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Abstract

This dissertation examines compassion fatigue (CF), secondary traumatic stress
(STS), and burnout (BO) among Pennsylvania public school teachers and their intentions
to leave the profession. It also explores the potential roles of compassion satisfaction
(CS) and resilience while considering demographic and school characteristics. Survey
data from 529 participants inform the findings, which reveal positive correlations
between STS and BO, and resilience and CS. Conversely, inverse correlations exist
between CS and BO, resilience and BO, and CS and STS, suggesting CS and resilience
can mitigate negative impacts of CF, STS, and BO. High BO and STS increase the
likelihood of early career exit, emphasizing the need for teacher well-being interventions.
Demographically, secondary teachers show higher resilience, male teachers exhibit
greater resilience than females, and female teachers report higher STS and CS. School
setting, age, and experience did not yield significant differences. Practical implications
involve trauma-informed professional development and support for BO and STS
reduction, and fostering CS through well-being assessments. Limitations include
geographic focus, sample size, cross-sectional design, self-reported data, gender
imbalance, and measurement tool choices. Future research encompassing diverse teacher
populations, larger samples, longitudinal designs, and alternative measurement tools is

warranted.
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Chapter 1: Introduction

Teaching comes with daily challenges. Teachers face enormous pressure to do
what is best for students, to deliver quality instruction, to connect to families, and to meet
the demands of administrators. The job is not an easy one. Nevertheless, job
responsibilities continue to increase. With an attrition rate higher in the U. S. than in
other countries at an average of 8%, schools face continuous pressure to do more with
fewer staff members, and teachers feel these effects (Espinoza et al., 2018). Since the
COVID-19 pandemic, schools in many areas have seen an increased number of
retirements, and one large district in California faced nearly double the number of
retirements than before the pandemic (Carver-Thomas et al., 2021). The increase in early
retirements might relate to teacher burnout as teachers experience increased workplace
stress and exposure to student trauma (Carver-Thomas et al., 2021).

The repercussions of teacher attrition and the ensuing staffing shortages are
numerous. Administrators ask teachers to cover classes during their planning time, and
administrators must juggle the demands of their job while also covering classes.
Furthermore, teachers who have left the field early since the pandemic cite stress as the
number one reason (Diliberti et al., 2021). Staff absences and unfilled job openings
increase demands for remaining staff (GBAO, 2022). Moreover, as a stop-gap measure,
many states are lowering the expectations for teacher placements and hiring untrained
personnel in place of certified teachers (Leiberman, 2021). However, research shows that
individuals without experience or adequate preparation leave the profession most often
and earliest in their careers, thus compounding the issue of turnover (Ingersoll et al.,

2022).



Perhaps because of these increasing demands, teacher burnout continuously
contributes to rising turnover rates (Carver-Thomas et al., 2021). Teachers leaving the
profession cite high-stakes testing pressure, lack of mentorship and training, lack of
administrative support, low pay, and poor teaching conditions as contributing factors to
their exodus (Espinoza et al., 2018). In a recent large-scale study of teachers who decided
to leave the profession, stress was the most commonly cited reason (Diliberti et al.,
2021). Most of these former teachers indicated that work was “often” or “always”
stressful, and this response was consistent between those leaving before and after the
peak of the COVID-19 pandemic, indicating the significance of stress in teacher turnover
(Diliberti et al., 2021). A recent poll from the NEA revealed that most educators believe
burnout is an issue in the profession (GBAO, 2022). The research regarding teacher
attrition is growing, but there remains a limited number of studies examining the crisis
across states, types of school settings, and teacher backgrounds and demographics
(Carver-Thomas & Darling-Hammond, 2019).

Theoretical Framework

Not only can the demands of teaching take their toll on teacher well-being, but
teachers are vulnerable to experiencing secondary traumatic stress (STS) (Herman, 1992).
STS occurs when one is exposed to another person’s trauma. In studying STS,
researchers discovered a lack of research regarding the effects of trauma on those not
directly involved in the traumatic experiences (Herman, 1992; Figley, 1995; Koenig et
al., 2018; Valent, 2002). Joinson (1992) was the first to describe this phenomenon as
compassion fatigue (CF), a form of burnout related to caregiving professions. Figley

(1995) further developed CF as a framework to study the effects of STS in the helping
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professions and explained that those who regularly feel empathy experience an increased
risk of stress; he also identified this stress as a result of helping those who are traumatized
or suffering. Compassion fatigue is the cost of caring and can result in an accumulation of
vicarious trauma (VT) (Figley, 1995; Geoffrian et al., 2016). The same compassion that
leads individuals into helping professions can become harmful as professionals
experience others’ suffering (Graff, 2020; Stamm, 2002). CF exhibits similarly to
posttraumatic stress disorder (PTSD), and symptoms may include detachment,
heightened arousal, difficulty sleeping, irritability, and hypervigilance (Figley, 1995;
Figley & Ludick, 2017; Hydon et al., 2015). Researchers often mention burnout and CF
interchangeably; however, burnout develops over time, whereas CF is the combination of
burnout and STS (Koenig et al., 2018; Stamm, 2010).

The research regarding CF mainly involves the helping professions such as
therapists, counselors, medical professionals, and others (Cieslak et al., 2014). Yet,
professionals in all fields wherein empathy is the linchpin of their effectiveness can be
particularly vulnerable, including teaching (Figley, 1995; Motta, 2012; Valent, 2002).
Ludick and Figley (2017) recognized that broadening research on CF to include other
affected populations was needed, and recent research has uncovered compassion fatigue
in the field of education.

The possible correlation between teachers’ direct contact with traumatized
students and the rapid teacher attrition rate needs further investigation. Research reveals
the culmination of unmitigated compassion fatigue and other related stressors in the
profession can result in burnout (Christian-Brandt et al., 2020; Koenig et al., 2018;

Sprang et al., 2021; Tepper & Palladino, 2007). In the helping fields, research indicates
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that compassion satisfaction (CS), or the joy one experiences from helping others, might
correlate with lower levels of STS and CF (Cieslak et al., 2014; Sprang et al., 2021).
More research within education that uncovers this relationship and the mitigating factors
of resilience and CS may guide school leaders as they attempt to restore wellness and
disrupt the exodus from the field (Koenig et al., 2018).
Context and Setting

For this study, I surveyed teachers across the state of Pennsylvania, intending to
obtain a large sample size to generalize findings (Creswell & Creswell, 2018).
Pennsylvania currently has 500 public and public charter school districts serving over
170,000 students as of the 2021-22 school year. These districts range in size from 188
students to over 124,000 students and employ as few as 18 and as many as 7,748
teachers. As of the 2021-22 school year, 120,186 teachers worked in public schools in
Pennsylvania (RFA, 2022). Not only do the numbers of teachers and students vary widely
across the state, but the classifications of districts vary as well to include urban, suburban,
and rural. Regional educational service agencies often encompass more than one
classification. The gender identification data of the current teacher force shows less
variance. As of the 2021-22 school year, 69% were female (RFA, 2022).

Participants in this survey included certified teachers in public brick-and-mortar
and cyber schools across all grade levels K-12, in rural, urban, and suburban. The
participant sample included teachers from various personal demographics as well--

gender, years of experience, and age.
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Statement of Research Problem and Research Questions

Prior research does not reveal which teachers experience CF, STS, and burnout
and intend to leave the field. This research study addressed gaps in the existing literature
by addressing which teachers experience CF across the state of Pennsylvania. It also
examined the relationship of burnout and secondary traumatic stress with an intention to
leave the field early. This research also investigated the extent to which CS and resilience
may mitigate CF, STS, and burnout. The quantitative method of this study addressed the
following research questions:

1. Is there a significant relationship among teachers’ perceived secondary

traumatic stress (STS), burnout (BO), compassion satisfaction (CS), and

resilience?

2. Is there a significant relationship among teachers’ perceptions of their STS,

BO, CS, resilience and their intent to leave the profession?

3. Are there significant differences in teachers’ perceived BO, STS, CS,

resilience, and intent to leave the profession, according to their demographic

characteristics, professional experience, and school characteristics?
Purpose and Significance of this Study

While the teacher shortage is being felt nationwide, the state of Pennsylvania
specifically has experienced a drastic decline in the number of Instruction I certificates
issued. In 2010-11, the Pennsylvania Department of Education issued 15,031
Instructional I teaching certificates; in 2020-21, PDE issued 5,440 (OPHE, 2023). At the
same time, more than 3000 educator positions have been added across the state since

2017-18 (Fuller, 2022). Although Pennsylvania’s attrition rate hovers at 6% (Fuller,
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2022), the lack of teachers in the pipeline and the increasing number of vacancies
available make it imperative to retain teachers currently in the profession.

Therefore, research regarding who is experiencing job dissatisfaction and
intending to leave the field early is necessary. This study also examined to what extent
CS and resilience may lead to a balance of CF and burnout, and this information may
inform administrative practices to ease teacher stress and retain teachers (Christian-
Brandt et al., 2020). Furthermore, the examination of the differences in CF and resilience
among personal demographics and school characteristics may inform educators on
matters of teacher retention.

Methodology and Subjects

To find answers to the research questions, I conducted survey research in an
attempt to generalize the results from a sample to a population (Creswell & Creswell,
2018). The survey included data gathered from the Professional Quality of Life
(ProQOL), a tool that measured two components of compassion fatigue--secondary
traumatic stress and burnout--and compassion satisfaction (Stamm, 2010). The ProQOL
V consisted of 30 short statements and asked respondents to rate each according to a
scale (Stamm, 2010) (See Appendix A). Furthermore, to assess respondents’ resilience, I
utilized the Connor-Davidson Resilience Scale-10 (CD-RISC 10) (Connor & Davidson,
2003; Heritage et al., 2021). This tool measured individual resilience using a Likert-type
scale for each item (see Appendix A).

The survey also contained questions regarding participants’ demographic and
school information (see Appendix A). The survey asked participants about their age,

gender, race, ethnicity, level of education, and years of teaching experience. It also asked
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participants to provide the following information about the characteristics of their school
and profession: level of students taught (elementary or secondary) and setting (urban,
suburban, or rural). It also included questions regarding teachers’ primary mode of
instruction (in-person, online, hybrid, or a combination). Finally, the survey included a
question regarding participants’ intent to leave the profession prior to the age of
retirement.

I recruited participants through purposive sampling utilizing existing databases of
teacher emails from educator associations and school and curriculum leaders’
associations across the state. The survey was also posted online in educator groups on
Twitter and Facebook to increase visibility and provide a convenient mode for
participants to respond (Baltar & Brunet, 2012). I increased the number of participants
through snowball sampling (Parker et al., 2019) as well, for embedded in the introduction
to the survey was a request to share the survey with other teachers.

Through the examination of the research questions, I considered my potential bias
and ethical methods. My own experiences as a former teacher and current administrator
who has at times exhibited characteristics of CF and burnout had the potential to
influence my research. That said, the research tools that I utilized were developed
through prior research. However, my personal bias might have influenced which tools I
chose. I also had to consider my ethical obligation as a supervisor in a school district in
Pennsylvania. Therefore, the survey did not require participants to indicate the specific
school district in which they are employed to protect their identities. Consequently, I do

not know which responses came from teachers for which I have served as a supervisor.
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Furthermore, participation in this study was entirely voluntary, and the agreement to
participate clearly stated this. I stored the results on a secured, personal laptop that is
password protected and utilized the survey software Qualtrics XM that I accessed through
a secure login from Millersville University.

