lives turned out. Overall, the score for self-acceptance for each age group was relatively high 

with 41-45 and 46-50-year-olds scored the highest in all three questions. 

 



 50 

Figure 22: Purpose of life by age group 

 
 

4.2.3 Qualitative 

As previously stated in Chapter 3, qualitative data are non-numerical and provide more in-

depth insights into the experiences, perceptions, and feelings of individuals, allowing teachers 

to express their thoughts and feelings in their own words (Punch, 2005). The questionnaire 

comprised of six qualitative questions, each relating to one of the ‘Dimensions’ based on the 

theory of Carol Ryff's psychological well-being. From the data various themes appeared, see 

Table 3, for an overview of the themes that emerged from the data. The emerging themes will 

be discussed and substantiated by responses from the participants’ open-ended questions. 

 

Table 3: Themes per Dimension 

Dimension (Carol Ryff) Themes 

Dimension 1: Autonomy • Limited freedom due to curriculum constraints 

• Independence in planning 

• Subject-specific constraints 

Dimension 2: 

Environmental Mastery 

• Adapting to a continuously changing teaching environment: 

o Online, hybrid, face-to-face  

• Adoption and support 

o Technology 

o Personal 
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Dimension 3:  

Personal Growth 

• Adaptation and resilience 

• Shift in priorities 

• Technological proficiency 

• Empathy and understanding 

• Collaboration and community 

Dimension 4:  

Purpose in Life 

• Shift in perspective on life 

o Family and personal time 

o Empathy and compassion 

o Adaptability and resilience 

o Challenging times and inequality 

Dimension 5:  

Positive Relations  

• Supportive colleagues 

o Close relationships with a few colleagues 

• Isolation and non-existent relationships 

o Pressure and stress 

• Professional development and learning together 

Dimension 6:  

Self-Acceptance 

• Adaptability and resilience 

• Self-reflection and self-discovery 

• Importance of boundaries 

• Value of human interaction 

• Desire for change or improvement 

 

Dimension 1: Autonomy 

Autonomy in the context of well-being refers to the sense of self-determination and the ability 

to make choices and decisions that align with one's values and desires (Ryff, 1995). The 

question posed to teachers in the questionnaire was: Elaborate on your perspective level of 

independence in your school environment (for example: how much freedom do you have to 

teach the content of your subject). From the data, three themes emerged and have been analysed 

through the lens of autonomy within Ryff’s framework: 

 

 

• Theme 1: Limited freedom due to curriculum constraints 
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"A fair amount of freedom; however, I have to first cover all the content 
covered in CAPS, which doesn't leave much time for freedom." 
(Participant 40: Female, 26-30years) 
 

"Not that much freedom. The curriculum is dense, and it feels as if there 
is no time to deviate." (Participant 28: Female, 22-25 years) 

 

This theme indicates a tension between the desire for autonomy and the need to adhere 

to curriculum guidelines. The presence of constraints within the curriculum limits the 

freedom of teachers to deviate from the prescribed content. This theme highlights that 

curriculum constraints significantly restrict the freedom of teachers. The constraints 

may include specific content that must be covered or the method in which assessments 

need to be delivered.  

 

Autonomy is negatively affected in this situation, as teachers may have limited 

flexibility to pursue their own educational goals or teaching methods. The constraints 

can limit teachers' ability to make choices and decisions that align with their personal 

values and teaching styles. This lack of autonomy may lead to feelings of constraint 

and reduced well-being. While teachers may have some autonomy in making teaching 

decisions, they are still constrained by curriculum guidelines, which can limit their 

freedom to make entirely independent choices. The compromise between autonomy 

and conformity can be a source of stress or frustration. 

 

• Theme 2: Independence in planning and teaching methods 

 

"The way we teach the content is completely up to me as the teacher, 
but it needs to convey the work in a way that the learners can 
understand and learn from what I am presenting them." (Participant 
64: Female. 26-30 years) 
 
"I have quite a bit of free reign, especially when being able to present 
the content in new and interesting ways." (Participant 34: Male, 26-30 
years) 
 
"Content is largely focused on the curriculum. However, how I present 
it in the class is my choice, and I, therefore, have the freedom to deliver 
content in a manner I want to; a style with which I feel comfortable." 
(Participant 36: Female, 41-46 years) 
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This theme implies that there may be opportunities for teachers in these private schools 

to exercise autonomy in the planning process and the teaching method, suggesting that 

they have some control over how they approach their educational or teaching tasks, 

allowing for some degree of independence. 

 

Autonomy may be positively affected in this aspect, as it allows teachers to have some 

independence in decision-making related to planning and teaching methods. When 

teachers have the autonomy to plan their lessons or learning experiences, they can tailor 

them to their preferences and strengths. This can lead to a sense of self-determination 

and increased well-being. 

 

• Theme 3: Subject-Specific Constraints 

 

"I believe that there is a lack of freedom in teaching an art subject, as 
all the projects have restrictions towards them, and the students are 
unable to express themselves freely in their art as they have to follow 
the restrictions to get good marks." (Participant 60: Female, 26-30 
years) 
 
"Not a lot of freedom, mathematics is universal but the content is 
always overloaded. You have to follow the curriculum very closely." 
(Participant 68: Female, 26-30 years) 

 

This theme implies that the level of autonomy experienced may vary depending on the 

subject being taught. Different subjects may have different requirements or constraints. 

 

Autonomy might be influenced differently across subjects, with some subjects offering 

more freedom than others. Some subjects may have more flexibility and allow for 

greater autonomy, while others may have more rigid constraints. Teachers may feel 

more or less self-determined based on the specific subject matter, affecting their overall 

well-being. 

 

Dimension 2: Environmental Mastery 

Environmental Mastery in the context of well-being refers individual's ability to effectively 

manage their environment, adapt to changing circumstances, and create situations that suit their 

personal needs and values (Ryff, 1995). The question posed to teachers in the questionnaire: 
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Explain how you adapted through the rapid change of online learning, hybrid learning, and 

back to face-to-face learning. From the data, two themes emerged and have been analysed 

through the lens of environmental mastery within Ryff’s framework: 

 

• Theme 1: Sink or swim – No other choice but to adapt 

"It seemed effortless in the process but I think I am only feeling the 
effects of the transitioning now. While everything was moving you were 
forced to adapt, made use of the resources available." (Participant 56: 
Female, 26-30 years) 
 
"...Being back to face to face learning was difficult at first as the 
students struggled to focus every day as it was something 'new' to them, 
so at the beginning I gave a small amount of work to not overload them 
and get them used to it once more." (Participant 60: Female, 26-30 
years) 
 
"It was extremely difficult and traumatic. I think I coped because I knew 
that I had to, but I was really hanging by an emotional thread. I was 
always depressed, angry, and tearful." (Participant 26: Female, 31-35 
years) 

 

This theme highlights the dynamic nature of the teaching environment, which can shift 

between online, hybrid, and face-to-face settings. Teachers are required to navigate and 

adjust to these varying circumstances, which may involve different teaching methods, 

technologies, and classroom dynamics. Teachers were not given a choice of whether to 

adapt or not, it was expected. There were challenges in going online, and then returning 

back to face-to-face. Some teachers adapted much quicker than others, some were 

continuously trying to adapt so that the effects were only felt afterwards. 

