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Abstract
Background Although postgraduate studies have been shown to be associated with stressful experiences, students 
reading programmes through the distance and e-learning mode experience greater levels of stress due to several 
reasons. These stressful encounters might be heightened in female married postgraduates on distance education 
programmes due to other family-work-related engagements. This study investigated the stress-related experiences 
and intentions to quit studies among female married students on a distance education programme in Ghana.

Methods Using a sequential explanatory mixed-methods design, 164 married postgraduate distance education 
students were sampled to participate by responding to a questionnaire. Follow-up interviews were conducted with 
10 participants to offer insight into the quantitative findings. Quantitative data were analysed using descriptive 
statistics, including frequency and percentages, while the qualitative data were thematically analysed.

Results Stress was prevalent among the female married distance education students, with the majority having 
intentions of quitting their studies. The stressors identified ranged from personal (i.e., work and family demands) to 
institutional ones (i.e., academic load, unresolved complaints and high financial demands from the programme).

Conclusions Key findings suggest that female married postgraduate distance education students perform multiple 
roles as full-time employees with family and academic demands that can negatively impact their health and 
academic work. Implications and recommendations of the findings are discussed.
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Introduction
The popularity of distance learning has grown recently. 
Parallel to this growth, advocates for education reform, 
including educators, policymakers and researchers, are 
increasingly calling for an action in response to the psy-
chological consequences (stress) and intention to discon-
tinue studies (student attrition or dropout rate) in the 
distance education space. Although distance education 
students enjoy a more flexible learning environment, they 
nonetheless experience stress, which influences their 
psychological well-being and academic progress [1, 2]. 
Stress in this study reflects the conceptualization pro-
vided by Lazarus and Folkman [3] as “a particular rela-
tionship between the person and the environment that 
is judged by the person as burdensome or exceeding his 
or her capacity or resources to cope with the situation at 
hand” (p. 19). Thus, the disproportion between demands 
and resources is characterized as stress [4]. More specifi-
cally, we describe “educational or academic stress as the 
sensation of being overburdened by school workloads or 
demands”.

Studies have reported that students enrolled in distance 
education worldwide have been shown to experience high 
levels of stress [5–7]. Given that males and females react 
to stress differently [8], scholars have found that female 
distance learners exhibit higher levels of academic stress 
than their male counterparts [9–11]. Particularly, mar-
ried women enrolled in distance education programmes 
are also more likely than men to experience and exhibit 
symptoms of depression, anxiety, discomfort, and stress 
[12, 13]. These stressors are linked to several internal 
(e.g., personal goals, expectations, standards) [2, 14] and 
external stressors (e.g., excessive academic workload and 
assignments, time constraints, financial issues, attending 
to family-related responsibilities, and other social issues) 
[14–23, 14]. Although educational stress can be ben-
eficial because it challenges students and motivates stu-
dents to succeed [24], it can also have negative effects on 
student learning [25, 26], judgment and adaptive function 
[23] and lead to examination malpractices, and engaging 
in inappropriate school behaviours [26–28]. Stress can 
cause unhealthy behaviours [29, 30] and is linked to stu-
dents’ intentions to drop out of school [31, 32].

In higher education, the intention of distance educa-
tion students to quit or drop out is on the rise [33–36]. 
In this current investigation, students’ intention to quit 
a study is defined as “the perceived or subjective prob-
ability that a student will drop out of the programme in 
which they have enrolled and the frequency of having 
that thought”. According to earlier research reports [37, 
38], dropping out of school has a negative impact on stu-
dents’ self-esteem, psychological, emotional, and social 
well-being. This outcome has a negative impact on learn-
ing, unemployment, and lower standard of living. Extant 

researchers have found that distance education students’ 
intention to quit studies or drop out is related to several 
factors, including psychological consequences such as 
stress and burnout symptoms [39–44]. Swani et al. [45] 
established that stress reduces students’ satisfaction and 
intention to stay on their programme. In Peru, it was 
found that most distance education students withdrew 
from their studies due to mental health-related reasons 
[34, 46, 47]. In Brazil, De Souza et al. [48] showed that 
distance education students’ dropout intention was influ-
enced by negative affectivity (i.e., symptoms of depres-
sion, anxiety, and stress). The effect of academic stress on 
the intention to quit studying was attributed to several 
reasons, such as conflicts between study, work/employ-
ment, and family commitments [49, 50]. The online and 
distance education literature points to the challenges of 
balancing work, study, and family responsibilities as the 
reasons for dropping out of a university [49–52].

Due to inadequate or deteriorating facilities, universi-
ties in developing economies, such as Ghana, have had to 
deal with the unpleasant responsibility of rejecting quali-
fied applicants [53]. As a result, various universities use 
distance education as one of the most effective teaching 
methods to expand access to tertiary education to meet 
the growing demands of professional education [54, 55]. 
Most educators believe that traditional on-campus edu-
cation and training can be improved by distance learning. 
Distance education has become a way for existing and 
new educational establishments to admit working-class 
students ever since it was introduced [56]. In Ghana, for 
example, the majority of distance learners are adults who 
are married, parents, or employed (working), placing a 
huge demand on their learning time. Thus, these learners 
are likely to frequently face psychological, socio-religious, 
and financial/economic difficulties, as a result of creating 
a balance between work, school, and social lives. In fact, 
previous studies in Ghana have confirmed that student 
mothers in distance education face challenges such as 
the inability to regularly attend face-to-face lectures due 
to exhaustion, poor health of their children, and the lack 
of lactation rooms for breastfeeding [57]. Other findings 
have shown that married students were more stressed 
than unmarried students due to institutional, instruc-
tional, social, psychological, financial and family/mar-
riage problems [54, 58, 59]. Obviously, these conflicts put 
a lot of pressure on these learners and negatively impact 
their academic performance [60–62].

During face-to-face interactions with female married 
distance students in some of the distance education cam-
puses of one of the public universities in Ghana, they 
complained of headaches, lack of sleep, and fatigue due 
to poor educational services received from the university. 
Accordingly, frustrated distance learners who are unable 
to cope with the stress may delay on or withdraw from 
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the academic programme, thereby squandering their 
investment and jeopardizing their educational goals [63, 
64]. Studies on distance education in Ghana have focused 
mainly on stress, struggles and coping strategies [54, 57, 
62], challenges and coping strategies [59], satisfaction 
and choice of distance programme [53, 60], students’ 
learning with information communication technol-
ogy [65], and student mode of learning [66]. Yet issues 
of how these stressors manisfest and intentions to quit 
the programme have not been extensively investigated, 
especially with a unique population like female married 
women. Given this premise, this study examined female 
married postgraduate distance education students’ 
stress-related experiences and intention to quit studies. 
The current inquiry (1) explored the work-related activi-
ties of female married distance education students, (2) 
identified school-related perceived stressors of female 
married distance education students and (3) examined 
the intentions of female married distance education stu-
dents to quit their programme. Investigating the role of 
educational stress on intentions to quit or drop out is 
especially relevant as dropout intentions may be seen as 
a coping mechanism in response to stress (escape-avoid-
ance coping) [67].

Methods and materials
Study design
The research adopted the sequential explanatory mixed-
methods design, which started with a quantitative study 
followed by a purposeful qualitative phase based on the 
findings from the first stage. The use of this research 
design is justified because the investigators are interested 
in the attainment of both in-depth stress-related experi-
ences and general realities that characterise the numer-
ous loci of distance education students’ challenges in 
Ghana that research to date has marginalised [68–70]. 
Given the sparse research on this research theme across 
the sample, using the sequential explanatory mixed-
methods approach is recognised as the most preferred 
design for this detailed inquiry. The subsequent sections 
of the methods have been structured into the quantita-
tive and qualitative phases. The point of integration for 
this research is at the study design level (via explanatory 
sequential), method level (via the building approach) and 
interpretation stage (through the contiguous integration 
method).