Limitations of this Study

The design of the study had some limitations. The study focused exclusively on
Pennsylvania public school teachers which limits the generalizability of the conclusions
to teachers in other regions or educational settings. While the study had a robust response
(n=529), the sample size might not fully represent the entire population of Pennsylvania
teachers. Additionally, the study employed a cross-sectional design, capturing data at a
single point in time. This design limits the ability to establish causal relationships among
variables. As a quantitative study, the survey did not capture teachers’ individual
experiences with CF (Creswell & Creswell, 2018). While I attempted to uncover
relationships between resilience, CS, burnout, CF, and intent to leave the field, the study
did not reveal why teachers experience these phenomena. Finally, the study relied on
specific survey measures to assess STS, BO, CS, (ProQOL-V) and resilience (CD-RISC-
10). The choice of measurement tools can influence the results, and alternative measures
might reveal other findings.
Definition of Terms

The definitions of the components within this study appear to be inconsistent
across the literature (Najjar et al., 2009; Walsh et al., 2017). To eliminate ambiguity, I
defined the following terms from the strongest commonalities in the literature as well as

The Concise ProQOL Manual (Stamm, 2010):
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e Burnout (BO): the accumulation of feelings of hopelessness and difficulty doing a
job effectively; a decreased sense of efficacy (Koenig et al., 2018; Stamm, 2010).

e Compassion fatigue (CF): reaction resulting from helping a person suffering from
traumatic events (Figley, 1995; Najjar et al., 2009); encompasses the components
of burnout and STS (Stamm, 2010)

o Compassion satisfaction (CS): the joy professionals experience in relation to the
caring aspect of their work (Stamm, 2010).

e Mindfulness based interventions (MBIs): interventions that train individuals to
practice meta-awareness of thoughts and emotions and self-regulation techniques
(Shapero et al., 2018; Zarate et al., 2019).

e Secondary Traumatic Stress (STS): secondary exposure to people who have
experienced extremely or traumatically stressful events (Stamm, 2010).

e Vicarious trauma (VT): trauma experienced through exposure to another’s
trauma; used synonymously with STS (Figley, 1995; Stamm, 2010)

The next chapter presents a review of the literature regarding contributing factors
to compassion fatigue in education, the impact of the COVID-19 pandemic on teacher
stress, and the consequences of CF on job performance. It further reviews research
regarding mitigating factors to CF, and it concludes with recommendations for further

study.
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Chapter 2: Literature Review

With the rising attrition rate in the teaching profession, the need to retain quality
teachers becomes paramount. As established in the preceding chapter, teachers continue
to face enormous pressure to do what is best for students and job responsibilities continue
to increase (Espinoza et al., 2018). Contributing to the demands on educators, constant
exposure to student trauma strains teachers’ capacity to persevere in the profession.
Trauma awareness is not merely the latest trend in education. Schools have increasingly
promoted and practiced trauma awareness due to the overwhelming prevalence of
children’s experiences with trauma (Castro Schepers & Young, 2022; Christian-Brandt et
al., 2020; Greig et al., 2021). When students walk into a school building, they bring the
effects of this trauma from home. Nearly two-thirds of youth experience adverse
childhood experiences (ACEs) worldwide (Carlson et al., 2020). In the U. S., 50-60% of
students suffer from some type of adverse or traumatic event before they reach adulthood
(Espinoza et al., 2018). As students’ traumatic experiences accumulate, the risks of
truancy, behavioral challenges, and academic issues rise (Blodgett & Lanigan, 2018).

With the sharp increase in traumatic exposure, educators need to consider the
impact of trauma and trauma-related problems. Recognizing the importance of balancing
the harmful effects of trauma on teaching professionals could ultimately improve
students’ chances of academic success. The teacher’s exposure to their students' trauma is
a natural result of a good student-teacher relationship (Brunzell et al., 2018). As students
reveal the trauma they have experienced or the impact of these experiences, teachers
trained in trauma-informed teaching are better equipped to address their students’ needs

(Brunzell et al., 2018). Yet as of 2020, twenty-seven states have no statute or regulation
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requiring mental health and trauma training for K-3 teachers (Education Commission of
the States, 2020). This dearth of training is counterintuitive since positive and supportive
teacher-student relationships are essential especially at the primary level and can impact
student well-being long-term (Birch & Ladd, 1998). Due to the emotional toll teaching
takes on educators, some believe teachers’ bearing the burden of student trauma without
adequate training lacks sustainability (Koslouski & Stark, 2021).

Furthermore, addressing the effects of trauma on students often leads to teachers
suffering from that exposure. This exposure can lead to secondary traumatic stress (STS)
and ultimately result in compassion fatigue (CF) (Figley, 1995). First studied in the
helping professions, CF can lead to burnout and an exodus from the profession
(Borntrager et al., 2012; Cieslak et al., 2014; Christian-Brandt et al., 2020). While some
research attempts to shed light on the relationship among compassion fatigue, job
burnout, and attrition, little research exists on STS and CF in the teaching profession
(Ormiston, 2022). As the needs of students continue to increase and teachers leave the
field due to the increasing stress of the profession, it is clear that educational researchers
need to uncover the causes of the teacher exodus and reveal methods to address and solve
the issue of a potential mass exodus from the profession.

This chapter will describe compassion fatigue as a framework for researching the
effects of trauma exposure. It will also review contributing factors to compassion fatigue,
the impact of the COVID-19 pandemic on teacher stress, and the consequences of CF on
job performance. It reviews research regarding mitigating factors to CF, and it concludes

with recommendations for further study.
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Compassion Fatigue as a Framework

While teachers who choose to leave the profession cite stress as a cause, their
exposure to their students’ trauma is directly related to research exploring this
“secondhand” trauma over the past few decades. As researchers explored the detrimental
effects of exposure to another person’s trauma, or secondary traumatic stress (STS), they
uncovered the incomplete nature of trauma research that excludes those who were not
directly and personally involved (Herman, 1992; Figley, 1995; Koenig et al., 2018;
Valent, 2002).

Accounting for this phenomenon, Joinson (1992) describes compassion fatigue as
a form of burnout related to caregiving professions. This burnout stems from the nature
of caregiving and can be emotionally devastating (Joinson, 1992). This phenomenon is
unique to caregivers due to the nature of their professions wherein “the essential product
they deliver is themselves” and requires attention to recovery to prevent adverse effects
on their well-being (Joinson, 1992, p. 117).

Figley (1995) further developed compassion fatigue as a framework to approach
the effects of secondary traumatic stress (STS) in the helping professions. Simplified, it is
the cost of caring and an accumulation of primary, secondary, and vicarious trauma
(Figley, 1995; Geoffrian et al., 2016). Figley explained that those who regularly feel
empathy experience an increased risk of stress, and he identified this stress as a result of
helping those who are traumatized or suffering. Compassion fatigue can only be
recognized and mitigated when individuals know the signs of its emergence (Bride et al.,

2007; Joinson, 1992).
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The symptoms of CF directly correlate to the body's reaction to trauma. The
capability to feel empathy allows professionals to experience others’ suffering; the brain
interprets this as a threat (Graff, 2020). The very compassion that leads individuals, often
heroically, into helping professions can become harmful (Stamm, 2002). The brain
signals a flight, fright, or freeze response to the threat, resulting in physical, emotional,
and cognitive symptoms (Graff, 2020). People with CF exhibit symptoms similar to
posttraumatic stress disorder (PTSD), often following exposure to a significant traumatic
event involving either personal experience or learning about another person experiencing
a traumatic event (Figley, 1995). Symptoms of PTSD and CF both include dreams of
reimagined trauma, avoiding reminders of the experiences via detachment, heightened
arousal and difficulty sleeping, irritability, and hypervigilance (Figley, 1995; Figley &
Ludick, 2017; Hydon et al., 2015).

Research often mentions CF in relation to job burnout (BO). However, while BO
may develop over a period of time, CF can follow after one occurrence of one exposure
to another person’s traumatic event (Koenig et al., 2018). CF, stress, and other job
responsibilities might result in BO. This can be described as a result of the human desire
to achieve goals, yet CF comes from the desire to save others. Therefore, although CF is
similar to BO, CF arises from distinct human desires to help and produces distinct
reactions and behaviors (Tepper & Palladino, 2007). However, literature continues to
demonstrate the complexity of the constructs of CF and BO and their relationship to one
another. Research indicates a positive correlation between CF and BO, suggesting some

overlap between these phenomena (Shoji et al., 2015; van Mol et al., 2015).
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Furthermore, those at risk of experiencing compassion fatigues's detrimental
effects regularly work with traumatized people (Cieslak et al., 2014; Figley, 1995; Figley
& Ludick, 2017). Much CF research centers on therapists, counselors, medical
professionals, and other related helping professions (Cieslak et al., 2014). However, some
professionals might be more susceptible to experiencing CF than others. Professionals for
whom empathy is the cornerstone of their effectiveness can be particularly vulnerable
(Figley, 1995; Motta, 2012; Valent, 2002). Ludick and Figley (2017) recognized that
broadening research on CF to include other affected populations was apropos, and recent
research has uncovered compassion fatigue in the field of education.

While many schools have moved towards trauma-informed educational practices
to assist students, teachers’ exposure to their students’ trauma can have detrimental
effects that are not often directly addressed (Borntrager et al., 2012; Brunzell et al.,
2021). A rare quantitative investigation of CF among educators found that approximately
75% experienced high levels of CF (Borntrager et al., 2012). Teachers have direct contact
with traumatized students, and the rapid rate of teacher attrition in PA and beyond calls
for investigating the relationship of CF with the exodus from the field. The culmination
of unmitigated compassion fatigue and other related stressors in the profession can result
in burnout (Christian-Brandt et al., 2020; Koenig et al., 2018; Sprang et al., 2021; Tepper
& Palladino, 2007). Research examining the contributing factors of the profession that
lead to CF can guide school leaders as they attempt to restore wellness and disrupt the

exodus from the field.
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Contributing Factors

Teachers who work closely with students risk exposure to their trauma, thus
increasing their risk of compassion fatigue. Successful teachers cultivate relationships
with their students, and this connectedness contributes to students’ social and academic
success (Jennings & Greenberg, 2009; Simon et al., 2022). These connections result in
exposure to students’ traumatic experiences (Inbar & Shiri, 2021). Furthermore, the
empathy these teachers feel towards their students combined with the exposure to their
trauma increases their chances of developing CF (Inbar & Shiri, 2021; Simon et al.,
2022). However, research has uncovered some factors that contribute specifically to an
increased risk of CF. These factors include a perceived lack of control, collaboration, and
support.

Although teachers are not therapists, the nature of their profession, the empathy
and caring that lead to their success in establishing relationships, can also lead to feelings
of helplessness (Brunzell et al., 2021; Hupe & Stevenson, 2019). Hoffman et al. (2007)
uncovered that teachers experienced heightened stress because of their lack of control
over the circumstances surrounding students’ struggles. In their study of the exodus of
teachers from the field of special education, Tepper and Palladino (2007) discovered that
some teachers felt the underlying cause of the stress stemmed from their inability to
control students’ disruptive behaviors as well as an inability to increase positive
behaviors with their perceived lack of parental support. Herman et al. (2021), in their
study of teacher stress, also uncovered a negative correlation between teacher well-being

and their ability to manage student behavior in their study of teacher stress. Additionally,
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professionals who experience repeated exposure to many cases of trauma and have no
control over their circumstances may be more likely to develop STS (Motta, 2012).

In addition to the feelings of a lack of control, teachers’ perceived lack of
collaboration can also compound the effects of trauma exposure. When teachers feel
isolated from their colleagues, the risk of stress and turnover increases (Clement, 2017).
Dysfunctional or minimal work relationships can compound the stress teachers
experience, and a lack of positive relationships and peer support increases the probability
that teachers will leave the profession (Farmer, 2020; Hargreaves, 2001). Yet,
commiserating with colleagues regarding student trauma has its risks. STS can transfer
from one professional to another, for the retelling of traumatic experiences to colleagues
may ultimately share the effects of STS with the listener (Lawson et al., 2019). Teachers’
positive connections with one another and their sense of collegiality are paramount to
coping with exposure to trauma.