 

Environmental mastery is directly related to the ability to adapt to changes and manage 

one's environment effectively. Teachers who can adapt well to various teaching 

environments demonstrate a strong environmental mastery. They are capable of 

adjusting their teaching methods and strategies to suit each situation, which can 

positively impact their well-being. 
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• Theme 2: Adoption with support (personal and technological) 

 

"It is overwhelming and was a lot of extra work, however I could adapt 
being very fortunate to be surrounded by technology." (Participant 40: 
Female, 26-30 years) 
 
"Not great, but managed, with my husband's help, to master online 
teaching to individuals and classes. Would not have managed on my 
own." (Participant 41: Female, 51 years and above) 
 
"I embraced the challenge and felt that it was vital to keep the 
connection with my pupils as effective and authentic as possible. The 
students were always the priority for me and I did not find adapting to 
ensure they were still growing a problem." (Participant 17: Female, 51 
years and above) 
 

 
This theme covers two important sub-themes: technology adoption and personal 

support. The changing teaching environment required teachers to adopt new 

technologies and seek personal support from friends, family, or colleagues in order to 

succeed. The ability to adapt and utilise technology effectively in the various teaching 

methods improved environmental mastery. Teachers who can seamlessly integrate 

technology into their teaching demonstrated a mastery over their teaching environment, 

as they can create an environment that aligns with current with educational trends. 

Personal support, whether from family, friends, or a supportive network, can 

significantly impact a teacher's environmental mastery. Having a support system can 

help teachers cope with the challenges of adapting to new teaching environments and 

enhance their ability to manage these changes. When teachers feel supported, they are 

better equipped to navigate the complexities of their roles, contributing to their overall 

well-being. 

 

Dimension 3: Personal Growth 

Personal growth in the context of well-being encompasses the pursuit of personal development, 

the realisation of one's potential, and the ability to grow as an individual. (Ryff, 1995). The 

question posed to teachers in the questionnaire: In your opinion, did you grow/develop as an 

individual through the experience of teaching during the COVID-19 pandemic? Motivate your 

answer. From the data, three themes emerged and have been analysed through the lens of 

personal growth within Ryff’s framework: 
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• Theme 1: Adaptation and Resilience 

 

“Yes, I have. Because of challenges I have to learn how to adapt & look 
after them from different point of views other than my own, it’s forced 
me to try harder and do better, not only for myself but for the benefit of 
the children.” (Participant 70: Female, 22-25 years) 
 
“I would say I grew. I learned how to adapt and work under strenuous 
conditions.” (Participant 47: Female, 26-30 years) 
 
“Absolutely, teaching during the COVID-19 pandemic has been a 
transformative experience that has allowed me to grow and develop as 
an individual in several ways”. (Participant 67: Non-binary, 31-35 
years) 
 
“Yes I have. I have learnt that I am more resilient than I thought I was.” 
(Participant 1: Male, 31-35 years) 
 

 

This theme shows that teachers have encountered challenges or changes in their lives, 

in this case, the Covid-19 pandemic. They have not only adapted to these situations but 

also displayed resilience by bouncing back from adversity. Personal growth involves 

the capacity to learn from difficult experiences and grow stronger as a result. When 

individuals adopt and demonstrate resilience in the face of life's challenges, they are 

actively engaged in personal growth. Such experiences can lead to a deeper sense of 

self-knowledge, inner strength, and well-being. The ability to adapt and persevere 

enhances one's overall life satisfaction and personal development. 

 

• Theme 2: Shift in Priorities 

 

“Yes. I think it showed me what is more important in life. I don't want 
to work my life away anymore. I want to work in order to live better 
outside of work.” (Participant 56: Female, 26-30 years) 

 
“Yes, I believe it helped me grow and understand my students more 
because they were more able to understand the work.”(Participant 61: 
Male, 26-30 years) 

 

“Yes, I learnt the importance of face-to-face teaching and I grew in 
prioritizing my family as at the end of the day they are what matters 
most when all the noise is gone.” (Participant 37: Female, 36-40 years) 
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This theme suggests that individuals have re-evaluated their values, goals, and life 

choices, potentially due to changing circumstances, personal growth, or shifts in 

perspective. Personal growth often involves self-awareness and the willingness to 

evolve. When individuals re-examine their priorities, it reflects an ongoing journey of 

personal growth and self-discovery. This process can lead to a greater sense of purpose, 

alignment with one's values, and overall well-being. 

 
• Theme 3: Empathy and Understanding 

 

“Absolutely!! I realised how important it is to have a balanced life; to 
be healthy as well as spend time with friends, family, and with myself. 
I came to the realisation that work should be a place of growth and 
service and a place where people need to feel valued. It gave me the 
empathy needed to make people feel valued in the workplace as well as 
making my family feel worthy. Being more mindful of a rest and work 
balance.” (Participant 36: Female, 41-45 years) 
 
“Yes - I become more aware of people's humanity, that everyone is 
fighting some kind of hard battle, whether that be at home, with their 
extended families or at work, but it made people see others as if we 
were all fighting something together - a common goal.” (Participant 
13: Female, 31-35 years) 
 

 

This shows a significant acknowledgement of empathy and understanding in 

interpersonal relationships and interactions, and how these aspects grew for them 

during this challenging time. Personal growth isn't confined to individual development 

but extends to emotional and social growth. Cultivating empathy and understanding for 

others signifies a heightened awareness of human emotions and experiences. Such 

personal growth fosters more meaningful relationships, increased emotional 

intelligence, and overall well-being. 

 

Dimension 4: Purpose in Life 

Purpose in life in the context of well-being relates to having a clear sense of meaning and 

direction, contributing to something greater than oneself. (Ryff, 1995). The question posed to 

teachers in the questionnaire: Did this experience change your perspective of how you view life 

and your purpose in it? Explain. From the data, one theme with four sub-themes emerged and 

has been analysed through the lens of purpose in life within Ryff’s framework: 
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• Theme 1: Shift in Perspective on Life 

This theme suggests that teachers have undergone a significant transformation in the 

way they view and approach life. This transformation could involve changes in their 

values, priorities, and overall outlook. A shift in perspective often reflects a quest for a 

more meaningful and purposeful life. When individuals re-evaluate and adjust their 

perspectives on life, they are actively engaged in the process of seeking a clearer sense 

of purpose. This journey of self-discovery and transformation can contribute 

significantly to their overall well-being. 

 

o Sub Theme 1: Family and Personal Time 

"I don't want to work my life away anymore; I want to work to live 
better outside of work." (Participant 56: Female, 26-30 years) 

 
“I am also more aware of demarcating time for work and play.  At some 
point in the day (usually around 18:00) I close my computer and spend 
time with my family, regardless of how urgently the work needs to be 
done” (Participant 50: Male, 51 years and above) 
 

 

A shift towards valuing family and personal time signifies a conscious choice 

to prioritise relationships and personal fulfilment. This shift in perspective can 

enhance an individual's sense of purpose by recognising the significance of 

meaningful connections and self-care in their life's purpose. 

 

o Sub Theme 2: Empathy and Compassion 

"...I developed more empathy and improved my emotional 
intelligence..." (Participant 68: Female, 26-30 years) 
 
"I became more empathetic to the needs of my students." (Participant 
35: Male, 46-50 years) 

 

A shift towards greater empathy and compassion implies a growing desire to 

understand and support others. It can lead to a deeper sense of purpose by 

fostering the intention to positively impact the lives of others and contribute to 

the well-being of society. 

 

o Sub Theme 3: Adaptability and Resilience 
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“The pandemic also reinforced the importance of adaptability and 
embracing change. It challenged me to think creatively, explore new 
approaches, and remain open to continuous growth and learning. This 
mindset has extended beyond the classroom and influenced how I 
approach life in general. I now embrace uncertainty with a greater 
sense of resilience, understanding that it is through navigating 
challenges that personal growth and transformation can occur.” 
(Participant 67: Non-binary, 31-35 years) 

 

A shift towards adaptability and resilience suggests a recognition of the 

importance of overcoming challenges and adversity. This shift can contribute 

to one's sense of purpose by embracing the idea that personal growth and 

resilience are key elements of a meaningful life. 