Quantitative phase
Participants’ information
The study sampled 164 female married distance educa-
tion students from the University of Cape Coast (UCC), 
Cape Coast, Ghana. In terms of age, the youngest respon-
dent was 23 years, whereas the oldest was 53 years old. 
The mean age was 35 years (SD = 6.08), indicating that the 

majority of the participants were in their middle adult-
hood stage. The participants’ reported number of chil-
dren were 0 (n = 28, 17.1%), 1 (n = 30, 18.3%), 2 (n = 52, 
31.7%), 3(n = 37, 22.6%), and 4 (n = 17, 10.4%). The mean 
number of children was 2 with a standard deviation 
of 0.23. Over 90% of the respondents were Christians 
(n = 150, 91.5%), with 7.3% being Muslims (n = 12) and 
1.2% being atheists (n = 2).

Inclusion criteria
Due to the nature of the study population, the following 
inclusion criteria were used: (1) the student should be a 
registered postgraduate student in the selected institu-
tion, (2) the participant should be reading a postgradu-
ate programme with both taught courses and research 
work (i.e., project work, dissertation or thesis), and (3) 
the participants must be of sound mind to give consent 
of participation.

Research instrument: Questionnaire
A questionnaire was designed and validated by the inves-
tigators for the quantitative phase of the research. The 
questionnaire had a number of items which were aligned 
with the research objectives. First, the demographic sec-
tion was created, which had three items on the partici-
pants’ background information, namely, age, religion and 
the number of children. Other items were designed to 
obtain the work-related schedules of the respondents. 
Sample items include: What is your employment status 
(full-time vs. part-time vs. unemployed)? How many 
days do you spend at work, if you are working? How 
many hours do you spend at work, if you are working? 
Another section of the questionnaire asked participants 
to indicate, from a list of school-related stressors, the 
ones which place much burden on them. The instruc-
tion was “Rate the following school activity/activities on 
the extent to which they place much burden on you?” 
using a scale of 0 to 5, with 0 depicting no burden and 
5 signifying huge burden. The options included attending 
lectures, engaging in individual or group presentations, 
presenting/submitting term papers, writing quizzes and 
exams and carrying out mandatory research work (e.g., 
dissertation, thesis). The last question was, “How often 
do you feel stressed by the activities of this programme?”. 
The items were developed based on extensive literature 
review related to the field of stress and distance educa-
tion [49, 50, 54, 57, 62]. The questionnaire was devel-
oped adhering to the BRUSO approach (Brief, Relevant, 
Unambiguous, Specific and Objective) as have been 
adopted and utilised in previous studies [71]. Further, the 
content validity of the questionnaire was also established 
by experts in the fields of research methodology, clinical 
and health psychology, distance education, and quantita-
tive psychology. The review comments, suggestions and 
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recommendations were incorporated to improve the 
quality of the instrument [72]. As a preliminary check, 
five female married distance education students were 
identified and the questionnaire was administered to 
them. After the administration, their inputs concerning 
the clarity and understanding of the items were provided, 
which further shaped the items and the questionnaire.

Data collection procedures
All participants who identified themselves as satisfying 
all the inclusion criteria were contacted to participate in 
the study. Whereas some participants opted for an online 
version of the questionnaire (which was sent to their 
emails using Google forms), others preferred hard cop-
ies which were administered to them in class. The par-
ticipants were assured of confidentiality, anonymity and 
volition, and consent was obtained through signing a 
consent form. After the questionnaire administration, the 
participants were asked to optionally indicate whether 
they would be willing to participate in the second phase 
(i.e., qualitative component) of the research. Those who 
gave such consent were required to provide other per-
sonal contact details on their questionnaire. About 44.5% 
(n = 73) of them indicated their willingness to participate 
in the qualitative phase of the research. Ethical approval 
was sought from the Institutional Review Board of the 
University of Cape Coast, Ghana, with reference number 
UCCIRB/EXT/2020/25.

Quantitative data analysis
The data retrieved from the participants were screened 
for data entry errors. All inconsistent data were removed 
from the dataset. The quantitative data were analysed 
using descriptive statistics, including frequency, per-
centage, mean, standard deviation, and correlational 
analysis. Bar and pie graphs were used to represent some 
portions of the data to address the objectives. More 
precisely, the frequency counts and percentage of the 
responses were computed on a number of work-related 
activities (e.g., number of days, how many hours of work, 
working full time, part-time or unemployed) in order 
to address research objective one. For research objec-
tive two, responses on the various stressors encountered 
by the female distance education students were sum-
marised using mean and standard deviation. Whereas a 
correlational analysis was perfomed to examine the asso-
ciation among the identified stressors, frequency counts 
were used to assess the degree of stress they encoun-
tered; these are additional analyses to address the second 
objective. Data on the last research objective was anal-
ysed using frequency and percentage counts to tally the 
responses provided on the students’ intentions to quit 
their programme.

Qualitative phase
The qualitative phase was drawn from the face-to-face 
interview and phone interview data collected from par-
ticipants who opted to be part of the second phase of the 
research. This follow-up interview was necessary based 
on the following objectives: (1) to explain why most par-
ticipants experienced stress, and (2) reasons for their 
intentions to quit the postgraduate programme, as shown 
in the first phase of the study.

Participants’ selection
The study purposefully selected individuals who opted 
to be part of the second phase. Although 73 participants 
opted to be part, we could not reach 30 of the partici-
pants through the contact information they provided. 
Out of the remaining 43, 11 of them had earlier indicated 
that they had not been stressed and had never thought 
of quitting the programme. Based on data saturation, 
we interviewed 10 out of the 32 participants who were 
available and willing to be interviewed face-to-face or via 
phone due to distance. It must be noted that all 32 had 
mentioned in the quantitative phase that they were expe-
riencing stress and as well had intentions of quitting the 
programme.

Research instrument: Interview guide
A semi-structured interview guide was used to gather 
data from participants during the second phase of the 
study. Per the nature of the research design, the inter-
view guide was carefully developed by the investigators 
based on the outcome of the quantitative phase of the 
research. The instrument focused on understanding par-
ticipants’ stress and thoughts of quitting the programme 
as a follow-up on the initial survey. The interview ques-
tions bothered on getting in-depth information about 
the stress and stressors encountered in their schooling. 
The interview guide was first independently validated by 
experts in the fields of research methodology, clinical and 
health psychology, distance education, and educational 
psychology. Secondly, these experts together with the 
investigators had extensive discussion on the developed 
interview guide, afterwhich modifications were made 
accordingly.

Before the interview, participants were contacted and 
informed about the interviews. The participants and the 
researchers discussed and scheduled the date and time 
for the interviews, prioritising participants’ convenience 
to ensure their maximum cooperation and participation. 
Due to the difficulties of physical location of the homes 
of the study participants most (n = 7) of the participants 
were interviewed via phone based on preference, while 
the remaining (n = 3) were interviewed face-to-face. Par-
ticipants consented to be interviewed and audiotaped 
by signing a consent form sent via WhatsApp and email 
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to participants who were interviewed via phone. A hard 
copy of the consent form was made available for partici-
pants who were interviewed face-to-face to sign.