Not only are relationships among colleagues important, but teachers’ relationships
with administrators can affect teachers’ ability to manage the stress of the profession.
Teacher resignations can be the result of tension between teachers and administrators. If
teachers perceive their administrators lack competence, are unavailable, or provide poor
support, they may experience increased stress (Tepper & Palladino, 2007). In their
analysis of data from the National Center for Education Statistics’ Schools and Staffing
Surveys, Carver-Thomas and Darling-Hammond (2019) identified that the most
predictive factor of teachers leaving the field was a perceived lack of support from
administration. Their study measured teachers’ perceptions of “an administrator’s ability

to encourage and acknowledge staff, communicate a clear vision, and generally run a
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school well” (Carver-Thomas & Darling-Hammond, 2019, p. 15). They concluded that
when teachers strongly disagree that their administrator is supportive, they are twice as
likely to leave the profession or change schools than if they strongly agree their
administrator is supportive (Carver-Thomas & Darling-Hammond, 2019). Furthermore,
administrators’ lack of understanding of compassion fatigue may mean they cannot
separate the effects of STS from poor performance. For example, an administrator may
not see the connection between a teacher’s stress-induced inability to sleep with that
teacher’s poor classroom instruction (Hoffman et al., 2007). The burdens teachers bear
are often the result of the imbalance of job responsibilities and support. Teachers
experience difficulty as they attempt to cope with personal and professional experiences
that manifest a significant emotional response (Inbar & Shiri, 2021). The physiological
toll of exposure to students’ traumatic experiences compounded with lack of
collaboration and support can lead to significant decline in job performance and can
ultimately result in teachers leaving the field or, perhaps worse, becoming ineffective
teachers.
The COVID-19 Pandemic

The COVID-19 pandemic exacerbated many of the factors mentioned earlier
relating to compassion fatigue. The pandemic increased the workload for teachers as they
transitioned to and from online instructional delivery and possibly were required to
provide instruction via both methods simultaneously. A recent study of teacher burnout
amid the pandemic revealed the stressors related to burnout included teachers’ anxiety
about COVID-19, communicating with parents, and administrative support (Pressley,

2021).
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While the teacher shortage began well before the pandemic, fears over COVID-19
exacerbated the exodus from the profession (Diliberti et al., 2021; Schmidt & DeCourcy,
2022). Before the pandemic, districts across the U. S. experienced teacher shortages in
Science, Math, and Special Education; yet, these shortages grew exponentially as
educators faced the stress of safety hazards related to the pandemic (Edelman, 2022).
With teachers leaving and a dearth of substitute teachers available, many teachers
remaining in the profession have experienced an increase in their workload (Walker,
2021).

Teachers also experienced an increased concern for their students’ mental health,
contributing to higher levels of personal stress (Brunzell et al., 2021; Fleming, 2020;
Herman et al., 2021). In some communities where many students suffered the loss of
family members, teachers struggled with their increase in trauma exposure and lack of
trauma training (Carver-Thomas et al., 2021). As teachers’ exposure to trauma increased,
they also experienced increasing disengagement from their students. While they struggled
to connect with their students during hybrid or online learning, their attempts to engage
their students left the teachers at greater risk of compassion fatigue; in fact, research
demonstrated that these attempts were associated with increased CF (Yang et al., 2021).
The Impact of Compassion Fatigue on Performance

While these contributing factors to compassion fatigue can increase the risk to
professionals’ well-being, their job performance may also suffer. Compassion fatigue can
affect teacher performance as they try to cope with the symptoms of STS. Teachers may

disengage from students and colleagues, experience a decreased sense of effectiveness,
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undergo burnout, and leave the profession (GBAO, 2022; Hoffman et al., 2007; Jennings
& Greenberg, 2009; Motta, 2012; Simon et al., 2022; Talmor et al., 2005).

To cope with the symptoms of compassion fatigue, some teachers disengage from
their students and colleagues. The methods by which teachers cope with highly stressful
emotional situations can directly “compromise their ability to develop and sustain healthy
relationships with their students, effectively manage their classrooms, and support student
learning” (Jennings & Greenberg, 2009, p. 515). The student-teacher relationship
fundamental to student success can become such a source of stress for teachers that they
withdraw from their students. Those teachers experiencing stress describe a sense of
detachment and become distant from their students and colleagues (Lawson et al., 2019).
This disengagement may be a precursor to job burnout.

When teachers struggle to engage with their students and peers, they experience a
sense of professional failure. There develops a gap between their feelings of professional
efficacy and the efficacy they hold as their standard. Exposure to trauma can wreak havoc
on their previous perceptions of their place and competence in the profession (Hoffman et
al., 2007; Motta, 2012). High stress and low coping capability impact both the teachers’
and the students’ well-being (Herman et al., 2021). As teachers withdraw from their
students and their confidence in their competency decreases, they may struggle to
manage disruptive behavior effectively (Lawson et al., 2019; Simon et al., 2022). Their
management may become ineffective, leading to increased student misbehavior and
negatively impacting classroom climate (Jennings & Greenberg, 2009; Simon et al.,
2022). This pattern can create a potential cycle of continued stress as student-teacher

relationships are instrumental in managing student behavior (Endedijk et al., 2022).
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Without intervention, teachers experiencing high levels of STS also indicate higher levels
of burnout (Simon et al., 2022; Talmor et al., 2005). Teacher burnout can be debilitating
as it can present with cynicism, decreased self-efficacy, and exhaustion (Tepper &
Palladino, 2007).

Ultimately, those experiencing the repercussions of STS may consider leaving the
profession. Teachers who struggle to find meaning in their work might experience a
decline in mental health that can result in their exodus from education (Hupe &
Stevenson, 2019; Jennings & Greenberg, 2009). The COVID-19 pandemic further
compounded the threat of teacher shortages, as more than half of National Education
Association (NEA) respondents to a nationwide survey revealed they are considering
leaving the field or retiring from education earlier than they originally intended due to the
pandemic (GBAO, 2022). The possibility of a mass exodus of experienced teachers from
the profession, combined with declining enrollment in teaching certification programs,
poses a threat to education throughout the country (Will, 2022). A recent poll of 3,621
NEA members revealed 67% believe burnout is “a very serious issue,” and 90% believe
“a very serious or somewhat serious issue” (GBAO, 2022, p. 1). Three out of four former
teachers (N = 949) said that work was “often” or “always” stressful in the most recent
year in which they taught in a public school. This was true among both teachers who left
the profession before the pandemic began and among those who left after March 2020.
Both before and during the pandemic, around one-third of teacher leavers said that work
was “always” stressful. These results comport with prior education research that

identifies stress as a key factor in teacher turnover (Reiser et al., 2016).
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This teacher turnover leads to detrimental effects on schools. An influx of ill-
prepared teachers can disrupt educational programs, and new teachers with fewer
qualifications and less experience than departing teachers magnify disruptions to
education that directly impact students (Sorensen & Ladd, 2020). Therefore, it is essential
to the future of public education that educational leaders and researchers uncover ways to
mitigate the factors leading to burnout and prevent teacher turnover.

Mitigating Compassion Fatigue

As research on secondary traumatic stress, compassion fatigue, and burnout in the
teaching profession increases, many studies focus on the methods to mitigate these
challenges. Many of the approaches utilize best practices for professional well-being.
These include increasing trauma literacy, providing targeted interventions, cultivating
colleague collaboration, and improving administrative support. An additional approach
suggests that increasing teachers’ compassion satisfaction and resilience might balance
the risk of compassion fatigue.

While schools increasingly incorporate trauma-informed social-emotional literacy
curricula for students, not many focus professional development time on the needs of the
teachers as they deliver such curricula to their students (Lawson et al., 2019). Many
educators do not receive adequate training or support to manage and respond to the
effects of learning about the traumatic experiences of the students under their supervision
(Simon et al., 2022).

Research at the individual and organizational levels reveals that schools can take
steps to prevent burnout. One essential action step involves increasing trauma literacy. A

large-scale study of professionals in the helping and health fields revealed that
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organizations that make targeted efforts to inform employees about STS can improve
levels of work-related stress. Focusing on STS can improve organizational and individual
well-being (Sprang et al., 2021). Another study refers to “trauma-informed organizational
culture” and revealed that organizational focus on trauma literacy could combat current
challenges such as burnout (Keesler, 2020). In a study of child welfare workers,
researchers uncovered evidence that indicates a need for protective measures such as
education, coaching, and training in how to manage STS and recommend that introducing
this during employee onboarding can lessen the stigma of STS and increase awareness of
its symptoms (Strolin-Goltzman et al., 2020).

Researchers have cast the net wider to include education in the research regarding
STS (Ludick & Figley, 2017). And some leaders utilize this research to create
organizational changes to mitigate the effects on teachers (Greig et al., 2021). Such
studies reveal that after teachers learn about STS and CF, they can better recognize the
symptoms and seek support. The results of these studies include a standard
recommendation that teacher education programs include content about CF, coping with
STS, and self-help tools (Brunzell et al., 2021; Castro Schepers & Young, 2022;
Christian-Brandt et al., 2020; Inbar & Shiri, 2021; Koenig et al., 2018; Lawson et al.,
2019). New teachers would benefit from teacher preparation programs teaching this
content before teachers enter the profession (Inbar & Shiri, 2021).

Schools throughout the world have incorporated such professional development.
Trauma-informed positive education (TIPE) (Brunzell et al., 2021), trauma-informed
practices (TIP) (Castro Schepers & Young, 2022), and trauma-informed care (TIC)

(Christian-Brandt et al., 2020) are some of the frameworks researchers have utilized to
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increase trauma literacy among educators and measure its success. Regardless of the title
or program model, through professional development, research shows that teachers
developed resilience, growth mindsets, and increased gratitude (Brunzell et al., 2021).
Analysis of the results of another study revealed that following a single professional
development session about compassion fatigue, teachers could identify the connection
between emotional exhaustion and depersonalization and recognized the “parallels
between the CF experience of powerlessness and helplessness due to a psychological
trauma and these burnout symptoms” (Koenig et al., 2018, p. 270).

While increasing opportunities to learn about CF and its effects can lessen the
damage of STS, some studies reveal that targeted interventions that address individuals’
responses to stress are also beneficial. Since CF affects teachers physiologically, methods
to decrease these responses are also effective. Mindfulness based interventions (MBIs)
have demonstrated effectiveness in addressing the physiological responses to stress.
Educators who engage in MBIs may increase their cognitive and emotional regulation,
and these interventions might support teachers’ abilities to manage their classrooms and
reduce stress effectively (Jennings & Greenberg, 2009). In a meta-analysis of the
literature related to MBIs, Zarate et al. (2019) revealed positive outcomes related to
increased teacher mindfulness and decreased depression, burnout, and stress. A study
implementing Hatha yoga as an MBI for teachers did not reveal a significant decrease in
burnout. However, it did reveal the complexity of the relationship between physiological
and psychological responses to stress, stress management mechanisms, and a sense of
well-being (Hepburn et al., 2021). Additionally, a quantitative study examining teachers’

self-care and its effects on STS revealed that administrators promoting yoga after school
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is not a fix as it may be inconsistent with teachers’ preferences for self-care. Researchers
recommend that administrators allow teacher voices to be heard regarding self-care
practices (McMakin et al., 2022). Nevertheless, organizational approaches and individual
mindfulness practices yield promise in mitigating CF.

Furthermore, collaboration among educators also may help teachers cope with
stress. Recognizing the relationship between the mind and the body, Eyal et al. (2019)
developed a mind-body group for teacher stress (MBGTS) as an intervention program for
teachers. Their model includes a trauma information component and mindfulness-based
self-care tools. The evaluation of the program revealed another layer that can help
teachers manage stress, for those involved perceived the group as a safe space to share
their experiences with stress and connect with their colleagues. This colleague support
system may counteract personal risk factors of stress and anxiety and mitigate feelings of
isolation and inadequacy (Eyal et al., 2019). A study with child welfare and mental health
professionals revealed a negative correlation between interprofessional collaboration and
STS symptoms (Strolin-Goltzman et al., 2020). A collaborative environment can help
lessen compassion fatigue and increase teacher retention (Davis & Palladino, 2011).

As a lack of support contributes to STS, conversely, increased support from
administrators is essential to combating teacher stress and preventing an exodus from the
field. Administrators who provide teachers with instructional resources and materials,
provide professional learning opportunities, and maintain communication channels retain
more teachers (Learning Policy Institute, 2017). Furthermore, administrators often
directly impact scheduling and teacher workload, which, when unmanageable, increases

exhaustion and STS (Farmer, 2020).
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Recognizing the effects of compassion fatigue and developing prevention
strategies may also be steps administrators can take to retain teachers (Davis & Palladino,
2011; Hoffman et al., 2007). Administrators who take the pulse of their staff and are in
touch with the stress teachers face are more likely to make changes that can positively
influence teacher stress. Instead of a hierarchical approach to leadership, collegial
leadership may positively support teacher well-being and increase coping and satisfaction
(Herman et al., 2021; Learning Policy Institute, 2017). Administrators can also assess
school-wide needs to uncover teachers’ sources of stress, their exposure to STS, and
provide resources for mental health care as needed (Yang et al., 2021).

