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THE EFFECTS OF DIRECT AND INDIRECT EXPERIENCES WITHCHOOL
CRIME AND VIOLENCE ON HIGH SCHOOL TEACHER BURNOUT
by
CHAD A. BUCK
Under the Direction of Sarah Cook, Ph.D.
ABSTRACT

School violence is considered the most significant prolidering United States
schools (Elam, Rose, & Gallup, 1999, 2003, 2004). Although sshooktings receive
the bulk of media attention, incidents such as physissdults, property crimes,
intimidation, and sexual harassment are much more confMational Center for
Education Statistics, 2004). In addition, little is knaatnout the experiences of teachers.
The present study examines the relationship between vayjes of school violence and
teacher burnout. The final sample consisted of 315 highot¢eachers who returned
surveys that assessed knowledge of direct and indixpetiences with violent acts at
school over the past 12 months. Respondents also dechpe Maslach Burnout
Inventory. A series of hierarchical multiple regressaoalyses was used to determine
how much variance in three domains of professional lurf@notional exhaustion,
depersonalization, personal accomplishment) was acabtortey direct and indirect
experiences with violence. Results suggest 1) thatdéemelperience and witness a
broad range of violent acts (particularly sexual harasg)n their workplaces, and 2)

that direct and indirect exposure to both physical and p#ygital forms of violence



resulted in higher emotional exhaustion and depersotiahzalmplications are

discussed.
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DEDICATION

This dissertation is dedicated to all teachers, pdatity the teachers and staff of
East Carter County High School in my hometown ofyGoa, Kentucky, and to the
memory of Deanna McDavid. On January 18, 1993, a studeneembsr high school
and shot and killed Mrs. McDavid, an English teacher,Mardvin Hicks, a custodian.
Witnessing the effects of this event on my former ltees, the community, and my
family and friends inspired my commitment to the resleand treatment of trauma
survivors, both on individual and broader, systemic &evel

As a freshman in high school, | was placed in Mrs. Mafla English class,
which was composed of students who were average to beage in their academic
achievement. She recognized that | had been placed wrtng class and insisted that |
be switched to a higher-level course. Although | would Hileéy continued to do well
in the less challenging class, her dedication to luelesits and to providing the best
education possible in a rural community with limited reses helped to facilitate my
awareness and confidence in my academic skills. Teaeteosare commonly stretched
to the limit by their many responsibilities, may not @& take the time to recognize the
needs of some students. Mrs. McDavid demanded exceli@mell of those she
taught, and she took the welfare of her students intauatc@ matter how busy she
became. Unfortunately, her efforts to find help forghelent who killed her resulted in
her death. | will always be thankful for Mrs. McDdd role in my life. | hope that this
work honors her memory with the same respect tlassbwed her students on a daily

basis.
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CHAPTER I: INTRODUCTION
A school shooting in Red Lake, Minnesota on March 21, 200&edahe 58

incident of weapons-related school violence in the UrSteses to receive national and

According to the National Center for Educational Stis8SNCES), 71 percent of United
States public schools reported violent incidents (e.g., rapbery, physical assault) in
their school between 1999 and 2001, and teachers reported dd@0 9@lent crimes
occurring in their schools between 1998 and 2002 (NCES, 2004jetyaaot
surprisingly, considers school violence the most immbipaoblem facing schools today
(Elam, Rose, & Gallup, 1999, 2001, 2004). Many states have ditafts and
commissioned investigations in response to growing publicezronFurlong, Babinski,
Poland, & Munoz, 1996; James, 1994). In addition, localitiessaadhe country have
initiated a variety of school-based violence prevenpmograms and anti-violence
policies (e.g., Aber, Jones, Brown, Chaundry, & Sam@dlgs8; Goldstein & Conoley,
1997). The public now views schools, once considered saém&dom the ills of
society, as battlegrounds.

Some believe that media coverage of school shootindading on-site reporting
from funerals and courtrooms, plays on the public’s fedrcamcern and creates panic
unnecessarily (Burns & Crawford, 1999). School shootingsrafact, relatively low
occurrence events (NCES, 2004). However, the medialsgxe focus on rare gun
violence ignores other types of violence that occur featjy in schools, including

property damage, sexual harassment, bullying, intimidadiodh threats of violence



(Johnson, 1999; Kingrey, Coggeshall, & Alford, 1998; Metropolitde Insurance
Company, 1999). The public’s preoccupation with gun violence giswres the
frequency with which teachers experience violence hogls. Likewise, the vast
majority of research regarding school violence focuesestudents. Few studies have
examined the prevalence or impact of school violenceachers (e.g., Metropolitan
Life Insurance Company, 1994, 1999; NCES, 1991, 1992, 2004), and thesedfoc
primarily upon extreme forms of violence, such as hateiciobbery, and rape. Little is
known about the nature and scope of less physical butgzenmare pervasive types of
violence, such as harassment and intimidation, whichhragg deleterious effects on
teachers and students. For example, constant vigilargcehreatening work environment
may render teachers emotionally unavailable for stgdenninish job and career
satisfaction, and impair psychological functioning.

Because schools are not only places of learning, butadskplaces, using a
workplace violence framework may advance understanditigeafmpact of school
violence on teachers. Workplace violence literaturades more attention upon the
impact of violence for the members of workplace as aeymather than on individual
victims. Studies have indicated that violence in the workptasts American businesses
approximately $4.2 billion a year and up to $250,000 per episodd wdok time,
employee benefits, post-trauma interventions, and Eganses (Albrecht, 1997; Miller,
1999). Likely consequences of workplace violence include pbgpgoformance,
absenteeism, low job satisfaction, and psychologisalass (Barling, 1997; Williams,

Winfree, & Clinton, 1989). Largely due to the economic edMorkplace violence,



many corporations have proposed individual, workplacé,c@mmunity-based violence
prevention efforts (Nicoletti & Spooner, 1996).

Unlike many other workplaces, schools are not primardy@ymaking or
production-based institutions. It is easier to meassteproductivity or revenue in most
workplaces in order to see the aftereffects or cost®tdnce than to assess
psychological functioning or coping strategies. The averaigeof teacher victimization
between 1998 and 2002 was approximately 32 thefts and 22 violeesdomevery
1,000 teachers (NCES, 2004). Recent data show that tieeap@roximately 6.2 million
teachers in the United States (United States CensusiB2@@4). If workplace violence
costs United States employers approximately $250,000 per episatie/ould translate
to approximately $3.4 billion in lost production, disabilityngeensation, and therapeutic
intervention as a result of violent crimes againsthiess. Although there are no sales
figures to consult, experiencing school violence can kasdy effects, both
professionally and personally.

One potential effect of working in a violent environmesnprofessional burnout
(Schaufeli, Maslach, & Marek, 1993). First identifiedhe mid-1970s, burnout is
defined as, “a syndrome of emotional exhaustion, depersatiatizand reduced
personal accomplishment that can occur among individuadsweink with people in
some capacity” (Maslach, 1993, p.20). In other words, bummoaurs when a person’s
emotional resources are depleted through his or herdtiteravith others at work. S/he
may develop a cynical view of recipients of services pfogides. In addition, s/he may

view accomplishments as unsatisfactory or unimportantcesiyevhen it comes to



work with recipients of his or her services. Thewdlial impact of burnout can
reverberate throughout the workplace, resulting increagtdric stress (Friedman,
1991).

Professional burnout has been studied in a wide ranger&places (see
Schaufeli, Maslach, & Marek, 1993 for review). In patacuburnout in educational
settings has received a great deal of attention. €emghork with multiple recipients of
their services and can be presented with a wide rangees$ars by students, other
teachers, superiors, parents, and the community. Althstugles have linked
sociodemographic characteristics (e.g., age, ethnicitytahstatus) to teachers’
propensity for burnout, researchers believe that timegoyi cause of most cases of
burnout is environmental in nature (Friedman, 1991). If thekwenvironment is so
instrumental in the development of burnout, working isl@osl| where a teacher may
directly or indirectly experience assaults, threatsntimidation, may have significant
effects on burnout in teachers. However, the cuitenature offers no information as to
whether and how school violence may relate to tedminerout.

To broaden understanding of school violence and its effectsachers, this
exploratory study has two goals. The first is to exanthe nature and scope of teachers’
experiences with school violence, ranging from having peistems ruined or stolen
while on campus to physically violent acts, such as #issalihe second goal is to
examine how directly or indirectly experiencing differépes of violence in schools is

related to teacher burnout. Examining the relation betveéehool violence, broadly



defined, and burnout will construct a more complete piatfitbe impact of school
violence on teachers than what is offered by the ntfiterature.
LITERATURE REVIEW

Defining School Violence

The definition of what constitutes “school violence$evolved as the research
community has become more aware of the many dimensibesent in the phenomenon.
Initial definitions were focused on violent, criminal astEurring on school grounds.
However, as with other types of criminal activitybécame important to examine the
issue in more depth. Over time, the definition of stkadence has grown to include a
broader range of acts that could also create a vie@dmtol environment, as well as
including an understanding of the various perpetrators and sictirhe following
section highlights stages in the development of a broaaee comprehensive definition
of school violence.

The earliest definitions of school violence focused upis @ategorized by the
Federal Bureau of Investigations Uniform Crime Reportgasnt and illegal (National
Institute of Education, 1978). Therefore, early surveysmaxag violence in schools
focused on traditional violent crimes, such as homicalee, robbery, or physical assault
(NCES, 1974; National Institute of Education, 1978). This demibf school violence
still informs victimization surveys to this day, which deto focus primarily upon
incidents of criminal activity without accounting for tbentext of the experience, who

did it, and who experienced it.



The most recent NCES report entitled, Indicators ob8t@rime and Safety
focuses upon crimes committed on school property (NCES, 200d)ovides useful
data for understanding rates of criminal activity in Ushi&tates Schools. The data were
drawn from multiple sources, including surveys of stude¢atshers, and principals, as
well as data from crime reports collected by the Buadalustice, National Center for
Education, the Federal Bureau of Investigations, and thee@efor Disease Control and
Prevention. Although students, teachers, and principais surveyed as potential
victims, no data exist on who perpetrated the violende ahnual rate of violent
victimization for students and teachers between 1998 and 2002xamsned. Findings
suggested that teachers were victims of approximately 234,000riotas at school.
This includes 144,000 thefts and 90,000 violent crimes (rape, sesaallt, robbery,
aggravated assault, and simple assault). Eighty-eigbémieof the violent crimes were
simple assaults. This means that most teachers whaenget a violent crime at school
were threatened with bodily injury or attacked withowesapon by the perpetrator.
These less violent, and perhaps more contextually meles@ents can occur every day
and never be reported to the police.

More recent school violence surveys have built upon thelefinition of school
violence by examining property crimes, such as vandalightteit, as well as
examining intimidation, fear, and the threat of violefi€mgery, Coggeshall, & Alford,
1998; Metropolitan Life Insurance Company, 1994). In addiacstudy by the National

Center for Education Statistics reported that in 199 1imihet common form of violence



experienced by teachers was verbal abuse. Nearlyutiod every five teachers reported
being verbally abused by students. This does not includelambse by staff members.