Qualitative data analysis
Transcripts were coded and thematically analysed using 
both manual and computer-assisted qualitative data 
analysis. To address the qualitative research objectives, 
a thematic analysis was carried out using the MAX-
QDA qualitative software for coding and development 
of themes. The qualitative data collected was first tran-
scribed verbatim [73]. We read through the entire data to 
familiarise ourselves with the data, after which important 
sections were coded [74]. Initially, 84 codes were devel-
oped. These codes were then organised into two major 
themes [74]. The first major theme had five sub-themes, 
while the second major theme has two sub-themes (See 
Table 1). To ensure the trustworthiness of the qualitative 
results, the results were sent to participants to check the 
accuracy of the results regarding their experiences [75, 
76]. Participants’ feedback did not have any significant 

influence on our findings. Students experiencing stress, 
as indicated in the quantitative phase, were involved in 
the qualitative phase to ensure the transferability of the 
findings to a similar population. Pseudonyms were also 
used to anonymise the identity of the participants.

Quantitative results
Work-related activities of female married distance 
education students
Three indicators were examined to understand the work 
activities of the participants. These indicators were the 
employment status of the participants, the number of 
days of working (if they are employed) and the number of 
hours they worked. The details of the analysis are shown 
in Table 2.

A greater percentage of the participants were employed 
in full-time jobs (86%), with less than 10% working as 
part-time workers (9.8%) (see Table  2). Very few par-
ticipants were unemployed (n = 7, 4.3%). The majority of 
the students worked 5 days a week (n = 128, 78%). Others 
reported working 6 days (n = 14, 8.5%) and 7 days (n = 15, 
9.1%) within the week. Concerning the number of hours, 
it was revealed that most of the participants worked 8 h 
or more within the day. For example, 48.8% worked for 
8  h, 15.2% worked for 9  h and 15.2% again worked for 
10  h. Some also reported working for 11  h (1.8%) and 
12 h (7.3%) in a day.

School-related perceived stressors on female married 
distance education students
The study examined 5 main school-related perceived 
stressors of postgraduate studies and attempted to under-
stand which of them placed much stress on them. The 
study also explored how burdens on a particular school 
activity could spill over to other related activities. The 
results are shown in Table 3.

As shown in Table 3, it was discovered that conducting 
research work placed the highest stress on the students 
(M = 3.49, SD = 1.41), followed by writing examinations 
(M = 2.74, SD = 1.51) and attending lectures (M = 2.48, 
SD = 1.50). Producing term papers and doing individual 
or group presentations in class were considered the least 
in terms of stress. Further results also showed significant 
positive relationships among the school activities regard-
ing the associated stressful ratings. In particular, the 
relationship coefficients ranged from 0.173 to 0.529, sug-
gesting that when there is a higher stress level associated 
with any of the activities, it is likely that other activities 
would also place a huge burden on the students.

The respondents were also asked to indicate how 
stressful they felt being on the programme. As depicted 
in Fig.  1, it was revealed that about two-thirds of the 
female married distance education students felt much 
stressed (66.5%). Other participants also reported being 

Table 1 Major and sub-themes
Major themes Sub-themes
Institutional/administrative stressors Inconsistent schedules

Unresolved complaints
Academic workload
Financial strain
Discouragement

Personal stressors Work/Employment
Family demands

Table 2 Work schedules of female married DE students
Variables Response Frequency Percent
Employment status Full-time 141 86.0

Part-time 16 9.8
Unemployed 7 4.3

Number of days for work in a week 0 day* 7 4.3
1 day 0 0
2 days 0 0
3 days 0 0
4 days 0 0
5 days 128 78.0
6 days 14 8.5
7 days 15 9.1

Number of hours of work in a day 0 h* 7 4.3
5 h 2 1.2
6 h 2 1.2
7 h 8 4.9
8 h 80 48.8
9 h 25 15.2
10 h 25 15.2
11 h 3 1.8
12 h 12 7.3

* These respondents were not employed
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moderately stressed (25.6%) and only 4.3% of them indi-
cated less stressed. About 3.7% of the participants men-
tioned that they were not stressed at all.

Intentions of female married DE students to quit their 
programme
The study also sought to assess respondents’ intentions to 
terminate their postgraduate studies due to its stressful 
nature and other associated factors. The graphical analy-
sis as depicted in Fig. 2 showed that about 21% of the stu-
dents had intentions to quit the programme, at all time 
(n = 35). Furthermore, a larger proportion of the students 
reiterated that they sometimes have thoughts of quitting 
their postgraduate studies (n = 85, 52%). However, some 
students reported that they had never thought of quitting 
the programme (n = 44, 27%).

Qualitative results
Participants’ views and explanation of themes
Distance education allows students and teachers flex-
ibility regarding place, time and pace of learning [54, 
77]. Distance education students/learners choose not to 
attend the traditional classroom or face-to-face schooling 

for several reasons, such as time constraints, geography, 
family demands and work requirements [78]. In turn, stu-
dents have the advantage of deciding their learning. This 
suggests that distance education’s flexibility will reduce 
stress (distress). However, this was not the case for the 
study participants. Instead, the themes that emerged 
from the data show that most participants experienced 
stress. Hence, participants thought of quitting the pro-
gramme. Two major themes and five sub-themes were 
generated after coding and categorisation of the codes. 
These themes and sub-themes are presented in Table 1.

Institutional/administrative stressors
Inconsistent schedules, academic workload, unresolved 
complaints, financial strain and discouragement, were 
the primary sources of the institutional/administrative 
stressors which made the study participants think of 
quitting the programme. In addition, participants spoke 
about how they are stressed due to the administrative 
activities of the distance education programme.

Table 3 Ratings of school activities based on the associated burdens
SN School Activities Mean SD 1 2 3 4
1 Attending lectures 2.48 1.50 1
2 Engaging in presentation 2.31 1.28 0.397** 1
3 Writing term papers 2.38 1.30 0.289** 0.529** 1
4 Writing exams 2.74 1.51 0.395** 0.271** 0.291** 1
5 Conducting research 3.49 1.41 0.173* 0.355** 0.424** 0.366**

**. Correlation is significant at the 0.01 level (2-tailed)

*. Correlation is significant at the 0.05 level (2-tailed)

Fig. 1 Degree of stress encountered on the postgraduate programme
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Inconsistent schedules
Participants explained that their thoughts of quitting the 
programme emanate from the stress they experience due 
to inconsistent schedules and postponement of activities 
such as the distribution of course materials, quizzes and 
examinations. Some participants said:

“…it is much stress when you prepare for an exami-
nation and just a day before the examination it is 
postponed…” (Keziah).
 
“…they [referring to the University management] are 
not consistent with the timetable they give us; they 
keep changing and that stresses me because it makes 
me keep changing my schedules at work …” (Han-
nah).

Another participant illustrated how students are stressed:

“The organisation of the school and the way of dis-
tributing modules [referring to reading materials] is 
appalling because it prevents us from studying since 
we don’t have the modules only to receive a module 
a week before the exam”. (Anita)

Unresolved complaints
Consumers expect that when they express their dissat-
isfaction about products, services or staffs of an organ-
isation or institution, it would be acknowledged and the 
necessary actions carried out to ensure their satisfaction 
or grievances addressed. This makes the organisation 

or institution accountable to the public, improving its 
reputation and strengthening public confidence [79]. 
However, the findings of this study show that students’ 
complaints were unresolved. The participants explained 
that the unresolved complaint stresses them, so they 
thought of quitting the programme. Some participants 
expressed:

“Sometimes, if you have a problem, you complain 
several times, but it wouldn’t be solved until you go 
to the main campus.” (Keziah).

Another participant added that

“…also, some papers haven’t appeared on my results 
slip [transcript], and getting help to resolve it has 
taken me a year, but still it has not been resolved, 
and in fact, it frustrates me…” (Rebecca).