The effects of the pandemic and the increase in burnout in the profession reveal
that teachers need their school community to care for their mental health and provide the
supportive school environment. They, in turn, provide this type of environment in their
classrooms for their students (Green & Bettini, 2020). Administrators can impact
teachers’ levels of CF, and perhaps understanding this will lead to changes that help
retain quality teachers. More recognition of CF and its effects on professional
development is warranted for this to happen. Additionally, more administrators need to
recognize the symptoms and be willing to provide professional development to treat CF
at the organizational level.

Increasing Compassion Satisfaction and Resilience

All the previously mentioned steps to mitigate CF might also increase compassion

satisfaction (CS). Compassion satisfaction refers to the joy professionals experience in

relation to the caring aspect of their work (Stamm, 2002). Studies indicate that helping
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professionals with higher levels of CS and higher quality of life scores have lower levels
of STS and CF (Cieslak et al., 2014; Sprang et al., 2021).

Research indicates that the same correlation may hold for educators. In their study
of teachers in low-income elementary schools, Christian-Brandt et al. (2020) discovered
that improving teachers' positive feelings of helping and self-efficacy might be more
critical than lessening the effects of STS. Their study indicated that increasing CS might
mitigate STS. Hoffman et al. (2007) also found that while teachers' connections with their
students can be a source of stress, teachers reconsidered their desire to leave the
profession due to these connections. Teachers feel successful and fulfilled as they find
purpose in providing help and support to their students (Inbar & Shiri, 2021). In their
qualitative study, McMakin et al.’s (2022) interview data indicated more significant
levels of CS and efficacy in elementary teachers who felt their work had value and
believed they were making a difference in their students’ lives. This was despite the
behavioral challenges participants witnessed throughout the COVID-19 pandemic
(McMakin et al., 2022). Therefore, CS might act as a shield that protects teachers from
the harmful effects of STS and prevent them from leaving the field.

Compassion satisfaction relates directly to the work a person performs that brings
them joy (Stamm, 2002). In contrast, resilience is a person’s ability to maintain
psychological and physical functioning despite exposure to trauma or disruptive events
(Bonanno, 2004). Researchers have further defined resilience as it relates to teachers
(Mansfield et al., 2012). Brunetti (2006) describes it as a quality that allows teachers to
continue their commitment to the profession. In comparison, Castro et al. (2010) refer to

resilience as a set of strategies teachers utilize to cope with adverse situations.
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Notwithstanding the differences in definitions of the term, research regarding
teacher resilience reveals might also mitigate the harmful effects of STS, CF, and BO.
Garcia and Gamberte (2019) concluded that resilience and self-efficacy protected their
sample of primary teaching staff against BO. Other studies indicate that teachers’ social
resilience and adaptability reduce exhaustion and depersonalization and help them to
work through stress while maintaining a passion for their job (Daniilidou et al., 2020;
Richards et al., 2016). Furthermore, resilience affects job satisfaction and may mediate
stress, anxiety, and BO (Demir, 2018; Pretsch et al., 2012).

Instead of experiencing burnout, resilient teachers commit to their work, adapt,
and overcome challenges (Garcia & Gambarte 2019). They reframe negative experiences
and learn from them, allowing them to retain power and balance their job's challenging
and rewarding aspects (Drew & Sosnowski, 2019). Through their determination to
overcome difficult situations, they develop a sense of agency that allows them to thrive
(Gu & Day, 2007; Howard & Johnson, 2004). Research also indicates that resilient
teachers develop a strong support group and utilize their relationships with colleagues to
withstand challenges (Drew & Sosnowski, 2019; Howard & Johnson, 2004). Through
persistence and productive energy, the resilient teacher works to change adverse
conditions (Castro et al., 2010; Patterson et al., 2004). However, much of the research
regarding teacher resilience is qualitative, and more research on the correlation between
teacher resilience and teacher well-being is necessary (Gu & Day, 2007; Pretsch et al.,

2012).
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Conclusion

Most studies regarding compassion fatigue in education are limited in scope and
generalizability. While case studies and interviews might lend an understanding of the
experiences of individual teachers, more research is needed to uncover the significant
scale effects of CF. Much of the literature regarding CF in the helping professions may
help guide educational leaders; however, more research specific to the teaching
profession is needed (Koenig et al., 2018).

Identifying the relationship between compassion fatigue and compassion
satisfaction is also needed. A professional may experience compassion fatigue and
compassion satisfaction simultaneously; however, when CF increases, it may overcome
CS (Bride et al., 2007).

The research regarding teacher attrition is growing, but there remains a limited
number of studies examining the crisis across states, types of school settings, and teacher
backgrounds and demographics (Carver-Thomas & Darling-Hammond, 2019).
Ultimately, if teachers felt supported in their continuous balancing of student trauma and
their ability to cope with students’ trauma, perhaps the exodus from the profession could
be deterred. Educational decision-makers should embrace all research that uncovers more
information about this national crisis. Large-scale research regarding the relationship
between CF, burnout, CS, and resilience is limited, and such a study could unveil more
information regarding the correlation and shed light on factors influencing the exodus

from teaching.
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Chapter 3: Method

The purpose of this study was to examine the relationship between teachers’
compassion fatigue, burnout, compassion satisfaction, resilience, and intent to leave the
field. This study took place via an online survey of teachers across the state of
Pennsylvania. Up to this point, research regarding teacher burnout is limited to mostly
small-scale qualitative research that does not provide generalizable information. This
large-scale quantitative study garnered information that aimed to be generalizable to
teachers across the state and shed light on teachers’ experiences of compassion fatigue
and burnout.

Utilizing quantitative analysis, this examined the following hypotheses:

1. There is a significant relationship among teachers’ perceived secondary

traumatic stress (STS), burnout (BO), compassion satisfaction (CS), and

resilience.

2. There is a significant relationship among teachers’ perceptions of their STS,

BO, CS, resilience and their intent to leave the profession.

3. There are significant differences in teachers’ perceived BO, STS, CS,

resilience, and intent to leave the profession, according to their demographic

characteristics, professional experience, and school characteristics.

In this chapter, use of the Professional Quality of Life (ProQOL) and Connor-
Davidson Resilience Scale-10 (CD-RISC 10) as measurement tools will be discussed.
Next, I describe the participants, ethical considerations, and procedures. Finally, I address
data analysis methods.

To examine these hypotheses, survey research was conducted as it is a method of
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research that may allow for generalizability from a sample to a population (Creswell &
Creswell, 2018). Included in the survey was the Professional Quality of Life (ProQOL)
measurement. Stamm (2010) developed the ProQOL with the intention to measure two
components of compassion fatigue, secondary traumatic stress and burnout, and the
compassion satisfaction of those working with others who experience trauma (Center for
Victims of Torture, 2022). In previous work, researchers developed and utilized separate
tools measuring CF, STS, BO, and CS such as the Secondary Traumatic Stress subscale
of the ProQOL (Stamm, 2010) and the Compassion Fatigue Scale-Revised (Cieslak, et
al., 2014). However, the ProQOL V provides information in one shorter instrument. |
selected this measurement to increase response rate on a self-administered questionnaire
as the amount of time to complete the total survey should be taken into consideration
(Fowler, 2014). Researchers have tested the ProQOL V for validity and reliability and
have found it to be a justifiable measure of quality of life as it relates to the work
environment and separates this from outside factors (Geoffrion et al., 2019; Heritage et
al., 2021).

The ProQOL V consists of 30 short statements and asks respondents to rate each
according to a scale (Stamm, 2010) (See Appendix A). Researchers have utilized this tool
in quantitative studies within the helping professions (Sprang et al., 2007; Cieslak et al.,
2014) and in education (Christian-Brandt et al., 2020). The use of the ProQOL V is free
and open with acknowledgement to the author and without changes to the tool (Center for
Victims of Torture, 2022; Stamm, 2010). The internal consistency of the tool to measure
CSis a =.88, BO a =75, and STS o = .81; these are all in the optimal range (Creswell &

Creswell, 2018). The Concise ProQOL Manual (Stamm, 2010) addresses the construct
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validity of the tool. The STS and CF scales demonstrate 2% shared variance (r=-.23; co-c
= 5%; n=1187) and STS and BO scales demonstrate 5% shared variance (r=.-.14; co-c =
2%; n=1187). Whereas, BO and STS scales demonstrate 34% shared variance (r=.58; co-
o = 34%; n=1187). Both BO and STS are negative constructs which account for their
high rate of shared variance (Stamm, 2010). Some researchers prefer to view CS and CF
as one component on a continuum (Geoffrion et al., 2019; Hemsworth et al., 2018). This
study did not consider the two factors as the same construct as CF includes the
complexity of BO and STS. Through the ProQOL, the study attempted to uncover the
relationship among these constructs.

While the ProQOL measures compassion satisfaction, it does not specifically
measure resilience. To assess respondents’ resilience, this study utilized the Connor-
Davidson Resilience Scale-10 (CD-RISC 10) (Connor & Davidson, 2003; Heritage et al.,
2021). This measures individual resilience using a Likert scale for each item (see
Appendix B). The tool has an internal consistency of a = 0.8 which is within the optimal
range (Creswell & Creswell, 2018; Heritage et al., 2021). The use of this tool requires a
signed user agreement and permission from the writer (see Appendix B). Researchers in
many fields have utilized the CD-RISC (Davidson, 2023) and some studies have utilized
the CD-RISC 10 to measure resilience of educators (Garcia & Gambarte, 2019; Richards
et al., 2016).

The survey also contains questions requesting participants provide demographic
and school information (see Appendix A). Participants were asked about their age,
gender, and years of teaching experience. Participants were asked to provide the

following setting information (rural, urban, suburban) about their school. Teachers were
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also asked if their primary mode of instruction is in-person, online, hybrid, or a
combination. Finally, the survey included a question regarding their intent to leave or
remain in the teaching profession.

Participants

The goal of this survey research was to obtain enough of a sample of teachers
across the state of Pennsylvania that the findings can be generalizable (Creswell &
Creswell, 2018). Therefore, the target population of participants included certified
teachers in public school districts, across all grade levels K-12, in rural, urban, and
suburban settings. Ideally, teachers in public cyber charter schools would also participate.
Identifying who is affected by STS, BO, and CF necessitates a broad sample of educators
in all settings and with varied backgrounds.

Following approval to move forward with the study, I recruited participants
through purposive sampling utilizing existing databases of teacher emails. The following
educator associations were contacted with a request to share the survey with their
databases: Pennsylvania State Education Association (PSEA), American Federation of
Teachers Pennsylvania (AFT PA), The Keystone Teachers Association (KEYTA), and
Commonwealth Charter Academy (CCA). These associations have access to teachers’
and school districts’ information across the state. For example, PSEA currently has
178,000 members who are educational professionals, the majority of whom are teachers
currently employed in public school (PSEA, 2022). AFT PA includes members teaching
online and in person (AFT, 2022).

I also requested that school and curriculum leaders share the survey to their

teachers via email. The associations I contacted with with this request included: The PA
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Principals’ Association, The Pennsylvania Association of Intermediate Units (PAIU),
Pennsylvania Training and Technical Assistance Network (PATTAN), and The
Pennsylvania Association of School Administrators (PASA), and Pennsylvania
Association of Rural and Small Schools (PARSS). These associations serve leaders and
schools throughout the state. I also requested the survey be sent to past and present
graduate cohort members in Millersville’s and Shippensburg’s joint educational
leadership doctoral program, and the survey was sent to all members in the group.
Furthermore, I contacted online educator groups on Twitter, Facebook, and Instagram
such as the Pennsylvania Educator Diversity Consortium (PEDC), Teach Plus PA, PA
Schools Work, and PA Teacher Tribe, and I requested they post the survey link; however,
most groups had closed memberships, and my attempts to post on their pages were
unsuccessful. Finally, the survey was distributed to through the PennLink listserv that
includes all Pennsylvania public school LEAs.

While I contacted these associations and groups purposefully, I intended to
increase the number of participants through snowball sampling as well (Parker et al.,
2019). Embedded in the introduction to the survey was a request to share the survey with
other teachers. Online posts on my own social media accounts encouraged educators to
repost and share the survey with their online contacts.

