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Abstract

Millions of teachers have exited the teaching profession as of 2020 and over 50% are likely to
leave the profession during the next five years. High emotional stress is most often cited as the
primary reason for the loss of teachers. There is also an increasing number of students entering
school who having experienced various forms of trauma, such as abuse, death, violence, and
neglect. In rural areas, poverty is a concern. These students often display trauma behaviors
because of limited mental health resources. As rural public school teachers learn about student
trauma, these teachers are at risk of secondary traumatic stress. Secondary traumatic stress is a
maladaptive emotional response upon hearing about the trauma of another. In rural districts, high
poverty rates, a lack of support, a lack of resources, and the multiple roles the teacher fulfills
increase the likelihood a teacher can exhibit secondary traumatic stress symptomology, thus
impacting teacher self-efficacy. Further, many rural teachers lack the knowledge and skills to
recognize the symptoms of secondary traumatic stress. Secondary traumatic stress influences
daily interactions between teachers and students, which can hinder teacher self-efficacy.
However, one facet to consider is the moderating effect of teacher experience between the two
variables. This correlational study investigated the question: Does teacher experience moderate
the relationship between secondary traumatic stress and teacher self-efficacy among rural public
school teachers? This study considered teacher experience, secondary traumatic stress, teacher
secondary traumatic stress, teacher self-efficacy, and rural public school teachers.

Keywords: rural teachers, secondary traumatic stress, teacher emotional stress, teacher

experience, teacher self-efficacy, trauma behaviors



MODERATING EFFECT OFTEACHER EXPERIENCE

Copyright Page

Copyright 2024
Donna Short

ALL RIGHTS RESERVED



MODERATING EFFECT OFTEACHER EXPERIENCE 5

Dedication
I would like to dedicate this to my Savior, Jesus Christ. All glory goes to Him. Without
His strength, this would not have been possible. “I don’t know where I would be if I didn’t know
you. Thank God I do.” Lauren Daigle
I would also like to dedicate this to my children: Hannah, Joseph, and Micah. Thank you
for your continued encouragement, support, and cheering me on throughout this process. I love

you!



MODERATING EFFECT OFTEACHER EXPERIENCE

Acknowledgements
Thank you to Dr. Jeffrey McCarthy, my dissertation chair, for providing continued
encouragement, guidance, and insight throughout this process.
Also, thank you to Dr. Lacy Ricks, my dissertation reader, for your additional feedback,
encouragement, and time.
Finally, I would like to thank Dr. Shauna Frisbie. Without your constant belief in me,

your encouragement, and your wisdom, I would not have considered this step.



MODERATING EFFECT OFTEACHER EXPERIENCE 7

Table of Contents

N 03 5 v Y1 USSP 3
LD ISTa o110 o W USSP PPR 5
ACKNOWIEAZEIMENES ...ttt st e et e e st e e st e e e nnbe e e be e e e e 6
0] (o) A 010 1<) 1 USSR 7
LTS 0 B 1 o (< PSR 10
LIST OF FIZUIES ..ttt ettt sttt e e st e e snb e e nab e e e nbb e e e bneeans 12
| DTS A0S AN o] o) (74 T 1 Lo o TSRS 13
Chapter One: INTrOAUCTION .......cueiiiiiiieiice et sneeenee 14
OVBIVIBW ...ttt etttk b bt e bbb s b b e bt e st e st et e nbenbenbenbenre s 14
BACKGIOUNG ... .ottt et e et e b e et e e s re e te e e e sreens 15
Problem STAtEMENT........cciii e et sb e b ene e 18
PUIPOSE STAIEMENT. ... eiii it e b e e nrbe e e 20
Significance 0f the StUAY .........ccviiiiii e 21
RESEAICH QUESTION ....vieviiiiecctie ettt ettt et e e st e e sbeesbeesbeesnbeesbeeanbeennees 21
DBTINITIONS. ...ttt ettt ettt be et b reenes 22
SUIMMIAIY .ttt et e ettt e ettt e et e e s st e e e Rt e e en b e e e enb e e e anb e e e enbe e e nnbeeennbeeanseenans 23
Chapter Two: Literature REVIEW ..........cciiiiiiiiiiiiiiiiiici s 25
OVBIVIBW ...ttt bbbt b e st e st et e b b et e e bt e s e e st et e benbesbenbenne s 25
TheoretiCal FramEWOIK ..........coiiiiiieiieie ettt 26
Transactional Model Of SErESS .......c.ooiiiiiiiieee e 28
Biopsychosocial MOdel............c.cooviiii i 30

Secondary Traumatic Stress Theory of Paul Valent............cccccoovveviiiiiciie e, 32



MODERATING EFFECT OFTEACHER EXPERIENCE 8

Social CogNItIVE TNEOIY ......eeivieiicie ettt re e 34
REIALEA LITEIALUIE. ..ottt 35
Adverse ChildnN00Od EXPEIIENCES .......cveiueiieiieiieeiieeieseesieeeeseesie e e sae e sreenaens 35
Secondary TraumatiC SEIESS......ccuviveiveieeiieieeie e se e e e s sre e sre e 39
Secondary Traumatic Stress and Public School Teachers.............cccvenee. 41

Susceptibility to Secondary Traumatic Stress......ooovvvveviviiiieniieeniieenn, 42

SEIF-EFFICACY ..oiveeiiciie et re e 44
Teacher SEIf-EffiCACY ......cccoviiiiiece e 45

Rural Public SChOOl TEACNENS .......ccociiiiiiiciieee e 48
TEACNEr EXPEIIENCE ... ccuveitieie ettt sttt ettt e e sreete e e s reeneens 49
SUIMMIAIY .ttt ettt ettt e bt e et et e st et e e Rt e e en b e e e nab e e e nnb e e e nbb e e e nbb e e e nbbeennnneeans 52
Chapter Three: MethOdOLOZY ......couieiiiiiieii e ne e 55
OVBIVIBW ...ttt bbb bbbtk b et b b ettt b b 55
=TS o ISP 55
RESEAICH QUESTION ....vieviiiiecctie ettt ettt et e e st e e sbeesbeesbeesnbeesbeeanbeennees 56
HYPOTNESES ...t re et e e nas 56
Participants and SEttING.........ccuoviiiiiiee et 59
INSEFUMENTALION ...ttt 60
PROCEUUIES ..ottt bbbt b ettt b bbbt b e st b e 61
DAta ANAIYSIS ...ttt beeares 62
Data SCIEENING ..eevve ittt st et e e e st e e be e e b e e sbaeabeesbeeareeas 62
VANADIES ... 63

ANalysis and REPOITING ........ciiviiiieiie et 63



MODERATING EFFECT OFTEACHER EXPERIENCE 9

SUIMMIAIY .ttt ettt ettt ettt e ekt e et e e e Rt et e e s bt e e nab e e e nab e e e nbb e e e nbb e e e nbeeenbneeens 63
Chapter FOour: FINAINES ....c.vviiiiiiiiie ittt nin e nnneesnneeans 65
OVBIVIBW ...ttt et b bbbttt bbbt bt b e bt e et et et e benbenre s 65
D U ST =TT a1 T SRS 65
DESCIIPLIVE STALISTICS....evveiiieiecieeie et a et e e ra e be e sreenrs 66
RESEAICH QUESTIONS ... ..cviiiieiitie et ettt et e sttt e sbe e s e e be e s b e e sbeesnbeesbaesabeesbeesnbeesrees 67
HYPOThESES ... Error! Bookmark not defined.
RESUIES ...ttt Error! Bookmark not defined.
SUIMMIAIY .ttt ettt e e bt e et e e e sttt e e Rt e e e st e e e nab e e nn b e e e nbb e e e bt e e e bbeennbeeeans 73
Chapter Five: CONCIUSIONS .....cccuiiiiiiiiieiiieiiee sttt ettt e e n e e nneesneesnneeneen 74
OVBIVIBW ...ttt etttk b bt e bbb s b b e bt e st e st et e nbenbenbenbenre s 74
DISCUSSION ...ttt sttt b e bbbt s et e et e b e bbbt b e e b e s e et et e b st sbe b e nbeanes 74
] o] Lo LA o] 4 13RO 79
LIMITALIONS ..ttt bbbt e et be e b b e reenes 80
Recommendations for FUtUre RESEAICH ...........c.covvieieiiiiie s 81
S (5] (=) (o1 SRR 83
Appendix A: Result ANALYSIS .....ccviiiiiiiiiiiiii e 103
Appendix B: Permission for Teacher Self-Efficacy Scale Survey.........ccccoviiiiiiiiiiiiicnnn, 117

Appendix C: Institutional Review Board EXemption .........ccccccoeiiiiiiiiiiiiiiciiicc 120



MODERATING EFFECT OFTEACHER EXPERIENCE 10

List of Tables

Table 1: Similarities of Symptoms—Secondary Traumatic Stress and Post-traumatic Stress

LT (< PP OUTROPR PP PR PRRO 40
B o) (S € 1< 1 [ ST TUSOUR PR PTROPR 66
B2 o) (S A Tt TSP O PP PTROPR 66
Table 4: Teaching Grade Level .........oooiiiiiiiiiii e 67
Table 5: Teacher Years Of EXPEIICNCE ......cuuiiiiiiiiiiieiiiiciiie st 67
Table Al: Intrusion and InsStruction PEarson’ 7 ..........cccoveiiiiiieiiiiiieiie e 103
Table A2: Intrusion and Instruction Durbin-WatSOn ..........cccccviiiiiiiiiiiiieiie e 103
Table A3: Intrusion and Instruction ANOVA ..., 104
Table A4: Intrusion and Instruction RESIAUAIS ............cccovviiiiiiiiiicc e, 104
Table AS: Intrusion and Management PEarson’s 7 .........cccuveieeiieiiienineeiie e 104
Table A6: Intrusion and Management Durbin-WatsSon ..........ccccceeieeniiiiieiic e 105
Table A7: Intrusion and Management ANOVA ..o 105
Table A8: Intrusion and Management ReSIAUAIS.............cccoveiieiiiic i, 105
Table A9: Intrusion and Engagement Pearson’s 7 ..........cccooeiiiiiiiiiiniiniiiici e 106
Table A10: Intrusion and Engagement Durbin-Watson ..........c.cccoceiiiiiiiiiiiiici, 106
Table A11: Intrusion and Engagement ANOVA ..o 107
Table A12: Intrusion and Engagement ReSIAUAIS.............ccveiieiiiiieiic i 107
Table A13: Avoidance and Instruction Pearson’s 7..........ccoooveiiiiiiniiiiiieiic e 107
Table A14: Avoidance and Instruction Durbin-WatSon ............cccooiriiiiiiiiiiiiiene e 108
Table A15: Avoidance and Instruction ANOVA. ... 108

Table A16: Avoidance and INStruction RESIAUAIS .......ovveeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeee 108



MODERATING EFFECT OFTEACHER EXPERIENCE 11

Table A17: Avoidance and Management PEarson’s 7 .......cccocvveivieiiiiesiiiesniiee e siee e 109
Table A18: Avoidance and Management Durbin-Watson...........ccccovvvveiiiieiiieeiiiie e 109
Table A19: Avoidance and Management ANOVA ........ccociiiiiiiiiiiii e 110
Table A20: Avoidance and Management Residuals..........ccocvviiiiiiiiiniiiieiiiie e 110
Table A21: Avoidance and Engagement Pearson’s 7 ......ccccoovvviiiiiiiiieiiiie e 110
Table A22: Avoidance and Engagement Durbin-WatSon ...........ccccovvveiiiiniiiin s 111
Table A23: Avoidance and Engagement ANOVA ........cov i 111
Table A24: Avoidance and Engagement ReSIAUAIS............c.ccveieiiieiieie e 111
Table A25: Arousal and Instruction PEarson’s 7..........ccoouviiieiiiiiieiii i 112
Table A26: Arousal and Instruction Durbin-WatSon..........ccceiiviiiieiiiiiieic e 112
Table A27: Arousal and Instruction ANOVA ... 112
Table A28: Arousal and Instruction ReSIdUaIS .............ccoviiiiiiiiiii e, 113
Table A29: Arousal and Management Pearson’s 7.........cccveiveiieiiieniie i 113
Table A30: Arousal and Management Durbin-WatSon ...........cccooeiiiiiiiiiiciiee 113
Table A31: Arousal and Management ANOVA ..o 114
Table A32: Arousal and Management Residuals............cccoeiieiiiiciic i, 114
Table A33: Arousal and Engagement Pearson’s 7..........cccoveiiiiiiiiiiniiniiiicie e 115
Table A34: Arousal and Engagement Durbin-Watson ...........cccccvvviiiiiiiiiiiniinc e 115
Table A35: Arousal and Engagement ANOVA ...t 116

Table A36: Arousal and Engagement Residuals ..........ccccoiiiiiiiiiiiiiiiic e, 116



MODERATING EFFECT OFTEACHER EXPERIENCE 12

List of Figures
Figure 1: The Biopsychosocial Model ...........oooiiiiiiiiiiiiiiiii e 32
Figure 2: Attention Deficit Hyperactivity Disorder and Trauma Overlap ..........ccccccevvvieiiiiiniinnn, 38
Figure A1: Intrusion and Instruction Scatterplot .........cccvviiiiiiiiiiiiie e 103
Figure A2: Intrusion and Management Scatter Plot...........ccccviiiiiiiiiiin e 105
Figure A3: Intrusion and Engagement Scatter P1ot.........ccccvviviiiiiiii i 104
Figure A4: Avoidance and Instruction Scatter P1ot.........cccccvvviiiiiiiiiiiiii e 108
Figure A5: Avoidance and Management Scatter PIot .............ccoooiiiiiiiiiii, 109
Figure A6: Avoidance and Engagement Scatter Plot............ccccoviiiiiiiiiiiiici, 111
Figure A7: Arousal and Instruction Scatter Plot..........cccoovviiiiiiiiiiiic e, 112
Figure A8: Arousal and Management Scatter P1ot............ccccoiiiiiiiiiiii, 114

Figure A9: Arousal and Engagement Scatter Plot..........c.ccooiiiiiiiiiiiciii, 115



MODERATING EFFECT OFTEACHER EXPERIENCE

List of Abbreviations
Adverse childhood experiences (ACEs)
Attention deficit hyperactivity disorder (ADHD)
Post-traumatic stress disorder (PTSD)
Social cognitive theory (SCT)
Secondary traumatic stress (STS)
Secondary Traumatic Stress Scale (STSS)

Teacher Self-Efficacy Scale (TSES)

13



MODERATING EFFECT OFTEACHER EXPERIENCE 14

Chapter One: Introduction
Overview

Teaching has been ranked as one of the most emotionally stressful professions. Research
concerning teachers has reported high levels of behavioral, emotional, physiological, and
psychological symptoms from the emotional stress endured (Ormiston et al., 2022). Teachers are
exiting the profession at high rates because of heightened emotional stressors (Brown & Biddle,
2023; Christian-Brandt et al., 2019; Ormiston et al., 2022). Factors such as high-stakes testing,
increase in student violence, lack of consequences, low pay, and administration and parents who
are unsupportive force teachers to reconsider remaining in the profession (Brown & Biddle,
2023; Christian-Brandt et al., 2019; Kerig, 2019; Schepers & Young, 2023). Compounding the
emotional stress is working with students who exhibit behavior related to trauma, as teachers are
expected to understand how to appropriately respond to these students (Borntrager et al., 2012;
Christian-Brandt et al., 2019; Hydon et al., 2015; Ormiston et al., 2022; Schepers, 2017;
Schepers & Young, 2023). This exposure to trauma behaviors of students places the teacher at
risk for developing STS, which affects the teacher holistically (Borntrager et al., 2012; Burke-
Harris, 2018; Engel, 1977; Hydon et al., 2015; Lazarus & Folkman, 1984; Ormiston et al., 2022;
Schepers, 2017; Schepers & Young, 2023; Valent, 1995). The trauma behaviors of students, lack
of resources, and the multiple roles rural public school teachers fill compound the high emotional
stress and place the teacher at risk for STS symptomology that can negatively impact teacher
self-efficacy. Yet, despite the increased emotional stress and demands of teaching, there still are
over 4 million teachers who choose to remain in the profession and have approximately 15 years
of teaching experience (U.S. Census Bureau, 2017). As such, teacher experience aids in lessening

the negative impact of the STS on teacher self-efficacy. There is a dearth of literature that
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examines the moderating effect of teacher experience on the relationship between STS and
teacher self-efficacy among rural public school teachers. Therefore, this study investigated the
extent to which teacher experience moderates the relationship between STS and teacher self-
efficacy among rural teachers.
Background

Teacher retention related to teacher emotional health and chronic stress has been a
concern for the past half-century. Smith and Milstein (1984) first discovered stressors among
teachers during the 1930s. These emotional stressors included covering the classes of other
teachers because of teacher absences and a lack of substitutes, salary complaints, and student
disruptive behaviors (Smith & Milstein, 1984). Emotional stress increased among teachers in the
1940s because of being overworked, underpaid, and increased student classroom disruptions
(Smith & Milstein, 1984). Teachers in the 1950s and 1960s experienced emotional stress because
of newly added administrative roles that were not clearly delineated, such as new school
counseling positions and expanded administrative staff (Smith & Milstein, 1984). Further,
teacher emotional stress during the 1960s increased because of negative self-efficacy and self-
doubt (Smith & Milstein, 1984). Concerns about unsupportive administration, unsupportive
parents, and teachers attempting to understand emotionally disturbed student behaviors caused
additional emotional stress (Smith & Milstein, 1984). Inadequate discipline policies and the rise
in school violence added more emotional difficulty to already emotionally stressed teachers
during the 1970s and 1980s (Smith & Milstein, 1984). Student disruptions and inconsistent
discipline policies also increased the emotional stress of teachers during the 1990s. A major
concern in the rise of student violence and the safety of schools heightened the emotional stress

of teachers (Macro Learning, 2023). Finally, the 2000s saw growing class sizes, an increase in
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student mental health concerns, and state-mandated tests, each of which contributed to anxiety,
frustration, and mental and emotional health struggles among teachers (Macro Learning, 2023).

In addition to growing class sizes, high-stakes testing, and low pay; student trauma
behaviors compounded the emotional stress of teachers. The increased emotional stress among
teachers further created challenges for teachers to respond appropriately to the traumatic
behavioral responses of their students (Borntrager et al., 2012; Christian-Brandt et al., 2019;
Hydon et al., 2015). Therefore, teachers are more tired and burned out (Borntrager et al., 2012;
Christian-Brandt et al., 2019; Hydon et al., 2015; Schepers, 2017; Schepers & Young, 2023).

According to the American Psychological Association (APA, 2021), trauma is a strong
emotional response to a distressing event that results in immediate shock and denial. Negative
trauma responses can create anxiety, depression, difficulties with relationships, headaches, and
hypertension, and may include long-term emotional, physical, psychological, and social
challenges (APA, 2021). Exposure to student trauma places public school teachers at high risk
for STS, which impacts the self-efficacy of the teacher (Borntrager et al., 2012; Christian-Brandt
et al., 2019; Hydon et al., 2015; Schepers, 2017; Schepers & Young, 2023).

Over 10 million students in the United States have experienced at least one form of
trauma. Thus, every day, teachers are exposed to student trauma behaviors (Substance Abuse and
Mental Health Services Administration [SAMHSA], 2023). Additionally, many students enter the
classroom prior to age 16 having experienced trauma. As a result, teachers experience an
increase in emotional stress, which impacts self-efficacy and places the teacher at risk for STS
(Borntrager et al., 2012; Christian-Brandt et al., 2019; SAMHSA, 2023).

Public school teachers are concerned for and dedicated to the well-being of their students.

However, there is little consideration among school districts regarding how this level of caring
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emotionally and mentally impacts teachers (Baicker, 2020). Further, emotional stressors are
compounded for rural public school teachers, as many must fulfill multiple roles. Teachers in
rural schools take on additional roles as activity sponsors, coaches, crisis counselors, custodians,
lunchroom monitors, librarians, maintenance staff, nurses, and technology assistants (Canales et
al., 2008; Eppley, 2015). Performing multiple duties and attempting to mitigate the negative
impact poverty has on their students creates additional emotional stress among rural teachers
(Canales et al., 2008; Eppley, 2015).

Moreover, emotional stress is compounded for rural public school teachers since they
often find themselves standing against rural stereotypes. Rural public schools are typically
viewed as lacking academically and sub-standard compared to their urban and suburban
counterparts (Corbett, 2013). Further, rural public school teachers and students are often viewed
as narrowminded, prejudiced, and reluctant to change, which places additional emotional
stressors on the rural public school teacher (Corbett, 2013).

Additionally, many rural students come from poverty-stricken environments with limited
mental health resources (Canales et al., 2008; Eppley, 2015). Poverty compounds the emotional
stress for rural teachers as well as the need for these teachers to manage the emotional and
mental health needs of their students (Borntrager et al., 2012; Christian-Brandt et al., 2019;
Hydon et al., 2015; Schepers, 2017, Schepers, 2023). As rural teachers are being called upon to
address the mental and emotional health of their students, their personal emotional stress
increases (A. Saenz, personal communication, August 7, 2023). Research demonstrates the
emotional and mental stress of teachers is a significant factor in raising student achievement

(Gagnon & Mattingly, 2015).
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Teacher experience is also a factor that impacts student achievement along with the
emotional and mental stress experienced by teachers. Research supports teacher experience as
positively associated with gains in the achievement of students (Kini & Podolsky, 2017).
Additionally, teacher experience can moderate the relationship between continual emotional
stress that can lead to STS symptomology and teacher self-efficacy (Burke-Harris, 2018).

There is currently a lack of research on the moderating impact of teacher experience on
the relationship between emotional stress that leads to STS and teacher self-efficacy among rural
public school teachers. Much of the current research and economic and policy reforms focus on
urban schools with little consideration for rural schools, and those advocating for rural education
insist that rural schools are the forgotten minority (Azano & Stewart, 2015; Truscott & Truscott,
2005).

Problem Statement

STS continues to be well-researched among the helping professions (e.g., first
responders, professional counselors, social workers); however, notably absent from STS research
among the helping professions are rural public school teachers (Schepers, 2017, 2023). Yet,
teachers are at high risk for STS, which is the emotional stress that comes from hearing about the
traumatic experiences of another (National Child Traumatic Stress Network [NCTSN], n.d.).
Teachers who have experienced STS display symptoms that are similar to PTSD (Cieslak et al.,
2014; Everall & Paulson, 2004; Malach-Pines, 2005). These trauma-related stress symptoms
exhibited by teachers often stem from learning about the trauma their students have experienced
through activities such as drawing, journaling, friends, and the students telling the teacher

(Cieslak et al., 2014; Everall & Paulson, 2004; Malach-Pines, 2005).
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Emotional stress negatively correlates with teacher self-efficacy (von Muenchhausen et
al., 2021). Self-efficacy is one’s belief in their ability to achieve positive outcomes. Teachers
with a positive self-efficacy believe they can positively impact student outcomes (Skaalvik &
Skaalvik, 2017). However, STS undermines the self-efficacy among teachers and leads to
exhaustion and depersonalization, which has a deleterious effect on student achievement
(Schwarzer & Hallum, 2008). Further, rural teachers experience an increased amount of
emotional stress because of a lack of resources to aid in mitigating the maladaptive effects of
poverty on the student; therefore, rural teachers are at risk for STS and negative self-efficacy
(Johnson et al., 2021).

Though research supports how emotional stress and STS negatively impact teacher self-
efficacy, there is minimal research investigating teacher experience and its moderating effect on
the relationship between the variables of STS and teacher self-efficacy (Bandura, 2017; Schepers
& Young, 2023). Teacher experience includes the culmination of skills and training acquired over
time that enables and equips a teacher with the techniques on how to perform better teaching
tasks (Staake, 2023). Teacher experience for this study refers to the number of years a teacher
has been in the teaching profession (Berger et al., 2018).

