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Abstract
Objectives: The research was aimed at searching for diversified models of female teachers’ functioning that could be deter-
mined by their individual traits, psychological variables, and professional adaptation factors. Material and Methods: Three 
hundred eleven female teachers aged from 26 to 60 were examined. The following tools were used in the research: The 
Hope Scale, NEO-FFI Inventory, IPSA Inventory, Work Description Inventory and Maslach Burnout Inventory. Results: 
Models of psychological functioning of female teachers were distinguished by means of cluster analysis. The classifica-
tion was based upon similarities and differences in the obtained results. Three groups of female teachers characterised 
by distinct traits were identified and named according to the research results: ‘passive teachers’, ‘frustrated teachers’, and 
‘adapted teachers’. The first group (93 persons) included women who were not distinctive in any way. The second group 
(74 persons) comprised women characterised by very unfavourable traits. The third group consisted of women with fa-
vourable characteristics, women who are full of energy and enthusiasm for work, those who are satisfied with their job. 
Conclusions: Psychological models of female teachers’ functioning are determined by their individual psychological traits. 
These traits constitute their important personal resources that influence their professional adaptation and the levels of job 
and life satisfaction.
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INTRODUCTION

One of the facts in individual differences psychology is 
that there are some traits which control human behaviour 
and decide about the specificity of professional roles we 
play [1]. Thus, it seems justified to build models of func-
tioning that include varied individual characteristics, psy-
chological variables and resultant behaviours. This trend in 
researches renders it possible to analyse a selected group 
of people in a very wide perspective. Knowledge gathered 
within this field may appear extremely useful in selection 
to a job and in planning the future career.
Interest in the professional group of teachers and diag-
nosis of its condition present an important task. This pro-
fession belongs to the most prevalent ones  — teachers 
constitute almost a mass professional group, which carries 
out the mission focused on stimulating their students’ de-
velopment. The task is not easy and it requires both high 

professionalism and some specific personal dispositions. 
Not so long ago it has been claimed that being a teacher 
is a profession for one’s whole life. This profession used 
to be characterised by very high stability of employment. 
Moreover, the social status of the profession was also firm. 
Nowadays, crisis of professional identity, escape from the 
profession and burnout are more frequent. Studies and re-
ports show poor condition of this professional group and 
numerous problems with which it is burdened [2–7].
The teacher’s profession is dominated by women. In this 
job, they may function in cooperation and also experience 
social and personal satisfaction they search for [8]. Schools, 
which are women’s organisational environment, become 
less and less attractive workplace for men. They consti-
tute a significant minority at schools, though their role be-
comes more important when school appears to be the only 
institution to support or supersede parents in the process 
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Duration of work experience modifies professional 3.	
adaptation of the examined women.

Hope for success is a psychic disposition which regulates 
effectiveness of one’s behaviours. It is a conscious thinking 
process that accompanies activity, and its role grows when 
the goals are vague and when they prove to be difficult 
to attain. It is composed of two dimensions: the strength 
of will and the ability to find solutions. They reflect one’s 
conviction about possessing competencies to achieve suc-
cess. They play an important role in individuals’ education 
and they determine their psychological and professional 
adaptation [11,12]. Persons with low level of hope for suc-
cess present passive and avoiding attitudes and they are 
not able to learn lessons from their own mistakes. In the 
teacher’s job, this may constitute a significant obstacle in 
properly performing the teacher’s role.
Teachers exert influence by means of their personalities, 
continue to improve their competencies and personal 
skills to ensure high quality of work with their students. 
Various researches based on the Great Five theory prove 
that effectiveness and occupational success are to a large 
extent determined by personality traits. The most impor-
tant ones are the following: conscientiousness, extraver-
sion, and emotional stability  [13–15]. It is expected that 
these traits will be significant also in the teacher’s job.
Aggression is usually defined as human activities that pres-
ent a threat to, or cause damages in, others’ physical, psy-
chological or social well-being  [16]. Teachers’ aggression 
constitutes one of the most important pathogenic compo-
nents of school life [17–22]. It leads to instrumentalisation 
of didactic processes and it makes students apprehensive 
about their low status in school hierarchy [23,24]. Its se-
rious consequences are reflected also in students’ poorer 
accomplishments [25,26].
Professional adaptation includes evaluation of job factors 
and the level of job satisfaction. According to the concept 
by Brief, job satisfaction represents the attitude reflecting 
the extent to which a job is favourable or unfavourable to 
the individual [27]. Job satisfaction is especially important 
in the teacher’s profession. Lack of job satisfaction low-
ers effectiveness, life quality, and it constitutes a serious 
health risk. It is assumed that satisfaction with teacher’s 