Due to the snowball sampling method, I was not be able to precisely calculate the
response rate. I am not be able to determine the exact number of teachers who received
the link to the survey. However, as of October 2022, there were 108,756 teachers in PA
public schools (NCES, 2022). The response rate was roughly calculated using this

number as the sample frame. With n=529, the response rate was .49% (Fowler, 2014).
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The desired number of participants for a population size of 108,756 teachers with a
confidence level of 95% and a margin of error of 95% is 383 (Salkind & Frey, 2020).
Ultimately, the survey exceeded this minimum number with n= 529.

The study accounted for many ethical considerations. Participation in this study was
completely voluntary, and the agreement to participate clearly stated this. The survey did
not ask for participants to provide information that will lead to individual identification.
The questions regarding demographics are general, and participant identity remained
anonymous. Since the survey did not require participants to indicate the specific school
district in which they are employed, I do not know which responses came from teachers
for which I may serve as a supervisor. I stored the results on a secured, personal laptop
that is password protected. I utilized the survey software Qualtrics XM that I accessed
through a secure login from Millersville University.

Furthermore, answering questions related to mental health and wellness could
trigger a trauma response in the participant. The survey concluded with contact
information for mental health resources available online and throughout the state. It
contained a direct link to Pennsylvania’s Support & Referral Helpline which helps
connect Pennsylvanians with local resources to support mental and emotional health

(Commonwealth of PA, 2022).
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Procedures

Fowler (2014) purported that with proper sampling, survey research can lead to
generalizations from a sample to a population. I used the ProQOL V and CD RISC 10 to
capture data to determine levels of compassion fatigue, burnout, secondary traumatic
stress, compassion satisfaction, resilience, and intent to leave the field among teachers
across the state of Pennsylvania. I analysed the survey responses to reveal answers to the
research questions guiding this study.

Following IRB approval, I piloted the survey with approximately 17 teachers to
glean feedback regarding the survey length and the questions included in the
demographic section and the professional intent section (See Appendix A). Feedback
from the pilot indicated no need for changes. I then sent an introductory email to contacts
posted online for each of the aforementioned associations (See Appendix D). The emails
included a link to the full survey including the consent form (See Appendix C). I stored
survey submissions using secured Qualtrics software. Responses were anonymous, and
participants were only be able to submit their answers once.

I monitored the number of responses throughout a four-week window. At the end
of the four-week window, the sample size was well above the 383 minimum (n=529).
Therefore, I closed the survey.

Data Analyses

After the survey closed, I uploaded the information into a Google spreadsheet
from Qualtrics XM. I then scored the responses according to the ProQOL V and CD-
RISC 10 guidelines (Connor & Davidson, 2003; Stamm, 2010). I uploaded these data

into SPSS software.
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Utilizing SPSS, I analyzed the frequencies and percentages of participation. I also
tested the data to determine the presence of outliers and removed these from the data
(Tabachnick & Fidell, 2019). Finally, data were analyzed to describe and measure the
relationship between different variables and to determine the significance of the
correlation between the variables (Creswell & Creswell, 2018; Salkind & Frey, 2020).

First, I utilized correlational analyses to examine the first and second research
questions. The first question investigated the relationship among teachers’ perceived
STS, BO, CS, and resilience. The second examined the relationship of these factors and
teachers’ intent to leave the field. I analyzed the scatterplots displaying the relationships
of each combination of the variables. If the data revealed linear relationships, I planned to
analyze the data using Pearson correlation analysis. However, if the data revealed
monotonic relationships, I planned to analyze them using Spearman’s rank correlation
coefficients. Laerd Statistics (2018) recommends conducting Spearman’s analysis if data
reveal monotonic relationships that may or may not be linear.

To further investigate the relationship among STS, BO, CS, and intent, I
conducted regression analysis which analyzes the prediction of multiple independent
variables on a single dependent variable (Salkind & Frey, 2020). Through this analysis, |
sought to determine if the variation in BO, STS, and CS could explain the odds of
observing each response category of intent (the dependent variable). In his study of
trauma-informed organizational culture, Keesler (2020) utilized multiple regression
analysis to estimate the contribution of trauma-informed care to each ProQOL subscale
score. In the educational setting, Harris and Bostain (2021) utilized multiple regression

analysis to determine how conscientiousness moderates the relationship between using
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mindfulness techniques and resilience in high school teachers. Similarly, Herman et al.
(2021) also surveyed teachers and utilized regression analyses to determine teacher
wellness following the COVID-19 shutdown.

The third research question investigated differences in teachers’ perceived BO,
STS, CS, resilience, intent to leave the profession, according to their demographic
characteristics, professional experience, and school characteristics. To examine these
differences, I performed various comparative analyses. To examine possible differences
in teachers’ perceived BO, STS, CS, resilience and intent to leave the profession and their
school level and gender, I utilized comparative analyses suitable for the comparison of
two groups. I reviewed box plots to determine if the data were normally distributed. If
normally distributed, I conducted t-tests. If the data revealed otherwise, I conducted two-
tailed Mann-Whitney two-sample rank-sum tests since this analysis does not require
distributional assumptions such as normality (Conover & Iman, 1981).

Furthermore, I examined the possible differences in teachers’ perceived BO, STS,
CS, resilience and intent to leave the profession among setting, years of experience and
age utilizing simple analysis of variance (ANOVA). This analysis examines differences
between more than two groups (Salkind & Frey, 2020). In their study examining the
effects of organizational change on STS and BO, Sprang et al. (2021) utilized ANOVAs
to measure levels across varying demographic groups.

As stated, the purpose of this study was to examine the relationship between
teachers’ compassion fatigue, burnout, compassion satisfaction, resilience, and intent to
leave the field. Through this study, I aimed to fill the gap in the research regarding

teacher burnout with a large-scale quantitative study. This study gathered information
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revealing several statistically significant results that may inform educational practice and
future research. Chapter 4 details the data gathered from the survey as well as the

analyses of each hypothesis.
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Chapter 4: Results

This study sought to investigate the possible relationships among compassion
fatigue, burnout, compassion satisfaction, resilience, and teachers’ intent to leave the
field. The ProQOL V measured compassion fatigue (CF), burnout (BO), and compassion
satisfaction (CS). The survey also included the Connor-Davidson Resilience Scale-10
(CD-RISC-10). Additional questions gathered demographic and school information.
Finally, the survey also included a question regarding the participants’ intent to leave the
field prior to retirement with a Likert scale. This study sought to answer three research
questions:

1. Is there a significant relationship among teachers’ perceived secondary

traumatic stress (STS), burnout (BO), compassion satisfaction (CS), and

resilience?

2. Is there a significant relationship among teachers’ perceptions of their STS,

BO, CS, resilience and their intent to leave the profession?

3. Are there significant differences in teachers’ perceived BO, STS, CS,

resilience, intent to leave the profession, according to their demographic

characteristics, professional experience, and school characteristics?

This chapter presents the findings of the study. It begins with a description of the
data preparation. Next, it provides the descriptive statistics of the participants. Finally, it
presents the results of the correlational analyses, multiple regression analyses, and

comparative analyses as organized by the research questions.



47

Data Preparation

I downloaded survey responses from Qualtrics into a Google spreadsheet to
prepare for analysis. A total of 716 participants started the survey. The first question
asked if the participant was currently employed as a teacher in a public school in
Pennsylvania. Of the 716 participants who began the survey, 103 either did not meet the
participation criteria or did not respond to the first question and did not move on in the
survey. An additional 64 completed part I of the survey, which included demographic and
school characteristic questions but did not complete any other part of the survey. These
responses were not included. Ten participants completed part II which included the
ProQOL V but did not complete part III, the Connor-Davidson Resilience Scale-10 nor
part IV which included the question regarding intent to leave the field. These responses
are included in the descriptive analysis and the analysis of the first and third research
questions with one outlier removed as described in the section “Outliers” (n=538). The
total number of participants who completed all four parts of the survey with one outlier
removed was 548. Some participants did not provide demographic or school
characteristic information as indicated in the following summary and on Table 1.

Within a Google spreadsheet, I scored the ProQOL V and Connor-Davidson
Resilience Scale 10 according to the instructions in the handbooks for each tool (Connor
& Davidson, 2003; Stamm, 2010). Finally, I coded the data in preparation to upload into

SPSS, a statistical software, for data analysis.
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Descriptive Analyses
Frequencies and Percentages of Participation

The population for this research study consisted of K-12 public school teachers in
the state of Pennsylvania. The first qualifying question identified participants who met
these criteria. Table 1 displays the demographic and school characteristics of the final
sample. The following results demonstrate much similarity among several categories to
the larger population of teachers in Pennsylvania. The majority of participants identified
as female (n =424, 77.2%). Gender demographics of teachers in Pennsylvania are similar
to that of the study participants, for as of 2022-23, 74% of PA classroom teachers
identified as female (PDE, 2023). The most frequently observed category of experience
was 16-20 years (n = 121, 22%). The mean years of service for PA classroom teachers is
14.8 (PDE, 2023). Therefore, participants in this study could be representative of the
teachers in PA by years of service. Also, most participants responded to the age item in
the 35-44 category (n =179, 32.6%). In 2017-18, the median age of PA teachers was 40.6
years old (U. S. Dept. of Ed., 2018). Participation in the study is also representative of the
population of PA teachers by age. Most participants reported working in schools they
classified as suburban (n = 331, 60.3%). Whereas, in PA, 46% of schools are classified as
suburban (NCES, 2017). Therefore, the sample of suburban educators was greater for this
study than the distribution of urban, suburban, rural throughout PA. In addition, nearly all
respondents cited in-person as their primary mode of instruction (n = 541, 98.5%).
Furthermore, more participants indicated they taught at the secondary level (n = 281,
51.2%) as opposed to the elementary level. Frequencies and percentages are presented in

Table 1.
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Table 1

Demographic and School Characteristics of Participants

Variable n %
Gender
Female 424 77.2
Male 107 19.5
Non-binary/third gender 3 0.5
Prefer not to say 3 0.5
Missing 12 2.2
Age
18-34 117 21.3
35-44 179 32.6
45-54 175 31.9
55+ 58 10.6
Missing 20 3.6
Teaching Experience
Less than 1-5 61 11.1
6-10 86 15.7
11-15 83 15.1
16-20 121 22.0
21-25 101 18.4
26-30 63 11.5
30+ 25 4.6
Missing 9 1.6
School Setting
Urban 85 15.5
Rural 131 23.9
Suburban 331 60.3
Missing 2 0.4
Mode of Instruction
In-person 541 98.5
Online 2 0.4
Hybrid 5 0.9
Missing 1 0.2
Level
Secondary 281 51.2
Elementary 248 45.2
Missing 20 3.6

Note. N=549. Due to rounding, percentages may not equal 100%.
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Outliers

Using SPSS, I computed Z-scores for CS, STS, BO and resilience to examine the
scores for univariate outliers defined as any value which falls outside the range of +/-
3.29 standard deviations from the mean (Tabachnick & Fidell, 2019). There were no
outliers present in CS, BO, or resilience. There was one outlier present in STS, case 425.
This participant’s data point were removed prior to the following analyses.

The responses to the ProQOL V and Connor-Davidson Resilience Scale-10
produced the following results. Table 2 provides summary information for each
component. The mean score for STS was 26.22 (SD = 6.5), BO was 28.48 (SD = 5.61),
and CS was 36.37 (SD = 6.25). For each of the factors scored through the ProQOL, the
lower the number, the less of an impact of that factor on the participant’s perception of
that phenomenon in their work place, and the higher the number, the greater the impact.
For each of these factors, scores between 23 and 41 are considered moderate (Stamm,
2010). This indicates that the means of the sample population fall within the moderate
range according to the ProQOL manual (Stamm, 2010). The mean score for resilience
was 37.71 (SD = 5.84). According to the manual for the Connor-Davidson Resilience
Scale-10, the higher the number, the greater the participants’ perception of their
resilience. The mean score overall of US participants is 31.8 (SD = 5.4) (Davidson,
2023). The mean score of the participants in the sample is higher than the average cited in

the manual.
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Descriptive Statistics for STS, BO, CS, and Resilience Scores
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Component n M SD Range Min Max Variance
STS 548 26.22 6.50 34 12 46 42.21
BO 548 28.48 5.60 30 11 41 31.42
CS 548 36.37 6.25 32 18 50 39.02
Resilience 538 37.71 5.84 32 18 50 34.10
Intent

The final item on the survey requested participants rate how strongly they agree or

disagree with the following statement: I intend to leave the profession before I reach the

age of retirement (1 = strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly

agree). Figure 1 shows the frequency of responses in percentages. Responses were as

follows: 16.6% of participants (n = 91) strongly disagreed, 19.5% (n = 107) disagreed,

24.1% (n = 132) were neutral, 21.2% (n = 116) agreed, and 16.4% (n = 90) strongly
agreed. Thus, in this sample of teachers, fewer than half indicated a likelihood of

remaining in the profession until the age of retirement. Twelve participants did not

respond to the question.