Researchers examining a broad range of U.S. workplasestmeverbal abuse,
harassment, intimidation, and threats as psycholbgmi®nce (Kingrey, Coggeshall, &
Alford, 1998). Psychological violence has been found to dxe prevalent than criminal
acts or other forms of direct violence in workplacitisgs. For example, the
Northwestern National Life study examined fear and wicdein a broad range of
American workplaces by interviewing via telephone 600 fulktithS. workers (1997).
Based on this survey, it is estimated that 22.4 millionkers in the U.S. experience
harassment or threats of violence each year. Ingagthological violence was twelve
times more likely to occur than physical violence.

In terms of who is experiencing school violence, pastiss have suggested no
significant differences in the rate of violent victimiion of teachers according to their
sex, instruction level, or urbanicity (Metropolitarfd.insurance Company, 1994, 1999).
However, according to the NCES report, between 1998 and 2@d2 vtlere significant
differences (NCES, 2004). Male teachers were moretttiae as likely as female
teachers to experience violent acts while at schd@h school and middle school
teachers were nearly three times more likely tHamentary school teachers to be
victims of violent crimes. Finally, urban teachers mityan twice as likely as rural or
suburban teachers to experience a violent crime at school

The NCES study (2004) is important because it includes teagperiences with

violence. However, it is significantly limited in tas of the information offered. The



NCES data on teacher experiences with violence arel log®e the National Crime
Victimization Survey, a self-report survey which focusascrimes as defined by the
Bureau of Justice and not as defined by school systerhess who study school
violence. The NCVS is limited due to its focus on regbdemes. No information is
provided with regard to threats of violence, intimidationharassment.

Recently, researchers and theorists have offered@ moltidimensional
definition of school violence that reflects the grogvimderstanding of how non-physical
or psychological forms of violence can also be detnta@le Current definitions state that
school violence can be defined as any act of intimidatimeat, harassment, robbery,
vandalism, physical assault (with or without a weapahiacluding rape and other types
of sexual battery), or murder that happens on school graurads buses going to and
from school (Capozzoli & McVey, 2000; Johnson, 1999; Schomence Resource
Center, 2002). These acts may be perpetrated by studemtst agher students, students
against school personnel, school personnel against studiestfiool personnel against
other school personnel. Although this new definitiorectfi the multi-dimensional
nature of school violence, there are few studies thiatf this broader definition of
school violence.

Enhancing the Definition Using a Workplace Violence Peltbpec

The above-mentioned definition is an improvement over gase-based
definitions of school violence. However, the workplagdence perspective offers an
even broader view of the violence that occurs in schdgfgecifically, workplace

violence theory considers the effects on the primadirect victim, or the individual



who experiences a behavior as violent, as well asftaets on secondary victims.
According to Barling, secondary or indirect victims @mployees who themselves were
not violated but whose perceptions, fears, and expectai@nchanged as a result of
being vicariously exposed to the violence” (1997, p.35). Theatleansidering the
vicarious or indirect effects of violence in the wodks is borrowed from family
systems theory, where stress or traumatic stresgeifieonily member is thought to result
in systemic stress (Figley, 1998). Schools, like fasyilege systems where each
individual serves a unique role in the system’s functionimghe case of school
violence, one act of violence perpetrated against a teach&l affect multiple members
within the teacher’s system or environment, includingvwookers and students.

Exposure to workplace violence, whether directly or iradiyeexperienced, can
create fear (Barling, 1997; Flannery, 1996; Haynie, 1998). @acause increased
psychological distress and lead to negative health o@s@Ross, 1993). In a study of
British bus drivers, Duffy and McGoldrick (1990) found thppeoximately 70% of bus
drivers reported fear of assault as a major concArrelation between previous
knowledge of other drivers who have been assaulted angvées also found. This
supports the idea that members of a workplace may becomnsefearful when another
member of the workplace experiences a violent act.

Those who do not work with an assaulted employeealsayexperience
increased fear. Barling (1997) builds upon Bandura’s so@iatileg theory, explaining
that direct exposure to workplace violence will likelyrbest detrimental to the person

who experiences it directly. However, others in thekplaice may be vicariously or
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indirectly affected to a lesser extent. Further,rapleyee in another city may be
affected by hearing about or reading about the incidentyébat she will likely
experience less distress than the employee who wotke isame setting as the victim.

Using a workplace violence perspective, school violennga@age from
harassment to lethal violence. Direct and indiréttims can include teachers, students,
schools, families, and communities. Threats of vicdetan come from multiple sources
and not necessarily from students. Given the complexithe phenomenon of violence
in schools, it is important to also consider the histbicontext of the issue. The school
is a microcosm of society. A review of the histormantext of school violence will
demonstrate that violence in schools is not only armsslae, it is an issue that changes as
society’s views of what constitutes violence change.

The History of Violence in Schools

Early Accounts of School Violence

The earliest reports of school violence focused primmapbn violence
committed by teachers against their students (Crews &t€§01897). During the 1700s,
Society assumed that children were inherently evil arlceththe ability to make moral
judgments. Teachers corrected children’s evil nature aadtdd them towards morality.
Therefore, teachers devoted a large portion of eaclobdhy to imposing discipline.
Fear, intimidation, and unconditional obedience becategrated into the classroom.
Teachers punished children who did not approach their ednariously (Newman &
Newman, 1980). For example, disobedient students wetieetutied to posts and

beaten in front of their classmates. Teacherseaigoloyed other violent and publicly
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shaming measures, such as public caning or branding. Althoesg tireasures sound
extreme by today’s standards, teachers were encouraged@euted to use violence as
discipline by parents and community leaders. Accordngegoli and Hewitt (1994),
religious beliefs during this era justified violence as@@nue by which children would
become moral and respectable members of the commuBeiyause violence was
viewed as acceptable by society, violence became an inegtaif the educational
system.

During the 1800s, expectations of proper student behaviomoextito be high,
and punishments were still severe (Crews & Counts, 1997po@a punishment
involved striking students’ hands, locking them in windowtdssets, tying them to
chairs, and twisting their ears (Baker & Rubel, 1980; Gr&Counts, 1997). Teachers
were poorly trained and paid, and they worked in poor physicalitons. The majority
of teachers were male, but women slowly began totl@mrofession. In contrast to their
male counterparts, the careers of female teachersofterebrief, usually starting after
completion of their education and ending after marrigerestingly, as more women
became teachers, fewer students were beaten insgsabm (Kaestle, 1983). Some
scholars attribute the reduction in teacher-studentnoel¢o “female nature” or their
inability to physically handle the job of correcting itteudents (Crews & Counts, 1997,
p. 55). However, there are other explanations. Tthect@®n in teacher-student violence
could reflect increased intimidation and threats ofenck toward female teachers from
male students. According to Kaestle (1983), female tesehene often threatened or

beaten by larger male students. Male teachers expedédar fewer threats. Because of
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this, most women chose to teach primarily during the semmonths because larger
male students typically were working and were not irosethTl herefore, it is possible that
in order to protect themselves from harm, female teaahay have chosen to ignore
some behaviors or avoided confrontations. This avoidanatenerely “female nature”,
could have contributed to the observed decline in teastbhdent violence. A reduction
in teacher-student violence was necessary, but atcgst? Male students who likely
were victimized by male teachers were victimizing fentedehers. Rather than
reducing violence in the educational system, violence esglrected towards a new
target.

In addition to student-teacher violence, parent-teagbé&nce emerged as a
problem during the 1800s (Crews & Counts, 1997). Parents wheodigsatisfied with
disciplinary practices would interrupt teachers’ clagseintimidate and confront them.
Some parents would go as far as physically assaultingetesaichtheir classrooms
(Kaestle, 1983). The increased threat of parent-teatblence may have served to
further reduce the use of violent discipline in classrooAlthough violent disciplinary
practices during this time in United States history weteeme, the use of violence to
affect change reflected nature, scope and approval ohe®l|a society during that time
period.

School Violence During the Early Twentieth Century

The early twentieth century ushered in a major erafofm for education, as
well as for United States (US) society. Immigratioryammzation, and industrialization

increased (Crews & Counts, 1997), and with these socleabes also came reform



13

within the educational system. In 1900, the U.S. enadegbalsory education laws to
help socialize immigrant children and to keep them outefabor market. These laws
brought greater numbers of children into the educatigsa¢ s, and mandated that
children be in schools for longer periods of time thathépast. By 1900, almost 90
percent of elementary and secondary children were edrinllpublic schools. Public
schools emerged as integrative tools in the compledemoUnited States, resulting
expanding the curriculum to include vocational trainingithvihe shift in focus also
came a decrease in the use of corporal punishment in scbaols. More teachers were
trained to increase structure in their classroomerdttan using corporal punishment to
control potentially negative student behavior (Crews & Caut®97). However,
teachers in rural school districts, who did not haweess to training, continued to rely on
harsh corporal punishment.

Although teachers, in general, were using less harsh puemghnm classrooms
than in the past, violence was still a part of schdatsng the first half of the twentieth
century. For example, in 1917, a series of violent studiemionstrations occurred in
New York City Schools in response to the Gary, Indiatzan (Newman & Newman,
1980). The Gary Plan was a platoon system, a systeéreabght to use time and space
efficiently in schools by requiring students to attendstleight hours per day, six days
per week. This plan represented a radical change irchio®kng system, and, in
response to this change, between 1,000 to 3,000 school cluldketed and threw
stones at the school windows. Students who did not jeisttike were beaten and had

their schoolbooks burned by protesters. Disorder spreagigbboring schools and
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rioting started. Police were called in to quiet the crowtdey arrested and beat several
students. Again, as in other points in U.S. histoiglevice was used to quell violence,
reinforcing the idea that the primary avenue for comgatinruly behavior or handling
conflict was to use violent or aggressive behavior.

Over the next several decades, schools continuedtte@agh major reforms.
During the 1930s, school officials established disciplingagstooms to help those
students who could not behave in traditional classro@reafs & Counts, 1997).
Although these classes were used primarily as a wagnadving disruptive pupils from
regular classrooms, some consideration was given tistatyj the structure of the
classroom to meet the needs of misbehaving children.n@the 1940s, World War Ii
resulted in a great deal of change throughout the UnitedsStat the close of the war,
teaching had risen to a new position of importance aswhretion, resulting in more
support for teachers and the development of improved tepamethods. This newfound
focus on education was due in large part to the returratef weterans to the profession
and the United States government’s desire to surpassria@igpetitors in technological
development. Interestingly, reports of school vioeenere less prevalent. A study
conducted by Goldstein, Apter, and Harootunian (1994) examindeatheg causes of
school discipline problems in the 1940s, indicating thatdrimary types of school
misbehavior by students involved talking, chewing gum, makingenand not putting
paper in wastebaskets.

It is important to consider the influence of World Waoi the drop in reports of

violence in schools. In addition to school crime, valstill was not well-defined or
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studied, other types of crime declined during this period iotyistFor example,
homicide rates dropped from 9.7 per 100,000 people to 4.5 (Daviaskz, 1990). Just
after the war ended, homicide rates rebounded to 11.0,dke8thran before the war and
more than double the amount during the war. Because youmgypieally commit more
crime than older men or women, Davis and Stasz attrithig rebound to the return of
young men after the war. The drop in reports of skhiotence and its resurgence
during the late 1950s coincide with declines and subsequeeas®s in violent crime in
the U.S. In addition, the war presented a commorathoe all of society. This threat
could have served as a diversion from the injusticéot@irred within the educational
system or the interpersonal problems that occurredmaassrooms. It is unclear why
reports of violence in schools dropped during this period iofyisbut evidence
indicates that schools are products of society, and elsangociety affect school
environments.