of upbringing children. Besides, in many instances, teach-
ers become an important, sometimes the only one, model 
of social and cultural behaviours, including also that of fe-
male and male gender roles. This represents an extremely 
responsible task in the process of forming a  young per-
sonality. In psychological literature there are some data 
on differences in personality traits of women and men in 
the teacher’s profession, yet there is no explicit informa-
tion whether sex affects their professional adaptation and 
efficiency  [8,9]. Feminisation of the teacher’s profession 
leads, however, to some social consequences, perceived 
by both students and female teachers themselves. In the 
research by Kurzępa [9], female teachers have confessed 
that a teachers’ council composed solely of women usually 
tends to be: talkative, dependent on authority, inefficient 
in making decisions, and in conflict situations it seeks fault 
in others, never in itself. They have also been aware of 
their own tendency to antagonise the environment. 
It has been assumed that there exist some characteristics 
which determine behaviours of female teachers and de-
fine the level of their professional adaptation. To meet the 
needs of the presented research, a theoretical model with 
multidimensional structure has been used. It is made of 
two groups of variables. The first group consists of select-
ed psychological variables: hope for success, personality 
traits, and aggression syndrome. The variables have served 
to classify the study participants according to similarity of 
their psychological traits. The second group of variables 
comprises those that define professional adaptation, in-
cluding evaluation of work factors, evaluation of job satis-
faction and the level of job burnout syndrome. In the char-
acteristics of the examined female teachers it has been at-
tempted to include some additional individual variables, 
such as: workplace, duration of work experience, and the 
level of professional promotion. An attempt has been 
made to verify the following partial hypotheses:

The examined female teachers differ among them-1.	
selves in their psychological characteristics, including 
personality traits, hope for success and the level of ag-
gression syndrome.
Individual psychological characteristics of the partici-2.	
pants affect their professional adaptation.
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for burnout teachers may be obtained from their fami-
lies [36,37]. Other major sources of support include also 
school, colleagues, superiors [38,39]; burnout may be also 
alleviated by professional effectiveness of the affected 
person [40].

MATERIALS AND METHODS

The following tools were used to categorise the examined 
female teachers: the Hope Scale by Snyder, NEO-FFI 
Inventory by Costa and McCrae, IPSA Inventory by Gaś. 
Professional adaptation of the teachers was described by 
means of scores on: Work Description Inventory by Neu-
berger and Allerbeck, Maslach Burnout Inventory, and 
a demographic survey.
The Hope Scale by Snyder is used to measure hope as 
a relatively constant disposition [40]. It includes two basic 
components: conviction about one’s own knowledge and 
competencies that help reaching one’s aims (Pathways) 
and conviction about having strong will (Agency). The 
sum of the two elements represents the indicator of the 
general level of hope for success.
The NEO-FFI Inventory by Costa and McCrae is based 
upon the idea of personality meant as a set of traits [41]. 
The model of personality proposed by the authors con-
sists of five major personality dimensions. Neuroticism 
describes susceptibility to experience negative emotions. 
Extraversion refers to quality and quantity of social in-
teractions. Openness to experience expresses tendency to 
seek life experiences and to value them in a positive way. 
Agreeableness describes attitude towards other people. 
Conscientiousness characterises attitude to work and 
one’s will to focus activities upon a particular aim.
The IPSA Inventory by Gaś is used to measure intensity of 
aggressive symptoms in adults [42]. The theoretical back-
ground for construction of the scale lies in a very broad 
understanding of aggression as aggressive tendencies that 
may be conscious or unconscious, displayed but also expe-
rienced, and directed towards oneself or to one’s environ-
ment. The aggression syndrome is defined by: self-aggres-
sion, hidden aggression, externally directed aggression, 
revenge aggression, and unaccepted behaviours control.