52

Figure 1

Frequency of Intent to Leave the Field
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Analysis of Research Questions
Research Questions 1 & 2

Correlational analyses. The first research question of the study investigated the
relationship among teachers’ perceived STS, BO, CS, and resilience. The second
examined the relationship of these factors and teachers’ intent to leave the field. To
examine the relationship among STS, BO, CS, resilience, and intent to leave the field, I
conducted Spearman correlation analyses. A Spearman correlation requires that the
relationship between each pair of variables does not change direction (Conover & Iman,
1981). This assumption is violated if the points on the scatterplot between any pair of
variables appear to shift from a positive to negative or negative to positive relationship

(Laerd Statistics, 2018). Preliminary analysis showed the relationship among all variables
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to be monotonic, which I assessed through a visual inspection of the scatterplots. I
utilized recommendations for the Pearson correlation by Schober, et al. (2018) where a
coefficient of .10 indicates a weak correlation, .38 is moderate, .68 is strong, and .89 is
very strong. Table 3 demonstrates a correlation matrix displaying the results of the
analyses.

The analyses revealed several statistically significant, positive correlations. There
was a moderate positive correlation between STS and BO, 7;(546) = .619, p <.001. The
analyses also revealed a moderate positive correlation between resilience and CS, 7, (536)
=.488, p <.001. There was also a moderate positive correlation between intent to leave
the field and BO, r,(534) = .438, p <.001. Finally, there was a weak but statistically
significant, positive correlation between intent to leave the field and STS, 7, (534) = .318,
p <.001.

Furthermore, the analyses revealed several statistically significant, inverse
correlations. There was a strong inverse correlation between CS and BO, 7, (546) = -.726,
p <.001. There was also a moderate inverse correlation between resilience and BO, r;
(536) =-.458, p <.001, and a moderate inverse correlation between CS and STS, 7, (546)
=-.394, p <.001. There was a moderate inverse correlation between CS and intent to
leave the field, r;(534) =-.376, p <.001. The inverse correlation between resilience and
STS was weak but statistically significant, r;(536) =-.359, p <.001. Finally, the analyses
revealed a weak but statistically significant inverse correlation between resilience and

intent to leave the field, ,(534) =-.140, p = .001.
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The above results indicate there is a statistically significant correlation between
each pairing of the variables of STS, BO, CS, resilience, and intent. Therefore, analyses
indicated relationships among these variables.

Table 3

Spearman Correlation Analysis Results

Variable n M SD 1 2 3 4
1. STS 548 26.22 6.50 —
2.BO 548 28.48 5.60 .619%* —
3.CS 548 36.37 6.25 -.394* -.726*
4. Resilience 538 37.71 5.84 -.359* -.458* A488%* —
5. Intent 536 — — 318%* A433* -376% - 140%*

*p<.001. **p=.001

Regression analyses. To further investigate the relationship among STS, BO,
CS, and intent, I conducted an ordinal logistic regression analysis. I chose to conduct
ordinal regression analysis over other regression analyses because the dependent variable
of intent to leave the field is measured at the ordinal level (Agresti, 2010). Through this
analysis, I sought to determine if the variation in BO, STS, and CS could explain the odds
of observing each response category of intent (the dependent variable). First, I calculated
Variance Inflation Factors (VIFs) to detect the presence of multicollinearity between the
predictors. Multicollinearity occurs when there is a correlation between independent
variables; if significant enough, these correlations may render the results invalid (Laerd
Statistics, 2018). Each of the variables in the regression model have VIFs less than 10
which is considered the maximum upper limit (Menard, 2009). The VIF for BO is 3.035,
STS is 1.703, and CS is 2.16. These values indicate that multicollinearity would not

affect the results of the ordinal logistic regression. Additionally, the deviance goodness-
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of-fit test indicated that the model was a good fit to the observed data, ¥2(2045) =
1544.25, p = 1.000. The final model was statistically significant and predicted the
dependent variable over and above the intercept-only model, ¥2(3) = 1567.817, p < .001.

Therefore, the analyses reveal relationships among these variables.

Table 4 summarizes the results of the ordinal regression model. The regression
coefficient for BO was significant, B = 0.10, ¥* = 15.74, p < .001, suggesting that an
increase in BO increases the odds of observing a higher category of intent to leave by
10%. The regression coefficient for STS was significant, B = 0.03, x~ = 4.03, p = .045,
indicating that an increase in STS would also increase the odds of observing higher intent
to leave the profession early by 3%. The regression coefficient for CS was
significant, B =-0.05, y~ = 7.17, p = .007, which implies that an increase in CS would

decrease the odds of observing a higher intent to leave the profession early by 5%.
Table 4

Ordinal Logistics Regression Results for BO, STS, and CS Predicting Intent

Predictor B SE v p OR
(Intercept):1 -0.04 1.15 0.00 970
(Intercept):2 1.18 1.16 1.04 309
(Intercept):3 2.35 1.16 4.11 .043
(Intercept):4 3.64 1.16 9.77 .002
BO 0.10 0.02 15.74 <.001 1.10
STS 0.03 0.02 4.03 .045 1.03

CS -0.05 0.02 7.17 .007 0.95
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Research Question 3

The third research question investigated differences in teachers’ perceived BO,
STS, CS, resilience, and intent to leave the profession, according to their demographic
characteristics, professional experience, and school characteristics. To examine these
differences, I performed various comparative analyses. Results of the comparison of
these groups follow in the demographic categories: school level, school setting,
experience, age, and gender.

School Level. To examine possible differences in teachers’ perceived BO, STS,
CS, resilience and intent to leave the profession based on school level, I conducted a
Mann-Whitney U test. The two-tailed Mann-Whitney two-sample rank-sum test is an
alternative to the independent samples #-test, but does not have any distributional
assumptions such as normality (Conover & Iman, 1981). I chose this analysis because the
data failed to meet the assumptions necessary to conduct the independent-samples t-tests.
A review of box plots revealing the distribution of the data indicated these data are not
normally distributed. Additionally, one of the variables (intent) is ordinal, and variables
for independent-samples t-tests must be continuous (Laerd Statistics, 2018).

Table 5 summarizes the results of the Two-Tailed Mann-Whitney Test for CS,
STS, BO, resilience and intent by level. The analyses revealed that there were no
statistically significant differences in CS, STS, BO and intent to leave the field early
between elementary and secondary teachers. However, the resilience scores were
statistically significantly different between primary (Mdn = 37.00) and secondary
teachers (Mdn = 38.00), U = 37,628.50, z = 2.40, p = .017. This suggests that scores for

resilience are greater for secondary teachers than elementary teachers. Therefore, the null
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hypothesis is rejected. Figure 2 presents a boxplot of the ranks of resilience by level. This
boxplot reveals there is a much larger range of resilience scores among elementary
teachers than secondary teachers.

Table 5

Two-Tailed Mann-Whitney Test for CS, STS, BO, Resilience and Intent by Level

Elementary Secondary
Variable Mean Rank n Mean Rank N U z p
CS 275.69 247 254.66 281 31,938.50 -1.58 113
STS 267.14 247 262.18 281 34,052.50 -37 .709
BO 262.96 247 265.85 281 35,083.50 22 828
Res 243.28 244 27483 275 37,628.50 240  .017
Intent 25395 243 263.48 274 34,519.00 74 459
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Figure 2
Ranks of Resilience by Level
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School Location. A one-way ANOVA was conducted to determine if CS, STS,
BO, resilience, and intent to leave the field were different for teachers based on their
school settings. The survey included a question about their school settings as classified
into three groups: urban (n = 85), suburban (» = 331), and rural (n = 130). Each variable
indicated Levene’s test was not statistically significant (p >.05).; therefore there was
homogeneity of variances.

The analyses revealed no statistically significant differences among teachers’
school settings for CS, STS, BO, resilience, and intent. Ultimately, there were no

significant effects in the model, and as a result, I did not conduct posthoc comparisons.
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Years of Experience. To determine if CS, STS, BO, resilience, and intent to
leave the field were different for teachers based on their years of experience, I conducted
a one-way ANOVA. The survey question about participants’ years of experience offered
seven choices: less than 1 yr. to 5 (n = 61), 6-10 (n = 86), 11-15 (n=83), 16-20 (n =
121), 21-25 (n = 101), 26-30 (n = 63), more than 30 (n = 25). Nine participants did not
answer the question. To distribute these data more evenly, I combined these categories
based on the number of participants in each. Prior to running the ANOVA, I recoded the
data into three variable levels in SPSS. The resulting groups were less than 1 year to 10
(n=147), 11-20 (n = 204), and more than 20 (n = 188).

For CS, STS, BO, and resilience, there was homogeneity of variances, as assessed
by Levene's test for equality of variances (p < .05). However, for intent to leave the field,
the assumption of homogeneity of variances was violated, as assessed by Levene's test
for equality of variances (p = .003). Due to this violation, Welch ANOVA results are
reported for intent.

The analyses revealed no statistically significant difference among teachers’ years
of experience for CS, STS, BO, resilience, and intent. Ultimately, there were no
significant effects in the model, and as a result, I did not conduct posthoc comparisons.

Age. To determine if CS, STS, BO, resilience, and intent to leave the field were
different for teachers based on their age, I conducted a one-way ANOVA. The survey
question about participants’ age offered five choices: 18-24 (n = 117), 25-34 (n=179),
35-44 (n = 175), 45-54 (n = 58), 55+ (n = 58). Twenty participants did not answer the
question. To distribute these data more evenly, I combined these categories based on the

number of participants in each. Prior to running the ANOVA, I recoded the data into
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three variable levels in SPSS. The resulting groups were 18-34 (n=117), 35-44 (n =
179), and 45+ (n = 232).

For CS, STS, BO, and resilience, there was homogeneity of variances, as assessed
by Levene's test for equality of variances (p < .05). However, for intent to leave the field,
the assumption of homogeneity of variances was violated, as assessed by Levene's test
for equality of variances (p =.003). Due to this violation, I interpreted Welch ANOVA
results. The analyses revealed no statistically significant difference among teachers’ age
groups for CS, STS, BO, resilience, nor intent. Ultimately, there were no significant
effects in the model, and as a result, I did not conduct posthoc comparisons. The null
hypothesis was accepted.

Gender. To examine possible differences in teachers’ perceived BO, STS, CS,
resilience and intent to leave the profession between males (#=105) and females (n=424),
I conducted a Mann-Whitney U test. The two-tailed Mann-Whitney two-sample rank-
sum test is an alternative to the independent samples #-test, and does not have any
distributional assumptions such as normality (Conover & Iman, 1981). A review of box
plots revealed these data are not normally distributed. Data from non-binary/third gender
participants (n=3) and those who preferred not to say (n=3) were not included due to the
limited number of participants in each category. Twelve participants did not answer the
question.

Table 6 summarizes the two-tailed Mann-Whitney test for CS, STS, BO,
resilience and intent by gender. The CS score was statistically significantly different
between female teachers (Mdn = 37.00) and male teachers (Mdn = 35.00), U =

19,564.00, z = -2.17, p = .030. This suggests that scores for CS are greater for female
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teachers than male teachers. Figure 3 presents a boxplot of the ranks of CS by gender.
The STS scores were statistically significantly different between female teachers (Mdn =
26.00) and male teachers (Mdn = 23.00), U = 17,452.00, z = -3.66, p < .001. This
suggests that scores for STS are greater for female teachers than male teachers. Figure 4
presents a boxplot of the ranks of STS by gender. The resilience scores were statistically
significantly different between female (Mdn = 38.00) and male teachers (Mdn =

39.00), U=24,973.00, z=2.23, p =.026. This indicates that resilience scores are higher
for male than female teachers. Figure 5 presents a boxplot of the ranks of resilience by
gender.