 

o Sub Theme 4: Challenging Times and Inequality 

"...It highlighted the inequality of education and resources..." 
(Participant 21: Female, 31-35 years) 

 
A shift in perspective that acknowledges challenging times and societal 

inequality implies a commitment to address these issues and make a 

positive impact. This shift can inspire a deeper sense of purpose by 

aligning with the desire to create positive change in the world and work 

towards a more just and equitable society. 

 
Dimension 5: Positive Relations with others 

Positive Relations with others in the context of well-being focuses on the quality of an 

individual's relationships, including supportive and fulfilling social connections. (Ryff, 

1995). The question posed to teachers in the questionnaire: Explain the relationships with your 

colleagues during this time (for example: were they supportive, did it put more pressure on 

you, etc). From the data, three themes emerged and have been analysed through the lens of 

positive relations with others within Ryff’s framework: 

 

• Theme 1: Supportive Colleagues 
 

"My colleagues were supportive, we supported one another and we 
were there for one another when the need arises for us to be there for 
one another." (Participant 47: Female, 26-30 years) 
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"Supportive. We were all thrown into the same deep end. I found my 
colleagues that were willing to help me swim. It's important to surround 
yourself with the right people." (Participant 56: Female, 26-30 years) 
 

 

This theme indicates the presence of colleagues who offer support, 

understanding, and encouragement in the workplace. Close relationships with 

a few colleagues suggest deeper connections within the professional 

environment. Positive relations with supportive colleagues play a pivotal role 

in an individual's well-being. These relationships provide emotional and 

professional support, create a sense of belonging, and contribute to a positive 

work environment. Close relationships with a select few colleagues can be 

particularly valuable, offering a trusted support system that positively affects 

an individual's emotional and psychological well-being. 

 

• Theme 2: Isolation and Non-Existent Relationships 

"It was non-existent as we only had online interactions." (Participant 
44: Male, 46-50 years) 
 
"...The relationships with colleagues had started off very well; 
however, this declined rapidly the longer the pandemic went on..." 
(Participant 5: Male, 31-35 years) 

 

This theme suggests a situation where individuals may experience isolation and a lack 

of meaningful social connections, which can result in feelings of pressure and stress. 

The absence of positive relations and social isolation can have a negative impact on 

well-being. When individuals lack social connections and experience isolation, they 

may feel lonely, stressed, and unsupported. The absence of positive relations can lead 

to a sense of disconnection and contribute to reduced overall well-being. 

 

• Theme 3: Professional Development and Learning Together 

 

"...Moreover, professional development opportunities provided by the 
school or district allowed us to learn from experts in the field and 
expand our skills together." (Participant 67: Non-binary, 31-35 years) 

 



 61 

"Everyone navigated the changes together, so it made things easier. 
There was grace coming back to classroom lesson." (Participant 74: 
Prefer not to say, 26-30 years) 

 

This theme implies that teachers are actively engaged in professional development 

activities and collaborative learning experiences with others, such as colleagues or 

peers. Engaging in professional development and learning together fosters positive 

relations with others. These activities provide opportunities for individuals to form 

connections, share knowledge, and collaborate with like-minded individuals. Such 

positive relations contribute to well-being by promoting personal and professional 

growth, fostering a sense of belonging, and sharing enthusiasm for learning and 

development. 

 

Dimension 6: Self-Acceptance 

Self-acceptance in the context of well-being pertains to an individual's ability to acknowledge 

and embrace themselves, including their strengths and weaknesses (Ryff, 1995). The question 

posed to teachers in the questionnaire: What did you learn about yourself (good and bad) and 

would you change any of it? From the data, four themes emerged and have been analysed 

through the lens of self-acceptance within Ryff’s framework: 

 

• Theme 1: Adaptability and Resilience 

"I learned that I can overcome obstacles like online teaching..." 
(Participant 11: Female, 51 years and above) 
 
"I am adaptable!" (Participant 8: Female, 51 years and above) 
 
“...I discovered that I am capable of adapting to change quickly and 
can be resilient in the face of challenges...” (Participant 2: Male, 31-
35 years) 
 

This theme suggests that individuals have developed the ability to adapt to changing 

circumstances and demonstrate resilience when facing challenges. Self-acceptance 

often entails recognising one's own limitations and imperfections while maintaining 

self-worth. The capacity to adapt and exhibit resilience reflects self-awareness and an 

acceptance of one's own strengths and weaknesses. Individuals who accept themselves 

are more likely to approach adversity with a growth-oriented perspective, which 

contributes to their overall well-being. 
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• Theme 2: Self-Reflection and Self-Discovery 

"I actually have more patience than I thought..." (Participant 4: 
Female, 36-40 years) 
 
"I learned that there are still skills I can improve upon..." (Participant 
7: Female, 46-50 years) 
 
"I have anxiety and need to feel in control most of the time..." 
(Participant 13: Female, 31-35 years) 

 

This theme implies that individuals engage in introspection and self-exploration to gain 

a deeper understanding of their values, goals, and inner selves. Self-reflection and self-

discovery are crucial elements of self-acceptance. When individuals invest time in 

exploring their inner selves, they become more attuned to their strengths, weaknesses, 

and values. This process fosters self-awareness and a greater sense of self-acceptance, 

leading to enhanced well-being. 

 

• Theme 3: Importance of Boundaries 

"...I learned how to set boundaries for myself..." (Participant 13: 
Female, 31-35 years) 
 
"I realized I needed to learn to cut off from work after a certain time or 
on weekends/holidays..." (Participant 19: Female, 31-35 years) 
 
"That life goes by fast. It is needed to pause and reflect." (Participant 
9: Male, 36-40  years) 

 

This theme highlights the significance of establishing and respecting personal 

boundaries, whether in relationships, work, or self-care. Setting and maintaining 

boundaries is essential for self-acceptance. It involves recognising one's own needs and 

self-worth and, in turn, setting limits that protect one's well-being. The ability to set 

boundaries reflects a sense of self-respect and self-acceptance. It signifies a healthy 

relationship with oneself, leading to an improved self-image and overall well-being. 

• Theme 4: Value of Human Interaction 

"...I missed human interaction and the practical component of my 
subject." (Participant 14: Female, 36-40 years) 
 
"...I need more social contact to bounce off ideas." (Participant 40: 
Female, 26-30 years) 
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“...I find that I am quick to not accept social invites because I have 
found so much comfort in being home. I need to work on that.” 
(Participant 12: Female, 36-40 years) 

 

This theme suggests that individuals understand the importance of meaningful human 

connections and social interactions in their lives. Self-acceptance is often intertwined 

with one's ability to form positive and meaningful relationships. Acknowledging the 

value of human interaction indicates an awareness of the significance of connection and 

social support. Positive relationships can reinforce self-acceptance as they provide 

affirmation and acceptance from others, contributing to overall well-being. 

 

4.3 Conclusion 

 

In summary, the themes within Carol Ryff's well-being framework highlight the interplay of 

autonomy, environmental mastery, personal growth, purpose in life, positive relations with 

others, and self-acceptance. Autonomy is influenced by the balance between independence and 

curriculum guidelines, affecting the well-being of teachers and learners. Environmental 

mastery is demonstrated through teachers' adaptability and technology use, significantly 

impacting their overall well-being. Personal growth is fostered through adaptability, resilience, 

skill acquisition, empathy, and community engagement, enhancing fulfilment. A shift in 

perspective can lead to a more purposeful existence through re-evaluating values and 

embracing adaptability. Positive relations, such as supportive colleagues and professional 

relationships, enhance well-being, while isolation can lead to stress. Self-acceptance, 

recognising strengths and values, contributes to a positive self-relationship and enhances 

overall well-being. 