job is doubtful. It is connected with overmuch intensive 
pressure for school accomplishments which are dependent 
not only on teachers [28]. Yet, for those interested in this 
job, satisfaction is achievable due to acknowledgement 
from the school headmaster, perspectives of promotion, 
and possibilities of group work [29]. This is also confirmed 
in studies by Kretschmann, who identified a large group of 
teachers who were burdened with their duties, yet due to 
their effectiveness they could experience satisfaction with 
their work at school [30].
Job burnout is related to stress that results from exces-
sive involvement in one’s work and lack of skills for coping 
with problems. The burnout model includes the three sub-
sequent phases: emotional exhaustion, depersonalisation, 
and low personal accomplishment  [31]. Excessive work-
load leads to stress, irritation, and fatigue. Individuals who 
experience burnout feel emotionally exhausted. They have 
lower mood and poorer immunity, they report varied pain 
complaints. They distance themselves from occupational 
tasks and problems. They start to experience apathy, lack 
of flexibility, and reluctant attitude to tasks. Their mental 
abilities deteriorate and their attitudes to environment be-
come negative. What follows is the process of depersonali-
sation, which results in dehumanising relations with oth-
ers. The sense of professional effectiveness abates, to be 
replaced with the feeling of disappointment. The effects 
of poor job satisfaction increase the sense of being over-
burdened. The individual re-experiences the subsequent 
phases of burnout, yet each next time the symptoms are 
deeper and it is more difficult to provide effective help. 
This justifies the need of diagnosing the problem in the 
socially important professional group of teachers.
Research results show that unacceptable behaviours of 
students confronted with teachers’ inability to cope with 
them constitute the most important predictor of teachers’ 
stress [32,33]. Burnout is favoured by lack of mutuality in 
relations with students, when a teacher’s enthusiasm and 
effort meets resistance, passiveness, lack of respect [34]. 
Personality variables, and neuroticism in particular, 
constitute another factor responsible for development 
of burnout symptoms. Burnout may be prevented by 
conscientiousness and extraversion  [35]. Some support 
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to the k-means method  [44]. Only those psychological 
characteristics of female teachers were used which were 
considered in the research as independent variables: per-
sonality traits, i.e. neuroticism, extraversion, openness to 
experience, agreeableness, and conscientiousness; hope 
for success described in terms of will power and the abil-
ity to find solutions; and the aggression syndrome, which 
included: self-aggression, hidden aggression, externally 
directed aggression, revenge aggression, and also unac-
cepted behaviours control.
The statistical analysis performed to ensure maximum 
similarity of persons within each group has resulted in es-
tablishment of three very distinct groups of female teach-
ers largely differing in their psychological characteristics. 
They were given symbolic names according to the research 
results. The first group, representing 30% of the partici-
pants, is made of ‘passive teachers’ who have average re-
sults in the applied diagnostic tests and who are not distinc-
tive in any way. The second group, 24% of female teachers, 
has been named ‘frustrated teachers’, as they display the 
tendency to experience negative emotions. They have pre-
sented the least favourable psychological traits. They have 
pessimistic attitude toward people and the world. They do 
not trust others and they keep distance in their relations 
with people. They lack energy to act and believe in their 
own efficiency in acting. Yet, they also have tendencies to 
aggressive reactions. The third group, 46% of the examin-
ees, consists of ‘adapted teachers’ with marked favourable 
characteristics. They are socially and emotionally well-
adapted. They possess high capabilities of building social 
relations. They are characterised by optimism and trust to 
people. They have high energy to act and are convinced 
about their own abilities to perform and achieve successes. 
Precise characteristics of professional adaptation of the 
groups will be subjected to further analyses. 

Individual traits of the participants
According to the known concepts of professional develop-
ment cycle in teachers [45], the following stages of work 
experience were distinguished: 1–5, 6–19, and 20–35 years. 
The first stage may be described as starting the role, learn-
ing to be a teacher, the time of getting help from others. 

Work Description Inventory by Neuberger and Allerbeck 
is a technique which renders it possible to measure job sat-
isfaction by means of assessing several job components: 
colleagues, supervisor, work contents, conditions, organi-
sation and management, development, salary  [27]. Two 
additional questions relate to satisfaction with work-time 
and risk of loosing the job. At the same time it is possible 
to assess general job satisfaction and also life satisfaction.
Maslach Burnout Inventory (MBI) is aimed at diagnosing 
job burnout [43]. It is composed of three scales: emotional 
exhaustion, depersonalisation, and personal accomplish-
ment. Emotional exhaustion develops as a result of subjec-
tive sense of being excessively burdened with work. Dep-
ersonalisation appears when a person copes with exhaus-
tion symptoms by means of indifference to demands and 
people. Personal accomplishment, or in fact lack of it, is 
a result of both emotional exhaustion and depersonalisa-
tion. They lead to lowering professional effectiveness and 
to its negative evaluation.
The research was conducted in  2007–2008. Schools par-
ticipating in the study were random selected from among 
the schools in Lodz. Three hundred eleven female teach-
ers from 62 various schools, aged 26 to 60 were examined. 
All of them had university-level education and suitable 
formal qualifications to perform as teachers. Their work 
experience ranged from  1  year to  35 years (the average 
was 14.42, standard deviation 8.14). They represented all 
levels of professional promotion except for a small group 
of  4 probationary teachers who were excluded from the 
analysis.
In the statistical analysis of the obtained empirical data, 
the SPSS  12.0. package was used. Nonparametrical chi-
square test, analysis of variance, and cluster analysis were 
performed.