Academic workload
Most of the participants in this study reported being 
stressed due to the academic workload. They explained 
that many topics are taught within a day, so they have to 
spend much time reading their course materials. In addi-
tion, the participants explained that they are also given 
several assignments to complete, which adds to their 
workload. The following are extracts from the partici-
pants’ interviews:

“Yes, I once thought of stopping because of the work-
load. Sometimes, many different topics are taught on 

Fig. 2 Intentions to quit postgraduate studies
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the same day, and I have three or more assignments 
to do at a time which I have little time for…” (Han-
nah).
 
“…I am thinking of stopping because the workload is 
too much for me to handle. We are given too many 
assignments.” (Rebecca).

The findings of this study imply that the distance edu-
cation students involved in this study need much time 
to meet their academic demands. Hence, if a student 
enrolled on a distance education programme because of 
time constrain, as it has been identified by some studies 
[7, 80] as one of the reasons why some individuals opt for 
distance education/learning, then it is likely that those 
individuals might put their thought of quitting the pro-
gramme into action.

Financial strain
Financial strain was an issue of concern to some partici-
pants. The participants explained that stress resulting 
from financial difficulties fuels their intentions to quit 
the programme. They complained of expensive tuition 
fees and limited time of payment. According to some 
participants:

“Another reason is that the school fees [tuition fees] 
is too much [expensive] as compared to other insti-
tutions that offer a similar programme.” (Bridgit).
“Also, the amount of fees is expensive and the dura-
tion to make payment before our courses are regis-
tered is too short for raising that amount to pay the 
fees” (Leticia).

Discouragement
Many students hope to secure better employment or be 
promoted in their careers or work after graduation. In 
this study, most of the participants are workers seeking 
to upgrade themselves or enhancing their professional 
development but have to opt for distance education due 
to work schedules. However, a participant shared her 
concerns about how some teachers discourage them. She 
explained that some lecturers retort that they would not 
be upgraded because her degree was obtained through 
distance education. She said:

“You know, most of us are teachers and want to 
upgrade, but it’s too stressful and it hurt to hear 
some of our teachers saying that after the distance 
programme, it won’t send you anywhere using your 
certificate…” (Anna).

Personal stressors
An advantage of distance education/learning is the flex-
ibility of time and the opportunity for students to plan 
their learning and complete their academic courses at 
their own pace [81]. Therefore individuals who are not 
able to attend traditional face-to-face school due to but 
not limited to, work, financial, geographic, family and 
time constraints usually opt for distance education so 
that they can achieve their academic goals without inter-
fering with or disrupting their personal everyday life [81]. 
However, our analysis revealed that work/employment 
and family demands (sub-themes) were the personal 
stressors that made participants consider quitting the 
programme.

Work/employment
Strain resulting from work/employment was a significant 
personal stressor, according to most of the participants. 
During our interview, most participants explained that 
they had thought of quitting their programme because 
combining work and academics was challenging since 
both require time and attention. They added that some-
times they have to be at work, and at the same time, they 
have to be at lectures. A participant illustrated how the 
combination of her work and academic work stresses her:

“I am a worker; throughout the week, I am at work 
and leave (close from work) around 6 pm or even 
beyond. Therefore, sometimes it is not easy to get 
time to learn. Also, sometimes deadlines given for 
the submission of assignments are very short, putting 
us under a lot of pressure and stress. For that reason, 
it occurred to me once to quit. But I still gathered the 
strength to go on. (Leticia)

Some participants added:

“It is stressful combining examinations, projects, 
presentations, assignments, quizzes, managing 
my family, monetary issues, and online lectures…” 
Sometimes I feel I should just give up.” (Dorine).

A participant also said:

“I have no time at all; every day, I am busy. I go to 
work from Monday to Friday and sometimes close 
very late and tired, so I am not able to study…” 
(Anna).

Family demands
Participants explained that combining family demands 
such as cooking and taking care of children with aca-
demic work such as completing assignments and 
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attending lectures is strenuous, so sometimes, they are 
tempted to quit studies. A participant illustrated how 
the need to meet her family demands and academic work 
stresses her:

“…also, I have to take care of the family and make 
sure our home is in order. So, it is very stressful to do 
all of these and assignments, prepare for quizzes and 
examinations.” (Anna).

Another participant said:

“I have thoughts of stopping because I hardly get 
someone to take care of my kids on Saturdays as my 
husband, too, is a health professional who goes to 
work on Saturdays. Travelling from my place of resi-
dence to Ho [the capital of the Volta Region where 
the study centre is located] along with my little chil-
dren, is stressful” (Gloria).

Another participant, who looked frustrated, said

“Sometimes, I want to quit because of family pres-
sure, especially when I am learning.” (Bridgit).

Discussion
The current inquiry investigated the work-related activi-
ties of female married distance education students, iden-
tify school-related perceived stressors of female married 
distance education students and examine their intentions 
to quit their programme. The findings indicate that the 
majority of the female married postgraduate students 
were full-time workers, with many working five days a 
week and eight hours a day. Additionally, the study find-
ings showed that most of the students reported that con-
ducting research imposes a higher burden of stress with 
the least reported stressors been term papers and indi-
vidual/group presentations. Further, the research find-
ings revealed that the majority of the students sometimes 
thought of quitting their postgraduate studies with few 
indicating they never thought of quitting the programme. 
The findings in this study are novel as it provides a quali-
tative perspective to help deepen the understanding of 
stress-related experiences of postgraduate students in 
the distance education programme. The general impli-
cation of these findings is that participants who enrolled 
on the distance education programme enjoy the benefit 
it offers about time flexibility [54, 78, 80], however, in 
meeting family demands, they become disappointed at 
a point of their studies. This latter outcome is a result 
of the possible effect of stress arising from the various 
demands (i.e., academic, work and family management) 
that impose a psychological burden that affects one’s 

quality of life. This result may therefore lead to attrition 
from the programme, poor academic performance, sui-
cidal ideation, role conflict, decreased intrinsic motiva-
tion and many more negative tendencies. For instance, 
the findings showed that the majority of the students 
were in full-time employment, working five days a week 
and eight hours a day. This work-related engagement, 
when combined with academic demands, more so at the 
postgraduate level, may manifest negative physical, psy-
chological and academic impacts [59, 82]. Though related 
studies are rare to contrast, one analogous study found 
increased working hours and days to be associated with 
stress [83], which was also confirmed in the qualitative 
finding. Moreover, most female postgraduate distance 
education students have family-related responsibilities, 
such as nursing babies, which further compound their 
academic challenges. Plausibly, this observation could 
be the reason majority of the participants reported their 
intentions of quitting the programme. This argument is 
buttressed by qualitative findings, where the participants 
reiterated the stressful demand of caring for the family as 
an impediment to their academic progression. Alabi et al. 
[83] argued that the socio-cultural discrimination against 
women in Africa challenges their higher academic 
achievements. Since married women are entirely saddled 
with family care responsibilities which have a competing 
interest against their higher academic demands, there-
fore, these demands compel most women not to pursue 
higher education. These women opt for programmes like 
distance education just to be available at home to take 
care of the family, which comes with stressful demands 
[84].