School Violence During the 1950s to 1980s

By the 1950s, a renewed sense of nationalism spread tlnatud!S. society in
response to World War Il and communism. The perceiveticdeahools was to
maintain society and to perpetuate the ‘American wdifeof The 1950s were
considered one of the fastest changing decades in Ut&yhisnd the population
increased rapidly. During this time, schools becamecove/ded and a shortage of well-
gualified teachers emerged. School desegregation becameaaaypiocus during the

mid-1950s, and protests in and around schools became comnews(&iICounts, 1997).
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Burgen and Rubel (1980), wrote that this decade marked the et the
public’s awareness of violence in schools, particulselyools in major urban centers.
Students, teachers, and administrators all experiencezhgen harassment, intimidation,
and assault. During this decade, buildings were defaaadalized, and burned beyond
repair with alarming frequency. Equipment and supplies at@en or damaged. The
problems became so apparent by the mid-1950s that the Ude $enducted hearings
in cities throughout the nation to determine the scogpbkeoproblem (Crews & Counts,
1997).

By the mid-to-late 1960s, the media began to draw attetgionmerous
disciplinary infractions that were occurring in U.Shagals (Burgan & Rubel, 1980). In
response to the media’s coverage, Congress held extéesikiags on the problem of
school violence and vandalism in the late 1960s (Crews@&n€, 1997). The first
school safety plans were established during this timeenBaserved as hall monitors and
peer leadership programs were established. By the early 1@#0k; all school systems
in urban areas with populations over 100,000 had implementeel ffom of school
security in response to criminal and violent student beh@Biargan & Rubel, 1980).

Fear of crime was a major focus during the 1970s (Crewsun(s, 1997).

Many people questioned the safety of their homes, nergbbds, and their schools. In
1974, a school safety study conducted by the National ClentEducation Statistics
after the first time, use the acronym consistenttiicated that 70,000 teachers were
assaulted, annually. A small number of these assaslitdted in death. In addition, 757

major school districts in urban areas reported approgignd00 school-related student
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deaths in one year. These districts also reporté&id@3rmed robberies, 270,000
burglaries, 204,000 assaults, and 9,000 rapes in U.S. schddig4n The same study
indicated that the annual cost of vandalism in public sishea 1974 was $600,000 per
school district.

Another national survey conducted during the 1970s supportemdagk of the
National Center for Education Statistics. Congresgied the survey, and the

subsequent report was entitled Violent School-Safe Seldational Institute of

Education, 1978). The purpose of the study was to determimeithiger of schools
nationwide that were affected by crime or violence type and seriousness of those
crimes, and best methods of prevention. This study igagisant because it was the
first to include the experiences of teachers, studantsstaff members in schools in
large cities, small cities, suburban areas, and roeaka Statistical estimates based upon
results from surveys distributed to over 4,000 schoatssadhe country indicated that
about 8 percent of the nation’s schools have a serraue problem. In addition,
approximately one of every 200 secondary school teachgosted a physical assault
each month between 1970 and 1977. Students were more likedyattacked than
teachers, but teachers were five times more likelypemence serious injury. One
fourth of all schools were subject to vandalism betwe®70 and 1977. Also, 10 percent
of schools were burglarized. Finally, results of 1€ecstudies, indicated that the most
important factors in making schools safer included orgdoizal leadership by

principals and teachers, as well as involvement ofadlnencunity in promoting safe

environments.
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Although incidents of school violence continued duringli®80s, they received
less media attention than in the 1970s. In a nationgfisesentative sample of public
school teachers, 44 percent reported more disruptive atasdrehavior in 1986-87 than
five years before (National School Safety Center, 1989®&nost a third indicated having
given serious consideration to leaving teaching becausad#rgtmisbehavior. In
addition, almost 20 percent surveyed indicated a studenhieaténed them at some
point in their teaching career.

According to the Pepperdine University National Schoo¢§aCenter (1991),
during a 6-month period in the 1988-89 school year, more tha@Qmetudents
experienced violent crimes at school, including assabihary, and rape. An even more
disturbing finding was that 430,000 students armed themselve ofecton.
Interestingly, the presence of metal detectors, restmmonitors, visitor badges, and
other security measures were associated with an inaretdse students’ fear of danger
within their schools.

The mid-1990s to Present

Widespread media coverage of lethal gun violence in Araenpublic schools
began in the mid-1990s. In 1997, a 16-year-old male studemislkeattudents at his
high school in Pearl, Mississippi. Two died. Two nhentater, a 14-year-old boy in
West Paducah, Kentucky killed three students and woundedlfiea he opened fire
during a student prayer circle. In 1998, two male studentsash killed four students
and a teacher in Jonesboro, Arkansas. The most infanm@dent of lethal gun violence

occurred on April 20, 1999 when two male students opened fZelambine High
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School in Littleton, Colorado, killing a teacher and l&ssmates before taking their own
lives. A month later, a 15-year-old male student woundestsdents at Heritage High
School in Conyers, Georgia. (Burns & Crawford, 1999; Caplo&McVey, 2000;
Kenney & Watson, 1998). Several other incidences ofllgtnaviolence in schools
have been reported since 1999. In March 2001, there wersdoool shootings in four
different states in less than four weeks (Bower, 200he most recent shooting in Red
Lake, Minnesota resulted in 10 deaths, including the 16-ydgvespetrator, his
grandfather and his grandfather’'s companion, a teaalssgurity guard, and five
students (Indystar, 2005).

Incidents of lethal gun violence heightened the publicigcern about safety in
schools. School boards have adopted violence prevegsitios and programs, hired
school safety officers, and installed metal detect@mddstein & Conoley, 1997). With
each passing decade, researchers have increased eftattbdes this issue. However,
both school boards and researchers have failed to fodasve school violence impacts
teachers.

Exploring the Effects of School Violence on Teachers

It has been established that research focusing omeisais minimal. However,
examination of existing research and studies in relaegbarffers some possible effects
of school on teachers. Studies of criminal victimaatitrauma exposure and recovery,
and teacher stress and burnout indicate a wide rangeeftial outcomes of exposure to

school violence.
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Few studies exist that describe the range of readti@isnay follow exposure to
school violence. Bloch (1978) was one of the firstaeseers to investigate the issue.
He observed teachers in inner city schools during tkeel@70s who sought treatment
following physical assaults due to severe psychologmpairment. Many of the
teachers exhibited anxiety, insecurity, nightmares, exeestartle response, phobias,
cognitive impairment, and conversion symptoms. Althoudhriglabout experiences has
been found to be an important aspect of recovery (Rands-riedman, 1985), 68 percent
of the 253 teachers Bloch studied were discouraged bypitieaipals from talking about
the incident with other members of the faculty (Blat®78). Reportedly, principals’
primary goal after a teacher’s assault was to keep fiewsspreading. Many teachers
reported feeling dehumanized and blamed for the incident byhecipals and were
discouraged from filing police reports. As a result ofinsk with this population,

Bloch developed the idea of “Battered Teacher SyndrdBi€S), which described
teachers’ constant exposure to violence in schoolssafting in symptoms that are akin
to the DSM-IV criteria for PTSD (American PsychiatAissociation, 1994). However,
the concept of BTS has not been developed since its appeanethe literature during
the 1970s. Descriptions of the syndrome are found rarelideut$ anecdotal accounts in
non-scientific editorials or brief references in gducation and school psychology
literature.

Surprisingly, few others have studied the effects of mwdeon teachers. In a
1987 case study, Collison and colleagues described eventsgifgllthe murder of a

principal and wounding of two teachers and a student ati@ joigh school. Although
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the focus was on the pupil response team at the scheglldéscribed the difficulty that
the team and teachers in the school had with havingaoadtd their own feelings of
grief in addition to helping students. A year and a &ffr the event, some teachers
were still reporting recurrent nightmares related tcetrent. In addition, feelings of
hostility and interpersonal conflict emerged. The problemth this case study are that
the authors are merely commenting on what occurred hend is no indication of how
many teachers were affected by the shooting, or thatextéheir impairment. No
standardized measures of trauma were used and theexls@ sociodemographic data
on the teachers.

In 2002, Ting, Sanders, and Smith developed a Teacher'siétesaitt School
Violence (TRSV) scale with hopes of addressing sontkeomany limitations of the
extant literature. The results focused upon scale olevent rather than the effects of
experiencing school violence. However, the preliminargifgs indicated that direct
exposure to violence may result in psychological disteesl professional numbness or
apathy. Unfortunately, the study was conducted using a sroallenience sample and
did not differentiate between direct and indirect exqreres.

Criminal Victimization and Trauma

Although the existing literature on school violence aseftects on teachers is
limited, knowledge obtained from studies of criminal vieation and trauma offers
information regarding the more extreme types of vicdethat teachers may experience.
Criminal victimization is a stressful life event. Cagre theorists attribute the distress

that follows criminal victimization to inadequate progegof the traumatic event.
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Specifically, it has been theorized that the shatgeoif basic assumptions which victims
hold about themselves and the world results in a faitugeal with traumatic events
effectively (Janoff-Bulman, 1985).

Studies on criminal victimization have shown that exgering direct
victimization can have serious psychological repercusdieny., Burgess & Holmstrom,
1979; Frieze et al, 1987; Norris & Kaniasty, 1994). Some psggieal symptoms that
have been found include depression, anxiety, hostility,edlsas posttraumatic stress
(e.g., Burgess & Holmstrom, 1979; Kilpatrick et al., 1985; NogriKaniasty, 1994).
Feelings of vulnerability, the erosion of trust, feeliogslienation, and fear have also
been found to result from criminal victimization and trauf@anoff-Bulman & Frieze,
1983; Vaux, 1988; Thompson & Norris, 1992).

Research on exposure to traumatic events indicat@nat& responses are
positively related to the severity of the traumatipenence (e.g., Kilpatrick, Saunders,
Vernonen, Best, & Von, 1987; Norris & Kaniasty, 1994; vanKiak, 1987). Carlson
and Dalenberg (2000) offer that the severity of the tragneaperience has the greatest
influence on the individual's response to trauma based th@event’s intensity, nature
and duration because these aspects affect the indigideelings of control and his or
her perceptions of the event as negative. In the das#ool violence, an incident of
school violence that resulted in death or injury wouldlyikesult in more distressed
teachers than an incident of theft or intimidation.

Prior stressful experiences can affect responseauma exposure in two ways.

First, prior experiences with stressful life eventsyraerve to make an individual
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“tougher’ or more resistant to subsequent stressfuélitmts (Dienstbier, 1989).
Although little empirical data supports this theory, btieire on teacher stress and burnout
suggests that a similar effect can be seen in levgdd atisfaction, an indicator of
teacher stress. Younger teachers have been founddddsavjob satisfaction than older
teachers (Williams, Winfree, & Clinton, 1989). Theasally, the primary reason that
younger teachers have less satisfaction is bechagdack experience with the
educational system and working with disorderly childrentaange not yet developed
effective coping.