RESULTS

Empirical results obtained in the research were applied 
to select varied models of psychological functioning of 
female teachers. The intended basis for the categorisa-
tion comprised only similarities and differences in results. 
The groups were selected using cluster analysis according 
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female teachers, the smallest one includes female teachers 
from post-secondary schools. We can see that there is no 
dependence between the type of school and belonging to 
individual groups (chi-square = 3.221; p = 0.522). Thus, 
‘passive’, ‘frustrated’ and ‘well adapted’ female teachers 
may be found at all levels of the educational system, i.e. in 
primary schools, secondary schools, and in post-secondary 
schools.
The most numerous group of the examined female teach-
ers reached the second level of professional promotion 
(Table 3). The smallest group included women at the first 
level of promotion. Again, a precise statistical analysis has 
not revealed any dependencies between the level of pro-
fessional promotion and the groups (chi-square = 3.331; 
p = 0.504).
The data presented above indicate that psychological 
functioning of the examined female teachers, which is 
determined by their being included into the individual 
groups based on their psychological traits, is not related to 
the time span of their work experience, workplace, or the 
level of professional promotion.

Professional adaptation of female teachers  
in the individual groups
Another step was to analyse the empirical data that char-
acterised professional adaptation of the examined women 
in the three groups. Scores of job evaluation, job satisfac-
tion, and burnout were analysed. Results of the analysis 
are shown in Table  4. Table  5 shows precise intergroup 
comparisons.
Comparison of mean values shows that the individual 
groups of female teachers display high similarity only in 

The second stage is related to professional stabilisation of 
a teacher. Prucha [6] claims that this is possible only after 
at least 5-year period of adaptation to the job. The third 
stage of work experience is named the expert stage, as it 
applies to experienced and effective specialists. They are 
self-confident, aware of their own development and ob-
jectives. They present strong job identity. The suggested 
classification is obviously symbolic. It has been adopted 
mainly because of the needs of quantitative analysis of the 
empirical data. With such a wide range of work experience 
in the examined teachers, it should be acknowledged as 
fully justified to look for its relations with teachers’ behav-
iours. Yet, one ought to remember that professional de-
velopment is flexible and it is sometimes difficult to define 
its sharp boundaries. Moreover, as it has been postulated 
by Kwaśnica [45] and probably shared by others, there are 
teachers who do not reach the expert stage and continue 
to perform their job in a totally non-creative way.
The relation between duration of work experience and in-
clusion into one of the specified groups was analysed. The 
results are contained in Table 1.
The largest group in the whole examined population is the 
one comprising female teachers in the period of profes-
sional stabilisation, the smallest group is that of women 
who start their functioning in the teacher’s role. The sta-
tistical analysis has shown that there is no dependence be-
tween duration of work experience and the groups (one-
way ANOVA: F = 0.713; p = 0.491). It means that each 
of the three groups of teachers consists of persons with 
varied work experience. 
Table 2 gives results with regard to the workplace of the 
examinees. The largest group comprises secondary school 

Table 1. Time span of work experience vs. groups

Time span of 
work experience 

(years)

Groups of female teachers
passive frustrated adapted total

n % n % n % n %
1–5 13 14.0 13 17.6 26 18.1 52 16.7
6–19 47 50.5 40 54.1 77 53.5 164 52.7
20–35 33 35.5 21 28.4 41 28.5 95 30.5
Total 93 100.0 74 100.0 144 100.0 311 100.0
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Table 2. Workplace vs. groups

Workplace
Groups of female teachers

passive frustrated adapted total
n % n % n % n %

Primary school 32 34.4 25 33.8 51 35.4 108 34.7
Secondary school 31 33.3 24 32.4 58 40.3 113 36.3
Post-secondary school 30 32.3 25 33.8 35 24.3 90 28.9
Total 93 100.0 74 100.0 144 100.0 311 100.0

Chi-square = 3.221; df = 4; p = 0.522.