 

In the next chapter, these findings will be discussed further. 
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Chapter 5: Discussion and Conclusion 
 

5.1 Introduction 

 

In Chapter 5, the focus shifts from the data analysis in Chapter 4 to a discussion of the findings 

in order to answer the research question – integrating both qualitative and quantitative findings. 

The quantitative analysis revealed patterns and relationships within the data, offering a broader 

perspective of the various factors affecting teacher well-being. Whereas the qualitative 

explored the lived experiences and perceptions of teachers, capturing the essence of their well-

being. Furthermore, this chapter presents conclusions derived from the primary research, in 

order to answer the overarching research question. In addition, the key findings and 

conclusions are drawn, and recommendations are made from the key research findings.  

 

In order to structure the chapter, I begin with a restatement of the questions guiding this thesis.  

 

The primary research question: 

2. What were high school teachers in a private school perceptions of well-being under the 

conditions of COVID-19? 

 

While addressing the primary research question, the following secondary research questions 

were looked at: 

d) Is there a correlation between the change in high school teachers’ work-related demands 

and their well-being, after the COVID-19 pandemic? 

e) What is the impact of autonomy and environmental mastery on teachers’ well-being? 

f) Did relationships with colleagues improve during or after the COVID-19 pandemic? 

 

5.2 Discussion 
 

In this section, each dimension will be discussed to find the similarities and differences 

between the quantitative, based on numerical measurements and qualitative data, based on non-

numerical measurements that have been analysed in the previous chapter. 
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Autonomy 

 

To reiterate in the context of teachers: Autonomy refers to the degree of independence and self-

governance that teachers perceive they have in their professional work environment. 

 

The quantitative and qualitative data do not show the same results for autonomy. The 

quantitative data showed that amongst the participating teachers, the autonomy was high 

scoring an average of 80.5%. However, the qualitative results showed that participating 

teachers struggled with the lack of autonomy in their environment. This apparent contradiction 

between the two data sets can be explained by the different perspectives they capture. The 

quantitative questions and data measure a broader sense of autonomy that does not necessarily 

link to the professional work environment but an overall sense of autonomy in one’s life, 

including aspects of personal life and general decision-making. The qualitative questions and 

data were specifically focused on their professional work environment as a teacher. Therefore, 

this indicates that teachers do not struggle with overall autonomy but rather in one area, in the 

workplace environment. This can be further narrowed down as many of the participants 

indicated that the curriculum was the biggest contributor to their feelings of low autonomy. 

Even though there is some freedom in how to prepare and teach lessons, constraints such as 

time limitations and prescribed content were identified as factors that lowered their sense of 

autonomy. 

 

This shows the intricate nature of autonomy in the teaching profession, suggesting that 

seemingly elevated autonomy scores on the whole, captured by the quantitative data, may 

obscure particular challenges within the work environment, specifically those related to 

curriculum constraints. 

 

How do we improve this? It is impossible to single-handedly improve the curriculum and 

reduce the pressure it adds to teachers, but some strategies could help improve autonomy for 

teachers, fostering a positive and effective work environment: 

 

• Collaborative decision-making: Involve teachers in the decision-making process. This 

could include participation in committees, task forces, or workshops where teachers 
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can contribute their ideas and perspectives on policies, curriculum development, and 

school initiatives. 

• Time management support: Address time constraints by providing resources, support

staff, or technology tools that can help teachers manage administrative tasks more

efficiently. Reducing unnecessary paperwork and administrative demands can free up

time for instructional planning and creative teaching approaches.

• Clear communication channels: Establish transparent communication channels

between management, administration and teachers. This includes providing clear

expectations, sharing information about decision-making processes, and actively

listening to teachers' concerns.

By implementing strategies to improve autonomy, schools can create an environment that 

values and supports teacher autonomy, ultimately contributing to improved job satisfaction and 

effectiveness in the classroom. 

Environmental Mastery 

To reiterate in the context of teachers: Environmental mastery refers to a teacher’s perceived 

ability to manage and control their surroundings effectively. 

This dimension in Ryff’s framework received the lowest average score of 74.6% in response 

to the quantitative questions. The quantitative questions assessed a broader sense of 

environmental mastery and represented an overall environmental mastery not limited to the 

workplace. In a world that is constantly changing, feeling in control of your environment can 

pose a challenge. The rapid pace of change is leaving people feeling uncertain and anxious 

making it difficult for them to feel in control. Besides the uncertainty, as people, we find 

ourselves in many different environments within a day and this constant shift can contribute to 

feelings of instability. In the qualitative data, there is evidence that the COVID-19 pandemic 

added even more uncertainty to the work environment. The pandemic introduced additional 

layers of uncertainty as teachers had to adapt to changes in teaching models, shifting from 

online to face-to-face, and sometimes navigating a hybrid system. The pandemic highlights the 

specific challenges faced by teachers, emphasising the impact of external events on their work 
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environment. The transitions between different teaching modes and the altered work 

environment likely contributed to the lower scores in the environmental mastery dimension. 

 

 

How do we improve this? It is not possible to prevent change in the world, or even in the work 

environment but improving environmental mastery for teachers involves empowering them to 

effectively manage and adapt to their professional and personal surroundings. Suggestions of 

strategies that could be implemented to improve environmental mastery: 

 

• Professional development on adaptability: Provide training and workshops focused on 

developing adaptability skills. Equip teachers with strategies for navigating change, 

handling uncertainty, and adjusting to new teaching modalities. 

• Clear communication channels: Establish transparent communication channels to 

keep teachers informed about changes, expectations, and decisions. Clear 

communication helps reduce uncertainty and allows teachers to feel more in control of 

their professional environment. 

• Mental health and well-being support: Implement programs that focus on teachers' 

mental health and well-being. Providing resources such as counselling services, stress 

management workshops, and mindfulness activities can help teachers cope with 

challenges and maintain a sense of control. 

 

By implementing strategies to improve autonomy, schools can create an environment that 

supports teachers in developing and maintaining environmental mastery. This, in turn, can 

contribute to their overall job satisfaction and effectiveness in the field of education. 

 

Personal Growth 

 

To reiterate in the context of teachers: Personal growth involves how teachers perceive and 

develop in response to challenges. 

 

The quantitative data revealed that personal growth achieved the highest average score of 

88.1% in response to the survey questions. Additionally, the qualitative responses were 

positive, indicating that teachers perceived personal growth despite the challenges posed by 
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the COVID-19 pandemic and the continuous changes in the education system. The quantitative 

data suggests that, according to participating teachers, personal growth is a notable and strong 

aspect of their psychological well-being, indicating a widespread positive perception of 

personal development among the participants. 

 

COVID-19 brought and constant change in the education system, participants believed that it 

all contributed to personal growth. Despite the numerous challenges brought about by the 

pandemic and the ongoing shifts in the education system, teachers perceived these difficulties 

as opportunities for personal growth. Some teachers recognised their adaptability and 

resilience, emphasising how they were able to navigate and overcome obstacles during a period 

of significant change. Another aspect of personal growth mentioned is the shift in priorities for 

some teachers. The challenges and uncertainties prompted individuals to reassess their values 

and priorities, leading to a re-evaluation of what matters most to them. This shift in focus to 

matters outside of work suggests a broader perspective on personal well-being beyond 

professional aspects. This highlights the capacity for individuals to find opportunities for 

growth and positive development even in the face of adversity. 