Invariably, the findings revealed that most participants 
sometimes have thoughts of quitting their postgraduate 
education, with few indicating never thought of quitting 
the programme. This outcome means that the students 
may have reached a mental state of distress due to dis-
sipated intrinsic and extrinsic motivated factors and poor 
system support either from the school, workplace and 
family support systems. By providing interventions that 
have proved to reduce stress and improve coping mecha-
nisms and stress management, educational institutions 
can attempt to reduce the academic-related stress experi-
enced by students. Also, extant literature has shown that 
educational programmes that increase students’ stress-
coping abilities and skills directly and favourably affect 
academic achievement and reduce health risks [85–87]. 
For instance, a meta-analysis of 19 randomised controlled 
trials or quasi-experimental research discovered that stu-
dent coping abilities were enhanced and stress symptoms 
were reduced by school programmes aimed at stress 
management [88]. A similar study in South Africa upheld 
the findings of the present study. For example, Silinda 
and Brubacher [89] found that postgraduate students in 
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distance education programmes considered quitting the 
programme due to the accompanying overbearing stress 
and lack of support to mitigate challenges. The similar-
ity in the finding may be due to the cross-cultural nature 
of academic-related stress issues. That notwithstanding, 
few students in the present study indicated no intention 
to quit the programme, which is a positive sign of resil-
ience and noteworthy for further investigation in future 
research to find out their motivation. This outcome sup-
ports the assertion of Beccaria et al. [90] that these few 
students may be actively engaging in protective or resil-
ience strategies to cope with their stressors, a situation 
worthy of emulation by others. Therefore, academic 
institutions running distance education programmes are 
encouraged to design and implement policies as well as 
active coping interventions that are learner-specific since 
individual students have different skills and motivation 
levels.

In furtherance, the findings also showed that most 
students reported that conducting research imposes a 
higher burden of stress with the least reported stressors 
being term papers and individual/group presentations. 
This result concurs with Silinda et al.’s [91] findings, 
where distance education students reported that disser-
tation and thesis writing imposes higher stress on them. 
The qualitative findings of Silinda and co’s study identi-
fied uncertainty about the research/writing process along 
with insufficient support from supervisors as their stress-
ors and the reason for their intention to quit the pro-
gramme. This link was confirmed in the qualitative aspect 
of the present study, where participants intimated institu-
tional stressors such as inconsistent schedules, academic 
workload, unresolved complaints, and financial strain 
as precursors for their stress and intentions to abrogate 
their various programmes. These findings revealed the 
lack of or inadequate student support systems within 
the distance education programme of postgraduate edu-
cation in Ghana. Besides, even if these support systems 
are available, they may not be effective in ameliorating 
the academic stress of students and need to be reviewed. 
This situation has been advocated for by the international 
“Healthy Universities” movement, which promotes the 
university’s role as a resource for promoting health and 
well-being among students, faculty, and the general soci-
ety through instruction, research, information exchange, 
and institutional practice and not just strictly academics 
to the neglect of the students’ well-being [89].

The findings imply that institutions offering postgrad-
uate distance learning programmes in Ghana should 
aid their students by providing training or counselling 
services that would cater for the needs of the distance 
learners, such as how to balance academic work with 
family and employment duties through integrated plan-
ning. Other implications include enhancing supervisors’ 

support of distance learning postgraduate students, such 
as through better communication, faster feedback deliv-
ery, and clearer correspondence, to help ensure that these 
students receive the guidance they need when writing 
their dissertation or thesis.

Strengths and limitations
The study’s relevance and strengths are bolstered using a 
two-prong mixed-methods perspective of evidence gath-
ering to deepen and broaden understanding of the stress-
related phenomena. Despite the study’s advantages, a few 
restrictions must be highlighted. First, it is structured as 
a cross-sectional design that examines the real world at a 
certain period. Such a strategy does not investigate lon-
gitudinal variations in perceived stressors across time. 
Also, we cannot completely rule out information bias 
because the data were gathered via self-administered 
questionnaires and/or devices. However, non of these 
limitations invalidate the findings of the study.

Conclusion and recommendations
This study investigated work-related activities of female 
married distance education students, identified school-
related perceived stressors of female married distance 
education students and examined the intentions of 
female married distance education students to quit their 
programme. It can be concluded from this study that 
female postgraduate distance education students per-
form multiple roles as full-time employees with family 
and academic demands that can have a negative health 
and academic impact. Also, the majority of female post-
graduate distance education students have a high pro-
pensity to quit their studies due to a lack of support from 
both academics and family. Lastly, conducting research 
imposes a high burden of stress on the participants com-
pared to other academic-related activities.

Therefore, postgraduate distance learning students are 
encouraged to focus more on using active or functional 
coping strategies (e.g., integrated planning) rather than 
adopting behavioural disengagement. Active coping will 
assist distance learners to better initiate forearmed prep-
arations for similar situations in the future and acquire 
relevant abilities to manage potential stressors. Also, ori-
entation programmes on active coping methods offered 
by educational institutions and employers will be highly 
beneficial in helping distant learners achieve this aim. It 
is also advised that educational institutions provide aca-
demic counsellors to distant learners. These counsellors 
will advise distant learners on how to handle or manage 
their difficulties while pursuing their academic goals.

Acknowledgements
None declared.



Page 11 of 13Adu Henaku et al. BMC Psychology          (2024) 12:348 

Author contributions
E.A.H. F.Q., and J.E.H. conceived the idea. E.A.H. and F.Q. performed the analysis. 
E.A.H., F.S., F.Q., E.K.A., M.S.S., J.E.H., F.A., V.A.S., and T.S. prepared the initial draft 
of the manuscript. All authors thoroughly revised and approved the final 
version of the manuscript.

Funding
Open Access funding enabled and organized by Projekt DEAL. The study 
received no external funding. However, the authors sincerely thank Bielefeld 
University, Germany for providing financial support through the Institutional 
Open Access Publication Fund for the article processing charge (APC).
Open Access funding enabled and organized by Projekt DEAL.

Data availability
Anonymized data is available upon reasonable request through the 
corresponding author.

Declarations

Ethics approval and consent to participate
The ethical approval was sought from the Institutional Review Board of the 
University of Cape Coast, Ghana, with reference number UCCIRB/EXT/2020/25. 
All standard procedures were adhered to in accordance to the 6th edition of 
the Declaration of Helsinki. We confirm that written informed consent was 
obtained from all study participants before data collection.

Consent to publish
Not applicable.

Competing of interests
None declared.

Author details
1Department of Family Life Management Education, University of 
Education, P. O. Box 25, Winneba, Ghana
2College of Public Health, Medical and Veterinary Sciences, James Cook 
University, Townsville, QLD 4811, Australia
3Department of Educational Foundations, University of Education, P. O. 
Box 25, Winneba, Ghana
4Department of Business & Social Sciences Education, University of Cape 
Coast, PMB Cape Coast, Cape Coast, Ghana
5Department of Health, Physical Education, Recreation and Sports, 
University of Education, P. O. Box 25, Winneba, Ghana
6Department of Health, Physical Education and Recreation, University of 
Cape Coast, PMB Cape Coast, Cape Coast, Ghana
7Neurocognition and Action-Biomechanics-Research Group, Faculty of 
Psychology and Sports Science, Bielefeld University, Postfach 10 01 31, 
33501 Bielefeld, Germany
8Department of Education and Psychology, University of Cape Coast, PMB 
Cape Coast, Cape Coast, Ghana
9Department of Educational Studies, Patton College of Education, Ohio 
University, 45701, Athens, OH, USA
10College of Distance Education, University of Cape Coast, PMB Cape 
Coast, Cape Coast, Ghana

Received: 19 January 2023 / Accepted: 31 May 2024

References
1. Boutsika M, Kadianaki A. Drivers and Barriers to Distance Learning implemen-

tation: A Case Study at TEI of Athens. Masters Thesis, Lund University, 2019.
2. Misigo BL. Gender difference in the perceived level of stress and coping 

strategies among university students in Kenya: a case of public universities. 
Int Acad J Social Sci Educ. 2015;1(4):44–52.

3. Lazarus RS, Folkman S. Stress, appraisal, and coping. New York: Springer; 1984.
4. Lazarus RS. Stress, appraisal, and coping. Folkman, Susan. New York: Springer; 

1999.

5. Chemutai LB, Mulambula SM. The determination of academic stress levels 
by gender and year of study. A case of Kenyan university students. Am Int J 
Social Sci. 2020;9(4):16–22. https://doi.org/10.30845/aijss.v9n4p3.