Table 3. Professional promotion vs. groups

Professional promotion
Groups of female teachers

passive frustrated adapted total
n % n % n % n %

1st level 13 14.1 10 13.9 25 17.5 48 15.6
2nd level 43 46.7 42 58.3 70 49.0 155 50.5
3rd level 36 39.1 20 27.8 48 33.6 104 33.9
Total 92 100.0 72 100.0 143 100.0 307 100.0

Chi-square = 3.331; df = 4; p = 0.504

Table 4. Differences in variables that characterise professional adaptationof teachers in the three groups

Professional adaptation
Passive teachers

(N = 93)
Frustrated teachers

(N = 74)
Adapted teachers

(N = 144) ANOVA

M SD M SD M SD F p
Work evaluation

Colleagues 25.09 3.57 23.92 2.83 26.75 3.62 18.02 0.001**
Supervisor 38.11 6.52 37.36 6.11 39.39 6.14 2.86 0.059
Work contents 39.23 4.59 36.32 5.30 40.73 4.65 20.63 0.001**
Conditions 30.81 5.96 27.28 5.79 30.42 5.69 9.20 0.001**
Organisation and management 37.28 5.99 36.09 6.50 39.40 5.98 7.99 0.001**
Development 28.42 4.36 26.11 5.26 29.80 4.67 14.90 0.001**
Salary 12.81 4.43 12.05 4.67 13.51 4.50 2.59 0.076
Work time 3.10 0.81 2.91 0.69 3.23 0.62 5.30 0.005**
Certainty of employment 2.71 0.88 2.64 0.77 2.90 0.77 3.04 0.049*
Job satisfaction 4.90 0.96 4.50 0.86 5.08 1.08 8.22 0.001**
Life satisfaction 4.83 1.39 4.35 1.20 5.28 1.08 14.80 0.001**

Maslach burnout inventory
Emotional exhaustion 11.59 6.67 15.05 6.38 8.92 5.18 26.33 0.001**
Depersonalisation 10.12 5.14 14.32 6.70 8.65 4.80 27.21 0.001**
Personal accomplishment 24.71 6.39 23.81 6.50 27.40 6.05 9.81 0.001**

M — mean.
SD — standard deviation.
* p < 0.05; ** p < 0.01
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they also had similar indicators of depersonalisation 
(p = 0.103). There were no significant differences between 
them as far as the levels of general job satisfaction were 
concerned (p  =  0.391). However, there are differences, 
with more negative scores in the passive group, in evalua-
tions of: colleagues (p = 0.001), work content (p = 0.050), 
organisation and management (p  =  0.026), work-time 
(p  =  0.329), and security of employment (p  =  0.193). 
‘Adapted’ teachers turned out to be more efficient at work 
(p  =  0.004), more satisfied with life (p  =  0.015), and at 
the same time less emotionally exhausted with their work 
(p = 0.002) than ‘passive’ teachers.
Some similarities were found also between ‘passive’ and 
‘frustrated’ teachers. They displayed high similarities in 
evaluations of: colleagues (p = 0.075), organisation and 
management (p  =  0.428), work-time (p  =  0.185), secu-
rity of employment (p = 0.823) and their own professional 
efficiency (p  =  0.627). However, there are differences, 
with more negative scores in the frustrated group, in the 
remaining variables: evaluation of work and its condi-
tions, emotional exhaustion with work and the level of 
depersonalisation (in each case the level of significance 
p = 0.001). They also differ in evaluation of chances for 
self-development at work (p = 0.005), general job satisfac-
tion (p = 0.026), and life satisfaction (p = 0.032).

their attitudes to supervisor (p  =  0.059) and to salary 
(p = 0.076). Other indicators of adaptation differ in a sta-
tistically significant way and considerable differences are 
visible in intergroup comparisons (Table 5). Evidently dif-
fering scores on professional adaptation were obtained by 
the ‘frustrated’ and ‘adapted’ teachers. They differ in the 
levels of all the examined variables, i.e. evaluation of col-
leagues (p = 0.001), work conditions (p = 0.001), organisa-
tion and management (p = 0.001), their own development 
(p = 0.001), work-time (p = 0.004), and also employment 
security (p  =  0.050). Highly significant statistical differ-
ences were found also for job satisfaction (p = 0.001) and 
life satisfaction (p = 0.001). Similar differences among the 
two groups relate to the dimensions of burnout: emotional 
exhaustion (p  =  0.001), depersonalisation (p  =  0.001), 
and personal accomplishment (p = 0.001). Burnout is ex-
perienced mainly by ‘frustrated teachers’, who feel most 
severely exhausted with occupational tasks. They attempt 
to alleviate the symptoms by keeping themselves at a dis-
tance from their students and tasks, and they experience 
the feeling of being the least effective in their work.
‘Adapted’ and ‘passive’ teachers displayed high similarity in 
some of the variables that described their professional ad-
aptation. They made similar evaluations of work conditions 
(p = 0.873) and chances for self-development (p = 0.074), 