 

Purpose in life 

 

To reiterate in the context of teachers: Purpose in life refers to teachers' perceived sense of 

direction, meaning, and fulfilment in their personal and professional pursuits. 

 

Most of the participants believed that their purpose in life had not yet been fulfilled, which is 

a positive thing as it encourages you to continue to grow, explore and create meaning in the 

life that you live. The quantitative data, represented by an average score of 80.1%, further 

supports this inclination. Meanwhile, the qualitative responses revealed that the participants' 

views on their life's purpose transformed due to the impact of COVID-19. This shift in 

perspective is characterised as a positive influence on well-being, suggesting that the 

challenges and changes brought about by the pandemic prompted a reevaluation of personal 

purpose, potentially leading to a more enriched and fulfilling sense of life direction. 

Building, encouraging, and improving a teacher's sense of purpose in life involves fostering a 

supportive environment that acknowledges their contributions and values personal and 

professional growth. Here are some strategies: 
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• Recognition and appreciation: Regularly acknowledge and appreciate teachers for 

their dedication, hard work, and positive impact on students. Feeling valued and 

recognised contributes to a sense of purpose. 

• Support work-life balance: Recognise the importance of work-life balance. Provide 

resources and policies that support teachers in maintaining a healthy balance between 

their professional and personal lives. 

• Celebrate milestones and achievements: Celebrate individual and collective 

milestones and achievements. Recognising accomplishments, whether big or small, 

reinforces a sense of purpose and pride in one's work. 

 

By implementing these strategies to improve purpose in life, schools can contribute to the 

development and enhancement of a teacher's sense of purpose in both their personal and 

professional lives. 

 

Positive Relations  

 

To reiterate in the context of teachers: Positive relations refer to the quality and depth of 

interpersonal connections. 

 

Positive relations scored the second lowest average (79.8%) in response to quantitative 

questions. This suggests that, according to the survey responses, participants perceived a 

somewhat lower level of well-being in the domain of positive relations when compared to other 

aspects measured. The quantitative data is characterised by mixed responses. While the 

majority of participants perceive themselves as individuals willing to share their time with 

others, the willingness to maintain close relationships receives a lower level of backing. This 

indicates a distinction in perspective on the depth and continuity of interpersonal connections 

among the participating teachers. The responses to the qualitative question also showed mixed 

responses. Some participants could lean on colleagues during difficult times, COVID-19 being 

one of them, this suggests that positive relations, in terms of seeking support, were present for 

some teachers during times of crisis. On the other hand, the qualitative responses also 

highlighted mixed experiences related to the shift to online teaching. While some participants 

continued to lean on colleagues for support, others felt a sense of isolation, and some reported 
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that their relationships with colleagues declined during the transition to online teaching. This 

variation in experiences suggests that not all participants had the same level of positive 

relations or support during the challenging period of transitioning to online teaching. The 

mixed responses in both quantitative and qualitative data may have implications for overall 

well-being. Positive relations, a key aspect of psychological well-being, can contribute 

significantly to an individual's sense of support and connectedness. The varied experiences 

reported by participants highlight the complexity and variability in how positive relations 

impact their lives, especially in the context of challenges like the COVID-19 pandemic. 

 

How do we improve this? It is not possible to guarantee positive relations in the world that we 

live in, and different people require different levels of relations or interaction with people but 

improving positive relations for teachers involves fostering a supportive and collaborative 

environment that enhances interpersonal connections. Here are some strategies: 

 

• Provide opportunities for collaboration: Create opportunities for teachers to 

collaborate on projects, lesson planning, or professional development. Collaborative 

efforts can strengthen positive relations and create a sense of shared purpose. 

• Encourage open communication: Foster open and transparent communication 

channels. Encourage teachers to share ideas, concerns, and feedback openly, creating 

an environment of trust and mutual understanding. 

• Address conflict promptly: Address conflicts or issues promptly and constructively. 

Providing mechanisms for conflict resolution can prevent the escalation of issues and 

maintain positive relationships. 

• Encourage inclusivity and diversity: Promote an inclusive and diverse environment. 

Recognise and celebrate the diversity of backgrounds, experiences, and perspectives 

among teachers, fostering a culture of understanding and respect. 

 

By implementing these strategies to improve positive relations, schools can contribute to 

building and enhancing positive relations among teachers, creating a collaborative and 

supportive environment beneficial to professional and personal well-being. 
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Self-Acceptance 

 
To reiterate in the context of teachers: Self-acceptance refers to teachers' positive and 

embracing attitudes towards their personalities, accomplishments, and an ongoing journey of 

self-discovery. 

 

Self-acceptance scored the second highest average with 82.7%, after personal growth. 

According to the quantitative data, participants generally have a positive perception of 

themselves. One aspect that people acknowledged was that they learnt new things about 

themselves that they didn’t realise before. This suggests a process of self-discovery and 

personal insight, contributing to a deeper understanding and acceptance of oneself. According 

to the quantitative questions, the majority of the participants liked their personality and were 

proud of their achievements in life. This positive self-perception indicates a strong foundation 

for self-acceptance and a positive self-image. The COVID-19 pandemic showed participants 

that they were capable of more, revealing that they could overcome unforeseen obstacles. 

Participants were more resilient and adaptable, they had not learnt everything but were on a 

journey to learn how to improve on skills, this mindset of continuous learning and personal 

development contributes to a sense of self-acceptance and growth. Acknowledge flaws or 

weaknesses that they were able to seek help for. This mindset of continuous learning and 

personal development contributes to a sense of self-acceptance and growth. Learning that it is 

not possible to do everything and that setting boundaries is important. This realisation reflects 

a mature understanding of one's limitations and the importance of maintaining a balance for 

overall well-being. 

 

5.3 Limitations for future studies 
 

One limitation of this study was the exclusivity of private schools, which are not representative 

of schooling in South Africa due to their high fee paying structure.  Moreover, private schools 

often prefer internal data collection methods, creating challenges in obtaining a diverse and 

unbiased dataset. The reluctance of private schools to share information externally may hinder 

the study's ability to encompass a comprehensive perspective on teacher wellbeing across 

different contexts. This limitation could potentially introduce a selection bias, as the collected 

data may not accurately reflect the experiences of all teachers within private schools, especially 



 72 

those who may be reluctant to disclose sensitive information within their institutional settings. 

Consequently, the study's findings may be limited in providing a thorough understanding of 

teacher well-being in private schools due to these obstacles in accessing data. 

 

5.4 Conclusion 

 

This chapter did a comprehensive discussion on the findings, drawing insights from both 

quantitative and qualitative data to address the research question regarding high school 

teachers' perceptions of well-being amidst the challenges posed by COVID-19. This analysis 

covers the different aspects of well-being revealing the following:  

 

Autonomy: Teachers seem to have high autonomy according to quantitative data, but 

qualitative findings highlight struggles, especially with curriculum constraints. Strategies to 

improve autonomy include involving teachers in decision-making, providing time management 

support, and ensuring clear communication. Environmental Mastery: Teachers face 

challenges in managing their surroundings, amplified by the uncertainties of the pandemic. 

Strategies for improvement involve offering professional development on adaptability, clear 

communication, and mental health support. Personal Growth: Both quantitative and 

qualitative data show that teachers perceive personal growth despite challenges. 

Recommendations include acknowledging achievements, supporting work-life balance, and 

celebrating milestones. Purpose in Life: Teachers express a positive inclination toward 

continuous growth and exploration. Strategies to enhance purpose involve recognising and 

appreciating teachers, supporting work-life balance, and celebrating achievements. Positive 

Relations: Mixed responses in both quantitative and qualitative data highlight the complexity 

of interpersonal connections, especially during challenges like the shift to online teaching. 