Prior stressful events may also impair one’s abibtgdpe with trauma (Carlson
& Dalenberg, 2000). When a person experiences an eveémhélyshave experienced as
traumatic in the past, the association with the prevewaest may affect their view of the
current event, resulting in increased risk of developitrg@amatic stress reaction. Just as
teachers are not immune to school violence, thepairenmune to becoming victims of
other types of trauma in their homes or in their comities. According to U.S.
Department of Justice statistics, the general populagported 8.4 million crimes of
violence and 5.6 million attempts or threats of violeincE998 (2000). Given these
estimates, it is likely that teachers have experieno@esnhool-related trauma that may
in turn affect their responses to acts of violence laaic

Ethnocultural factors also influence trauma responsdaur€greatly influences
how symptoms are expressed (Gusman, et al, 1996). Althoosfhresearch relating to
trauma responses has focused on White, middle to uppeActasgans, there is

research indicating that symptoms may vary accordirdifferent cultural experiences
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and backgrounds (Marsella, Friedman, Gerrity, & Scurfie@96). For example, trauma
victims from cultures where the expression of emoisamot socially acceptable may
present with more somatic complaints than other symptaf trauma. However,
research has indicated that although some symptoms nexpiessed differently, the
basic elements of trauma, such as re-experiencing ambhage responses, are universal
(Carlson & Rosser-Hogan, 1994).

A person’s ethnocultural background and the beliefs and asiask®ociated with
that background may help to shape his or her interpretatian event as violent or
traumatic, as well as his or her reactions to thetg@dmnSilva, 1999). In cultures where
individualism and self-determination are highly valued, imhlials who experience
traumatic events may have greater difficulty maintainisgrese of self-esteem or self-
worth (Bard & Sangrey, 1986). The idea of turning to oth@rsdipport may be too
difficult for the individual to accept, and he or shay develop feelings of self-blame,
shame, and guilt.

Differing views toward aggression as well as ethnic cdsflay also present a
problem for teachers, especially in urban areas thdtttebe more racially
heterogeneous (Feshbach & Fesbach, 1998). Social prejutga®sult in increased
aggression amongst students, which affects the schoatlasle. Witnessing student-to-
student violence could be a traumatic experience for seawshers, as well as the
students.

In recent years, researchers have begun to focusiattent the effects of

witnessing or indirectly hearing about “real life” viateevents. Most of these studies
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focus on youth who are exposed to or have heard about \eolrience (see Buka,
Stichick, Birdthistle, & Earls, 2001 for review). An issuaangst these studies is how to
define “witnessing” or indirect exposure to violence.m&docus on eye-witnessing an
event that involves death, injury, or threats of phydieain (Shakoor & Chalmers,
1991). Others focus on whether or not individuals hear gusisin screams associated
with a violent event (Campbell & Schwarz, 1996) or inclpdaperty crimes, such as
theft and vandalism (Lai, 1999). Researchers also haraiegd the effects having
knowledge of another’s victimization (Bell & Jenkins, 199Buka, et al (2001)
recommended a broad definition of “witnessing” or “indilgexperiencing” violence

that incorporates elements of each of these studies.

A number of studies, focusing on adolescents, have foundntldas are more
likely than females to be victims and witnesses of wicde(e.g., Fitzpatrick & Boldizar,
1993; Gladstein, Rusonis, & Heald, 1992; Singer et al, 1995). Saidebkave
indicated that older children, children of minority ethstiatus, and children from urban
neighborhoods are more likely to witness violence. PRalesffects of witnessing
violence or of indirect exposure to violence include, degpo®, substance abuse, and
posttraumatic stress symptomatology (Buka, et al, 2001).

While the focus on much of the witnessing or indireotence literature has been
on youth exposed to violence, the limited researchdaitsahas provided significant
findings. For example, a study of exposure to violemceRar SD symptomatology
among abortion clinic workers found that even while galimg for significant life

circumstances and stressors outside the clinic seititigect experiences or witnessing
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violence in the workplace was a significant predict®TiSD (Fitzpatrick & Wilson,
1999). In this study, “witnessing” was defined as seeing songebccur or hearing
about a colleague’s experience. Direct exposure to violenteled being yelled at,
called names, or threatened by protesters, experiencing thoealbs and intimidating
phone calls, and physical attacks. Most of the 71 avodinic workers sampled
directly experienced or indirectly witnessed harasgmeith only 6% experiencing a
physical attack. Interestingly, the relation betweane&gsing/indirect acts of violence
and PTSD was stronger than the relation betweentditganization and PTSD.

These findings suggest that direct and indirect victinonais an important area
of study when examining potentially stressful workpladegr teachers, observing fights
amongst students, experiencing or witnessing verbal abuseassment, as well as
direct experiences of violence in school settings leag to psychological distress
similar to that experienced by workers in other helpirgfgssions, such as clinics, and
the children with whom they work.

Teacher Stress and Burnout

Given the limits of the research on violence in schaold teachers, it is also
necessary to consider other teacher-related reseatatsamplications for
understanding potential responses to working in a violent env@onntor example,
during the 1980s, teacher stress and burnout became an impeste for investigation.
Kyriacou (1987) defines teacher stress as “the experignadeacher of unpleasant
emotions, such as tension, frustration, anxiety, aagémepression, resulting from

aspects of his [or her] work as a teacher” (p. 146). Heritbes teacher burnout as “the
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syndrome resulting from prolonged teacher stress, prinzhrdyacterized by physical,
emotional, and attitudinal exhaustion.”

Kyriacou’s definition of burnout is similar to those posed by early
investigators of the phenomenon, such as Freudenberger (1974 ah@Maslach
(1976). Freudenberger coined the term, “burnout” to descrédéhbare workers who
were physically and psychologically depleted. Subsecgiadtes over the past two
decades have examined the experiences of nurses and piyysasiavell as teachers,
social workers, police officers, and therapists (d/aslach and Jackson, 1884, 1986;
Pines and Aronson, 1988; Farber 1991). There is no univeasaipted definition of
burnout (Byrne, 1999). However, most empirical studigb®@phenomenon rely upon a
multidimensional, three-component structure proposed &glddéh and Jackson (1984,
1986). This structure has been examined within severalegiygpfessional populations,
including elementary, intermediate, and secondary s¢bhaohers (e.g., Beck and
Garigulo, 1983; Byrne, 1991, 1993, 1994; Gold, 1984; Iwanicki and Schwab, 1981).

Maslach and Jackson developed their multidimensiondehtny conceptualizing
the phenomenon as an individual stress experiencedbats within the context of
interpersonal relationships (Maslach, 1999). This concepatiah allows for an
understanding of how stress affects a person’s seriberogelves as well as their
perceptions of those whom they serve. According to Masdad Jackson (1981, 1986),
burnout includes three components relating to experiencesksevaluation of others,
and the evaluation of the self as a result of exposuseressful work environments.

They define burnout as a psychological syndrome of enat@thaustion (stress-
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component), depersonalization (other-evaluation compyreemd reduced personal
accomplishment (self-evaluation component). Accordinpis conceptualization,
burnout can occur in anyone who works with people in scapacity. Therefore,
burnout is not a phenomenon associated exclusively witloae particular human
service population.

Following Maslach and Jackson’s conceptualization of huirribe three
components offer a broader understanding of what camr @deen a person is under job
stress (1981, 1986). Emotional exhaustion refers to feadingsing emotionally
overextended and depleted of one’s personal resourcesuldtalso be described as
wearing out or feeling debilitated, depleted, or fatigued. Bepatization refers to a
negative, callous, or excessively detached responsedopp#bple. Those people are
typically those receiving services or care from theviadial. Depersonalization could be
described as a loss of idealism, irritability, or cynaiitudes about those who receive
one’s services. Finally, reduced personal accomplishreésts to a decline in one’s
feelings of competence and successful achievement inwoeks This could also be
described as reduced productivity or capability.

The model developed by Maslach and Jackson proposed dssfiskiexperiences
at work can result in altered emotional responsesaagehin how one views the world,
and a change in one’s feelings of accomplishment anthwdaihis definition is similar to
how researchers have conceptualized individual resptm$esimatic life events. As
mentioned earlier, it has been theorized that expdsurauma results in a shattering of

basic assumptions about the benevolence and saféty wfirld and alters one’s view of
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his or herself, as well as his or her ability to coffectively (Janoff-Bulman, 1985). The
potential outcome of this alteration is the developnéRTSD. PTSD is a severe
response to more severe types of stress, but both bianmd®TSD are potential
responses to stress within the work environment. WhigDPmay be a result of
extreme types of school violence, such as shootinge#mer violent crimes, it could be
theorized that burnout could be another potential respadagg the continuum.

Assuming the before-mentioned definitions are accueafeeriences of school
violence could lead to teacher stress and burnout. $emgglers, and Smith (2002) assert
this in their study of a potential scale for measurigghers’ reactions to school
violence, but they used a small, convenience samplepitBékat limitation, it is not
unreasonable to believe that a violent act, be it palsicpsychological, could be
considered a catalyst for “unpleasant emotions,” apathlyurnout. Psychological
violence could play an important role in burnout giveat triticism, threats,
intimidation, and sexual harassment present threatsd® sense of self. Teacher stress
is believed to be associated with the teacher’s sdrtbeeat and control in a given
situation (Kyriacou, 1987). Physical and psychological viode such as sexual
harassment, represent a threat to the self in relagiothers. If a teacher is threatened
and does not have a sense of control in the situatien,the teacher’s own identity may
be challenged, resulting in stress and potentially burnout.

Jackson, Schwab, and Schuler (1986) found that feelings sdnzdr
accomplishment were highest for teachers in suppativespheres. A feeling of

personal accomplishment is linked to feelings of selastand control. Although the
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authors were not studying effects of violence, one migsiime that teachers in more
supportive school atmospheres that are perceived asagfbe less prone to traumatic
responses or burnout.

Teachers who have a strong professional identity @teress likely to
experience burnout (Hoffman, 1996; Kremer & Hofman, 1985)s Tihding offers
another perspective on the effects of school violefide increase in efforts to prevent
school violence has resulted in teachers having to takel@sthat they may not have
been trained to take. For example, teachers may bdake on the role of grief
counselor following a death in the school (Collisoralel987). Managing one’s own
grief while assisting children as they attempt to cope logh is not something typically
taught in a person’s preparation to become a teacheat gReixon, 1999). Because it
represents a new role to the teacher, the combined stirf®e loss and feelings of
inadequacy could contribute to burnout.

According to Hoffman (1996), violence or the threat ofesice has a direct
impact on the way teachers and students work togethiee iclassroom. If a teacher is
stressed or is experiencing burnout, then s/he is les$g tiikengage the class or provide
motivation for a child who is struggling (Kyriacou, 1987). Tiés been referred to as
professional numbing or apathy. In some cases, stud@ytdecome frustrated with
teachers who are disconnected from their class. Aagkwriolence may also emerge,
thus perpetuating the cycle of violence and increasingetehér’s stress and burnout.