Table 5. Precise intergroup differences in variables that characterise professional adaptation

Professional adaptation
Compared groups of female teachers

passive and frustrated passive and adapted frustrated and adapted
Colleagues 0.075 0.001** 0.001**
Work contents 0.001** 0.050* 0.001**
Conditions 0.001** 0.873 0.001**
Organisation and management 0.428 0.026* 0.001**
Development 0.005** 0.074 0.001**
Work time 0.185 0.329 0.004**
Certainty of employment 0.823 0.193 0.050*
Job satisfaction 0.026* 0.391 0.001**
Life satisfaction 0.032* 0.015* 0.001**
Emotional exhaustion 0.001** 0.002** 0.001**
Depersonalisation 0.001** 0.103 0.001**
Personal accomplishment 0.627 0.004** 0.001**

* p < 0.05; ** p < 0.01.
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developing burnout  [7,29–31]. Nonetheless, many school 
teachers have never experienced burnout symptoms, while 
working with students, though difficult, is a source of their 
happiness and satisfaction.
It has been assumed that those characteristics which are 
referred to as relatively constant, determined biologically 
or by early experiences, like hope for success or personality 
traits, are not likely to undergo any significant changes in 
the course of work experience. Numerous other variables 
have been thoroughly analysed, for which it is characteris-
tic that they may undergo various modifications resulting 
from individual experiences. Two-way ANOVA showed 
a relationship between independent variables like type of 
group and time span of work experience and dependent 
variables like professional adaptation, general job and life 
satisfaction and also burnout dimensions. A very powerful 
relationship has been found to occur between professional 

Dynamics of professional adaptation  
in the examined teachers
While describing psychological models of teachers it is 
worth examining whether their traits and behaviours un-
dergo some modifications in the course of their profes-
sional career. School is a  very difficult workplace. Bur-
dened with pressure for students’ success, supervision by 
authorities and enormous reporting, growing liberalism in 
upbringing of children, school pathologies, and conflicts 
with parents, it creates conditions that contribute to the de-
velopment of occupational stress in teachers. On the other 
hand, there appears subjective susceptibility to perceive 
and evaluate the job as filled with burdens and menaces 
which give rise to burnout and other effects that adversely 
affect the teachers’ job. Therefore, since as early as the 70s 
of the previous century, the teachers’ profession has been 
included in the group of jobs associated with the risk of 

Table 6. Type of group and time span of work experience vs. characteristics of professional adaptation  
of the examined female teachers

Source of variability Dependent variables F p
Groups of women
Time span of work experience

colleagues 0.896 0.466
supervisor 1.223 0.301
work contents 2.159 0.074
conditions 1.927 0.106
organisation and management 2.265 0,062
development 0.668 0.615
salary 1.694 0.151
work time 0.921 0.452
certainty of employment 0.436 0.783
job satisfaction 2.075 0.084
life satisfaction 0.637 0.636
total score on aggression 0.566 0.687
self-aggression 0.971 0.424
hidden aggression 1.246 0.292
externally directed aggression 0.515 0.725
revenge aggression 1.300 0.270
control 0.699 0.593
emotional exhaustion 3.069  0.017*
depersonalisation 2.220 0.067
personal accomplishment 1.614 0.171

* p < 0.05.
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role in professional adaptation of the ‘adapted’, ‘passive’ 
and ‘frustrated’ female teachers. Thus, indicators of emo-
tional exhaustion in the three individual stages of work 
experience were analysed in each group. Table 7 gives the 
results.
It became evident that only in the group of ‘passive’ teach-
ers there were differences in scores on emotional exhaus-
tion in particular periods of work experience (p = 0.004). 
Indicators which characterize the analysed variable grow 

adaptation and type of group. However, no relationship 
was found between time span of work experience and the 
analysed variables. When both type of group and time 
span of work experience were the source of variability, dif-
ferences in scores were noted only for emotional exhaus-
tion with work (p = 0.017) (Table 6).
The empirical data presented above show clearly that, 
apart from its influence upon emotional exhaustion, the 
time span of work experience does not play any significant 

Table 7. Emotional exhaustion and time span of work experience in female teachers from the analysed groups

Group Time span of 
work experience

Emotional exhaustion ANOVA
N M SD F p

Passive teachers 1–5 13 7.85 4.32 5.91 0.004**
6–19 47 10.68 6.36

20–35 33 14.36 6.91
Frustrated teachers 1–5 13 14.38 5.49 0.09 0.918

6–19 40 15.18 6.24

20–35 21 15.24 7.38
Adapted teachers 1–5 26 8.69 4.78 1.01 0.365

6–19 77 9.45 5.23
20–35 41 8.05 5.32

M — mean.
SD — standard deviation.