The investigation of how STS impacts the self-efficacy of rural public school teachers in
schools is still relatively new, as there have been a few studies that have identified STS as
widespread among teachers in urban schools (Borntrager et al., 2012; Christian-Brandt et al.,
2019; Hydon et al., 2015; Schepers, 2017; Schepers & Young, 2023). However, there is less
research investigating if teacher experience moderates the relationship between STS and teacher
self-efficacy among rural public school teachers (Brown & Biddle, 2023; Christian-Brandt et al.,

2019; Eppley, 2015; Kerig, 2019; Schepers & Young, 2023).
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Purpose Statement

The purpose of this correlational study was to answer the question: Does teacher
experience moderate the relationship between STS and teacher self-efficacy among rural public
school teachers? This study investigated traumatic behaviors among students that place rural
teachers at risk for STS. The SCT from Bandura (1977) provided the conceptual foundation for
studying the construct of STS among rural public school teachers. A subset of Bandura’s SCT is
that of self-efficacy, which is necessary for the success of teachers. Teachers who have high-self-
efficacy believe they have the ability to produce positive outcomes despite increased student
challenges and emotional stress (Bandura, 1977, 1986). This study could aid future research
focusing on the impact of STS among rural public school teachers. It provides connections and
potential mitigating and protective factors for rural public school teachers to consider when faced
with STS.

This correlational design study used the Secondary Traumatic Stress Scale (STSS)
developed by Bride et al. (2004). It is a 17-item scale that measures maladaptive symptoms
related to indirect exposure to traumatic events. These symptoms can include arousal, avoidance,
and intrusive thoughts (National Center for PSTD, 2023). The study used the Teacher Sense of
Efficacy Scale (TSES) to measure self-efficacy among rural public school teachers. The TSES
was developed by Tschannen-Moran and Woolfolk Hoy (2001). The scale measures efficacy in
three areas: instructional strategies, classroom management, and student engagement (Cocca &
Cocca, 2022). The study also included a sociodemographic survey that collected data regarding

years of teacher experience.
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Significance of the Study

There is a scarcity of research investigating whether teacher experience moderates the
relationship between STS and teacher self-efficacy among rural public school teachers (Schepers
& Young, 2023). This study adds to the existing literature related to STS among public school
teachers and builds upon existing studies that have identified STS among teachers (Fleckman et
al., 2022; Ormiston et al., 2022; Rankin, 2022; Schepers & Young, 2023; Sprang & Garcia,
2022). Having gained a better understanding of the impact of STS among rural public school
teachers aids these teachers to better identify potential problematic symptoms of STS prior to an
STS diagnosis (Cieslak et al., 2014). Early identification of STS symptomology aids in
mitigating the negative impact on teacher self-efficacy, thus improving student outcomes.

Research Question

Rural public school teachers will benefit from an awareness of the symptomology of
STS, and how STS influences teacher self-efficacy. This increased awareness of STS aids rural
public school teachers in better understanding protective and mitigating factors against STS.
Moreover, the study provided information that considered the moderating effect of teacher
experience. The research question was developed from the current literature and comprised
statistically testable variables for this correlational design study (Borntrager et al., 2012;
Fleckman et al., 2022; Ormiston et al., 2022; Rankin, 2022; Schepers & Young, 2023; Sprang &
Garcia, 2022).

RQ1: Does teacher experience moderate the relationship between STS and teacher self-
efficacy among rural public school teachers?

RQ1(a): Does STS predict teacher self-efficacy among rural public school teachers?
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RQ1(b): If STS predicts teacher self-efficacy, does teaching experience moderate this

effect among rural public school teachers?
Definitions

Rural populations—any county with a population of 150,000 or less (Monk, 2023).
Rural school districts—any district with a student population of less than 300 (Texas Education
Agency, 2017).
Secondary traumatic stress—learning about the traumatic experiences of another, which results
in holistic emotional duress (National Child Traumatic Stress Network [NCTSN], 2011).
Secondary Traumatic Stress Scale—It is a 17-item scale that measures maladaptive symptoms
related to indirect exposure to traumatic events. Symptoms can include arousal, avoidance, and
intrusive thoughts (Bride et al., 2004; National Center for PSTD, 2023).
Teacher experience—the number of years teachers have been in the profession.
Teacher self-efficacy—self-efficacy is the belief that an individual has in themselves to create the
life desired. Self-efficacy is the foundational piece of human motivation, purpose, and success.
Teacher self-efficacy beliefs impact choices, quality of effort, and how individuals persevere
through difficulties (Bandura, 2016; Fernandez et al., 2016; Makadia et al., 2017, 1997).
Teacher Sense of Efficacy of Self Scale—a questionnaire created to measure teacher self-efficacy
within three categories: classroom management skills, instructional strategies, and student
engagement (Tschannen-Moran & Woodfolk Hoy, 2001).
Trauma—a strong emotional response to a horrible event that results in immediate shock and
denial. Responses include long-term emotional, physical, and psychological reactions, including

difficulties with relationships, emotional unpredictability, and headaches (APA, 2021).
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Summary

Teachers are leaving the profession at an alarming rate because of heightened emotional
stressors (Brown & Biddle, 2023; Christian-Brandt et al., 2019; Ormiston et al., 2022). Factors
such as high-stakes testing, increase in student violence, lack of discipline, low pay, unsupportive
administration, and unsupportive parents force teachers to reconsider remaining in the profession
(Brown & Biddle, 2023; Christian-Brandt et al., 2019; Kerig, 2019; Schepers & Young, 2023).
Compounding the emotional stress is working with students who exhibit behavior related to
trauma, as teachers are expected to understand how to appropriately respond to these students
(Borntrager et al., 2012; Christian-Brandt et al., 2019; Hydon et al., 2015; Ormiston et al., 2022;
Schepers, 2017; Schepers & Young, 2023). Working with students who exhibit behavior related
to trauma places teachers at high risk for STS, which is the emotional stress that comes from
hearing about the traumatic experiences of another (National Child Traumatic Stress Network
[NCTSN], n.d.). Teachers who have experienced STS display symptoms that are similar to PTSD
(Cieslak et al., 2014; Everall & Paulson, 2004; Malach-Pines, 2005).

Additionally, the emotional stress teachers experience negatively correlates with teacher
self-efficacy (von Muenchhausen et al., 2021). Self-efficacy is the belief by someone in their
ability to achieve positive outcomes. STS undermines the self-efficacy among teachers and leads
to exhaustion and depersonalization, which has a deleterious effect on student achievement
(Schwarzer & Hallum, 2008). Moreover, rural public school teachers experience an increased
amount of emotional stress because of a lack of resources to aid in mitigating the maladaptive
effects of poverty on the student; therefore, rural teachers are at risk for STS and negative self-

efficacy (Johnson et al., 2021).
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Despite the increased risk of STS and negative self-efficacy faced by rural public school
teachers, many teachers choose to continue teaching. For example, there are over 4 million
teachers in the United States with an average of 15 years of teaching experience (Staake, 2023).
Increased teaching experience provides enhanced skills to help mitigate STS and negative self-
efficacy. As such, teacher experience has the capability to moderate the relationship between STS
and teacher self-efficacy (Corbett, 2013).

Although there is research investigating STS among helping professions, there is minimal
research seeking to answer the question: Does teacher experience moderate the relationship
between STS and teacher self-efficacy (Whitt-Woosley & Sprang, 2023)? This study examined
how teacher experience moderated the relationship between STS and teacher self-efficacy among
rural public school teachers. This study used the STSS and the TSES to investigate this
relationship. Further, a sociodemographic survey was included to determine years of experience
among participants. This study adds to the existing literature related to STS among rural public
school teachers and builds upon existing studies that have identified STS among teachers
(Fleckman et al., 2022; Ormiston et al., 2022; Rankin, 2022; Schepers & Young, 2023; Sprang &
Garcia, 2022). The data aid in gaining a better understanding of how teacher experience
moderates the relationship between STS and teacher self-efficacy among rural public school
teachers. Additionally, the information collected helps these teachers to better identify potential
problematic symptoms of STS prior to an STS diagnosis (Cieslak et al., 2014). Early
identification of STS symptomology aids in mitigating the negative impact on teacher self-

efficacy, thus improving student outcomes.
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Chapter Two: Literature Review
Overview

Teaching has been ranked as one of the most emotionally stressful professions, as
research indicates a high degree of exposure to behavioral, emotional, physiological, and
psychological symptoms experienced by rural public school teachers (Ormiston et al., 2022).
Additionally, mental health and behavior challenges exhibited among students impact the mental
and emotional health of the classroom teacher (Ormiston et al., 2022).

Further compounding emotional stress within the classroom is working with students
who display trauma behaviors and reactions. Approximately 50-60% of children have endured
trauma or adverse childhood experiences (ACEs) by the age of 18 (Centers for Disease Control
& Prevention, 2019; Merrick et al., 2018; National Child Traumatic Stress Network [NCTSN],
2018; Porche et al., 2016). Drs. Felitti and Anda (1998) described ACEs as experiencing abuse,
domestic violence, having an incarcerated parent, living with a substance abuser, living with one
who struggles with mental illness, and neglect. The Philadelphia ACE Project (2012) expanded
ACE:s to include bullying of any type, living in an unsafe neighborhood, living in foster care,
racism, and witnessing community violence. Research indicates a link between poverty and
trauma behaviors; therefore, poverty can be considered another ACE (Hughes & Tucker, 2011).
Poverty is prevalent among rural areas, which causes students to exhibit trauma behaviors
(Kaiser et al., 2017). As a result, some students who have experienced ACEs display trauma
responses that place the teacher at more risk for STS and impact rural public school teacher self-
efficacy and increase emotional stress (Ormiston et al., 2022; Rankin, 2022).

Self-efficacy is the belief by an individual in their ability to achieve positive outcomes.

Emotional stress negatively correlates with teacher self-efficacy. Emotional stress causes higher
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levels of anger, exhaustion, and hopelessness that undermine the self-efficacy of the teacher
(Buri¢ et al., 2020; von Muenchhausen et al., 2021). Teachers with positive self-efficacy believe
they possess the ability to positively impact student outcomes (Skaalvik & Skaalvik, 2017). STS
undermines the self-efficacy of teachers, which leads to exhaustion and depersonalization, and
negatively impacts student achievement (Schwarzer & Hallum, 2008). Rural public school
teachers are at higher risk for STS and negative self-efficacy because of a lack of mental health
resources to aid students who experience trauma (Johnson et al., 2021).

Although rural public school teachers are at higher risk for emotional stress that can lead
to STS and negative self-efficacy, many teachers remain in the teaching profession. For example,
rural public school teachers in Texas have an average of 13.7 years of experience (Texas
Education Agency [TEA], 2017). Research also supports the idea that teacher experience is
positively associated with student academic gains (Kini & Podolsky, 2017). Further, teacher
experience has been positively correlated with increased student learning and student attendance
(Kini & Podolsky, 2017). Research has found that teacher effectiveness increases as the teacher
accumulates experience. This increased teacher experience also enhances coping skills necessary
to mitigate the high emotional stress and negative teacher self-efficacy (Corbett, 2013; Kini &
Podolsky, 2017).

Theoretical Framework

Sprang et al. (2021) explained compassion fatigue, STS, and vicarious trauma can have
overlapping definitions to the extent that research often uses these terms interchangeably. It is
important to distinguish the differences between compassion fatigue, STS, and vicarious trauma.
Gottfried and Bride (2018) described compassion fatigue as resulting from burnout and caring

deeply that is often caused by profound empathy. In contrast, vicarious trauma results in negative
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beliefs about self, which can create low self-efficacy (Gottfried & Bride, 2018). STS results from
hearing or learning about the trauma of others. STS symptoms mimic those of PTSD (Makadia et
al., 2017). STS and PTSD symptoms can include avoidance, anxiety, hyperarousal, intrusive
thoughts, irritability, and sleep difficulties (Makadia et al., 2017). This study focused on STS and
its impact on the self-efficacy of rural public school teachers.

The conceptual and theoretical frameworks used for this study included Bandura’s (1977)
social cognitive theory (SCT), Engel’s biopsychosocial model for trauma (1977), Lazarus and
Folkman’s transaction model of stress (1984), and Valent’s (1995) work on STS. The theoretical
foundation created an understanding of how student trauma behaviors increase the risk of STS
among teachers and the effect of STS symptomology on teacher self-efficacy among rural public
school teachers.

There are several theories and models explaining coping mechanisms for stress,
responses to trauma, and STS (Lang, 1979; Nijdam & Wittmann, 2022). The similarities in
which individuals respond to the emotional stressors in the environment are important to
understand, particularly when investigating the teacher’s response to emotional stress. How a
teacher responds to the emotional stressors in their classroom determines the possibility of
developing STS (Valent, 1995). The study examined the transactional model of stress (Lazarus &
Folkman, 1984), the biopsychosocial model (Engel, 1977), the work on STS by Valent (1995),
and the SCT (Bandura, 1997) to build on these constructs and lay the conceptual and theoretical
foundation. Although distinctive, each model shared the common perspective of the holistic

approach to traumatic stress and the mark it leaves on the individual.
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Transactional Model of Stress

Lazarus and Folkman’s (1984) transactional model of stress set the foundation for
researching stress. The transactional model of stress describes important facets of stress response
(Biggs et al., 2017). These concepts can be applied directly to classroom teachers and their
response to the emotional stressors in their environment. Lazarus and Folkman (1984) explained
that individuals quickly and continually evaluate the stimuli within their environment. In Lazarus
and Folkman’s terms, this evaluation is known as appraisal, which is the cognitive process used
by individuals to apply meaning to stimuli and events in their environment. Appraisal is
important because it is the perception of the individual that determines if the situation is stressful,
not the situation itself (Biggs et al., 2017). Within seconds, classroom teachers appraise student
behaviors, learning successes, and struggles, the mental and emotional health of their students as
students enter the classroom, and the responses of students to the environment. This appraisal
occurs rapidly and sometimes abruptly. This sudden appraisal occurs when an unexpected
disruption in the classroom happens, as some students are unable to control behaviors resulting
from trauma (Biggs et al., 2017; Garcia-Carmona et al., 2018; Lazarus & Folkman, 1984;
Rankin, 2022).

According to Lazarus and Folkman (1984), the appraisal of the environment can either be
a primary appraisal or a secondary appraisal (Biggs et al., 2017, p. 352; Lazarus & Folkman,
1984). Primary evaluation applies meaning to the transaction in the environment and determines
if it is harmful, neutral, or stressful. In seconds, teachers evaluate student behaviors in the
classroom and give them meaning (Biggs et al., 2017; Lazarus & Folkman, 1984). As the
evaluation is taking place, emotions are created within (Biggs et al., 2017; Lazarus & Folkman,

1984). If a teacher deems the situation as stressful, negative emotions are formed. The teacher is
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now enduring emotional stress, which Lazarus and Folkman (1984, p. 141) defined as an
exposure to a situation that is considered threatening or challenging and surpasses the person’s
ability to cope. Teachers face the challenge of split-second decisions when evaluating student
behaviors and giving them meaning. Without understanding the root cause of the student’s
disruptive behavior, some teachers evaluate situations as harmful and thus mistakenly apply
punitive discipline (Garcia-Carmona et al., 2018; Rankin, 2022). When the situation is viewed as
harmful, the teacher is no longer evaluating the situation but coping. When coping, the teacher
attempts to handle their own emotional responses, or they try to handle the stressor, which is
secondary appraisal (Biggs et al., 2017; Lazarus & Folkman, 1984).

The secondary appraisal aspect of the model challenges classroom teachers. Because of
their lack of knowledge and skills regarding traumatic reactions and behaviors, teachers find
themselves attempting to manage the stressor, which, in this case, is the students. Attempting to
manage a student rather than the root causes of the behaviors creates difficulties and can increase
emotional stress (Biggs et al., 2017; Garcia-Carmona et al., 2018; Lazarus & Folkman, 1984;
Rankin, 2022). A teacher cannot effectively respond to the student without understanding the root
cause of the behavior. As the teacher learns about the causes of the behavior and understands it is
a trauma response, the teacher can become problem-focused rather than emotionally coping. A
problem-focused teacher attempts to deal with the situation, which results in a change in the
circumstance (Biggs et al., 2017; Lazarus & Folkman, 1984). A teacher who emotionally copes
with the challenge attempts to deny the difficult situation or attempts to escape the situation,
which does not solve the problem (Biggs et al., 2017; Lazarus & Folkman, 1984). Yet, as the
teacher learns the root of the problematic behaviors is caused by a traumatic event, the teacher

becomes at risk for STS.
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Biopsychosocial Model

The biopsychosocial model examines the biological, psychological, and social impacts on
the individual when faced with trauma (Engel, 1977). As teachers handle their own personal
traumas and encounter the trauma of their students, they are holistically impacted.

This model proposes that the health of a teacher impacts biological, emotional, mental,
and social processes (Engel, 1977). The biological facet of the model describes the impact of
trauma and emotional stress on the teacher’s physical health. Chronic emotional stress teachers
endure can have maladaptive effects on physical health and lead to STS (Burke-Harris, 2018;
Engel, 1977; van der Kolk, 2015). Emotional stress and STS have been related to fatigue,
gastrointestinal difficulties, headaches, hypertension, and somatoform disorders (Burke-Harris,
2018; Engel, 1977). The physical ailments teachers experience lead to disconnect with students,
depersonalization, high absenteeism, and low performance, each of which leaves its mark on the
classroom environment and rural public school teacher self-efficacy.

Not only does the model by Engel (1997) describe biological aspects, but Engel
also explained the psychological struggles individuals face amid emotional stress. These
psychological struggles can arise from any current or past trauma and learning about the trauma
of students. Psychological struggles can result in rural public school teachers experiencing
anxiety, a decrease in the belief in self-efficacy, a decrease in their self-esteem, depression, and
using ineffective coping skills (Engel, 1977). Teachers are struggling emotionally and
psychologically as they face emotional stressors in the classroom, which triggers personal trauma
events. Teachers also lack resources to help mitigate the impact of the emotional stressors

(Makadia et al., 2017).
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Learning about the traumatic experience of the student can trigger personal memories of
trauma a teacher endured, causing anxiety, depression, increased emotional stress, and worry. As
these challenges increase, the teacher questions their abilities to be an effective classroom
teacher, creating a negative cycle (Makadia et al., 2017). The rural public school teacher
becomes increasingly depressed and begins to question their self-efficacy, which leads to further
depression, and so the cycle continues. This supports current research explaining why teachers
are leaving the profession and have high absenteeism (Biggs et al., 2017; Garcia-Carmona et al.,
2018; Lazarus & Folkman, 1984; Rankin, 2022).

The third link of the biopsychosocial model is the social aspect. The social facet explains
the social support network a person turns to for emotional and practical support (Engel, 1977).
Social support systems among teachers may include colleagues, family members, friends, and
other social networks. As teachers learn about and encounter the traumatic experiences of their
students, some teachers become suddenly closed off to family and friends and begin to isolate
themselves from colleagues, which creates further emotional stress. Without proper support
systems in place, emotional stress levels increase, and rural public school teacher self-efficacy
decreases (Biggs et al., 2017; Garcia-Carmona et al., 2018; Lazarus & Folkman, 1984; Rankin,
2022).

Figure 1 illustrates the link between the biological, psychological, and social aspects of
the biopsychosocial model. The model clearly reveals the holistic impact emotional and
traumatic stress have on the teacher. This model is a foundational framework used to succinctly

demonstrate the impact trauma and STS have on rural public teachers (Engel, 1977).
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Figure 1
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Secondary Traumatic Stress Theory of Paul Valent

32

The theory of secondary traumatic stress provides an additional foundation for this study

and describes the holistic impact STS has on the individual. Secondary trauma is learning about

the traumatic experiences of others, whereas primary trauma is trauma that is experienced
personally (Valent, 1995). Valent (1995) described emotional stressors from biological,

psychological, and social aspects, which align with Engel’s biopsychosocial model (Engel,

1977). This also supports research that describes the impact of STS on all parts of the individual

(Biggs et al., 2017; Burke-Harris, 2018; Engel, 1977; Garcia-Carmona et al., 2018; Lazarus &

Folkman, 1984; Molnar et al., 2017; Rankin, 2022; van der Kolk, 2015). Valent (1995, p. 21)

explained the responses of STS as being elicited in helpers who identify with and complement

victim survival strategies. These constructs reinforce how trauma wholly affects the individual.
When considering the biological impact of emotional and traumatic stress on an

individual, Valent (1995) described the maladaptive physical impact STS has on the body.
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Negative physical impacts of emotional and traumatic stress include abnormal heart rhythms,
cardiovascular diseases, gastrointestinal difficulties, heart attacks, high blood pressure, and
strokes (Burke-Harris, 2018; Engel, 1977; Valent, 1995; van der Kolk, 2015). However, research
does not suggest chronically high emotional and traumatic stress causes a specific illness or
disorder, but there is evidence that chronically high emotional and traumatic stress is
maladaptive (Burke-Harris, 2018; Engel, 1977; Felitti et al., 1998; Valent, 1984; van der Kolk,
2015). High amounts of emotional stress can lead to alterations in brain activity, disruptions in
the ability to learn and process information, hinder the ability to remember, and lead to a shorter
life span (Burke-Harris, 2018; Engel, 1977; Felitti et al., 1998; van der Kolk, 2015).
Psychological effects that cause continued high emotional and traumatic stress include
anxiety, burnout, depression, eating disorders, negative cognition, negative moods, personality
disorders, and somatoform disorders (Burke-Harris, 2018; Engel, 1977; Valent, 1984; van der
Kolk, 2015). As rural public school teachers are continually exposed to student traumatic
experiences, teachers are at risk for psychological difficulties that lead to high absenteeism,
cynicism, depression, exhaustion, negative moods, and disruptions between student-teacher
relationships. Emotional and traumatic stress negatively impacts social relationships and
contributes to avoidance, disruption in communication, and isolation (Burke-Harris, 2018; Engel,
1977; Valent, 1984). Rural public school teachers begin to avoid and isolate from colleagues,
family, and friends. This contradicts the social needs of teachers who deal with STS. Rural
teachers who display STS symptomology need care, comfort, companionship, constant and
stable support, love, and tangible aid, which helps to mitigate the deleterious effects of STS

(Valent, 1995).



MODERATING EFFECT OFTEACHER EXPERIENCE 34

Because of the high emotional and traumatic stress, teachers also begin to isolate and
avoid activities that previously brought joy. Avoiding and isolating from difficult situations
causes rural public school teachers to experience anxiety, hyperarousal, and loss of sleep because
of intrusive thoughts. Intrusive thoughts also cause rural public school teachers to become
irritable with family and friends, and they disconnect from students, which contributes to the
feelings of isolation (Makadia et al., 2017). As rural teachers continue to avoid and isolate, the
symptoms increase, causing a downward spiral that becomes cyclical. These behaviors parallel
those of PTSD, which includes symptoms such as anxiety, avoidance, hyperarousal, irritability,
intrusive thoughts, and sleep difficulties (Makadia et al., 2017). Understanding the all-
encompassing impact of STS aids in investigating how this type of emotional stress influences
self-efficacy among rural public school teachers.

Social Cognitive Theory

SCT explains the influence of personal experiences, environmental factors, and social
interactions on an individual’s behavior (Bandura, 1977; Fernandez et al., 2016). A key point of
SCT is that of self-efficacy, which is described by Bandura (1977) as the belief an individual has
in themselves to create the life desired and is the foundational piece of human purpose,
motivation, and success (Bandura, 1977, 1986, 1997; Fernandez et al., 2016). Personal self-
efficacy beliefs impact choices, quality of effort, and how individuals persevere through
difficulties (Bandura, 2016; Fernandez et al., 2016; Makadia et al., 2017, 1997). Individuals who
exhibit positive self-efficacy see difficulties as challenges to overcome. In contrast, individuals
with low self-efficacy are quick to give up and become angry when difficulties arise (Bandura,

2016; Fernandez et al., 2016; Makadia et al., 2017, 1997).
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Self-efficacy positively influences the performance of an individual, which causes the
individual to evaluate their capabilities when challenges present themselves (Bandura, 2016;
Fernandez et al., 2016; Stajkovic & Luthans, 2002). Self-efficacy then directs if the individual
will begin the task, how much energy will be put forth, and how long the energy will continue
(Bandura, 2016; Fernandez et al., 2016; Stajkovic & Luthans, 2002). Therefore, a person’s
performance cannot be predicted without taking self-efficacy into consideration. An individual
with low self-efficacy does not believe they have the ability to do what is needed to succeed
(Bandura, 2016; Fernandez et al., 2016; Stajkovic & Luthans, 2002).