Poor administrative leadership and a lack of community invodverare

environmental factors that have been found to incread&#ibood of burnout in



31

teachers. In a review of over 18 studies of teachetira majority of the studies
found that schools with administrations characterizegt@agiding inconsistent feedback,
poor support, and/or minimal collaboration between teaded school officials had
higher rates of burnout (see Leithwood, Menzies, Jaand Leithwood, 1999 for
review). In addition, conflict between the school amelcommunity has been found to
be a significant source of teacher stress (Miller, 1999hen the community was
characterized as uninvolved or unwelcome in the schaalshérs reported feeling
isolated and unsupported in their disciplinary choid&hen there was community
involvement described as combative or limiting, teacheggented more apathy and that
they felt unsupported. Appropriate community involvemeiffiteled the emergence of
burnout. These two factors share a common functiotefchers. If the teacher
experiences the school climate as supportive and codlab®, and the involvement of
the community is both present and affirming of the tedstchoices, then teachers are
not left in isolation. Professional and personalkiBon have been linked to increased
risk of burnout (Farber, 1999). In a work environment wheaehers have little adult
contact for a six-hour or more workday, the importasicgupportive community
involvement and administrative leadership is rathertintii If the teacher experiences
violence, then these factors should be even more impamtgégrms of buffering the
development of emotional distress and/or professiomalout.

Summary and Research Questions

Throughout this paper, the limitations of the existingrditure on school violence

and teachers have been presented. Definitions of selodehce vary, and most studies
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focus on the experiences of children. The few thahdade the experiences of teachers
are primarily prevalence-based with no consideratiqmoténtial effects of direct or
indirect experiences of school violence (e.g., Metntgolinsurance Company, 1999;
NCES, 2000, 2004). The few studies that have examinedfdwsedf school-based
trauma on teachers are outdated and based upon groupshefseaho were specifically
referred for evaluation due to their level of impairmdio¢h, 1979; Bloch & Bloch,
1980), or do not provide sociodemographic data on the teachensevbastudied
(Collison et al, 1987). The use of convenience samplep@mises the generalizability
of these studies (e.g., Ting, et al., 2002). Furthernmarefandardized measures of
potential outcomes, such as burnout, were used. This stuchseats a first step towards
addressing some of the limitations of the current knowlesggchool violence and its
effects on teachers.

This exploratory study has two primary goals. Th& is to determine the nature
and scope of psychological and physical forms of schiotdnce experienced by a
sample of teachers working in a city in a southeastate in the United States. |
hypothesized that less violent acts (e.g., property stitmrassment) would be reported
more frequently than physically violent acts in schod{&ng those lines, | hypothesized
that teachers would make fewer reports of experienogisett violence than experiences
of indirect violence. In addition, given previous resait was hypothesized that most
teachers would feel safe in their schools. The segoadis to determine what effect, if
any, does directly or indirectly experiencing school vioéehave on teacher burnout. It

was hypothesized that direct exposure to school violencddvpositively predict
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increased teacher burnout on all three domains of burtoatddition, it was
hypothesized that indirect or vicarious exposure to violemmgd also positively predict
burnout, but to a lesser extent.

CHAPTER Il. METHOD

Participants and Procedures

The design was cross-sectional, with data collectamuwing in 13 metropolitan
area public high schools during the month of May 2004 in éheastern city with a
population of over 500,000 (United States Census, 2000). Publis¢hgls were
defined as those schools teaching grades 9 through 12. Tdwd ditrict used for this
study is one of the 50 largest school districts in th#édd States, and it includes both
urban and suburban schools. There are 21 high schotdéal. However, there are four
alternative schools for behavior-disordered childrehtéech grades K through 12, two
schools that teach K through 12 and serve only childrénptiysical or developmental
disabilities, one school that focuses on gifted childesnd one school consisting of both
middle and high school students. These eight schoaots elieninated from data
collection due to serving special populations, having smatlbers of teachers and
students (i.e., 30 students and 2 teachers), or includidggaaher than 9 through 12. In
total, these eight eliminated schools had 176 teachegngainom 5 to 60 teachers per
school.

The remaining 13 public high schools had a total of 1,136 tegalaging from
40 to 150 teachers, and serving a total of 17,886 students. Sl this

metropolitan school district ranges from 640 to 2,550 stisclevith an average student
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population of 1,376. The student to teacher ratio rangesiofito 1 to 26.6to 1. The
schools in this district represent a range of soci@dgaphic characteristics, such as
race, income-level, and education. Teachers are pradatty female (70%), and most
teachers identify as White, non-Hispanic (60%) (MetragolEducation Association,
2005).

All teachers at each eligible public high school reegia survey. The local
chapter of the National Education Association endotsedtudy and assisted in the
distribution and collection of surveys through schooll.mall surveys received by the
association office were placed in a sealed box upoliptdmgthe association secretary,
and no member or officer of the association had adoda$® collected surveys. The
association is volunteer-operated and is involved ipthenotion of education and the
profession of teaching. Association representatives &ach public high school in the
district received a letter from the president of tbgoaiation, on association letterhead,
requesting that they distribute surveys to all teacaietiseir schools. Each representative
also received a package of M&Ms for their aid in distrihg surveys. All
representatives agreed to distribute surveys. Each rapagge then received packages
containing survey materials for each teacher in théoalc Survey materials were sent
in individual, re-sealable envelopes. Each envelopeagwd the following: a cover
letter from the association president and the prinmargstigator that described the study;
a three-page, front and back, survey; and a sealed packizgeasfa token of
appreciation. Association representatives distributedetivelopes using school faculty

mailboxes. Respondents were informed, via the cover |¢kat the survey would take
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approximately 15 minutes to complete and that they shotddnreghe completed surveys
in the provided, re-sealable envelopes to the assocfiog, via school mail, within
two weeks. Respondents were assured that their data lealdbonymous and that alll
data would be reported in aggregate form. Respondents wermfarmed of the
minimal potential risks of completing the survey.
Measures

The 61-item survey was composed of (a) a 22-item measteadafer burnout,
the Maslach Burnout Inventory for Educators, (b) a 14-géehool climate questionnaire,
(c) a 10-item exposure to school violence questionnaite(dra 15-item demographics
guestionnaire.

Measure of Teacher Burnout, the Maslach Burnout InveridBI). The MBI is

the most widely used measure of burnout and has been usedawous occupational
groups, including teachers (Winnubst, 1993). When used withdeadhe term
“recipients” is substituted with “students” in each itefirhis slight adaptation has been
found to preserve the meaning of the MBI's three subscahd the reliability and
validity of the MBI has been repeatedly demonstratedany studies (lwanicki &
Schwab, 1981; Koeske & Koeske, 1989; Corcoran, 1995). For examivanicki and
Schwab’s (1981) study of teacher burnout, internal relig@ktimates for the three
subscales of the MBI were .90 for emotional exhaustitthfor depersonalization, and
.76 for personal accomplishment.

Respondents were asked to describe how frequently they expeparticular

feelings about their work, using a 7-point scale (0 = “Net@6 = “Every Day”) The 9-
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item emotional exhaustion subscale measures feelings of being emotionally overdede
and depleted of one’s emotional resources (Maslach, 1999gxample statement used
in this subscale is, “I feel emotionally drained fromriw?” The internal reliability for
the subscale was .89. The 5-itdgpersonalization subscale measures how often the
teacher experiences negative or excessively detachedhsespo other people. An
example of a statement used in this subscale is, @ haecome more callous toward
people since | took this job.” This subscales’ interaéhbility was .73. Finally, the 8-
itemlack of personal accomplishment subscale refers to a decline in one’s feelings of
competence, motivation, and successful achievement in woeks An example of a
statement used in this subscale is, “I feel fatigued Wiget up in the morning and have
to face another day on the job.” The internal religbior the subscale was .76.

School Climate Other factors within the school environment mayafieirnout

in high school teachers. In order to control stiaadlyy for these, a brief measure of
school climate was included. Given the length of tigirmal measure, two selected
subscales of the 79-item School Climate Survey — Schaéfl\&rsion by Haynes,
Emmons, and Comer (1993) were used to measure factorsl telaehool climate --
leadership and school-community relations. These s@ssea&re included because lack
of effective leadership and feelings of isolation from ¢bmmunity relate highly with
increased professional burnout (Miller, 1999). Tdaelership subscale consists of eight
items, with an internal reliability of .84. A sams&atement from this subscale is
“Administrators have respect for teachers.” tigool-community relations subscale

consists of six items, with an internal reliabil@f.81. A sample statement from this
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subscale is “There is good community involvement in tieeoli the school.”
Respondents were asked how strongly they agreed or disagtkedese statements
using a 5-point Likert scale (1 = Strongly Agree, 5 = Sjlpbisagree).

Assessment of School Violenc& School Violence Questionnaire, developed by

the primary investigator, was used to assess exposure td seonce within the past

12 months. The questionnaire was reviewed by a sample ojiSd¢hool teachers in a
city comparable to the sample in terms of size ansbdemographic characteristics.
These teachers were associates of the president tefattigers’ association located in the
city from which the sample was drawn, and they voluetéo review the questionnaire
with no compensation. Ages ranged from 23 to 50. Theshdeawere asked for
feedback on the types of events that should be includdx imeasure and the ease of
completing the instrument. Upon review of the teegieedback, | selected 10 types of
school violence capture the most important types of ewererienced by high school
teachers. Therefore, no additional types were includée. 10 types of school crime or
violence that were included ranged from psychologicathewit incidents, such as threats
or sexual harassment, to physically violent acts, ssichjary with a weapon. For each
type of violence, respondents were asked to indicatehehet not they experienced the
event or if they know of another teacher or a studdmat &so experienced the event. For
example, one question asks, “In the last 12 months, ymayeanother teacher, or a
student been threatened with serious physical harmhmokgrounds?” The alpha for

the direct exposure items was .58. The alpha for icidégposure items was .78.
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Demographic VariablesGiven that sociodemographic variables have been found

to relate to burnout, these factors will be included @eoto control for extraneous
variance Age was scored in years, asek was scored 0 male and 1 female.
Education was defined using four categories (e.g, 1 = Associate’s Bedre Doctoral
Degree). It was then recoded into a dichotomous vari@bteBachelor’'s degree or less,
1 = Master’s degree or moreMarital Satus was also transformed into a dichotomous
variable (0 =never married, widowed, separated/divorced, 1 =married).
Majority/Minority Status was defined using 7 categories (e.g.,Afrcan American, 7 =
Other). Given that most respondents fell into either\Wigte or African-American
categories, the variable was recoded (0 = White, 1 =#iriAmerican or other). Overall
experience in teaching and length of time teaching at ¢uscliool were measured in
years. Number of students taught and number of studesésimclass were also be
requested. Finally, “Yes” or “No” questions regardindifegs of safety in the school,
membership in teachers’ associations, and school poéic@grograms on violence were
included (see Appendix I). The safety variable, “Do yal $afe in your school?” was
included as a measure of severity given that the scholelnde questionnaire did not
request information on how the event affected them.
Data Analytic Strategy

First, descriptive data for the sample were determirgztond, to analyze the
effects of direct and indirect exposure to school vicdeon teacher burnout, a series of
hierarchical multiple regression analyses were utiliZEdkee regressions (one for each

burnout variable) were conducted. Possible confounds watetted for by entering
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background variables (e.g., age, sex, majority/minorityistanarital status, education,
years teaching, years teaching at current school, numb&sses taught per day, and
number of students taught per day) as the first stechmregression. In the second step,
the school climate variables were entered. In thid 8tep, teachers’ perception of safety
in their school was entered. In the fourth step, fothtect violence (events happening
to other teachers and students) was entered. Finalydictct violence (events
happening to the teacher) was entered.
CHAPTER Ill: RESULTS
The goals of the analysis were to: (1) describeyest of school violence events

that respondents experienced, both directly and indyremter the past 12 months; and
(2) using a multiple regression framework and controllorgrhportant burnout
predictors, examine the relation between exposure to dinecindirect violence and
burnout among high school teachers.