Fig. 1. Models of the examined female teachers.
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also stressed that the assignment of each examined women 
to one of the three models is not related to the time span 
of their work experience, their workplace, nor to the level 
of their professional promotion.
Only one model, namely the ‘adapted’ female teach-
ers, displays favourable characteristics and bodes well 
for pedagogical work. It includes the largest number of 
teachers, as many as 46% of the study participants, and it 
shows regularities that contribute to good psychic health 
and also provide personal resources that are significant 
for good professional functioning. This group comprises 
female teachers who are characterised by mature person-
ality and emotional balance. They trust themselves and 
the surrounding they live in. They are sure about their 
own competencies that allow them to be effective and 
successful at work. They show optimistic attitude to peo-
ple and social environment. They do not avoid challenges 
and they cope well in new situations. The described psy-
chological traits are accompanied by the most positive at-
titude towards work, which is connected with their highest 
professional effectiveness. They are unaffected by work-
related stress and they cope effectively with problems. 
As a result, they have high job and life satisfaction. It is 
beyond any doubt that the characteristics of this group 
that are presented above constitute significant determi-
nants of effectiveness in teacher’s job. According to nu-
merous researchers who deal with teachers’ professional 
group, persons with such traits build good atmosphere at 
work with students, motivate them to learn, and effec-
tively encourage their development  [46–49]. They may 
also be successful in modelling students’ behaviours by 
acting as a personal model which is worth to be followed. 
In the study on this group of female teachers it has been 
also revealed that, in spite of working in difficult condi-
tions for years, they have relatively low subjective feeling 
of being burdened with work and this feeling does not 
tend to grow. This indicates good adaptation to the pro-
fessional role.
The other model selected for detailed analysis consists 
of ‘frustrated’ female teachers, who account for  24% of 
the total number of the examinees. They display the least 
favourable characteristics that may prevent them from 

markedly: in the first period of work experience the mean 
for the group is 7.85, in the next one it equals 10.68, and in 
the last period it reaches the level of 14.36. This means that 
in this group of examinees the feeling of emotional exhaus-
tion with professional duties grows systematically with age 
and time span of work experience. Such dependence is not 
valid for the group of ‘adapted’ teachers. At each period 
of work experience they obtained indicators of emotional 
exhaustion that were significantly lower than the results in 
the other groups, and there was no statistically significant 
difference between these indicators in particular periods 
of their work experience (p = 0.365). A similar pattern of 
scores on emotional exhaustion is observed in ‘frustrated’ 
teachers. Mean results obtained by them at the three anal-
ysed periods of work experience do not differ in a statisti-
cally significant way (p = 0.918). Teachers from this group 
had the highest levels of emotional exhaustion among the 
examined groups.
Figure 1 is a graphic illustration of the described models of 
the examined female teachers.

DISCUSSION AND CONCLUSIONS

The conducted research was aimed at searching for mod-
els of female teachers’ functioning in the professional role. 
The selection of the research group was based on statistics 
which show that women predominate in this job and such 
a tendency is observed in majority of countries [6]. More-
over, women are claimed to have some specific character-
istics that determine their behaviours in a workplace [10]. 
Cluster analysis, which was applied to analyse the empiri-
cal data, confirmed the impact of individual differences on 
female teachers’ functioning. It was possible to distinguish 
three clearly distinct models that include psychological 
traits of the participants. It has become evident that the 
groups differ significantly as far as characteristics that af-
fect their professional adaptation are concerned. Further-
more, it has been confirmed that the models encompass 
relatively constant characteristics which do not undergo 
any significant changes in the course of professional ca-
reer. Such a  result of the research increases the impor-
tance of the regularities that have been found. It should be 
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in this group of examinees. This indicates severe distur-
bances in professional development of these persons.
Great similarity in the dimensions of professional adap-
tation in subsequent periods of work experience is main-
tained also in ‘passive’ female teachers. Unfortunately, 
work at school results also in systematic growth of their 
emotional exhaustion. Thus, they are seriously at the risk 
of burnout [30,31,35] and decrease in job satisfaction.
Stability of the ‘adapted’ female teachers is, on the other 
hand, their great advantage. In the course of years their en-
thusiasm and strength of will to work do not change. They 
do not experience burnout and they continue to be satis-
fied with their job. They maintain good and close relations 
with their students, which — according to researchers of 
school environment — is a perfect basis for students’ op-
timal development. According to Nias [50], school ought 
to be seen from the angle of interpersonal relations, and 
teaching and learning have an emotional dimension. Emo-
tions are involved in teachers’ successes, their students’ 
successes, building professional identity and attachment 
to the job. Classroom and school are the major places of 
realising them [51].