6. Stallman HM. Psychological distress in university students: a comparison with 
general population data. Aust Psychol. 2010;45:249–57.

7. Vazquez FL, Otero P, Diaz O. Psychological distress and related factors in 
female college students. J Am Coll Health. 2012;60(3):219–25.

8. Afifi M. Gender differences in mental health. Singapore Med J. 2007;48(5):385.
9. Karaman MA, Lerma E, Vela JC, Watson CJ. Predictors of academic stress 

among college students. J Coll Couns. 2019;22(1):41–55.
10. Mahmoud JSR, Staten RT, Hall LA, Lennie TA. The relationship amon young 

adult college students’ depression, anxiety, stress, demographics, life satisfac-
tion, and coping styles. Issues Ment Health Nurs. 2012;33(3):149–56.

11. Mazumdar H, Gogoi D, Buragohain L, Haloi N. A comparative study on stress 
and its contributing factors among the graduate and post-graduate students. 
Adv Appl Sci Res. 2012;3(1):399–406.

12. Ibrahim Ahmed K, Kelly Shona J, Adams Clive E, Glazebrook Cris. A systematic 
review of studies of depression prevalence in university students. J Psychiatr 
Res. 2013;47(3):391–400.

13. Elmer T, Mepham K, Stadtfeld C. Students under lockdown: comparisons of 
students’ social networks and mental health before and during the COVID-19 
crisis in Switzerland. PLoS ONE. 2020;15 (7).

14. Wangeri T, Kimani E, Mutweleli SM. Transitional challenges facing first year 
university students in Kenyan public universites: a case of Kenyatta University. 
Interdisciplinary Rev Econ Manage. 2012;2(1):7.

15. Ankoma-Sey VR, Quansah F, Aheto KS. Efficacies of technology-based instruc-
tion in the University of Cape Coast distance education. Programme Staff 
Educational Dev Int. 2018;22(3):97–111. http://journal.netsed.net/ojs/index.
php/sedi/article/view/6.

16. Ankoma-Sey VR, Essilfie G, Quansah F, Nugba RM. Distance education 
students’ readiness for online learning at the University of Cape Coast, Ghana. 
In: Muniandy B, Awabil G, Mandela R, Afutu-Kotey R, Muyaka J, editors. 
Handbook of research on distance education in Ghana. Accra: Sub-Saharan 
African; 2022. pp. 42–65.

17. Chao RC. Research managing perceived stress among college students: the 
roles of social support and dysfunctional coping. J Coll Couns. 2012;15:5–22. 
https://doi.org/10.1002/j.2161-1882.2012.00002.x.

18. Beltman S, Poulton E. Take a step back: teacher strategies for managing 
heightened emotions. Australian Educational Researcher. 2019,46(661 – 79).

19. Quansah F, Ankoma-Sey VR, Aheto SK. Perception of distance education 
students of their involvement in assessment decisions in Ghana. Asian J 
Distance Educ. 2017;12(1):17–24. http://www.asianjde.org/ojs/index.php/
AsianJDE/article/view/237.

20. Ribeiro IJ, Pereira R, Freire IV, de Oliveira BG, Casotti CA, Boery EN. Stress and 
quality of life among university students: a systematic literature review. 
Health Professions Educ. 2018;4(2):70–7.

21. Smith KJ, Rosenberg DL, Timothy HG. An Assessment of the Psycho-
metric properties of the perceived stress Scale-10 (PSS10) with business 
and accounting students. Acc Perspect. 2014;13(1):29–59. https://doi.
org/10.1111/1911-3838.12023.

22. Sumaila J, Ankoma-Sey VR, Asamoah D, Quansah F. Conducting research 
work as a requirement for university undergraduate studies: challenges of 
distance education students in Ghana. Open Educ Stud. 2020;2(1):149–58. 
https://doi.org/10.1515/edu-2020-0112.

23. Emerson DJ, Hair JF Jr, Smith KJ. Psychological distress, burnout, and business 
student turnover: the role of resilience as a coping mechanism. Res High 
Educt. 2023;64(2):228–59.

24. Edjah K, Ankomah F, Domey E, Laryea JE. Stress and its impact on academic 
and social life of undergraduate university students in Ghana: a structural 
equation modeling Approach. Open Educ Stud. 2020;2:37–44. https://doi.
org/10.1515/edu-2020-0100.

25. Regehr C, Glancy D, Pitts A. Interventions to reduce stress in university stu-
dents: a review and meta-analysis. J Affect Disord. 2013;148:1–11. https://doi.
org/10.1016/j.jad.2012.11.026.

26. Vaez M, Laflamme L. Experienced stress, psychological symptoms, self-rated 
health and academic achievement: a longitudinal study of Swedish university 
students. Soc Behav Personal. 2008;36:83–196.

27. Rourke MO, Hammond S, Flynn SO, Boylan G. The medical student stress 
profile: a tool for stress audit in medical training. Med Educ. 2010;44:1027–37. 
https://doi.org/10.1111/j.1365-2923.2010.03734.x.

https://doi.org/10.30845/aijss.v9n4p3
http://journal.netsed.net/ojs/index.php/sedi/article/view/6
http://journal.netsed.net/ojs/index.php/sedi/article/view/6
https://doi.org/10.1002/j.2161-1882.2012.00002.x
http://www.asianjde.org/ojs/index.php/AsianJDE/article/view/237
http://www.asianjde.org/ojs/index.php/AsianJDE/article/view/237
https://doi.org/10.1111/1911-3838.12023
https://doi.org/10.1111/1911-3838.12023
https://doi.org/10.1515/edu-2020-0112
https://doi.org/10.1515/edu-2020-0100
https://doi.org/10.1515/edu-2020-0100
https://doi.org/10.1016/j.jad.2012.11.026
https://doi.org/10.1016/j.jad.2012.11.026
https://doi.org/10.1111/j.1365-2923.2010.03734.x


Page 12 of 13Adu Henaku et al. BMC Psychology          (2024) 12:348 

28. Soliman M. Perception of stress and coping strategies by medical students 
at King Saud University, Riyadh, Saudi Arabia. J Taibah Univ Med Sci. 
2014;9(1):30–5. https://doi.org/10.1016/j.jtumed.2013.09.006.

29. Nguyen-Michel ST, Unger JB, Hamilton J, Spruijt-Metz D. Associations 
between physical activity and perceived stress/hassles in college students. 
Stress Health. 2006;22:179–88.

30. Gustems-Carnicer. Jose, Caterina Calderón, and Diego Calderón-Garrido. 
Stress, coping strategies and academic achievement in teacher education 
students. Eur J Teacher Educ. 2019;42(3):375–90.

31. Chartrand JM. An empirical test of a model of nontraditional student adjust-
ment. J Couns Psychol. 1992;39:193e202.

32. Sandler ME. Career decision-making self-efficacy, perceived stress, and an 
integrated model of student persistence: a structural model of finances, atti-
tudes, behavior, and career development. Res High Educt. 2000;41:537e580.

33. Costa OSD, Gouveia LB. Modelos De retenção de estudantes: abordagens e 
perspectivas. Revista Eletrônica De Administração. 2018;24(3):155–82. https://
doi.org/10.1590/1413-2311.226.85489.

34. Del Savio AA, Galantini K, Pachas A. Exploring the relationship between 
mental health-related problems and undergraduate student dropout: a case 
study within a civil engineering program. Heliyon. 2022;8:e09504. https://doi.
org/10.1016/j.heliyon.2022.e09504.

35. Chi D, Randall C, Hill C. Dental trainees’ mental health and intention to 
leave their programs during the COVID-19 pandemic. J Am Dent Assoc. 
2021;152(7):526–34.