As a result, self-efficacy among rural public school teachers is important to bring about
success in the classroom, as teachers who possess a high sense of self-efficacy tend to see
positive student outcomes (Shoulders & Krei, 2015). Rural teacher self-efficacy also determines
the ability of the teacher to persevere and continue to perform in challenging situations (Evans-
Palmer, 2015). In contrast, rural teachers with low self-efficacy are rigid and view difficulties as
challenges to be managed, not as problems to be solved (Evans-Palmer, 2015; Shoulders & Krei,
2015). These teachers become stuck in cynicism and discouragement (Evans-Palmer, 2015;
Shoulders & Krei, 2015).

Related Literature
Adverse Childhood Experiences

Exploring the various traumatic experiences that students endure helps to better
understand the emotional stressors experienced by teachers that lead to STS. Each day, teachers
come to encounter traumatic experiences their students are attempting to process. According to
the National Traumatic Stress Network (NTSN, 2023), approximately two-thirds of students will

experience a traumatic event by the time they reach the age of 16. Many of these traumatic
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experiences are known as ACEs (Brown et al., 2022; Leitch, 2017; Roberts & Murray, 2023;
SAMSHA, 2023). The original study of ACEs and their impact on long-term adult health was
conducted by Dr. Vincent Felitti of the Department of Preventive Medicine at Kaiser Permanente
and Dr. Robert Anda of the Centers for Disease Control (Felitti, 2002). The study found adverse
experiences can cause chronic emotional stress that has a holistic and deleterious effect on the
child. A child may experience various categories of adverse experiences that include child abuse
(e.g., emotional, mental, physical, psychological, sexual), having a parent who is incarcerated,
having a family member who is a substance abuser, living with someone who is mentally ill,
neglect (e.g., emotional, medical, physical), and witnessing domestic violence (Felitti et al.,
1998). The ACEs categories expanded to include being a refugee, community violence, disasters
(i.e., natural or human-made), exposure to bullying (e.g., physical, cyberbullying), homelessness,
living in foster care, living in an impoverished home, neighborhood safety, and racism
(Cronholm et al., 2015; Kaiser et al., 2017; Szymanski et al., 2011).

Trauma and trauma behavior reactions are encountered in the classroom because of the
high prevalence of ACEs among students. Although students who endure trauma are impacted
behaviorally, biologically, emotionally, mentally, and psychologically; this study focused on the
behavioral and emotional impact the student trauma behaviors have on the rural public school
teacher (Essary et al., 2020; Fleckman et al., 2022; Kerig, 2019; Rankin, 2022; Roberts &
Murray, 2023; Schepers, 2023).

Traumatic experiences hinder the ability of students to learn to regulate their emotions,
and traumatic experiences disrupt the student’s feelings of safety and security (Blanton et al.,
2022; Brunzell et al., 2015; MacLochlainn et al., 2021; Roberts & Murray, 2023). The trauma

behaviors of students often lead to classroom disruption that, many times, results in the teacher
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applying punitive disciplinary action. Teachers use punitive disciplinary action because they do
not have the knowledge or understanding to distinguish between defiant behaviors and trauma
behaviors (Blanton et al., 2022; Brunzell et al., 2015). As the student continues to endure trauma,
the behavioral and emotional reactions can also include the student exhibiting aggression,
dissociation, and experiencing physical and motor problems (Brunzell et al., 2015). Traumatic
experiences have also been connected to concentration difficulties, IQ deficits, and learning
impairments (Blanton et al., 2022). As a result, students who display trauma behavioral reactions
are more likely to experience lower academic achievements, language delays, and retention,
suspension, or expulsion. These behavioral difficulties may also lead to a referral for special
education or cause the student to drop out (Brunzell et al., 2015).

Disruptive behaviors in the classroom are often viewed through the lens of attention
deficit hyperactivity disorder (ADHD) instead of a trauma lens, as noted in Figure 2. The
difficulties of a student regulating their emotions, difficulties concentrating, irritability, and
remaining in a state of hyperarousal suggest ADHD (Szymanski et al., 2011). Feelings of anxiety
that characterize PTSD behaviors can imitate the impulsivity category of ADHD (Szymanski et
al., 2011). However, these impulse-driven behaviors are also normal responses to traumatic
experiences. As students exhibit these behaviors, they are often considered defiant, oppositional,
and non-compliant (Szymanski et al., 2011). Further, improper diagnosis or treatment of the
causes of the behaviors can lead to further behavioral struggles within the classroom. Thus,
without the ability to mitigate these behaviors, emotional stress levels among teachers increase,
placing them at risk for STS (Essary et al., 2020; Fleckman et al., 2022; Kerig, 2019; Rankin,

2022; Roberts & Murray, 2023; Schepers, 2023).
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Figure 2

Attention Deficit Hyperactivity Disorder and Trauma Overlap
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Equally important is the fact that students who live in poverty potentially display
traumatic reactions, which emotionally impact rural public school teachers (Blitz et al., 2020;
Kaiser et al., 2017). Government economic policies have increased poverty in isolated
communities, which then creates destructive consequences for rural districts and teachers (Blitz
et al., 2020, p. 95). Rural areas also lack resources to alleviate poverty, which increases
emotional stress in teachers and increases traumatic experiences among the children living in
these areas (Blitz et al., 2020; Kaiser et al., 2017). Students arriving at school from impoverished
homes have an increase in mental health challenges and socio-emotional struggles (Blitz et al.,
2020; Kaiser et al., 2017). However, because of the areas in which they live, mental health
services are not readily available, which places additional feelings of obligation on the rural
public school teacher to support and effectively engage with these students (Blitz et al., 2020;
Kaiser et al., 2017). The rural public school teacher is called upon to mitigate the negative effects

of poverty with limited available resources, which places them at risk for STS.
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Secondary Traumatic Stress

Professionals within the human services sector suffer the consequences of indirect
exposure to emotional stressors (Cieslak et al., 2014; Everall & Paulson, 2004; Malach-Pines,
2005). These emotional stressors include meeting people who have experienced traumatic events,
hearing the graphic and traumatic experiences from survivors, and exposure to the cruelty of
others (Cieslak et al., 2014). Several consequences of this level of traumatic exposure are
vicarious traumatization, STS, job burnout, and compassion fatigue (Cieslak et al., 2014).
Although there is overlap within these terms, each has a unique characteristic delineating it from
the others.

Job burnout encompasses the totality of exhaustion that includes cognitive, emotional,
and physical exhaustion caused by emotionally difficult situations, leading to cynicism and
inefficacy (Cieslak et al., 2014; Everall & Paulson, 2004; Malach-Pines, 2005). Vicarious
traumatization is the negative cognitive effects of indirect exposure to trauma, which disrupts the
person’s sense of control, intimacy, safety, and trust (Cieslak et al., 2014). In contrast,
compassion fatigue is unique because it encompasses emotional emptiness because of a deep
sense of hopelessness and loss of empathy (Cieslak et al., 2014). For those in the helping
professions, research reveals that STS is an occupational risk because of the multiple and
continual experiences of dealing with the trauma of others (Cieslak et al., 2014; Everall &
Paulson, 2004; Figley, 1995).

STS resembles PTSD, and the symptomology develops in three clusters, as noted in Table
1: avoidance of trauma triggers and emotions, hyperarousal, and reexperiencing trauma (Cieslak
et al., 2014). Some teachers re-experience the traumatic situation of the student through dreams

or in recollections of thought and, therefore, cannot prevent these intrusive thoughts from
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occurring, resulting in increased emotional stress. Avoidance is another key indicator of STS,
which involves the person avoiding that which reminds them of the traumatic event. Teachers
begin to avoid students and depersonalize relationships (Cieslak et al., 2014). Teachers also
avoid feelings, situations, or thoughts that remind them of the event (Cieslak et al., 2014; Everall
& Paulson, 2004). An individual may also exhibit a decreased affect and a loss of interest in
activities that previously brought enjoyment (Cieslak et al., 2014; Everall & Paulson, 2004). For
teachers, this means they no longer enjoy activities surrounding school, relationships with
students, or teaching, which negatively affects their emotional state (Cieslak et al., 2014; Everall
& Paulson, 2004). Teachers may also experience constant arousal, which leads to difficulties in
sleeping and concentrating, displaying an exaggerated startle response, and hypervigilance
(Everall & Paulson, 2004). These experiences create emotional stress that may result in
depression, insomnia, and a loss of interest in social interaction. Finally, some teachers
demonstrating STS symptomology display an inability to care, lose empathy, and show
difficulties when making decisions (Everall & Paulson, 2004).

Table 1

Similarities of Symptoms—Secondary Traumatic Stress and Post-traumatic Stress Disorder

STS Symptoms PTSD Symptoms
Difficulty sleeping; continued thinking on the traumatic Intrusion—nightmares and flashbacks
event; intrusive thoughts

Anxiety and concerns about safety; mood swings; irritable ~ Arousal—hypervigilance and mood shifts

Feelings of inadequacy, guilt, isolation from others, Negative cognition and mood—isolation, guilt,
withdrawn shame

Avoidance and detachment from peers and students; Avoidance—avoid reminders of trauma and
physically withdrawn from others triggers, avoiding others

Source. DSM 5 TR (2023).

STS results in negative consequences if not remedied and may appear within the helping
professions as if the individual no longer cares or no longer connects with coworkers and

colleagues. The individual with STS may seem fatigued and bored, while others may begin
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canceling appointments, showing up late, and being unresponsive to the needs of those around
them (Cieslak et al., 2014; Everall & Paulson, 2004). Further, if the person is confronted, there is
denial including the use of substances such as alcohol or drugs (Cieslak et al., 2014; Everall &
Paulson, 1994).

Secondary Traumatic Stress and Public School Teachers

Notably missing from research are public school teachers when investigating STS in the
helping professions (Rankin, 2022). Research is slowly starting to explore the effect student
trauma behaviors have on the emotional state of teachers (Schepers, 2023). STS is emotional
distress, when considering teachers, that results from hearing about the first-hand trauma
experiences of another person or persons, in this case, students (Essary et al., 2020; Fleckman et
al., 2022; Kerig, 2019; Rankin, 2022; Roberts & Murray, 2023; Schepers, 2023). Rural public
school teachers learn about the traumatic experiences of students through student drawings,
journal writing, overhearing conversations, or students telling their stories (Essary et al., 2020;
Fleckman et al., 2022; Halevi & Idisis, 2017; Kerig, 2019; Rankin, 2022; Roberts & Murray,
2023; Schepers, 2023). Rural public school teachers are at risk of STS because they do not know,
recognize, or understand the influences of STS that result from exposure to student trauma
experiences (Carello & Butler, 2015).

Emotional stress levels among public school teachers are at an all-time high, and
emotional stress wholly affects teachers (Garcia-Carmona et al., 2018). STS often imitates PSTD
symptoms such as avoidance, hyperarousal, intrusive thoughts, and negative moods and
cognitions (American Psychiatric Association, 2022; Schepers & Young, 2023; Simon et al.,
2022). Teachers often become irritable toward students, cynical, continually worry about student

safety, experience sleep difficulties, and have high absenteeism because of the emotional stress
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from exposure to trauma behavior by students (Fleckman et al., 2022; Ormiston et al., 2022;
Rankin, 2022; Schepers & Young, 2023; Sprang & Garcia, 2022). Furthermore, teachers who
experience STS struggle to make decisions, work performance decreases, and relationships with
family and coworkers become strained (Rankin, 2022). The culmination of STS symptomology
often results in emotional exhaustion, depersonalization, and feelings of inadequacy or
helplessness (Fleckman et al., 2022).

Teachers who experience STS are also at risk of physical difficulties that include high
blood pressure, eating difficulties, fatigue, gastrointestinal difficulties, and sleep difficulties
(Burke-Harris, 2018; Garcia-Carmona et al., 2018; Valent, 1995; van der Kolk, 2015). Teachers
who reach high levels of exhaustion have difficulty managing classroom behaviors, which
increases emotional stress levels, thus creating a deleterious STS cycle (Arens & Morin, 2016).
Additionally, teachers do not recognize the symptoms of STS; therefore, many teachers believe
they should “try harder” to improve these areas of struggle, which compounds emotional duress
when this strategy fails (Garcia-Carmona et al., 2018).

Susceptibility to Secondary Traumatic Stress

All teachers are susceptible to STS; however, some teachers are at a higher risk than
others based on their personal emotional state. Teachers who have an increased exposure to
PTSD have a higher risk of developing STS. These teachers are around friends, relatives, or
others who have been diagnosed with PTSD (Essary et al., 2020; Gottfried & Bride, 2012; Miller
& Sprang, 2017). Moreover, teachers who have anxiety and depression and have endured
personal trauma are also at a higher risk of STS development (Essary et al., 2020; Gottfried &
Bride, 2012; Hydon et al., 2015; Miller & Sprang, 2017). The personal trauma history of teachers

may also become a problem, as the traumatic experience of students can become a trigger for the
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teacher (Hydon et al., 2015). The traumatic events of the student remind the teacher of past
personal trauma the teacher has endured, which creates difficulties in handling emotions for the
teacher, thus increasing emotional stress (Hydon et al., 2015; Rankin, 2022).

Baum et al. (2014) found that female teachers are more susceptible to STS since they are
more empathetic and utilize emotion-focused coping skills. Additionally, new teachers tend to be
at higher risk for STS because they have not had the time to grow and develop the necessary
strategies to mitigate STS symptomology (Rankin, 2022). Further, new teachers are not trained
in trauma-informed principles, knowledge, and skills to aid in mitigating STS.

Although personal factors can be attributed to a higher risk of STS, the school
environment also impacts the emotional well-being of teachers (Rankin, 2022; Sprang et al.,
2021). The focus to counter the detrimental impact of STS has been the sole responsibility of the
teacher through self-care (Sprang et al., 2021). However, in recent years, there has been a slow
shift to also consider workplace factors that may also contribute to STS (Sprang et al., 2021).
This includes the need for school administrators to better recognize the impact of STS on
teachers and provide protective factors to aid in alleviating STS symptomology.

The high levels of emotional stress shared by public school teachers are compounding
teacher shortages nationwide (National Education Association, 2022). New and veteran public
school teachers are contemplating leaving education because of increased and extreme emotional
stress. School districts and local school campuses that support strategies of encouragement, hope,
and self-efficacy can aid in mitigating STS within the workplace (Sprang et al., 2021).

The mass exit from education goes beyond teachers; bus drivers, custodians, nurses,
paraprofessionals, and substitutes are also leaving in masses (National Education Association,

2022). Although low pay is one reason for leaving the profession, it is not the only reason. Other
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strains creating high emotional stress include demands of high-stakes testing, increased
workload, lack of professional respect, shortages forcing teachers to cover and fill the roles of
absent teachers, and student behavioral disruptions. However, since COVID-19, teachers have
experienced added pressure to meet the emotional, mental, and social needs of their students,
resulting from the impact of trauma (National Education Association, 2022; Tirell-Corbin, 2022).
As the demand to better manage trauma behaviors exhibited by students increases, teachers are
experiencing an increase in symptoms of burnout, exhaustion, and STS (Bakuli & Levin, 2021;
Cardoza, 2021; McLean et al., 2016; Streeter, 2021). Teachers believe these demands are placed
upon them without adequate collaboration, support, and training, which causes teachers to feel
ineffective and erodes their sense of professional teacher self-efficacy (Tirell-Corbin, 2022).
Self-Efficacy

Self-efficacy refers to the belief that an individual has in their capability to organize and
implement actions necessary to manage challenging situations as they arise (Bandura, 1977,
1986, 1997). Self-efficacy holistically impacts the individual within behaviors, motivation, and
their psychological states (Bandura, 1977; Cherry, 2023). This belief in the ability to succeed
influences how a person acts, feels, and thinks regarding their place in the world (Cherry, 2023).
Self-efficacy is context specific. For example, an individual may have high self-efficacy in
mathematics but low self-efficacy in music (Bandura, 1977; Cherry, 2023). Bandura (1977, 1986,
1997) also suggested that individuals with strong self-efficacy develop a deeper interest in the
activities they are a part of, form strong commitments, recover quickly from disappointments,
and see problems as tasks to be mastered.

In contrast to individuals with high self-efficacy, individuals with low self-efficacy avoid

challenging situations, and they also believe they do not have the capability to work through and
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overcome difficult situations and tasks (Bandura, 1977; Cherry, 2023). Further, these individuals
continue to focus on the possible negative outcomes and their own personal failings, which can
cause them to further lose confidence in their abilities (Bandura, 1997; Cherry, 2023). As a
result, these individuals tend to quickly give up and are more likely to experience depression and
feelings of failure and inadequacy (Cherry, 2023).

Bandura described four ways self-efficacy is achieved (Bandura, 1977; Cherry, 2023).
The most effective way to grow strong self-efficacy is through mastery experiences. In other
words, as an individual experiences a successful performance of a task, personal self-efficacy
strengthens. In contrast, avoiding a challenge can decrease self-efficacy (Bandura, 1977, 1986,
1997; Cherry, 2023). Another way to build self-efficacy is through social modeling. Seeing
others succeed at challenging tasks increases the belief in oneself that they also possess the
capability to succeed. Bandura (1977) also claimed that individuals could be persuaded to
believe they possess within them the ability to succeed. Encouragement from others helps to
overcome self-doubt and focus on putting forth their best effort (Bandura, 1977, 1986, 1997).
Finally, individual emotional reactions play a role in self-efficacy (Bandura, 1977; Cherry, 2023).
Emotional states, moods, physical reactions, and stress levels of an individual all impact what the
individual believes about their abilities. Bandura (1977, 1986, 1997) asserted that, although
emotional and physical reactions are important, the perception and interpretation of the
individual create the greatest impact.
Teacher Self-Efficacy

Teacher self-efficacy and teaching efficacy are distinctly different concepts. Teacher self-
efficacy focuses on the extent to which teachers evaluate their abilities to bring positive changes

amid unforeseen difficulties with students (Lazarides et al., 2020). Teaching efficacy is the belief
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of the teacher regarding the possible consequences of performing tasks at a certain level of
competence (Lazarides et al., 2020; Tschannen-Moran & Woolfolk Hoy, 2001).

Research reveals the need for self-efficacy among teachers (Bandura, 1977; Barni et al.,
2020; Lazarides et al., 2020). Teacher self-efficacy plays an important role, enabling teachers to
accomplish tasks, respond positively to student challenges and difficulties, and set and
accomplish goals (Hussain et al., 2022). The theory of self-efficacy is a subset of Bandura’s SCT
of behavioral change (Bandura, 1977; Barni et al., 2020). Self-efficacy is the belief of teachers in
their ability to fulfill school obligations, regulate classroom organization, and perform related
instructional tasks associated with their professional careers and the academic success of their
students (Barni et al., 2020; Lazarides et al., 2020). Teacher self-efficacy is not only knowing
which classroom achievements lead to desired outcomes but also believing in the ability to
produce necessary actions that achieve positive outcomes, even when students are difficult and
unmotivated (Bandura, 1977; Barni et al., 2020; Lazarides et al., 2020; Tschannen-Moran &
Woolfolk Hoy, 2001).

Teacher self-efficacy plays an important role in influencing motivation, personal well-
being, and student achievement (Barni et al., 2020). Teacher self-efficacy forms the teacher’s
behaviors, emotions, and thoughts (Bandura, 1997; Poulou et al., 2019). Teacher self-efficacy
beliefs are performance and context-specific; therefore, they change according to the types of
conditions in the classroom, students, and tasks (Poulou et al., 2019; Tschannen-Moran &
Woodfolk Hoy, 2001). Rural teachers are likely to feel less efficacious because of a lack of
resources and constraints within the school (Lazarides et al., 2020). Rural schools and teachers
receive minimal aid from state resources, and money allocated has specific ways in which it must

be spent (Hill, 2015). Rural teachers often feel isolated because there is a lack of opportunities to
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attend professional development and learn from colleagues (Blanchet & Bakkegard, 2018; Hill,
2015).

Positive teacher self-efficacy is linked to the ability to adapt to classroom situations, cope
with stress, experience positive emotions, and not be overly critical of themselves (Adalsteinsson
et al., 2014). Teachers who have high self-efficacy provide their students who are struggling with
the necessary help to succeed, praise students when the work is complete, and spend more time
on specific learning tasks (Adalsteinsson et al., 2014). Further, teachers who possess high selt-
efficacy believe they can reach all learners by encouraging additional work and utilizing proper
methods (Adalsteinsson et al., 2014). Teachers with high self-efficacy view themselves as
problem solvers and are motivated to continue to preserve and work with students when current
strategies seem ineffective (Adalsteinsson et al., 2014).

Conversely, teachers with low self-efficacy connect low grades to low-performing student
ability. Low self-efficacy among teachers causes them to believe they do not have the ability to
help low-achieving students succeed (Adalsteinsson et al., 2014). Teachers with low self-efficacy
also believe attempts to help in the learning and success of low-performing students make little
difference against the maladaptive effects of the environment students experience outside of
school (Adalsteinsson et al., 2014; Bandura, 1997). In addition, teachers with low self-efficacy
are more authoritarian in their organization. These teachers are very rigid in classroom discipline
and rules. They do not pay attention to student motivation and, therefore, rely on external
motivations and negative restrictions (Adalsteinsson et al., 2014; Bandura, 1997, p. 241).
Teachers with low self-efficacy also avoid problems and are inward-focused. These teachers also
focus on and blame their own personal failings and negative results rather than the ability to

work through difficult situations. These teachers easily lose confidence in their



MODERATING EFFECT OFTEACHER EXPERIENCE 48

abilities (Bandura, 1997; Cherry, 2023). Teachers with low self-efficacy become exasperated and
give up quickly when challenges arise. This causes these teachers to experience feelings of
failure and depression. Moreover, because of the continuous emotionally stressful situations,
teachers with low self-efficacy do not respond well to challenges and are less emotionally
resilient (Cherry, 2023).

Despite the plethora of research on teacher self-efficacy, there is minimal research
specifically focusing on self-efficacy and emotional stress among rural public school teachers
(Shoulders & Krei, 2015). There is also limited information describing the characteristics,
behaviors, and motivations regarding self-efficacy and rural teachers.

Rural Public School Teachers

Any county with a population of 150,000 or less is considered a rural population in Texas
(Monk, 2023). This is compared to rural school districts, defined as any district with a student
population of less than 300 (Texas Education Agency, 2017). Texas has more than 2,000
campuses classified as rural campuses. Additionally, Texas has more than 20% of campuses in
rural areas, which leads the nation (Texas Rural Task Force, 2017).

Poverty is considered one of the main ACEs in rural areas (Canales et al., 2008; Eppley,
2015). The poverty rate in rural areas is 17.3% compared to 13.9% in urban areas (Rural Health
Hub [Texas], 2023). Rural areas lack resources to mitigate poverty, which increases emotional
stress in teachers and, in many cases, increases traumatic experiences among the children living
in these areas (Blitz et al., 2020; Kaiser et al., 2017). Students arriving at school from
impoverished areas have an increase in emotional, mental health, and social difficulties (Blitz et

al., 2020; Kaiser et al., 2017). However, in these poverty-stricken areas, mental health services
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are not readily available, which compounds the emotional stress on the classroom teacher to
support and engage effectively with these students (Blitz et al., 2020; Kaiser et al., 2017).