Improvement strategies include fostering collaboration, open communication, addressing 

conflicts promptly, and promoting inclusivity. Self-Acceptance: Teachers generally have a 

positive attitude towards themselves, acknowledging continuous learning and growth. Lessons 

learned emphasise the ongoing journey of growth, recognising the impossibility of expecting 

teachers to manage everything seamlessly. 

 

From the insights shared, it becomes evident that the observations highlight the widespread 

idea that each of us is consistently evolving. It is not realistic nor healthy to expect teachers to 
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seamlessly handle every aspect of their professional and personal lives. Recognising that 

teachers, even with ample resources at work, have lives outside of their professional roles 

emphasises the importance of supporting the establishment of clear boundaries. It is crucial to 

acknowledge that weekends and nights are not meant for work, and striking a balance is 

imperative for a healthier outlook in this profession. The realisation that it may not be possible 

to accomplish everything immediately highlights the significance of starting somewhere and 

fostering an appreciation for the efforts and contributions of teachers in their multifaceted roles. 

The thesis posed a question about private school teachers’ perceptions of well-being during the 

COVID lockdown. Findings indicate a general positive trend in well-being among the 

participating teachers. Challenges, however, related to changing from face to face to online 

teaching were evident, although these changes did not seem to impact the participating 

teachers’ sense of well-being in a major way.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 74 

Reference List 

Aelterman, A., Engels, N., Van Petegem, K., & Pierre Verhaeghe, J. (2007). The well-being 
of teachers in Flanders: The importance of a supportive school culture. Educational 
Studies, 33(3), 285–297. https://doi.org/10.1080/03 055690701423085  

Agbofa, F.J. (2023b) ‘Exploring the difference in academic performance determinants 
between public and private junior high schools’, Creative Education, 14(01), pp. 182–
196. doi:10.4236/ce.2023.141013.  

Archer, D. (2013). Should Public Money Be Used for Private Schools? Action Aid Retrieved 
from www.right-to-education.org. 

Azimi, E., Friesen, J. and Woodcock, S. (2023) ‘Private schools and student achievement’, 
Education Finance and Policy, 18(4), pp. 623–653. doi:10.1162/edfp_a_00405.  

Babbie, E., & Mouton, J. (2001). The Practice of Social Research. Oxford University Press  

Bakker, A. B., Demerouti, E., & Euwema, M. C. (2005). Job Resources Buffer the impact of 
job demands on burnout. Journal of Occupational Health Psychology, 10(2), 170–180. 
https://doi.org/10.1037/1076-8998.10.2.170  

Banerjee, A., & Chaudhury, S. (2010). Statistics without tears: Populations and 
samples. Industrial psychiatry journal, 19(1), 60–65. https://doi.org/10.4103/0972-
6748.77642 

Barrett, P., Treves, A., Shmis, T., Ambasz, D., & Ustinova, M. (2019). The impact of school 
infrastructure on learning: A synthesis of the evidence. World Bank Group.  

Benevene, P., De Stasio, S., & Fiorilli, C. (2020). Editorial: Well-Being of School Teachers 
in Their Work Environment. Frontiers in Psychology. https://doi.org 
/10.3389/fpsyg.2020.01239 

Borrelli, I., Benevene, P., Fiorilli, C., D'Amelio, F., & Pozzi, G. (2014). Working Conditions 
and mental health in teachers: A preliminary study. Occupational Medicine, 64(7), 
530–532. https://doi.org/10.1093/occmed/kqu108  

Brady, J., & Wilson, E. (2022). Comparing sources of stress for state and private school 
teachers in England. Improving Schools, 25(2), 205–220. 
https://doi.org/10.1177/13654802211024758 

Cabello, R. (2017). Teachers’ Affective Well-being and Teaching Experience: The Protective 
Role of Perceived Emotional Intelligence. Frontiers in Psychology. 
https://doi.org/10.3389/fpsyg.2017.02227 

Chan, M.-k., Sharkey, J. D., Lawrie, S. I., Arch, D. A. N., & Nylund-Gibson, K. (2021). 
Elementary school teacher well-being and supportive measures amid COVID-19: An 
exploratory study. School Psychology, 36(6), 
533545.https://doi.org/10.1037/spq0000441 

https://doi.org/10.4103/0972-6748.77642
https://doi.org/10.4103/0972-6748.77642
https://doi.org/10.1177/13654802211024758
https://doi.org/10.3389/fpsyg.2017.02227


 75 

Colomeischi, A. (2020). Teachers’ Life Satisfaction and Wellbeing: Engagement 
Influences. LUMEN Proceedings, 2, 139-150. https://doi.org/10.18662/lumproc. 
icsed2017.16 

Cowling, N. (2023, June 13). South Africa: Number of schools by sector. Statista. 
https://www.statista.com/statistics/1262871/number-of-schools-in-south-africa-by-
sector/#:~:text=As%20of%202022%2C%20the%20total,schools%20were%20independ
ent%20educational%20institutions.  

Creswell, J.W., (2014). Research Design: Qualitative, Quantitative, and Mixed Methods 
Approaches (4th ed). SAGE Publications  

Daniels, D., & Strauss, E. (2010). Mostly I’m driven to tears, and feeling totally 
unappreciated: Exploring the emotional wellness of high school teachers. Procedia - 
Social and Behavioral Sciences, 9, 1385-1393. https://doi.org/10.1 
016/j.sbspro.2010.12.339 

Datnow, A. The role of teachers in educational reform: A 20-year perspective. J Educ 
Change 21, 431–441 (2020). https://doi.org/10.1007/s10833-020-09372-5 

Davies, J., Kelly, D., and Hannigan, B. (2015). Autonomy and dependence: a discussion 
paper on decision−making in teenagers and young adults undergoing cancer treatment. 
J. Adv. Nurs. 71, 2031–2040. doi: 10.1111/jan.12669 

Di Fabio, A., and Kenny, M. E. (2016). Promoting well-being: the contribution of emotional 
intelligence. Front. Psychol. 7:1182. doi: 10.3389/fpsyg.2016.01182 

Dubow, E.F., Boxer, P., & Huesmann, L.R. (2009). Long-term Effects of Parents' Education 
on Children's Educational and Occupational Success: Mediation by Family 
Interactions, Child Aggression, and Teenage Aspirations. Merrill-Palmer 
Quarterly 55(3), 224-249. https://doi.org/10.1353/mpq.0.0030. 

Eacute, J., & Esteve, M. (2000). The Transformation of the Teachers’ Role at the End of the 
Twentieth Century: New challenges for the future. Educational Review, 52(2), 197–
207. https://doi.org/10.1080/713664040 

Fancourt, D., Steptoe, A., & Bu, F. (2021). Trajectories of anxiety and depressive symptoms 
during enforced isolation due to COVID-19 in England: a longitudinal observational 
study. The lancet. Psychiatry, 8(2), 141–149. https://doi.org/10.1016/S2215-
0366(20)30482-X 

Fernández-Berrocal, P., and Extremera, N. (2016). Ability emotional intelligence, depression, 
and well-being. Emot. Rev. 8, 311–315. doi: 10.1177/175407391 6650494 

Franklin, S. (2020, April 28). Basic education rights handbook. Chapter 20: Education Rights 
n Independent Schools. Retrieved November 5, 2022, from 
https://section27.org.za/basic-education-handbook/  

Gadermann, A.M., Warren, M.T., Gagné, M., Thomson, K.C., Schonert-Reichl, K.A., Guhn, 
M., Molyneux, T.M., & Oberle, E. (2021). The impact of the COVID-19 pandemic on 

https://doi.org/10.1353/mpq.0.0030


 76 

teacher well-being in British Columbia.  Human Early Learning Partnership. 
http://earlylearning.ubc.ca/   

George, T. (2023, June 22). Mixed Methods Research | Definition, Guide Examples. Scribbr. 
Retrieved September 25, 2023, from https://www.scribbr.com/methodology/mixed-
methods-research/ 

Guryan, J., Hurst, E., & Kearney, M. (2008). Parental education and parental time with 
children. Journal of Economic Perspectives, 22(3), 23–46. 
https://doi.org/10.1257/jep.22.3.23  

Hardman, J. (2012) Theories of development. In Hardman, J (Ed): Child and adolescent 
development in South Africa: A socio-cultural perspective. Cape Town: Oxford 
University Press. 