Part I: Describing the Sample, Types of Violence Expeghced, and Teacher Safety

and Awareness of School Violence, Policies, and Programs

Sample Characteristics

Of those respondents who returned surveys, 10 respondevitsegroncomplete
data and six, three of whom also had incomplete dgsartexl no direct or indirect
experiences with school violence. Therefore, 13 redgats were not included in
analyses. The total sample included 315 respondents, of @00 (64%) were female.
The sample’s mean age in years was 44.043D.5, range = 24-73). Regarding

majority/minority status, the majority of respondentsntified themselves as
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White/Caucasian (68.3%), followed by Black/African-Ameri¢ah.1%), and other
ethnic/racial backgrounds, such as Hispanic/Latino(a) (2.98d)erms of marital status,
60.0% were married, 22.2% had never been married, 10.5% wereatl, 2.9% were
widowed, 2.5% were co-habitating, and 1.9% were separatadrnis of education, the
majority had earned at least a Master’s degree (67.6%6)\wéx by at least a Bachelor’'s
degree (28.6%), or a Doctoral degree (3.8%). The sampéss years teaching was
15.4 (SD = 10.59, range = 1-41). The mean years teaching iesfhondent’s current
school was 8.08 (SD = 7.30, range = 1-31). The mean nurhblasees taught per day
was 4.70 (SD = .95, range = 1-6), and the mean number of ttudaght per day was
110.44 (SD = 33.17, range = 11-200). Seventy-one percent ofnipdesandorsed
membership in a teachers’ association.

Sociodemographic data are similar to national averagasdohers in
metropolitan school districts. According to a stuggraining national trends in the
teacher workforce, females made up nearly 60% of all phlglt school teachers during
the 1999-2000 school year (NCES, 2005). In addition, the avagggef all teachers
was 42-years-old, 95% had Bachelor’s degrees or higher, ard¢hage years teaching
was 14 years. These averages are also consistergwsitiges for public high school
teachers in the sampled school district (MetropoliEaucation Association, 2005).

What Types of Violence Are Teachers Experiencing?

Table 1 presents data related to respondents’ reported expospecific acts of
violence on school grounds. The first column represéstpercentage of respondents

reporting direct experiences with violent acts, the sé@nd third columns represent the
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percentage of respondents reporting knowledge of othdrdesaand students who
experienced one of the acts specified, respectively.fifi@letwo columns represent the
percentage of reported total indirect victimizationtfer sample and the percentage of
reported total victimization (reported direct plus indiregberiences), respectively.

The percentages in Table 1 show a considerable numbez saimple reported
direct and indirect exposure to violence among high dakaohers. Respondents
reported more exposure to forms of violence that were psychological in nature, such
as having property stolen or vandalized, sexual harassthesdts of harm, and having
to evacuate the building due to a bomb threat. In the ali®achers reporting actual
physical assaults, nine percent reported being victims ovénysdirect form of violence.
Only 1% reported sexual assaults, and there were no itgideshootings or stabbings
reported as being directly experienced by teachers or tetheners. Respondents
reported more indirect exposure to more physical and sdooms of violence, with
most reporting knowledge of students who experienced violeka.example, few
respondents reported direct experience with sexual &ssasthool grounds. However,
20% of the sample reported knowing of a student who hadierped this form of
violence in the past 12 months. Respondents reported bathatuck indirect
experiences with a variety of violent acts. Thesetipes of experiences were not
mutually exclusive; all respondents who reported direct expegs also reported indirect

experiences.
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Table 1. Percentage of Sample Reporting Knowledge of Direahd/or

Indirect Experiences with School ViolenceN = 315)

School Violence Items

Property was stolen
Property was vandalized

Saw someone with a
weapon

Experienced sexual
harassment

Touched in sexually-
inappropriate way

Threatened with serious
physical harm

Slapped, punched, or hit

Evacuated during a
bomb threat

Sexually assaulted

Shot or stabbed

%

Direct

%

Indirect:
Another Indirect:

%

%

Indirect

%
Direct and
Indirect

Experience Teacher Student Experience Experience

25

33

13

31

25

44

55

51

16

24

28

30

31

60

34

23

55

38

49

60

30

20

60

50

22

55

38

49

59

31

20

85

83

35

86

42

74

68

75

21

Traditionally, the focus of collected school violencéad@as been on direct

experiences with violent acts, namely physical attasdg al assaults, and shootings or

stabbings. The sample reported a total of 2,490 violent dtizt equals nearly 8 direct
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and indirect experiences per respondent. Figure 1 illustitaggeroportion of total direct
violence accounted for by the three traditionally-studietent acts. When combining
these three violent acts into one category, theseaactaint for only 5% of the overall
violence experienced, directly, by the sample. Figuliei&rates the proportion of total
violence, divided by direct and indirect experiences. & meere 583 direct and 1907
indirect experiences (758 experienced by other teacherkld®dexperienced by

students) with violence in their schools.
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Figure 1. Total Direct Experiences with School Violenc
Divided by Type (Total Direct Experiences = 583).

Typically Studied

Violent Acts Property Stolen
(Physically or 14%
Sexually
Assaulted, Shot o
Stabbed)
5%
Bomb Evacuation Property
23% Vandalized
18%
Physically
Threatened Saw Weapon
14%

7%

Inappropriately Sexually Harassed
Touched 17%
2%
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Figure 2. Total Experiences with School Violenc
Divided by Direct and Indirect Experiences
(Total Experiences Reported = 2,490)

Direct
23%

Indirect
77%

Teachers’ Feelings of Safety and Awareness of Vigldtrevention in Their Schools

Although a majority of respondents (84%) reported the pceseha violence
prevention policy in their schools, 49% reported thaytdo not feel safe and 42%
reported a belief that violence is not addressed asutr®c®lso, 43% reported no
awareness of a prevention program used in their schioislimportant to note that
according to the State Board of Education, each schdbéischool district has a general
violence prevention policy, as well as programs focusinghanacter education and
community partnerships to support adolescents at risk dégndge due to poverty and

other socioeconomic factors (Tennessee Board of Edoc2005).
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Part II: Determining the Relation between School Violene and Teacher Burnout
The final portion of the analysis was to determine wéretlirect or indirect
experiences with violence related to the developmehtiofout in high school teachers.

Table 2 presents Pearson correlations for all studgibles, and Table 3 presents
descriptive data for the predictor and outcome varialfagnificant correlations
identified potential covariates. Sex was positively eélated with Personal
Accomplishment and negatively correlated with Depersoatadn. Age and Years at
Current School were positively correlated with Deperspatdn, and Education and the
Number of Classes Taught were positively correlabeinhotional Exhaustion. The
Number of Students Taught, Community Relations, Feelifigy &ad Direct Exposure
were positively correlated with Emotional Exhaustiod ®epersonalization. Overall,

these results did not suggest testing the same moddll d@pandent variables.



Table 2. Correlation Matrix of Study Variables (N = 315).

Variables 2 3 4 5 6 7 8 9 10 11 12 13
1. Sex 100 -04 -09 -06 -05 -11 *12 -.02 .07 -.08 .01 *23 *17
2. Age 1.00 *40 *.60 A1 .02 *.15 .01 *.20 *.12 -.03 *.17 .01
3. Education 1.00 *.30 .07 .08 .04 .04 -03 .05 *.15 .06 -.04
4. Years at Current School 1.00 *.21 10 *.15  * 11 *-.21  *-.20 -.06 *.16 -.04
5. # of Classes Taught 1.00 *.34 -00 -01 .04 -03 *15 .09 .01
6. # of Students Taught 1.00 -.10 .04 .00 .07 *23 *22 -.09
7. Community Relations 1.00 *.15 *12 *13 *12 *13 -.03
8. Feel Safe 1.00 *.22 *.31 *.32 *.30 .08
9. Indirect Exposure 1.00 *44 *22 *23 -.07
10. Direct Exposure 1.00 *32 *32 -10
11. Emotional Exhaustion 1.00 *61 *.29
12. Depersonalization 1.00 *-.42
13. Personal Accomplishment 1.00

*p < .05



Table 3. Means and Standard Deviations for Predictor
and Outcome Variables N = 315).

Standard
Variables Range Mean Deviation
School Climate
Community Relations 12-26 17.92 2.38
Safety
Feeling Safe 0-1 51 .50
Violence Exposure
Total Indirect Exposure 0-18 6.12 3.75
Total Direct Exposure 0-8 1.89 1.73
Teacher Burnout
Emotional Exhaustion 1-53 25.97 11.73
Depersonalization 0-27 8.56 6.28
Personal Accomplishment 9-48 35.32 7.37

Violence and Its Effects on Teachers: Regressiony&aa

In order to determine the relation between exposurehmo$eiolence and
teacher burnout, a series of hierarchical multiple s=gp@ analyses were used. The
analysis sample was the same for all regressionseeTlgressions, one for each
subscale of the Maslach Burnout Inventory, were condud®edsible confounds were

controlled for by entering relevant background variablg. (eex, age, marital status,
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majority/minority status, years teaching) at the fitefp and the school climate variable
at the second step. In the third step, the variable ssidgerespondents’ feelings of
safety in their school was added. In the fourth stepfrequency of indirect exposure to
violence was entered. Finally, the frequency of diexgiosure to violence was entered in
the fifth step. The results of the regression amalyer the different burnout subscales

are presented in Table 4.



Table 4. Summary of Hierarchical Regression Analyses Pdecting Emotional Exhaustion,
Depersonalization, and Personal Accomplishment\(= 315).

Emotional Exhaustion Depsonalization Personal Accoriighment

Variables
Step 1
Sex
Age
Education
Yrs at School
# Classes
#of Students
Taught

Step 2

Community
Relations

Step 3
Felt Safe

Step 4
Total Indirect
Experience

Step 5
Total Direct
Experience

Final R?
Final Adj R?

B SE AR? B SE AR? B SE AR?

*-2.87 .65 *2.65 .86
-.06 .03 .03 .04
3.34 131
*-.03 .05
.90 .66

*.07 .02
*.07 *14 *.03

.30 .25 .26 13
*.02 *.02 0.00

*-5.72 1.25 -2.81 .66 .90 .87
*.10 *.08 .01

.26 .18 *15 .09 -11 13
*.02 *.02 .01

*1.26 .39 *53 21 -.16 .28
*.03 *.02 .00

*.24 *27 .04
*22 *.25 .03

*p=.0



Predicting Emotional ExhaustionThe final model accounted for approximately

24% of the variance in emotional exhaustion. Backgrounedhbilas accounted for 7% of
the variance in emotional exhaustion, and communityio@sticcounted for an
additional 2%. Feeling safe on school grounds had a isgmifmain effect and
contributed 10% additional variance in emotional exhanstleeling unsafe resulted in
higher emotional exhaustioffs = -5.72, p < .05. Total indirect exposure also had a
significant main effectf{ = .26) and accounted for an additional 2% of the variance
Finally, total direct exposure to school violence had aifgggint main effectf = 1.26)

and accounted for 3% of the variance in emotional exlmusiieachers who reported an
experience with more types of school violence repdntgher emotional exhaustion.