Advocates for rural education insist that rural schools are the forgotten minority related to
receiving adequate resources for students and teachers (Azano & Stewart, 2015). Combating
rural stereotypes is an additional factor that creates emotional stress for the rural public school
teacher. These teachers fight against the historical concept that rural schools are sub-standard,
second-class, and lag urban and suburban education (Corbett, 2013; Manley, 2018). Rural
teachers experience emotional stressors because of a lack of resources and a lack of professional
development regarding ways to mitigate the deleterious impact of poverty. Further, emotional
stressors are compounded for rural public school teachers, as many fulfill multiple roles. For
example, rural public school teachers take on additional roles as coaches, crisis counselors,
custodians, librarians, lunchroom monitors, maintenance staff, nurses, and technology assistants
(Canales et al., 2008; Eppley, 2015). Therefore, rural teachers are at risk for STS and negative
self-efficacy because of these multiple roles and limited resources to best manage their needs and
the needs of their students.
Teacher Experience

There are currently over 4 million teachers in the United States with approximately 15
years of teaching experience (Staake, 2023; U.S. Census Bureau, 2017). Teacher experience has
been found to enhance tools and skills that aid in coping with emotional stressors (Staake, 2023).
According to Bandura (1977), teacher self-efficacy is developed by mastery experiences, social
modeling, positive encouragement, and individual emotional reactions that can only be
experienced when teaching. As such, teacher experience impacts teacher self-efficacy in the

classroom.
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Research has also shown that teacher experience plays a role in the cognitive processing
ability to analyze their teaching tasks and assess their own teaching competency (Tschannen-
Moran & Woodfolk Hoy, 2001). Additional studies suggest that teachers with more than five
years of teaching experience are better at identifying behavioral patterns to gain a deeper
understanding of the situation to resolve a problem (Kim & Klassen, 2018). These experienced
teachers focus on using analytical and evaluative strategies that allow them to better interpret
behavioral challenges from their students (Kim & Klassen, 2018). This ability to identify
behavioral patterns also increases teacher self-efficacy, which tends to reduce teacher stress (Kim
& Klassen, 2018). However, the ability to better identify student behavior is not often found
among teachers with less than five years of teaching experience, thus decreasing teacher self-
efficacy and creating additional emotional stress (Kim & Klassen, 2018). In part, this is because
of the limited visual focus of new teachers who tend to fixate on one problem, which impacts
their ability to notice other classroom needs (Kim & Klassen, 2018; Van den Bogert et al., 2014).

Studies have also shown that new teachers address classroom struggles as defiant
behaviors that must receive an immediate consequence rather than considering the underlying
issues of the problem (Swanson et al., 1990). This lack of teacher experience and missing
problems in the classroom decrease teacher self-efficacy and increase emotional stress (Swanson
et al., 1990). Teachers with less than five years of experience essentially lack the ability to
interpret the classroom and behavioral difficulties of their students, thus undermining positive
teacher self-efficacy and the ability to mitigate emotional stress (Kim & Klassen, 2018; Swanson
et al., 1990).

Teacher experience has been found to positively connect with student academic gains

(Kini & Podolsky, 2017). Academic gains are highest at the start of the teaching career and



MODERATING EFFECT OFTEACHER EXPERIENCE 51

continue to be significant throughout the duration of teaching (Kini & Podolsky, 2017). Further,
as teachers gain experience, their students learn more and teachers also improve in other ways,
including student attendance as positive teacher and student relationships are developed (Kini &
Podolsky, 2017). Research also found that teacher effectiveness increases as the teacher
accumulates experience. Additionally, as teacher experience increases, so too do coping skills
that are necessary to mitigate the high emotional stress and negative teacher self-efficacy (Dias et
al., 2021; Kini & Podolsky, 2017; Mohamed, 2015).

Several studies have found that years of teaching experience can impact high emotional
stress and increase teacher self-efficacy, with the highest impact occurring within the first five
years of teaching (Dias et al., 2021; Mohamed, 2015). This is because teachers with less than
five years of experience have not adequately learned to cope with the daily emotional stressors
from within the classroom (Kyriacou, 2001). Research found this lack of teaching experience
also impacts classroom management procedures. This impact in the classroom is particularly
related to managing student trauma-based behavior reactions (Dias et al., 2021; Kyriacou, 2001;
Mohamed, 2015). Additional research found that experienced teachers are better able to prevent
classroom disruptions through an increased ability to notice behavior and visual cues (Wolff et
al., 2017). However, new teachers have not yet developed this ability and instead react to the
disruption rather than continue to provide instruction (Wolff et al., 2017). As a result, because of
the lack of coping skills and the lack of developed classroom management skills, teachers with
less than five years of experience can be more susceptible to emotional stress and STS

symptomology, therefore decreasing teacher self-efficacy (Kyriacou, 2001).
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Summary

Rural public school teachers experience many emotional stressors as the rural public
school teacher takes on multiple roles to fill the needs of the school. These added roles increase
the emotional stress of the rural teacher and cause a greater risk for these teachers to experience
low self-efficacy and STS. At the same time, rural students and districts experience high poverty
rates, which causes increased trauma behavior in the classroom because poverty is considered an
ACE (Canales et al., 2008; Eppley, 2015). As a result, the rural public school teacher is called
upon to appropriately engage and support the mental health of the student with limited
knowledge, resources, and skills. Additionally, rural public school teachers must contend with
rural stereotypes that include rural schools being sub-standard, narrow, prejudiced, and a
reluctance to change.

The continued exposure to the trauma experiences of the student takes a toll causing
multiple reactions in the rural teacher. Teachers can experience physical symptoms such as
exhaustion, fatigue, headaches, high blood pressure, gastrointestinal issues, and sleep
disturbances (Burke-Harris, 2018; Engel, 1977; van der Kolk, 2015). The rural public school
teacher may also experience emotional and psychological struggles, such as an increase in
anxiety, cynicism, depression, and frustration. Finally, rural teachers exposed to emotional stress
may withdraw and isolate themselves from friends, family, and colleagues. The teachers may
stop participating in activities they used to enjoy, and the resulting isolation intensifies their
physical and emotional difficulties (Burke-Harris, 2018; Engel, 1977; van der Kolk, 2015).
These emotional struggles result in cynicism, depersonalization, a disconnect from students, high

absenteeism, and negative self-efficacy.
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As rural public school teachers learn about the traumatic experiences of their students, the
daily reminders of student trauma may result in a diagnosis of STS. STS symptomology is
similar to PTSD, which can cause teachers to avoid triggers that remind them of personal trauma.
The rural public school teacher can experience intrusive thoughts resulting in nightmares and
sleep disturbances. Further, the teacher becomes hypervigilant and is overcome with concern for
the safety of their students (Cieslak et al., 2014; Everall & Paulson, 2004; Malach-Pines, 2005).

The high levels of emotional stress decrease the self-efficacy of the rural teacher, which
can cause STS symptomology. Teachers begin to doubt their ability to impact the student
positively. Low teacher self-efficacy is linked to low grades and low-performing student ability.
Low self-efficacy among teachers also causes them to believe they do not possess the ability to
help low-achieving students (Adalsteinsson et al., 2014). Teachers with low self-efficacy believe
any attempts to assist in the learning and success of low-performing students have very little
influence compared to the maladaptive effects students experience in their homes and
environments (Adalsteinsson et al., 2014; Bandura, 1997). In addition, teachers with low self-
efficacy are more authoritarian in their organization. These teachers are very rigid in classroom
discipline and rules. They do not pay attention to student motivation and, therefore, rely on
external motivations and negative restrictions (Adalsteinsson et al., 2014; Bandura, 1997).
Teachers with low self-efficacy also avoid problems and become focused inwardly. These
teachers focus on personal failings and negative outcomes rather than the ability to work through
difficult situations (Bandura, 1997; Cherry, 2023). They also quickly lose confidence in their
abilities. Teachers with low self-efficacy are likely to experience feelings of failure and

depression, resulting in a disconnect from students, colleagues, and family. Moreover, because of
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the continual emotionally stressful situations, teachers with low self-efficacy do not respond well

to stress and are less emotionally resilient (Cherry, 2023).



MODERATING EFFECT OFTEACHER EXPERIENCE 55

Chapter Three: Methodology
Overview

The purpose of this study was to investigate if teacher experience moderates the
relationship between STS and teacher self-efficacy among rural public school teachers. Although
there is abundant research regarding teacher self-efficacy, there is minimal research examining
the moderating effect of the teacher experience between STS and teacher self-efficacy among
rural public school teachers.

This chapter provides the research design used to investigate the relationship between
STS and teacher self-efficacy among rural public school teachers. Research on methodology
provided evidence of why the correlational design was best suited for this study. After describing
the design, research questions are presented along with the hypothesis. Further, the chapter
included the participants, the setting, the procedures, and how the data were analyzed. The
chapter ends with a description of the variables and results at length.

Design

This study used a correlational design, also known as a non-experimental design (Price et
al., 2017). The correlational design was best suited for this study because it allowed the
opportunity to examine the moderating effect of teacher experience on the relationship between
STS and teacher self-efficacy among rural public school teachers. Further, the correlation design
was best suited for this study because it revealed a relationship between the variables. Thus, the
scores of one of the variables were used to predict the scores of the other as a statistical
regression (Price et al., 2017). This correlational design study measured two variables: teacher
self-efficacy and STS among rural public school teachers. The design measured the relationship

between three STS subscales of avoidance, instruction, and arousal and TSES subscales of
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classroom management, instructional practices, and student engagement, creating essentially a
three-by-three factorial design. These variables addressed the lack of current research and
assessed the statistical relationship between the variables.
Using a correlational design established the reliability and validity of measurements
(Price et al., 2017). This study design frequently has a higher external validity than an
experimental research design study (Price et al., 2017). Additionally, correlational design studies
are usually low in internal validity because the variables cannot be manipulated or controlled,
which results in higher external validity (Price et al., 2017). The results of this correlational study
reflected relationships that exist in the real world between STS and teacher self-efficacy among
rural public school teachers (Price et al., 2017).
Research Question
The study investigated if teacher experience moderates the relationship between STS and
teacher self-efficacy among rural public school teachers. Therefore, the following research
questions and hypotheses guided this study.
RQ1: Does teacher experience moderate the relationship between STS and teacher self-
efficacy among rural public school teachers?
RQ1(a): Does STS predict teacher self-efficacy rural public school teachers?
RQ1(b): If STS predicts teacher self-efficacy, does teacher experience moderate
this effect?
Hypotheses
The following hypotheses for this study were:
Hypothesis 1(a): Scores on the intrusion subscale of the STS will negatively predict

scores on the instructional practices subscale of the TSES.
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Hypothesis 1(b): Scores on the intrusion subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.

Hypothesis 1(c): Scores on the intrusion subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES.

Hypothesis 1(d): Scores on the avoidance subscale of the STSS will negatively predict
scores on the instructional practices subscale of the TSES.

Hypothesis 1(e): Scores on the avoidance subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.

Hypothesis 1(f): Scores on the avoidance subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES.

Hypothesis 1(g): Scores on the arousal subscale of the STSS will negatively predict
scores on the instructional practices subscale of the TSES.

Hypothesis 1(h): Scores on the arousal subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.

Hypothesis 1(i): Scores on the arousal subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES.

Hypothesis 1(j): The overall model will predict a significant amount of variance in
scores on the STS.

Hypothesis 2(a): Scores on the intrusion subscale of the STS will negatively predict
scores on the instructional practices subscale of the TSES.

Hypothesis 2(b): If hypothesis 2a is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the intrusion subscale of the STSS

and the instructional practices subscale of the TSES.
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Hypothesis 2(c): Scores on the intrusion subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.

Hypothesis 2(d): If hypothesis 2c is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the intrusion subscale of the STSS
and the classroom management subscale of the TSES.

Hypothesis 2(e): Scores on the intrusion subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES.

Hypothesis 2(f): If hypothesis 2e is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the intrusion subscale of the STSS
and the student engagement subscale of the TSES.

Hypothesis 2(g): Scores on the avoidance subscale of the STSS will negatively predict
scores on the instructional practices subscale of the TSES.

Hypothesis 2(h): If hypothesis 2g is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the avoidance subscale of the STSS
and the instructional practices subscale of the TSES.

Hypothesis 2(i): Scores on the avoidance subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.

Hypothesis 2(j): If hypothesis 2i is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the avoidance subscale of the STSS
and the classroom management subscale of the TSES.

Hypothesis 2(K): Scores on the avoidance subscale of the STSS will negatively predict

scores on the student engagement subscale of the TSES.
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Hypothesis 2(1): If hypothesis 2Kk is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the avoidance subscale of the STSS
and the student engagement subscale of the TSES.

Hypothesis 2(m): Scores on the arousal subscale of the STSS will negatively predict
scores on the instructional practices subscale of the TSES.

Hypothesis 2(n): If hypothesis 2m is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the arousal subscale of the STSS and
the instructional practices subscale of the TSES.

Hypothesis 2(0): Scores on the arousal subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.

Hypothesis 2(p): If hypothesis 20 is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the arousal subscale of the STSS and
the classroom management subscale of the TSES.

Hypothesis 2(q): Scores on the arousal subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.

Hypothesis 2(r): If hypothesis 2q is significant, it is predicted that teaching experience
will negatively moderate the relationship between scores on the arousal subscale of the STSS and
the student engagement subscale of the TSES.

Participants and Setting

Participants from Texas rural public schools were asked to participate. Participants were
contacted via email. Email lists were obtained from a local Education Service Center behavioral
specialist representative. Participants were current rural public school teachers in West Texas.

Rural public school teachers were emailed an anonymous link that directed them to the
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embedded consent form, followed by the sociodemographic survey, Teacher Sense of Self-
Efficacy Scale survey, and the STSS survey. The surveys used the Likert scale that allowed the
participants to respond to how much each agreed or disagreed with a statement (McCleod, 2023).
Additionally, the surveys used Cronbach’s alpha to assess the amount of variance among the
items being measured (Collins, 2007). The surveys were completed online via Qualtrics, and
each participant was given two weeks to complete and submit the surveys. If there had not been a
sufficient sample response, a follow-up email would have been sent.

Creswell and Creswell (2019) stated that survey designs allow for the description of
attitudes, opinions, and trends of the general population by investigating a smaller sample. A
survey design study also aids in answering three types of questions: descriptive questions,
questions concerning the relationships between the variables, and questions concerning the
predictive relationships between the variables over time (Creswell & Creswell, 2019).

Instrumentation

This study used the Teacher Self-Efficacy Survey Scale developed by Drs. Tschannen-
Moran and Woolfolk Hoy (2001), and permission to use the survey was granted via email (see
Appendix B). Additionally, this study used the STSS developed by Dr. Bride et al. (2004).
Permission was granted via email (see Appendix B).

The participants of this study answered a 24-item self-report survey that focused on
teacher self-efficacy. The TSES used a three-point Likert scale with the following options: Very
Little, to Some Degree, and Quite a Bit. The survey measured teacher self-efficacy in three areas:
instructional practices, classroom management, and student engagement (Nieto et al., 2023). The
TSES is the most widely used survey scale to assess teacher self-efficacy and demonstrates high

levels of reliability and validity when used among teachers, supporting the use of the survey for
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this study (Klassen et al., 2009; Nie, 2012; Nie et al., 2012; Nieto et al., 2023). Moreover,
because research supports the internal consistency of the TSES with a Cronbach a = .975, the
survey was appropriate for this study (Dinter et al., 2013).

In addition, the participants answered a 17-item self-report that focused on STS. The
STSS used a 5-point Likert scale with the following options: Never, Sometimes, About half the
time, Most of the time, and Always. Early research used instruments that were developed to
examine symptomology among trauma survivors (Bride et al., 2023). Further, these instruments
had not been validated, nor were survivors indirectly exposed to trauma, part of the normed
groups. Thus, the STSS was developed in response to a lack of instruments that measure
secondary trauma among helping professions (Bride et al., 2004). The STSS has been widely
used and demonstrates reliability and validity, as well as internal consistency (Bride et al., 2004;
Figley, 1995). Cronbach « is the measure most often used to determine internal consistency, and
the recommended alpha level should be at least 0.70. Thus, the STSS was appropriate for this
study as the Cronbach a is .80 (Bride et al., 2004).

Procedures

Creswell and Creswell (2019) stated that to draw useful inferences from a survey,
quantitative research must establish validity. There are three ways to ensure the validity of a
survey. The researcher must look for construct validity, content validity, and predictive validity
(Creswell & Creswell, 2019). Construct validity asks if the items measure hypothetical concepts.
Content validity ensures the items measure the content that is intended to be measured. Finally,
predictive validity ensures the scores predict a standard measure (Creswell & Creswell, 2019).

The TSES survey and the STSS survey met these content validity measures.
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After Liberty University Institutional Review Board (IRB) approval was received, the
anonymous link created in Qualtrics was distributed via email to recruit participants from rural
public school districts. The email lists were created by a local Educational Service Center
behavioral specialist representative. When the participant clicked on the provided link, they were
directed to a consent form embedded in the online surveys. As participants provided consent,
each was directed to complete the sociodemographic survey, TSES survey, and the STSS survey
via Qualtrics. Participants were asked to complete the surveys within two weeks.

Data Analysis
Data Screening

The STS and TSES survey responses were collected from Qualtrics. The responses were
analyzed to obtain information needed to determine if teacher experience moderated the
relationship between the variables of STS and teacher self-efficacy among rural public school
teachers. As suggested by Creswell and Creswell (2019), the first step was to read and then
reread the results, looking for patterns that may have revealed the relationship between the
variables. Second, the responses were coded to classify, describe, and interpret the data (Creswell
& Creswell, 2019). The codes were then placed into categories of relationships between the
variables.

The analysis of the data was conducted using the computer program SPSS Statistics. A
descriptive analysis of the data for the variables was conducted (Creswell & Creswell, 2019).
This analysis revealed the mean, range of scores, and standard deviation for the variables

(Creswell & Creswell, 2019).
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Variables

The variables measured were teacher experience, STS, and teacher self-efficacy using the
Pearson correlation coefficient, Pearson’s » (Turney, 2024). Pearson’s 7 is a descriptive statistic
used to summarize the characteristics of a dataset. Additionally, Pearson’s 7 is an inferential
statistic that can test whether there is a significant relationship between two variables (Turney,
2024). Pearson’s r described the strength and direction of the linear relationship between STS
and teacher self-efficacy (Turney, 2024). For this study, STS was the independent variable, and
teacher self-efficacy was the dependent variable.
Analysis and Reporting

The SPSS software program was used to complete a Pearson » data analysis. Pearson’s r
indicated the correlation between the variables of STS and teacher self-efficacy. The results may
indicate a perfect positive correlation (» = 1) or a perfect negative correlation (» = -1). The results
may also show a strong positive correlation (» > .5) or a strong negative correlation (r < -.5).
Finally, the results may indicate a weak positive correlation (.3 > » > 0) or a weak negative
correlation (0 > > -.3). The results and the interpretation allow for the drawing of conclusions
from the research question and hypothesis (Turney, 2024). The results should relate to the overall
problem and help in finding a statistical relationship to show the moderating effect of teacher
experience on the relationship between STS and teacher self-efficacy (Leedy & Ormrod, 2018, p.
337).

Summary
This chapter described the correlational research design used to determine whether

teacher experience moderates the relationship between STS and teacher self-efficacy among rural
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public school teachers. The research question set out to understand how STS impacts teacher
self-efficacy among rural public school teachers.

Research has demonstrated the validity, reliability, and internal consistency (Cronbach’s
a) of the TSES and STSS surveys (Bride et al., 2004; Nie, 2012). Permission from the authors of
the surveys was obtained (appendices). Ethical considerations, informed consent, participant
anonymity, and the recruitment email followed the IRB procedures. IRB approval was obtained,
and the data were analyzed using Creswell and Creswell’s (2019) technique. Pearson’s 7, the

inferential statistic, was used to analyze the relationship between STS and teacher self-efficacy.



MODERATING EFFECT OFTEACHER EXPERIENCE

Chapter Four: Findings
Overview

This study used a correlational design to determine if teacher experience moderated the
relationship between STS and teacher self-efficacy among rural public school teachers. Results
from the predictor variable STS were received via the STSS survey. Results from the criterion
variable of teacher experience were received via the TSES survey. The statistical analysis
measured the relationship of three STS subscales (i.e., avoidance, instruction, arousal) between
the TSES subscales (i.e., classroom management, instructional practices, and student
engagement). The focus of the analysis created a three-by-three factorial design. Thirty-four
participants (n = 34) completed all three surveys: sociodemographic, STSS, and TSES via
Qualtrics. This chapter included the data screening, descriptive statistics, research question,
hypotheses, and assumption testing used in the study.

Data Screening

Participant responses were used to determine if there was a significant statistically
predictive relationship between STS and teacher self-efficacy, and if so, did teacher experience
moderate this effect? Once the data were collected and analyzed, the results showed no
significant relationship between STS and teacher self-efficacy.

Thirty-seven participants responded to the surveys via Qualtrics. As the responses were
scanned, three responses were removed because of an incomplete survey response. The
completed data were scanned for any inconsistencies, and then the data was coded and entered

into SPSS.



MODERATING EFFECT OFTEACHER EXPERIENCE 66

Descriptive Statistics

Descriptive statistics were used for each of the sociodemographic variables to determine
frequencies. The sample total was 34 participants (n = 34) of which 32 reported female (94.1%)
and two reported mail (5.9%) (See Table 2). All participants (n = 34) reported as White (See
Table 3). Frequencies were calculated with tables for each sociodemograhic variable. Teaching
level was reported as 10 participants from Grades PK-3 (29%), 2 participants from Grades 4-5
(6%), 9 participants from Grades 6-8 (27%), and 13 participants from Grades 9-12 (38%) (see
Table 4). Total teaching years of experience was reported as 2 participants less than 5 years of
experience (5.9%), 9 participants 6-10 (26.5%) years of experience, 8 participants 11-15 (23.5%)
years of experience, 4 participants 16-20 (11.8%) years of experience, and 11 participants over

21 years (32.4%) (See Table 5).

Table 2
Gender
Frequency  Percent Valid Percent Cumulative Percent

Valid Male 2 5.9 59 59

Female 32 94.1 94.1 100.0

Total 34 100.0 100.0
Table 3
Race

Frequency  Percent Valid Percent Cumulative Percent
White 34 100.0 100.0 100.0
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Table 4
Grade Level
Grade Frequency  Percent Valid Percent = Cumulative Percent
PK-3 10 29.4 294 294
4-5 2 59 59 35.3
6-8 9 26.5 26.5 61.8
9-12 13 38.2 38.2 100.0
Total 34 100.0 100.0
Table 5
Teacher Experience

Years of Experience  Frequency  Percent Valid Percent Cumulative Percent

0-5 2 59 59 59
6-10 9 26.5 26.5 324
11-15 8 23.5 23.5 55.9
16-20 4 11.8 11.8 67.6
21+ 11 324 324 100.0
Total 34 100.0 100.0

Research Questions

RQ1: Does teacher experience moderate the relationship between STS and teacher self-efficacy
among rural public school teachers?

RQ1(a): Does STS predict teacher self-efficacy in rural public school teachers?

RQ1(b): If STS predicts teacher self-efficacy, does teacher experience moderate

this effect?
Results

The first research question in this study was: Does STS predict teacher self-efficacy in

rural public schools?
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Hypothesis 1a predicted that scores on the intrusion subscale of the STSS would
negatively predict scores on the instructional practice subscale of the TSES. A correlational
analysis was conducted to examine the relationship between intrusion and instructional practice.
Intrusion and instructional practice were found to have a moderate positive linear correlation (r =
.049) without significance (p =.784) (see Table Al). Independence of residual errors was
confirmed with a Durbin-Watson test (d = 1.703) (see Table A2). A scatterplot showed that the
relationship between intrusion and instructional practice was almost nonexistent (see Figure Al).
An analysis of standard residuals showed that the data contained no outliers (Std. Residual Min.
= —2.433, Std. Residual Max. = 1.597) (see Table A4). Residual plots showed homoscedasticity
and normality of the residuals. A post-hoc non-linear regression analysis was conducted to
examine how well intrusion could predict instructional practice, F(1,32) =0.77, p = .784, and
accounted for only .02 of the variability in instruction with adjusted R?>=—.029. (see Table A2
and A3). The results of the analysis did not support hypothesis 1a.