PRACTICAL IMPLICATIONS

The studies described above have confirmed the existence 
of diversified models of psychological functioning in fe-
male teachers, which define also distinct characteristics 
of their professional adaptation. Only one of the models 
is optimal for professional self-realisation in teachers and 
positive results in development and education of their stu-
dents. The results show the need of further research on 
this issue. Cluster analysis procedure has been shown to 
be highly useful in diagnosing the professional group of 
teachers. First and foremost, it allows for multidimension-
al approach to functioning in the job.
The need of positive selection to the teacher’s job has 
been clearly confirmed. This job is not for everyone. 
School is an aggressogenic workplace and thus it needs 
teachers who are endowed with mature and balanced 
personality, high and adequate self-esteem, awareness of 
their own competencies and predispositions, enthusiasm 

performing as teachers properly. They experience dif-
ficulties with adaptation, lack of emotional balance, and 
a  clear tendency to feel negative emotions. ‘Frustrated’ 
female teachers do not expect success. They do not trust 
in their competencies, they lack appropriate energy and 
strong will to be active. They do not cope with problems at 
work, they also do not trust other people. Teachers in this 
group are characterised by high neuroticism, high level of 
aggression syndrome, and lack of capacity of controlling 
their own undesired behaviours, which bodes ill for their 
work at school [12,21,27,29]. Their effectiveness in the job 
is low and they experience burnout to the extent greater 
than all the other participants. They do not experience 
satisfaction with their work and their chances to find self-
realisation in the chosen job are low [29,30]. The fact that 
they work at school is unfavourable both for their students 
and for themselves.
Another model, i.e. ‘passive teachers’, accounting for 30% 
of the participants, describes characteristics that do not 
necessarily limit professional effectiveness, yet may do so 
in some specific conditions. These are women who are not 
distinctive in any way. They display neither such desired 
characteristics as those of ‘adapted’ teachers nor such un-
desired ones as those of the ‘frustrated’ teachers. The ma-
jority of their traits present an average level and it is even 
difficult to describe them. This situation is very unfavour-
able for working with students, where acting as a personal 
model is one of sources of influence. Teachers who present 
little involvement and no enthusiasm for their work will 
not be able to evoke in their students a motivation to act. 
The professional identity of these teachers may be seri-
ously handicapped [5].
The presented groups of female teachers have appeared 
very consistent internally and relatively constant, as the 
time span of their work experience does not modify their 
traits and behaviours in a significant way.
‘Frustrated’ female teachers experience evident emotional 
exhaustion as early as in the first years of their work and 
this situation continues till the end of their career. Experi-
ence and competencies which should grow in subsequent 
years of work, neither increase professional efficiency nor 
lower the subjective feeling of being burdened with duties 
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and energy for work. The process of qualifying to work at 
school should comprise many stages so as to minimise the 
risk of admitting to the profession persons who will not be 
able to communicate with students effectively and will not 
create optimal chances for them to succeed in develop-
ment and education. Common character of pedagogical 
faculties in higher schools renders it possible to prepare 
a vast group of young people to this job. However, their 
formal qualifications do not present a sufficient criterion 
for successes in this job. 
It has become clear that they must be accompanied by 
suitable predispositions and psychological traits. The first 
selection of candidates to work at school should be done 
while recruiting students to pedagogical faculties. In the 
process of evaluating candidates, it seems advisable to 
make use of the psychological dimensions that appear 
crucial for the future candidates’ chance of becoming 
well adapted teachers. Verification of candidates for the 
teacher job should be continued in the course of studies 
and during realisation of practical placement. And finally, 
it ought to be an important element of probation period, 
when young teachers are offered the chance to confront 
school reality with their own predispositions and capabili-
ties. It is obvious that proper selection to the job cannot 
be achieved without suitable pay regulations in the edu-
cational system. This job is too important from the social 
point of view to let it be performed by poorly adapted or 
even misadapted people. Good teachers will bring mea-
surable advantages for students.
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