However, the BO scores were not statistically significantly different between
female (Mdn = 29.00) and male teachers (Mdn = 30.00), U = 23,053.50, z = .30, p = .765.
And the intent to leave the field scores were not statistically significantly different
between female (Mdn = 3.00) and male teachers (Mdn = 3.00), U =19,687.00, z = -
1.56,p=.119.

Table 6

Two-Tailed Mann-Whitney Test for CS, STS, BO, Resilience and Intent by Gender

Female Male
Variable Mean Rank n Mean Rank n U z
CS 272775 423 236.84 107 19564.00 -2.17 .030
STS 27774 423 217.10 107 17,452.00 -3.66 <.001
BO 264.50 423 269.45 107 23,053.50 .30 765
Res 254.11 417 290.84 105 24,973.00 2.23 .026
Intent 265.56 415 240.50 105 19687.00 -1.56 119
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Figure 5

Ranks of Resilience by Gender
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Conclusion

This chapter provided descriptive analyses of participants in the study. It
presented the results of correlation analyses to examine the relationship among STS, BO,
CS, resilience, and intent to leave the field. It also included the results of the comparative
analyses used to examine differences in teachers’ perceived BO, STS, CS, resilience and
intent to leave the profession, according to their school level, school setting, experience,

age, and gender. The following chapter will discuss the implications of these findings.



64

Chapter 5: Discussion

This study investigated the relationships among BO, STS, CF, CS, resilience, and
teachers’ intent to leave the profession before retirement. The study examined data
collected through the ProQOL, the Connor-Davidson Resilience Scale-10, and
demographic questions to examine three hypotheses. The first hypothesis examined the
relationship among teachers’ perceived secondary traumatic stress (STS), burnout (BO),
compassion satisfaction (CS), and resilience. The second hypothesis examined the
relationship among these factors and teachers’ intent to leave the profession before
retirement. The third hypothesis examined the differences in these factors and teachers’
demographic characteristics, professional experience, and school characteristics. This
chapter provides a review of the major findings and discusses the conclusions. It
describes possible implications for research and practice and the limitations of the study
and concludes with suggestions for future research.
Major Findings
Research Question 1

The first research question of the study investigated the relationship among
teachers’ perceived STS, BO, CS, and resilience. Correlational analyses revealed several
statistically significant, positive correlations. A moderate positive correlation exists
between STS and BO. This confirms prior research that revealed a positive correlation
among STS and BO in helping professions (Cieslak et al., 2014; Shoji et al., 2015; van
Mol et al., 2015). The analysis of this study also revealed a moderate positive correlation

between resilience and CS. This aligns with the findings of a study that surveyed nurses
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using the ProQOL and Connor-Davidson Resilience Scale which revealed a positive
correlation of CS and resilience (Alharbi et al., 2020).

Furthermore, the analyses revealed several statistically significant, inverse
correlations. There was a strong inverse correlation between CS and BO, a moderate
inverse correlation between resilience and BO, and a moderate inverse correlation
between CS and STS. Demir (2018) and Pretsch et al. (2012) conducted research that
indicates resilience may mediate stress, anxiety, and BO. Additional studies indicate that
professionals with higher levels of CS and higher quality of life scores have lower levels
of STS and CF (Cieslak et al., 2014; Sprang et al., 2021). Furthermore, Garcia and
Gamberte (2019) concluded that resilience protected their sample of primary teaching
staff against BO. This is an important finding, for if higher levels of CS and resilience
correlates to lower levels of BO and STS, then increasing CS and resilience may mitigate
the effects of CF on teachers.

Research Question 2

Research question two investigated the relationship among teachers’ perceptions
of their STS, BO, CS, resilience and their intent to leave the profession. Correlational
analyses revealed several statistically significant correlations. Ordinal regression analyses
investigated these relationships further. A moderate positive correlation exists between
intent to leave the field and BO. Furthermore, an increase in BO increases the odds of
observing a higher category of intent to leave by 10%. A weak but statistically
significant, positive correlation exists between intent to leave the field and STS. An
increase in STS would also increase the odds of observing higher intent to leave the

profession early by 3%.
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These findings align with research that indicates teacher burnout is clearly a
concern for educators as a recent poll of National Education Association (NEA) members
revealed 67% believe burnout is “a very serious issue,” and 90% believe “a very serious
or somewhat serious issue” (GBAO, 2022, p. 1). However, this study is so far singular in
its measurement of both STS and BO as they relate to PA teachers’ intent to leave the
profession early. These findings suggest a correlation between STS, BO, and the

possibility of the continued problem of teacher attrition.

Conversely, there was a weak but statistically significant negative correlation
between compassion satisfaction and intent to leave the field. And an increase in CS
would decrease the odds of observing a higher intent to leave the profession early by
5%. This comports the conclusion of Caringi et al. (2015) that compassion satisfaction
may shield teachers from factors leading to their exodus from the field. In the nursing
profession, Alharbi et al. (2020) also found increased CS mitigated compassion fatigue
and increased job satisfaction. This finding indicates that measures that increase

compassion satisfaction may help mitigate attrition in the profession.

Research Question 3

The third research question investigated differences in teachers’ perceived
burnout, secondary traumatic stress, compassion satisfaction, resilience and intent to
leave the profession according to their demographic characteristics, professional
experience, and school characteristics. I conducted comparative analyses in the following
categories: school level, school setting, experience, age, and gender.

The analyses revealed no statistically significant differences in BO, STS, CS,

resilience, or intent to leave the field according to school setting, age, and years of
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experience. This could be a result of the number of participants. The desired number of
participants for a population size of 108,756 teachers with a confidence level of 95% and
a margin of error of 95% is 383 (Salkind & Frey, 2020), and the total number of
participants in this study exceeded this at n=529. Although the number of participants
was greater than the minimum desired, when divided among three categories, the number
of participants in each category may not have been enough to reveal differences among
categories. I discuss this possibility further in the limitations section of this chapter.
However, these results might also indicate that levels of BO, STS, CS, resilience, and
intent to leave the field are generally similar for all PA teachers according to these
demographic and school characteristics.

Prior research does not reveal evidence comparing the BO, STS, CS, or resilience
among teachers according to school setting, age, or experience. However, researchers
have conducted qualitative studies that indicate high levels of burnout in urban settings
due to a lack of resources to combat the grave needs of their students (Brunetti, 2006;
Castro et al., 2010). On the other hand, teacher attrition rate and intention to leave the
field have been studied across settings and age. Christian-Brandt et al. (2020) conducted
a study that revealed older teachers were more likely to indicate an intent to leave the
profession. Carver-Thomas’ and Darling-Hammond’s (2019) study revealed the youngest
and oldest categories of teachers had higher rates of attrition than those who were middle
aged. Their study also indicated that higher populations of low-income students were
more of an predictor of intent to leave the field than school setting.

School level. A Mann-Whitney U test revealed no statistically significant

differences in CS, STS, BO and intent to leave the field early between elementary and
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secondary teachers. However, the resilience scores were statistically significantly higher
for secondary teachers than elementary teachers. No other research directly compared
resilience scores among secondary and elementary teachers. Yet, Richard et al. (2016)
studied the relationship of resilience and other role stressors across elementary and
secondary teachers and found no significant difference. However, research has indicated
that elementary teachers have more exposure to students’ trauma as they tend to be with
one section of students for nearly the entire school day and are more isolated from their
colleagues (Klassen, 2010). This more limited time secondary teachers have with their
students might also lead to limited exposure to students’ trauma and might be related to
their higher levels of resilience.

Gender. Two-tailed Mann-Whitney tests revealed statistically significant
differences between male and female teachers for CS, STS, and resilience. The CS score
was statistically greater for female teachers than male teachers. Other studies have not
indicated a significant difference in CS based on gender, yet cite other differences, such
as work environment or specialized training, as factors that interfere with determining
differences based on gender alone (Klassen, 2010; Sprang et al., 2021; Sprang et al.,
2007). However, the STS scores were statistically significantly greater for female
teachers than male teachers. This comports the findings of Sprang, et al. (2007) whose
research indicated female mental health providers were more at risk for STS and
ultimately CF. Furthermore, the resilience scores were statistically significantly higher
for male than female teachers. Connor and Davidson (2003) found similar results in
studies they conducted as they developed the CD-RISC (2003). and Ingersoll et. al (2022)

decreasing number of male teachers trend
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Conclusions

The findings of this study lead to several overall conclusions that will be
discussed in this section. The first conclusion of the study is that teachers with higher
perceived levels of STS have higher perceived levels of BO. Teachers with higher
perceived levels of STS and/or BO are more likely to indicate a desire to leave the
teaching profession before the age of retirement. These findings support the existing
literature that indicates teachers experiencing higher levels of secondary traumatic stress
also report higher levels of burnout (Christian-Brandt et al., 2020; Lawson et al., 2019).
Moreover, this study establishes a connection between STS, BO, and an increased desire
to leave the teaching profession prematurely, which corroborates previous research
emphasizing how compassion fatigue can lead to teacher disengagement, decreased
effectiveness, burnout, and even attrition (GBAO, 2022; Hoffman et al., 2007; Jennings
& Greenberg, 2009; Motta, 2012; Simon et al., 2022; Talmor et al., 2005).

The next conclusion of the study is that teachers with higher perceived levels of
compassion satisfaction are less likely to indicate they intend to leave the field. This
aligns with prior research in the helping professions suggesting that those with higher CS
levels have lower levels of STS and CF (Cieslak et al., 2014; Sprang et al., 2021). Other
studies indicate that CS might act as a shield that protects teachers from the harmful
effects of STS and prevents them from leaving the field (Christian-Brandt et al., 2020;
McMakin et al., 2022). This study contributes by highlighting the link between higher CS
and reduced intent to leave the field.

An additional conclusion of the study is secondary teachers who participated in

the study have higher perceived levels of resilience than elementary teachers. Prior



70

research indicates that resilience is paramount to the management of stress at both levels
(Beltman et al., 2011; Gu and Day, 2007). Yet no large scale research exists that
compares resilience among secondary and elementary teachers across the nation or in
Pennsylvania. Although Richards et al. (2016) found no significant difference in
resilience among levels in their study of teachers in the Midwest.

Furthermore, there are three conclusions regarding gender-identification revealed
through the study. First, male-identified participants have higher perceived levels of
resilience. The manual for the CD-RISC discusses the comparisons of resilience among
gender identities in numerous, and no consistent evidence exists that indicates males have
more resilience (Davidson, 2023). However, the manual does not mention any such study
in education. The second conclusion and third conclusions regarding gender identity
comparisions are that female teachers have higher perceived levels of secondary
traumatic stress and higher perceived levels of compassion satisfaction. While no large-
scale study exists that compares these scores among female-identified teachers, these
conclusions align with prior research. The ProQOL manual cites data from 1,289 cases
from multiple studies. These data indicate women have a higher scores of STS and CS
(Stamm, 2010).

Implications for Research

This study attempted to fill the research gap by identifying which teachers were
experiencing CF and to what extent CF might lead to an exodus from the field. Based on
the above conclusions, there are multiple research implications associated with this study.
The first implication pertains to the relationship between CF and teacher attrition. The

correlation of a higher rate of intending to leave the field and higher levels of BO and



71

STS indicates that CF might be a major factor compounding the issue of the teacher
exodus. Longitudinal research could reveal if CF while teaching results in actual exodus,
as this study only included current teachers and measured their intent to leave.
Researchers might also study a possible causal relationship between mitigating CF and
lowering teachers’ intention to leave the field.

Furthermore, this study indicated that higher levels of compassion satisfaction
might decrease the likelihood of a teacher leaving the profession. More research into
ways in which CS can be cultivated are needed. Studies regarding mindfulness-based
interventions (MBIs) show promise for decreasing STS, promoting stress management,
and increasing overall feelings of well-being (Hepburn et al., 2021; Jennings &
Greenberg, 2009; Zarate et al., 2019). However, researchers have not studied teacher
compassion satisfaction as a factor alone nor has research uncovered the relationship
between CS and actual teacher attrition.