Hardman, J., Shankar, K., Crick, T., McGaughey, F., Watermeyer, R., Ratnadeep Suri, V., 
Knight, C., & Chung, R. (2022). "Does anyone even notice us?" Covid-19's impact on 
academics' well-being in a developing country. South African Journal of Higher 
Education, 36(1), 1 19. https://dx.doi.org/ 10.20853/36-1-4844 

Henn, Carolina M., Hill, Carin, & Jorgensen, Lené I.. (2016). An investigation into the factor 
structure of the Ryff Scales of Psychological Well-Being. SA Journal of Industrial 
Psychology, 42(1), 1-12. https://dx.doi.org/10.4102/sajip.v42i1.1275 

Herman, K. C., Sebastian, J., Reinke, W. M., & Huang, F. L. (2021). Individual and school 
predictors of teacher stress, coping, and wellness during the COVID-19 
pandemic. School psychology (Washington, D.C.), 36(6), 483–493. 
https://doi.org/10.1037/spq0000456 

Hofmeyr, J. (2015). Changing, Access, Quality and Choice: The Independent School Sector 
in Gauteng 1994 -2014. In F, Maringe & M, Prew (Eds.) Twenty Years of Education 
Transformation in Gauteng 1994 to 2014. Cape Town: African Minds Publishers. 

Horesh, D., & Brown, A. D. (2020). Traumatic stress in the age of COVID-19: A call to close 
critical gaps and adapt to new realities. Psychological trauma: theory, research, practice 
and policy, 12(4), 331–335.https://doi.org/10.1037/tra0000 592 

Kaden, U. (2020). Covid-19 school closure-related changes to the professional life of a K–12 
teacher. Education Sciences, 10(6), 165. https://doi.org/10.3390/educsci 10060165  

Kamboj, K.P. and Garg, P. (2021), "Teachers' psychological well-being role of emotional 
intelligence and resilient character traits in determining the psychological well-being of 
Indian school teachers", International Journal of Educational Management, Vol. 35 No. 
4, pp. 768-788. https://doi.org/ 10.1108/IJEM-08-2019-0278 

Kruger, E. (2019). Well-being for whom? unpacking the teacher well-being discourse of the 
South African Department of Basic Education. South African Journal of Education, 
39(4), 1–8. https://doi.org/10.15700/saje.v39n4a1866  

https://www.emerald.com/insight/search?q=Pooja%20Garg
https://www.emerald.com/insight/publication/issn/0951-354X


77 

Li, N., and Hein, S. (2019). Parenting, Autonomy in Learning, and Development During 
Adolescence in China. N. Dir. Child Adolesc. Dev. 2019, 67–80. doi: 
10.1002/cad.20272 

Li, Q., Miao, Y., Zeng, X., Tarimo, C. S., Wu, C., and Wu, J. (2020). Prevalence and Factors 
for Anxiety during the Coronavirus Disease 2019 (COVID-19) Epidemic Among the 
Teachers in China. J. Affective Disord. 277, 153–158. doi:10.1016/j.jad.2020.08.017 

Maree, J. G. (2022). Managing the Covid-19 pandemic in South African Schools: Turning 
challenge into opportunity. South African Journal of Psychology, 52(2), 249-261. 

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded 
sourcebook (2nd ed.). Sage Publications, Inc   

Nzuza, Z.D. (2015). School ethos as influenced by school categorisation: Perspectives of 
school principals and teachers from five schools in Umgungundlovu district. 
Unpublished masters thesis, University of KwaZulu-Natal, Durban, South Africa. 

OECD (2018), "How do primary and secondary teachers compare?", Education Indicators in 
Focus, No. 58, OECD Publishing, Paris, https://doi.org/10.1787/ 535e7f54-en. 

Opree, S., Buijzen, M., and Van Reijmersdal, E. (2018). Development and validation of the 
psychological well-being scale for children (PWB-c). Societies 8, 18–23. doi: 
10.3390/soc8010018 

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

Peters, J., & Pearce, J. (2011). Relationships and early career teacher resilience: A role for 
school principals. Teachers and Teaching, 18(2), 249–262. 
https://doi.org/10.1080/13540602.2012.632266  

Pöysä, S., Pakarinen, E., & Lerkkanen, M. (2021). Patterns of Teachers’ Occupational Well-
Being During the COVID-19 Pandemic: Relations to Experiences of Exhaustion, 
Recovery, and Interactional Styles of Teaching. Frontiers in 
Education. https://doi.org/10.3389/feduc.2021.699785 

Pierce, M. et al. (2020) ‘Mental health before and during the COVID-19 pandemic: A 
longitudinal probability sample survey of the UK population’, The Lancet Psychiatry, 
7(10), pp. 883–892. doi:10.1016/s2215-0366(20)30308-4.  

Punch, K. 2005. Introduction to Social Research: Quantitative and Qualitative Approach. 
Sage: London 

Ryan, R. M., & Deci, E. L. (2001). On happiness and human potentials: A review of research 
on hedonic and eudaimonic well-being. Annual Review of Psychology, 52, 141–
166. https://doi.org/10.1146/annurev.psych.52.1.141

https://doi.org/10.3389/feduc.2021.699785
https://psycnet.apa.org/doi/10.1146/annurev.psych.52.1.141


78 

Ryff, C. D. (1989). Happiness is everything, or is it? Explorations on the meaning of 
psychological well-being. Journal of Personality and Social Psychology, 57(6), 1069–
1081. https://doi.org/10.1037/0022-3514.57.6.1069 

Ryff, C. D., & Keyes, C. L. M. (1995). The structure of psychological well-being 
revisited. Journal of Personality and Social Psychology, 69(4), 719–
727. https://doi.org/10.1037/0022-3514.69.4.719

Ryff, C. D. (2014). Psychological well-being revisited: Advances in the science and practice 
of eudaimonia. Psychother. Psychosom. 83, 10–28. doi: 10.1159/ 000353263 

Ryff, C. D. (2018). “Eudaimonic Well−being,” in Diversity in Harmony: Proceedings of the 
31st International Congress of Psychology, (New York: John Wiley & Sons), 375. 