36. Hovdhaugen E. Transfer and dropout: different forms of student departure in 
Norway. Stud High Educ. 2009;34(1):1–17.

37. Ayala JC, Manzano G. Academic performance of first-year university students: 
the influence of resilience and engagement. High Educ Res Dev. 2018.

38. Belfield C, Levin HM. The price we pay: Economic and social consequences of 
inadequate education. Washington, D.C.: Brookings Institution; 2007.

39. Mostert K, Pienaar J. The moderating effect of social support on the relation-
ship between burnout, intention to drop out, and satisfaction with studies of 
first-year university students. J Psychol Afr. 2020;30(3):197–202.

40. Turhan D, et al. University students’ profiles of burnout symptoms amid the 
COVID-19 pandemic in Germany and their relation to concurrent study 
behavior and experiences. Int J Educational Res. 2022;116:102081. https://doi.
org/10.1016/j.ijer.2022.102081.

41. Alves SA, Sinval J, Lucas Neto L, Marôco J, Ferreira AG, Oliveira P. Burnout 
and dropout intention in medical students: the protective role of aca-
demic engagement. BMC Med Educ. 2022;22:83. https://doi.org/10.1186/
s12909-021-03094-9.

42. Ishii T, Tachikawa H, Shiratori Y, Hori T, Aiba M, Kuga K, Arai T. What kinds of 
factors affect the academic outcomes of university students with mental 
disorders? A retrospective study based on medical records. Asian J Psychiatr. 
2018;32:67–72.

43. Parviainen M, Aunola K, Torppa M, Poikkeus AM, Vasalampi K. Symptoms 
of psychological ill-being and school dropout intentions among upper 
secondary education students: a person-centered approach. Learn Individual 
Differences. 2020;80:101853. https://doi.org/10.1016/j.lindif.2020.101853.

44. Roso-Bas F, Jiménez AP, García-Buades E. Emotional variables, dropout and 
academic performance in Spanish nursing students. Nurse Educ Today. 
2016;37:53–8. https://doi.org/10.1016/j.nedt.2015.11.021.

45. Swani K, Wamwara W, Goodrich K, Schiller S, Dinsmore J. Understanding 
business student retention during COVID-19: roles of service quality, college 
brand, and academic satisfaction, and stress. Serv Mark Q. 2022;43(3):329–52. 
https://doi.org/10.1080/15332969.2021.1993559.

46. Leon-Jimenez F, Jara-Romero LE, Chang-Davila D, Chichon-Peralta JL, Piedra- 
Hidalgo MF. Tamizaje De Salud mental mediante El test MINI en estudiantes 
De Medicina. Fac Med. 2012;73(3):191–6.

47. Necochea Oca ~ na Y, Nervi Condori C, Tuesta Echeandía V, Olazabal Valera 
L, Rodríguez Carrasco J, Gastelo Davila A, Leon-Jimenez F. Frecuencia y 
características del abandono estudiantil en Una Escuela De Medicina De 
Lambayeque, 2006–2014. Rev Med Hered. 2017;28(3):171–7.

48. De Souza MGB, Aquino CVMG, Da Silva CRM. Negative affectivity and 
dropout intention among accounting science students during the covid-
19 pandemic. Florianópolis, SC. 2022;21, 1–19, e3314, 2022. https://doi.
org/10.16930/2237-7662202233142.

49. Coates H, Ransom L, Dropout DNA, and the genetics of effective support 
(AUSSE Research Briefing. 2011; vol. 11). Retrieved from http://research.acer.
edu.au/cgi/viewcontent.cgi?article=1000&context=ausse

50. Robotham D. Stress among higher education students: towards a 
research agenda. High Educ. 2008;56:735–46. https://doi.org/10.1007/
s10734-008-9137-1.

51. Tones M, Fraser J, Elder R, White K. Supporting mature-aged students from 
a low socioeconomic background. High Educ. 2009;58:505–29. https://doi.
org/10.1007/s10734-009-9208-y.

52. Waterhouse P, Samra R, Lucassen M. Distance education students’ satisfaction: 
Do work and family roles matter? Distance Education. 2022;43:1, 56–77, 
https://doi.org/10.1080/01587919.2021.2020622Waterhouse 2022.

53. Segbenya M, Oduro GKT, Peniana GFK. Proximity and choice of College of 
Distance Education (CoDE) of the University of Cape Coast for further studies. 
Int J Educational Manage. 2019;33(5):1012–34.

54. Kwaah CY, Essilfie G. Stress and coping strategies among Distance Education 
students at the University of Cape Coast, Ghana. Turkish Online J Distance 
Education-TOJDE. 2017;18(3):120–34. https://doi.org/10.17718/tojde.328942.

55. Kumi-Yeboah A. A look at the trend of distance and adult education in 
Ghana. Int Forum Teach Stud. 2010;6(1):19–28.

56. Segbenya M, Nyieku IE. Demographic determinants of job satisfaction 
among part-time academic staff of the College of Distance Education, 
University of Cape Coast. In: Muniandy G, Awabil J, Kumar R, Mandela RL, 
Afutu-Kotey, Muyaka J, editors. Handbook of Research on Distance Education 
in Ghana. Accra Ghana, Sub-Saharan African Publishers; 2021. pp. 1–25.

57. Dankyi JK, Dankyi LA, Minadzi VM. Struggles and coping strategies of student 
mothers at the University of Cape Coast Distance Education, Ghana. Creative 
Educ. 2019;10:2484–94. https://doi.org/10.4236/ce.2019.1011176.

58. Mends-Brew E, Asabere NY. The effectiveness of distance education in Ghana. 
Sci J Appl Math Stat. 2016;4(4):159–67.

59. Segbenya M, Anokye FA. Challenges and coping strategies among distance 
education learners: implication for human resources managers. Curr Psychol. 
2022. https://doi.org/10.1007/s12144-022-03794-5cost.

60. Segbenya M, Peniana F. Graduates’ satisfaction with components of Distance 
Education programmes pursued with the University of Cape Coast. In: 
Muniandy G, Awabil J, Kumar R, Mandela RL, Afutu-Kotey, Muyaka J, editors. 
Handbook of Research on Distance Education in Ghana. Accra Ghana, Sub-
Saharan African Publishers; 2021. pp. 1–25.

61. Panchabakesan S. Problems and prospective in distance education in India in 
the 21st century. Probl Educ 21st Century. 2011;30:113–22.

62. Torto BA. Problems of part-time students in Ghana: implications for distance 
education. Turkish Online J Distance Distance Educ. 2009;10(10):175–91.

63. Harisson DM. Tutorial attendance and student performance. Toronto: Univer-
sity of Toronto; 2008.

64. Mamhute R. The challenges of pregnant and nursing adult learners: a case 
study of Morgenter teachers’ college. Stellenbosch: Stellenbosch University; 
2011.

65. Owusu-Boateng W, Essel R, Mensah J. The challenges distant students face 
as they combine studies with work: the experience of teachers pursuing 
tertiary distance education at The University of Cape Coast, Ghana. Malaysian 
J Distance Educ. 2010;12(1):13–35.

66. Agyemang BK. Providing information communication technology support to 
distance education students: a case of the University of Ghana, Legon. Turk-
ish Online J Distance Distance Educ. 2010;11(3):129–46.

67. Folkman S, Lazarus RS. Manual for the ways of coping questionnaire. Palo 
Alto, CA: Consulting Psychologists; 1988.

68. Addadey JA, Quansah F, Nugba RM, Ankoma-Sey VR. Trapped in the ‘Web’: 
challenges of Grade 9 pupils in choosing a course to pursue in senior high 
schools in Ghana. Open Educ Stud. 2022;4(1):106–19.