Hypothesis 1b predicted that scores on the intrusion subscale of the STSS would
negatively predict scores on the classroom management subscale of the TSES. A correlational
analysis was conducted to examine the relationship between intrusion and classroom
management. Intrusion and classroom management were found to have a weak negative linear
correlation (r = —0.132) without significance (p = .458) (see Table A5). A scatterplot showed
that the relationship between intrusion and classroom management was almost nonexistent (see
Figure A2). An analysis of standard residuals showed the data contained no outliers (Std.
Residual Min. = —2.506, Std. Residual Max. = 1.640) (see Table A8). Residual plots showed
homoscedasticity and normality of the residuals. A post-hoc non-linear regression analysis was

conducted to examine how well intrusion could predict classroom management, F(1,32) =
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—0.565, p = .458, and accounted for only .01 of the variability in instruction with adjusted R? =
—.0132 (see Table A6 and A7). The results of the analysis did not support hypothesis 1b.

Hypothesis 1c predicted that scores on the intrusion subscale of the STSS would
negatively predict scores on the student engagement subscale of the TSES. A correlational
analysis was conducted to examine the relationship between intrusion and student engagement.
Intrusion and student engagement were found to have a weak negative linear correlation (r =
—0.31) without significance (p = .862) (see Table A9). A scatterplot showed that the relationship
between intrusion and student engagement was almost nonexistent (see Figure A3). An analysis
of standard residuals showed the data contained no outliers (Std. Residual Min. = —1.776, Std.
Residual Max. = 1.352) (see Table A12). Residual plots showed homoscedasticity and normality
of the residuals. A post-hoc non-linear regression analysis was conducted to examine how well
intrusion could predict student engagement, F(1,32) =0.31 p = .862, and accounted for only .01
of the variability in instruction with adjusted R? = —.03 (see Table A10 and A11). The results of
the analysis did not support hypothesis 1c.

Hypothesis 1d predicted that scores on the avoidance subscale of the STSS would
negatively predict scores on the instructional practice subscale of the TSES. A correlational
analysis was conducted to examine the relationship between avoidance and instructional practice.
Avoidance and instructional practice were found to have a weak negative non-linear correlation
(r =—.046) without significance (p = .795) (see Table A13). A scatterplot showed that the
relationship between avoidance and instructional practice was almost nonexistent (see Figure
A4). An analysis of standard residuals showed the data contained no outliers (Std. Residual Min.
=—2.931, Std. Residual Max. = 1.592) (see A16). Residual plots showed homoscedasticity and

normality of the residuals. A post-hoc linear regression analysis was conducted to examine how
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well avoidance could predict instructional practice, F(1,32)=.069 p = .795, and accounted for
only .01 of the variability in instruction with adjusted R? = —.029 (see Table A14). The results of
the analysis did not support hypothesis 1d.

Hypothesis 1e predicted that scores on the avoidance subscale of the STSS would
negatively predict scores on the classroom management subscale of the TSES. A correlational
analysis was conducted to examine the relationship between avoidance and classroom
management. Avoidance and classroom management were found to have a weak negative linear
correlation (r = —.155) without significance (p = .381) (see Table A17). A scatterplot showed
that the relationship between avoidance and classroom management was almost nonexistent (see
Figure A5). An analysis of standard residuals showed the data contained no outliers (Std.
Residual Min. = —2.426, Std. Residual Max. = 1.483) (see Table A20). Residual plots showed
homoscedasticity and normality of the residuals. A post-hoc non-linear regression analysis was
conducted to examine how well avoidance could predict classroom management, F(1,32)=.790
p = .381, and accounted for only .01 of the variability in avoidance with adjusted R? = —.006 (see
Table A18 and A19). The results of the analysis did not support hypothesis 1e.

Hypothesis 1f predicted that scores on the avoidance subscale of the STSS would
negatively predict scores on the student engagement subscale of the TSES. A correlational
analysis was conducted to examine the relationship between avoidance and student engagement.
Avoidance and student engagement were found to have a strong positive linear correlation
(r = .683) without significance (p = .084) (see Table A21). A scatterplot showed that the
relationship between avoidance and student engagement was almost non-linear (see Figure A6).
An analysis of standard residuals showed the data contained no outliers (Std. Residual Min. =

—1.744, Std. Residual Max. = 1.368) (see Table A24). Residual plots showed homoscedasticity
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and normality of the residuals. A post-hoc non-linear regression analysis was conducted to
examine how well avoidance could predict student engagement, F(1,32)=.226 p = .084, and
accounted for only .01 of the variability in avoidance with adjusted R? = —.024 (see Table A22
and A23). The results of the analysis did not support hypothesis 1f.

Hypothesis 1g predicted that scores on the arousal subscale of the STSS would negatively
predict scores on the instructional practice subscale of the TSES. A correlational analysis was
conducted to examine the relationship between arousal and instructional practice. Arousal and
instructional practice were found to have a weak negative linear correlation (r = —.045) without
significance (p = .801) (see Table A25). A scatterplot showed that the relationship between
arousal and instructional practice was almost nonexistent (see Figure A7). An analysis of
standard residuals showed the data contained no outliers (Std. Residual Min. = —2.485, Std.
Residual Max. = 1.590) (see Table A28). Residual plots showed homoscedasticity and normality
of the residuals. A post-hoc non-linear regression analysis was conducted to examine how well
arousal could predict instructional practice, F(1,32)=.065 p =.801, and accounted for only .01 of
the variability in arousal with adjusted R? = —.029 (see Table A26 and A27). The results of the
analysis did not support hypothesis 1g.

Hypothesis 1h predicted that scores on the arousal subscale of the STSS would negatively
predict scores on the classroom management subscale of the TSES. A correlational analysis was
conducted to examine the relationship between arousal and classroom management. Arousal and
classroom management were found to have a weak negative linear correlation (r = —.093)
without significance (p = .602) (see Table A29). A scatterplot showed that the relationship
between arousal and classroom management was non-linear (see Figure A8). An analysis of

standard residuals showed the data contained no outliers (Std. Residual Min. = —2.427, Std.
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Residual Max. = 1.530) (see Table 32). Residual plots showed homoscedasticity and normality
of the residuals. A post-hoc non-linear regression analysis was conducted to examine how well
arousal could predict classroom management, F(1,32) =.277 p = .602 and accounted for only .01
of the variability in arousal with adjusted R? = —.022 (see Table A30 and A31). The results of the
analysis did not support hypothesis 1h.

Hypothesis 1i predicted that scores on the arousal subscale of the STSS will negatively
predict scores on the student engagement subscale of the TSES. A correlational analysis was
conducted to examine the relationship of arousal and student engagement. Arousal and student
engagement were found to have a weak positive linear correlation (r = .034) without significance
(p = .849) (see Table A33). A scatterplot showed that the relationship between arousal and
student engagement was non-linear (see Figure A9). An analysis of standard residuals showed
the data contained no outliers (Std. Residual Min. = —1.761, Std. Residual Max. = 1.324) (see
Table A36). Residual plots showed homoscedasticity and normality of the residuals. A post-hoc
non-linear regression analysis was conducted to examine how well arousal could predict student
engagement, F(.037) = .034 p = .849 and accounted for only .01 of the variability in arousal with
adjusted R? = —.030 (see Table A34 and A25). The results of the analysis did not support
hypothesis 1i.

The second research question was: If STS predicts teacher self-efficacy, does teacher
experience moderate this effect?

STS did not statistically predict teacher self-efficacy, and therefore a moderation analysis

was not conducted among these variables.
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Summary

The study examined the relationship between three subscales of STS (i.e., intrusion,
avoidance, arousal) and three subscales of teacher self-efficacy (i.e., instruction, management,
engagement). This created a three-by-three factorial design in which each subscale of STS was
tested for a relationship with each subscale of teacher self-efficacy. Hypotheses 1(a-i) were
tested using SPSS Pearson’s r and a simple linear regression, including Durbin-Watson. A
scatterplot analysis was also used to test Hypotheses 1(a-i) and this test revealed an almost
nonexistent relationship between the variables. Further, Hypotheses 1(a-i) were tested using
SPSS ANOVA and Standard Residuals. The findings revealed that STS did not predict teacher
self-efficacy. Statistical analysis of the moderating effect of teacher experience on the
relationship between STS and teacher self-efficacy was not conducted for Hypotheses 2(a-r) as
STS was found to not be a predictor of teacher self-efficacy. Further discussion of these findings

is presented in Chapter 5, as well as limitations of the study, and suggestions for future research.
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Chapter Five: Conclusions
Overview

Chapter Five provided the findings, implications, and limitations of the results of this
study considering the literature surrounding STS among public school teachers, teacher self-
efficacy, rural public schools, and rural public school teachers. The chapter included theoretical
and practical implications of the findings. The chapter also provided the study’s limitations and
concludes with recommendations for future research.

Discussion

The purpose of this study was to investigate whether teacher experience moderated the
relationship between STS and teacher self-efficacy among rural public school teachers. This
study used a correlational design to determine if teacher experience moderated the relationship
between STS and teacher self-efficacy among rural public school teachers. The predictor
variables for the study were the STS subscales of intrusion, avoidance, and arousal. The criterion
variables for the study were teacher experience subscales of instruction, management, and
engagement. The sample comprised 34 rural public school teachers who completed an
anonymous online survey via Qualtrics. Pearson’s 7 and a simple linear regression analysis were
tested on participant data using SPSS.

The study used the STSS with a five-point Likert scale with the following options: Never,
Sometimes, About half the time, Most of the time, and Always. Early research used instruments
that were developed to examine symptomology among trauma survivors (Bride et al., 2023).
Further, these instruments had not been validated, nor were survivors indirectly exposed to
trauma as part of the normed groups. Thus, the STSS was developed in response to a lack of

instruments that measured secondary trauma among helping professionals (Bride et al., 2004).
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The STSS has been widely used and demonstrates reliability, validity, and internal consistency
(Bride et al., 2004; Figley, 1995). Cronbach a is the measure most often used to determine
internal consistency, and the recommended alpha level is > .70. Thus, the STSS was appropriate
for this study, as the Cronbach o was .80 (Bride et al., 2004).

The study also used the TSES with a three-point Likert scale with the following options:
Very Little, Some Degree, and Quite a Bit. The survey measured teacher self-efficacy in three
areas: instructional practices, classroom management, and student engagement (Nieto et al.,
2023). The TSES is the most widely used survey scale to assess teacher self-efficacy and
demonstrates levels of reliability and validity when used among teachers, supporting the use of
the survey for this study (Klassen et al., 2009; Nie, 2012; Nie et al., 2012; Nieto et al., 2023).
Moreover, because research supported the internal consistency of the TSES with a Cronbach o =
.975, the survey was appropriate for this study (Dinter et al., 2013).

The research questions for this study were:

RQ1: Does teacher experience moderate the relationship between STS and teacher self-

efficacy among rural public school teachers?

RQ1(a): Does STS predict teacher self-efficacy in rural public school teachers?

RQ1(b): If STS predicts teacher self-efficacy, does teacher experience moderate this

effect?

The study measured three subscales of intrusion, avoidance, and arousal in the STSS to
identify if they negatively predicted three subscales of instruction, management, and engagement
in the TSES. The study used the STSS and the TSES to adequately measure if the STS subscales
negatively predicted the subscales of teacher self-efficacy. This study used a three-by-three

factorial design and tested multiple hypotheses. The first three hypotheses tested the STS
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subscale of intrusion with each of the three teacher self-efficacy subscales (i.e., instruction,
management, and engagement).

Hypothesis 1(a): Scores on the intrusion subscale of the STSS will negatively predict
scores on the instructional practices subscale of the TSES. A Pearson’s  analysis was used in
SPSS, and the value was .784 (p = .784; see Table Al).

Hypothesis 1(b): Scores on the intrusion subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES. A Pearson’s  analysis was used in
SPSS, and p = .458 (see Table AS5).

Hypothesis 1(c): Scores on the intrusion subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES. A Pearson’s » analysis was used in
SPSS, and p = .862 (see Table A9).

This study found no significant relationship between intrusion and the TES subscales of
instructional practices, classroom management, and student engagement, thus rejecting the
hypotheses. However, some studies have found a relationship between intrusion and teacher self-
efficacy. Using a larger sample size, Hydon et al. (2015) found through qualitative research that
many teachers suffered from intrusive thoughts, including nightmares that disrupted sleep,
constant worry, and images. Hydon et al. (2015) found higher levels of depression among rural
public school teachers than urban ones, with 10% reporting levels that would lead to a
recommendation of treatment (Hinds et al., 2015). Biddle (2022) found that rural educators
experienced increased intrusive thoughts because of a lack of financial mental health resources
for students, resulting in lower teacher self-efficacy. Additionally, intrusive thoughts caused
teachers to become irritable and short-tempered, resulting in a disruption of effective classroom

instruction and management (Hydon et al., 2015). Ebardo et al. (2024) also found that intrusive
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thoughts among educators have increased since the COVID-19 pandemic. The increase in
intrusive thoughts impacted teacher mental health, resulting in difficulties with instruction,
classroom management, and student engagement. This finding resulted from the researchers
using a larger sample size and the Impact of Event Scale-Revised to research intrusion,
avoidance, and hyperarousal among educators (Ebardo et al., 2024). Thus, with larger sample
sizes and different research approaches, intrusion can negatively affect teacher classroom
instruction, management, and the ability to engage students (Ebardo et al., 2024).

The second set of hypotheses tested focused on the STS subscale of avoidance:

Hypothesis 1(d): Scores on the avoidance subscale of the STSS will negatively predict
scores on the instructional practices subscale of the TSES. Using SPSS, Pearson’s r was tested
and resulted in a p-value of .795 (p = .795; see Table A13).

Hypothesis 1(e): Scores on the avoidance subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES. Pearson’s » analysis was tested and
found a p-value of .381 (p = .381; see Table A17).

Hypothesis 1(f): Scores on the avoidance subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES. After running Pearson’s 7, the p-value
equaled .638 (p = .638; see Table A21).

Thus, the findings for the STS subscale of avoidance negatively predicting the TES
subscales of instructional practices, classroom management, and student engagement were non-
significant. The hypotheses were rejected.

Using the Impact of Event Scale-Revised test and a larger sample size, Ebardo et al.
(2024) found that teacher avoidance increased after the COVID-19 pandemic, resulting in an

increase in sadness. The researchers found this negatively impacted teacher self-efficacy (Ebardo
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et al., 2024). Additionally, Hinds et al. (2015) found that teacher avoidance caused disruptions in
student engagement. Using a large sample size and the Teacher Acceptance & Action
Questionnaire, the researchers found avoidance increased teacher anxiety and depression.
According to the researchers, over 60% of teachers experienced depression and demonstrated
depressive behaviors (Hinds et al., 2015). Female teachers who have taught 11-15 years
experienced anxiety and depression at higher rates than their counterparts, which was found to
contribute to lower teacher self-efficacy (Lee & Lai, 2020). As a result, the avoidance,
characterized by depression, led to negative classroom instruction and management and had a
poor outcome on student engagement (Hinds et al., 2015). Therefore, with larger sample sizes
and different research survey scales, avoidance negatively affects teacher classroom instruction,
management, and the ability to engage students.

The final set of hypotheses tested focused on the STS subscale of arousal.

Hypothesis1(g): Scores on the arousal subscale of the STSS will negatively predict
scores on the instructional practice subscale of the TSES. Using SPSS, Pearson’s » was used to
test the hypothesis. Pearson’s r analysis equaled -.045 and p = .801, finding a non-significant
relationship (see Table A25).

Hypothesis 1(h): Scores on the arousal subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES. Pearson’s r equaled -.093 and p =
.602, finding the relationship to be non-significant (see Table A29).

Hypothesis 1(i): Scores on the arousal subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES. The result was p = .984, and Pearson’s r

equaled .034 (see Table A33). As a result, the hypotheses STS subscale of arousal and student
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engagement negatively predicting the teacher self-efficacy subscales was non-significant and
thus rejecting the hypotheses.

However, using the Impact of Event Scale-Revised, Hinds et al. (2015) found that 45% of
respondents indicated symptoms of hyperarousal. Hinds et al. (2015) explained the detrimental
effects this has on teachers’ mental health, resulting in deteriorating teacher self-efficacy.

Implications

The results of this study added to the current literature concerning a connection between
the stress levels of educators and teacher self-efficacy. In recent years, there has been an
increased consideration of STS in educators. Though the field of study in education specifically
is still rather new, there have been studies that have identified STS as prevalent in educators
(Borntrager et al., 2012; Schepers, 2017; Schepers & Young, 2023). However, there is a dearth of
literature to date that investigates STS, teacher self-efficacy, and rural public school teachers. In
fact, no supporting research only investigates STS, teacher self-efficacy, and rural public school
teachers. Once the focus shifts to Texas, there is even less research, although Texas has the
highest rural public school population in the nation. Studies that examined teacher self-efficacy
describe the emotional, physical, and psychological impacts of stress and how it is manifested in
anxiety, depression, and disrupted sleep (Borntrager et al., 2012; Burke-Harris, 2018; Ebardo et
al., 2024; Fleckman et al., 2022; Makadia et al., 2017).

This study may raise awareness of the gap in measuring STS among educators. PTSD
and STS are similar; yet, two symptoms of PTSD are negative cognition and mood, which are
not measured on the STS scale. This is important, as many educators are showing symptoms of
anxiety, depression, negative cognition, and mood. Therefore, this study highlighted the

necessity of developing a single STS measure that includes questions regarding negative
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cognition and mood among educators. The study may also bring awareness to the lack of mental
health resources and funding among rural public schools because of the high stress levels
experienced by rural teachers.

Limitations

This study had several limitations that could have impacted its findings. First, while the
minimum sample size requirement for the study was met, it was not representative of the broader
rural public school teachers in Texas. According to the most current data, there were
approximately 633,000 rural public school teachers. The sample for the study was 34
participants, which is less than 1% of the total rural-teacher population (Cai, 2023). Although the
data showed no significant relationship between STS and teacher self-efficacy, there is not
enough evidence since the sample size was underpowered in this study to support the hypotheses
(Visentin et al., 2020). The lack of responses could also be attributed to the timing of surveys
emailed.

Approval from the IRB was given in early June, just after school was dismissed for the
summer. Many teachers take a break from work-related responsibilities after school is released
for the summer; therefore, many do not check school emails. A second limitation is the lack of
diversity in the responses. All 34 (100%) respondents identified as White. The ethnic
demographics are representative of rural West Texas in which data show 79% of rural teachers
are White (Horn et al., 2021). However, this is not representative of the state of Texas. The Texas
teacher workforce comprises 53% White and 47% minority teachers (Texas Education Agency,
2023).

A third limitation was the use of self-report instruments, which could result in social

desirability bias or response bias, where participants tend to present themselves in a positive light
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rather than reveal their real beliefs (Gall et al., 2007). Rural public school teachers who
participated in this study may have reported a more desirable view of themselves or provided
responses they believed were expected, resulting in inaccurate data.

A fourth limitation and possible threat to validity was the ratio of female to male
participants. The study included 32 females (94.1%) and 2 males (5.9%). Although gender was
not a variable of interest, a more balanced distribution of participants would have been
preferable. However, these demographics reflected the current Texas teacher workforce. Of the
381,152 teachers employed in the state of Texas, 75.48% were female and 24.52% were male
(Landa, 2024).

Recommendations for Future Research

Based on the limitations and findings of this study, the following are recommendations
for future research. One recommendation for future research is to increase the sample size. A
larger sample size would better represent the rural public school teacher population, thus
providing more accurate results (Andrade, 2020). Larger sample sizes have more reliable results,
smaller margins of errors, and lower standard deviations, thus leading to higher confidence levels
and more accurate results (Andrade, 2020; Charlesworth Author Services, 2022). Further, a
larger sample size would provide a more diverse group of participants, including a higher
percentage of minority educators and male educators.

Another recommendation is to include geographic location as a part of the
sociodemographic survey. Rural populations are diverse. This study focused on West Texas;
however, future studies could include all parts of Texas.

The study could be replicated during the academic school year, giving all current rural

public school teachers the opportunity to participate. Because the surveys were sent out to
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educators after school dismissed, there were a limited number of responses. Additionally, this
would allow participants to consider their current emotional state with current students rather
than attempting to remember how the school year was because of being on summer break and
not attending to work-related situations.

Many studies have primary and secondary hypotheses (Luo, 2016). A deeper examination
of the multiple hypotheses would benefit future research. Teacher experience should be
considered when examining the STS and TSES subscales. Additional testing could include the
average of STS subscales for teachers with over 16 years of experience in comparison to the
average of STS subscales for teachers with less than 5 years of experience. The same could be
said for the TSES subscales. This would no longer consider teacher experience as a moderating
effect but would provide additional insight into the relationship between STS and teacher self-
efficacy. A streamlined measure for stress and STS is necessary. The current STS scale does not
include questions about negative cognition and mood. These conditions are associated with
anxiety and depression and are not measured on the STSS.

Finally, external validity was also explored as a possible limitation. The generalizability
of the study was limited to 34 completed surveys. For an independent samples #-test based on a
significance level of @ = .05 and a statistical power of .7 with a medium effect size, the minimum
sample size needed is 100 (Gall et al., 2007). Although 34 met the minimum requirements for
this study, the researcher would have preferred a much larger number of participants. The
limitations were considered throughout the study, and every effort was made to minimize the
impact. However, because of the type of study, many of the limitations were out of the

researcher’s control.



MODERATING EFFECT OFTEACHER EXPERIENCE 83

References

Abdoh, N., Bernardi, E., & McCarthy, A. (2017). Knowledge, attitudes, and practices of trauma-
informed practice: A survey of health care professionals and support staff at Alexander
Street community. Unpublished paper.
https://open.library.ubc.ca/media/download/pdf/52966/1.0343062/5

Adalsteinsson, R., Frimannsdottir, 1., & Konrddsson, S. (2014). Teachers’ self-esteem and self-
efficacy. Scandinavian Journal of Educational Research, 58(5), 540-550.
https://www.doi.org/10.1080/00313831.2013.773559

American Psychiatric Association. (2022). Diagnostic and statistical manual of mental disorders
(5th ed., text rev.). https://doi.org/10.1176/appi.books.9780890425787

American Psychological Association. (2021). Trauma. https://www.apa.org/topics/trauma

Andrade, C. (2020). Sample size and its importance in research. Indian Journal of Psychological
Medicine, 42(1), 102—103. https://doi.org/10.4103/IJPSYM.IJPSYM 504 19

Arens, A., & Morin, A. (2016). Relations between teachers’ emotional exhaustion and students’
educational outcomes. Journal of Educational Psychology, 108(6), 800—813.
https://doi.org/10.1037/edu0000105

Azano, A., & Stewart, T. (2015). Exploring place and practicing justice: Preparing preservice
teachers for success in rural schools. Journal of Research in Rural Education, 30(9), 1—
12. https://s3.amazonaws.com/academia.edu.documents/37831210

Baicker, K. (2020). The impact of secondary trauma on educators. Association for Supervision
and Curriculum Development, 15(13). https://www.ascd.org/el/articles/the-impact-of-

secondary-trauma-on-educators


https://open.library.ubc.ca/media/download/pdf/52966/1.0343062/5
https://www.doi.org/10.1080/00313831.2013.773559
https://doi.org/10.1176/appi.books.9780890425787
https://www.apa.org/topics/trauma
https://doi.org/10.4103/IJPSYM.IJPSYM_504_19
https://doi.org/10.1037/edu0000105
https://s3.amazonaws.com/academia.edu.documents/37831210
https://www.ascd.org/el/articles/the-impact-of-secondary-trauma-on-educators
https://www.ascd.org/el/articles/the-impact-of-secondary-trauma-on-educators

MODERATING EFFECT OFTEACHER EXPERIENCE 84

Bakuli, E., & Levin, K. (2021). Detroit’s December remotes days: A sign of how long and
challenging the pandemic recovery will be. Chalk Beat.
https://detroit.chalkbeat.org/2021/1/29/22808141/detroit-schools-remote-learning-days-
covid-pandemic-recovery

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological
Review 84, 191-215. https://doi.org/10.1037/0033-295X.84. 2.191

Bandura, A. (1986). Social foundations of thought and action. Englewood Cliffs, NJ, 1986(23—
28), 2.