Predicting DepersonalizatiorSex had a significant main effect on

depersonalizationB(= -2.87). Male teachers reported higher depersonalizttaon
female teachers. Feeling safe on school grounds alisa significant main effect, with
those reporting feeling more unsafe having higher deperzatiah ¢ = -2.81). Indirect
exposure and direct exposure resulted in a significant efaats f = .15, = .53), with
more reported indirect and direct experiences withgygeschool violence resulting in
higher depersonalization.

The final model accounted for approximately 27% of theavee in
depersonalization. For depersonalization, the backgreaniables accounted for 14%
additional variance. School climate accounted for 2%inpsafe accounted for 8%,
indirect exposure accounted for 2%, and direct exposweatounted for 2% of the

variance in depersonalization.



Predicting Personal Accomplishmenthe only predictor variable with a

significant main effect was seg € 2.65). Females experienced less loss of personal
accomplishment than men. The model accounted for 4%eofariance in personal
accomplishment. Background variables accounted for 3%eofariance.
CHAPTER IV: DISCUSSION

This study examined the effects of exposure to school vielendigh school
teacher burnout. Whereas previous studies either nedlecexamine school violence
and its effects on teachers or focused upon criminahvzation data rather than other
types of more psychologically violent events, a godhaf study was to identify a
broader range of what teachers may experience and expatagmial outcomes of those
experiences. This approach allowed for a more detaikachieation of the phenomenon
of school violence. Although shootings and more violgpegences are indeed low
occurrence events, the results of this study suppontanded definition of school
violence and accounts for many other types of violeah&vsthat occur on school
grounds every day. Specifically, the data suggest thataesaalere more likely to
experience psychologically violent acts than physicatient acts, but they were aware
of students and other teachers who had experienced phyeieaice. Direct and
indirect exposure to violence, both psychological and physiesulted in higher
emotional exhaustion and depersonalization. These datasstiggehigh school teachers
are exposed to a great deal of violence within their wovk@mments, and that exposure

could lead to significant professional burnout.
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What do Teachers Experience?

In this study, teachers directly experienced a broageraf violent acts. These
acts were both psychological and physical in nature.uggested by past studies, direct
experiences of severe, physical violence were raraveMer, the types of experiences
reported by the sample reflect experiences suggestive &ingan a threatening work
environment (Kingrey, Coggeshall, & Alford, 1998). Having ta@iate schools due to
bomb threats, having property vandalized or stolen, benmegtined with serious
physical harm, and sexual harassment were each expatjatiectly, by at least a
quarter of the sample.

Indirect exposure to violence was higher for every tyjmebool violence, with
the exception of evacuating due to bomb threats. Althoumgt teachers in this study
did not experience physical violence directly, they reggbwitnessing or knowing of
other teachers and students in their schools who didierperphysical violence. A
third of the teachers reported knowing of another teaohéeir school who was
slapped, punched, or hit in their school. Further, twalsharf the sample reported
knowing of students who experienced this form of violeacd, over a third reported
knowing of students who were touched in a sexually-inapptepmanner. Teachers
were also aware of other teachers and students expagengreat deal of non-physical
or psychological violence. For example, 55% knew afliees who had property stolen,
and 55% knew of students who were sexually harassed.

None of the schools in this study experienced a schootisigo Physical

violence was typically low, except for students who werights. Although physical
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violence was not as common, the teachers did notiexpertheir workplace as safe.
Over half of the teachers reported not feeling safeam s#thools, despite the presence of
school violence prevention policies and programs. Howyewale most teachers (84%)
knew of violence prevention policies, only 57% reportedgtesence of prevention
programs. This suggests that teachers know that thelsystem has a general stance
on school violence, but a significant portion of thasschers do not see prevention in
action in their schools. In addition, most prevemfgolicies and programs target the
physical types of violence and not the more psycholofpecals (Aber, Jones, Brown,
Chaundry, & Samples, 1998; Goldstein & Conoley, 1997). Schablskely respond to
threats of direct violence, but there is little ia¢# to prevent experiences such as sexual
harassment or intimidation. For example, policied Hre in place regarding sexual
harassment are rarely enforced due to failure to recogeizel harassment as
threatening, differing definitions of sexual harassmentoncerns over parent or
community responses to such events (Goldstein & Cond837). When tolerance or
avoidance of a problem such as sexual harassmentanlsas present, this increases the
potential for further violence in the school by creatirgitture of violence. As reflected
in the findings of this study, the teaching professiqerégslominantly female. Over a
third of the teachers experienced sexual harassmerdthgent, a colleague, a staff
member, or an administrator while at school. Although ppaiits were not asked to
identify the victim-offender relationship for any of thielent acts, there is a strong
indication that a culture that does not support prevemtiGexual harassment is present

in the school system. Taken together, this would sudlgaisaddressing psychological
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violence, particularly in the form of sexual harassmsra major issue for school
administrators and a potentially harmful experiencerfany teachers and students
within the school system.

What Are the Conseguences of Experiencing School VioRnce

In general, older, male teachers who had been teachiggrlbad higher burnout.
This supports previous research on teacher burnout that tdeckamine school violence
as a contributing factor (Friedman, 1991; Sarros & Sat@32; Tuettemann & Punch,
1992). Marital status, which is often seen as a busféutnout, also did not have a
significant effect.

The most notable finding of this study is that feeling unsaid experiencing
violence can result in emotional exhaustion and depaligation amongst high school
teachers. Given that a review of the literaturelredun finding no studies that
examined burnout as an outcome of school violence, #nereo studies with which to
compare these findings. However, previous studies suggéesutmaut is common
following exposure to violence in other workplaces (SchgWdslach, & Marek,

1993). In this study, direct exposure accounted for 3% andf 28é @ariance in
emotional exhaustion and depersonalization, respectivelgther words, exposure to
violence or the threat of violence resulted in decraseotional resources and teachers
adopting a cynical view or detached manner of relatingdm students. These issues
were further complicated by the fact that the teactiessribed feeling unsafe at work.
Feeling unsafe at work accounted for an additional 10% andf&@&& variance in

emotional exhaustion and depersonalization, respectively.



56

Taken together, these findings provide evidence for furtrenamng the relation
between exposure to violence and effects on teachers’glegatal functioning.
Emotional exhaustion and depersonalization are sitoilaymptoms of PTSD, such as
numbing and avoidance. Perhaps burnout can be the sépudtionged exposure to a
violent environment. Trauma results in feelings of vulbidity, the erosion of trust,
feelings of alienation, and fear (Janoff-Bulman & Eeig1983; Thompson & Norris,
1992; Vaux, 1988). Emotional numbing is a coping mechanism todiag awareness
of those feelings. Although PTSD was not examined instiidy, these results suggest
that teachers may become emotionally exhausted and towaeds depersonalization as
a way of dealing with continued reminders of trauma oirfgainsafe in their workplace.

The formation of emotional exhaustion and depersona@izat teachers can lead
to many problems in the classroom and the school as ke \itheus & Diekstra, 1999).
Feelings of exhaustion, hostility, and dislike do not makeking with pupils any easier.
The teacher’s ability and interest in solving student probleatience in dealing with
those who are struggling to understand concepts, and motiatput forth extra effort
is compromised. The teacher has few resources tamai for dealing with daily
hassles, and this can perpetuate burnout until it isanichcondition. A burned out
teacher is less likely to intervene in student disagesgs or feel connected to students.
For many children, particularly in more disadvantaged ateashers represent stable
and reliable adult figures. If the teacher is burnedtbat) that teacher’s ability to serve
as a role model or guide for students is compromised. Studhay experience this as

disinterest and fail to function at the level of whibkyt are capable.



57

Interestingly, although emotional exhaustion and depeligatian can result in
lowered interest or belief in student accomplishmdmat résults indicate little contributed
to teachers developing negative views of their persogalaglishments. None of the
predictor variables other than sex of the teachete@kd reduced personal
accomplishment. Reduced personal accomplishment tefardecline in (perceived)
successful achievement, which is usually accompanied by rkderlengs of
competence and self-esteem (Heus & Diekstra, 1999). foheréeachers in this study
do not feel incompetent or think badly about themselvesrasult of experiencing
violence in their school. Although they are affectedsioyence, it does not compromise
their view of themselves as successful teachers. nidnsbe a result of resistance to
acknowledge such things in a survey or perhaps the teaahedefending against the
idea that they are failures.

Strengths and Limitations of the Study

The study has several notable strengths. The prinranygsh is that it addresses
the experiences of teachers who are often ignorsdhaol violence studies. In addition,
it includes psychologically and physically violent actseasl of focusing on physically
violent acts such as rape or physical and sexual as3aking this further, the study
included both direct and indirect or vicarious experienads violence. Finally, this
study used standardized measures to determine the psychbkftgcts of exposure to
both direct and indirect violence in schools.

The main weakness of this study is its generalizalalitygide the southeastern

city that was used to obtain the sample. Althoughigh school teachers were surveyed,
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they were all part of the same school system, viaghsiime policies, and, generally, the
same sociodemographic characteristics. There is ais@nmtiflack of ethnic diversity,
and this sample is not comparable to a sample that beuddawn from multiple or larger
cities. In order to address this issue, future studiedasibeuconducted in states in
different regions of the United States that have vgs@ities and more diverse
sociodemographic characteristics.

The study also did not include a way to determine who wagepating the
violence reported by the teachers. It is importantresstthat the experiences reported
could have been perpetrated by other staff members, adatioistrparents, and other
individuals in contact with the teachers on the scigoolinds. The focus of the study
was on what created a violent workplace for the teachéature studies should examine
victim-offender relationship. Issues such as sexuakbarant occur in many workplaces
where students are not present. It stands to readoinersexual harassment experienced
by the teachers may have been perpetrated by otherswotkesetting.

The study was conducted in May 2004. This was not an dgim&for data
collection because it was the end of the school y@n most teachers were busy
finalizing grades and getting ready for summer break. Vdfiéxing a natural point to
reflect on the events of the past year, it no dofietted the results. It also may have
affected the return rate of the surveys. Besidefattiter of timing of survey distribution,
limited research funds prohibited a second wave of sungéytdition that may have

resulted in a highdd. Future studies should be conducted at different timdggischool
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year and use follow-up mailings or other methods for disting the survey to the most
people and gaining a higher rate of return.

Another weakness is that the school violence questiondal not include a way
for respondents to rate the level of severity or tbein perceived impairment due to
exposure to a violent act. Including the question, “Do pali $afe in your school?” was
an attempt to address this. However, a more direct qndstiowing each type of
school violence listed on the questionnaire would haea better. This was not possible
in this study due to desire to shorten the time needed tpletarihe survey and limited
financial resources.