69. Creswell JW, Clark VLP. Designing and conducting mixed methods research. 
3rd ed. Thousand Oaks, California: SAGE Publications, Inc; 2018.

70. Hancock AM. When multiplication doesn’t equal quick addition: examining 
intersectionality as a research paradigm. Perspect. Politics. 2007;5:63–79.

71. Quansah F, Anin SK, Hagan JE Jr, Agormedah EK, Oduro P, Srem-Sai M, 
Frimpong JB, Schack T. Analysis of COVID-19 risk perception and its correlates 
among University students in Ghana. COVID. 2022;2:1125–38. https://doi.
org/10.3390/covid2080083.

72. Dunn JGH, Bouffard M, Rogers WT. Assessing item content-relevance in Sport 
psychology scale-construction research: issues and recommendations. Meas 
Phys Educ Exerc Sci. 1999;3:15–36.

73. Creswell JW, Hanson WE, Clark Plano VL, Morales A. Qualitative research 
designs: selection and implementation. Couns Psychol. 2007;35(2):236–64.

74. Braun V, Clarke V. Using thematic analysis in psychology. Qualitative Res 
Psychol. 2006;3(2):77–101.

https://doi.org/10.1016/j.jtumed.2013.09.006
https://doi.org/10.1590/1413-2311.226.85489
https://doi.org/10.1590/1413-2311.226.85489
https://doi.org/10.1016/j.heliyon.2022.e09504
https://doi.org/10.1016/j.heliyon.2022.e09504
https://doi.org/10.1016/j.ijer.2022.102081
https://doi.org/10.1016/j.ijer.2022.102081
https://doi.org/10.1186/s12909-021-03094-9
https://doi.org/10.1186/s12909-021-03094-9
https://doi.org/10.1016/j.lindif.2020.101853
https://doi.org/10.1016/j.nedt.2015.11.021
https://doi.org/10.1080/15332969.2021.1993559
https://doi.org/10.16930/2237-7662202233142
https://doi.org/10.16930/2237-7662202233142
http://research.acer.edu.au/cgi/viewcontent.cgi?article=1000&context=ausse
http://research.acer.edu.au/cgi/viewcontent.cgi?article=1000&context=ausse
https://doi.org/10.1007/s10734-008-9137-1
https://doi.org/10.1007/s10734-008-9137-1
https://doi.org/10.1007/s10734-009-9208-y
https://doi.org/10.1007/s10734-009-9208-y
https://doi.org/10.1080/01587919.2021.2020622Waterhouse
https://doi.org/10.17718/tojde.328942
https://doi.org/10.4236/ce.2019.1011176
https://doi.org/10.1007/s12144-022-03794-5cost
https://doi.org/10.3390/covid2080083
https://doi.org/10.3390/covid2080083


Page 13 of 13Adu Henaku et al. BMC Psychology          (2024) 12:348 

75. Birt L, Scott S, Cavers D, Campbell C, Walter F. Member checking: a tool to 
enhance trustworthiness or merely a nod to validation? Qual Health Res. 
2016;26(13):1802–11.

76. Candela AG. Exploring the function of member checking. Qualitative Rep. 
2019;24(3):619–28.

77. Turan Z, Kucuk S, Cilligol Karabey S. The university students’ self-regulated 
effort, flexibility and satisfaction in distance education. Int J Educational 
Technol High Educ. 2022;19(1):1–19.

78. Mupinga DM. Distance education in high schools: benefits, challenges, 
and suggestions. Clearing House: J Educational Strategies Issues Ideas. 
2005;78(3):105–9.

79. Australia OW. Effective Handling of Complaints Made to Your Organisation—
An Overview. 2017.

80. Western Cooperative for Educational Telecommunications [WCET]. Distance 
education: A consumer’s guide. 2004. http://www.wcet.info/Resources/
publications/conguide/.

81. Vlasenko L, Bozhok N. Advantages and disadvantages of distance learning. 
2014.

82. Michaela C, Pascoe SE, Hetrick, Alexandra G, Parker. The impact of stress on 
students in secondary school and higher education. Int J Adolescence Youth. 
2020;25(1):104–12. https://doi.org/10.1080/02673843.2019.1596823.

83. Matsushita M, Yamamura S. The relationship between long working hours 
and stress responses in Junior High School teachers: a Nationwide Survey in 
Japan. Front Psychol. 2022;12:775522.

84. Alabi OJ, Seedat-Khan M, Abdullahi AA. The lived experiences of postgradu-
ate female students at the University of Kwazulu Natal, Durban, South Africa. 
Heliyon. 2019;5(11), e02731.

85. Hanson TL, Austin GA. Health risks, resilience, and the academic performance 
index (California healthy kids survey factsheet 1). Los Alamitos, CA: WestEd. 
2002; Retrieve from http://surveydata.wested.org/resources/factsheet.pdf.

86. Perry Y, Werner-Seidler A, Calear A, Mackinnon A, King C, Scott J, Batterham 
PJ. Preventing depression in final year secondary students: school-based 
randomized controlled trial. Journal of Medical Internet Research 2017;1911, 
e369. Retrieved from https://www.ncbi.nlm.nih.gov/pubmed/29097357.

87. Weare K, Gray G. What works in developing children’s emotional and social 
competence and wellbeing? 2003;Southampton. UK: National Children’s 
Bureau © NCB; 2015.

88. Kraag G, Zeegers MP, Kok G, Hosman C, Abu-Saad HH. School programs 
targeting stress management in children and adolescents: A meta-analysis. 
Journal of School Psychology. 2006;44(6), 449–472. Retrieved from http://
www.sciencedirect.com/science/article/pii/S0022440506000690.

89. Silinda FT, Brubacher MR. Distance learning postgraduate student stress 
while writing a dissertation or thesis. Int J E-Learning Distance Educ. 
2016;32(1):1–14.

90. Beccaria L, Rogers C, Burton L, Beccaria G. Role of health-promoting 
behaviours for on-campus and distance education students. Distance Educ. 
2016;37(1):22–40. https://doi.org/10.1080/01587919.2016.1158768.

91. Dooris M. (2001) The health promoting university: a critical exploration of 
theory and practice. Health Educ. 2001;101: 51–60.

Publisher’s Note
Springer Nature remains neutral with regard to jurisdictional claims in 
published maps and institutional affiliations. 

http://www.wcet.info/Resources/publications/conguide/
http://www.wcet.info/Resources/publications/conguide/
https://doi.org/10.1080/02673843.2019.1596823
http://surveydata.wested.org/resources/factsheet.pdf
https://www.ncbi.nlm.nih.gov/pubmed/29097357
http://www.sciencedirect.com/science/article/pii/S0022440506000690
http://www.sciencedirect.com/science/article/pii/S0022440506000690
https://doi.org/10.1080/01587919.2016.1158768

	Stress-related experiences and intentions to quit studies among female married postgraduate distance education students in Ghana
	Abstract
	Introduction
	Methods and materials
	Study design
	Quantitative phase
	Participants’ information
	Inclusion criteria
	Research instrument: Questionnaire
	Data collection procedures
	Quantitative data analysis


	Qualitative phase
	Participants’ selection
	Research instrument: Interview guide
	Qualitative data analysis

	Quantitative results
	Work-related activities of female married distance education students
	School-related perceived stressors on female married distance education students
	Intentions of female married DE students to quit their programme
	Qualitative results
	Participants’ views and explanation of themes
	Institutional/administrative stressors
	Inconsistent schedules


	Unresolved complaints
	Academic workload
	Financial strain
	Discouragement
	Personal stressors
	Work/employment
	Family demands
	Discussion
	Strengths and limitations
	Conclusion and recommendations

	References