Bandura, A. (1997). Self-efficacy. The exercise of control. W.H. Freeman and Company.

Barni, D., Danioni, F., & Benevene, P. (2020). Teachers’ self-efficacy: The role of personal
values and motivations for teaching. Frontiers in Psychology, 10, 1-7.
https://doi.org/10.3389/fpsyg.2019.06145

Baum, N., Rahav, G., & Sharon, M. (2014). Heightened susceptibility to secondary
traumatization: A meta-analysis of gender differences. The American Journal of
Orthopsychiatry, 84(2), 111-122. https://doi.org/10.1037/h0099383

Baweja, S., Santiago, C. D., Vona, P., Pears, G., Langley, A., & Kataoka, S. (2015). Improving
implementation of a school-based program for traumatized students: Identifying factors
that promote teacher support and collaboration. School Mental Health, 8, 120—-131.
https://doi.org/10.1007/s12310-015-9170-z

Berger, J., Girardet, C., Vaudroz, C., & Crahay, M. (2018). Teaching experience, teachers’
beliefs, and self-reported classroom management practices: A coherent network. SAGE

Journals, 8(1). https://doi.org/10.1177/2158244017754119


https://detroit.chalkbeat.org/2021/1/29/22808141/detroit-schools-remote-learning-days-covid-pandemic-recovery
https://detroit.chalkbeat.org/2021/1/29/22808141/detroit-schools-remote-learning-days-covid-pandemic-recovery
https://doi.org/10.1037/0033-295X.84.%202.191
https://doi.org/10.3389/fpsyg.2019.06145
https://doi.org/10.1037/h0099383
https://doi.org/10.1007/s12310-015-9170-z
https://doi.org/10.1177/2158244017754119

MODERATING EFFECT OFTEACHER EXPERIENCE 85

Biddle, C. (2022). Rural educators struggle to meet student mental health with limited resources,
study finds. The Rural Educator, 43(4).
https://scholarsjunction.msstate.edu/ruraleducator/vol43/iss4/

Biggs, A., Brough, P., & Drummond, S. (2017). Lazarus and Folkman’s psychological stress and
coping theory. In C. L. Cooper & J. C. Quick (Eds.). The handbook of stress and health.
https://doi.org/10.1002/9781118993811.ch21

Blanchet, M., & Bakkegard, D. (2018). Overcoming the isolation of rural teachers.
https://www.edutopia.org/article/overcoming-isolation-rural-
teachers/#:~:text=Isolation%20can%20be%20challenging%20for,opportunities%20teach
ers%20have%E2%80%94each%20other

Blanton, M., Richie, F., & Langhinrichsen-Rohling, J. (2022). Readiness to change: A pathway to
the adoption of trauma-sensitive teaching. Behavioral Sciences, 449—-453.
https://doi.org/10.3390/bs12110445

Blitz, L., Yull, D., & Clauhs, M. (2020). Bringing sanctuary to school: Assessing school climate
as a foundation for culturally responsive trauma-informed approaches for urban schools.
Urban Education, 55(1), 95-124. https://doi.org/10.1177/0042085916651323

Borntrager, C., Caringi, J. C., van den Pol, R., Crosby, L., O’Connell, K., Trautman, A., &
McDonald, M. (2012). Secondary traumatic stress in school personnel. Advances in
School Mental Health Promotion, 5(1), 38-50.
https://doi.org/10.1080/1754730X.2012.664862

Bride, B., Robinson, M., Yegidis, B., & Figley, C. R. (2004). Development and validation of the
secondary traumatic stress scale. Research on Social Work Practice, 14, 27-35.

https://www.doi.org/10.1177/1049731503254106


https://scholarsjunction.msstate.edu/ruraleducator/vol43/iss4/
https://doi.org/10.1002/9781118993811.ch21
https://www.edutopia.org/article/overcoming-isolation-rural-teachers/#:~:text=Isolation%20can%20be%20challenging%20for,opportunities%20teachers%20have%E2%80%94each%20other
https://www.edutopia.org/article/overcoming-isolation-rural-teachers/#:~:text=Isolation%20can%20be%20challenging%20for,opportunities%20teachers%20have%E2%80%94each%20other
https://www.edutopia.org/article/overcoming-isolation-rural-teachers/#:~:text=Isolation%20can%20be%20challenging%20for,opportunities%20teachers%20have%E2%80%94each%20other
https://doi.org/10.3390/bs12110445
https://doi.org/10.1177/0042085916651323
https://doi.org/10.1080/1754730X.2012.664862
https://www.doi.org/10.1177/1049731503254106

MODERATING EFFECT OFTEACHER EXPERIENCE 86

Brown, E., Freedle, A., Hurless, N., Miller, R., Martin, C., & Paul, Z. (2022). Preparing teacher
candidates for trauma-informed practices. Urban Education, 57(4), 662—685.
https://doi.org/10.177/0042085920974084

Brown, S., & Biddle, C. (2023). Testing a teacher’s costs to caring resilience model to identify
burnout mediators. Teaching and Teacher Education, 127, 104078.
https://doi.org/10.1016/j.tate.2023.104078

Brunzell, T., Stokes, H., & Waters, L. (2019). Shifting teacher practice in trauma-affected
classrooms: Practice pedagogy strategies within a trauma-informed positive education
model. School Mental Health, 11, 600—614. https://doi.org/10.1007/s12310-018-09308-8

Brunzell, T., Waters, L., & Stokes, H. (2015). Teaching with strengths in trauma-affected
students: A new approach to healing and growth in the classroom. American Journal of
Orthopsychiatry, 85(1), 3-9. http://dx.doi.org/10.1037/0rt0000048

Buri¢, 1., Sliskovié, A., & Sorié, 1. (2020). Teacher’s emotions and self-efficacy: A test of
reciprocal relations. Frontiers in Psychology, 11, 1650.
https://doi.org/10.3389/fpsyg.2020.01650

Burke-Harris, N. (2018). The deepest well: Healing the long-term effects of childhood trauma
and adversity. Mariner.

Cai, J. (2023). Students in rural public schools: By the numbers.
https://www.nsba.org/ASBJ/2023/december/research#:~:text=In%202021%2C%209.8%2
Omillion%?20students,%2C%20and%200.2%25%20Pacific%20Islander

Canales, M., Tejada-Delgado, C., & Slate, J. R. (2008). Leadership behaviors of
superintendent/principals in small, rural school districts in Texas. The Rural Educator,

29(3), 1-7.


https://doi.org/10.177/0042085920974084
https://doi.org/10.1016/j.tate.2023.104078
https://doi.org/10.1007/s12310-018-09308-8
http://dx.doi.org/10.1037/ort0000048
https://doi.org/10.3389/fpsyg.2020.01650
https://www.nsba.org/ASBJ/2023/december/research#:~:text=In%202021%2C%209.8%20million%20students,%2C%20and%200.2%25%20Pacific%20Islander

https://www.nsba.org/ASBJ/2023/december/research#:~:text=In%202021%2C%209.8%20million%20students,%2C%20and%200.2%25%20Pacific%20Islander


MODERATING EFFECT OFTEACHER EXPERIENCE 87

Cardoza, K. (2021). We need to be nurtured, too: Many teachers say they’re reaching a breaking
point. National Public Radio. https://www.npr.org/2021.04/19/988211478/-we-need-to-
be-nurtured-too-many-teachers-say-theyre-reaching-a-breaking-point

Carello, J., & Butler, L. (2015). Practicing what we teach: Trauma-informed educational practice.
Journal of Teacher in Social Work, 35(3), 262-278.
https://doi.org/10.1080/08841233.2015.1030059

Centers for Disease Control and Prevention. (2019). Vital signs: Adverse childhood experiences
(ACEs): Preventing early trauma to improve adult health.
https://www.cdc.gov/vitalsigns/aces/pdf/vs-1105-aces-H.pdf

Charlesworth Author Services. (2022). The importance of having large sample sizes for your
research. https://www.cwauthors.com/article/importance-of-having-large-sample-sizes-
for-research

Cherry, K. (2023). Self-efficacy and why believing in yourself matters.
https://www.verywellmind.com/what-is-self-efficacy-2795954

Christian-Brandt., Santacrose, D., & Barnett, M. (2020). In the trauma-informed care trenches:
Teacher compassion satisfaction, secondary traumatic stress, burnout, and intent to leave
education within underserved elementary schools. Child Abuse & Neglect, 110, 1-8.
https://doi.org/10.1016/j.chiabu.2020.04437

Cieslak, R., Shoji, K., Douglas, A., Melville, E., Luszczynska, A., & Benight, C. C. (2014). A
meta-analysis of the relationship between job burnout and secondary traumatic stress
among workers with indirect exposure to trauma. Psychological Services, 11(1), 75-86.

https://doi.org/10.1037/a0033798


https://www.npr.org/2021.04/19/988211478/-we-need-to-be-nurtured-too-many-teachers-say-theyre-reaching-a-breaking-point
https://www.npr.org/2021.04/19/988211478/-we-need-to-be-nurtured-too-many-teachers-say-theyre-reaching-a-breaking-point
https://doi.org/10.1080/08841233.2015.1030059
https://www.cdc.gov/vitalsigns/aces/pdf/vs-1105-aces-H.pdf
https://www.cwauthors.com/article/importance-of-having-large-sample-sizes-for-research
https://www.cwauthors.com/article/importance-of-having-large-sample-sizes-for-research
https://www.verywellmind.com/what-is-self-efficacy-2795954
https://doi.org/10.1016/j.chiabu.2020.04437
https://psycnet.apa.org/doi/10.1037/a0033798

MODERATING EFFECT OFTEACHER EXPERIENCE 88

Cocca, M., & Cocca, A. (2022). Testing a four-factor model for the teachers’ sense of efficacy
scale: An updated perspective on teachers’ perceived classroom efficacy. Psicologia
Educativa, 28(1), 39—46. https://doi.org/10.5093/psed2021a3

Collins, L. (2007). Research design and methods. In J. E. Birren, Ed. Encyclopedia of
gerontology (2nd ed.) (pp. 333-342). Elsevier.
https://www.sciencedirect.com/science/article/pii/B0123708702001621

Creswell, J. W., & Creswell, J. D. (2019). Research design: Qualitative, quantitative, and mixed
methods approaches. SAGE.

Cronholm, P., Forke, C., Wade, R., Bair-Merritt, M., Davis, M., Harkins-Schwarz, M., Pachter,
L., & Fein, J. (2015). Adverse childhood experiences: Expanding the concept of
adversity. American Journal of Preventive Medicine, 49(3), 354-361.
https://doi.org/10.1016/j.amepre.2015.02.001

Dias, P., Peixoto, R., & Cadime, I. (2021). Associations between burnout and personal and
professional characteristics: A study of Portuguese teachers. Social Psychology of
Education, 24(4), 965-984. https://doi.org/10.1007/s11218-021-09640-z

Dinter, M., Dochy, F., Segers, M., & Braeken, J. (2013). The construct validity and predictive
validity of a self-efficacy measure for student teachers in competence-based education.
Studies in Education Evaluation. https://doi.org/10.1016/j.stueduc.2013.05.001

Ebardo, G. M., Peralta, E., Ebardo, G. N., Ebardo, G. J., Ebardo, A., & Ebardo, G. V. (2024).
Unpacking teachers’ mental health: Unveiling the COVID-19 impact on intrusive
thoughts, hyperarousal, and avoidance. Sciences of Conservation and Archaeology, 36(3),

156-163. https://sci-arch.net/index.php/wwbhen/article/view/72


https://doi.org/10.5093/psed2021a3
https://www.sciencedirect.com/science/article/pii/B0123708702001621
https://doi.org/10.1016/j.amepre.2015.02.001
https://doi.org/10.1007/s11218-021-09640-z
https://doi.org/10.1016/j.stueduc.2013.05.001
https://sci-arch.net/index.php/wwbhen/article/view/72

MODERATING EFFECT OFTEACHER EXPERIENCE 89

Engel, G. L. (1977). The need for a new medical model: A challenge for biomedicine.
Psychodynamic Psychiatry, 40(3), 377-96. https://doi.or/10.101521pdps2012403377

Eppley, K. (2015). Hey, I saw your grandparents at Walmart: Teacher education for rural schools
and communities. The Teacher Educator, 50(1), 67-86

Essary, J., Barza, L., & Thurston, R. (2020). Secondary traumatic stress among educators. Kappa
Delta Pi Record, 56(3), 116—121. https://doi.org/10.1080/00228958.2020.177004

Evans-Palmer, T. (2015). Humor and self-efficacy traits that support the emotional well-being of
educators. Journal of Research in Innovative Teaching, 8(1), 20-33.

Everall, R., & Paulson, B. (2004). Burnout and secondary traumatic stress: Impact on ethical
behavior. Canadian Journal of Counseling, 38(1), 25-35.

Felitti, V. (2002). The relation between adverse childhood experiences and adult health: Turning
gold into lead. The Permanente Journal, 6(1), 44—47. https://doi.org/10.7812/TPP/02.994

Felitti, V., Anda, R., Nordenberg, D., Williamson, D., Spitz, A., Edwards, V., Koss, M., & Marks,
J. (1998). Relationship of childhood abuse and household dysfunction to many of the
leading causes of death in adults: The adverse childhood experiences (ACE) study.
American Journal of Preventive Medicine, 14(4), 245-258.
https://doi.org/10.1016/S0749-3797(98)00017-8

Fernandez, A., Ramos, M., Silva, S., Nina, K., & Pontes, F. (2016). Overview of research on
Teacher self-efficacy in social cognitive perspective. Anales de Psicologia / Annals of
Psychology, 32(3), 793—-802. https://doi.org/10.6018/analesps.32.2.220171

Figley, C. (1995). Compassion fatigue: Toward a new understanding of the costs of caring. In B.
H. Stamm (Ed.), Secondary traumatic stress: Self-care issues for clinicians, researchers,

and educators, (pp. 3—28). Sidran Press.


https://doi.or/10.101521pdps2012403377
https://doi.org/10.1080/00228958.2020.177004
https://doi.org/10.7812/TPP/02.994
https://doi.org/10.1016/S0749-3797(98)00017-8
https://doi.org/10.6018/analesps.32.2.220171

MODERATING EFFECT OFTEACHER EXPERIENCE 90

Fleckman, J., Petrovic, L., Simon, K., Peele, H., Baker, C., Overstreet, S., & New Orleans
Trauma-Informed Learning Collaborative. (2022). Compassion satisfaction, secondary
traumatic stress, and burnout: A mixed methods analysis in a sample of public school
educators working in marginalized communities. School Mental Health, 14, 933-950.
https://doi.org/10.1007/s12310-022-09515-4

Gagnon, D., & Mattingly, M. (2015). State policy responses to ensuring excellent educators in
rural schools. Journal of Research in Rural Education, 30(13), 1-14. Retrieved from
https://jrre.psu.edu/sites/default/files/2019-08/30-13.pdf

Gall, M. D., Gall, J. P., & Borg, W. R. (2007). Educational research: An introduction (8th ed.).
Pearson.

Garcia-Carmona, M., Marin, M., & Aguayo, R. (2018). Burnout syndrome in secondary school
teachers: A systematic review and meta-analysis. Social Psychology of Education, 22,
189-208. https://doi.org/10.1007/s11212-018-9471-9

Gottfried, R., & Bride, B. (2018). Trauma-secondary, vicarious, and compassion fatigue. In The
Encyclopedia of social work. National Association of Social Workers and Oxford
University Press. https://doi.org/10.1093/acrefore/9780199975839.013.1085

Halevi, E., & Idisis, Y. (2017). Who helps the helper? Differentiation of self as an indicator for
resisting vicarious traumatization. Psychological Trauma: Theory, Research, and Policy,
10(6), 698—705. https://doi.org/10.1037/tra0000318

Herrenkold, T., Hong, S., & Verbrugge, B. (2019). Trauma-informed programs based in schools:
Linking concepts to practices and assessing the evidence. American Journal of

Community Psychology, 64, 373-388. https://doi.org/10.1002/ajcp.12362


https://doi.org/10.1007/s12310-022-09515-4
https://jrre.psu.edu/sites/default/files/2019-08/30-13.pdf
https://doi.org/10.1007/s11212-018-9471-9
https://doi.org/10.1093/acrefore/9780199975839.013.1085
https://psycnet.apa.org/doi/10.1037/tra0000318
https://doi.org/10.1002/ajcp.12362

MODERATING EFFECT OFTEACHER EXPERIENCE 91

Hill, P. (2015). Resource constraints in rural education. Eduwonk.
https://www.eduwonk.com/2015/06/paul-hill-on-rural-edu-third-in-a-series-resource-
constraints-in-rural-education.html#more-15849

Hinds, E., Jones, L. B., Gau, J. M., Forrester, K. K., & Biglan, A. (2015). Teacher distress and
the role of experiential avoidance. Psychology in the Schools, 52(3), 284-297.
https://doi.org/10.1002/pits.21821

Honsinger, C., & Brown, M. (2019). Preparing trauma-sensitive teachers: Strategies for teacher
educators. Teacher Educators’ Journal, 12, 129—-152. https://www.ateva.org/journal-1/

Horn, C., Burnett, C., Lowery, S., & White, C. (2021). Texas teacher workforce report.
https://www.raiseyourhandtexas.org/wp-content/uploads/2020/11/Texas-Teacher-
Workforce-Report.pdf

Hughes, M., & Tucker, W. (2018). Poverty as an adverse childhood experience. North Carolina
Medical Journal, 79(2), 124—126. https://www.doi/org.10.18043/ncm.79.2.124. PMID:
29563312.

Hussain, S., Khan, S., & Bidar, M. (2022). Self-efficacy of teachers: A review of the literature.
Jamshedpur Research Review Journal, 1(50), 110-116.

Hydon, S., Wong, M., Langley, A., Stein, B., & Kataoka, S. (2015). Preventing secondary
traumatic stress in educators. Child Adolescent Psychiatric Clinic North America, 24,
319-333. http://dx.doi.org/10/1016/j.chc.2014.11.003

Johnson, A., Kuhfeld, M., & Soland, J. (2021). The forgotten 20%: Achievement and growth in
rural schools across the nation. AERA Open, 7.

https://doi.org/10.1177/23328584211052046


https://www.eduwonk.com/2015/06/paul-hill-on-rural-edu-third-in-a-series-resource-constraints-in-rural-education.html#more-15849
https://www.eduwonk.com/2015/06/paul-hill-on-rural-edu-third-in-a-series-resource-constraints-in-rural-education.html#more-15849
https://doi.org/10.1002/pits.21821
https://www.ateva.org/journal-1/
https://www.raiseyourhandtexas.org/wp-content/uploads/2020/11/Texas-Teacher-Workforce-Report.pdf
https://www.raiseyourhandtexas.org/wp-content/uploads/2020/11/Texas-Teacher-Workforce-Report.pdf
https://www.doi/org.10.18043/ncm.79.2.124
http://dx.doi.org/10/1016/j.chc.2014.11.003
https://doi.org/10.1177/23328584211052046

MODERATING EFFECT OFTEACHER EXPERIENCE 92

Kaiser, T., Li, J., Pollmann-Schult, M., & Song, A. Y. (2017). Poverty and child behavioral
problems: The mediating role of parenting and parental well-being. International Journal
of Environmental Research and Public Health, 14(9), 981.
https://www.doi.org/10.3390/ijerph14090981

Kerig, P. (2019). Enhancing resilience among providers of trauma-informed care: A curriculum
for protection against secondary traumatic stress among non-mental health professionals.
Journal of Aggression, Maltreatment, & Trauma, 28(5), 613—630.
https://doi.org/10.1080/10926771.2018.1468373

Kim, L., & Klassen, R. (2018). Teachers’ cognitive processing of complex school-based
scenarios: Differences across experience levels. Teaching and Teacher Education, 73,
215-226. https://doi.org/10.1016/j.tate.2018.04.006

Kini, T., & Podolsky, A. (2017). Teaching experience and teaching effectiveness.
https://www.aft.org/ae/fall2016/notebook#:~:text=As%?20teachers%20gain%20experienc
€%2C%?20their,success%2C%20such%20as%20school%20attendance

Klassen, R., Bong, M., Usher, E., Chong, W., Huan, V., Wong, 1., & Georgiou, T. (2009).
Exploring the validity of a teachers’ self-efficacy scale in five countries. Contemporary
Educational Psychology, 34(1), 67-76.

Kyriacou, C. (2001). Teacher stress: Directions for future research. Educational Review, 53(1),
27-35. https://doi.org/10.1080/00131910120033628

Landa, J. (2024). Employed teacher demographics 2016—17 through 2023—24.
https://tea.texas.gov/reports-and-data/educator-data/employed-teacher-demographics-

2023-2024.pdf


https://www.doi.org/10.3390/ijerph14090981
https://doi.org/10.1080/10926771.2018.1468373
https://doi.org/10.1016/j.tate.2018.04.006
https://doi.org/10.1016/j.tate.2018.04.006
https://www.aft.org/ae/fall2016/notebook#:~:text=As%20teachers%20gain%20experience%2C%20their,success%2C%20such%20as%20school%20attendance

https://www.aft.org/ae/fall2016/notebook#:~:text=As%20teachers%20gain%20experience%2C%20their,success%2C%20such%20as%20school%20attendance

https://psycnet.apa.org/doi/10.1080/00131910120033628
https://tea.texas.gov/reports-and-data/educator-data/employed-teacher-demographics-2023-2024.pdf
https://tea.texas.gov/reports-and-data/educator-data/employed-teacher-demographics-2023-2024.pdf

MODERATING EFFECT OFTEACHER EXPERIENCE 93

Lang, P. J. (1979). A bio-informational theory of emotional imagery. Psychophysiology, 16(6),
495-512.

Lazarides, R., Watt, H., & Richardson, P. (2020). Teachers’ classroom management self-efficacy,
perceived classroom management and teacher contexts from beginning until mid-career.
Learning and Instruction, 69, 1-14. https://doi.org/10.1016/j.learninsturct.2020.101346

Lazarus, R., & Folkman, S. (1984). Stress, appraisal, and coping. Springer Publishing Company,
Incorporated.
https://ebookcentral.proquest.com/lib/liberty/reader.action?docID=423337&ppg=37

Lee, M. F.,, & Lai, C. S. (2020). Mental health level and happiness index among female teachers
in Malaysia. Annals Tropical Medicine & Public Health, 23(S13A), SP231304.
http://doi.org/10.36295/ASR0.2020.231304

Leedy, P., & Ormrod, J. (2018). Practical research (12th edition). Pearson Education.