Ryff, C. D. (2019). Entrepreneurship and eudaimonic well-being: Five venues for new 
science. J. Bus. Ventur. 34, 646–663. doi: 10.1016/j.jbusvent.2018.09.003  

SA Private Schools. (2023). https://saprivateschools.co.za/ 

Schifano, S., Clark, A. E., Greiff, S., Vögele, C., & D'Ambrosio, C. (2021). Well-being and 
working from home during COVID-19. Information Technology & People. 
https://doi.org/10.1108/itp-01-2021-0033  

Siddiqui, S., & Ahamed, Md. M. (2020). Teachers’ roles beyond and within the context: An 
ever-changing concept. Arab World English Journal, 11(1), 282–296. 
https://doi.org/10.24093/awej/vol11no1.21  

Sirgy, M. J. (2012). (2nd ed.). Springer Science + Business Media. https://doi.org/ 
10.1007/978-94-007-4405-9 

Smith, A. P., & James, A. (2021). The well-being of students in a welsh secondary school 
before and after a COVID-19 lockdown. Journal of Education, Society and 
Behavioural Science, 42–51. https://doi.org/10.9734/jesbs/2021/v34i83 0350 

Soini, T., Pyhältö, K., & Pietarinen, J. (2010). Pedagogical well-being: Reflecting learning 
and well-being in teachers’ work. Teachers and Teaching, 16(6), 735–751. 
https://doi.org/10.1080/13540602.2010.517690  

Soncini, A., Politi, E., & Matteucci, M. C. (2021). Teachers navigating distance learning 
during covid-19 without feeling emotionally exhausted: The protective role of self-
efficacy. School Psychology, 36(6), 494–503. https://doi.org/ 10.1037/spq0000469  

Soudien, C., Reddy, V., & Harvey, J. (2022). The impact of COVID-19 on a fragile 
education system: The case of South Africa. Primary and secondary education during 
COVID-19: Disruptions to educational opportunity during a pandemic, 303-325. 

Tschannen-Moran, M., & Hoy, A. W. (2001). Ohio State Teacher Efficacy Scale 
(OSTES) [Database record]. APA PsycTests.https://doi.org/10.1037/t11400-000 

https://psycnet.apa.org/doi/10.1037/0022-3514.57.6.1069
https://psycnet.apa.org/doi/10.1037/0022-3514.69.4.719
https://psycnet.apa.org/doi/10.1037/t11400-000


79 

Travers, C. J., & Cooper, C. L. (1996). Teachers under pressure: Stress in the teaching 
profession. Routledge. 

UNESCO (2021). Covid-19: Adverse Consequences of School Closures. Available 
at: https://en.unesco.org/covid19/educationresponse/consequences 

UNESCO, UNICEF, and the World Bank (2020). What Have We Learnt?: Overview of 
Findings from a Survey of Ministries of Education on National Responses to COVID-
19. Paris, New York, Washington D.C: UNESCO, UNICEF, World Bank. © World
BankAvailable at: https://openknowledge.worldbank.org/ handle/10986/34700 License:
CC BY-SA 3.0 IGO

UNESCO. (2020). Teacher Task Force calls to support 63 million teachers touched by the 
COVID-19 crisis. https://en.unesco.org/news/teacher-taskforce-calls-support-63-
million-teachers-touched-covid-19-crisis 

van Horn, J. E., Taris, T. W., Schaufeli, W. B., & Schreurs, P. J. G. (2004). The structure of 
occupational well-being: A study among Dutch teachers. Journal of Occupational and 
Organizational Psychology, 77(3), 365–75. https://doi.org/ 
10.1348/0963179041752718 

Weiss, L. A., Westerhof, G. J., and Bohlmeijer, E. T. (2016). Can we increase psychological 
well-being? The effects of interventions on psychological wellbeing: A meta-analysis 
of randomized controlled trials. PLoS One 11:58092. doi: 
10.1371/journal.pone.0158092 

Xie, M., Huang, S., Ke, L., Wang, X., & Wang, Y. (2022). The development of teacher 
burnout and the effects of resource factors: A latent transition perspective. International 
Journal of Environmental Research and Public Health, 19(5), 2725. 
https://doi.org/10.3390/ijerph19052725  

Yin, H., Huang, S., & Wang, W. (2016). Work Environment Characteristics and Teacher 
Well-Being: The Mediation of Emotion Regulation Strategies. International Journal of 
Environmental Research and Public Health, 13(9). 
https://doi.org/10.3390/ijerph13090907 

https://en.unesco.org/covid19/educationresponse/consequences


80 

Appendices 

Appendix A: Ethical Clearance 

“Our Mission is to be an outstanding teaching and research university, educating for life and addressing the challenges facing our society.” 

SCHOOL OF EDUCATION 

Dr. Joanne Hardman 
Associate Professor: Educational Psychology 
Deputy Director School of Education  

University of Cape Town, Private Bag X3, Rondebosch, 7701 
Physical address: Neville Alexander Building, 6 Lovers walk, Lower Campus 
Tel: +27 (0) 21 650 3920  Fax: +27 (0) 21 650 3489 
E-mail:  Joanne.Hardman@uct.ac.za Internet: www.uct.ac.za/depts/educate 

EDNREC20230305 

24 March 2023 
Candrine Atkins 

Re Ethical clearance  

 I am pleased to inform you that ethical clearance has been granted by the School of Education Ethics Review 

Committee of the Faculty of Humanities for your academic project: A survey analysis of the well-being of 

educators in Private Schools after Covid-19. We wish you all the best with your research 

Regards 

_____________________ 

ASSOCIATE PROFESSOR JOANNE HARDMAN   



81 

Appendix B: Information Letter to the Principals 

Dear ________________________________ (principal of the school) 

A survey analysis of the well-being of educators in Private Schools after Covid-19 

I, Candrine Atkins, am a Master’s student in the School of Education at the University of Cape Town. 
I would like to ask your permission to carry out research on the well-being of the educators in your 
school. My study aims to explore the perception of the well-being of educators after the conditions of 
Covid-19 across multiple private schools. 

Teachers’ overall well-being is crucial in achieving educational success, not only in the classroom but 
in the whole education system. Teachers are the frontline in our education system, and even in 
favourable conditions, it is a stressful profession. The COVID-19 pandemic brought about a great deal 
of change and highlighted how unprepared the education sector was in a time of crisis. Unlike public 
schools, private schools continued with the full curriculum, converting to new teaching methods such 
as online learning.  While some teachers struggled to find their way through these challenges, others 
adapted and found new innovative ways to continue to grow and progress. These changes have long-
lasting effects and with this study, I plan to investigate an overlooked topic in literature, the well-being 
of private high school teachers. 

Data collection will be in the form of an online questionnaire. If you agree that your school can take 
part, I will send the questionnaires to you or designated person to distribute them via email to all the 
educators in the school. All educators will be given the opportunity to participate. 

Participation is voluntary and the confidentiality of your school and the educators is guaranteed.  The 
questionnaire will be completed by participants online, and to be completed in one sitting at the teacher's 
own pace. The data responses will only be collected once the participant clicks ‘submit’ at the end of 
the survey, this will also allow for participants who choose to no longer participate to withdraw at any 
time before any data is received. 

I would be most grateful if educators at your school could take part in my research. If you agree, could 
you please fill in the form to indicate your consent for the research. You are welcome to ask any 
questions regarding this research by telephone or email me at 0795571728 or 
atkins.candrine@gmail.com  

Yours sincerely, 
Candrine Atkins 

mailto:atkins.candrine@gmail.com
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Appendix C: Consent Form 

Please fill in the reply slip below to confirm you agree to research, in the form of a questionnaire, to be 

completed by the educators at your school. I will use the information from the questionnaire for my 

study. 

Research: A survey analysis of the well-being of educators in Private Schools after Covid-19 

Name and Surname: ________________________________________________________ 

I agree/give permission for research to be conducted at my school, involving the 

distribution of anonymised questionnaires to all educators. 

Yes No 

I know that I can withdraw my consent at anytime Yes No 

I know the information from the questionnaire will remain confidential and will 

be stored safely 

Yes No 

I know the information from this questionnaire will be used for this project only Yes No 

Sign: ______________________________________    Date: __________________________ 

Many thanks, 

Candrine Atkins 
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Appendix D: Online Questionnaire (Google Form) 
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