The next implication regards the characteristics of teachers who are experiencing
compassion fatigue and/or considering leaving the profession. While this survey received
a robust sample from Pennsylvania teachers (n= 529), a nationwide survey might yield
more participants and allow for more comparative analyses of demographic and school
characteristics. For instance, research studies have examined high levels of BO in urban
educators (Adnot et al., 2017; Brunetti, 2006; Herman et al., 2021; Simon et al., 2022).
Yet no large-scale study exists to compare these levels among urban, rural, and suburban
teachers. Additionally, research indicates that PA teacher attrition rates are greatest in the

first three years of teaching until the age of retirement is reached (Fuller, 2022). This
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study did not show a significant difference among the groups of experience; however,
more participants may allow this trend to be examined further.

Another implication follows from the finding that secondary teachers had higher
levels of resilience than elementary teachers. Further research is warranted that might
look into the factors contributing to this difference. Interestingly, though, the analysis did
not show a significant difference in STS, which contradicts prior studies indicating that
elementary teachers might be exposed to students’ trauma more often due to the structure
of their day (McMakin et al., 2022). Additional research comparing elementary and
secondary teachers’ resilience is warranted.

Similarly, another implication for further research is regarding difference among
teachers’ gender identification and their levels of resilience, STS, and CS. Male teachers
showed a higher perceived levels of resilience. Female teachers had higher perceived
levels of CS. Both of these are potential mitigating factors for CF (Cieslak et al., 2014;
Sprang et al., 2021; Stamm, 2002). However, females had higher levels of STS. This
study had a limited number of male participants which limits the generalizability of the
results. Therefore, research with a larger male participant sample may shed more light on
this phenomenon. This could be accomplished by utilizing selective sampling.
Implications for Practice

The conclusions drawn from this study have several implications for educational
leaders, administrators, and policymakers. This study revealed that participants with
higher perceived levels of STS have higher perceived levels of BO, and teachers with
higher perceived levels of STS and/or BO are more likely to indicate a desire to leave the

teaching profession before the age of retirement. Therefore, educational leaders might
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consider ways to lower burnout and STS to lower the teacher attrition rate.
Administrators can help mitigate burnout and secondary traumatic stress through
professional development and support systems. Trauma-informed PD that focuses on
increasing trauma literacy and teaching professionals how to cope with STS could be
beneficial to mitigating its effects (Brunzell et al., 2021; Castro Schepers & Young, 2022;
Christian-Brandt et al., 2020; Inbar & Shiri, 2021; Koenig et al., 2018; Lawson et al.,
2019). Given that teachers with higher STS and BO are more likely to consider leaving
before retirement, educational leaders might consider developing and implementing
retention strategies. These may include mentorship programs, professional development
opportunities, and efforts to reduce excessive workloads (Fuller, 2022). Ensuring a
healthy work-life balance is crucial.

Furthermore, teachers with higher perceived levels of compassion satisfaction are
less likely to indicate they intend to leave the field. To increase CS, educational leaders
could assess the well-being and job satisfaction of their teaching staff and make decisions
based on these data (Fuller, 2022; Yang et al., 2021). For administrators who take the
pulse of their staff and are in touch with the stress teachers face are more likely to make
changes that can positively influence teacher stress (Davis & Palladino, 2011; Hoffman et
al., 2007). Additionally, through specified professional development, research shows that
teachers developed resilience, growth mindsets, and increased gratitude (Brunzell et al.,
2021).

The study’s conclusion that participating secondary teachers have higher
perceived levels of resilience than elementary teachers might also inform educational

practices. It may be beneficial to recognize and celebrate the resilience of secondary
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teachers and explore ways to share best practices between different levels of education.
Furthermore, recognizing the gender differences in STS and CS is essential. Female
teachers are more likely to experience both STS and CS. Educational leaders may
consider tailoring support programs to address the specific needs of male and female
teachers, such as providing resources for managing STS and promoting CS.
Understanding that male teachers have higher levels of resilience can inform recruitment
and retention efforts. Promoting diversity in the teaching profession can be beneficial,
and educational leaders could actively work to create an inclusive and supportive
environment for all teachers (Jennings & Greenberg, 2009).

Limitations

It is essential to acknowledge several limitations that impact the generalizability
of the findings of this study. There are seven limitations: geographic scope, the sample
size and representation, the cross-sectional design, the self-reported data, the limited
responses in some categories, the timing of the survey, and the scope of the measurement
tools.

The study focused exclusively on Pennsylvania public school teachers. While this
allowed for an in-depth examination of a specific group, it may limit the generalizability
of the conclusions to teachers in other regions or educational settings. Different states and
countries may have distinct educational systems, policies, and support structures that can
influence teacher experiences and outcomes. Furthermore, most participants of this study
teach in suburban schools, and the limited number of responses from urban and rural

schools is worth noting.
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While the study had a robust response (n=529), the sample size might not fully
represent the entire population of Pennsylvania teachers. Analyses of particular
subgroups, such as those based on school level and gender, could be limited by the
relatively small number of participants in each category. Specifically, the study noted a
gender imbalance in the sample, with a limited number of male participants. This
imbalance could affect the generalizability of gender-related findings and highlights the
need for more extensive research that includes a more diverse gender representation.
Consequently, the findings may not apply equally to all demographic groups within the
teaching profession.

The study employed a cross-sectional design, capturing data at a single point in
time. This design limits the ability to establish causal relationships between variables.
Longitudinal research would be necessary to determine whether or not the implied
correlations translate into long-term effects. For instance, the study does not reveal
whether or not BO and STS lead to attrition.

Finally, the study relied on specific survey measures to assess STS, BO, CS,
(ProQOL-V) and resilience (CD-RISC-10). The choice of measurement tools can
influence the results, and alternative measures might yield different findings.

Researchers might consider these limitations when applying the results to a
broader context. Future research could address these limitations and provide a more
comprehensive understanding of the complex relationships among these variables across
diverse teacher populations and educational settings.

In summary, this study has shed light on the relationships among STS, BO, CS,

resilience, and teachers' intent to leave the profession in Pennsylvania. These findings
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have underscored the interconnectedness of these variables, revealing the presence of
positive and inverse correlations that illuminate the challenges and protective factors
experienced by teachers. Through a comprehensive analysis of data collected from
Pennsylvania public school teachers, these findings hold important implications for both
research and practice in the field of education. Ultimately, the conclusions from this
study emphasize the importance of prioritizing teacher well-being, addressing gender-
related differences, and implementing strategies to retain educators in the profession.

Notably, this study has reaffirmed previous research by highlighting the strong
connection between STS and BO, signaling a critical concern for teacher well-being and
the potential impact on attrition rates. The study also highlighted the buffering role of CS
and resilience, suggesting that interventions aimed at enhancing these factors may help
mitigate burnout and, consequently, reduce the likelihood of teachers leaving the
profession prematurely.

The limitations of the study indicate the need for future investigations that
encompass broader geographical contexts, larger and more diverse samples, and
longitudinal designs to delve deeper into the causal relationships among these variables.
Despite these constraints, this study offers valuable insights that educational leaders,
administrators, and policymakers can leverage to prioritize teacher well-being, address
gender-related differences, and implement strategies to retain educators. By taking
proactive steps to support teachers and create a positive work environment, educational
leaders can increase resilience and job satisfaction, benefiting students and the education

system as a whole.
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Appendix A
Survey
Consent Agreement (See Appendix C)

Participation Requirements:
Are you currently employed as a teacher in a public school within Pennsylvania? Y/N

Part I - Demographics and School Characteristics

Personal Demographics
1. What is your age?

2. What is your gender identification? (male, female, non-binary, other)

3. How many years of teaching experience do you have including the 2022-23 school
year? (ranges)

School Characteristics
1. Please choose best description of the level at which you teach: elementary, secondary

2. Which of the following best describes your school setting? (urban, suburban, rural)

3. What is your primary mode of instruction? (in-person, online, hybrid)

Part II - Professional Quality of Life Scale (ProQOL) Version 5 (2009)

When you [help] people you have direct contact with their lives. As you may have found,
your

compassion for those you [help] can affect you in positive and negative ways. Below are
some questions about your experiences, both positive and negative, as a [helper].
Consider each of the following questions about you and your current work situation.
Select the number that honestly reflects how frequently you experienced these things in
the last 30 days.

1=Never 2=Rarely 3=Sometimes 4=0Often 5=Very Often
1. I am happy.

2. I am preoccupied with more than one person I [help].

3. I get satisfaction from being able to [help] people.
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4. 1 feel connected to others.

5.1 jump or am startled by unexpected sounds.

6. I feel invigorated after working with those I [help].

7.1 find it difficult to separate my personal life from my life as a [helper].

8. I am not as productive at work because I am losing sleep over traumatic experiences

of a person I [help].

9. I think that I might have been affected by the traumatic stress of those I [help].

10

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22

23

. I feel trapped by my job as a [helper].

Because of my [helping], I have felt "on edge" about various things.

I like my work as a [helper].

I feel depressed because of the traumatic experiences of the people I [help].

I feel as though I am experiencing the trauma of someone I have [helped].

I have beliefs that sustain me.

I am pleased with how I am able to keep up with [helping] techniques and protocols.
I am the person I always wanted to be.

My work makes me feel satisfied.

I feel worn out because of my work as a [helper].

I have happy thoughts and feelings about those I [help] and how I could help them.
I feel overwhelmed because my case [work] load seems endless.

. I believe I can make a difference through my work.

. I avoid certain activities or situations because they remind me of frightening

experiences of the people I [help].

24

25

. I am proud of what I can do to [help].

. As a result of my [helping], I have intrusive, frightening thoughts.
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26. I feel "bogged down" by the system.

27. 1 have thoughts that I am a "success" as a [helper].

28. I can't recall important parts of my work with trauma victims.
29. 1 am a very caring person.

30. I am happy that I chose to do this work.

Part III - Connor-Davidson Scale 10

THIS SECTION INTENTIONALLY LEFT BLANK

All rights reserved. No part of this document may be reproduced or transmitted in any form, or by any
means, electronic or mechanical, including photocopying, or by any information storage or retrieval
system, without permission in writing from Dr. Davidson at mail@cd-risc.com. Further information about
the scale and terms of use can be found at www.cd-risc.com. Copyright © 2001, 2018 by Kathryn M.
Connor, M.D., and Jonathan R.T. Davidson. M.D. This version of the scale was developed as a work made
for hire by Laura Campbell-Sills, Ph.D., and Murray B. Stein, M.D.

Part IV - Professional Intent

Please rate how strongly you agree or disagree with the following statement. (1- strongly
disagree to 5 strongly agree)

I intend to leave the profession before I reach the age of retirement.
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Appendix D

Dear Educational Professional:

My name is Theresa Jackson, and I am a doctoral candidate enrolled in Millersville &
Shippensburg Universities’ joint education leadership program. I also a principal at Valley View
Elementary School in the York Suburban School District. I am passionate about what I see as one
of the main threats to public education: teacher stress.

While the teacher shortage is being felt nationwide, the state of Pennsylvania specifically has
experienced a drastic decline in the number new teaching certificates issued (OPHE, 2023). At
the same time, districts have added more than 3000 educator positions across the state over the
past 6 years (Fuller, 2022). Although Pennsylvania’s attrition rate hovers at 6% (Fuller, 2022), the
lack of teachers in the pipeline and the increasing number of vacancies available make it
imperative to retain teachers currently in the profession.

I am conducting large-scale, quantitative survey research in an attempt to gather data regarding
who across the state is experiencing job dissatisfaction and intending to leave the field early. To
date, no such research exists. This research also examines to what extent compassion satisfaction
and resilience may mitigate the effects of compassion fatigue and job burnout. This information
may inform administrative practices to ease teacher stress and retain teachers (Christian-Brandt et
al., 2020). Furthermore, the relationship among personal demographics, school characteristics,
compassion satisfaction, and resilience may indicate which teachers are likely to remain in the
profession.

I am kindly requesting that you email the attached consent form that includes a secure link to the
survey to your database of current Pennsylvania teachers. I am not requesting access to your
contact list, and the survey does not ask for any personally identifying information. It is
completely voluntary and anonymous and poses no major risks to the participants.

If you require any additional information or have any questions, please feel free to contact me or
my research committee chair. Our contact information is included below.

Please let me know whether or not you intend to share out this survey. I thank you in advance for
your consideration of this request, and I look forward to hearing from you in the near future.

Respectfully,

Theresa M. Jackson
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