Leitch, L. (2017). Action steps using ACEs and trauma-informed care: A resilience model.
Health and Justice, 5(5), 1-10. https://doi.org/1186/s40352-017-0050-5

L’Estrange, L., & Howard, J. (2022). Trauma-informed initial teacher education training: A
necessary step in a system-wide response to addressing childhood trauma. Frontiers in
Education, 7, 1-12. https://doi.org/10.3389/feduc.2022.929582

Luo, J. (2016). Primary question and hypothesis testing in randomized controlled clinical trials.
Shanghai Archives of Psychiatry, 28(3), 177-180. https://doi.org/10.11919/j.issn.1002-

0829.216057


https://doi.org/10.1016/j.learninsturct.2020.101346
https://ebookcentral.proquest.com/lib/liberty/reader.action?docID=423337&ppg=37
http://doi.org/10.36295/ASRO.2020.231304
https://doi.org/1186/s40352-017-0050-5
https://doi.org/10.3389/feduc.2022.929582
https://doi.org/10.11919/j.issn.1002-0829.216057
https://doi.org/10.11919/j.issn.1002-0829.216057

MODERATING EFFECT OFTEACHER EXPERIENCE 94

MacLochlainn, J., Kirby, K., McFadden, P., & Mallett, J. (2021). An evaluation of whole-school
trauma-informed training intervention among post-primary school personnel: A mixed
methods study. Journal of Child & Adolescent Trauma, 15, 925-941.
https://doi.org/10.1007/s40653-021-00432-3

Macro Learning. (2023). The rise of teacher stress. https://marcolearning.com/crayons-and-
cortisol-the-epidemic-of-teacher-stress/

Makadia, R., Sabin-Farrell, R., & Turpin, G. (2017). Indirect exposure to client trauma and the
impact on trainee clinical psychologists: Secondary traumatic stress or vicarious
traumatization? Clinical Psychology & Psychotherapy, 24(5), 1059-1068.
https://doi.org/10.1002/cpp.2068

Malach-Pines, A. (2005). The burnout measure, short version. International Journal of Stress
Management, 12, 78-88. https://doi.org/10.1037/1072- 5245.12.1.78

Maynard, B., Farina, A., Dell, N., & Kelly, M. (2019). Effects of trauma-informed approaches in
schools: A systematic review. Campbell Systematic Reviews, 15(1), 1-18.
https://doi.org/10.1002/c12.1018

McCleod, S. (2023). Likert scale questionnaire: Examples and analysis.
https://www.simplypsychology.org/likert-scale.html

Mendelson, T., Tandon, D., O’Brenna, L., Leaf, P., & Lalongo, N. (2015). Brief report: Moving
prevention into schools: The impact of a trauma-informed school-based intervention.
Journal of Adolescence, 43, 142—147. http://dx.doi.org/10.1016/j-

adolescence.2015.05.017


https://doi.org/10.1007/s40653-021-00432-3
https://marcolearning.com/crayons-and-cortisol-the-epidemic-of-teacher-stress/
https://marcolearning.com/crayons-and-cortisol-the-epidemic-of-teacher-stress/
https://doi.org/10.1002/cpp.2068
https://doi.org/10.1037/1072-%205245.12.1.78
https://doi.org/10.1002/cl2.1018
https://www.simplypsychology.org/likert-scale.html
http://dx.doi.org/10.1016/j-adolescence.2015.05.017
http://dx.doi.org/10.1016/j-adolescence.2015.05.017

MODERATING EFFECT OFTEACHER EXPERIENCE 95

Merrick, M. T., Ford, D. C., Ports, K. A., & Guinn, A. S. (2018). Prevalence of adverse
childhood experiences from the 2011-2014 behavioral risk factor surveillance system in
23 states. JAMA Pediatrics, 172(11), 1038—1044.

Miller, B., & Sprang, G. (2017). A components-based practice and supervision model for
reducing compassion fatigue by affecting clinician experience. Traumatology, 23(2),
153—164. https://doi.org/10.1037/trm0000058

Mohamed, A. (2015). Burnout and work stress among disability centers staff in Oman.
International Journal of Special Education, 30(1), 25-36.

Molnar, B., Sprang, G., Killian, K., Gottfried, R., Emery, V., & Bride, B. (2017). Advancing
science and practice for vicarious traumatization/secondary traumatic stress: A research
agenda. Traumatology, 23(2), 129—142. https://doi.org/10.1037/trm0000122

Monk, D. (2023). Defining rural Texas: Identifying and supporting rural areas.
https://comptroller.texas.gov/economy/fiscal-notes/2023/aug/rural.php

National Center for PSTD. (2023). Secondary traumatic stress scale.
https://www.ptsd.va.gov/professional/treat/care/toolkits/provider/selfAssessmentOtherTo
ols.asp?page=references.html

National Child Traumatic Stress Network. (2018). Trauma-informed schools for children in K-
12: A system framework. https://www.nctsn.org/resources/trauma-informed-schools-
children-k-12-system-framework

National Child Traumatic Stress Network, Secondary Traumatic Stress Committee. (2011).
Secondary traumatic stress: A fact sheet for child-serving professionals.
https://www.nctsn.org/sites/default/files/resources/fact-

sheet/secondary traumatic_stress_child serving professionals.pdf


https://psycnet.apa.org/doi/10.1037/trm0000058
https://psycnet.apa.org/doi/10.1037/trm0000122
https://comptroller.texas.gov/economy/fiscal-notes/2023/aug/rural.php
https://www.ptsd.va.gov/professional/treat/care/toolkits/provider/selfAssessmentOtherTools.asp?page=references.html
https://www.ptsd.va.gov/professional/treat/care/toolkits/provider/selfAssessmentOtherTools.asp?page=references.html
https://www.nctsn.org/resources/trauma-informed-schools-children-k-12-system-framework
https://www.nctsn.org/resources/trauma-informed-schools-children-k-12-system-framework
https://www.nctsn.org/sites/default/files/resources/fact-sheet/secondary_traumatic_stress_child_serving_professionals.pdf
https://www.nctsn.org/sites/default/files/resources/fact-sheet/secondary_traumatic_stress_child_serving_professionals.pdf

MODERATING EFFECT OFTEACHER EXPERIENCE 96

Nie, Y. (2012). The teacher efficacy scale: A reliability and validity study. 4sia Pacific Journal of
Education, 21(2), 414-421.

Nie, Y., Tan, G., Liau, A., Lau, S., & Chua, B. (2012). The roles of teacher self-efficacy in
instructional innovation: Its predictive relations to constructivist and didactic instruction.
Educational Research for Policy and Practice, 11. https://doi.org/10.1007/s10671-012-
9128-y

Nieto, J., Salvo-Garrido, S., Dominguez-Lara, S., Polanco-Levican, K., & Mieres-Chacaltana, M.
(2023). Psychometric properties of the teachers’ sense of self-efficacy scale in a sample
of Chilean public school teachers. Frontiers in Psychology, 14.
https://doi.org/10.3389/fpsyg.2023.1272548

Nijdam, M., & Wittmann, L. (2022). Psychological and social theories of PTSD. In Schnyder,
U., Cloitre, M. (Eds.) Evidence-based treatments for trauma-related psychological
disorders. Springer. https://doi.org/10.1007/978-3-030-97802-0 3

1990s Education: Overview. (n.d.). U*X*L American decades.
https://www.encyclopedia.com/social-sciences/culture-magazines/1990s-education-
overview

Oberg, G., Carroll, A., & Macmahon, S. (2022). Compassion fatigue and secondary traumatic
stress in teachers: How they contribute to burnout and how they are related to trauma-
awareness. Frontiers in Education, 8, 1-10. https://doi.org/10.3389/feduc.2023.1128618

Ormiston, H., Nygaard, M., & Apgar, S. (2022). A systematic review of secondary traumatic
stress and compassion fatigue in teachers. School Mental Health, 14, 802-817.

https://doi.org/10.1007/s12310-002-09525-2


https://doi.org/10.1007/s10671-012-9128-y
https://doi.org/10.1007/s10671-012-9128-y
https://doi.org/10.3389/fpsyg.2023.1272548
https://doi.org/10.1007/978-3-030-97802-0_3
https://www.encyclopedia.com/social-sciences/culture-magazines/1990s-education-overview
https://www.encyclopedia.com/social-sciences/culture-magazines/1990s-education-overview
https://doi.org/10.3389/feduc.2023.1128618
https://doi.org/10.1007/s12310-002-09525-2

MODERATING EFFECT OFTEACHER EXPERIENCE 97

Parajes, F. (1997). Current directions in self-efficacy research. In H. Marsh, R, Craven, & D
Mclnem (Eds.) International advances in self-research, 1-49. Information Age
Publishing.

Philadelphia ACE Project. (2012). Philadelphia ACE survey. https://www.philadelphiaaces.org/

Porche, M. V., Costello, D. M., & Rosen-Reynoso, M. (2016). Adverse family experiences, child
mental health, and educational outcomes for a national sample of students. School Mental
Health, 8, 44—60. https://doi.org/10.1007/s12310-01609174-3

Poulou, M. S., Reddy, L. A., & Dudek, C. M. (2019). Relation of teacher self-efficacy and
classroom practices: A preliminary investigation. School Psychology International, 40(1),
25-48. https://doi.org/10.1177/0143034318798045

Price, P., Jhangiani, R., Chiang, 1., Leighton, D., & Cuttler, C. (2017). Nonexperimental research.
Research methods in psychology. Creative Commons Attribution-NonCommerical-
ShareAlike 4.0 International License. https://opentext.wsu.edu/carriecuttler/front-
matter/about-this-book-2/

Prilleltensky, 1., Neff, M., & Bessell, A. (2016). Teacher stress: What it is, why it’s important,
how it can be alleviated. Theory into Practice, 55(2), 104-111.
https://www.doi.org/10.1080/00405841.2016.1148986

Rankin, B. (2022). An overview of research on secondary traumatic stress in k-12 teaching: What
we know and what we still need to learn. The Educational Forum, 86(2), 138—150.
https://doi.org/10.1080/00131725.2020.1860172

Roberts, T., & Murray, A. (2023). Beyond trauma informed practices: Recommendations for
secondary traumatic stress in educators. Psychology, 14, 1-12.

https://doi.org/10.4236/psych.2023.141001


https://www.philadelphiaaces.org/
https://doi.org/10.1007/s12310-01609174-3
https://doi.org/10.1177/0143034318798045
https://opentext.wsu.edu/carriecuttler/front-matter/about-this-book-2/
https://opentext.wsu.edu/carriecuttler/front-matter/about-this-book-2/
https://www.doi.org/10.1080/00405841.2016.1148986
https://doi.org/10.1080/00131725.2020.1860172
https://doi.org/10.4236/psych.2023.141001

MODERATING EFFECT OFTEACHER EXPERIENCE 98

Schepers, O. (2017). A teacher at risk: Giving voice to teacher secondary traumatic stress.
https://www.semanticscholar.org/paper/A-Teacher-at-Risk%3 A-Giving-Voice-to-Teacher-
Stress-Schepers/3608b382d6a614368f189034¢18819809440d8f1

Schepers, O., & Young, K. (2023). Mitigating secondary traumatic stress in preservice educators:
A pilot study on the role of trauma-informed practice seminars. Psychology in the
Schools, 59, 316-333. https://doi.org/10.1002/pits.22610

Schwarzer, R., & Hallum, S. (2008). Perceived teacher self-efficacy as a predictor of job stress
and burnout. Mediation analyses. Applied Psychology, 57, 152-71.
https://doi.org/10.1111/.1464-0597.2008.00359.x

Shoulders, T., & Krei, D. (2015). Rural high school teachers’ self-efficacy in student
engagement, instructional strategies, and classroom management. American Secondary
Education, 44(1), 50-61. https://www.jstor.org/stable/43694226

Simon, K., Petrovic, L., Baker, C., & Overstreet, S. (2022). An examination of the associations
among teacher secondary traumatic stress, teacher-student relationship quality, and
student socio-emotional functioning. School Mental Health, 14, 213-224.
https://doi.org/10.1007/s12310-022-09507-4

Skaalvik, E. M., & Skaalvik, S. (2017). Teacher stress and teacher self-efficacy: Relations and
consequences. In MclIntyre, T., McIntyre, S., Francis, D. (Eds.) Educator stress: Aligning
perspectives on health, safety, and well-being. Springer. https://doi.org/10.1007/978-3-
319-53053-6 5

Smith, D., & Milstein, M. (1984). Stress and teachers. Urban Education, 19(1), 39-51.

https://doi.org/10.1177/004208598401900105


https://www.semanticscholar.org/paper/A-Teacher-at-Risk%3A-Giving-Voice-to-Teacher-Stress-Schepers/3608b382d6a614368f189034e18819809440d8f1
https://www.semanticscholar.org/paper/A-Teacher-at-Risk%3A-Giving-Voice-to-Teacher-Stress-Schepers/3608b382d6a614368f189034e18819809440d8f1
https://doi.org/10.1002/pits.22610
https://doi.org/10.1111/j.1464-0597.2008.00359.x
https://www.jstor.org/stable/43694226
https://doi.org/10.1007/s12310-022-09507-4
https://doi.org/10.1007/978-3-319-53053-6_5
https://doi.org/10.1007/978-3-319-53053-6_5
https://doi.org/10.1177/004208598401900105

MODERATING EFFECT OFTEACHER EXPERIENCE 99

Soma, C. (2020). ADHD? Odd? It could be trauma. https://starr.org/2020/adhd-odd-it-could-be-
trauma/

Sprang, G., & Garcia, A. (2022). An investigation of secondary traumatic stress and trauma-
informed care utilization in school personnel. Journal of Child & Adolescent Trauma, 15,
1095-1103. https://doi.org/10.1007/s40653-022-00465-2

Sprang, G., Lei, F., & Bush, H. (2021). Can organizational efforts lead to less secondary
traumatic stress? A longitudinal investigation of change. American Journal of
Orthopsychiatry, 91(4), 443—453. https://doi.org/10.1037/0rt0000546

Staake, J. (2023). How many teachers are in the U.S.? (and more interesting teacher statistics).
https://www.weareteachers.com/how-many-teachers-are-in-the-us/

Stajkovic, A., & Luthans, F. (2002, January). Social cognitive theory and self-efficacy:
Implications for motivation theory and practice. Research Gate.
https://www.researchgate.net/publication/258995495 Social_cognitive_theory and_self-
efficacy_Implications_for_motivation_theory and_practice

State Office of Rural Health. (2023). Rural health for Texas.
https://www.ruralhealthinfo.org/states/texas#:~:text=The%20ERS%20reports%2C%20ba
sed%200n,ACS%20data%20reported%20by%20ERS

Streeter, L. (2021). Why so many teachers are thinking of quitting? The Washington Post
Magazine. https://www.washingtonpost.com/magazine/2021/10/18/teachers-resign-
pandemic/

Substance Abuse and Mental Health Services Administration. (2023). Understanding child

trauma. https://www.samhsa.gov/child-trauma/understanding-child-trauma


https://starr.org/2020/adhd-odd-it-could-be-trauma/
https://starr.org/2020/adhd-odd-it-could-be-trauma/
https://doi.org/10.1007/s40653-022-00465-2
https://doi.org/10.1037/ort0000546
https://www.weareteachers.com/how-many-teachers-are-in-the-us/
https://www.researchgate.net/publication/258995495_Social_cognitive_theory_and_self-efficacy_Implications_for_motivation_theory_and_practice
https://www.researchgate.net/publication/258995495_Social_cognitive_theory_and_self-efficacy_Implications_for_motivation_theory_and_practice
https://www.ruralhealthinfo.org/states/texas#:~:text=The%20ERS%20reports%2C%20based%20on,ACS%20data%20reported%20by%20ERS
https://www.ruralhealthinfo.org/states/texas#:~:text=The%20ERS%20reports%2C%20based%20on,ACS%20data%20reported%20by%20ERS
https://www.washingtonpost.com/magazine/2021/10/18/teachers-resign-pandemic/
https://www.washingtonpost.com/magazine/2021/10/18/teachers-resign-pandemic/
https://www.samhsa.gov/child-trauma/understanding-child-trauma

MODERATING EFFECT OFTEACHER EXPERIENCE 100

Swanson, H., O’Conner, J., & Cooney, J. (1990). An information processing analysis of expert
and novice teachers’ problem solving. American Educational Research Journal, 27(3),
533-556.

Szymanski, K., Sapanski, L., & Conway, F. (2011). Trauma and ADHD—Association or
diagnostic confusion? A clinical perspective. Journal of Infant, Child, and Adolescent
Psychotherapy, 10(1), 51-59. https://doi.org/10.1080/15289168.2011.575704

Texas Education Agency. (2017). District type glossary of terms. https://tea.texas.gov/reports-
and-data/school-data/district-type-data-search/district-type-glossary-of-terms-2015-
16#:~:text=A%20rural%20district%20has%?20either,has%20a%20population%2001%204
%2C080

Texas Education Agency. (2023). Employed teacher demographics 2016—17 through 2023—-24.
https://tea.texas.gov/reports-and-data/educator-data/employed-teacher-demographics-
2023-2024.pdf

Texas Rural Task Force. (2017). Elevating support for Texas rural and small schools.
https://tea.texas.gov/system/files/17-
0648%?20Texas%20Rural%20Schools%20Taskforce%20Report%20v06%20FINAL%20-
%20lm.pdf

Thomas, M., Crosby, S., & Vanderhaar, J. (2019). Trauma-informed practices in schools across
two decades: An interdisciplinary review of research. Review of Research in Education,
43, 422-452. https://doi.org/10.3102/0091732X18821123

Truscott, D., & Truscott, S. (2005). Differing circumstances, shared challenges: Finding common

ground between urban and rural schools. Phi Delta Kappa, 87(2), 123—130.


https://doi.org/10.1080/15289168.2011.575704
https://tea.texas.gov/reports-and-data/school-data/district-type-data-search/district-type-glossary-of-terms-2015-16#:~:text=A%20rural%20district%20has%20either,has%20a%20population%20of%204%2C080

https://tea.texas.gov/reports-and-data/school-data/district-type-data-search/district-type-glossary-of-terms-2015-16#:~:text=A%20rural%20district%20has%20either,has%20a%20population%20of%204%2C080

https://tea.texas.gov/reports-and-data/school-data/district-type-data-search/district-type-glossary-of-terms-2015-16#:~:text=A%20rural%20district%20has%20either,has%20a%20population%20of%204%2C080

https://tea.texas.gov/reports-and-data/school-data/district-type-data-search/district-type-glossary-of-terms-2015-16#:~:text=A%20rural%20district%20has%20either,has%20a%20population%20of%204%2C080

https://tea.texas.gov/reports-and-data/educator-data/employed-teacher-demographics-2023-2024.pdf
https://tea.texas.gov/reports-and-data/educator-data/employed-teacher-demographics-2023-2024.pdf
https://tea.texas.gov/system/files/17-0648%20Texas%20Rural%20Schools%20Taskforce%20Report%20v06%20FINAL%20-%20lm.pdf
https://tea.texas.gov/system/files/17-0648%20Texas%20Rural%20Schools%20Taskforce%20Report%20v06%20FINAL%20-%20lm.pdf
https://tea.texas.gov/system/files/17-0648%20Texas%20Rural%20Schools%20Taskforce%20Report%20v06%20FINAL%20-%20lm.pdf
https://doi.org/10.3102/0091732X18821123

MODERATING EFFECT OFTEACHER EXPERIENCE 101

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing an elusive
construct. Teaching and Teacher Education, 17, 783—805.
http://mxtsch.people.wm.edu/Scholarship/TATE TSECapturingAnElusiveConstruct.pdf

Turney, S. (2024). Pearson correlation coefficient (r) | guide & examples. Scribbr.
https://www.scribbr.com/statistics/pearson-correlation-
coefficient/#:~:text=The%20Pearson%?20correlation%20coefficient%20(r,the%20relation
ship%?20between%20two%?20variables

U.S. Census Bureau. (2022). Nations teachers more diverse but still lag racial, ethnic, and
student makeup. https://www.census.gov/library/stories/2022/01/nations-teachers-more-
diverse-but-still-lag-racial-ethnic-makeup-of-
students.html#:~:text=Texas%201s%20the%20second%20most,and%2043%2C505%20in
%20Dallas%20County

Valent, P. (1995). Survival strategies: A framework for understanding secondary traumatic stress
and coping in helpers. Compassion fatigue: Coping with secondary traumatic stress
disorder in those who treat the traumatized, 21-50. http://www.paulvalent.com/wp-
content/uploads/2013/02/helper_stress_04.pdf

Van den Bogert, N., van Bruggen, J., Kostons, D., & Jochems, W. (2014). First steps into
Understanding teachers’ visual perception of classroom events. Teacher and Teacher
Education, 37, 208-216.

van der Kolk, B. (2015). The body keeps the score: Brain, mind, and body in the healing of

trauma. Penguin Books.


http://mxtsch.people.wm.edu/Scholarship/TATE_TSECapturingAnElusiveConstruct.pdf
https://www.scribbr.com/statistics/pearson-correlation-coefficient/#:~:text=The%20Pearson%20correlation%20coefficient%20(r,the%20relationship%20between%20two%20variables
https://www.scribbr.com/statistics/pearson-correlation-coefficient/#:~:text=The%20Pearson%20correlation%20coefficient%20(r,the%20relationship%20between%20two%20variables
https://www.scribbr.com/statistics/pearson-correlation-coefficient/#:~:text=The%20Pearson%20correlation%20coefficient%20(r,the%20relationship%20between%20two%20variables
https://www.census.gov/library/stories/2022/01/nations-teachers-more-diverse-but-still-lag-racial-ethnic-makeup-of-students.html#:~:text=Texas%20is%20the%20second%20most,and%2043%2C505%20in%20Dallas%20County
https://www.census.gov/library/stories/2022/01/nations-teachers-more-diverse-but-still-lag-racial-ethnic-makeup-of-students.html#:~:text=Texas%20is%20the%20second%20most,and%2043%2C505%20in%20Dallas%20County
https://www.census.gov/library/stories/2022/01/nations-teachers-more-diverse-but-still-lag-racial-ethnic-makeup-of-students.html#:~:text=Texas%20is%20the%20second%20most,and%2043%2C505%20in%20Dallas%20County
https://www.census.gov/library/stories/2022/01/nations-teachers-more-diverse-but-still-lag-racial-ethnic-makeup-of-students.html#:~:text=Texas%20is%20the%20second%20most,and%2043%2C505%20in%20Dallas%20County
http://www.paulvalent.com/wp-content/uploads/2013/02/helper_stress_04.pdf
http://www.paulvalent.com/wp-content/uploads/2013/02/helper_stress_04.pdf

MODERATING EFFECT OFTEACHER EXPERIENCE 102

Visentin, D., Cleary, M., & Hunt, G. (2020). The earnestness of being important: Reporting non-
significant statistical results. Journal of Advance Nursing, 76, 917-919.
https://doi.org/10.1111/jan.14283

von Muenchhausen, S., Braeunig, M., Pfeifer, R., Goritz, A. S., Bauer, J., Lahmann, C., &
Wuensch, A. (2021). Teacher self-efficacy and mental health-Their intricate relation to
professional resources and attitudes in an established manual-based psychological group
program. Frontiers in Psychiatry, (12), 510183.
https://doi.org/10.3389/fpsyt.2021.510183

Wolff, C., Jarodzka, H., & Boshuizen, H. (2017). See and tell: Differences between expert and
novice teachers’ interpretations of problematic classroom management events. Teaching
and Teacher Education, 66, 295-308. https://doi.org/10.1016/j.tate.2017.04.015

Wong, C., & Monaghan, M. (2020). Chapter 5 — Behavior change techniques for diabetes
technologies. Diabetes Digital Health.

https://www.sciencedirect.com/science/article/pii/B978028174852000055


https://doi.org/10.1111/jan.14283
https://doi.org/10.3389/fpsyt.2021.510183
https://doi.org/10.1016/j.tate.2017.04.015
https://www.sciencedirect.com/science/article/pii/B978028174852000055

MODERATING EFFECT OFTEACHER EXPERIENCE 103

Appendix A: Results Analysis
Hypothesis 1(a): Scores on the intrusion subscale of the STS will negatively predict
scores on the instructional practices subscale of the Teacher Efficacy Scale (TSES).

Table A1

Intrusion and Instruction Pearson’s r

Intrusion Instruction

Intrusion  Pearson correlation 1 .049
Sig. (2-tailed) 784
N 34 34
Instruction Pearson correlation .049 1
Sig. (2-tailed) 784
N 34 34
Table A2

Intrusion and Instruction Durbin-Watson

Std. Error of the
Model R R? Adjusted R? Estimate Durbin-Watson

1 .049% .002 -.029 25105 1.703
Notes. a. Predictors: (Constant), Intrusion, b. Dependent Variable: Instruction.