Finally, the study is also cross-sectional and r@eself-report. The cross-
sectional nature of the study, while cost-effectiveults in a need to interpret the
findings with caution. It is difficult to say whether not burnout indeed existed before
or following exposure to direct or indirect violence. Luadinal studies with pre- and
post-exposure assessment would offer clearer insighhmtv violence in schools affects
teacher burnout. In addition, participants were askeettospectively describe
experiences over a school year. Given that this stMdgnined a broad range of
experiences that are not typically associated witlolen school environment, there is a
strong possibility that the teachers’ recall did redkect the actual number of violent
events occurring over the school year. In additioere was no way to compare
teachers’ self report with actual reported incidents dubd school system’s focus on
criminal acts and lack of consideration of indirect eigeres.

Summary and Implications
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Within the limits of the methodology, these findingseofpreliminary
information that suggests that teachers experiencdeanange of acts that create a
violent work environment, and that exposure to school n@demay increase burnout in
high school teachers. Teachers were more likely pergnce psychologically violent
acts than physically violent acts, but they were awastudents and other teachers who
had experienced physical violence. Direct exposure tondeleboth psychological and
physical, resulted in higher emotional exhaustion and depa&iization. Future studies
should include other measures of psychological functionungd) as standardized
measures of trauma symptoms, depression, and anxietykdsnmuitive sense that
teachers would experience increased symptoms such aslibeteere has been no effort
to study this empirically. Doing so was beyond the sadpkis study, but it would offer
much more information as to the potential needs of sajlool teachers who experience
violence.

These findings have significant implications. The ramigéolent acts reported
sheds light upon the breadth of what teachers are expiigeon a daily basis in their
workplaces. Current policies and programs do little toesfdmore psychological forms
of violence in schools. The focus on shootings thatidegen a part of United States
culture for over a decade may be serving to keep the m@alepns that occur in schools
unknown. Shootings, even when they do occur, are ébkatents. Psychological
violence can be more insidious and, therefore, more dangje Schools, to some extent,
can prepare for shootings. However, it is hard to pteeeats and harassment. As of

now, the best weapon against threats and harassnezhtaating the public as to what is
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experienced in schools. Perhaps once society beconae of how a culture of
violence is created, change may be possible. Progmdansssing the needs of all parts
of the school, including staff, faculty, and studentsieieded. Rather than portraying a
stance of apathy and resignation, the need for changé&ldb® recognized and
supported.

Unlike other businesses that respond with employee agsspgograms and
vacation time, teachers work within a system thalrisady poorly funded and rarely
offers such benefits. Teachers have few resouraessasExposure to a violent work
environment compromises those and depletes them. Pggaaildifficulties that pre-
existed teaching in a violent environment or difficultieg theve nothing to do with
school violence may be exacerbated by burnout. Relatpmstay suffer in addition to
classrooms. Teachers are called upon to shape the. wbthey are compromised, it
stands to reason that student accomplishment and denatopvill also be compromised.

Based upon a review of the literature, this is the $instly to attempt to examine
the outcome of school violence exposure on teacheuslieS focusing on students are
needed, but violence affects everyone within the schaliding those who work there.
The view of schools as safe havens has changed. dBe to sensationalized media
coverage of shootings, direct exposure to violence,mesmther factor, schools are no
longer viewed as immune or protected from violence. dieoto address the issue of
school violence, the experiences of all its victimsudth be heard. This study is a first
step towards increasing understanding of the scope antsaffeschool violence.

School systems should realize that shootings and higiheprofile events only represent



part of what is experienced in today’s schools. Dewetpknowledge of those

experiences is a key element towards more effectiveeptien and intervention.
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Dear Teacher:

We have an opportunity to help a student who wants to helphape you'll take a
moment to participate in this worthwhile study.

Ralph Smith, MEA President

My name is Chad Buck, and | am a doctoral student ircalipsychology at
Georgia State University in Atlanta, Georgia. | asoal staff therapist and assessment
coordinator at the Vanderbilt University Psychological andi@Seling Center. | am
writing to request your participation in my doctoral dissgon study, which examines
how exposure to threats and violence in the school envenonmay affect professional
burnout.

The problem of school violence is quite important to neabee one of my high
school teachers was a victim of school violence iay&on, Ky in 1993. | witnessed
firsthand how the events affected teachers in ouraddystem. | have enclosed three
brief surveys that ask questions about exposure to or a@ggreha range of violent acts
on school grounds, teachers’ feelings about their wawkyell as questions about
standard demographic information.

This is a busy time of year for teachers, so | havegded the survey to take
approximately 15 minutes to complete. Findings from teaseeys will be compiled
and could be used to inform decisions regarding the perandarofessional well being
of educators.

| hope to gather responses from high school teachersngarkiMetropolitan
City. Your assistance is vital to the success ofghogect. By completing and returning
your survey you indicate your voluntary consent to pgdte and your understanding
that there is no personal risk directly involved with tieisearch.

Your responses will be anonymous. All results and analydiébe reported in
aggregate form so that it will not be possible to idgraify individual or institution. |
would greatly appreciate receiving your responses within 2 sveAk a small token of
appreciation, | have included a tea bag for you to enjopasake a moment out of your
busy day to assist me in this project. Please retwnga@mpleted survey in the envelope
provided via school mail to the MEA office.

If you have any questions or problems that arise in coomegith this study,
please feel free to contact me at 615-322-2571 or via email a
chad.a.buck@vanderbilt.edu. Thank you in advance for ymerdand your help.

Sincerely,

Chad A. Buck, MA, LPC
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The following are 22 statements of job-related feelingsPlease read each statement
carefully and decide if you ever feel this wasgbout your job. If you have never had this
feeling, circle “0” (zero). If you have had this feelingindicate how often you feel it by
circling the number (from 1 to 6) that best describes éw frequently you feel that way.

How Often: 0 1 2 3 4 5 6
Never Afewtimes Omce Afew Once Afew Every
a year month tinaes a times day
or less or less thon  week a week

1B. | feel emotionally drained from my work.

0 1 2 3 4 5 6
2B. | feel used up at the end of the workday.

0 1 2 3 4 5 6
3B. | feel fatigued when | get up in the morning and haviade another day on the job.

0 1 2 3 4 5 6
4B. | can easily understand how my students feel aboutsthing

0 1 2 3 4 5 6
5B. I feel | treat some students as if they were ismegl objects.

0 1 2 3 4 5 6
6B. Working with people all day is really a straim foe.

0 1 2 3 4 5 6
7B. | deal very effectively with the problems of my stotde

0 1 2 3 4 5 6
8B. | feel burned out from my work.

0 1 2 3 4 5 6
9B. | feel I'm positively influencing other people’sdis through my work.

0 1 2 3 4 5 6
10B. I've become more callous toward people since | tookdhis

0 1 2 3 4 5 6
11B. | worry that this job is hardening me emotionally.

0 1 2 3 4 5 6

12B. | feel very energetic.
0 1 2 3 4 5 6
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13B. | feel frustrated by my job.

0 1 2 3 4 5 6
14B. | feel I'm working too hard on my job.

0 1 2 3 4 5 6
15B. | don't really care what happens to some students.

0 1 2 3 4 5 6
16B. Working with people directly puts too much stressnen

0 1 2 3 4 5 6
17B. | can easily create a relaxed atmosphere witetodents.

0 1 2 3 4 5 6
18B. | feel exhilarated after working closely with nydents.

0 1 2 3 4 5 6
19B. | have accomplished many worthwhile things in this job.

0 1 2 3 4 5 6
20B. I feel like I'm at the end of my rope.

0 1 2 3 4 5 6
21B. In my work, | deal with emotional problems very cglml

0 1 2 3 4 5 6
22B. | feel students blame me for some of their problems.

0 1 2 3 4 5 6

The following are 14 statements about the involvement of adnistration and the
community in your school. Please read each statemetdrefully and indicate how strongly
you agree or disagree with each statement by checking ookthe five response boxes.

23L. Administrators here respect the teachers.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
24L. The principal has little contact with the teachers.

Strongly Agree Agree Not Sure Disagree Strongly Disagree

25L. The principal visits teachers’ classrooms regularly.



26L.

27L.

28L.

290L.

30L.

31C.

32C.

33C.

34C.

35C.

36C.
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Strongly Agree Agree Not Sure Disagree Strongly Disagree
The principal provides constructive feedback to teaclwenst #heir performance.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
The principal sets the direction of this school.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
It is clear that the principal facilitates anddgs the management process in the school.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
The school's administration is sensitive and responsitiee needs of students.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
The principal usually makes decisions concerning the suelithalut consulting teachers.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
Community members are unsupportive of school activities.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
Community members are unwelcome in the school.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
The relationship between the school and the commumgjbpk

Strongly Agree Agree Not Sure Disagree Strongly Disagree
The school reaches out to the community.

Strongly Agree Agree Not Sure Disagree Strongly Disagree
There is good community involvement in the life of th®et

Strongly Agree Agree Not Sure Disagree Strongly Disagree

Members of the community work closely with schémif4o improve the school.
Strongly Agree  Agree Not Sure Disagree Strongly Disagree
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The following are questions concerning various kinds ofiolence that may have occurred in
your school. If the event was not experienced by anyone inyoschool or you are unsure,
please check the box under “N/A, or Not Sure.” Otherwis, please check the box if you,
another teacher, or a student at your school experienced the event over the last 12 months.
Remember, this is a confidential survey and no one willdow that these are your answers.

In the last 12 months, have you, another teacher, or a studen

You Another Student N/A, or
Teacher Not sure
37V. Had property (e.g., purse, wallet)
stolen while at school.

38V. Had property vandalized or
purposely damaged while at
school.

39V. Seen a person with a weapon
(other than police, military, or
security officers) while on
school grounds.

40V. Experienced sexually-inappropriate
comments or gestures while on
school grounds.

41V. Been touched in a sexually-
inappropriate way while
on school grounds.

42V. Been threatened with serious
physical harm on school
grounds.

43V. Been slapped, punched, or hit
by someone on school
grounds.

44V. Had to evacuate school
due to a bomb threat.

45V. Been sexually assaulted while
at school.

46V. Been shot or stabbed
at school.
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Please check the appropriate box or write in the space pvided for each of the
following questions about yourself and your school.

47X.

48X.

49X.

50X.

51X.

52X.

53X.

54X.

55X.

56X.

57X.

58X.

59X.

60X.

Are you male or female? Male Female

What is the year of your birth?

Year

What is your current marital status?
Never Married Separated
Married Divorced
Co-habitating Widowed

What is the highest degree you have earned?
Associate’s Degree Master’s Degree
Bachelor's Degree Doctoral Degree

How many years have you been a teacher?

(Please write in). years

How many years have you been a teacher at your curheral®c
(Please write in). years

How many classes do you teach?

Approximately, how many students do you teach?

Which best describes your racial background?

White/Caucasian Asian or Pacific Islander
Black/African-American Native American
Hispanic/Latino(a) Other

What is your school’s zip code?

Are you a member of teachers’ association? Yes No
Do you feel safe in your school? Yes No
Does your school address violence when it occurs?  Yes No

Does your school have a school violence policy? Yes No



83

61X. Does your school have a violence prevention program?yes No

Thank you for participating in this study. | appreciate your taking this time. Please
put the questionnaire back into the provided interofficeenvelope and send it, via

school mail, to the MEA office today!
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