Figure Al

Intrusion and Instruction Scatterplot
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Table A3

Intrusion and Instruction ANOVA

Model Sum of Squares df Mean Square F Sig.

1 Regression .005 1 .005 077 .784°
Residual 2.017 32 .063
Total 2.022 33

Notes. a. Dependent Variable: Instruction. b. Predictors: (Constant), Intrusion.
Table A4

Intrusion and Instruction Residuals

Minimum  Maximum Mean SD N
Predicted value 2.5950 2.6465 2.6134 .01209 34
Residual -.61088 40099 .00000 24721 34
Std. predicted value -1.522 2.735 .000 1.000 34
Std. residual -2.433 1.597 .000 .985 34

Note. a. Dependent Variable: Instruction.

Hypothesis 1(b): Scores on the intrusion subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.
Table A5

Intrusion and Management Pearson’s r

Intrusion Management

Intrusion Pearson correlation 1 -.132
Sig. (2-tailed) 458
N 34 34
Management Pearson correlation -.132 1
Sig. (2-tailed) 458

N 34 34
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Table A6

Intrusion and Management Durbin-Watson

Std. Error of the

Model R R? Adjusted R? Estimate Durbin-Watson

1 132¢ .017 -.013 .20965 1.286

Notes. a. Predictors: (Constant), Intrusion, b. Dependent Variable: Management.
Figure A2

Intrusion and Management Scatter Plot
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Table A7

Intrusion and Management ANOVA

Model Sum of Squares df Mean Square F Sig.

1 Regression .025 1 .025 565 458"
Residual 1.407 32 044
Total 1.431 33

Notes. a. Dependent Variable: Management. b. Predictors: (Constant), Intrusion.

Table A8

Intrusion and Management Residuals

105

Minimum Maximum Mean SD N
Predicted value 2.6112 2.7280 2.6863 02743 34
Residual -.52542 .34385 .00000 .20645 34
Std. predicted value -2.735 1.522 .000 1.000 34
Std. residual -2.506 1.640 .000 .985 34

Note. a. Dependent Variable: Management.
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Hypothesis 1(c): Scores on the intrusion subscale of the STSS will negatively predict
scores on the student engagement subscale of the TSES.

Table A9

Intrusion and Engagement Pearson’s r

Intrusion  Engagement

Intrusion Pearson correlation 1 -.031
Sig. (2-tailed) .862
N 34 34
Engagement Pearson correlation -.031 1
Sig. (2-tailed) .862
N 34 34
Table A10

Intrusion and Engagement Durbin-Watson

Std. Error of the
Model R R? Adjusted R* Estimate Durbin-Watson

1 .031* .001 -.030 23508 1.439
Notes. a. Predictors: (Constant), Intrusion, b. Dependent Variable: Engagement.

Figure A3

Intrusion and Engagement Scatter Plot
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Table A1l
Intrusion and Engagement ANOVA
Model Sum of Squares df Mean Square Sig.
1 Regression .002 1 .002 .031 .862°
Residual 1.768 32 .055
Total 1.770 33

Notes. a. Dependent Variable: Engagement. b. Predictors: (Constant), Intrusion.

Table A12

Intrusion and Engagement Residuals

Minimum Maximum Mean SD
Predicted value 2.5392 2.5697 2.5588 .00717 34
Residual -.41749 31793 .00000 .23149 34
Std. predicted value -2.735 1.522 .000 1.000 34
Std. residual -1.776 1.352 .000 .985 34

Note. a. Dependent Variable: Engagement

Hypothesis 1(d): Scores on the avoidance subscale of the STSS will negatively predict

scores on the instructional practices subscale of the TSES.
Table A13

Avoidance and Instruction Pearson’s r

Correlations
Avoidance Instruction

Avoidance Pearson correlation 1 .046
Sig. (2-tailed) 795
N 34 34

Instruction Pearson correlation .046 1
Sig. (2-tailed) 795

N 34 34
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Table A14

Avoidance and Instruction Durbin-Watson

Std. Error of the
Model R R? Adjusted R Estimate

Durbin-Watson

1 .046" .002 -.029 25108 1.707

Notes. a. Predictors: (Constant), Avoidance, b. Dependent Variable: Instruction.
Figure A4

Avoidance and Instruction Scatter Plot
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Table A15

Avoidance and Instruction ANOVA

108

Model Sum of Squares df Mean Square F Sig.
1 Regression .004 1 .004 .069 795P

Residual 2.017 32 .063

Total 2.022 33
Notes. a. Dependent Variable: Instruction. b. Predictors: (Constant), Avoidance.
Table A16
Avoidance and Instruction Residuals

Minimum  Maximum Mean SD N

Predicted value 2.5914 2.6357 2.6134 01147 34
Residual -.60026 .39974 .00000 24724 34
Std. predicted value -1.922 1.937 .000 1.000 34
Std. residual -2.391 1.592 .000 .985 34

Note. a. Dependent Variable: Instruction/
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Hypothesis 1(e): Scores on the avoidance subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.
Table A17

Avoidance and Management Pearson’s r

Avoidance Management

Avoidance  Pearson correlation 1 -.155
Sig. (2-tailed) 381
N 34 34
Management Pearson correlation -.155 1
Sig. (2-tailed) 381
N 34 34
Table A18

Avoidance and Management Durbin-Watson

Std. Error of the
Model R R? Adjusted R* Estimate Durbin-Watson

1 .155a .024 -.006 .20893 1.259
Notes. a. Predictors: (Constant), Avoidance, b. Dependent Variable: Management.

Figure AS

Avoidance and Management Scatter Plot
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Table A19
Avoidance and Management ANOVA
Model Sum of Squares df Mean Square F Sig.
1 Regression 035 1 .035 790 381°
Residual 1.397 32 .044
Total 1.431 33

Note. a. Dependent Variable: Management. b. Predictors: (Constant), Avoidance.
Table A20

Avoidance and Management Residuals

Minimum Maximum Mean SD N
Predicted value 2.6236 2.7484 2.6863 .03233 34
Residual -.50688 .30981 .00000 20574 34
Std. predicted value -1.937 1.922 .000 1.000 34
Std. residual -2.426 1.483 .000 .985 34

Note. a. Dependent Variable: Management.

Hypothesis 1(f): Scores on the avoidance subscale of the STSS will negatively predict

scores on the student engagement subscale of the TSES.
Table A21

Avoidance and Engagement Pearson’s r

Avoidance Engagement
Avoidance Pearson correlation 1 .084
Sig. (2-tailed) .638
N 34 34
Engagement Pearson correlation .084 1
Sig. (2-tailed) .638

N 34 34
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Table A22

Avoidance and Engagement Durbin-Watson

Std. Error of the

Model R R? Adjusted R? Estimate Durbin-Watson

1 .084* .007 -.024 23437

1.413

Notes. a. Predictors: (Constant), Avoidance, b. Dependent Variable: Engagement.
Figure A6

Avoidance and Engagement Scatter Plot
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Table A23

Avoidance and Engagement ANOVA

Model Sum of Squares df Mean Square F Sig.
1 Regression 012 1 012 226 .638P

Residual 1.758 32 .055

Total 1.770 33
Notes. a. Dependent Variable: Engagement. b. Predictors: (Constant), Avoidance.
Table A24
Avoidance and Engagement Residuals

Minimum Maximum Mean SD N

Predicted value 2.5215 2.5964 2.5588 .01939 34
Residual -.40863 .32063 .00000 .23079 34
Std. predicted value -1.922 1.937 .000 1.000 34
Std. residual -1.744 1.368 .000 .985 34

Note. a. Dependent Variable: Engagement.

Hypothesis 1(g): Scores on the arousal subscale of the STSS will negatively predict

scores on the instructional practices subscale of the TSES.
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Table A25

Arousal and Instruction Pearson’s r

Arousal Instruction
Arousal Pearson correlation 1 -.045
Sig. (2-tailed) .801
N 34 34
Instruction Pearson correlation -.045 1
Sig. (2-tailed) .801
N 34 34

Table A26

Arousal and Instruction Durbin-Watson

Std. Error of the
Model R R? Adjusted R? Estimate Durbin-Watson

1 .045% .002 -.029 25109 1.723
Notes. a. Predictors: (Constant), Arousal, b. Dependent Variable: Construction.

Figure A7

Arousal and Instruction Scatter Plot
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Table A27
Arousal and Instruction ANOVA
Model Sum of Squares df Mean Square F Sig.
1 Regression .004 1 .004 .065 .801°
Residual 2.018 32 .063
Total 2.022 33

Notes. a. Dependent Variable: Instruction. b. Predictors: (Constant), Arousal.
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Table A28
Arousal and Instruction Residuals

Minimum Maximum  Mean SD N
Predicted value 2.5891 2.6357 2.6134 01112 34
Residual -.62406 .39923 .00000 24726 34
Std. predicted value -2.188 2.003 .000 1.000 34
Std. residual -2.485 1.590 .000 985 34
Note. a. Dependent Variable: Instruction.

Hypothesis 1(h): Scores on the arousal subscale of the STSS will negatively predict
scores on the classroom management subscale of the TSES.
Table A29
Arousal and Management Pearson’s r
Arousal Management

Arousal Pearson correlation 1 -.093

Sig. (2-tailed) .602

N 34 34
Management Pearson correlation -.093 1

Sig. (2-tailed) .602

N 34 34
Table A30

Arousal and Management Durbin-Watson

Model R R? Adjusted R*

Std. Error of the
Estimate

Durbin-Watson

1 .093¢% .009 -.022

21059

1.294

Notes. a. Predictors: (Constant), Arousal, b. Dependent Variable: Management.
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Figure A8
Arousal and Management Scatter Plot
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Table A31
Arousal and Management ANOVA
Model Sum of Squares df Mean Square F Sig.
1 Regression 012 1 .012 277 .602°

Residual 1.419 32 .044

Total 1.431 33
Notes. a. Dependent Variable: Management. b. Predictors: (Constant), Arousal.
Table A32
Arousal and Management Residuals

Minimum  Maximum Mean SD N

Predicted value 2.6441 2.7249 2.6863 .01930 34
Residual -.51109 32225 .00000 20737 34
Std. predicted value -2.188 2.003 .000 1.000 34
Std. residual -2.427 1.530 .000 .985 34

Note. a. Dependent Variable: Management.

Hypothesis 1(i): Scores on the arousal subscale of the STSS will negatively predict

scores on the student engagement subscale of the TSES.
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Table A33

Arousal and Engagement Pearson’s r

115

Arousal Engagement

Arousal Pearson correlation 1 .034

Sig. (2-tailed) .849

N 34 34
Engagement Pearson correlation .034 1

Sig. (2-tailed) .849

N 34 34
Table A34

Arousal and Engagement Durbin-Watson

Std. Error of the

Model R R? Adjusted R? Estimate

Durbin-Watson

1 .034* .001 -.030 23506

1.437

Notes. a. Predictors: (Constant), Arousal, b. Dependent Variable: Engagement.

Figure A9

Arousal and Engagement Scatter Plot
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Table A35

Arousal and Engagement ANOVA

116

Model Sum of Squares df Mean Square F Sig.
1 Regression .002 1 .002 .037 .849°

Residual 1.768 32 .055

Total 1.770 33
Notes. a. Dependent Variable: Engagement. b. Predictors: (Constant), Arousal.
Table A36
Arousal and Engagement Residuals

Minimum Maximum  Mean SD N

Predicted value 2.5431 2.5760 2.5588 .00787 34
Residual -41395 31133 .00000 23147 34
Std. predicted value -2.003 2.188 .000 1.000 34
Std. residual -1.761 1.324 .000 .985 34

Note. a. Dependent Variable: Engagement
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Appendix B: Permission for Teacher Self-Efficacy Scale Survey

William & Mary
School of Education

MEGAN TSCHANNEN-MORAN, PHD
December 29, 2023

Donna Short,

You have my permission to use the Teacher Sense of Efficacy Scale (formerly called the Ohio
State Teacher Sense of Efficacy Scale), which I developed with Woolfolk Hoy, A., in your
research.

You can find a copy of the measure and scoring directions on my website at
https://mxtsch.pages.wm.edu/.

Please use the following as the proper citation:

Tschannen-Moran, M & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive
construct. Teaching and Teacher Education, 17, 783-805.

I will also attach directions you can follow to access my password-protected website, where you
can find the supporting references for this measure as well as other articles I have written on this
and related topics.

All the best,

Megan Tschannen-Moran
William & Mary School of Education

P.O.Box 8795 + Williamsburg, VA 23187-8795 '« (757)221-2187 + mxtsch@wm.edu


https://mxtsch.pages.wm.edu/
https://mxtsch.pages.wm.edu/
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Permission for Secondary Traumatic Stress Scale Survey
Thank you! I appreciate it.
Donna Short

From: Brian Bride <bbride@gsu.edu>

Sent: Thursday, December 7, 2023 12:46 PM

To: Short, Donna Kay <dshort23@liberty.edu>

Subject: [External] Re: Secondary Traumatic Stress Scale

Permission granted.

Brian E. Bride, Ph.D., M.SW., M.P.H.
Distinguished University Professor
School of Social Work

Andrew Young School of Policy Studies
Georgia State University

Atlanta, Georgia 30302

From: Short, Donna Kay <dshort23@liberty.edu>
Date: Thursday, December 7, 2023 at 10:29 AM
To: Brian Bride <bbride@gsu.edu>

Subject: Secondary Traumatic Stress Scale

Good morning, Dr. Bride.

My name is Donna Short, and | am currently working on my dissertation through Liberty
University. | am investigating

the impact of STS on teacher self-efficacy among rural public school teachers.

That being said, | am requesting permission to use the Secondary Traumatic Stress Scale you
developed.

Please let me know if | am able to do this.
Thank you for your time,

Donna Short
Liberty University
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Appendix C: Institutional Review Board Exemption

LIBERTY UNIVERSITY.

INSTITUTIONAL REVIEW BOARD

June 12, 2024

Donna Short

Jeffrey McCarthy

Re: IRB Exemption - IRB-FY23-24-1391 The Moderating Effect of Teacher Experience on
Secondary Traumatic Stress and Teacher Self-Efficacy Among Rural Public School Teachers
Dear Donna Short, Jeffrey McCarthy,

The Liberty University Institutional Review Board (IRB) has reviewed your application per the
Office for Human Research Protections (OHRP) and Food and Drug Administration (FDA)
regulations and finds your study to be exempt from further IRB review. This means you may
begin your research with the data-safeguarding methods described in your IRB application, and
no further IRB oversight is required.

Your study falls under the following exemption category, which identifies specific situations in
which human participants research is exempt from the policy set forth in 45 CFR 46:104(d):
Category 2.(1). Research that only includes interactions involving educational tests (cognitive,
diagnostic, aptitude, achievement), survey procedures, interview procedures, or observation of
public behavior (including visual or auditory recording) if at least one of the following criteria is
met:

The information obtained is recorded by the investigator in such a manner that the identity of the
human subjects cannot readily be ascertained, directly or through identifiers linked to the
subjects;

For a PDF of your exemption letter, click on your study number in the My Studies card on your
Cayuse dashboard.

Next, click the Submissions bar beside the Study Details bar on the Study Details page. Finally,
click Initial under Submission Type and choose the Letters tab toward the bottom of the
Submission Details page. Your information sheet and final versions of your study documents,
which you must use to conduct your study, can also be found on the same page under the
Attachments tab.

This exemption only applies to your current research application, and any modifications to your
protocol must be reported to the Liberty University IRB for verification of continued exemption
status. You may report these changes by completing a modification submission through your
Cayuse IRB account.

If you have any questions about this exemption or need assistance in determining whether
possible modifications to your protocol would change your exemption status, please email us at
irb@liberty.edu.

Sincerely,

G. Michele Baker, PhD, CIP

Administrative Chair
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Research Ethics Office

Study Information
Title of the Project: The Moderating Effect of Teacher Experience on Secondary Traumatic
Stress and Teacher Self-Efficacy Among Rural Public School Teachers
Principal Investigator: Donna Short, Doctoral Candidate, School of Behavioral Sciences,
Liberty University

Invitation to be Part of a Research Study

You are invited to participate in a research study. To participate, you must be a current, full-time
teacher in a rural public school in Texas (A rural district is defined by the Texas Education
Agency as one with a total student population of less than 300 students). Taking part in this
research project is voluntary.

Please take time to read this entire form and ask questions before deciding to take part in this
research.

What is the study about and why is it being done?

The purpose of this study is to investigate the impact of secondary traumatic stress on teacher
self-efficacy among rural public school teachers. Research investigating secondary traumatic
stress is abundant among help professionals (i.e. first responders, professional counselors);
however, there is minimal research investigating rural public school teachers.

What will happen if you take part in this study?

If you agree to be in this study, I will ask you to do the following:
1. Complete an online survey, which will take 10-15 minutes. The survey will consist of the
provided Teacher Self-Efficacy Survey and the Secondary Traumatic Stress Survey. The
surveys will be active for 2 weeks.

How could you or others benefit from this study?

Participants should not expect to receive a direct benefit from taking part in this study.

Benefits to society includes additional research demonstrating the impact of secondary traumatic
stress on teacher self-efficacy. Teachers are exposed to the traumatic experiences of students
daily. There is minimal research investigating the impact of this exposure on rural public school
teachers. The study will provide research and recommendations to aid rural public school
teachers when faced with traumatic exposure.

‘ What risks might you experience from being in this study?

The expected risks from participating in this study are minimal, which means they are equal to
the risks you would encounter in everyday life.

‘ How will personal information be protected?

The records will be kept private. Research records will be stored securely, and only the
researcher will have access to the records.
e All participant responses to the online surveys will be anonymous.
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e Data will be stored on a password-locked computer. After three years, all electronic
records will be deleted.

Is study participation voluntary?

Participation in this study is voluntary. Your decision to participate will not affect your current or
future relations to Liberty University. If you decide to participate, you are free to not answer any
question or withdraw at any time prior to submitting the survey without affecting those
relationships.

| What should you do if you decide to withdraw from the study?

If you to withdraw from the study, please exit the survey and close your internet browser. Your
responses will not be recorded or included in the study.

‘ Whom do you contact if you have questions or concerns about the study?

The researcher conducting this study is Donna Short. You may ask any questions you have now.
If you have questions later, you are encouraged to contact her at dshort23@liberty.edu. You
may also contact the researcher’s faculty sponsor, Dr. Jeffrey McCarthy, at
jamccarthy(@liberty.edu.

Whom do you contact if you have questions about your rights as a research participant?

If you have questions or concerns regarding this study and would like to talk to someone other
than the researcher, you are encouraged to contact the IRB. Our physical address is Institutional
Review Board, 1971 University Blvd, Green Hall Ste. 2845, Lynchburg, VA, 24515; our phone
number is 434-592-5530, and our email address is irb@liberty.edu.

Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects
research will be conducted in an ethical manner as defined and required by federal regulations.
The topics covered and viewpoints expressed or alluded to by student and faculty researchers are
those of the researchers and do not necessarily reflect the official policies or positions of Liberty
University.


mailto:dshort23@liberty.edu
mailto:jamccarthy@liberty.edu
mailto:irb@liberty.edu
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Participant Consent Form

Consent
Title of the Project: The Moderating Effect of Teacher Experience on Secondary Traumatic
Stress and Teacher Self-Efficacy Among Rural Public School Teachers.
Principal Investigator: Donna Short, Doctoral Candidate, School of Behavioral Sciences,
Liberty University.

Invitation to be a Part of a Research Study

You are invited to participate in a research study. To participate you must currently be a full-time
teacher in a rural public school. Taking part in this research project is voluntary.

Please take time to read this entire form and ask questions before deciding to take part in this
research.

What is the study about and why is it being done?

The purpose of this study is to investigate the impact of secondary traumatic stress on teacher
self-efficacy among rural public school teachers. Research investigating secondary traumatic
stress is abundant among help professionals (i.e. first responders, professional counselors);
however, there is minimal research investigating rural public school teachers.

What will happen if vou take part in this study?

If you agree to be in this study, I will ask you to do the following:
2. Read and complete the provided consent form.
3. Complete the provided Teacher Self-Efficacy Survey and the Secondary Traumatic Stress
Survey.

4. The surveys will take approximately 20-30 minutes. The surveys will be active for 2
weeks.

What will happen if vou take part in this study?

Participants should not expect to receive a direct benefit from taking part in this study.

Benefits to society includes additional research demonstrating the impact of secondary traumatic
stress on teacher self-efficacy. Teachers are exposed to the traumatic experiences of students
daily. There is minimal research investigating the impact of this exposure on rural public school
teachers. The study will provide research and recommendations to aid rural public school
teachers when faced with traumatic exposure.

What risks might vou experience from being in this studv?

The expected risks from participating in this study are minimal, which means they are equal to
the risks you would encounter in everyday life.

How will personal information be protected?
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The records will be kept private. Published reports will not include any information that will
make possible to identify the subject. All participant responses to the online surveys will be
anonymous. Research records will be stored securely, and on the researcher will have access to
the records.

Data will be stored on a password-locked computer. After three years, all electronic records will
be deleted and all hardcopies will be shredded.

Is study participation voluntary?

Participation in this study is voluntary. Your decision to participate will not affect your current or
future relations to Liberty University. If you decide to participate, you are free to no answer any
question or withdraw at any time without affecting those relationships.

What should vou do if vou decide to withdraw from the study?

If you to withdraw from the study, please exit the survey and close your internet browser. Your
responses will not be recorded or included in the study.

Whom do vou contact if vou have aquestions or concerns about the study?

The researcher conducting this study is Donna Short. You may ask any questions you have now.
If you have questions later, you are encouraged to contact her at dshort23@liberty.edu. You
may also contact the researcher’s faculty sponsor, Dr. Jeffrey McCarthy, at
jamccarthy@liberty.edu.
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Whom do vou contact if vou have questions about vour rights as a participant?

If you have questions or concerns regarding this study and would like to talk to someone other
than the researcher, you are encouraged to contact the IRB. Our physical address is Institutional
Review Board, 1971 University Blvd, Green Hall Ste. 2845, Lynchburg, VA, 24515; our phone
number is 434-592-5530, and our email address is irb@liberty.edu.

Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects
research will be conducted in an ethical manner as defined and required by federal regulations.
The topics covered and viewpoints expressed or alluded to by student and faculty researchers are
those of the researchers and do not necessarily reflect the official policies or positions of Liberty
University.

Your Consent

Before agreeing to be a part of the research, please be sure that you understand what the study is
about. You can print a copy of the document for your records. If you have any questions about
the study later, you can contact Donna Short using the information provided above.

I have read and understood the above information. I have asked questions and have received
answers. I consent to participate in the study.

Printed Subject Name

Signature & Date
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Recruitment Email

Dear Potential Participant,

As a doctoral candidate, in the School of Behavioral Sciences at Liberty University, [ am
conducting research investigating the impact of secondary traumatic stress on teacher self-
efficacy among rural public school teachers as a part of the requirements for a doctoral degree.
The purpose of my research is to investigate secondary traumatic stress and its impact on teacher
self-efficacy, and I am writing to invite you to join my study.

Participants must currently be full-time teachers in a rural public school. Participants will be
asked to take an anonymous, online survey. It should take approximately 5-10 minutes to
complete. Participation will be completely anonymous, and no personal, identifying information
will be collected.

Participants will complete the following anonymous online survey. Please click:
https://liberty.col.qualtrics.com/jfe/form/SV_bOXx2nrKQc5g3ci to complete the survey. A
consent document is provided as the first page of the survey to see if you meet the study criteria.
Further, the consent document contains additional information about my research.

Because participation is anonymous, you do not need to sign and return the consent document
unless you would prefer to do so. After you have read the consent form, please click
https://liberty.col.qualtrics.com/jfe/form/SV_bOXx2nrKQc5g3ci to proceed to complete the
survey. Doing so will indicate that you have read the consent information and would like to take
part in the study.
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